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Introduction and Overview

This publication is the result of a comprchensive review of the
literature on research and best practice. It provides an in-depth
look at many of the factors that place students at risk: the core
organizational. instructional, and curricular structures of schools:
and the strategies that have been proven effective with studentsin
at-risk situations.

Chapter One discusses a number of situations that affect
children's and vouth's academie success—the family, community,
student, and school factors that contibute to placing children at
risk. The chapter presents the argument that sysiemic change—
vather than piccemeal change-—is called for to ensure that all
children have appropriate epportunities to achieve.

Chapter Two reviews the need for restructuring to ensure that
the educational system has the flexibility to renew itself as social
and economic conditions change. Kestructuring the system is an
essential prevequisite to suceessful and lasting educational reform
and dropout prevention,

Chapter Three discusses effective prevention strategies. Pre-
rention includes those actions taken which anticipate, forestall, or
deal with cognitive, social, or personal problems before they
irreparably impair a student’s ability to perform successfully in
achool. Prevention strategies provide enriched learning activities
in carly childhood, ensure that children have a healthy start, teach
socially responsible behavior,and i -olve parentsin theirchildren's
edueation.

Chapter Four introduces the coneept of mediation and sug-
aests strategies that should be in place in restructured schools,
Mediation is the process of providing an educational environmoent
that ensures success for all students, Mediation strategies are the
innovative curricular, instructional, and other school experiences
provided for students from preschool through graduation.

[
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Chapter Five presents intervention strategies. Infervention
actions are designed to interrupt or modify academic, school. or
personal problems that are negatively affecting students’ perfor-
mances. Intervention strategies are those that address the con-
tinuing needs of students who remain at risk in middle and high
school.

Chapter Six provides a summary of the discussion presented
in this publication.

Recovery is part of the nodel presentec at the end of Chapter
One but will not be discuxsed in this publication. Recovery is a
processthat provides individuals with a variety of opportunities to
complete their education, usually in nontraditional settings. As
important as recovery strategies are, this publication focuses
primarily on strategiesthat prevent dropping out in the first place.
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Chapter One
The Need for Systemic Change

Situations That Place Students At Risk

It is inconceivable in a country with the resources of the United

Stutes that more than one in five of the children inour schools live

- in poverty conditions which put them at risk of school failure. Too
many of our children do not have the kind of fumily which serves

: as their protector, advocate. and moral anchor. In contrast Lo just
. adecade ago. more children today suffer from mental and physical
Nlnesses. substance abuse. child abuse. inadequate child care. and

family disorganization. More students are entering publie schools
- from single-parent families, from minority populations. and from
non-English-speaking backgrounds. Fortoo many children, their
neighborhood is a place of menace. the street a place of violence,
Too many children arvive at school hungry. dirty. and frightened.
Too many children start school unable to meet the challenges of

learning (1991, UL S, Department of Education .

Every aspect of children’s lives affects their ability to learn and
IRt cuceeed in school. Wells 19901 identified a variety of cireumstan-
_ cos that often place students at risk. She listed individual-related.
= family-related. school-related. and communit vereliated factors, While
- any one factor, or even several factors, do not necessarily place
R students at risk. combinations of circumstances identify the poten-
: tial to drop out tFrymier & Gansneder, 198%. Some of the factors
identified by Wells are listed below:

“ Family Related Community Related
o Lasw SES Lack of conimunity support services
Dvsturctionad howelife OF TeSpOnse
No parent involvement Lack of cammumty suppert for
Los parental expectations ~chool-
Non-English-speaking home High incidences of eriminal activities
Ineflective parenting abuse Lack of school conmmunity linkages

High niohility

g
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Page 8 Effective Strategies for Educating Students in Ac-Risk Situations

Student Related School Related
Poor school attitude
Low ability level
Attendance/truancy
Behaviordiscipline problems
Pregnancy
Drug abuse
Poor peer relationships
Nonparticipation
Friends have dropped out
Iness/disability
Low scelf-esteemisel-efficacy

Confliet between home/school calture
Ineffective discipline system

Lack of adequate counseling
Negative school elimate

Lack of relevant curriculum

Passive instructinal strategies
Inappropriate vace of technology
Disregard of student learning stvles
Retentions:Suspensions

Low expectations

Lack of language instruction

As Table 1 illustrates. conditions associated with poverty environ-
ments are major factors in students dropping out (Peng & Lee, 1992),
Inadequate housingoften leads to overcrowding. This in twm results in
alack of privacy and no place to study or do homework. Inappropriate
diet leads to health and dental probiems which are too often ignored.
The low educational level of caretakers results in a tack of exposure
to books, newspapers, magazines, or cultwral enrichment.  Stu-
dents'selfesteem sufters when theirelothingealls attention to their
low cconomie status (LeCompte & Dworkin, 19915, '

Table 1: Status Dropout Rate, ages 16-24, by income, and race/cthnicity

[TTTH  RETTION nats Hispano

Total White Black Hispanic
Total 11.0 7.9 13.6 275
Low income level 23.9 19. 215 413

1
Middle income level 9.9 T 86 239
3 3.4 6.0

n
High income level 2.7 2.0

Drapaut Reates i the Usnted States. 1999, National Cenger for Educational StGistes,
S Departnient of Edueation, Office of Fdueational Research and tnprovement

The effeets of poverty go bevond maternal concerns, however,
Children whose home envivoiments aind social backgrounds result in
development different from the mainstream enter school at 2
distinet educutional disadvantage. Those who do not speak Fn-
glish or who behave according to the culture of 2 home that is
radically different from that of the school are not prepared to meet
teachers” social and behavioral expectations, Many students move

ERIC
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through school without the henefit of support from the home—that
is. persons who understand the schoul curricutum, who can eval-
uatethe quality of education being offered the child, and who know
how to work within the school system to intercede on behalf of the

child (Gandara, 1989).

The Educational Structure Places Students At Risk

John Cole, Viee President of the American Federation of
Teachers (AFL-C1O and President of the Texas Federation of
Teachers, pointed out that most students attend public schools
which. instead of being “centers for learning and intelectual
development.” are

more like the great industrial factories of the 19ih and
carly 20th century. . there isnot an as<embly line, but in
moxt high schools there s something like that. . .. Each
teacher is ata station. A belbwill ving. The i o does nut
move but we hay e mobile units of production. They move
themselves and cluster at a work station where a teacher
for 45 minutes or =0 attempts to pour learning into their
hoads and then the bell vings and they get up and leave.
The Felncation Defieit, TOS8, p. 201

This ~tructure worked relatively well for the agvicultural
industrial society it was designed toserve, 1t provided schooling for
millions of immigrant=. inculeated the <kills and conformity need-
od to staft assembly ines, and ©oflowed « calendar dictated by
agricultural scison:. Aspiring teachers had Lo pass rigorous
exiims to enter teaching. teaching wias o respected profession, and
there was a surplus of highty qualified teachers.  Those students
who entered the sy=tem had high ~tandards set for them, parents
seirchildren toexeel. and moststudents were attentiveto

pushedtl
This structure, however, wis designed to sort and

their teachers.
seleets it was nover designed to provide quality education for all
students. In 1940, only about 25 of the students graduated from
high schoolt26.17¢ ofwhite: 7.7¢ c of blacks: Bureaunofthe Census, 19941,

Vost of the educational reform efforts of the last decade focused on
refiningthe esistingsvstem—-realigmingor refucusing school programs
and practices tobettermect existinggoalsand stindards. The primary
concern wits o find out “how to do things right” rather than to
determine. first, ifwe weredoing the “right things" tJenks & Shaw.
19881 The kinds of reforms that cemerged followed a strategy of
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intensification—conti nuing todo what had been done forvears.but
doing more of it and presumedly doing it better (Covington. 1992,
This strategy assumed the present educational system was funda-
mentally sound and that no basic changes were needed.

The futility of making piceemenl changes in the educational
systemiis iHustrated by the barrievs identificd though a survey of
ecducational practitioners in districts and schools that were en-
saged in efforts to restructure s Duttweiler & Mutchler, 1990,
Thesurvey revealed cight majer barriers to changing tradition-
al behavier:

Fear of taking risks—The lack of a cooperative goual
structwre and feaw of reprisal slowed down the implemen-
tation of many of the change efforts.

Fear of losing power-—School board members and ad-
ministrators at all levels wore apprehensive about losing
powerin any reform effort that included a redistribution
of authority .

Resistance to changing roles and responsibilities- -
Both administrators and teachers w ere reluctant to forge
different voles or accept new responsibilities, were apa-
thetictochanges, favored the statusquo.ovidentified with
traditional norms and roles.

Lack of trust --Mistrust at every fevel of the svstem and
meveryrelational permutation was uncovered by the survey,

Lack of skills: A lack of <killx. particularly in working
withgroups and group decision making. wasacritical barrier
to =uceessful change.

Lack of definition and elarity in the change effort-
Surves respondents reported the ek of o cleardelinition
of the change effort itsclf, the strategies to he used (o
miplement it the houndaries of school authority, and the
hehaviors expected in new roles andd responsibilities,

Inadequate resources  Respondents identificd o lack
of resources or vesouree allocation s 4 seriotis harrier to
change. They identified fime as the mest important and
most inadequate resowree,

12
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Lack of hierarchical support—Respondentsidentified
major problems resuiting from the absence of full-system
commitment to change. transience of personnel, inadequate
communication. and conflicts with outside regulations.

Addressing any one of the above bavriersin isolation from the
rost would be ar invitation to further failure. More importantly.
changes should address the whole eduecational system ifwe are to
build the capacity of sehools to redefine and renew themselves so
that they can create learning environments which meet the needs
of all students.

Students Are Underprepared

When the problems encountered within the family and neigh-
borhood combine with the problems children encountes within the
schools. the results are staggering. The Natwonal Education Goals
Report found that nearly halfof all American adultsread and write
at the two lowest levels of prose, document. and quantitative
literacy in English. This means that ncarly halfof America’s adult
population may not be able to perform the range of complex tasks
necessary for the United States tocompete successfullvin aglobal
ceonomy or for the aduits toexercise the rights and responsibilities
of citizenship.

The Children's Defense Fund (1992) pointed out that poor and
minority children ave not the only ones who are experiencing
difficulty in school; many middle- and upper-income children are
not learning what they need to know to keep the U. S, economy
competitive into the next centary. An international assessment of
math and science achievement found that American 13-vear-olds
ranked 13th in math achievement and 12thinscienee achievement
when compared to students from 14 other nations, 1 we are to
SUFVIVE d4s an economic power, students must develop the techno-
logical sophistication, adaptability. and problem-solving skills
that will continue to drive our economy in the future.

Students Are Dropping Out

The traditional educational system was not designed to meet
the needs of an information-hased economy or effectively educate
a population of culturally diverse students (Bureau of the Censuy,
19941, At a time when specialized, postsecondary education is a

PAFullToxt Provided by ERIC
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prerequisite: for many high-technology jobs, statistics indicate that
204 of adults over the age of 25 in the United States have not
completed high school (Bureau of the Census, 1994). In 1993,
approximately 3.4 million persons between the ages of 16 and 24
vears of age had dropped out of school before they earned a high
school diploma (NCES, 1992), and there were over 12 million
persons 18 years of age and older who had less than a 9th grade
education (Burcau of the Census, 1994),

The fact that reducing the dropout rate has been one of the
education goals of two presidents indicates the seriousness of the
problem.  In attempts to improve the achievement of students in
at-risk situations, many schoo! districts have instituted a number
of practices over the past two decades. These practices included
such things asidentifving children and pulting them out of class for
activities unrelated to classroom instruction: retaining students in
grade: slowing down instruction: using technology for drill and
practice; and teaching the “basices™ in fragmented, isolated bits.
Rather than helping, however, such practices produced a number
of damaging effeets for many students such as lowered perceptions
of their academic competence, decreased academic motivation.
and reduced infrinsic interest in learning (Harter. Whitesell, &
Kowalski, 19921,

In addition. rather than fostering a sense of belonging and
providing opportunities for students to engage in positive social
interaction. most schools continue to emphasize social comparison
and competition. Competitive school environments separate stu-
dents into groups determined by ability, publicly evaluate stu-
dents based on relative ability, and honor only students of high
ability.  Because there are few winners and many losers in
competitive school environments, lower achieving students are
disruptive and protect their feelings of seli-worth by withholding
their efforts. And too often. even among the “winners. the Jovs of
learning and discovery are sacrificed for the suke of conformity
(Covington, 1992,

Researcher Shi-Chang Wu 019930 investigated the possibility
that schools may be actively conributing to students dropping out.
Data from the first follow-up survey of the National Education
Longitudinal Study of 1988 (NELS: 881 revealed that ¢ there is a
clear link between students attending <chools with high dropout
rates and their risk of exposure to poorly organized academie

14
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programs: (2) the school dropout rate often reflects morale problems
in the school: (2 students attending high dropout-rate schools
were more at risk of exposure to poor teachers; and (4) attending
a school with a high proportion of dropouts was associated with
diminished opportunities for students to be exposed to classroom
activities which are purposiveiy conceived. well-planned. well-
organized, and well-executed.

Covington (1992) argued that the potential dangersin trving to fix
the present system are greater for the “fajlure-prone child, the under-
prepared. and those disenfranchised youngsters from underclass ghet-
tos and barrios.” It is imperative that we change those schoo!
practices which place students at risk of failure. Aseducators. it is
our job tocreate an enriching. culturally sensitive, relevant, and active
environment forall children. We must not just write vision statements
that parrot the phiase. Al children can learn?” we must shape our
classrooms. our schools. and our districts so that it becomes a reality.

Arguments for Systemic Change

The problems faced by the educational svstem have t heirroots
in the social and cconomice changes that have oceurved in this
country. Changes in one part of wsystem cadl for corresponding
changes in the other ports, Asitis carrently structured. however,
the educational svstenn lacks the flexibility to adapt to socictal

changes.

While teachers and administrators continue to be blamed for
the poor achievement of students. the structure of the workplace
has o greater influence on what professionals do than personal
abilities. professional training, or previous experience tLotto,
19320, Anearlystudy of the implementation of federally sponsored
oy ations supports assertions that the eritical varinbles related
toimprovement, change, and effectiveness are organizational and
< ~temie rather than individnal or programmatic in nature (Ber-
man & Mebaughhn, 19750

The principles of Total Quality Management espoused hy WL
Fowards Deming affirm that the contral problenr in traditional
organizations i~ that they tend to hlime what goes wrong on
imdividual people tBonstingl, 1992y, According to Dennng, how-
ever, 80 of the problems in an organization can he attributed to
svstemic canses  practices, rules. expectations. working condi-
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tions, and traditions. Frymiert1987 concluded from a studyof 183
professional educators from nine urban schools that events and
mandates requived the educators toenguge in activities that would
not help their students perform well in school. By both dreum-
stance and by law, the educators were forced to deal with factors
over which they had almost no control.

The overarching goal of systemic change in education is to
provide anorganizational structure that allowseach school todesign
a learning environment which ensuves quality education for all of
itsstudents. Scarr(1992)summed up the need for systemic change
with this statement: “As educators, we must accept that constant
change and flexibility are the norm. not the exception. Organiza-
tional structures in education must change. The vouth and the
future of our country require no less."

Areas of Reform

The National Dropout Prevention Center advocates a coni-
prehensive, systemic approach to educational reform. Attempts
to improve student learning will be successful only to the extent
that changes throughout the svstem give schools sufficient lati-
tudetoadapt new policies or practices to their unique circumstances
and to develop their own solutions to problems.  Educational
leaders must manage change in turbulent times by anticipating
new paradigms. Educators and policymakers must recognize the
clements within asociety "dynamically interact so that whatever
happens with the family, or with the computer revolution. for
example, is going to have an impact on the school™ (Fallan, quoted
in O'Neil, 1993, p. 11,

The efiective implementation of systemie change means find-
ing ways to create a collaborative mode of work to replace the
existing isolation and powerlessness under the traditional svstem,
The National Dropout Prevention Center identified the following
areas ol reform to be addressed:

The educational svstem must be restructured to be more
congruent with the needs of those who work in it and the
needs of those it serves. Schools must have the authority
tomake meaningful decisions through participatory deei-
sion making.: adequate resources must he availablo: and
professional development should provide the knowledge.

PAFullToxt Provided by ERIC
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<kills. and attitudes requured to earry out new rolex and
U=e NeW =trategies,

The problems faced by childven in at-risk situations are
the colleetive responsibility of everyone.  Government,
businesses, community organizations and agencies, par-
ent=. and the schools must join together to provide the
social support needed 1o ensure resilieney in children.

The technical core of the school-—teaching, learning.
curriculum. and instruction—must engage children in
Jearning. Effeetive prevention. mediation. and intervention
strategies must be adopted te meet the needs of students
in at-risk situations,

Figure 1 iNustratesthe componentsof svstemicchange and the
relationship between restructuring and effective prevention, media-
Lion. intervention, and recovery strategies.

Figure 1: Components of System Change

—— ———
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Chapter Two
Restructuring the System

The National Governiors” Association Task Force on Educa-
tion asserted that “significant steps must be taken to restructure
cducation in all states™ (UL 8. Department of Education, 19911
Restructuring requires change inthe voles, relationships, distribu-
tionof authority, and allocation of resources within the educational
svstem, The purpose of restructuring is to create a flexible organi-
zation that cnables teachers. school administrators, students,
parents, and community members to collaborate in providing
within cach school the experiences students need to achieve suecess.
Figure 2 illustrates the clements involved in restructuring,

Figure 2: Elements of Restructuring

RESTRUCTURING
Congruence
Sehool-Based Management
Shared Decision Making
Adequate Resourees
Professional Development

pea—-d

Intervention
Mediation

Prevention

Restructuring
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Congruence

Congruence isboth a rationale for restructuring and a desired
outcome.  Congruence is the condition of being in agreement.
harmony. or correspondence with the circumstances or require-
mentsof asituation, Congruence translatesintoa: ‘roodness-of-fit”
match between the characteristics, climate, and practices of the
critical settings in which the student must functi m (e, g.. the
family. the community. the schoohiorinwhich they rec. veservices
fe.g.. social service and health agencies) and the needs of the student.

Whether or not the educational setting is congruent with a
student’s needs depends both on the characteristies of the school
and on the ethnic. culturai. sociocconomic. demographic. and risk
characteristies of the student. Schools that are congruent with the
needs of one population quite often are not congruent with the
needs of a different population. The exirtence or absence of
congruent cenditions within the schools will promote or hinder
the engagement and resilieney of students in at-risk situations
and. thereby. their educational success. Figure 3 illustrates the
relationship.

Figure 3: Congruence and Educational Success

Cong;uence X Engagement

“of critical .. Educational

‘settings
w1th needs 84 ili A
of chll ¥} Resiliency

Success

Congruent schools foster achild's engagement in learning and
resiliency in life—they are learner centered. In leoner-contered
schools there is afocus on the individual learner’s capabilitios and
needs from a perspective that is grounded in current research on
how. why and underwhat conditions learners best earn (MeCombs,
1994 In congraent clussrooms teachers are facilitators of learn-
ing and students are actively engaged, participate, and are
responsible for theirown learning. Forclassrooms tohe congruent
vith the needs of students, however, schools and the svstems of

MG
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which they are a part must be congruent with the needs of teachers.
Teachers cannot be expected to encourage their students to col-
laborate. participate, and make responsible decisions when the
teachers themselves are not encouraged to do these things by the
svstems in which they work. The need to create coope rative
structures at all levels of the educational system has been a key
theme in the reform literature (Barth, 1990. Joyce, Wolf, &
Calhoun, 1993; Schlechty, 1990). It is the focus of the follewing
sections on school-based management, shared decision making,
the provision of adequate resources, and the need for strong
professional development.

School-Based Management

Schools have great difficulty transforming themselves within
the constraints of existing governance structures. School-based
management formally alters school governance arrangements.
Decision-making authority is redistributed for the purpose of
stimulating and sustaining improvements in individual schools.
resulting in an increase in authority of stafl” at the school site
(Malen, Ogawa, & Kranz. 1989!. Whendecisionsare decentralized
to the school site, school personnel have ameans of controlling and
correcting overall school operations in order to meet the ultimate
goal—student success in learning.

For school-based management to work effectively, there must be
changes in the roles of school board members, superintendents, and
district personnel to incorporate a different kind of power than they
traditionally have had, Responsibilities should shift from enacting
decisions and monitoring compliance to creating the conditions that
support schools in their efforts to achieve their vision and goals (David.
1994). Efforts to change the system, whether in the area of decision
making or curriculum and instruction, will surely lead to failure uniess
those in power at state and local levels provide the resources necessary
forqualityeducationandrelinquish tothe schoolsthe authority tomake
decisions in significant areas.

For this reason, school-based management is an important com-
ponent of any educational restructuring reform. School-based manage-
ment expands the leadership within asystem. It gives staffat school
sites the authority to make certain decisions about personnel. staff
development. allocation of resources, cwrriculum, and instruction,
School-based management is distinguished by afocus on the individual

L}
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school as the unit of deeision making: the management of substantial
resources at the school fevel: the development of a collegial. participa-
tory environment throughout the district; and the redesigm of district
structural elements to accommodate innovations in curvicutum. in-
struction, and the use of time and resources.

There is some concern about the link between school-based man-
agement—a governance reform designed to alter the balance of power
withineducationalsystems—and improved school performance(Wohl-
stetter, Smyer, & Mohrman, 19941 Fullan 119931 pointed out that
restrueturing does not often touch the core of the school—instructional
practices and the culture of teaching. This is substantiated by a study
in adistrict widely acclaimed for its restructuring model. Teachers in
the 16 pilot schools reported higher levels of participation in decision
making. but the researchers found that teacher strategies used in the
pilot schools were no different from those found in the 17 nonpilot
schools. Nor did the researchers find evidence of greater teacher
coltaboration (Taylor & Teddlie, 19921, Other studies have uncovered
the same vesults (Easton, 1991: Hallinger, Murphy, & Housman, 1991;
Sarason, 1990; Weiss, 19925,

Wohlstetter, Smyer, and Mohrman 11994 studied the schools in
four school districts where school-based manigement had been under-
way for at least four years. They focused on schools that were actively
restructuring and those that were struggling. While struggling schools
had scheel-based management activities in place. they had not made
conerete, nservable changes in elassroom instructional practices.
Activelyrestructuring schoolshad school-based management activitios
in place and also had made conercte. observable changes in their
instructional approaches,

The researchers found that struggling schools had sporadic, ad-
ministrator-designed professional development for staff and offered
fes opportunities for whole-school development. The site councils
got bogged down in defining power relationships. Subgroups were
crapowered, leaving the bulk of the faculty out of the loop. Principals
wereofleninvolvedin powerstruggles withthe stafl, Struggling schools
rarely developed a shaved vision or redesigmed the parameters within
which the faculty operated. The most frequently cited menns of
mformation sharing in these schools was"the teacher grapevine.” This
restricted type of communication resuited in incomplete or inaceurate
information whieh hred suspicion.
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Actively restructuring schools, on the other hand. were character-
ized by an intense interest in professional development as an
ongoing process for every teacher in the school as well as the principal.
In actively restructuring schools, site councils created subcommittees
which spread both the decision-making authority and allowed greater
numbers of teachers to hold leadership positions. One of the most
sigmificant elements common to actively restructuring schools was the
facus on ereating opportunities for teachers to plan, discuss, meet, and
generally talk about educational issues. School schedules were rede-
signed to encourage teacher interaction. Information sharng in
actively restructuring schools often included school-wide development
of a vision: statement. retreats to define mission and goals, and sharing
council meeting agendas, meeting minutes, school budget. student
achicvement results. and eurrieulum information.

The principalsinthe actively restructuringschoolsin the Wohlstet-
tor ot al. (19941 study were able to motivate staff and ereate ateam
feeling on the school campus. They regularly engaged the faculty in
timely and informal conversations in the halls. The principals sought
out grant opportunities and encouraged faculty to write proposals for
funding innovations which supported school goals. The principalsalso
served as ligison to the outside world with regard to educational
research and practice. In several of the actively restructuring schools,
the rescarchers found principals moving away from the role of instrue-
tional leader to one of manager. The principals saw their role as
shicldingteachers fromconcernsin which the teachershad little vested
interest or expertise <o that as instructional experts. they could
concentrate on teaching,

Participatory Decision Making

The purpose of restructuring governanee processes within a sys-
temis toensure that cach school has the resources and the fiexibility to
desigm the type of learning experiences necessary for its population of
students to succeed academically,  Lawlers (1986) rescarch in the
private sector confirmed the importance of cmployee power inimprov-
ing organizational performance. Lawler found that “high involvement
management” resulted in high performance organzations. Areas of
high emplovee imolvement included budget, personnel. work process-
=, knowledge. performance information, and rewards.

Includingdifferent perspectives indiscussion anddecision making
cnsures that the problems identified will refleet the true needs of the
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students andthat thesolutionsidentified to address those problems will
be supported by those who must implement them.  Implementation is
where the expertise of the entire learning community—of” school staff,
students, parents, and the community—becomes eritical to the success
of the effort. When participatory decision making is an incegral part of
organizational decision making. the learning community defines its
vision for the school. explores the needs of the students and the school,
rescarches possible approaches to restructuring the instructional and
curricular core of the school. proposes possible strategies for implemen-
tation, and allocates resources to accomplish its goals.

Adequate Resources

Those who believe educational restructuring, reform. or improve-
ment can be achieved without significant changes in the culture of the
school and the provision of substantial resources are in for a big
disappointment. For systemic change to be suceessful, long-term,
svstem-wide commitment to the coneept should he built and main-
tained, Such change requires clearly defined goals and outcomes.
continuit, and stabilita . protection (from external constraints, aund
the necessary resourees for successful implementation.  Insuffi-
cient materiai resources are a majoreeistraint on the effeetiveness
of self-managing schools, Evensith all theotherelements in place.
restructuring efforts eventually will fait ifschools do not have tand
cannot gets the resources they need to do their work, Weiss and
Cambone (1994 pointed out that sustained teacher planning and
decision making over long periods of time will require a svstem of
supports well bevond those currently provided by most school svstems,

Professional Development

Professional development must be provided so that members
of the school community can develop the knowledge and skitls
required to participate in school-based management and to become
prolicient in new instructional strategies. In addition. teachoers
must be prepared to v ork in ereative ways with students whodo..
respond to traditional instructional methods,

A survey of the membership of the National Dropoul Preven-
tion Netwark, conduetedin the failof 1993 by the National Dropout
Prevention Center at Clemson University, revealed that teachoers
are rarely prepared to work with stadents who are not part of the
mainstream: (Duttweiler, 19900 The respondents constituted an
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experienced group of practitioners(71.4% had 15 or more years in
edueation: 76.0¢ ¢ were school ordistrict staffivepresenting every region
of the country. The results of the survey included the following:

Nearly 70¢7 of the respondentsindicated that.in general, staft
development activities failed to prepare teachers to work with
students in at-risk situatiens.

While 78.9%¢ of the respondents indicated their belief that
active loarning instructional strategies were effective in help-
ing students in at-risk sitvations feawn successfully, almost
60% indicated that active leauning strategies were rarely used
with lower achieving students,

Cemponents of Effective Professional Development

A considerable body of rescarch exists on suceessful profes-
sional development programs, and a number of components have
heen identified as eritical to fostering change in participants’
knowledge, skills, and attitudes (Duattweiler, 198%. The compo-
nents——context. content. choice. continuity, coaching, control, and
commitment—synthesized from a review of the literature, are
summarized below:

Context—ontext consists of the setting and conditions of com-
munication. support, and cooperation within which professional
development takes place. The participants in professional devel-
opment programs are adults, Therefore, it is advisable to take into
consideration the characteristies of aduits when designing such pro-
grams.  Change is almost always accompanied by uncertainty.
Changing behavior requires commitment and emotional energy,
Most adults are resistant to experiences in which they may not do
well or in which their sclf-esteem might be damaged. Tt is
important, therefore, for professional developmenttobeconducted
in asupportive climate of trust, peersupport, collegiality, and open
communication tBrookfield, 1986: Caldwell, 1986: Wood, Thomp-
son, & Russell, 1981,

Content. Professional development programs should contain
content that addresses three major arcas: tDrattitudes, €2 skills, and
(31 substantive knowledge. Programs should be demanding. with

high but reasonable standards of performance set for parteipants,
Professional development diveeted toward changing the tradition-
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al norms of isolation and autonomy in t wching to those better
suited to shared decision making must systemati ally replace
those norms with new shared attitudes, habits, and values. Good
programs witl also include opportunities for participants to reflect
on their actions (Pitner, 19871, Effective professional develop-
ment provides an opportunity for adults to share their expertise
and experience. Experiential techniques, such as discussion or prob-
ler vsolving, ave effective devices for adult learning (Brookfield, 1936,

Choice—Involvement, expressed necds, and opportunity for
choice ensure that participants are committed to change because of
intrinsic motivation.  The challenge for planners is to design
experiences that take intrinsic motivators into consideration
(Caldwell, 19861, Motivation for growth and learning comes from
withing participant involvement from the beginning is. therefore.
mmportant thevine, 19851, Professional development works best
when participants take part in planning objectives and activitios
(Elam. Cramer, & Brodinsky. 19861, Rescareh has shown that the
most successful professional development aetivities have been
those in which participants had maximum opportunities forinvolve-
ment and selt-help tLevine, 19851,

Continuity—Significant improvement in educational practice
takes considerable time and is the result of systematie, long-range
professional development Caldwell, 19861, 1t is important to build on
the experiences of participants and to foster camulative learning
(Pitner. 1987, Long-termcommitment to a particulardireetion or
program enables the learner to proceed in an orderly way from
oricnitation to in-depth exposure to integrated practice (Dillon-Peter-
son. 1981, Thixis best accomplished by establishing expectations
within cach school staff for continuing professional growth in the
school setting. Processes should be instituted in the school for
active discussion of professional practice and for peer observation
and coaching,

Coaching—Prolessional development shoubd provide oppor-
tunities for learning job-related knowledge iind skills through (1)
the demonstration of the skill or its modeling in settings that
simulate the workplaee: 12y practicing the skilt: and ¢ receiving
productive performance-hased feedback tlam, Cramer, & Brodd-
insky. 1986 Joyvee & Showers, 1983 Pituer, 19875 In addition.
mofesstonal development programs should provide mechanismes
for follow-up assistance to participants after their return to the
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workplace (Wood. Thompson, & Russell. 19811, Wherever possi-
ble. new administrators and teachers should not be left to solve
their problems in isolation from their colleagues (Daresh. 1987).
Jovee and Showers 11983 Jconsider it essential for trainers to assist
participantsin developing self-help teams that will provide coach-
ing. Ideally. "coaching teams” are developed during the initial
phase of the program. [t is important to train participunts in the
techniques needed to coach others (Pitner. 1987

Control. Jovee and Showerst 1983 have pointed out that the
offective use of new knowledge or a <kill depends on execute
control—that is, on knowing how to adapt. apply. and blend the
knowledge or skill sith other approaches to develop a smooth and
powerfulwhole. The achievement of executive control may requive
extensive amounts of new learning that can only be accomplished
through practice and vertical transfor of learning. Vertical trans-
fer requires additional learning to adapt the knowledge or skill to
on-the-job situations and has tooccur in the work setting GJovee &
Showers., 1983, In fact. professional development programs
<hould be designed with a clear recognition that a considerable
amount of additional learningis necessary to achicve tull transfer
to the workplace.

Commitment. Administrative commitment and support is
eritical for suceessful professional development,  The Tevel of
support {rom district administrators must be genuine and visible
(Flam. Cramer. & Brodinsky. 19861, Lack of resources makes it
difficult to successfully implement new programs and to improve
teacher and administrator performance. The schools must haveg
cufficient and appropriate resources e, time. tra ning. technieal
assistanee. and supplemental funds) to carry out efieetive profes-
stonal development.

Restructuring in Practice

'l'h(-ll)ll()\\'in;{(-\'mnpl(-sin('lu(lvnn(-slz\lo;m(ll\\'ndislriclslh:lt
have successfully changed their traditional governance strue-
tures.

Restructuring Education in the State of Kentucky

The state of Kentueky s implementing states e svstemic
cdducntion reform. In Aprilof 1990 the Kentucky ducation Reform
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Act tKERA T took effoct, Spurred by inequities in school funding. the
Kentucky Supreme Cowrt abolished the state’s public school system,
The Kentueky General Assembly replaced it with one radically differ-
ent in form and philosophy, The goal of the resulting change was
nothinglessthan the complete transformation of Kentucky schools
by 1996. This transformation included the Kentueky Departiment
of Education which was reorganized into a professional service
center to support education refornin local schools and districts, A
Professional Standards Board was established to develop new
standards for teacher trairing and certification.

The following initiatives are partolthe state’s campaign to help all
children succeed in school:

* School-Based Decision Making empowers a2 council of
three teachers. two parents, and the principal in each school to
adopt policies based on what is hest for the school's students.
Councils make decisions about instruetional materials. school
stafl, curriculum, extracurricular activit ies, and other issues,

* Curriculum and Assessment focus on linking knowl-
edge and skills across the curriculum with students learn-
ing to use knowledge in real-world applications and assessing
what students are able to do with what they have learned.
Technology 1= being used to link 150,000 student worksta-
tions, 35,000 teacher workstations. 1.400 school management
svstems, 176 distriet administrative svstems, higher educa-
tion camipuses, educational television, the state Hbrary sys-
tem. and state agencies in a communications, instructional,
and administrative network.

*  Regional Service Centers/Professional Development
make expertise and technical assistance more aceessible to
districts and schools,

* Extended School Services provide additional instruc-
tion ana support before or after school. on Saturdays, or
during the summer for students who are at risk of falling
hehind in school.

Pre/Primary schools use o developmentally appropriate
curriculum and related services to prepare students in at-
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risk situations for learning. Preschool is available for all
four-vear-olds from low-income families and for three-and
four-year-olds with disabilities. Primary schools place
five- through eight-vear-olds in multiage, multiability
classrooms so they can learn and progress at their indivi-
dual paces. Children are assessed on a continuous basis
and advanced to fourth grade when they are ready.

Family Resource and Youth Service Centers provide
health. social. justice, and education services for students and
families. Certers are located in or near schools in which
at least 20% of the students qualifv for free school meals.

Lake Washington School District

In 1991. the Lake Washington Schoot District in Kirkland, Wash-
ington, reorganized its central office staff, huilding administrators, and
support personnel intothree regionalteams and a support team (Scar,
1992). The regional teams—cach includes one high school and the
schools that feed into it—focus on suppe rting the operations and
restructuring efforts of their arca schools. The support team provides
services to the schools such as business. facilities, and personnel.

The teams engage people at all Tevels of the organization and
includeteachers. other staff, students, parents, and business people. In
addition tothe area teams. individual buildings operate as work teams.
Building principals and their stafts develop processes and decision-
making models to harness the ereativity and participation of teachors
andstafl. Each arca team is self-regulating and has developed itsown
organizational structure and processes including budget allocation,
communications. and decision making. Each team is responsible for
working with staff and the community to make changes in the schools’
organizational structures so that all students will obtain the skills,
knowledge, and attitudes they need to be suceessful.

}ake Washington Superintendent L. E. Searr wrote that the
compelling reason for making the radical departure from the tradition-
alstructure was that work teams transformed anarrow, compartment-
alized system into one with broad perspectives. He pointed out that
hureaucracies break work down into aseries of diserete tasks. whereas
educatingstudentsisasetof integrated stepsand responsibilitios. The
systemasa whole—kindergarten through twelthgrade and the entive
curriculum— rather than fragmented segments has become the focus
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of change efforts. Each team is responsible for every student until the
student demonstrates the required skills, knowledge. and abilities.

Boulder Valley Public Schools

The 1990-91 school yvear began a time of transition for the
Boulder Valley Public Schools. Shiftsin organizational philosophy
led to measures which strengthened the schools and focused
resources on teaching and learning.  Schools were expected to
operate with appropriate self-direction and creativity in providing
"an outstanding educational environment” to better meet the
needs of students. The district organization was refocused to
provide technical assistance and support for each school's efforts ¢o
create a suecessful learning environment that promotes student
learning and ongoing teacher development. The role of cortral
administration was changed from being prescriptive to being
responsive to requests for assistance from schools and their staffs.

In restructuring their environments. school staff members
asked themselves whether the daily environment that they were
offering kids was actually producing learners. Inorder for schools
to make the changes their staffs deemed appropriate. they were
given significant responsibility for carriculum. staff development.,
and assessment decisions,  Principals found, however, that this
freedom was accompaniced by new responsibilities, as well as some
toss of decision-making power. Decision making in the schools was
expanded to include teachers, students. parents. and community
members. Some principals, as well as others who became part of
deeision-making teams. needed training to learn to work effective-
Ivin a collaborative way.

While the central administration has responsibility for assur-
ing that consistently high goals are set and met throughout the
district, schools are now making their own decisions about what
and how to teach. how to prepare teachers to teach. and how to
assess what students have learned.  The creation of  school-
controlled budgets makes it possible for schools toimplement these
decisions. In fact. the transfer of deeision-making power—along
with the monc  to carry out the decisions—from central admini-
stration to schools was the first major step in Boulder Valley's
restructuring process. The switeh from central decision making to
school-based decision making has given schools @ measure of
control over the teaching and learning offered in their buildings
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Caveat

Multitudes of resources have been wasted on failed reforms
that were mandated from state or district offices or implemented
through federal or foundation funding. Efforts that should have been
successful given the amount of thought, time, money. and energy
invested in them have nevertheless failed for want of sufficient
input from the community and fromthose at thelevel ofimplemen-
tation. Most school boards want results as soon as possible: most
school administrators are not prepared to spend three tofive years
on the processes necessary for effective restructuring, vet this is
what it takes. Those systenmis that have experienced success can
attest to this,
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Chapter Three
Prevention Strategies

Provention includes those actions taken which anticipate.
forestall, or deal with cognitive. social, or personal problems before
they irreparably impair a student’s ability to perform suceessfully
in school. Figure 4 identifies a number of prevention strategies
that are proving to be effective with students in at-risk situations.
The strategios are effective because they provide an enriched
environment forthesestudents—the typeofenvironment that children
from more affluent families are exposed to in their everyday lives at

Figure 4: Strategies for Prevention

PREVENTION

Quality Early Childhood Education
Farly Prevention of School Failure
Reading Recovery
Developing Socally Responsible Behavior
Nongraded Primary Schools
I aenung Programs and Pavent Involvement
Linking Social Services and the Schools

-
( Recovery )

Intervention

Restructuring
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home. Prevention strategies are designed to “level the playing
field"—to help students in at-risk situations develop resiliency, to
enter school ready to learn, to provide the skills necessary for
school success, to assist parents in hecoming involved in their
children’s education, to ensure physical and mental health. and to
remove barriers to success within the early grades.

Resiliency

Resilieneyis the ability to withstand. adjust to. or recover from
risk, stress, or adverse environmental circumstances. Resilieney
results from social supports which facilitate the development of
psychological strengths and behavior-coping mechanisms that
assist an individual in modifving his or her responses to eritical
risk situations. The degree of social support available to children
can affect their learning. The strongest prevention measures are
those which help children develop resilieney (Benard, 19910,

Soctal support is provided through the family. peers. the
community. and the school. When these settings work together to
nurture, protect. and sct reasonable expectations for a child, the
childdevelopsresiliency to adversities. When social support is low
in one setting. other settings need to compensate for that tack or
provide assistance in rebuilding the support in the weakened area
(Coleman, 1991).

Caring relationships increase resilieney in children.  Resil-
ieney s fostered in children by family relationships that are
marked by warmth and cohesion,  In families where there is
continuous marital discord and the parents are unresponsive or
abusive, the presence of some other caring adult provides social
support. Resilieney ean be fostered by the presence of a concerned
teacher or mentor or the presence of an institational structure,
such as a caring agency or a church (Garmezy., 1991,

Effeetive schools foster resilieney by providing opportunities
for students to develop caring relationships with both adults and
other students, Effective, coring schools offer quality carly child-
hood programs which identify and address problems before they
hecome serious: they teach positive social hehavior, assist parents
in learning how to help their children, and they strengthen the
social support network by linking with social service agenei = to
mecet the needs of children from at-risk situations,

32

PAFullToxt Provided by ERIC




Fffective Strategies for Ldncating Students in At-Rish Sitnations Page 33

Quality Early Childhood Education

One of the most significant findings to emerge from research on
dropouts is that carly identification ix vital to effective prevention,
Although we tend to think of students dropping out during their fast
vears of high school, many are lost long before that. Social and task-
related behavioral problems that develop into school adjustment
problems can be identified at the beginning of the elementary grades
Spivack, Mareus, & Swift. 19861 The dropout problemisnot one that
can be addressed exclusively at the middle or high school fevels: by then
it ix too late for some students.

The earlier a problem is identified and addressed. the greater will
be the impact on students in at-visk situations. The most offective way
o reduce the number of children who will ultimately dvop out is to
provide the best possible classroom instruction from the beginning of
their school experience. “Leaming deficits casiest to remediate are
those that never oceur in the first place™ tSlavin & Madden, 1984, p. 61,
Studies of birth-to-three interventions demonstrate that 1Q can be
modificd by changing a child's environment. Both child-centered and
family-centered stuategies often can make a lasting difference in 1Q
scores. These provention strategies place infants and toddlers in
stimulating. developmentally appropriate environments for part of
cach day. Family members are trained and given materials to help
them stimulate their children’s cogmitive development. handle disci-
pline and health problems, and devetop vocational and home minage-
ment skitks (Stavin, Karweit, & Wasik, 1992931,

special education referralsand retentionin sradeare deereased by
such carly prevention strategies. [t appears to take intensive efforts
overa period of several years toproduce lasting effects. but the fact that
even the least intensive models produced strong immediate effeets
suggests that a combination of approaches within a comprehensive
praventive program will have great promise in inereasing children’s
copmitive functioning. Strategries that include birth-to-three, preschool.
and kinderganten programs can ensure that childven enter first grade
with good language development, cogmitive skills, and self-concepts
vegrardless of their family background or personal characteristies
iShvm, Kanweit, & Wik, 1992930,

Research has revealed that effective early schooling experiences
include preventive health and nutrition components and involve
parents as their children’s first teachers. Children with prekindergar-
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ten experience through programs such as Head Start had parents who
were more involved in the ehildren's sehool aetivities. Because of this
influence on parental involvement, prekindergarten experience ap-
pears to have an indireet. positive effect on fitst made academie achieve-
ment and on children’s social adjustment (Tavlor, 19910, In studies
with matched control groups. more students who had early schooling
experiences were employed at age 19, fower were on welfare, and
fewer were involved with the eriminal justice system (The Confer-
ence Board, 1992,

In 1988 the Arizona Legislature initiated the Arizona At-Risk Pilot
Projeet. This was a longitudinal evaluation study of 55 distriet- and
school-based programs for students at risk of academie failure (Vande-
2rift, 1992). The studys focus was to identify what works for targeted
at-riskstudents. The portionofthe study investigating the 42 programs
implemented at the K-3 level found that reduced student/staff ratios,
full-day kindergartens, and tutorial programs wnsistently appeared to
he effective. The study found a steady decrease in the number of
childrenretainedin the pilotsites, i inerease in attendance, and gaitis
in language and reading seores.

Longitudinal research from the Perry Pivschool Study has
followed a group of adalts who participated as disadvantaged ehildren
in the Perry Project in the 1960s ¢ Updated Study Finds.™ 19930,
The study found that 424 of the males who participated in the
program made $2,000 or more per month at age 27 compared to
only 6 of those in the control group who did not participate in the
program. Eighty-four pereent of the females who had participated
in the preschool program had completed high school or higher
compared to only 35 of the nonparticipants.

National Diffusion Network Programs

Begun in 1974, the National Diffusion Network is supported
by the TS, Department of Edueation to promote the transfer of
suceessful programs from the development sites to sehools through-
out the country.  Programs listed by the National Diffusion
Network have been approved as “exemplary programs™ after
demonstrating theiv effectiveness at the original development Sie
and proving the program can meet the educational needs ol others
msimilareircamstances (National Diffusion Network, 19940, The
following programs, Barly Prevention of School Failure, and Read-
ing Recovery, are NDN approved programs
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Early Prevention of School Failure (EPSF). Early Prevention
of School Failure has demonstrated that effective sereening, conferene-
ing. and teaching strategies can prevent academic failure. Through a
series of assessment processes, EPSFE identifies every child’s develop-
mental level in language, auditory, visual, and motor skills and
learningstvles. Students whoareidentified ashavinga developmental
delay in one or more areas are provided divect instruction for approxi-
mately 15 to 20 minutes each school day. Fifty-two developmentally
sequenced learning objectives form the basis for aligning teaching
strategies and resources with the way children lear.

The projeet provides training and prof pssional assistance to teach-
ers to develop their competence in matching curriculum to levels of
development. Training for school teams in implementing the projects
components includes: (a) sereening. th) confereneing, ¢) educational
follow-up. (d) parental involvement, and (e) evaluation. A computer
program simplifies the conferencing process to provide teachers and
parents with an individual student profile. In addition, the computer
program groups children according to needs so teachers can plan
appropriate instruction,

Studies on the effectiveness of EPSF indicate that the projeet has
reached orsurpassed expectationsinallareas. High-riskstudents have
recorded gainsof 139 months to3.12 months growth foreachmonthin
the program. An important finding is that gains made during Kinder-
garten persisted into subsequent years.

Reading Recovery. Reading Recovery is aone-to-one interven-
tion strategy designed to enable the lowest achievers to make acceler-
ated and continuous progress, toreduce reading failure, and to develop
independent readers, The goal is to bring the least able readers in first
grade to the average of their class. Itisa specially designed set of
interventions desigmed by Marie Clay. a New Zealand child psycholo-
gist who conducted the initial vesearch and put togetherthe procedures
tPinnell, 19900

The program includes procedures for teaching children using
recommended materials, a staff development program conducted by a
specially trained teacher leader, and @ set of administrative svstenis
that work together to assure continued quality (Pinnell, 19901, The
teacher leader prepares through ayvearlong course. | lecrshe, intinm,
conduets stafl development for the teachers in the school,
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A Reading Recovery teacher develops lessons tailoved to each
childs needs and spends 30 minutes a day with cach student. This
session complements the regular reading program in the classroom.
Techniques include diagnosing the child's specific weaknesses, the
reading of many short books to build confidence. daily writing. the re-
reading of favorite “little” books, and learning to hear sounds in words
by writing simple stories.  Reading Recov ery focuses on providing
opportunities for children to undelxuu‘.d the link between reading and
writing and to discover meaning.

Studies have shown that first grade children improved their
readingand writing ability after an average of 16,4 woeeks. Eighty-
six pereent of the children reached average levels of achievement
for their class in reading. Follow-up studies indicate that childven
released from the program continued to make progress and (o read
with the average of their class through second. third. and fourth
grades without additional help.

Studies from New Zealand and those done by The Ohio State
Cniversity (Pinnell. 19901 provide convine ing evidence that Read-
mg Recovery has both immediate and long-term effeets. The
immediate effects are substantial and consistent across hundreds
of studies conducted with different curricular approaches, with
teachers of varving backgrounds and training. and with children
from different socioeconomic and ethnic groups. Although one-c -
one instruction is expensive, districts would be well advised to
invest in this effective program.

Developing Socially Responsible Behavior

One consistent finding of the effective schools researeh was that o
safe and orderly school climate is oneof the requirements forsuceessful
learning to take place. Students ue expeeted to behave in socially

responsible wayvs while they are in school, and chaos reigns in schools

where students do not hehave, Although every school has certain
expectations for behavior, most schools fail to svste matically teach
social and behavioral skills to students who come to school from
environments where such things are not tanght. Yet. students need to
fearn and practice these behaviors just as they learn and practice
academic knowledge and skills. Businesses e having to train new
emplovees such social skills as punctuality and personal appearance
because many students do not learn these in cither their homes or
schools dluelskamp, 199:3),
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There is a significant relationship between behavior in carly
prades ana later suceess in school. Predictions of academic achieve-
ment have been as reliable when using socioemotional variables as
when using intellectual ability (Horn & Packard. 1935). In a
Jongitudinal study of inner-city school children. Spivack and
Cianci (1987 found that behavior ratingsin kindergarten through
third grade such as “classroom disturbance.” “disrespect-defi-
ance.” and “irrclevant responsiveness” were related to misconduct
in the classroom at ages 14 and 15, scheol disciplinary measures, and
police contacts by age 17. Parkerand Ashert 19871 concluded that
antisocial and aggressive behavior in the early grades is a strong
predictor of dropping out in high school, perhaps because students
who do not behave responsibly receive less one-on-one instruction
from teachers and are often rejected by peers (Wentzel, 1991,

Although most children learn classroom rules and norms quite
casily. many children from at-risk situations have difficulty under-
standing what the rules are and how to behave appropriately. - 1% ch
child enters school with o set of social behaviors, culturally derived
expectations, and a system of communication skills.  With some
children. these behavioral characteristies provide a "good fit” with
the denunds of the classroom, with others they do not (Taylor, 19910,
Often. children have problems meeting the behavior expectations
of the school because they have learned to behave and respond to
authority differently in their homes (Wentzel, 19910

Wann 11992) has pointed out that the undisciplined student is
Jacking one of the key skills needed for setting, focusing on. and
achieving goals, Establishing adisciplined environment and teaching
children selfdiscipline requires expanding onr understanding of the
cultures from which these children come. The goal of discipline is not
1o control children or *make them behave,” but to encourage them to
think and establish 2 proper foundation of cowrtesy, pride. dignity. and
codeofeonduct. Wynn cautioned. however, thatteachersmust not view
cultural differences as“disadvantages.” Discussing African-American
males in particular, Wynn pointed out that teachers and parents need
to understand the concept of “Situational Appropriateness.”

This concept underscores the dea that the “appropriateness” of
behaviorrelated to sinvivahwithin the largersodiety should not displace
the “appropriateness” of Mican-American culture as it relates to
carvival within the Afvican-American community. While cortaim ways
of talking, dressing, and hehaving are appropriate for sueeess in school

37




PAFullToxt Provided by ERIC

Puge 38

Effective Strategies for Educating Students in Af-Risk Situations

and business, the culture of many black children’s neighborhoods and
their bonding in the African-American community require different
behaviors. Both forms of behavior are "appropriate”™ in different
situations,

There isa certainamount of tacit knowledge that is neither taught
nor made explicit by teachers but is necessary for students to do well in
the school environment. Thisisknowledge that most children learn at
home, but that many poor children or children from different cultural
backgrounds may not have learned before entering school. Along with
such things as talking quictly. sharing, taking twms. and not fighting,
teachers expect students to know how to allocate their time doing
homework. how to prepare papers, how to study for tests, and how to
talk tor not talk) to a teacher (Sternberg, Okagaki. & -Jackson. 19901
Students whose behavior is at odds with classroom social norms often
develop patterns of sehool failure (Tavlor. 19911, Students who eannot
meet the implicit expectations of teachers ofien suffer vearafter vearof
poor school performance without knowing exactly what is wrong. For
thisreason.thedevelopment of socially responsible behaviors should be
asmuch a part of the clementary cwrriculum as academic competence.

Charney and Clayton + 1994, founders of the Northeast Founda-
tion for Children and publishers of The Responsive Classroon. a
newsletter for teachers, argue that the first six wecks of school are
eritical to the success of students for the entire vear. They believe that
the focus of instiuction for the first six weeks of school should be on the
social and cthical behavior of childien. classroom management., and
building group eohesiveness and caring. Their "responsive classroom”™
uses respectful and proactive wuys to teach children expectations for
behaviorand how tocare for themselves, others. and theirmaterials, In
this type of classroom. children develop the shills necessary to be
independent and motivated learners. The goals and expectations of a
responsive elassroom for the first six weeks of school are listed below:

Build a =olid foundation of trust and warmth between the
teacher and ehildren and aamong the children

Give children many opportunities to model, role play. and
practice expected behaviors inorder to be suceesstul,

Create an environment wheve 1t is safe to take risks, make
mistikes. and work to fix mistakes,
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Ntre and estend each child's sense of belonging toagroup.
of being an important contributor to the group.

Nuntwee each childs ability to exercize independence and
responsibility in work. care fov materiats. and care forothers,

Fxciteandmotivatechildren tothe potentiaivollearninginthe
classroom envivonment.

A responsive classroom involves children in the social processes of
the chssroom in such aoway that they feetan ovwnership and sense off
responsibility for the management and ethical behavior that is estab-
lished. When classroom management is taught. chilchenore given the
opportunity to take an active role in finding solutions to behavior
problems (Charney & Clavton, 1994y,

Nongraded Primary Schools

In recent vears, practitioners have been scarching for alternatives
10 the choices of retention in grade or social promotion. The negative
elfeets of retention have been doevmented by Shepard and Smith
( 15)35)|.iln(lill‘;.{'lll\\(‘nl:iﬁ)l‘l\()lh.\'Ill(l(‘nl.\"l'i;_‘jhlsl()(|lli|lil)‘(‘dll(‘illi(:'nill\(l
llws.\'stmn‘snowlIin':\mumluhilil_\‘i‘v_|(~vtthvIucticufmciulprmnuliun.
A number of distriets are restrreeting apractice tried in the 1950s -
continuous progress, nongraded primary schools. Nongraded levels
and continuous progress schools are based on the philosophy that
childrendevelopat differingrates, Such schoolzoffer lexible groupings
that encompass it 1wo- 1o four-vear range in e, alfow ing movement
hotweenlevelsaspupilsare ceady toadvanee, Animportant component
of today’s implementation of the coneept. however. is the use of
developmentadly appropriate strategies which allow young childrento
develop skills at their own pace vGutierres & Slavin, 1992,

One of the rationales for nongraded primary schools is that
ctudents e allowed to spend as much time ae they need, without
the stigma of Grilure and retention. to resich the tevel of achieve-
ment required toadvanee, Interestingly. in one of the few studies
undertaken on this topic, Meloughlin (1970 compared students in
eraded and nongraded primary: programs in cight New York State
wwhool districts and found that students n the nongraded schools
progressed at the same or somewhat faster rate than did those in the
araded schools, One hypothesis presented to explain this is that ina
llvxil)lv,nnn;_{r;ulv(l|n‘();:mm..\'ludvnh\\lmnughlnlhvr\\i.\vl';llllwhiml
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are identified and given the assistance they need to catch up to their
peers. The nongraded program offers a way to use time and resources
niore flexibly to provide the extra help students might need (Gutionez
& Slavin, 1992),

Parenting Programs and Parent Involvement

Research consistently finds that parent involvement has a direct,
positive coffect on childrens achievement. Todayv's fervent call for
parents to become more involved in their children’s education both at
home and at school is not new. For decades. foderal programs such as
Head Start, Follow Through, Chapter OneTitle One, and Special
Education have mandated that parents be closely involved (Williams
& Saavedra, 1993). In addition, hundreds of schools and thousands of
teachersare successfully involving the families of students who are not
in federally funded programs.

Many schools and teachers, however, have not made significant
progressin reachingout to families, While some parents are informed
about some things some of the time by some teachers in some schools,
most families still feel “lucky™ 10 he informed about or asked (o
participate in activities with their children (Epstein, 1991, Often
schoolsand communities do not fully uinderstand the problems parents
encounter and the importance of reaching out to them in order to huild
the kind of relationships that engage parents as true, active partners
carly in their childrens education (Williams & Saavedra, 19930,

Schools and school systems which are suceesstully involving par-
ents hegan by responding to the qualitios. characteristies. and noeds of
the parents in order to overcome the barriers which interfore with
comnumication. These barriers include parents” level of literacy:
language preferred for reading, listening. speaking, and writing: daily
comniitmentsandresponsibilities that may affect thetime. energy and
attention awailable to devote to school: and parents' level of comfort in
becoming involved in their children's education.

Any parent niay be hard to reach on occasion, therefore it is not
possible to design asingle mothod ¢ feommunication that will reach all
parents every time. However., the following tips, from Push Literaey
Actin Now of Washington, DC may help educators develop botter
written information for parents (Y Angelo & Adler. 1991

- Keep sentences short,

- Keep paragiaphs short.
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Use casy words,

Get to the point.

Write things in logical order.

Be definite.

Be direet. Speak to cach reader.

Use the active voice. Put the subject at the beginning of the
sentence.

Use pictures and subheads.

For easy reading. use at least 12-point type.

Know vour audience.

Write as vou would tatk, and write to express—not impress.
Write and rewnite.

As important as communication is, it is important for parent
involvement programs to move from activities that merely focus on
informing parentsabout school programstoactivities that offer parents
opportunitics for broader levels of involvement. Head Start has heen
especially successful in enlisting families as partnersin the education
of preschoolers, Even Start—a tive- renerational program that links
the education of uderachieving parents with the education of their
children tages 1 through 7+—has been implemented to inerease the
literacy skills of parents so that their children can succeed in school.
Through Even Start, parents are helped to improve the preschool
activitiesoftheirchildrenandtounderstand theirroleintheirchildren’s
education (Epstein, 19910,

The Minnesota Department of Education’s Early Childhood Fam-
ilv Education Program (ECFE) offers parents various involvement
opportunities through centers based in housing projects. low-income
apirtments, store fronts, and elementavy schools. Each center has a
parent advisory board whichisinvol vedindeciding program content as
wellas fund-raising strategies. Regrular parent group meetings include
parent-guided discussions about topices that range from educational
concerns tonutrition, childand spouse abuse, chemical addictions, child
development, anddiscipline. ECFE also emplovs parents as classroom
and community aides ¢ Villiams & Saavedra, 19953,

RAIN Makers at the Fienberg-Fisher Elementary Schoolin Miami
Boeach. Florida, hegan as an initiative to integrate services with schools
and to train parents in shaping and direeting the provision of such
services, Small groups of parents met todiscuss the serviees they most
needed. As a result of the interaction among these groups, which are
inaprimarily Hispanicand heavilyimmigrant community, the parents:
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and staff established the Referral And Information Network (RAIN)
program. Through RAIN Makers. parents now participate in sessions
oninterviewing techniques. accessingcommunity resources, and devel-
oping outreach strategies (Williams & Saavedra. 1993).

Tobe ready forschool. children must live in an environment where
language and behavior standards promote learning. Many children,
however, come from situations where parents do not read to them and
sometimes do not even talk w them. HIPPY (Home Instruction
Program for Preschool Youngsters) is a two-year program designed to
enrich the lives of four- and five-vear-old disadvantaged. preschool
children. Itis a home based program, developed on the premise that
parentsare the keytotheirchildren's suecessful learning, Role-playing
i= used to help parents with limited reading skills learn to teach their
children. By bringing 18 story books into the home. HIPPY makes
reading one of many activities parents and children do together
Duckenficld, 1993

Parents are trained by a paraprofessional from the same commu-
nity whoalso hasafour-year-old in HIPPY. The paraprofessional visits
the home every other week. Parents are required to work with their
children for 15 minutes aday. five days a week. 30 weeks in a vear
for the two-vear period. The second vear coincides with the child's
Kindergarten yvear. Materials for the program are carefully de-
signed to develop language, discrimination skills, and problem solv-
ing. Twice cach month the parents gather for group meetings. They
work with the paraprofessionals to learn the next week's lesson. All
HIPPY programs in the United States are affiliated with and receive
training and technical assistance through HIPPY USA.

HIPPY was developed in Israel and is presently being imple-
mented in more than seventeen states in the United States and in
five other countries. The evidence suggests that the program is
highly successful. Results from Israel indicate that HIPPY bene-
fits disadvantaged children by improving academic achievement
and adjustment to school, reducing the incidence of retention in
grade, and inereasing the rate of school completion.  In one
Arkansas district, tests administered before the program hegan in
the fall of 1986 showed only 647 of the children who entered the
HIPPY program tested average, and none tested above average, In
the spring of 1988, 747 of the children in the seeond yoear of the
program tested average or above (Duckenfield. 1993).
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- Avance, a program begun in 1973 in San Antonio, Texas, teaches
' parents the fundamentals of caring for their children—child growth
and development, health, nutrition. cleanliness, and patience. It also
develops self-esteem, helping poor wemen to achieve their dreams.
- Women are encouraged to complete the requirements for high school
— araduation and to seek additional education. Sixty percent of the
= mothers who started the program went on to complete the require-
- ments for a GED (“Avar " 19900,

Avance operates 46 conters in San Antonio, Houston, and the Rio
Grande Valley, primarily for Mexican-American families, but increas-
ingly. also serving African-American families. Typically. the mothers
meet for three-hour sessions at centers in housing projects or schools.
Young children attend with their mothers. Parents are taught how to
- read to their children and how to make toys to play with their children.
- For parents who were never played with when they were children,
Jearning how to play with their own children has positive results. In
addition. working in a group with other women reduces the isolation
and provides opportunitics to get to know neighbors, discuss problems,
_ and develop a sense of community. Mothers with limited English
T proficiency are taught English-as-a-Second-Language.  The course
Jasts from September to May and ends with a formal graduation
ceremony for mothers and children.  Fathers are encouraged to
participate in special meetings held in the evenings.

lj

One father of cleven children was studying for the GED and said
= - he hoped to make it tocollege. An Avance center manager recalled that
== sixteen years ago she was a client of the center. She studied for and
— received her high school diplomaand then wentonto college, majoring
' in child development, “Avance told me to dream,” she said, “and
evervthing [ dreamed for came true for me and my children.”

Linking Social Services and the Schools

Manv crucial influences on the education of at-risk children are
outside the school’s orbit. Sehools alone cannot handle the problems of
<tudents whocome from at-risk circumstances. The effects of econom 1§
hardship. frequent school transfers, low parental involvement, nutri-
tion and health problems, and the lack of fit between many low-income
families and the schools mean that “the daily struggle forsurvival takes
precedenceoverallotherconcerns™ Slaughter& Epps, 1987, Tomake
a real difference in the lives of children with multiple needs and
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dysfunctional families, educators must form an alliance with commu-
nity and social service agencies. Comprehensive, family-based pro-
grams that attend to children's social, physical, and emotional develop-
ment over time are essential to ensure proper cognitive development
(Reynolds, 1992).

Children and families at risk have a variety of immediate health,
education, and social service needs that no single agency can address
effectively. Case management is a strategy that cuts across several
human service systems to ensure clients receive the services, treat-
ment, care, and opportunities available to them. There are a number
of different approaches which use a case management strategy such as
school-based integrated services, school-linked services, and full-ser-
vice schools (Smith, 1995).

Programs that successfully tink education, health, and human
services tend to have some of the following characteristies: (a) compre-
hensive menu of services, (h) shared governance, (¢} collaborative
funding. and (d) orgnnizational models that reflect the needs of the
communities they serve (McLaughlin & Smrekar, 1989: Schorr, 1989).
Someschools have become hubs for integrated social services, includin g
health care, child care, children’s protoctive services, Jjuvenile justice
counscling,and parenteducation. Whilegroupinganumberofservices
in one place makes it easier to use all of them, schools may not always
be as aporopriate a hub in some instances as child care centors,
churches, or other institutions (Kirst. 1991),

Common qualities of programs that suceessfully eoordinate ser-
vices among education, social services, and health are (Schorr, 1989):

*  They seek to meet the needsof a child through comprehensive
service delivery.

They treat a cluld as a member of a family. and the family as
amember of a community so that a family unit, rather than a
group of individuals, is served.,

Theyv give program staff the time, training, and skills to build
sustained, trusting relationships with children, familios, and
communities.

The flexibility necessary to deliver comprehensive services is often
limited by policies that regulate the governanee and funding of schools
and other agencies, Creating such flexibility demands mechanisms
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that span political and organizational boundaries(Schorr, 1989). State
government hasa major role in funding local planning and in providing
start-up capital for integrated cfforts. State jurisdictions should be
mergedand new state mechanismscreated forgoverninghealth services,
social services. juvenile justice, education, and other areas. Forexample,
California has passed a bill creating a State Interagency Childien’s
Services Coordinating Board composed of a director ¢ whom the gover-
nor appoints), the chief state school officer. the attorney general, the
secretary of health and welfare. and the directors of social services, the
youth authority. and the departments of mental health, alcohol and
drugs.and eriminal justice. The legislation encourages counties tocreate
interagency councils to coordinate children’s services (Kirst, 19910

“ollowing the 1989 Kentueky Supreme Court rulingthat declared
the Kentucky schoot system unconstitutional, the Kentucky Legisla-
ture passed the Education Reform Act. One of the major strategies of
the act is to *remove impediments to learning.” To that end. Family
Resourceand YouthService Centershavebeen fundedtoenableschools
1o link students and their families to social and health serviee ag neies
and other conumunity resowrcesBuildit. g a sense of community.” 19921,

A universitv-based case management program is housed at
the Center for the Study and Teaching of At-Risk Students (C-
STARS) (Smith, 1995). C-STARS channels the interdisciplinary
training, rescarch, and technical assistance resources of the Col-
leges of Education of the University of Washington and Washing-
ton State University in support of K-12 sehools. The Center links
schools with health and social service agencies and assists in
coordinating their respeetive services o students at risk of drop-
ping out of school and their families. C-STARS has spensored
demonstration projects in Idaho, Alaska, and threughout Wash-
ington state.

For the past eight vears, C-STARS has been developing,
demenstrating, and evaluating aset of guidelines for school-hased
interprofessional case management. Interventionsaredesigned to
maximize opportunities for students at risk and their families to
receive a variety of human services ina supportive, efficient, and
coordinated manner through a “rehool-based” ton-siter or “school-
linked” toffssite) setting, or a combination of both tSmith, 199H),

These guidelines identify seven functions that operate under
the supervigion of i ease manager working with i teaun of educa-
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tors, social workers, and health service professionals in partner-
ship with the families of students referred to the case management
team. The seven functions are (1) assessment . (2) development of
acoordinated and integrated service plan. (3) brokering of commu-
nity services via community service networking. t4)service imple-
mentation and coordination. (5) advocacy. (6) monitoring and
evaluation, and (7) mentoring (Smith. 1995,

Typically, communities initiating a case management ap-
proach identify an existing staff member to serve as the cam
leader or “case manager.” In some communities, this individual is
hired by the school distriet to serve this role. Existing school
personnel who assume new case manager roles are most frequent-
ly school counselors and school nurses. In some of the demonstra-
tion school-communities, social workers and health service profes-
sionals have been located in schools to serve on case management
teams with educators (Smith, 1995).

Collaborative partnerships are springing up across the country
which link home. school, and community pariners to botteraddressthe
complex needs of at-risk children and their families. The partnerships
tocus on parents and include school staff, health/human service agen-
cies, businesses, churches, and other organizations which work inter-
dependently to plan, implement. monitor, and assess comprchensive
services to students and their families (Williams & Saavedra, 1993),

The Schools of the Future in Houston, Texas, modeled after.James
Comer’s New Haven Schools Project.isa program that premotes active
involvement of parents and community leaders in determining and
delivering health and social services to at-risk children. The program
15 housed at a middle school which is in partnership with two elemen-
tary sehools that feed into it to serve as neighborhood centers for the
community. Parentsserve asresources forthe school and are advocates
for the large number of monolingual Spanish-speaking families in the
neighborhood. The program’s goal is to improve outcomes by matching
resources and services with student and famil yneeds, and because the
focus is on the family, parents take more active roles in working with
school and community service deliverers (Williams & Saavedra, 1993),
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Chapter Four
Mediation Strategies

Mediation isthe processof ensuring that all students acquire—the
first time avound—the skills they need to function effectively both in
school and in the world outside of school. In other words, mediation
ensures that remediation will not be necessary, This is accomplished
by establishing hospitable educational environments in which
students feel supported and carved for, where failure is seen as just
one step on the road to learing. and where the needs of the
students governdecisions made. not justat the classroom level, but
also at the school and district level. Figure 5 lists the mediation
strategies discussed in this chapter.

Figure 5: Mediation Strategies

MEDIATION
The Brain and Learning
Learning Styles
Multiple Intelligences
Authentic Leaurning Strategies
Authentic Assessment
Technology
Preparation for Work

o o o o o o o

— T
{ Recovery )

Restructuring
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Creating Learner-Centered Schools

Darling-Hammond 11994) asserted that schools need to focus on
learners needs, reach every student. look at learning more holis-
tically. and be more flexible about learning styles. She suggested
this can be done by creating learner-centered schools organized to
build on what is known about teaching, learning, curriculum, and
human development.

Mediation strategies are those that ensure a learner-centered
environment in the school. Inlearner-centered senools. authentic
work is the foundation of instruction. Curiosity, creativity, and
higherorder thinking are stimulated by relevant. authentic learn-
ing tasks of optimal difficulty and novelty for cach student tAmer-
ican Psychological Association, 1993). Students. especially those
from at-risk environments, flourish with instructional strategices
that engage them in learning—that involve learning by doing,
active applications of facts and skills, and working with other
students,

Engagement

The concept of engagement deseribes an individual's willing-
ness to invest personal resourees such as talent., energy, enthusi-
asm, time, or effort in an activity or relationship. Individuals
invest their personal resources in activities that they perecive as
having value and meaning; as possible options for them: and as
preserving or enhaneing their self-concept.

Engagement in learning is facilitated when the student is
pursuing personally meaningful goals and when the learning is
active, volitional, and internally mediated (American Psychologi-
cal Association, 1993). Motivation is a matter of choico. Students
who appear “lazy” or "unmotivated™ in one situation often exhibit
energy and enthusiasm (tmotivation) in another situation t Machr,
19841, In such cases, the question is. What is it about the setting
that cither elicits or suppresses the desire to invest personal
effort? Individual motivation and will to learn are strongly
affecred by conditions external to the individual. If the primary
conditions required for intrinsic motivation and self-regulation
of learning are not present, schools will actually work against
helping learners. In learner-centered schools, teachers act as
facilitators of learning and create the conditions that motivate
student engagement.
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Teachers as Facilitators of Learning

Learner-centered scheols view teachersas facilitatorsof learn-
ing. Teachers provide students wit h active learning environments
and cxperiences which are relevant to life outside the classroom.
The teacher as the facilitator of learning is responsible for prov-
iding students with schoolwork that has the following qualities
(Schlechty. 19900

Students can do what they are expected to do.

Students are motivated to do what is expected by the nature
of the assigned work.

Students persist with the task when they do not meet with
immediate success,

Students find sufficient satisfaction in the work or in the
consequences of doing the wort: that they are motivated to
pursue similar work in the future.

The cumulative effect is that students learn things that are
valued by society at large. by the community, by parents, by
teachers, and by the students.

The basic assumption underlying Schlechty’s vision of teacher as
fucilitatorof lesming is that students aue the workers in the classroom.
and teachers as managers of that work provide students with theraw
materialgoflearning. Just as production workers cannot produce Rolls
Royees with Hundai parts. students must be given high-quality raw
materialsiftheyareexpected toproduce high-guality work. Inaddition.
the conditions under which students are expected to work should be
conducive to high-guality work. The fuet thatappre wimately 200 ¢ of our
students are capable of turming shoddy raw materials into fairly high-
quality work should not mask the fact that 80« ofourstudentsstruggle
to produce much poorerwork, The truth is that the fumilies of the 201
are providing much of the raw material not available in the schools,

How ean teachers become facilitators of Tearning? How can
they provide the kind of high-quality work advoeated by Schteehty
in ordoer to engage students? An important first step is basing
instructional strategios and curricular designs on research on
how the brain works,
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The Brain and Learning

To understand why so many of our curricular and instructional
strategies fuil to reach students with different modes of lcarming, it is
necessary tounderstand how the brain functions. Averyelearandeasy-
to-read explanation can be found in the Association for Supervision and
Curricutum Development (ASCD) publication. Making Connections:
Teaching and the Human Brain. by Renate Nummela Caine and
Geoffrey Caine 11991,

According to the Caines. the bradin controls all of human physiolo-
gical, psyehological, and cognitiveactivity and hasan unlimited capacity
for leaming. Researchers have accumulated a substantial amount of
data indicating that the brain will grow physiologically it stimulated
throughinteraction withtheenvironment. The physical structureofthe
brainactually changes asthevesult ofexperience. Theevidenceforsuch
changes supports many of the hypotheses about the effects of the
environmenton the voungand the elderly. the effects of sex differences.
and the effects of nutritional and psvehological deprivation. abuse.
isolation, and overcrowding,

Among the models used toexplain how the brain works. the Catines
offer one by Paul MacLean, the *triune brain theory.” Maclean (1978)
identified three layers of the brain which were established suceessivel v
inresponse to changing environmental needs—the reptilian system or
R-Complex, the limbie system, and the neocortex. Each has a separate
function, but all three lavers interact.

The reptilian brain tor R-complex). the first layer to develop.
consists largely of the brain stem. Its purpose s closely related to act ual
physical survival and overall maintenanee of the hody.  Digestion.
reproduction. circulation, breathing, and the execution of the “fight or
flight™ response in stress are all primarily located in this svstem, The
overriding characteristies of R-complex behaviors are that they are
automatic. havearitualistiequality. and are highlvresistant tochange.

The limbice svstem. the second layertodevelop. houses the primary
centersofemotion. 1t includes the amygdala. which is important to the
association of events with emotion. and the hippocampus. which is the
critical part of the brain dealing with locale and contextual memories.
Beceause the imbic system is capable of ¢ mbining messages from our
inner and outer experiences. it serves to inhibit the R-complex and its
preference for rituadistic, habitual ways of responding.
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The neocortex. the last laver todevelop. constitutes fi ve-sixths
of the human brain. It is the outer portion of the brain which is
approximately the size of a newspaper page crumpled together.
The neocortex makes language, including speech and writing.
possible. In that sense, it is different from the other two “brains.”
Much of the processing of sensory data occursin the neocortex. 1t
renders logical and formal operational thinking possible and
allows us to plan for the future. Its capacities are at the heart of
science and art.

All three layers of the brain interact-—concepts, emotions. and
behaviors are not separate: they influence and shape each other.
Emotions give a sense of reality to what we do and think and are
integral to learning. Menmory is impossible without emotion of
some kind: emotion energizes memory.  To teach someone any
subject adequately. the subject must be embedded in all the
clements that give it meaning, and there must be a way for
individuals to relate to the subject in terms of what is personally
important to them. When we ignore the emotional components of
any subject we teach, we actually reduce meaning.

Downshifting

It is important to understand the funetions of these three layers of
the brain in order to understand student learning.  Evidence from
different fields strongly suggests that some types of learning are
positively affected by relaxation and challenge but inhibited by per-
ceived threat. For example. perceptual psychologists have long been
aware of the "narrowing of the perceptual field.” which eceurs whenan
individual perceives an experience as threatening. Teslie Hart (19831
called such perceptual narmrowing “downshifling.”

“Downshifting™ oceurs, in terms of the triune brain. because
threat causes the brain to literally shift down from the neocortex
into the older. more automatic limbie system and reptilian com-
plex. Students are less able to aceess all that thev know or to see
what is really “there.” The ability to take into consideration subtle
environmental and internal eues is redueed. When downshifted,
«tudents seem less able to engage in complex intellectual tasks—
those requiring ereativity and the ability to engage in open-ended
thinking and questioning.  Indeed. much behavior and thinking
become phobie in the sense that stimuli pereeived as threatening
trigger instant, potentially inappropriate, and usually exaggerat-
ed responses.
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What is a threat? A threat is anyvthing that suggests impending
danger or triggers a sense of helplessness and will vary from person to
person. In practice. many of the demands schools impose on students,
ranging from placing unreasonable time limits on learning and re-
straintsonindividual thinking. toexcessive competitionand motivation
by means of shame and guilt, will cause all but the most resilient
students to downshift. In fact. the Caines suggest that most schools
maintain most students in a downshifted state most of the time., which
prevents them from engaging in the complex learning that educators
supposedly wish to encourage.

Downshifting appears to affeet many higher-order cognitive
functions of the brain and prevents students from learning and
generating solutions for new problems. 1t also appears to reduce
students” ability to see the interconnectedness or interrelation-
ships required by thematic or ccological thought processes, The
maore threatened and helpless students feel, the move likely they
ave to display behavior characterized as “reptilian.”  Students
might have trouble grasping, or be unwilling to explore. patterns
that conflict with what they already know, that require them to
think m totally new and therefore potentially threatening ways,
that involve the delay of gratification. and restrict the implemen-
tationofritualistic behaviorsthat currently give theirlives meaning,

Taxon and Spatial/Locale Memory

Research confirms that the brain has an infinite capacity to
make connections, that multiple. complex., and conerete experien-
ces are essential for meaningful learning,  Every experience is
mcorporated into the brain, which inks what isbeing learned from
acurrent event to the learner's past knowledge,

When we compare memorizing a list of words with recalling
facts about our meal last night, we notice a fundamental difforence
hetween the two tasks, Recalling the list will usually require
repetition and some concerted effort at memogizing. The second
task. recalling dinner, on the other hand., is easy. The point being:
there are different wavs of dealing with new information. Eduea-
tion that focuseson memorization disregardsthe immense natural
memory™ that evervone has for the events of life. The kev to
enhaneing learning is to find out how to have the two processes
working together most effectively,
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Memorizing isolated facts or lists is hased on a taxon memory
system. Such systems consist of items that donot depend on a specifie
physical context. They include prototypes or categories that represent
a generic item, such as bird or house or dog: the contents of categones,
such as types of trees and cars; and routines and procedures, such as
driving. The most pervasivecharacteristicofthese systemisisthat taxon
memories must be rehearsed. Taxon learningis linked to extrinsic
motivation and is powerfully motivated by external reward and
punishment. Applying what hasbeen learned in new and complex
contexts is not automatic. Transfer of knowledge stored in taxon
systems does not occur easily. Items in taxon systems are relatively
isolated and are not initially meaningful.

A second type of memory isassociated with locations and intercon-
nected events—-the spatial/locale memory system. Svervthing
that happens to us happens in space. The brainis constantly creating
and testing spatial maps that provide information about oursurround-
ings. It automatically forms long-term memories of events and places
without anyv deliberate attempt to memorize them. Its capacity is
virtually unlimited.

Locale memories exist in relationship to where we are in space., as
wellas what we are doing. Thereisalways acomplex set of relationships
among all these items.  Initial maps tend to form very quickly. We
update our maps on acontinuousbasis. Map formation ismotivated by
novelty. curiosity. and expectation.  The dominant motivation is
intrinsic. Wo seek to make sense of what happensin ourworld. Locale
or spatial memory is enhanced through sensory acuity—enhanced
awareness of smell. taste, touch, sound. and so on. Although maps for
specifie places are relatively instant. some large, intricate maps may
take a considerable amount of time to be frmed.  They are the
consequences of many experiences that only gradually come together.

Meaning for Educators

Investigations into the ways people learn have led many cognitive
rescarcherstoadopt a“eonstruetivist paradigm.” This paradigin Views
human heings as “constructors of meaning.” Meaning is construeted
through social interaction. is definea through the lens of one's culture.,
and is linked to past experience inam attempt to make sense out of new
information (Caine & Caine, 1991 Nicolopoulou. 1993 Resnick &
Klopfer, 1989, Constructions are extensively shared through the
development of cultural norms and values., Individuals are socialized
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to behave in certain ways. to hold certain values and beliefs. and to
operate according to certain paradigms.

The assumptions. perspectives, and insights that individuals
derive from their experiences in their home and community
cultures are used as screens to view and interpret the knowledge
and experiences that they encounter in school and within the
larger society (Bau:ks, 19931, Individuals link new information
with existing knowledge in uniquely meaningful wavs. Personal
beliefs, thoughts. and understandings resulting from prior learn-
ing and interpretations become the individual's basis for
construeting reality and interpreting life experiences (American
Psychological Association, 1993).

Students’ construcetions of reality and their ability to deal with
and instantly remember daily life experiences and to search for
meaning in those experiences is ignored by educators who believe
that for learning to take place. students must memorize isolated
facts and repeatedly practice pecific skills. In too many schools.
literature. mathematies, history, and science are presented as
separate disciplines: reading and writing are taught divorced from
meaning and purpose; and what happens in the classroom is
unrelated to the life of the learner,

Instruction and curriculum should be based on students’
ability to construct meaning according to the brains rules for
learning. Designing active. authentic learning requires orches-
trating lifelike. enriching. and appropriate experiences for learners.
The primary task of educators is to expand the quantity and
quality of waysin whichalearneris exposed to content and context
by presenting the various disciplines so they relate to cach other
and share common information that the brain can recognize and
organize. Itix in the recognition and use of the power of our spatial/
locale memorv—placing information in context—in constructing
meaning that webeginto . aderstand the complex forms of instruce-
tion that are needed to upgrade education.

Mediation strategies hased on rozearch on how the brain
works will enhance students” engagement in learning. The next
sections will discuss the following effeetive mediation strategios:
G learning styles, (by multiple intelligences, (¢r authentic learn-
ing. (d) authentic assessment, (e) teehnology, and (f) preparing
students for the workplace,
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Learning Styles

“All students can learn. All students learn in different wavs” (AASA,
1991, p. 1

Attention to students learning styvlesis essential for ensuring
that all students are included in the learning process and have the
support to master challenging academic work. Educators often
pay lipservice todiversity in learning. but when it comes todistriet
regulations or classroom practices. they ignoreit. Curriculumand
textbooks are selected as if every student learned in the same way.
classes are scheduled with little regard for the time of day when
students function best, and clagsrooms are designed for diveet teaching
with little room for variation. Teachers and school administrators
often argue that it is impractical to take students’ personalities,
cultural backgrounds. or learning styles into consideration when
planning instruction. When all students are expected to flourish
within the rigid confines of traditional classroons, however, a quarter
ofour student population “falls through the cracks” (AASA, 1991,

Models of Learning Styles

Different people often react in different ways to the same
situation whether that situation is getting caughtina traffic jam,
having to wait in line. or learning that someone loved is dying.
These different reactions reflect characteristic ways of pereciving
the world, processing and organizing the information received.
expressing emotions, and behaving. Learning styles have to do
with how individuals acquire information. how they organizeitin
their minds to make sense of it, and how they use it in their daily
lives. Regardless of whether thisis the result of brain differences.
intellectual differences. eultural difterences. or psychological dif-
forences. there are a number of approaches to identifving and
applying the concepts of learning styles,

Perceptual Differences: One approach is to enhance personal
awarenessand provide tools for understanding what kinds of differen-
ces might exist within any group of individuals. The Gregore Style
Delincator, for example, is designed as a self-analysis tool (Gregore,
1982), 1t is based on the theory that the human mind nmediates
interaction with the environment through pereeptual and ordering
abilities. Pereoptual ability is the means through which individuals
receive information, :and varies on the qualities of *abstractness” and

i
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“conereteness.” - Ovdering ability is the way in which individuals
arrange, systematize, reference, and dispose of infermation. and varies
on the qualities of “sequenee” and “randomness.” The Mvers-Briges
Txpe Indicator and the Keirsey Temperament Sorter ave also examples
of this type of approach.

4MAT System: A second approach looks at learning style theory
as a means for diversifving curriculum and instruction rather than a
tootforidentifyingindividual characteristics. Figure6below itlustrates
the four-quadrant model Bernice Me( ‘arthy (19901 developed called the
AMAT System. The 4MAT System is an oi ght-step evele of instruction,
tohelpteachersorganize theirteaching basedon differen-cesin the way
students learn. Based on theories of Kotb, Jung. Piaget. Rico, and
others, the 4MAT Svstem has two major premises: (@) people have
major learning styles and hemispheric processing preferences, and thy
asystematic instructional framework which teaches to these preferen-
ces can improve learning. The preferences are based on how people
perceive and how they process information.

Figure 6: Eight-Step 4MAT System of Instruction

~

Sensing/Feeling

8. Apply to more . Create an experi-

complex experiences ence

Analyze/synthesize I | Why? . Anul‘\f.zc porsunul

for relevance, : meaning of
sefulness . L experience

usefulness Dynamic | Imaginative pe

Learners Learners

-
{

|
|
l
|

Common Analytic
Sense Learners
Learners

Sunydiem

Personal, practical N\ How? | What? . Conceptual
application understanding,
Practice using make connections
concepts and skills 4. Develop concepts
Thinking and skills

Learning Styles Madel: A thivd approach isdiagne stic/preserip-
tive, based on identifving individual learning stvles and matching the
physi('ulvm'irmnn(-ntzmdinstm('ti(muls(mtt-gi('s.usmuchus;mssihlv.
to those styles. The Leaming Styles Model used by Dunn and Dunn
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and Carbo is an example of this third approach.  Supported by the
results of more than 20 research studies, Rita Dunn. dirvector of the
Center for the Study of Learning and Teaching Styles at St. John's
University inJamaica New York, Kenneth Dunn, professor at Queens
College. Flushing, New York: Marie Carbo, who has specialized in
students’ reading stvles: and other taculty and doctoral students at St.
John's University have promoted the importance of responding to
students individual learning styles in order to impreve achievement
and behavior (LAASA, 19911,

Fearning styles consist of “a biologically and developmentally
imposed set of personal characteristies that make the same teaching
method effective for some and ineffective for others™ (Dunn, Dunn, &
Price. 19891, The rescarch investigated physiological. sociological, and
environmental factors related to learning styles. Forexample, Dunn’s
research findings suggest that four elements affeet from 1047 to 40 of
students tdepending on age. gender. hemisphericity and achieve-
ment—quict versus sound. bright or soft lighting, warm or cool
temperature, and formal versus informal seating designs. More than
70¢ ¢ of school-age children are affeeted by pereeptual preferences. and
using manipulatives, visuals, and other resourees that match indivi-
dual preferences increases student achievement and interest, even in
high school (AASA, 1991

2ach individual’s learning style is based on a complex set of
yeactions to vivied stimuli, feelings. and previously established pat-
termns that tend to be repeated when the person concentrates. The
Dunns identified twenty-two arcas encompassing cnvironment, emo-
tionality, sociological needs, and physical needs which may affect
student learning. They suggested ways teachers can accommodate
Jearning stvle Broferences, Several arcas from the Learning Stvles
Inventory are discessed belosy (Dunn, Dunn. & Price, 1989).

Learning Styles Inventory

Noise Level Preferences—Some people need quiet when
they are learning. while others, onee they begin to concentrate, can
block out sound. Some people need sound; they wittturn enaradio.
stereo. or television when they study as o sereen against random
noise distractions,

Light Preferences—Some people work hest under very hright
light whereas others prefer dim or low light.
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Temperature Prefe. -nces—Many students can't think when
they feel hot, and others co. -t think when they feel cold.

Environmental Design Preference s—Many students think
bestina formal environment—seated on wooden., steel orplasticchairs
like those found in a conventional elassroom. a library, or kitchen.
However, some learn better in an informal environment—on a1 couch.
on a bed. on the floor. or on pillows on carpeting,

Pursuit of Academic Goals— Many students are motivated by
the desire to achieve academically. Unfortunately, some students do
not value academic achievement and are not motivated by grades or
threats of suspension. Some students are inclined to complete tasks
that are begun, while others need to take intermittent “hreaks” and
return to assignments or leaming activities later.

Conformity to Norms and Expectations—This clement in-
volves students’ desire to do what they think they ought to do. In
schools, responsibility often is related to conformity or following
through on what a teacher asks students todo. Students with low
responsibility scores usually are nonconforming: they do not like to
do something because someone asks them to,

Preference for Structure—This clement involves a student's
preference for specific directions or explanations prior to undertaking
orcompleting an assignment versus the student s preference for doing:
an assigmment hisher way.

Learning Modalities—Pcople with ancucditory: preference leaumn
best when initially listening to verbal instruction such as lecture,
discussion,orrecording. A visuallearner can recall what has been read
or observed.  Students with factile pereeptual strengths need to
underline as they read, take notes when they listen, and keep their
hands busy—particularly if they also have low auditory ability. Leam-
ers with kinesthetic preferences require whole-body movement and/or
real-life experiences to absorb and retain material to be learned. Such
people learn most casily when they are totally involved. Acting,
puppetry, and drama are excellent examples of kinesthetic leamning;
others include building, desigming, visiting, interviewing, iand playving,

Time-of-Day Preference—This arca can best be deseribed as
continuum frem carly moming to evening when individuals' energy
levels and mental alertness help them funetion best,
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Preference for Intake—This arca deseribes those students who
often cat, drink. chew. or bite objects while concentrating—ias opposed
to those who prefer o intake until after they have finished studying.

Mobility Preferences—How still can the person sit—and for
how long? Some people need frequent “hreaks” and must move about.
Some need to Kick a foot back and torth while sitting or tap a pencil or
fiddle with alock of hair. Others can sit practically motionless forhours
while engaged in learning and are interested in the task.

Sociological Preferences—Some individuals prefertostudy by
themselves while others prefertolearm with a friend or colleague where
discussion and interaction facilitate learning. Sometimes students
prefertostudy alonebutinclose proximity tosomeone. Some people feel
better or more comfortable when someone with authority or expertise
is present. Others do not need or want constant feedback or assurance
from an authority figure. Some students want to achievetoplease their
parents or parent figures. They often complete tasks because a family
member will be proud of their accomplishments. Some students want
to learn and complete assignments hecause their teachers will be
pleased with their efforts.

Multiple Intelligences

The research of Howard Gavdner, professor of education at Har-
vard University. suggests that human beings are capable of developing
strengths in at least seven different approaches to leamning and
interacting with the world. Owing to heredity, early training, and an
interaction between these two factors, some individuals will develop
unusual competence incertainintelligencesto afargreaterdegreethan
dootherindividuals. Evervindividual, given theopportunity, however,
should develop each intelligence to some extent (Grardner, 19831

Gardner used a set of criteria to identify an intelligence. The
following eriteria were included:

The potential for impairment of the intellectaal capacity by
localized braininjury te.g., thelossofability tocarryout certain
physical movements as a re It of impairment of the left
hemisphere of the brain or children with Gerstmann
syndrome who exhibitan isolated impairment in learning
arithmetic).
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* Theexistenceof prodigies. idiot savants, and otherexceptional
people who are extremely precocious in a specific area of
human competence (e.g.. Mozart in music. individuals like the
character, Raymond, in the movie Rainman who have an
amazing ability to caleulate numbers).

The existence of one or more core information-processing
operations (e.g., pertect pitch in musical intelligence, acute
sense of direction in spatial intelligence),

* Adistinctive developmental history that ranges from the
beginnings of competence through which most people
pass, to exceedingly high levels of expertise which few

individuals reach.

The development of a special symbol svstem (e.g., lan-
guage. mathematicalsymbols, pictures, notes. dance forms,
social norms, ete.)

Gardner’s Seven Intelligences

verballlinguistic—sensitivity to language, meanings, and
the relations among words: commonly found in the novelist,
poet, editor, reporter, advertising director, and speech writer;

* logical/mathematical—constitutes abstract thought. preci-
sion, counting, organdzation, logical structure: found in the
mathematician, scientist, engineer, police investigator, law-
yer, and accountant;

musical—the sensitivity to pitch, rhythm, timbre. and the
emotional power and complex organization of mugic: found in
the performer, composer, conductor, and musical audience:

spatial—kcen observation, visual thinkmg, mental images.
metaphor, a sense of the whole gestalt: found in qwchitects.
painters, sculptors, navigators, chess players, and strategists,

* bodily/kinesthetic—control of one's body and of ohjects,
timing. trained responses that function like reflexes: found in
dancers, athletes such as haskethall plavers. actors, gymnasts,
surgeons, karate teachers, and the mechanically gifted;
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interpersonal—sensitivity to others, ability to vead the
intentions and desires of others and potentially to influence
them: found in politicians. teachers, veligious leadevs, counse-
lors. salesmen. con men, and some managers; and

intrapersonal/introspective—sclf-knowledge: sensitivity to
onesownvalues. purposes, and feelings:adevelopedsenseofself:
identified with the novelist. counselor, wise elder, philosopher,
and poet.

The theory of multiple intelligences tMD focuses on the diversity in
how students think and learm. Each person possesses all seven intelli-
genees which function together in ways unique to each individual.
Consequently, a person may not be able toread, yet be highly linguistic
hecause he can tell a terrifie story or has a large oral vocabulary.
Similarly. a person may be quite awkward on the plaving field. vet
possess superior bodily-kinesthetie intelligence when she weaves a
carpet or ereates an inlaid chess table (Armstrong, 19941,

Students learn best when given an opportunity to explore ideas
through their pereeptual strengths. Alistudents donot learnbest using
logical/mathematical or linguistic strategies. Educators must look
bevond the traditional arcas in which instruction usually takes
place and find ways of providing materials and using strategies
that build on students' strengths in all the intelligences. When
approaching lesson planningand curriculumdesign. thebestquestion
to ask about students is "How are they smart,” then seek instrue-
tional strategics that build on their “smarts.” While every lesson
does not need to include activities based on all seven of the
intelligences, over the course of a unit each of the intelligenees
should be brought into play. The insert on page 62, "Classroom
Activities....” illustrates how @ unit on inereasing student effort
might employ activities that encompass all seven intelligences.

Authentic Learning Strategies

Students. especially those from at-risk situations, require instrue-
tional programs that involve lecaming by doing, active applications of
fiets and skills, and working with other students. Students learn best
when they are interested in the work. feel chalienged. experience
success and reccive rewards, and develop personal satistaction in
learning. Authentic instruetion, which focuses on content and skills
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that are meaningful outside the classroom. requires students to use
their minds well to construet meaning and prodnee knowledge which
has vatue in the world outside of school.

Newmann and Wehlage (1993 have defined the components of
authentic instruetion and developed standards for assessing learning
activitios. Briefly, the first standard measures the degree to which
students use “higher order thinking.” Higher order thinking requires
students to manipulate infarmation and ideas through such processes
as svnthesizing, generalizing, hvpothesizing. or interpreting. The
second standard measures depthofknowledge.” Knowledge hasdepth
when students are able to make elear distinetions. develop avguments.
solve problems. construct explanations. and work with relatively
complex undevstandings of the contral ideas or topies of a subject.

The third standard measures the extent to which learnings have
value and meaning bevond their importance for suecess in school.
Connectedness to the world” outside of school is demonstrated when
studentsaddressreal-world publicissues and problems oruse personal
experiences as a context for applying knowledge. The fourth standard
assesses the extent to which students enggage in “substantive conversa-

tion.” discussion. and interaction in order to learn and understand the
substance of a subject.

The fifth standard measures the degree of “social support for
student suceess” that exists in the elassroom. Social support inchudes
high expectations. mutual respeet, inclusion of all students in the
learning process, and establishing aclimate in which students feel free
to take risks and try hard to master challenging academic work.
Successes and filures are scen as parts of the learning process, not as
end produets. Studentsare encouraged to examine the strategies they
use to learn and, when something doesnt work, to try a different
strategy.

Three examplesof mithenticinstruetional strategies that canbe
adapted tomeet students learning stylesand inchude allof the multiple
intelligences are service learning, whole language and cooperative
lecorning. For these kinds of authentie Jeaning strategies, authentic
assessment provides more appropriate alternatives to measuring ae-
ceptablea -udomic;wr{hl'mun('(\ih:lnd()p:lpm'-;m(l—pun('ilt(-stsf\'(-l'lml
linguistic intelligence),
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Service Learning

Service learning is & unique form of authentic learning—one that
teaches "self-respect and respeet for other people™ and about responsi-
bilities to one’s eommunity. A major purpose of school-based serviee
learning is to conneet real world experiences students gain through
school or community service to the classroom cwrriculum.  Service-
learning activities are integrated into the curriculum by G identifying
and analyzingthe problemanddevelopingthe skills needed to carryout
the project: th) engaging in the service activity itself: and (¢) reflecting
critically about the project and sharing what has been leznmed (Duck-
enfield & Swanson, 1992),

Preparation for the service experience is essential, Positive out-
comes are not automatic. Students need guidance and support before
they are sent out into the community. Prior to the service experience,
students must understand what is expeeted of them as well as what
they can expect from the service project. The first step involves the
students themselvesassessing the needsof the local community aswell
as the interests of the student participants.  After gathering the
necessary background information, students select and develop
the project that they would like to work on. The academie component
ensures that students become knowledgeable in the areasin which
they chose to work. Engagement in the project itselfis rewarding.
but the last stage of serviee learning. reflection. ensures that
students assess the effects of the project on themselves and the
community,

The lack of a r.#siningful role in society contributes to the sense of°
alienation found in so many of today's youth. Young adolescents,
especially. are often viewed by society as problems rather than assets
and have few opportunitics to become valued members of the sehool or
the community (Duckenfield & Swanson, 1992). When students fail to
identify with theschool, their strong needs for belonging find expression
in other ways, Without construetive wiys for satisfyving then needs,
adolescents ofien resort to gang membership, sexual activity that may
lead to pregnancy, or destructive forays into substance abuse. Service-
learning activities foster social. personal. and academie development
for the struggling student. Students engaged in such activitios gain a
heightened sense of personal and social responsibility, have more
positive attitudes toward acults and others, and enhance their self-
esteem (Duckenfickd & Swanson, 1992,
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Whole Language

Defining whole language is rather like defining the ink blots on a
Rorschact test—everyone sees something different. Definitions of
whole language range from «...approaching reading and writing by
building upon the language and experiencesofthe child™( Weaver, 1988
p. 44) to “..written and oral language in connected discourse in a
meaningful contextual setting”( Anderson, 1984, p. 616). Watson( 1989,
p. 132)) defined whole language as “a label for mutually supportive
belicfsandteachingstramgiesandexpericncesthathave'oodowithkids
learning to read., write, speak. and listen in natural situations.”

In many non-whole-language settings, the teaching of lan-
guage is fragmented into isolated segments where students learn
lists of spelling words, discrete sounds, rules of punctuation, or
parts of sentences. In whole-language settings, language istaught
in an integrated way, with allits systemsintact (Watson, 1989). It
is based on the following ideas (McKenna, Robinson, & Miller, 1990):
talanguageisfor makingmeanings. for accomplishing purposes; {b)
what is true for ianguage in general is also true for written
language: (c) the systems of language are always simultaneously
present and interacting in any instance of language use; (d)
language usc always oceurs within a context: and (e) contexts are
crtical to constructing meaning. The systems of language—morpho-
logy, semantics, syntax, phonics, and pragmatics—are taught in a
situational context and build on students’ prior knowledge.

Students cultures are important to hoth understanding and
Jearning language (Watson. 1989). Children do not learn by being left
{o their own devices; they must be encouraged and assisted (Smith,
1992). When given real opportunities in a «afe and natural environ-
meont. students initiate learning, generate curriculum. direct theirown
behavior, and evaluate their own efforts (Watson, 1989).

Watson pointed out that whole language is a perspective on
Janguage and learningt hat leadstothe acceptanceof certainst rategies,
methods, materials. and techniques. Al cortain stages, with certain
children, any attempt made by students tocommunicateis valued.even
invented spelling. Process writing, big hooks, literature discussion
groups, cooking, and singing are often seen and heard in whole-
language classrooms 1Watson, 19891
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The clements of a whole-language program include the following
(Robbins, 19901

the teacher reading quality literature to children;
everyone engaging in sustained, silent reading:

the teacher guiding the reading of children and holding
reading conferencos:

recordingoral linguaget storiesorexperiencestold tothe class )
and making it available to the children i & written format.:

studentsengagingina \n'itixlgpr'<x'cssthatinclud('srohcm‘sul.
drafting. vevision. editing, publishing or sharing, and feed-
back:

the teacher modeling writing; and

sharing finished products with an audience.

In 1980, the ConVal School District in New Hampshire began to
“bridge children and books first through the writing process and then
inrough whole-tanguage instruetion™ Robbins, 1990, p.51). The results
of their efforts included the following:

high scores on the California Achievement Tests reading
comprehension,

an increase in the quantity nd quality of books read and
written hy students, and

adramaticdropin the numberofstudents identified forspecial
education,

Smith (1992) pointed out that to implement whole-lainguage
instruction in the classroom, more had to change than just the name.
Teachers cannot continue traditional classroom structures und situe-
tions and implement whole language effectively. Whole language
requiresa change in philosophy. Its basisis respeet for language which
s natural and authentic and for leimers whoareengaged in meaning-
ful and productive aetivitios,
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Cooperative Learning

Researchers have discovered that one of the most effective strate-
gies for teaching at-risk students is cooperative learning ( Slavin &
Madden, 1989). All cooperative learning methods share the idea that
students work together to learn and are responsible for one another's
learning as well as theirown, Inaddition, positive interdependence,
face-tu-face interaction, and individual accountability are required
if cooperative learning strategies are to increase students’ efforts
to achieve and improve the quality of their relationships with
classmates (Johnson & Johnson, 19901

There also is strong evidence that team rewards are an important
¢lement in producing basic skills achievement. It is not enough to
simply tell students to work together. They must be willing to accept
the responsibility for one another’s achievement, and team rewards
encourage this willingness. When the group’s task is to ensure that
every member learns something trather than does something), it is in
the interest of every member to spend time explaining concepts to his
or her team members Skavin (1991a).

Merely putting students in groups and calling it cooperative
learning. however, is rarely suceessful. Students who have neverbeen
taught how to work effectively with others cannot be expected to do so
automaticall:. All students need to become skillfulin communicating,
building and maintaining trust, providing leadership, and managing
conflict. As students become more effective in working with each other,
academic achievement improves (Johnson & Johnson, 1984),

Cooperative learning social skills should be taught just as system-
atically as any subject. Doing so requires that teachers communicate
to students the need for such skills, define and model the skills, have
students praetice them, provide feedback on how well students perform
the skills, and make sure that students fully integrate the skills into
their behavior repertoires tJohnson & Johnson, 19901, There are four
stages in developing cooperative skills (Johnson & Johnson, 1984. pp.
45-48:

v Forming: those skills directed toward organizing the group
and establishing minimum norms for appropriate behavior,
such as stay with the group, use quiet voices, and encourage
erervone to participate.
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Functioning: those skills involved in managing the group’s
efforts to complete the task and maintain effective working
relationships, such as expressing support and aceeptance,
offering to explain or clarify, and asking for help.

Formulating: those skills needed to build deeper understand-
ing of the material, to stimulate the use of higher quality
reasoning strategies, and to ensure mastery and retention of
the material, such assummarizing out loud what has just been
read or discussed., claborating, and discussing the reasoning
Process.

Fermenting: those skills required for challenging other group
members’conclusions and reasoning, such aseriticizing ideas,
not people: integrating a number of ideas; and generating a
numberof plausible answers or solutions from which to choose.

Models of Cooperative Learning. The Massachusetts Ad-
vocacy Center (1990, pp. 118-119) has developed a list of coopera-
tive learning models that are beneficial to students who have
experienced little success in elasses using traditional instructiona’
approaches. Included among these are the following:

Learning Together—Students work together in four- or five-mem-
ber heterogencous groups on assignments to produce a single group
product. Students may be evaluated and rewarded on the basis of this
single product or on a combination of their own performance and the
overall performance of the group.

Group Investigation—Students work in small heterogencous
groups and assume substantial responsibility for deciding what infor-
mation they will gather, how they will organize themselves togather it
and how they will communieate what they have learned to their
classmates.

Jigsaie—A subjeet or topic to be learned is divided into sections or
subtopicsand cachmemberofahome™group is assigned responsibility
for one section. Members of different home base groups who are
workingonthe samesectionmeet together in"expert " groups to discuss
their topies. They then return (o their home groups and take tums
teaching group membees about their seetions. Student.sare evaluated
individually through quizzes, projeets, or the like.

b5
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Jissaw 1—Similar to the original Jigsaw, all students are first
provided common information. Students thenbreak intoexpert groups
to study their specific subtopics. There is team recognition based on
team =cores and often a newsletter recognizing team winners and
individual high scorers, in addition to individual grades and scores.

Team-Games-Tournament (TGT)—Students work together in
four- or five-member teams to help one another master material
and prepare for competitions against members of otherteams. For
the competitions, each student is assigned to a three-person table
with students from two other teams who are similar in skill level.
In this way, all stvdents have an equal chance to earn points to
contribute to their «cam score.

Team-Assisted Individualization (TAI—Developed especially for
n.ath classes in grades three to six. TAI combines direct instruction by
the teacher with follow-up practice using a team learning approach.
Students work in teams on material appropriate to their individual
skills level. Teammates help one another with problems and check on
each other’'s work. Meanwhile, the teacher calls forward students from
the various teams who are working at the same level to instruct them
asagroup. Inthis way, TAI provides for both interactive peer learning
and individualized instruction.

Cooperative Integrated Reading and Composition (C IRC)—This
methodissimilartoTAl butdesigned forinstructionin readiyg, writing.
and language arts. Students work in mixed-ability teamsonaseries of
reading activities or, in writing in peer response groups using the
“process writing” approach.

Research on Cooperative Learning. Cooperative learning
methods appear to work equally well for all types of students; high
achievers gain from cooperative learning just as much as do low and
average achievers when compared to their peers in traditional classes
(Slavin, 1991b). One major controversy is over the benefits of the
strategy for gified students. Four misconceptions provide the basis for
this dispute. The misconceptions along with the reality in cffective
practice are listed below.

1) There is onlv one coonerative learning approach. There are
actually a number of different ways of generating cooperative
activities in the classroom (Graves & Graves, 1990; Kagan,
1988).

by
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2y Cooperative learning is the only strategy to use. No experts on
cooperative learning suggest that any one technique will be
effective all the time.

Cooperative learning strategies are inappropriate forgifted
and talented students. The literature contains examples of
students from a wide range of academic histories profiting
from the environment of a cooperative classroom.

Cocperative learning must be combined with heterogenous
grouping. Social models of teaching can be used with
cither specially selected or randomly assembled groups of
students. Grouping to either muximize or minimize stu-
dent differences is a matter of choice.

The issue of heterogenous grouping underlies much of the
controversy.  Yet. as Slavin (1991b) pointed out, cooperative
learning and “untracking” have completely different rationales,
rescarch bases, and nolitical and practical implications. Coopera-
tive learning can work within a corapletely tracked school, and
untracking does not require cooperative learning.

Graves (1991) found that most students consider the pleasure
of working together in cooperative groups a reward. The “social
rewards” of working cooperatively are among the greatest advan-
tagesofusingcooperative learning strategies. Once studentslearn
to work cooperatively, many teachers find that students no longer:
need the group certificates and other external incentives that
induced them to work together effectively. Clearly, lessons should
be made as intrinsically interesting as possible, and a continuing
need for extrinsic rewards may serve as a signal that the curricu-
lum requires substantial revision.

Studies on Group Investigation were carried out to ascertain
the method's effects on achievement and social interaction. In
Group Investigation, students take an active part in planning
what they will study and how. They form cooperative groups
according to common interest in a topic. All group members help
plan how to research ther topice, divide the work among them-
selves, 2nd each member carvies out his or her part. Finally, the
group synthesizes and stummarizes its work and presents these
findings to the class (Sharan & Sharan, 1990),
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The rescarchers found at both the elementary and secondary levels
that students from the Group Investigation classes generally demon-
strated a higher level of academic achievement and did better on
questionsassessinghigh-level learningthandid theirpeerstaught with
the whole-class method. When analyzing theeffect of Group Investiga-
tion on students’ spoken language in Israel. one analysis of discussions
found that both the lower-class Middle Eastern and midrle-class
Wostern students used more words per turn of speech than did their
ethnic peers taught with the whole-class method. Moreover. those
lower-class Middle Eastern students, often considered to have limited
language ability, who studied in Group Investigation classes, used as
many words per turn during the discussions as did the middle-class
Wostern students in whole-class instruction. The studies also found
that Group Investigation promoted cooperation and mutual assistance
among students (Sharan & Sharan. 1990).

Positive offects on intergroup relations have been found for all
forms of cooperative learning. Two studies on intergroup friendships
conducted follow-ups several monthsafter theend of the rescarch. Both
studies found that students who had been in cooperative learning
classes still named significantly more friends outside their own ethnic
groups than did students who had been in traditional classes (Slavin,
1991a).

Other outcomes for cooperative learning methods have included
greater acceptance of mainstreamed students. improvements in stu-
derts self-concepts. liking school, development of peer norms in favor
of doing well academically, feelings of individual control over student’s
own fate in sehool, and cooperativeness and altruism (Slavin, 19910,

“Thefuturcofcooperative learningis vich in possibilities...If weuse
the principles of cooperative learning and the values of cooperation—
empowering teachers and students. valuing cooperation as both pro-
coss and content. and affirming interpersonal relations—we cancreate
schools that are truly cooperative and asociety in which people really
do work together for shared. equitable goals™ (Sapon-Shevin &
Schniedewind, 1990, p. 651,

Authentic Assessment

Schools in the UL 8. spend nearly $900 million per year on
standardized testing. The National Commissionon Testing and Publie
Poliey estimates that. nat‘onwide. 127 million such tests are adminis-
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tered annually to students in grades K-12 (Willis, 1990). This is the
result of what Shepard (1991) contends is an outdated, 30-year-old
theoryoflearning that shapesourview of student achievement and how
weassessit. Critics of standardized tests claim such tests have skewed
thecurriculum toward the teaching of what is most easily measured by
machines, focusing on the acquisition of basic skills and facts—on the
short-term goals of schooling—as ends in themselves rather than as a
means to further learning and growth (Cole, 1990).

Students have learned that academic performance and knowl-
edge are measured by paper-and-pencil tests. They have learned
to judge the value of classroom activities by asking, “Is this going
to be on the test?” Although teachers have been told that “teaching to
thetest” is bad practice, Grant Wiggins (1989, p. 704), an acknowl-
edged expert in assessment, says that, “Schools showld teach to the
test.” According to Wiggins, tests and final exams are central to
instruction: they not only monitor standards. they set them. How-
ever, he advocates using tests that teachers have been involved in
designing and that offer students genuine intellectual challenges.

Inorderto assess performance, Wiggins (1989) suggested we must
first decide what are the actual performances students should be good
at. Should students be good at writing, speaking, listening, artistic
creation, finding and citing evidence, and problem solving? Then tests
should be designed that ask students to write, speak, listen, ereate, do
original research, and solve problems. Wiggins defines such tests as
authentic assessment—tests that engage students in the actual behav-
iors.standards, andhabitsneeded for successin theacademic disciplines
orin the workplace. Successful adults—scientists, people in business,
attorneys, novelists, musicians, physicians—face the challenge of
producing, rather than reproducing. knowledge.

Authentic assessments are public evaluations based on multiple
criteria and agreed-upon standards.  Criteria and standards must he
set for expert performance. students should know what those eriteria
are, and teachers should teach the knowledge and skills students need
to exhibit expert performance. The emphasis is on students’ progress
toward mastery; therefore, multiple opportunities must be provided for
assessment so that practicing, rehearsing. and retaking are learning
experiences. The tests are complex, cumulative activities that assess
students habits and repertoires. as well as basic skills and knowledge,
stress depth of knowledge, and ailow students to demonstrate what
thev cian do (Wiggins, 1989),
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Authentic assessments can take many forms: writing tasks that
mirror real-world activitics; open-ended problem solving where prob-
- lems may have more than one right answer; hands-on experiences in
science; portfolios showing student work in progress; and culminating
exhibits, performances, and demonstrations {Willis, 1990

= Wiggins (19C1a, b) suggests that understanding the following
: terms is eritical to developing authentic assessments:

Outcones—Outcomes are the intended results of instruction; they

are general goal statements about expectations for student learn-

. ing. Outcomes are defined operationally by the explicit standards
— . and eriteria set for their accomplishment.

Standard—A standard vefers to an exemplary performance, an
- objective ideal. It serves as a worthwhile and tangible goal for
- everyone—oven if some eannot yet reachit. Real standards enable

' all performers to understand their daily work in termss of work in
- progress, and how to monitor and improve their performance.

p Criteria—Establishing the eriteria by which a performance, dem-
T onstration, orproduct isassessed involvesdetermining(a 1ithemost
» important or essential aspects, (b) the kind of errors that are

' acceptable and unaceeptable, and (¢) the relative weight of each

criterion. A rubric for scoring must be established that ensures
agreement on the above points among the various raters.

Rubric—Arubricis asctof scoring guidelines for assessing student
o work. It describes the progressive stages in developing mastery in
- a particulartask. The rubric provides a scale (often ranging from
- 0 to 6) of possible points to be assigned, includes all the major
i dimensions W be assessed, and defines what mastery on cach
_ dimension looks like (the maximum numberof pointson thescale ),
- as well as the salient traits or characteristics for scoring students’
work or performance at the other levels of the scale.

Developing rubries is difficult and time-consuming. (YNeil (1994)
R recommends that teachers and others create rubries by mecting
' regularly to decide on the relevant dimensions of a performanee and
“rafl possible eriteria, tvy them out with students. and revise them as
needed. A Practical Guide to Alternative Assessment (Herman,
Aschhacher, & Winters, 1992) suggests a process that includes a)
investigating how the assessed discipline defines yuality performance;
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tb)gathering sampidyubrics as models: (¢) gathering samples of
students’and experts’ work that illustrate a rangeof quality;td)
identifying the characteristics of the work that distinguishes
excellent from good. good from poor, and poor from bad: (¢) writing
descriptors for the important characteristics: (f) secing if the
criteria help to make accurate judgements about a sample of
student’s work; (g) revising the criteria; and (h) trving the eriteria
again until the rubric defines the quality of the work.

Wiggins {1993) suggested that authentie assessment should in-
clude the following:

¢ engagingand worthwhile problemsorquestionsofimportance
in which students must use knowledge to fashion perfor-
mances effectively and creatively;

¢ faithful representations of the contexts encountered in a field
of study or in the real life tests of adult life:

* nonroutine and multi-stage tasks;

* tasks that require the student to produce a quality product
and/or performance;

¢  transparent or demystified criterna and standards:
* interactions between the student and the assessor:

* response-contingent challenges in which the effect of both
process and product/performance determines the quality of
the result.

* trained assessorjudgementin referencetocloarand appropri-
ate criteria; and

¢ thesearch for pattems of response in diverse settings,

The Vermont Pilot Study. The Vermont Mathematies Portfolio
Conmiittee was established in 1989 to explore ways in which portfolios
might be used for statewide assessment in mathematies tLooking
beyond “the answeer.” 1990-1991). A subcommittee do sloped specific
scoring eriteria for portfolios at grades four and eight. ‘hey looked at
evidence forcach of the eriteria and identified what dist inguished work
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of higher quality from other work with respect to the criteria. These
qualitative differences were used to define the rubric for each criterion.

In the area of mathematical problem solving, four key criteria were
isolated:

Understanding the task

How the student approached the task, the approaches. proce-
dures, and/or strategies adopted to attack the task

Why the student made the choices along the way; the
reflection, justification, analysis, rationale, verification
that influenced decisions

What findings. conclusions, observations. connections, gener-
alizations the student reached

The following scoring rubric was developed for each criteria:

Understanding the Task
1. Totally misunderstood
2. Patially understood
4. Understood
4. Generalized, applied, extended

Quality of Approaches/Procedure
1. Inappropriate/unworkable
2. Appropriate some of the time
3. Workable
4. Efficient, sophisticated

Decisions Along the Way
1. Noevidence
2. Puossible
3. Inferred with cortainty
4. Show, explicated

Outcomes of Activities
1.  Without extension
2. Observations
3. Connections, applications
§.  Synthesis. generalization.
and/or abstraction
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After a pilot year of testing, the committee recommended addi-
tional specifications for the portfolios to provide an equitable basis for
evaluating student performance. In 1990-91, students’ mathematics
portfolios in the pilot schoois were assessed using four prolsm-
solving and three communication criteria (Abruscato, 1993). The
criteria posed the following questions: How well does the student
understand the problem? How does the student solve the problem?
Why does the student solve the problem in that particular way?
What observations, connections, and generalizations does the
student make about the problem? What terminology, notation.
and symbols does the student use to communicate his or her
mathematical thinking? What representations (graphs, tables,
ete.) does the student use? How clear is the students’ communica-
tion of mathematical thinking and problem solving?

Appropriate Use of Technology

Technology, in particular computer-based technology, offers some
of the best opportunities for developing instruction which engages
students in authentic learning, addresses multiple intelligences, and
adapts tostudents’learningstyles. When used appropriately, technol-
ogy can provide instructional environments that have a powertul
impact on those students who, without help, might continue tobe at risk
of school failure. Technology provides students with the means for
takingresponsibility fortheirownlearning when used toallow students
to learn without publicly being labeled slow or stupid; when used to
enrich and accelerate the pace of learning for students who are behind:
and when used as a tool for accessing information, research, and
problem solving (Duttweiler, 1992),

Schools historically, however, have lagged far behind society in
adopting new technologies. The typewriter, which has existed for well
over a century, and the word processor have transformed written
communication inour society. Wecommunicate mosteffectively when
vision and handffinger movements funetion automatically—swhen the
conscious brain can focus on the content of the message rather than on
the means of expression. With less instructional time, elementary
students can learn to touch-type well beyond the cursive writing speed
of 15-30 words a minute, With spell checking and editing capabilities,
word-processing software allows students to bypass the oncrous phy-
sical task of writing and learn to express themselves fluently. Yet,
classroom instruction still focuses on cursive writing rather than
computer typing skills (Sylwester, 1990),
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The computer is a powerful tool for motivating students,
presenting content, and enhancing the educational opportunities
of students unresponsive to traditional instruction. Unfortunate-
ly, Kirby and Styron 11994) found that those students most.in need
of alternative instructional approaches were the least likely to
have access to computers. Their study on computer use in schools
discovered that teacher expectations governed access to computer
instruction. Students who were expected todo wellin school wer¢
exposed to multiple methods (i.e., teacher and computer-directed
instruction) thereby further increasing their likelihood of success.
Those students who might have benefited from nontraditional
approaches not only had less access to computers. but also came to
accept that they somehow did not deserve the opportunity to try
technological approaches to instruction. In addition, those stu-
dents who were allowed most often to use computers were gener-
ally being rewarded for compliance in traditional teaching/learn-
ing settings. Kirby and Styron found this particularly troublingin
light of data suggesting that disadvantaged students (i.e., blacks
and. especially. black males) found computers most useful and
believed that they could do well with them.

To restrict the use of computers for drill and practice or as an
individualized textbook is to ignore the tremendous capacity
computers have for making learning come alive for students.
Human brains are better at discovering conceptual relationships
than at processing the accurate details that computers handle so
well. Human brains can rapidly process ambiguities, metaphors,
abstractions, patterns, and changes. They are able to quickly
classify objects into gencral categories, use reference materials,
estimate general solutions to problems. adapt preliminary deci-
sions to any new information gathered, and use machines to
achieve the levels of precision necessary. Schools should concen-
trate on developing students’ ability to quickly locate. estimate,
organize,and interpret inisrmation, and teach students how touse
the superior speed and accuracy of available information technol-
ogies whenever complex problem requires an accurate solution
{Syhwester, 19900,

(‘omputers mix visual, tactile. andlistening madesoflearning,and
they offer a nonjudgemental. private environment in which students
can test theirown thinking at theirown speed. Forexample. videodise
technology provides rich, roal-world contexts for teaching problem
solving to at-risk studentss, In greneral, videodise instruetion combines
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the visual impact of television and the interactive quality of computers
to engage students in learning. CD-ROM allows entire encyclopedias
to be stored on one computer disc. provides access to numerous
databases stored on disc. and can store the contents of entire journal
issues for reference. Such videodise technology gives teachers and
students almost instantaneous access to information for reports,
projects, and discussion.

With existing computers and telecommunications equipment, for
example, a student can search vast databases or collect weather data
and share online with scientists and students at cther sites, Students’
capacities todo basic research are greatly enhanced when they are able
tosearch bevond theirlocal libraries. When students havethe capacity
to go online. there’s no reason for using out-of-date or inaccurate
information in research projects (ASCD. 1993),

Recent advances in digitization have made it possible, also, to
transfer data at lightning speed and to combine text. sound, and video
images to create multimedia environments. A pupil doing a research
project on a planned landfill site can create a multimedia report using
real science and real economics. At Peakview Elementan oenool in

Cherry Creek. Colorado, students routinely use computers to prepare
multimedia projects or presentations (ASCD. 1993).

Telecommunications allow cooperative learning at a distance
where students are able to team up with students at other schools orin
other countries to work on Joint projects. In the National Geographic
Society’s “Kids Network.” for example, students at different schools
collect scientific data on problems such as acid rain and share observa-
tions about the patterns that emerge. During the Persian Gulf War,
students in one New York high school understood the reality of war
better when they traded e-mail messages with students in Lsrael who
reported on Scud missile attacks (ASCD. 1993),

Georgia's Sandy Creek High School offors students a teeanology-
rich environment. The school begins the day with anncuncements:
broadcast iive in color television to each classroom. Scudents study
anatomy by performing dissections on a cadaver through a computer
simutlation and twm geometry equations into moving. three-dimen-
stonal images, Using computers, students aecess newspapers and
other material and write and edit research papers using spell-
check software to correct errors. With computers minimizing the
laborofrescarching and writing, students spend more time explor-
ing ideas and applyving coneepts CGA's Sandy Creek High,” 1994,
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Technology provides the authentic learning so vital for the educa-
tional success of students in at-risk situations. When teachers have
students collaborate on activities using computers to work together to
read, discuss. or edit cach others text, cooperative behavior is encour-
aged (Sylwester, 1990). When students have opportunities to access
information through electronic databases or CD-ROM, they can focus
on complex, meaningful problems; basic skills instruction can be
embedded in the context of more global tasks in which students are
asked to tackle real problems: and students can inake connections to
their out-of-school experiences and cultures.

Preparation for the Workplace

Opportunities for today’s voung workers who have only a high
school diploma are far more limited than were those of their
counterparts 15 vears ago. Today. over 80« ofalljobsdemand high
levels of specialized knowledge and skills (Byrne. Constant, &
Moore, 1992). Yet, for a majority of American students, what they
learned in school is not adequately related to what they need to
know in order to succeed after leaving school. The curriculum in
many high schools for students not bound for college tends to be
generaland eclectie—nceitherstron gly academic nor strongly voca-
tional. Non-college-bound students are held to lower expectations
and taught a watered-down academic curriculum, As a result,
many of them are unprepared cither for ajobor for continued study
{Barton. 19900

Most students not planning to immediately go on to college
receive little in the way of systematic assistance in preparing for
and finding jobs when they leave school. The Commission on
Achieving Necessary Skills (SCAING: 19901 asserted that the
United States may have the worst school-to-work transitionofany
advanced industrial country. Many of the preces which areinplace
are generally uncoordinated and less effective in helping prepare
11 S. students for jobs, At most times and in most places young
peopleare left to theirown deviees to make the connection between
school and work (O'Neil, 1992). This has resulted in high vouth
unemployment, shortages of adequately prepared young people
entering the labor market, and an inereasing econ. vift tolow.
<kill. Tow-wage jobs tByrme, Constant. & Moore, 1992y,

In spite of the many gaps between schools and the workplace,
there are encouraging signs of progress (Barton, 19800, Changes
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in the Perkins Act governing federal vocational education pro-
grams are exerting pressure to tear down the long-standing wall
separating academic and vocational programs. The Act requires
more coordination between vocational and academic programs. a
requirzement which has strengthened the trend toward curriculum
integration. A second positive sign is the accumulation of informa-
tion about the skills, knowledge, and habits of mind that studerits
need to be prepared for the work force as exemplified by the U. S.
Secretary of Labor's Commission on Achieving Necessary Skills
(SCANS) report. A third positive indicator is the development of
systemic plans to address the school-to-work transition issue.

School/Business/Community Compacts

Anumberofbroad-based community and business coalitions have
been initiated to work with school districts. Formal agreements or
compacts have been made through which business offered to provide
Jobs and other incentives if students agreed to stay in school and the
schols agreed to make systematic efforts {n raise students’ academic
success and attendance. For example, beginning in 1986, the National
Alliance of Business (NAB) sponsored the Compact Project in
Albuquerque, Cincinnati, Detroit, Indianapolis, Louisville, Mem-
phis. Miami/Dade County. Pittsburgh, Providence, Rochester. San
Diego, and Seattle. The primary purpose of the Compact Project
was to provide jobs to students to motivate them to stay in school
{Bvrne, Constant, & Moore, 1992).

In 1990, a new school-to-work transition model was initiated
by the NAB, the Bank of America, Sears Roebuck and Co., and local
school districts in San Francisco, California, and DuPage County,
Hlinois.  In thizinitiative, known as the Quality Connection, the
jobserves as anincentive to remainin school, but it also is a signifi-
cant part of the legrning experience, designed to teach skills by
embedding them in a curriculum keyed to the requirements of’
the job.

The Quality Cormection provides students with real jobs in
which they work alongside adults.  Learning is struetured to
ensure a thorough understanding of all job tasks, how the job tasks
lit together, and how the job fits into the rest of the company.,
Certain conditions must be in place for the experience to be
successful: the identification of learning objectives, the use of an
experienced worker or supervisor to work closely with the student
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employee, and a formal process for the employer to certify that skills
and competencics have been learned. School-based learning is also
fundamentally restructwred with an emphasis on active student
involvement, teamwork, problem-solving, goal-setting, and deci-
sion-making skills. All of these efforts to design and implement a
thoroughly integrated school-to-work transition curriculum require
close cooperation between the educators and the employers (Byme,
Constant, & Moore, 1992).

Apprenticeships

Apprenticeships offer a transition from school-to-work that
provides young workers with a sheltered environment in which to
develop skills. In an apprenticeship,a learnerobserves and assists
amaster at work, gradually gaining competence by taking respon-
sibility for progressively more challenging aspects of the task. Two
important features distinguish apprenticeship from classroom
teaching: (1) the student performs real work, and (2) the teacher
demonstrates and coaches rather than just tells the student how
to do a task (Hamilton & Hamilton, 1992). Apprenticeships can
increase competence both outside and inside school.

In Germany, approximately 70% of all youth between the ages of
16 and 18 participate in apprenticeships at the upper sceondary
oducation level. American observers of German apprenticeship pro-
grams ave impressed with the quality of the vocational training they
provide, the sense of purpose they lend to academic schooling (which
continues part-time). and the smooth transition apprentices make
from adolescence to adulthood (Hamilton & Hamilton, 1992).

In Broome County, New York, Cornell University hasinitiated the
Youth Apprenticeship Demonstration Project to investigate how some
of Germany's principles of apprenticeship can be adopted by U S. high
schools. Twenty-one high school juniors from five different high
schools entered the program in the fall of 1991 Students were
placed with four employers: a manufacturing firm, two health
service providers, and an insurance company { Hamilton & Hamil-
ton. 1992). The programis guided by the following set of principles:

o Apprenticeships are organized by three career areas, not
spectfic jobs — Manufaeturing and Engineering Technolo-
gv: Administration/Office Technology: and Health Care.
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Apprenticeships structure learning through work—The
curriculum soth at school and at work includes goals,
competencies, sequencing, and assessment. Basic aca-
demic competence is eritical in all occupations,

Employers develop a learning environment for apprenti-
ces—Participating employers train high school juniors
whowillbe qualified after twoto fouryearsin the program.
Sclected employers must have well-developed human
resource policies and practices,

Adults in the workplace perform four instructional roles—
The training director designs and oversces the program;
areacoordinators, usually department heads, identify and
assist coaches: coaches work daily with apprentices: and
mentors give apprentices advice about the technical as-
peets of the work and the social norms of the workplace.

Schools adapt instruction to take maxinim advantage of
apprentices” work experience.

Training and support are provided to classroom teachers.
training directors. area coordinarors, coaches, and nmentors.

Youth Apprenticeship is potentially appropriate for those
who do not expect to enroll in a four-vear institution—
Youth Apprenticeship recruits students who are doing
well enough in school but do not expecet to enroll in four-
vear colleges. Some top students are included as well.
Employers require apprentices to meet certain behavioral
and academic standards, but every effort is made to
involve and provide special support for young people who
are at risk of dropping out of school.

Apprentices are employees—Apprentices are hirved, paid,
supervised, and if necessary, dismissed according to em-
plovers” policies.

‘

Apprenticeships lead youth toward academic diplonias
und certification,

Emplovers and schools share operating costs for the ap-
prenticeship program —Emplovers train apprentices,
schools rediveet resources alveady available to them,
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Technology Preparation (Tech-Prep)

Tech-Prep has been promoted as a promising way to integrate the
curriculum and provide transitions to postsecondary education. Tech-
Prep (TECHnology PREParation) programs have a namber of key
elements. One of the most important is the articulation agreement
which links secondary and postsecondary institutions to provide a
closely coordinated high school/college curriculum. The Tech-Prep
model envisions the articulation not just of single courses but of
programs—a series of related courses—at the two educational levels.
The purpose of Tech-Prep is to prepare students to begin rewarding
careers in mid-level technology fields. These fields represent the types
of positions for which a high school diploma. with vocational training up
to end including an occupational associate degree. is required for entry
and/or advancement.

According to the National Assessment of Vocational Education:
Interim Report to Congress (1994), the great majority of Tech-Prep
programs are either in the planning stage or the carly stages of
implementation. At first glance. Tech-Prep programs seem to be
booming. About two-thirds of all public two-year postsecondary insti-
tutions said they had started Tech-Prep programs by 1991-92. At the
secondary level, 41% of regular districts and 827 of voeational districts
reported havinginitiated programs atthetimeofthesurvey. Lappears,
howover, that only 17% of the districts which say they have Tech-Prep
programs actually havestudents enrolled. Only 197 of the postsecond-
ary institutions participate in cemsortia that have any sccondary
students, and only 97 participate in consortia that have any postsec-
ondary students.

The interim report indicated that a few woll-established programs
have gone bevond simple course articulation. One such programis the
Partnership for Academic and Carcer Education ( PACE: Consortium.
In 1991. PACE received thefirst U.S. Department of Education award
for Tech-Prep Program Excellence and one of three national awards
given hy the American Association of Community Colleges. PACE,
ostablished in 1987, is a South Carolina business and cducation
consortium involving the seven school distriets of Anderson, Qconee,
and Pickens Counties. South Carolina: Upstate South Carolina busi-
nesses and industries: the Anderson and Oconee Counties’ Busi-
ness and Bducational Partnerships; Tri-County Technieal College:
Clemson University's College of” Edueation and the National
Dropout Prevention Center, and the Carcer and Technology Cen-
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ter of Anderson (SC) Districts One and Two. A coordinating board,
representing all partners, provides leadership for implementing
Tech-Prep programs in the 16 high schools, four career centers.
and one technical college in the PACE Consortium service area.

The PACE program includes rigorous academic study, enhanced
and focused occupational cowrsework, and structured guidance experi-
ences throughout highschooland two years of; postsecondary education,
The program prepares students for careers in cluster aress such as
industrial/engincering technologies, health technologies, businesstech-
nologies, and human/public service technologies. Tech-Prep offers an
integrated approach to educational reform through:

restructuring curricula to meet changing needs;

integrating academic and vocational studies:

improving methods of teaching and counseling;

increasing students’ achievement and career/college options:
responding t¢ employers’ needs for skilled technicians:
promoting community support for student success: and

enhancing articulation among secondary. two-vear, and four-
year colleges,

In 1993, PACE received oncof nine U, S, 1 Jepartment of Education
demonstration grants for model Tech-Prep programs. Among the
documented accomplishments for the PACE Consortium are the
following:

Anderson School District Two reported an inerease in stu-
dents’average grades in Applied Communization classes over
the previous vear's basie Knglish averages—froma D average
i 1990-1991 to a B average in 1991-1992;

19192 data showed an increase in enrollment over 1990-91
in Applied English (116.4¢01, Applicd Mathematies 12000 )
and Applied Science (63,94 ) the 1993-94 envollment showed
A 35.5¢ increase in enrollment in applied academie courses
over the 1992-93 enrollment;
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in 1893-94. twoofthe districtsin theconsortium placed 24 high
school and technical college studentsin youth apprenticeships
in 17 companies;

in 1993-94, 729 businesses in Anderson, Oconee, and Pickens
Counties participated in an employer neéds assessment;

in 1993-94, over 300 cducators participated in PACE-spon-
sored staff development programs; a national conference was
held for over 300 registrants representing 22 states; and 111
presentations were made at 40 state, regional, national. and
international conferences.

When implemented with the attention to detail exhibited by the
PACE Consortium, Tech-Prep programs can help motivate students to
finish high school. complete more challenging academic and occupa-
tional cowrsework. nursue postsecondary occupational education at
least through the associate degree level, and enter the workforce with
the skills needed to help compete in a globel economy. Tech-Prep
provides an important, viable alternative for students who do not plan
to prepare for baccalaureate study while in high school.
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Chapter Five
Intervention Strategies

Intervention strategies are designed to interrupt or modifv aca-
demic, school. or personal problems that are negatively affecting
students performances. Interventionstrategiesare those that address
the continuing needs of students whoremain at risk in middle and high
school. Although mentoring and peers-as-reseurces strategies might
alsobeconsidered appropriate mediation strategies, they are especiatly
effective when used to intervene in situations where students are
having particular difficulties. Alternative schools provide settings in
which students who donot dowell in the regular classroom receive help
appropriate totheirneeds: Figure 7 liststhe strategies discussed in this
chapter.

Figure 7: Intervention Strategies

INTERVENTION
¢ Mentoring

o Peers-as-Resources
o Alternative Schools
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Mentoring

What is Mentoring?

Mentoring can be defined as a sustained relationship be-
tween an adult and a youth or a more experienced person and a
novice. This section focuses on the relationship between a
caring adult and a student.

Adult relationships, not only those providec by parents and
grandparents but by neighbors, teachers, and other concerned
adults, are a protective factor for youth growing up in stressful
family and community environments (Benard, 1992). Mentors—
whetherteachers, business people, or communit y volunteers—have
opportunities to relate to students in ways that parents and
teachers usually do not. Mentors can be friends, rather than
authority figures (Smink. 1990). The establishment of a caring
relationship between the adult and youth is the essential ingre-
dient in mentoring (Cave & Quint, 1990: Ferguson. 1990;
McPartland & Nettles, 1991,

Amentoring program is based on the premise that the mentor
has something to offer: experience, position, advantages, ahilities,
orsimply a caringattitude {Smink, 1990). The mentoring relation-
ship provides youth from the disadvantaged environments an
access to. . sources. opportunities, values, customs, and people of
different oceupational and social worlds (Smi- k. 1990). Many
mentors tutor youngsters, coach them on job interviews. inves-
tigate scholarships, take them to visit college campuses. find
them internships, and serve as their advoeate in a variety of
situations (Benard, 1992).

Supporting academic achievement is an extremely important
mentoring role. In fact. ifthe primary goal of a mentori ng program
is to keep students from dropping out of school, academie support
must he paramount. This support can include tutoring in specific
subjects, working on basic skills, fosteri ng effective time manage-
ment habits. helping with homework. or assisting with special
school projects (Smink, 1990). The mentor needs to display an
attituc that views youth as resources to he nurtured and not
problems to be fixed and to convey the message that the youth ean
be suceesstul (Benard, 1992:,
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Mentors can play a critical role where parents are either unavail-
able or unable to provide responsible guidance for their children
(Floyd. 1993). Asurvey of 800 Career Beginnings participants from
16 cities (Harris & Associates, 1990) found that at least halfof the
students said mentoring helped them learn to succeed, improve
their grad2s. avoid drugs, increase their regard for people of other .
races, and improve their relationships with teachers and family. .
In addition, the adults reported that mentoring helped them:

\
|
\
Effectiveness of Mentoring Programs

e TFulfill their own responsibilities (507

Strengthen family relationships (25

e Increase their regard for people of other races (50¢)
) Recognize they make a difference (25

' o Be willing to get involved again (80¢)

A mentoring program, Rendering Educational Assistance
_ through Caring Hands (REACH). was implemented at Langston
B Hughes Intermediate Schoolin Reston. Virginia, during the 1988-
1989 school vear : Blum & Jones, 19931, The program components
included a neer support group that met once 2 week. and daily, -t
one-on-one contacts between students and their adult mentors. .
. The teachers who taught the students in the REACH program
o ' indicated that the students improved in promptness to class,
preparation for class. guantity of daily assignments completed.
participation in class. classroom behavior. pusitive interactions
with peers. and report card grades.

= A comparison of the third-quarter and first-quarter grades in
mathematics. English, science, and social studies of the students
in the REACH program showed the following (Blum & Jones,
1993

o 520 reduction of s
. e 10 reduction of Ds and D+s
o 167 increase of Cs and Cs

o V20 increase in Bs and B4s

Students whose mentors interacted with them daily. tutored
students or supervised alter-sehool study sessions, monitored
academic progress,and elicited parent involvement showed greater

significart improvement.
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Implementing a Mentoring Program

Establishing a mentoring program for youth in at-risk situa-
tionstakes .ianning. While every school and community isunique,
thefollowing steps canserve asa guideline forsettingupa program
to meet individual needs and goals (Smink. 1990):

Pl

1.

Establish program need. The program can include all
students in at-risk situations, or a particular population
such ax all ninth-grade students. It can concentrate on
academic skills, carcer awareness, or personal skills. The
tocus of a program is determined by the needsofthe youth
te be served. Eack school and community has unique
problems which must be considered when developing a
mentoring progran.

Ensure school district commitment. Whether the
program is school-, community-, or business-based. the
school district must be involved. Mentoring programs
must complement, not compete with, the student's regular
academic and scholastic activities. Additionally, teachers.
guidance eounselors, and school administrators are an
invaluable resonree in selecting students for the program,
monitoring themr progress in school. and locating addi-
tional help if necessary.,

Identify and select program staff. Many programs
begin with a steering committec or other type of advisory
board comprised of school staff, business people. commu-
nity leaders, and parents. [t is helpful to assign at least
one person to coordinate the program. This individual
oversees the daily progress ofthe program and is available
to both mentors and students when problems arise.

Refine program goals and objectives. It is impossible
to measure the suceess of the program without clear-cut
poals and objectives. Forexample, ifthe primary objectiy e
ofthe programisto keen dropout-prone students in school,
set goals for improvement in attendance and academic
achievoment.,

Develop activities and procedures. Establish guide-
lines for the length and frequeney of mentor-student contaet.
Most planned mentoring programs require a commitment
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of from six weeks to one year and from an hour u week 1o
daily contact. Obviously a short-term relationship with
N only a few hours of contact cannot hope to achieve the
richness, depth. and complexity of a long-term relation-
ship (Benard. 1992). By making a time commitment, beth
the adult and student are committing themselves tobeing
predictable, available, accessible, and responsive—all ne-
cessary for the development of trust and mutual respect in
arelationship. Orientations, workshops. and other group
activities should be planned in advance and put on a
master calendar. Each participant should receive a writ-
ten copy ot th.e program details and a schedule of activities.

6. Identify students in need of mentors. Students may
be referred by teachers, guidance counselors, social work-
ers, the court system. or their parents. Participation by
students works best. in most cases, when it is voluntary.
Youth who are receptive to new ideas, committed, have
the ability to listen and ask questions, and show enthu-
siasm will profit most from the experence.

7. Promote program and recruit mentors. Recruitment .
of mentors can be done both formally and informally
through flyers, posters. mailings. word of mouth, and
media announcements.  Some program mentors come
from college campuses or from specific businesses or com-
munity groups. The more a program demands from a
mentor. however, the smatler the number of adults who

) will be willing to volunteer (Hamilton & Hamilton.

B 1992). Mentors should care about. understand, accept,

and enjoy voung people. Inaddition, the mentors should

be perceived as trustworthy and flexible by the vouth to
he served. Mentors may be matched with students before,
during or after training sessions.

8. ‘T'rain mentors and students. While training may not
turn a poor mentor into a good one, it can be used as part
of a selection process. There is inereasing evidenee that
lack of training is a primary cause of unsuccessful mentor-
ing. Any training program must focus on the mentorsrale,
the goalsof the relationship.and the development of aplan
to nieet those goals, Training should also cover the organiza-
tion of the program. including what is expected ofa mentor
in terms of time and commitment. A training session

Q
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which includes both mentors and their students is helpful
N in communicating expectations and understanding roles.
' Showing students before they begin how to get the most
from the experience will increase the benefits.

_ 9. Manage mentor and student matching process. The
e literature on matching the race and gender of the mentor
- with a protege is inconclusive. Some studies say that
R similarity is necessary, others lean toward the opposite.
: Nor is similarity in personality necessarily a predictorof a
CL successful match. What seems most important is the
ability of the mentor to empathize with the student, to
identify his or her needs. and to provide manageable steps

to fill those needs.

10. Monitor the mentoring process. Student-mentor rela-

tionshipsrequire monitoringon a regularbasis. Monitoring
o during the program is accomplished through brief meet-
- ings, questionnaires, or telephone calls. This ensures that
problems are addressed early, and mismatches are reas-
signed. In addition. mentors must realize that they can
not resolve every one of their students’ problems. Other
sources of help, such as counsclors and social service
agencies, must be made avairable during the mentorship.

e 11. Evaluate ongoing and terminated cases. One of the
a primary reasons for the absence of research on mentoring
- . programs for yvouth is the lack of program evaluations.
While time and money constraints aften mean that evalu-
o © dons are last on the list, they are eritical to the suceess of
: the program. Evaluations based in part on information

gatherad duringthe monitoring stage measure a program’s

— . effectivencess, as well as suggest changes and improve-

- ments for future programs.

12, Revise program and recycle steps. Revision of a
prograr should be based on information from mentors,
students, program staff, and e caluation data. Roevision
shouldbe o continuous provess, Asthe program progresses,
it may he necessary to eliminate some elements and add
others. As students” needs change, the program should
— change in order to meet those needs.
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Recommendations

To those considering implementing a mentoring program,
Hamilton and Hamilton (1992) offered recommendations derived
from experience gained by Cornell University's Department of
Family Studies in a demonstration mentoring program called
Linking Up. The recommendations included the following:

Emplovers and organizations that are willing to take on
the task of finding volunteers within their ranks are a
more promising source of mentors than one-at-a-time
recruitment.

Mentoring programs should concentrate on youth in need.

Mentors need well-defined and clearly communicated
goals. The Linking Up project’s initial training for the
mentors presented five mentoring funetions and intro-
duced the goals of building character and competence. An
intense initial meeting of mentor. protege, parent. and
program coordinator focused on what the pair would do
together, under what conditions. and why. Yet the re-
searchers found these efforts proved insufficient for most
mentors,

Building competence is the most functional goal for
mentoring. Competence is the capacity to do something
well, Warm interpersonal relations are more likely to
result from a focus on buitding competence than from a
focus on building a relationship.

Mentors need continuing support. Even mentors who
appeared to he suecessful expressed frustration about
the need for additional support bevond the initial orien-
tation and training.

Peers-as-Resources

Although this section s included as anintervention stritegy.
children need to experience themselves as resources from carly
childhood (Benard. 19901, Seeing oneself as an important part of
the school or commiune, ;- soinforees children’s positive sell-con-
cepts and inereases their resitieney.

e
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The term peer resource is used to refer to children and vouth
working with and helping others. A growing body of research
indicates that peerinteraction is important tomany early achieve-
ments. For example:

reciprocal peer interactions teach children to share, com-
fort. and empathize with others (Attili, 1990

through peer interaction, children learn critical social
skills such asimpulse control, commu sication. and friend-
ship skills (Benard. 1990); and

* peer acceptance and the ability to make new friends has
been associated with liking school. higher school atten-
dance rates, and higher academic performance level (Ladd.
1990).

Several of the strategies discussed earlier such as service
learning and cooperative learning are peer resource programs,
Other programs include peer tutoring, cross-age tutoring, peer
helping. peer mediation. and peer leadership (Benard. 19901 The
following sections will discuss two of these—peer tutoring and
peer mediation,

Peer Tutoring

Peer tutoring is a collaborative learning strategy,  Such
strategies have the potential toimprove the learning of children of
different ability levels (Fuchs, Fuchs. Bentz, Phillips. & Hamlett.
199.40). Collaborative strategies—such as cooperative learning and
peer tutoring-~require students to worl: together to support each
other'slearning. Peertutoring. however. usually matches pairs of
students—older and younger or higher-achievitng and lower-
achieving—with the purpose of helping the vounger or
lower-achieving student improve academically,

Effectiveness of Peer Tutoring. Rescarch studies have
documented the effectiveness of peer tutoring. Peer tutoring has
been found to be more beneficial than reduced elass size. longer
instructional time. or individualized computer-assisted learning
tBerliner & Casanova, 19881, Studies have identified an inerease
in the academic skitls of low-socioeconomic students; academie
grains for both tutees and tutors: and improvements in students’
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attitudes, self-coneepts. and soeial skills. In comparison to most
other methods of instruction, peer tutoring appeuis to be relatively
inexpensive (Giesecke. Cartledge. & Gardner. 19931

Recent cost-effectiveness research shows that peer tutoring
provides higher achievement-per-dollar than many other educa-
tional innovations which are used more often (Martino, 1994). For
example, Levin, Glass, and Meister (1984) found peer tutoring
produced more than twice the achievement in math and science
than did computer-assisted instruction when program costs were
weighed. Bloom (19841 found that the average tutored students
outperformed 98¢« of a similar group of students taught under a
conventional form of textbook, lecture. worksheet, and test method.

Rescarch reported by the National Association of Secondary
Sehool Principals (Wireenski, Sarkees. & West, 1990) found that
voung people in at-risk situations who were involved in well-
planned and supervised peer tutoring situations showed the
following:

gains in their grade-point averages:

improvement in reading, math. writing. communication,
and study skills:

inereases in reading comprehensive levels:

improvement in their ability to identify long-range goals:
and

gains in scif-confidenee and in interpersonal skills,

Most peer tutoring oceurs hetween high-achieving students
and their low-achieving peers or younger students, A study
reported l)_\'('-ivsockv.('zn'tl('dg('.:111(1(1;11'(111('1‘( 1993 was designed
to determine whether low-achieving students could witor younger
students effectively and if they themselves could experience im-
proved achievement andself-confidence Thechildrenweresclected
by their elasseoom teachers to participate in this study, Fourth-
orade students served as tutors to third graders. Tutors were
chosen by the fourth-grade teacher who scleeted students whom
<he judped to be least skiled inreading and who were feast likely
to be "viewed as role models by their peers.”
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The six-week tutoring program included one week for tutor
preparation and five weeks of tutoring. Tutor preparation con-
sisted of five 30- to 40-minute sessions one week prior to the
tutoring sessions. Tutors received training in what it meant to be
a tutor, the activities and materials of the tutoring program, the
four components of cach tutoring session. reinforcement proce-
dures, review games, and testing and charting procedures.

The responses from the tutors and tutees were uniformly
positive. The gains made by the students in this study over the
relatively brief period of five weeks were impressive. In addition,
there was sufficient evidence to determine that under well-struc-
tured. closely supervised conditions. low-achieving students can be
successful tutors (Giesecke, Cartledge, & “ordner. 1993).

Miller, Kohler, Ezell, Hoel, and Strain (1993) found that
structured peer tutoring resulted in greater benefits to students
than did informal tutoring. In structured situations, students are
taught systematic procedures that involve presentation of instiue-
tions and feedback, including reinforcement and correction, so that
high rates of tutee participation are generated (Greenwood, Carta,
& Kamps, 19900,

Results from a study by Fuchs et al. 11994) suggest that peer
tutoring can be structured to promote positive instructional inter-
actions among children.  In this study. voungsters who had
previous instruction and experience in peer tutoring conducted
longer instructional sessions and the accuracy of the problems
completed was higher. In addition. observations of student interac-
tions during the peer-tutoring sessions revealed the use of more
effective tutoring strategies by experienced tutors. The explana-
tory-prompting and question-asking among experienced tutors
served to strueture and inerease the tutees diveet involvement in
the learning tasks (Fuchs ot al.. 1994,

The transeripts of the tutoring sessions illustrate how the
experienced tutors structured more interactions with their tutees
compared to the inexperieneed twtors. In fact. many of the
inexperienced titors in this study spent most of their time talking.
demonstrating. and completing problems by themselves, with
little if any interaction with the tutee, This provided little tand
sometimes noropportunity for their tutees to apply or practiec the
tutor's explanations and demonstrations. The tutees of inexperi-
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enced tutors spent more time sitting. watching, and listening. In
contrast. experienced tutors structured questions that guided
tutees to rehearse the steps necessary to complete the problem.
Thisinstructional stvle resulted in the tutees of experienced tutors
responding more actively (Fuchs et al.. 1994).

The Parsons, Kansas. School District is in its third year of
conducting a for-credit peer tutoring class at the high school level
(Martino. 19941, The peer tutoring class is a regularly scheduled
clective course offered for high school students. Students wanting
and needing help with any of their classes can request enrollment
in the peer tutoring class. Also. honor students, gifted students,
and other caring students with solid study skills who are taking
many of the same courses (or already have taken them) applyand
are chosen to enroll in the tutoring class as peer tutors.

The peer tutoring class meets daily throughout the semester.
Students receiving help attend both their content classes and the
peer tutoring class. Both peertutors and tutees receiveagradeand
warn eleetive eredit in this class—class eredit has beena significant
carrot for students academic success in this class (Martino. 19940,

Implementing a Peer Tutoring Program. To begin a
successful peer tutoring program. commitments from the building
administrators. staff, school board, and parents are necessary to
establish several prerequisites (Martino, 19940

creating program philosophies and policies.
setting criteria for choosing peer tutors,

setting eriteria for choosing students to be tutored.
detining roles and limits of peer tutors,

holding peer tutor trivining sessions,

providing community awareness about the henefit= of the
program,

penerating parental awareness that their children are
more invaived in learning. aed
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¢ designing an evaluation plan for both the program’s out-
comes and those of individual participants.

Miller et al. (19931 provided the following systematic process

for planning, implementing, and maintaining a structured peer-
tutoring program:

Flanning. The planning process addresses (a)identifica-
tion of the skill to be taught, (bi selection of the materials with
which to teach the skills, (¢ selection of the times for tutoring,
and (d) structure of the tutor-tutee interactions necessary to
teach the skill.

Training. The goal of training is for all students to
perform their assigned roles as accurately and independently
as possible. This involves (a) introducing and providing the
rationale for each step of the tutoring procedure. (b) modeling
the tutoring step. and (¢) having the students rehearse the
tutoring step with decreasing levels of adult instruction and

feedback.

In structuring the students’ interactions necessary to
teach the skill, the most important part is developing a
tutoring procedure that builds on eftective teaching practice.
The goal is to apply a few basic strategies that will structure
and facilitate the tutor-tutec interactions. These include the
following:

Provide Prompts: Examples of prompts the tutor can
use include, “Start with the first word on this page™or*Try
this card next.”

Give Immediate Correction: Stop the tutee immedi-
ately whenever an incorreet response has been given, and
immediately provide the correct answer.

I’»peat a Corrected Response: This direets the tutorto
seck more practice of the correet a..swer by the tutee.

Give Reinforeement: The intent of this action is to

strengthen corrcet responding by the tutee and to give
credit for a job well done.

9 r"1
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Monitoring and Evaluation. Once training has been
completed and the tutoring sessions have begun, the next step
is to observe whether the procedures are being implemented as
planned (Miller et al.. 1993).

o Conflict Resolution and Peer Mediation

= Conflict Resolution

2 Conflict often is seen as something u..~t needs to be eliminated
or removed. instead of something that can be worked through and
used constructively. Conflict is nermal and is part of everyone's
- life. How cach person chooses to handle conflict determines
= whether the experience is beneficial or detrimental to his or her
= growth. Some people choose to handle problems by avoiding
. confrontation altogether. People who avoid conflict. however. lose
opportunities to express their own feelings and convictions and
- often damage not only their self-esteem. but also their relation-
' ships with others (Rogers, 19941,

- Children learn early by example how to handle contlict. anger,

- and frustration. Unfortunately, some families and communities
oo send the message tochildren that the best wayto deal with conflici
is through violent means. In the state of South Carolina. out of
5.000 students who were surveved, 33 of the females und 50¢ of
the males had engaged in physical fights within the lasi 12 months
(Department of Health Promotion and Education. 1991). In order
to survive at home. in the community, and among their peer
groups, children learn to lash out, make threats, defend them-
— selves, and take revenge when conflict arises. Handling conflict
=) in nonviolent ways is something many children never have been
taught (Rogers, 1994,

Early intervention programs can teach students how to be
aware of and overcome the violence that surrounds and influ-
: ences them. Children of preschool and kindergarten age can
- learn the conflict resolution skills of empathy, impulse control,
and managing anger. Such programs, implemented in pre-
school and/or elementary school, teach nonviolent behavior. a
Jife skill that will continue to develop in the later years of
adolescence and adulthood.  Not only schools, but parents.
communities, child-care providers, and health-care providers

Q 90
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can help equip children with the skills to manage and work
through impulsive, aggressive actions (Rogers, 1994).

The Choosing Non-Violence (CNV) Program of Chicago found
that when primary school students were asked to think about how
they express their strong feclings, they spontancously shared a list
of extremely violent responses, such as breaking windows, beating
up little kids, and destroying loved items or works of their own art
(Parry, 19931 Asaresult ofthese findings, the program developed
a strategy of early intervention to redirect the destructive tenden-
cies already exhibited by the young students. The purpose of the
CNV program is to help children with the following (Parry, 1993):

1. understand what violence is; be able to identifv it in their
lives, their toys, their choice;

2. realize they have the power to choose and control how they
will act; and

3. learn the power of language so they can use it to express
how they feel. to protect and defend themselves without
being violent.

Peer Mediation

Peer mediation is a method of conflict resolution that enables
people involved in confliet to reach a mutually acceptable agree-
ment with thehelpofa neutral“mediator.™ In peer-inediation, this
mediator, instead of being the adult referee who simply steps in
and makes the calls. is usually only slightly older than those
involved in the dispute. Mediations can involve third- and fourth-
grade students as mediators when fivst- and second-grade students
are the disputants (Rogers, 1994).

Peermediation emiphasizes that overvone engaged ina conflict
has the choice of allowing themselves to be overcome by negative
pereeptions and resentment, or to control the situation, take
action, and resolve it in a nonviolent way. As stadents become
aware of the constructive results that can come out of a confliet when
dealt with through peer mediation, they are encouraged to take
control of their lives and relationships with others tRogers, 1994).




Effective Strategies for Educating Students in At-Risk Situations Page 101

Effectiveness of Peer Mediation

Peermediation programs are most effective when they provide
exposure to conflict resolution skills in elementary and middle
schools. By the time students reach high school, some violent
tendencies may be more difficult to overcome and change (Rogers,
1994). The National Association for Mediation in Education found
that peer mediation programs are considerably less successful in
high schocl where being 'cool’ takes precedence (Pilati, 1993). To
effectively affect the way a person chooses to resolve conflict
throughout life, the training of peer mediators and the teaching of
conflict resolution skills must occur during the younger years of life
(Rogers, 1994).

Although ~ualitative rescarch studies on the effectiveness of
peer mediation programs are more abundant than are guantita-
tive studies, research findings indicate that programs provide
many benefits for students. In the Resolving Conflict Creatively
Program in New York City. a K-12 peer mediation training
program, teachers reported the following tMetis Associates, 1990):

70.9¢% observed that to amoderaie or great extent children
demonstrated less physical violence in the classroom,

66.3% observed less name-calling and fewer verbal put-
downs among children,

77.8¢¢ observed more caring behavior among the children,

69.1% observed an increased willingness to cooperate
among chil 'ren, and

71.5% noticed that children inereased skills in undor-
standing others’ points of view,

Peer mediation programs provide benefits for teachers as
well as for students. When encouraging students to resolve
conflicts constructively, teachers could not help but adopt some
of the problem-solving techniques themselves. The teachers
reported the following (Metis Associates, 1990

o 83,99 stated their listening skills improved.,
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_ 89.3% felt they had increased understanding of individual
B children’s needs and concerns,

*  87.7% felt un increase in use of specifie conflict resolution
techniques in the classroom,

*  92,9% felt their attitudes changed to be more positive
=3 about conflict and conflict resolution,

* 78.6% agreed their sensitivity to children whose back-
grounds were different from theirs increased, and

N * 89.3% noticed anincrease in their willingness to let young
- people take responsibility for solving their own conflicts.

Components of Peer Mediation

Peer mediation programs train a group of students to take on
the role of being unbiased, empathetic listeners, respectful of the
differences of others, helping them work together, so they can come
to a mutual, peaceful agreement. Major components of peer
mediation are: active listening, cooperation between participants,
acceptance of each other’s differences, and creative problem-
solving which takes into account each participant’s position. Peer
mediation promotes communication thatisfundamental togrowth,
—. emphasizing that conflict can be constructive if feelings are com-
municated and dealt with rather than ignored and/or allowed to
escalate (Rogers., 1994,

The peer mediation process consists of the following 11 basic
steps (Rogers, 1994);

1. Mediator asks each participant to agree to adhere to
' cortain rules:

* totrytosolve the problem

* not to interrupt others while they talk

¢ not to put down or threaten while vou tell vour side of
. what happened

= * tobe honest

2. Mediator asks one participant what happenaed,
3. Participant responds,
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10.

1.

.Mediator summarizes whet was said.

Page 103

Mediator asks the other participant what happened.

. Participant responds.
. Mediator summarizes what was said.
. Feelings of both participants are discussed.

. Mediator asks participants to think of ways to solve the

problem.
Alternatives are discussed and some eliminated.

Agreementis made for a solution to which both disputants
can agree.

It is important to note that peer mediation may not be appro-
priate in some instances. Conflicts invelving weapons, illegal
activity, or blatant injustice are normally beyond the scope of peer
mediation and are the responsibility of the school administration.
Peer mediation may be used to "talk out” the conflict after other
school policy measures have been taken (Rogers. 1994).

Implementing a Peer Mediation Program

Rogers (1994) outlined the following steps for implementing a
peer mediation program:

Form an advisory council that includes students, parents,
teachers, administrators. and counselors.

Send representatives to be trained or bring in a profes-
sional mediator to train staff members on site. Training
can occur during several in-service sessions. Al teachers,
parents, administrators, and counselors should bein vited
to attend.

Purchase or write a program manual including vour
purpose, procedures, and plan (timetable), establishing
goals and making modifications along the way as needs
are revealed.

10z




Page 104 Effective Strategies for Educating Students in At-Risk Situations

Select the students to be trained as mediators. This can be
done in various ways:

teacher recommendation

student interest application
student body elections

student body sample, appointed
conflict mediator club participants

Train the student mediators by first analyzingthe alterna-
tives to violence. exposing them to the simple mediation
process (establish rules, hear each student’s side of the
conflict, summarize, and suggest possible solutions to the
problem), and finally, placing them in many impromptu
role play situations, taking turns baing the mediator.

Make sure the student body is fully aware of the purpose
and availability of the peer mediation program.

Keep the program going with monthly ¢ bimonthly meet-
ings including the advisory council and the student
mediators to discuss happenings. problems. successes,
and to offer encouragement and feedback to all involved.

Peer mediation programs provide many benefits for students.
Students like being given the tools and the responsibility to work
out their problems without parental or teacher supervision. Talk-
ing out disprtes is a new approach for many students.  Most
students enjoy attempting to understand different points of view,
when he or she knows that others are making an effort to under-
stand his or her point of view. Peer mediation not only builds
self-respect, but it also encourages students to understand those
who, either culturally or ethnically, have a perspective different
from theirown. For many students, being able to sit down and talk
about disputes without the threat of violencee is a new and reward-
ing experience (Rogers, 1994,

Alternative Schools

Until the late 1980s. the research base for alternative educa-
tion was dependent on studies conducted during the 1970s Ina
review of this carly research. Young (19901 discussed a study by
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Gold and Mann on the academic achievement and attitudes of
delinquent students. The researchers compared approximately 60
at-risk students from three alternative secondary schools with a
matched group of students from conventional secondary schoolsin
the same districts. The study found the following:

Alternative students were significantly less disruptive in
<chool at the end of the study than conventionas students.

Teachers rated alternative students who returned to conven-
tional schools as slightly better behaved than conventional
students,

Alternative students were significantly more positive
about school and confident in their role as students than
conventional students.

While alternative students rveceived stightly improved
grades when they reenrolled in conventional schools. their
achievement test scores did not improve and were not
different from those of conventional students.

The rescarchers explained these findings hy pointing out the
importance of alternative school students” pereeptions that teach-
ors considered their feelings. needs. and abilities when teaching.
Alternative schools were pereeived as more flexible than conven-
tional ones. Alternative school students reported more personal
contacts with teachers and classmates. and observers recorded
more incidents of praise and acknowledgment of students in
alternative schools (Young, 1990

Another early study by Foley 119831 conducted for the Public
Kdueation Association (PEA) examined alternative public kigh
schools in New York City, These schools were organized in the
19705 to provide an opportunity for vouths dropping out of, or
experiencing difficulty in. traditional schools. The cight high
schools in the study served mainly students with recovds of poor
attendance and underachievement. A preliminary assessment
compared eredit aceunlation and attendance data for the fall of
1981 for 25¢ ¢ of incoming students at the eight alternative schools.
On average. this group of nearky 300 studen's caned 60 more
credits and cut their absences by nearly 0.
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Three of the schools, which had significantiy improved students’
attendance and credit accumulation, were seleeted for intensive study.
Repeatedly, students in these schools expressed real satisfaction about
theirrelationships with teachers:about the safe, nonviolent. and caring
atmosphere of their schools; and about the educational programs they
perceived as well suited to their needs and interests. Observations and
interviews suggested specifie factors that accounted for the success of
the three case-study schools.

The strengths of the alternative schools appeared to be their well-
focused academie programs and their capacity tofoster creative human
relationshipshetween students and teachers, These exemplary teach-
ing/learning relationships were the result of several features of the
schools (Foley, 19831

These xchools had well-defined student populations; the
facultics knew what their students needed. and they
planned accordingly,

The schools had principals who were strong academic
leaders who worked with the faculty to structure curricu-
lumon the personal, soeial, and cultural experienees of the
students, their intellectual needs, as well as the school
system's subjeet requirements,

Teachers' roles were diversified to allow for increased
participation in management and opportunities to counsel
students, which enhanced teachers sensitvity to stu-
dents  needs,

Partial course credit, fast-paced eveles, and learning
contracts enhanced studenis” opportunities to suceeed
academically. Parvticipation was encouraged by regular
classroom discussions, encowraging students to make
decisions regarding the courses they would take., and hy
structuring learning through doing.

Afew commonly agreed upon, frequently discussed school
rules established elear standards for conduet, and i highly
structured support system enabled students to live within
those rules,

Small sehool size allowed prineipals and teachers to reach
students who were formerly hard to reach in school,
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encouraged communication and a sense of belonging, and
limited bureaucratic obstacles.

The studies reported by Young and Foley are interesting
because more recent evaluations of the effectiveness of alternative
schools have produced similar results. For example, in 1988 the
Arizona legislature :nitiated the Arizona At-Ris < Pilot Project, a
longitudinal evaluation study (1989-92) of 13 district- and school-
based projects that affected the lives of over 10,000 7-12th grade
“retrieved” dropouts and potentiai dropouts. Sites were charged
with integrating academic, vo -ational. and support services and
did so through a continuum of programs ranging from off-site
alternative schools serving exclusively teens in at-risk situations
to “school-wide” reforms serving all students (Vandegrift, 1992).

The programs were diverse in nature, but overall, the findings
indicated that alternative programs appeared most “promising”
for 7-12th-grade students at risk, although other delivery systems
did produce positive outcomes related to the services they provided
(... vocational services produced vocational outcomes).  The
evaluation results consistently pointed to the alternative-school
model as the most effective and positively perceived delivery system for
students in ataisk situations at the secondary school level. By
incorporating a variety of instructional. vocational, and support
strategies into a comprehensive system, which was eustomized to
the unique and diverse characteristics of older at-risk students.
alternative schools seem to be providing a viable option forst udents
who have been alienated from the “regular” educational svstem.

Evaluation data for all the programs indicated that students
made progress in attendance. credits carned, and achievement.
During 1990-91 alone. nine out of every ten of the program
participants—teens who were well-aequainted with school fail-
ure—reporiedly remainedingchoolor graduated. Attendance rose
for the first time sinee the initiation of the programs. Standardized
fest gains were made in language and math with 12th-grade
students exiting at higher skill levels than their predecessors in
these areas. Many of the attitudinal and hehavioral changes were
attributed to helpful and caring staffwho provided more individual
attention (Vandegrift, 1992).

The Maine Department of Education and the College of the
Atlantic conducted a study of seven rural alternative education
programs to develop systematic assessment processes for such
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programs and to provide insight into what qualities contribute to
their success (Antonucei & Mooser, 1993). Each program was
unique, responding to the needs of its own com munity. The types
of programs ranged from those which provided support within the
regular school setting to those which were completely self con-
tained. The goal of the support centers was to help students
experience suceess in the regular programs. The goals of the self-
contained programs were to develop the whole child. foster a sense
of belonging. and instill a desire to be a productive member of the
community and to complete high school.

The rescarch team decided vather than listing the deficiencies of
the students. to fieus. instead, on mechanisms and schooling practices
that program staff'could control in order to change the schools to fit the
students. The team completed a structural analysis of each program
from interviews and researchers field notes. Lookingat organizational
and poliey patterns. they found a complex relationsh,p between the
programsandtheschooland community of which thevareapart. twas
clear that there were na easy steps to program suceess and no sure
formulas for dropout prevention. Extemal causes had a great impact
onthe programs, Achangeofprineipal. lossofan advocateat the contral
off* e, the assignment of a faculty member to an altermative program
because there was no other place to “dump” him or her, a struggle to
maintain funding, a new school board. or a hostile taculty can doom a
program tAntonucci & Mooser. 1993).

Wher programs did not have to fight for their existence. however.,
they met the needs of their students. Although students felt that
teachers and administrators in their regular schools didn't care about
them. each alternative program had at least one person who students
felt did care about them. The alternative sehools had more realistic
hemework expectations. Students who worked after school. took
care of their own children. or had no place to do homework found
alternative programs more flexible, The students liked the sehedd-
ules in the alternative programs where they had longer time periods
toconeentrate on fewersubjeets. The flexibility of alternative progriam
schedules allowed students to work sehool around other commitments,

At important factor in the alternative-school programs was that
these programs gavestudents asense of belonging, Few of the students
had suecessfulsocial lives in the regular schools. Many of the students
had ahistory of dvsfunetional relationships with adults. Ofien their
relationships with their alternative-school teachers were the only
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meaningful adult relationships in their lives; their relationships with
other students were their only experience with acceptance by peers. A
significant number of the students expressed feelings of not being
valued. The alternative programs were structured so that students
could achieve success and feel valued as individuals, “perhaps for the
first time in all of their schooling years™ tAntonucei & Mooser. 1993).

Research indicatesthat there are certaincharacteristics present
in alternative schools which are successtul with students who do
not prosper in the regular schools. It is clear that successful
alternative programs have the following characteristies: (a) they
are small and have low teacher/pupil ratios: tb) they have facultics
that develop caring relationships with students; (¢ they set forth
clear rules; (&) they have high expectations for student achieve-
ment; (@) they foster positive peer relationships: and () they
develop student self-esteem. Students who are problems in regu-
1ar schools seem to function better in alternative schools. Students
who might otherwise drop out of school and become problems to
society can become productive adults with the help of understand-
ing and caring alternative-school teachers.
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Chapter Six
Summary

Comprehensive, Systemic Change

Every aspoct of children’s lives affects their ability to learn. end
succeed in school, However, conditions associated with poverty envi-
ronments are major factors in students’ dvoppingout. Children whose
home environments and sacial backgrounds result in development
different from the mainstream enter school at a distinet cducational
disadvantage. When the problems encountered within the family and
neighborhood combine with the problems children encounter within
the schools. the results e staggering. Nearly half of America’s adult
population may not be able to perform the range of complex tasks
necessary for the United States to compete successfully in a global
ceonomy or for the adults to exercise the rights and responsibilities of
citizenship. At a time when specialized, postsecondary education is a
prevequisite formany high-technology jobs.statistiesindicate that 201+
of adults over the age of 256 in the United States had not completed
high school. and that over 12 million persons 18 vears of age and older
had less than a 9th-grade education in 1993,

School systems actoss the countey are antiguitted bureanerat-
i and tochnical structures, highty complex, surprisingly similar,
and very resistant to change. Most reform strategies have as-
<umed the presenteducational systemiis fundamentally sound and
that no basic changes are needed. The potentiad dangers intryving Lo
fix the present svstem. however, are greater for the faihure-prone
child. the underprepared. and those disenfranchised voungsters
from underelass ghettos and barrios. Many practices designed to
~remediate” students produce. instead. a nmuaber of damaging effects
such as lowered pereeptions of academic competence, decrensed
academic motivation. and reduced intrinsic interest in learning.
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The National Dropout Prevention Center advocates a compre-
hensive, systemic approach to educational reform. While teachers
and administrators continue to be blamed for the poor achicve-
ment of students, reseireh indicates that the structure of the
school workplace has a greater influence on what professionals do
thun personal abilities, professional training. or previous experi-
ence, Attenipts to improve student learning will e successtul only
to the extent that changes throughout the svstem give schools
sufficient Tatitude toadapt new policies or practices to theirunique
circumstances and to develop their own solutions to problems.

The effective implementation of systemic change means find-
g ways to create a collaborative mode of work 1o veplace the
existingisolation and powerlessness under the traditional system.

Restructuring

The National Governors' Association Task Foree on Edueation
asserted that significant steps must be taken to restructure educa-
tioninall states. The purpose of restructuring is to ensure that the
educational system is congruent with the needs of those who work
withinitand the needs of those it serves. The educational system
must be changed to ereate a flexible organization that enables
teachers, school administrators, students, parents, and communi-
ty members to collaborate in providing within cach school the
experiences students need to achieve sueecess. School-bised man-
agement is an important component of any educational restructuring
reform. School-based management expands the feadership within a
svstem and is distinguished by a focus on the individual school as the
unitof decision making and the management of substantial resowrees.

When participatory decision making is an integral part of
organizational decision making, the school community defines its
vision for the school. explores the needs of the students and the
school. researches possible approaches to restructuring the in-
structional and curricular core of the school, proposes possible
strategies for implementation, and allocates resources (o accoms-
plish its goals. fnsufficient material vesources are a magor con-
straint on the effectiveness ol scll-managing schools. Evensithall
the other elements in place, restructinrmg efforts eventually will
tail it schools do not have cand cannot geti the esources they need
to do their work.
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Professional development must be provided so that members
of the school community can develop the knowledge and skills
required to participate inschool-based inanagement andtobecome
proficient in new instructional strategies. In addition, teachers
must be prepared to work in creative ways with students who donot
respond to traditional instructional methods.

A considerable body of rescarch exists on successful profes-
sional development programs. Components to be considered for
effective professionatdevelopmentinelude context, content, choice,
continuity. coaching, contvol, and commitment.

Prevention Strategies

Prevention includes those actions taken which anticipate, fore-
stall. or deal with cognitive, social, or personal problems before thev
irvetrievably impair a student’s ability to perform successfully in
school. Prevention strategies are designed to “level the playing
ficld*—to strengthen students’ resiliency. to help students in at-
visk situations enter school ready to leam, to provide the skills
necessary for school suceess toassist parentsin becoming involved
in their children's education. to ensure physicaland mental health,
and to remove barriers to success within the carly grades.

Resiliency is the ability to withstand, adjust to, or recover from
risk. stress. or adverse environmental cireumstances. The stron-
gest prevention measures are those which help children develop
resilieney. Resilieney results from social supports which facili-
tate the development of psychological strengths and hehavior
coping mechanisms that assist an individual in modifving his or
her responses to eritical risk situations.

Social support is provided by the family, peers, the commu-
nity. and the school. When social support is low 1t one setting,
other settings need to compensate. Caring relationships inerease
resilieney in children.  Effective schools foster resiliency by
providing opportunities for students to develop caring relation-
ships with both adults and other students.

The carher o problen is identified and addressed, the greater
will be the impiaet on students in at-risk situations, Studies of
birth-to-three interventions demonstrate that 1Q ean be modified
by changing a childs environment. The most effective way to
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reduce the number of childven who will ultimately drop out is to
provide the best possible classroom instruction from the beginning of’
theirschoolexperience. Itappearsiotake intensive efforts overa period
ofseveralyearsto produce lasting effects, but the fact that even the least
mtensive models produced strong immediate effects suggests that a
combination of approaches within a comprehensive preventive pro-
gram will have great promise in increasing children’s cognitive fune-
tioning. National Diffusion Network programs such as Early Preven-
tion of School Failure and Reading Recovery can prevent academic
failure.

Thereisasignificant relationshipbetweenbehaviorinearly grades
and later success in school. Although most children learn classroom
rules and norms quite casily, many children from at-risk situations
have difficulty understanding what the rules are and how to hehave
appropriately, Students who cannot meet the implicit expectations of
teachersoften suffor year aftervear of poor school performance without
knowing exactly what is wrong. For this reason, the development of!
soctally responsible behaviors should be as much a part of the elemen-
tary curriculum as academic competence,

In recent vears, practitioners have been seurching for alternatives
to the choices of retention in grade or social promation. A number of
distriets are reswrrecting a practice tried in the 1980s—continuous
progress, nongraded primary schools. Nongraded levels and continu-
ous progress schools are based on the philosophy that children develop
atdiffering rates. Such schools offer flexible groupings that encompass
atwo- to four-vear range in age, allowing movement botween levels as
pupils are ready to advanee,

Research consistently finds that parent involvement has a direet,
positive effect on children's achievement. Schools and school systenis
which are successfully involving parents began by responding to the
qualitios, characteristies, and needs of the parents in order to overcome
the barriers which interfere with communication. These barriers
include parents™ level of literaey: language preferred for reading.
listening. speaking, and writing: daily commitments and responsibili-
ties that may affeet the time, energy, and attention available to devote
to school: and parents™ level of comfort in beecoming involved in their
children’s education,

Many erueial influences on the education of at-risk children are

outside the school'sarbit. Sehools alone cannot handle the problems off
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students whocome from at-risk circumstances. Programs that success-
fully link education, health, and human services tend to have some of
the following characteristics: (a) comprehensive menu of services, (b)
shared governance, (¢) collaborative funding. and (d) organizational
models that veflect the needs of the communities they serve. The
flexibility necessary to deliver comprehensive services is often limited
by policies that regulate the governance and funding of schools and
other agencies. Creating such flexibility demands mechanisms that
span political and organizational boundaries. State government hasa
major role in funding local planning and in providing start-up capital
for integrated efforts.

Mediation Strategies

Mediation isthe process of ensuring that all students acquire—the
first time around—the skills they need to function effectively both in
school and in the world outside of school. In other words, mediation
ensures that remediation will not be necessary. This is accomplished
by establishing hospitahle educational environments in which
students feel supported and cared for, where failure is seen as just
one step on the road to learning, and where the needs of the
students govern decisions made, not just at the classroom level, but
also at the school and district level. Mediation strategies are those
that ensure a learner-centered environment in the school and focus on
teachers as facilitators of learning,

Toeachers. as facilitators of learning, provide students with active
lezrning environments and experiences which are relevant to life
outside the classroom. Classroom instrucetion and curriculum must
provide students contexts within which they can construet meaning,
contexts in which they engage in authentie learning,  Mediation
strategies (2 are based on theresearch on how the hrain functions.
(b consider learning styles, te) engage the multiple intelligences,
() provide students with authentic learning opportunities, teyuse
authentic assessment to determine achievement, (1 use technolo-
gy appropriately, and (g prepare students for the workplace.

Tounderstand why somany of our curricularand instructional
strategies fail to reach students with different modes of learning,
it is necessary to understand how the hrain funetions. Researchers
have aceumulated a substantial amount of dataindicuting that the
brain will grow physiologicalty if stimutated through interaction
with the environment. The physical strueture of the brain actually
changoes is the result of experience.
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Among the models used to explain how the brain works is Paul
MacLean’s “triune brain theory.” MacLean (1978} identified three
layers of the brain which were established successively in response
to changing environmental needs—the reptilian system or R-
Complex, the limbic system, and the neocortex. All three layers of
the brain interact—concepts, emotions, and behaviors are not
separate; they influence and shape each other. Some types of
learning are inhibited by perceived threat. For example, percep-
tual psychologists have long been aware of the “narrowing of the
perceptual field,” which occurs when an individual pereeives an
experience as threatening. Leslie Hart (1983) called such percep-
tual narrowing “downshifting.”

“Downshifting” occurs because threat causes the brain to
literally shift down from the neocortex into the older, more auto-
matic limbic system and reptilian complex. When downshifted.
students seem less able to engage in complex intelleetual tasks- —
those requiring ereativity and the ability to engage in open-ended
thinking and questioning., In practice. manv of the demands
schools impose on students, ranging from placing unreasinable

time limits on learning and restraints on individual thinking. to
excessive competition and metivation by means of shame and guilt,
will cause all but the most resilient students to downshift,

Research confirms that the brain has an infinite capacity to
make connections and that multiple, complex, and conerete experi-
ences are essential for meaningful learmning, Students’ construetions
of reality and their ability to deal with and instantly remember
daily life experiences and to scareh for meaning in those experien-
ces is ignored by educators who believe that for learning to take
place, students must memorize isolated facts and repeatedly
practice specific skills, Intoo many schools, literature, mathemat-
ies, history, and science are presented as separate disciplines:
reading and writing are taught divorced from meaning and pur-
pose; and what happensin the classroom is unrelated to the life of
the learner,

Learning styles have to do with how individuals acquire
information. how they organize it in their minds to make sense of’
it and how they use it in their daily lives, Different people often
react in different ways to the same situation, whether that situa-
tion ix getting caught in a trafiic jom, having to wait in line, or
learning that someone loved is dying. These different reactions
refleet characteristic ways of perceiving the world, processing and
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organizing the information received. expressing emotions, and
behaving. The process of learning is just as affected by these
characteristics.

The theory of multiple intelligences (M1 focuses on the diver-
sity in how students think and learn. Each person possesses all
seven intelligences togical/mathematical. verbal/linguistic, spa-
tial. musical. bodily/kinesthetic. interpersonal.and intrapersonal}
which function together in ways unique to cach individual. Stu-
dents loarn best when given an opportunity to « plore ideas
through their perceptual strengths. When approaching lesson
planning and curriculum design. the best question to ask about
students 1s “How are they smart?” then seek instructional strate-
gies that build on their “smarts.”

Students, especially those from at-risk situations. require
instructional programs that involve learning by doing, active
applications of facts and skills, and working with other students,

_ Authenticinstruction. which focuses on cantent and skills that are
meaningful outside the chussroom, reguires students to use their
minds well to construct meaning and produce knowledge which

has value in the world outside of school.  Three examples of
authentic instructional strategies that can be adapted to meet
students learning styles and inelude altof” the multiple intelligen-
cos are service learming., whole language and cooperative learning.

Authentic assessment provides more appropriate alternatives
to measuring acceptible academic performance than do paper-
and-pencil tests. Crities of standardized tests claim such tests
have skewed the curriculum toward the teaching of what ts most
casily measured by machines. focusing on the acquisition of basic
<kills and faets—on the short-term goals of schooling—as endsin
themselves racher than as ameans to further learning and growth,
Authentic assessments are public evaluations based on multiple
criterin and agreed-upon standards. Criteria and standards must
be set for expert performance. students should know what those
criteria are. and teachers should teach the knowledge and skills
students need to exhibit expert performance.

Technology. in particuliar computer-hased technology. offers
<ome of the best opportunitios for developing instruction which
engages students in avthentic learning, addresses multiple intel-
ligenees, and adapts to students” learning styles. When used
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appropriately, technology can provide instructional environments
that have a powerful impact on those students who, without help,
might continue to be at risk of school failure. When teachers have
students using computers to work together to read, discuss. or edit
each other's text. cooperative behavior is encouraged. When
students have opportunities to access information through elec-
tronicdatabases or CD-ROM., they can focus on complex, meaningful
problems: basic skills instruction can be embedded in the context
of more global tasks in which students are asked to tackle real
problems: and students can make connections to their out-of-
school experiences and cultures.

Most students who do not plan to go im mediately on to college
receive little in the way of systematic assistance in preparing for
and finding jobs when they leave high school. Many of the school-
to-work transition programs which are currently in place are
generally uncoordinated and not particularly effective in help-
ing prepare U, S, students for jobs. There are a few bright spots,
however. A number of broad-based community and business
coalitions have been initiated to work with school districts.
Formal agreements or compacts have been made through which
businesses offer to provide jobs and other incentives if students
agree to stay in school and the schools agree to inake systematic
efforts to raise students” academic success and attendance,
Programs of apprenticeships offer a transition from school to
work that provides voung workers with a sheltered environment
in which to develop skills. In an apprenticeship, a learner
observes and assists a master at waork, gradually gaining compe-
tence by taking responsibility for progressively more challenging
aspects of the task.

Tech-Prep has been promoted as a promising way to inte-
grate the curriculum and provide transitions to postscecondary
education.  Tech-Prep (TECHnology PREParation) programs
have anumber ofkey elements. One of the most important is the
articulation agreement which links secondary and postsecond-
ary institutions to provide a closely coordinated high school/
colicge curriculum. The Tech-Prep model envisions the articu-
lation not just of single courses but of programs—ia series of
related courses—at the two educational levels, The purpose of
Tech-Prep is to prepare students to begin rewarding carcors in
mid-level technology fields. These fields represent the types of
positions for which a high school diploma, with vocational
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training up to and including an occupational associate degree. is
required for entry and/or advancement.

Intervention Strategies

[ntervention strategicswredesigned tointerrupt ormodifyacadem-
ic. school, or personal problems that are negatively affecting students’
performances.  Intervention strategies are those that address the
continuing needs of students who remain at risk in middie and high
school, Although mentoring, peer tutoring. and peer mediation strat-
egies might also be considered appropriate mediation strategies, they
are especially effective when used to intervene in situations where
students are having particular difficulties.

Mentoring can be defined as a sustained relationship be-
tween an adult and @ vouth or a more experienced person and a
novice. Adult relationships. not only those provided by parents
and grandparents, but also by neighbors, teachers, and other
concerned adults, are a protective factor for youth growing up in
stressful family and community environments.

Supporting academic achievement is an extremely important
mentoring role. Mentors can play a eritical roie where pavents are
cither unavailable or unable to provide responsible guidance for
their children. A survey of 800 Carcer Beginnings participants
from 16 cities found that mentoring helped at least half of the
studen's learn to succeed. improve their grades, avoid drugs.
increase their regard for people of other races, and improve their
relationships with teachers and family.

Using peers as resources includes programs such as coopera-
tive learning, peer tutoring, eross-age tutoring. peer mediation,
and peer leadership. Peer tutoring is a collaborative learning
strategy.  Such strategies have the potential to impreve the
Jearning of children of different ability levels. Peer tutoring
usually matehes pairs of students—older and younger or higher-
achieving and lower-achieving-—with the purpose of helping the
vounger or lower-achieving student improve academically.

Peer titoring has been found to be more heneficial than
reduced elass size, longer instructional time, or individualized
computer-assisted learning. Studies have identified anincerease
in the aeademic shills of Tow-sociocconomic students: academic

117y




Page 120 Effective Stralegies for Educating Students in At-Risk Situations

gains for both tutees and tutors: and improvements in students’
attitudes. self-concepts, and social skills, In comparison to most
other methods of instruction. peer tutoring appears to be rela-
tively inexpensive,

Early conflict mediation programs can teach students to he
aware of and overcome the violence that surrounds and influences
them. Children of preschool and kindergarten age can learn the
conflict resolution skills of empathy. impulse control, and manag-
ing anger.  Such programs. implemented in preschool and/or
clementary school, teach nonviolent behavior. a life skill that will
continuetodevelopin the later years of adolescence and adulthood.
Not only schools. but parents, communities, child care providers,
and health care providers can help equip children with the skills
to manage and work through impulsive, aggressive actions.

Peermediation emphasizes that everyone engaged in a conflict
has the choice of allowing themselves to e overcome by negative
perceptions and resentment, or to control the situation. take
action, and resolve it in a nonviolent way. Peer mediation pro-
grams train a group of students to take on the role of being
unbiased. empathetic listeners, respeetful of the differences of
others, helping them work together, <o they can come to a mutual.
peaceful agreement. Major components of peer mediation are:
active listening, cooperation between participants, acceptance of
cach other's differences, and ereative problem-solving which takes
into account cach participant's position.

Once of the most common intervention strategics is placing in
alternative-school settings those students who have difficultios in
regular schools, Rescarch indicates that there are certain charac-
teristics present in alternative schools that are suceessful with
studenis whodo not prosper in the regular schools, 1t is elear that
suceessful alternative programs designed to help students achieve
have the following characteristies: Guthey are small and have low
teacher/pupil ratios: thy they have faeulties that develop caring
refationships with students: (o) they set forth elear rules; (d they
have high expectations for student achievement: 1) they foster
positive peer relationships: and (N they develop student self-
esteem. Students who e problems in regular schools seem to
function better in alternative sechoots. Students who might other-

wise drop out of school and become problemis to society ean become
productive adults with the help of understanding and caring
alternative school teachers,
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Recommendations for Reform

The Nationil Dropout Prevention Center believes the follow-
ing arcas of reform must be addressed:

A

e The educational system must be vestruetured to be more
_ congruent with the needs of those who work in it and the
- needs of those it serves. Schools must have the authority
' to make meaningful decisions through participatory deci-
sion making: adequate resources must be available: and
professional development should provide the knowledge,
<killz, and attitudes vequired to carry out new rofes and
Use new strategies,

e The problems fieed by children inat-risk situations are
the collective responsibility of everyone,  Government.
. businesses, community organizations and agencies. par-
— ents, and the schools must join together to provide the

social support necded to ensure vesilieney in children.

e The technical core of the school- teaching. learning,
curiculun, and instruction - nnst engage children in
learning. Effective prevention.mediation.and intervention
strategies must be adapted to meet the needs of students
in at-risk situations,

A Call to Action

It i elear there are many effective strategies for preventing
students from dropping out of school before they complete their
high school education. These strategies vange from nutritional
care for infants and parenting training for teenage mothers to
alternative schools for middle and high school studentswhoare not
doing well in their regutar schools. The carlier problems are
addressed. the more effective and lasting the results. Students
wholiveinat-risk situa - ons, however, will need special assistance
throughout their schooling. A quick fix in preschool or kindergar-
Lten cannot overcome the pervasive and continuing problems en-
countered by o many of omr youth today m their homes and
communities,
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Many of the state and national policies being proposed at this
time are "penny wise and pound foolish.™ Spending billions on
police and jails while skimping on nutritional aid to mothers and
children or cutting back on educational programs is not a prudent
course. When 80/ of prison inmates are high school dropouts. it
miakes inore sense to spend our countrys limited dollars on programs
designed to prevent school failure,

Ifwe fail to set education as our number one national priovity.
we must be prepared for the consequences. We will have to pay
even more for prisons to house society’s rejects. When young girls
get pregnant and drop out of school, we will have to pay even more
to feed their children. Andif'we don't want to pay. are we prepared
to let those children starve?

Studentsfrom at-risk situations are not someone else’s respon-
sibility, When the schools fail such children. the schools are failing
each one of us. More importantly. we have failed the schools
because our priovities do not include designing and supporting
schools that are congruent with the needs of those who are

supposed tolearnin them. We have fuiled to provide caring schools
that nurture and support resiliency: we have failed to provide
schools that invite engagement in learning,

We have all heard the following adages:
It takes a wehole cillage to raise a child.

Chreea man a fish aned vou've fed him for a dav: teach a
man to fish and you've jed him for life.

Education is our eollective responsibility. 1t is time to realize
we are a village in a global economy. and all of us share the
responsibility for raising all of our children. 1t is time to shoulder
that responsibility and teach every one of those children to fish in
the waters of the 21st Century,
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In this book, author Patricia Cloud Duttweller argues that restructuring the educational
system is an essential prerequisite to successful and lasting educational reform. The
publication discusses the core instructional and curricular structures of schools and the
strategies that have proven effective with students in at-risk situations. The strategies
include those for prevention—actions taken to anticipate, forestall, or deal with problems
betore they irreparably impair a students ability to perform successfully in school:
mediation—the process of providing an educational environment that ensures success for
all students: and intervention—actions designed to interrupt or modify problems that are
negatively affecting students' performances.
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