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ABSTRACT 

The purpose of this inquiry was to generate a conceptual 

framework, rooted in philosophy and social theory, suitable 

for developing and evaluating educational programs for youths 

at-risk. 

Logically, practice in any field should follow research 

and research should be guided by theory. Numerous researchers 

in the at-risk field had noted an absence of theory-based 

research into the effectiveness of programs or interventions. 

A review of the literature revealed limited work along the 

lines of theory construction in this field. 

An analysis of John Dewey'S conception of qualitative 

experience was undertaken. Qualitative experience was seen as 

a potentially powerful, largely overlooked arena for improving 

the educational opportunities of at-risk youths in 

theoretically predominant schools. In spite of its centrality 

in his philosophy, " ••• neither Dewey nor his followers made 

appropriate use of it in shaping early progressive or 

subsequent education" (Villemain, 1959, p. 21). Experimen

talist foundations including ideas of Charles S. Peirce were 

explored. The contributions of several philosophers, 

especially Francis Villemain, were examined for their bearing 

upon understanding the qualitative aspects of experience. 
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T. Frank Saunders' model for structured inquiry was 

selected as a unifying instrument for relating theoretical 

and qualitative affairs in a program development framework. 

A three dimensional, parallel pairs model was suggested for 

program evaluations. 

The resulting models permit exhaustive elaboration 

of at-risk categories, definitions, and meanings for program 

development purposes as well as the most comprehensive 

evaluation of programs possible. 

These models may be used by educators as guides for 

developing and evaluating interventions for youths at-risk. 

The ideas of experimentalist philosophers examined herein on 

the qualitative aspects of experience may provide a 

theoretical field for further inquiry in the at-risk arena. 



CHAPTER 1 

THE PROBLEM AND ITS SETTING 

I am sorry but right now my life is so messed 
up I don't know which way to go and I am sorry 
fothe way I talk to you and I know you are 
redie to exspod and I can't plame you becaus 
you put up with a lot of shit in this class 
and a lot of it comes fome me I guess I am 
asking to be frinds again (Chuck Lakin, eighth 
grade student, 1988) 

The Statement of the Problem 

9 

In 1983, the National Commission on Excellence in 

Education reported: 

Our nation is at risk. Our once unchal
lenged preeminence in commerce, industry, 
science, and technological innovation is being 
overtaken by competitors throughout the 
world •.•• the educational foundations of our 
society are presently being eroded by a rising 
tide of mediocrity that threatens our very 
future as a Nation and a people. (p. 5) 

The publication of this report riveted attention on both 

America's slumping international competitiveness and the role 

in that of the relatively poor performance of the nation's 

public schools. The carnegie Forum on Education and Economy 

observed: 

America's ability to compete in world 
markets is eroding ..•• As in past economic and 
social crises, Americans turn to education. 
They rightly demand an improved supply of 
young people with the knowledge, the spirit, 
the stamina and the skills to make the nation 
once again fully competitive - in industry, 
in commerce, in social justice and progress, 



and, not least, in the ideas that safeguard 
a free society. (1986, p. 2) 
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A significant agenda that has gained new life as a result of 

this "turn to education," is what to do about the twenty-five 

percent of all students who do not successfully complete 

twelve years of schooling. A new and broader category of 

students "at-risk" has evolved. 

The National Academy of Engineering has recognized: 

••• the need for a national strategy that will 
intensify current efforts to improve public 
education at primary and secondary levels. 
A key ingredient in accomplishing this goal 
is the establishment of firm and realistic 
objectives to guide continuous improvement of 
school programs. Clear measures must be 
identified for determining progress against 
these objectives. (1988, p. 57) 

It is assumed in this study that the "establishment of firm 

and realistic objectives" and the accomplishment of goals 

relative to educational progress are enhanced by the 

development and articulation of a unified, cohesive body of 

theory or philosophy. Current indications are that in the 

at-risk field there has been little convergence of ideas 

around any central theme or themes. Practice has been charac-

terized by diversity. Research has been inconclusive. 

The obj ecti ves of this study are twofold: ( 1) to 

examine theories that support at-risk programs as they have 

been reported in the literature in order to discover any 

emergent themes, and (2) to examine the progression of ideas 
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on the qualitative theme from Dewey to Villemain to Saunders 

in order to demonstrate how they may be applied to developing 

and evaluating programs. 

The study was limited to the examination of theories 

employed in the development and evaluation of programs for 

students at-risk in grades kindergarten through twelve. 

The Significance of the Problem 

One of the major concerns in pubic education today is 

the large number of youths who are at-risk, young people who 

do poorly in school and may eventually drop out. Leaving 

school e,:trly is a serious problem for both the individuals 

involved and the society at large. More than one-half million 

American youths leave school without graduating each year. 

Cumulatively, this amounts to about one-fourth of our nation's 

adolescents. While Samuel Peng reports that 25 percent has 

been a fairly stable rate since 1958, studies conducted in 

large urban areas show much higher rates. According to 

Grossnickle (1986, p. 7), chicago's dropout rate is more than 

40 percent, New York City reported 45 percent, and Detroit's 

dropout rate is at 67 percent. California showed an increase 

in dropout rate from 12 percent in 1967 to 22 percent in 1976 

(Wehlage, 1986, p. 374). Additionally, because of numerous 

difficulties in collecting reliable data, most researchers 

believe the rates are higher than frequently reported. 
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All in all, the costs are horrendous. The monetary 

expense to our nation in lost tax revenues and payments for 

social welfare programs, law enforcement, and penal institu

tions has been estimated in excess of 200 billion dollars 

annually. Of course, the greatest cost is in human terms -

loss of self-esteem, lack of meaningfully productive work, 

failure, and despair, which if not caused by what we do to 

children in schools, is at least not ameliorated much by our 

efforts. It is a sign which bodes ill for a democratic society 

in which freedom depends upon the education of its citizens. 

It is a saddening picture which prompts us to search for 

causes and cures. 

The problem of students at-risk is not entirely new 

in the field of education. It is quite similar to the problem 

referred to as "dropouts" or "potential dropouts" in the 

1970's; "disadvantaged" or "culturally deprived" in the 

1960's; "little beggars, loafers, and vagabonds" in the 

1890's, and so on (Cuban, 1989, p. 780). 

During its rather lengthy tenure, this problem has 

evoked considerable programmatic and policy response on all 

levels of government and in every area of the country. Today 

almost every school district has one or more programs designed 

to address the needs of at-risk students. These programs have 

been largely developed by the local school districts and have 

taken a tremendous variety of forms. They may be known as 
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al ternati ve schools or programs, schools wi thin schools, 

Chapter 1 pullouts, block scheduling, teaming, vocational 

training, or community based education, to name just a few. 

"Education agencies -- not just schools -- are trying a galaxy 

of things that deserve serious inquiry" (Mann, 1987, p. 8). 

Yet, what is perhaps most striking about the entire 

at-risk effort is the almost complete absence of uniform, 

systematic evaluation. Time, effort and billions of dollars 

have been spent and there has been almost no useful feedback. 

"By whatever name, the public school dropout field has no data 

linking programs to outcomes" (Mann, 1987, p. 13). 

Subproblems, Definitions, and Assumptions 

There are a number of problems associated with at-risk 

program evaluation and data collection. One of these has been 

discussed by Rumberger: 

In fact, no one knows what the high school 
dropout rate really is in the United states. 
That is because there is no consensus 
definition of a high school dropout, nor is 
there a standard method for computing the 
dropout rate. (1987, p. 103) 

When it tried to develop a mutually acceptable definition of 

dropping out, Phi Delta Kappa's Center for Evaluation, 

Development, and Research concluded: 

We simply cannot agree on what a dropout is. 
In some districts death, marriage, taking a 
job, entering the armed forces, entering 
college early, being expelled or jailed, going 
to a deaf school, business school, or 
vocational school causes one to be considered 



a dropout. In another district, none of these 
acts would be considered •••• 
There are at least as many different 
definitions of a dropout as there are school 
districts recording dropouts. Some districts 
solved their problem of who to count as a 
dropout by not using any definition at all, 
whereas other districts had three or four 
definitions, and neither we nor they seemed 
to know which one was used. (Barber in Mann, 
1987, p. 9) 

And, Sheppard Ranbom observes: 

The three Inajor sources of national data on 
school dropouts are: the Census Bureau, state
by-state data collected by the National Center 
for Education statistics (NCES), and the High 
School and Beyond study carried out by NCES. 
Because each uses different measures, the 
resulting statistics vary. (1986, p. 11) 
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Although a persistent problem, this lack of uniform 

definition and reporting of dropouts is now beginning to 

receive attention from public school officials, state 

legislators, and national agencies. The National Center for 

Education statistics just announced agreement by 27 states to 

use a common definition for reporting dropouts (snider, 1989, 

p. 5). Other states are moving in a similar direction. 

A more complex issue is that the at-risk phenomena 

may be a nest of problems having many causes which find their 

origins in several social institutions. There are multiple 

causes and multiple treatment programs. There are also 

competing perspectives from which the problem has been viewed. 

For example: 

When the problems have been attributed to 
deficits in children, the solutions have 



involved more intense doses of what the 
children were already getting or should have 
been getting: academic preschools, compen
satory education, longer school days, higher 
academic standards, and so on. When the 
problems have been attributed to de:Eicits of 
families, the solutions have focused on 
training adults to do a proper job of rearing 
their children. (Cuban, 1989, pp. 781-782) 
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Like "dropout," "at-risk" is a term in frequent usage 

that is not clearly defined. It has been applied to children 

who suffer from poor nutrition, ill health, homelessness, 

abandonment, depression. alienation, SUbstance abuse, co-

dependency, neglect, mental, physical or sexual abuse, or any 

combination of these factors to name only a few. It is 

frequently used to refer to children and adolescents who tend 

to do poorly in schools and are likely to quit before 

completing the twelfth grade. The etiology of the term is 

addressed by Richardson: 

In education research, the term, at-risk 
student, is relatively new, and has not 
warranted a separate ERIC listing despite the 
current spate of publications employing this 
descriptor. In the ERIC Thesaurus of 
Descriptors (ERIC, 1987), the reader is 
referred from 'at risk students' to 'high risk 
students,' a descriptor which has only been 
in use since 1980. However, 'related terms' 
under this heading, such as low achievement, 
underachievement, and disadvantaged, have been 
in use since the ERIC data base was created 
in 1966. Therefore, the term, at-risk, 
appears to be simply a new label for phenomena 
which are as old as public schooling itself. 

(1989, p.3) 

Richardson also finds two models which control the meaning of 



the term: 

In most educational discourse, use of the 
term, at-risk, is indicative of what may be 
called the epidemiological model of school 
success and failure. In this model, education 
is analogous to medicine, and school failure 
or dropping out is analogous to disease. 
(1989, p. 3). The model that seemed to explain 
the conkept of at-risk as practiced in schools 
better was the social constructivist model. 
It is an interactive view in which the 
perception of at-riskness is constructed 
within a particular social or cultural 
context. (1989, p. 7) 
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Practice is generally informed by research. In the 

case of the at-risk field, there is growing concern that the 

research of the past 25 years has been misguided and 

inadequate. It has almost exclusively sought to discover 

characteristics of dropouts with the assumption that such 

knowledge would enable educators to design programs and 

practices capable of reducing the numbers of students who 

leave school early. This focus on the relatively unchangeable 

personal and social attributes of dropouts has rarely 

generated understanding useful in creating school based 

changes (Wehlage, 1986; Cuban, 1988). It may, however, have 

provided school personnel with excuses for ineffectiveness in 

this area: 

Looking for individual explanations is clearly 
inadequate and blames the victim. Looking for 
structural and social explanations of high 
dropout rates is obviously more fruitful. 
(Fine, 1986, p. 407) 

While there is little clarity of direction among 
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"research" and practice in the at-risk field, pressure for 

solutions continues to mount. Since 1983, scores of state 

and national commissions have been created to study and report 

on the problem. Almost every state has enacted legislation, 

illustrated best at least in magnitude by California's omnibus 

SB 813. School districts have created a plethora of new 

programs, some linked together by the National Dropout 

Prevention Network. "More research has appeared on the 

problem of dropouts in the last 2 years than in perhaps the 

previous 15" (Rumberger, 1987, p.101). 

To summarize briefly, concern over stUdents at-risk, 

which has existed practically since the inception of public 

schooling, has been heightened especially in the past 25 

years. During this period, hundreds of billions of dollars 

have been spent and endless effort has been directed toward 

programs and research. Policy and legislative changes have 

occurred on every level from the federal government to the 

classroom. Local, state, and national government, business, 

education, and citizens' groups have studied and made 

recommendations. Yet, proportionately, more students are at 

risk today than 25 years ago. There has been no determinable 

effect. " ••• no formulas exist as yet to explain how to put 

together the right combination of people, things, and ideas 

to create a particular setting that succeeds with at-risk 

students" (Cuban, 1989, p. 799). There has been no 
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coalescence of ideas around any central theme or themes. 

criteria for constructing Solutions 

As previously discussed, there are a plethora of at

risk programs developed at local levels. Many of these 

programs have been reported as "models" for effective 

interventions. Whether they meet methodological criteria for 

model construction needs to be examined. Furthermore, it is 

common practice for programs to be developed locally by 

replicating, modeling, borrowing from, or making analogous 

adaptations of other programs. What occurs is frequently 

similar to baking a cake by grabbing various ingredients in 

whatever quantities are affordable, or available, from a dozen 

different recipes. The result would probably be some sort of 

cake but evaluating the cake might be a problem. The absence 

of evaluations of local at-risk programs suggests that clearly 

established purposes and clearly defined methods are in short 

supply. Cri teria adequate to the evaluation of programs 

should be developed at the planning stage. Program development 

should be organized and guided by an underlying and pervasive 

purpose solidly founded in theory and philosophy. Theory 

brings the support of the scientific heritage of the culture 

to any program, practice or research effort. 

While programs in the at-risk field seem to remain 

highly idiosyncratic, a couple of emergent themes may be 
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perceived in the research literature. First, there is 

beginning to be a general recognition that research needs to 

focus more on institutional practices and less on the social 

and personal characteristics of at-risk students. Knowledge 

gained concerning institutional practices is more directly 

instrumental in affecting the kinds of changes school 

personnel have some control over. Secondly, since 1985, there 

has been a slight blossoming of qualitative assessment. 

Michelle Fine's study of a Manhattan High School and Virginia 

Richardson's study of twelve elementary school children are 

leading examples of this subtle and yet profoundly important 

shift. The significance of qualitative research is that it 

has provided new information and pointed new directions for 

inquiry in this field. For example, Fine's study was the 

first widely published research to document institutional 

factors leading to dropping out of high school. 

The association of qualitative research with theory 

is exemplified in School Children At-Risk (Richardson, 1989). 

The tradition of research hung upon theory is a long 

established one in the community of science. It is a 

necessary condition for progress in the at-risk field. An 

assumption of this study is that good practice is informed by 

research, and good research is informed by theory. In order 

to plan effective practices for at-risk students then, an 

informing theory or philosophy is needed. Is there a theory 
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most appropriate for at-risk program development and 

evaluation? 

A P"::'::.9paedeutic Theory 

schools may be seen as focally cognitive or theo

retical in terms of what they attempt to accomplish. The 

mission of the schools, the curriculum that is taught, is 

almost entirely a cognitive operation. There is a theory of 

qualitative thought, intelligence, or experience which may be 

posed as a complement to the presently accepted view of the 

function of the schools. "Qualitative" may be understood as 

"pretheoretical" and, as such, forms the opposite end of a 

continuous spectrum of human experience from theoretical. 

The term, qualitative, has a highly specialized meaning which 

originated primarily with John Dewey. Indeed, it was a 

central concept in all his thinking. Dewey's work with the 

aesthetic or qualitative theme forms a rich field from which 

present difficulties in the at-risk arena can be analyzed. 

However, a bridge must be constructed between Dewey's 

accomplishments and the present problem: 

The development of a complete and coherent 
philosophy of education which does justice to 
(Dewey's) conceptions concerning art was not 
undertaken by Dewey .••• The full-blown Deweyan 
philosophy of education awaits the perception 
of the qualitative-aesthetic theme and of the 
strengthened relations between this part of 
his thought and the great themes which make 
up his educational theory. (Villemain, 1959, 
p. 349) 
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While Dewey wrote on the philosophy of art experience, 

he'did not subject it to the methodological inquiry necessary 

to direct the activities of educators. That work fell to 

Francis Villemain, Nathaniel Champlin, T. Frank Saunders, and 

a few others. with their contributions, it has become 

possible to construct a conceptual framework or model for 

operationalizing qualitative theory to address the educational 

needs of students at-risk. The rationale and methodology for 

such a task will now be addressed. 



CHAPTER 2 

THEORETICAL RATIONALE AND METHODOLOGY 

••• Philosophy can serve as an integrating 
discipline ••• by articulating, assessing, and 
thereby perhaps helping to reorganize the 
logical organization of our knowledge, and the 
logical principles employed in establishing 
cognitive claims. 

(Ernest Nagel, "Philosophy in 
Educational Research") 
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statement of Purpose 

It has been suggested that the development and 

evaluation of educational programs for at-risk children and 

adolescents might be supported by a theory of qualitative 

experience as described by Dewey, Villemain, Saunders, and 

others. The purpose of this chapter is to set forth the 

rationale and methodology for analyzing and describing the 

application of qualitative theory to at-risk programs. Said 

application will be proposed in Chapter 4 as an architectonic 

model or conceptual framework that legislates qualita

tive/theoretical relating through exhaustive categories of 

meaning. This model is built upon foundations in 

experimentalist philosophy. As an aid to organize this 

inquiry, it may be useful to consider three themes in greater 

detail: 
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1. Foundations in experimentalist philosophy, 

2. Theory of qualitative experience, 

3. criteria for program development and evaluation. 

Foundations in Experimentalist Philosophy 

Philosophy is the discipline that attempts to bring 

greater clarity to the universe of ideas. Three general 

philosophic perspectives have emerged and they are known as 

idealism, realism and experimentalism. Experimentalism, 

originating for the most part with Charles Sanders Peirce 

during the late 19th century, espoused by William James, and 

applied to a great number of critical social issues by John 

Dewey, has also been referred to as pragmatism, pragmatacism 

and instrumentalism. 

An identifying feature of experimentalism is its focus 

on the functional nature of ideas. Ideas may be seen as 

hypotheses concerning the results of behavior. As such, they 

are instruments for organizing activities in the world rather 

than absolute realities or reflections of an external world. 

Truth about the world can be determined through the relation 

of ideas about activities or experiences had in the world. 

A priori claims are rejected. 

Peirce is fundamentally concerned with the application 

of logic to ideas. Ideas may be reduced to ~ymbols, by which 
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he means " ••• to include both concept and word" (Peirce, 1932, 

p. 253) or signs: 

Logic, in its general sense, is, as I 
believe I have shown, only another name for 
semeiotic •.•• I mean that we know, and from such 
an observation, by a process I will not object 
to naming Abstraction, we are led to 
statements, eminently fallible, and therefore 
in one sense by no means necessary, as to what 
must be the characters of all signs used by a 
'scientific' intelligence, that is to say, by 
an inballigence capable of learning by 
experience. (Peirce, 1932, p. 134) 

Peirce's observations lead him to the additional insight 

that: 

A Sign, or Representamen, is a First which 
stands in such genuine triadic relation to a 
Second, called its Object as to be capable of 
determining a Third, called its Interpretant, 
to assume the same triadic relation to its 
object in which it stands itself to the same 
object. (Peirce, 1932, p. 156) 

His postulates concerning signs are an extension and 

refinement of a general faith in the ability of the method 

of science to clarify ideas. Inquiry or thought is provoked 

by a state of doubt which occurs when the satisfaction of 

needs is frustrated. The intent of scientific inquiry is to 

generate true beliefs or habits of thought which make 

possible more reliable behavior for the attainment of 

perceived needs or ends. The triadic relation is a sort of 

basic building block for establishing such truths. 

The notion of the individual as a reflective organism 

seeking to reduce confusion and dissonance in its struggle 
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for survival in the world is also sponsored by Dewey. He 

holds that ideas derived from reflection upon experiences are 

the chief instruments to be used in the realization of 

perceived ends. The organism is in a constant state of 

adaptation to its environment writ large: 

••• the great gap which is traditionally made 
between the lower physiological functions and 
the higher cultural ones, is due first to 
isolating the organism from the environment, 
failing to see the necessity of its integration 
with environment, and secondly, to neglect of 
the function of needs in creating ends or 
consequences to be attained. So when ends are 
recognized at all it has been thought necessary 
to call in some higher and independent power 
to account for them. But the connection of 
ends with affectivities, with cravings and 
desires, is deep-seated in the organism, and 
is constantly extended and refined through 
experience. Desire, interest, accomplishes 
what in the traditional theory a pure intellect 
was evoked to accomplish. More and more 
expansive desires and more varied and flexible 
habits build up more elaborate trains of 
thought and, finally, the harmonies, 
consistencies and comprehensive structures of 
logical systems result. (Dewey, 1931, pp. 119-
120) 

According to Dewey, "wherever there is life there is 

activity, an activity having some tendency or direction of 

its own" (1913, pp. 18-19). Activities or experiences in 

the world are constant opportunities for improved 

intelligence, " ••• intelligence, in the form of clear 

perception of the result of an activity and search for and 

adaptation of means" (1913, p. 82). 

In the treatise, How We Think, Dewey identifies four 
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types of thinking. The fourth type, reflection, is defined 

as, "Active, persistent, and careful consideration of any 

belief or supposed form of knowledge in the light of the 

grounds that support it, and the further conclusions to which 

it tends •••• " (p. 6). This definition points to the element 

of futurity or purpose which is a critical and necessary 

component of all intelligent thought and action. "Thinking 

begins," he writes, "in what may fairly enough be called a 

forked-road situation, a situation which is ambiguous, which 

presents a dilemma, which proposes alternatives" (p. 11). 

Employing the relation of signifying, comparing what is 

present with what is suggested, a judgment is made. 

Theory of Qualitative Experience 

So far in this study, intelligent thought and action 

have been regarded almost solely as theoretical activity, a 

matter of using signs to articulate or communicate images 

and ideas. But, is that the extent of the affair? Is non

symbolic thinking possible? Are discriminations made without 

full articulation, even to oneself, of the various aspects 

of an event? What train of thinking occurs when 

circumstances force one to respond immediately, say in a 

life-threatening situation? What thinking guides individuals 

through their daily habits and routines? What does one do 

when required to make a choice in a totally novel situation, 
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an arena where there is not a clue to consider? And, what 

about the "affectivities?" What is the role of the emotions 

in thinking? 

A child wandering along may come upon a rock which 

she manages to turn over. She then stoops down and quietly 

studies what was underneath. After a short while, she begins 

to poke a little black caterpillar with a nearby twig. 

Deciding it harmless enough, she picks it up and places it 

in the palm of her hand. Then, home she goes to put it in 

her goldfish bowl. Was her behavior, eminently scientific 

throughout, random or was it guided along by certain 

underlying qualities? 

Dewey firmly believes that all behavior is guided by 

a "pervasive quality." He refers to it over and over again 

throughout his writings and addresses it most fully in a 

chapter entitled "Qualitative Thought," in his Philosophy 

and civilization. He holds that people are, for the most 

part, qualitative animals: 

The world in which we immediately live, that 
in which we strive, succeed, and are defeated 
is pre-eminently a qualitative world. What we 
act for, suffer, and enjoy are things in their 
qualitative determinations. This world forms 
the field of characteristic modes of thinking, 
characteristic in that thought is definitely 
regulated by qualitative considerations. 
(p. 33) 

Dewey maintains that the qualitative is the origin, 

background, and directive force in all thinking. The big, 
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buzzing, blooming confusion that James wrote of is " ..• the 

first stage and background of all thinking on any subject" 

(p. 107). The qualitative determines the direction and limit 

of movement. It is what keeps a person on track and saves 

him from confusion and incoherence. 

"The object of thought •.• is a quality that is first 

directly and unreflectively experienced or had" (p. 107). 

This first experience is a sort of "dumb quality" (p. 106). 

As an underlying quality, ,it demands certain distinctions. 

(Francis Villemain has argued in "Methodological Inquiry Into 

Aesthetic Subject Matter" that, "The act of discriminating 

is a qualitative mediation ...• ") It may be just a hunch. 

"The quality in question is not yet resolved into determinate 

terms and relations" (p. 100). B':lt, "All thought in every 

subject begins with just such an unanalyzed whole" (p. 100). 

This also describes ",hat is commonly meant by intuition. 

"Reflection and rational elaboration spring from and make 

explicit a prior intuition" (p. 101). 

In Art As Experience, Dewey makes clear his faith that 

artistic doing or making is intelligent activity: 

I have tried to show in these chapters that 
the esthetic is no intruder in experience from 
without, whether by way of idle luxury or 
transcendent ideality, but that it is the 
clarified and intensified development of traits 
that belong to every normally complete 
experience. (p. 46) 



He also claims that, 

art -- the mode of activity that is charged 
with meanings capable of immediately enjoyed 
possession -- is the complete cUlmination of 
nature, and ••• 'science' is properly a 
handmaiden that conducts natural events to this 
happy issue. (1929, p. 359) 
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For Dewey, the qualitative is the summum bonum, "the province 

wherein men attain their most cherished goods" (Villemain, 

1959, p. 21). 

If it can be conceded that, as Dewey and others claim, 

there is qualitative intelligence, then what is its nature 

and how does it relate to theoretical thought? The answer 

requires logic, specifically methodological analysis. 

While Charles Peirce did not deal extensively with 

aesthetic concerns, he did attribute importance to the field: 

••• I must confess that, like most logicians, 
I have pondered that subject far too little. 
The books do seem so feeble. That affords one 
excuse. And then esthetics and logic seem, at 
first blush, to belong to different universes. 
It is only very recently that I have become 
persuaded that that seeming is illusory, and 
that, on the contrary, logic needs the help of 
esthetics •••• Esthetics, therefore, although I 
have terribly neglected it, appears to be 
possibly the first indispensible propedeutic 
to logic, and the logic of esthetics to be a 
distinct part of the science of logic that 
ought not to be omitted. (1932, pp. 115-117) 

Francis Villemain and Nathaniel Champlin set out some 

guidelines and a rationale for the development of this part 

of Dewey's thought in "Frontiers for an Experimentalist 

Philosophy of Education." They express the belief that 
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methodological inquiry into the qualitative domain should be 

a fruitful undertaking. In an article in which he indepen

dently pursues this line of endeavor, Champlin reaches the 

conclusion that: 

We may now locate descriptions of relation
ships between theory and quality--between 
theoretical intelligence and qualitative 
intelligence--for purposes of applying the 
growth criterion to curriculum construction. 
Four relationships may be noted: 

Theoretical Predominance ••• 
Qualitative Predominance ••• 
Reciprocity ••• 
Qualitative Independence is to be found in 

those means, ends and methods which entail no 
theorizing. (1960, pp. 40-41) 

He attributes the four relationships to Villemain. They may 

be found in "The Qualitative Character of Intelligence" 

(Villemain, 1952). 

Some difficulties may be perceived to exist with this 

fourfold classification, especially with the category 

"Qualitative Independence." Can any intelligent thought and 

action be totally devoid of any theoretical aspect, as 

claimed? A "ripple of laughter" is offered as an 

illustrative case in point. Why then, does one suddenly stop 

laughing upon realizing it to be a faux pas unless an 

unintend9d communicated purpose has been discovered? Would 

a man living entirely in isolation ever have cause to laugh? 

Is laughter symbolic, shared, purposeful activity? If so, 

then it must have a theoretical component. 
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One might also wonder what is so unique about 

qualitative independence that a condition of theoretical 

independence could not exist as well. The most serious 

difficulty, however, is that qualitative independence 

suggests a dichotomy permitting quality to act alone. Dewey 

assiduously seeks to avoid the formulation of dichotomies 

both in this case and elsewhere in his writings. In this 

particular matter, he employs a logical argument to escape 

the dilemma: 

Logic can hardly admit that it is concerned 
only with objects having one special mode of 
production and existence, and yet claim 
uni versal i ty. And it would be fatal to the 
claims of logic to say that because qualities 
are psychical -- supposing for the moment they 
are -- therefore logical theory has nothing to 
do with forms of thought characteristic of 
qualitative objects. (1931, p. 94) 

And he asserts that, 

••• scientific and artistic systems embody the 
same fundamental principles of the relationship 
of life to its surroundings, and that both 
satisfy the same fundamental needs. Probably 
a time will come when it will be universally 
recognized that the differences between 
coherent logical schemes and artistic 
structures in poetry, music and the plastics 
are technical and specialized, rather than 
deep-seated. (1931, p. 121) 

While Dewey asserts repeatedly that there is a qualitative 

presence in all thinking and doing, he never claims that 

quality acts alone. 
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Vil1emain (1966) handles the subject somewhat 

differently. He writes that " ••• a spectrum of emphasis or 

concern between the cognitive and the qualitative is to be 

observed in on-going behavior" (p. 28). His spectrum ranges 

from "qualitative predominance" at one extreme to "theoreti-

cal predominance" at the other, with a combined or mutual 

state of "reciprocity" in the center. This model obviously 

accords some amount of both theoretical and qualitative 

intelligence to all experience. Vil1emain suggests that the 

competency of a teacher is, in part, a matter of moving back 

and forth along this spectrum, selecting the appropriate 

position t.o act from in any given situation. Classroom 

activities may vary from predominantly qualitative one moment 

to predominantly theoretical a few moments later, or vice 

versa. Either may operate in service to the other. 

Dewey comments that there is: 

•.• a double movement in all reflection: a 
movement from the given partial and confused 
data to a suggested comprehensive (or 
inclusive) entire situation; and back from this 
suggested whole -- which as suggested is a 
meaning, an idea -- to the particular facts, 
so as to connect these with one another and .••• 
(1910, p. 79) 

This idea of double movement lends itself nicely to 

the qualitative-theoretical spectrum. One could postulate 

a double movement along this continuum ln all thinking. 

Peirce I s theory of abduction furnishes an illustrative model. 
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A person has a hunch and proceeds to make a decision based 

upon it. This is movement from qualitative to theoretical. 

She observes the effects of her actions. She may shriek in 

delight or horror. This is movement from theoretical to 

qualitative. Her future activities in this arena may be 

liberally or conservatively shaded as a result. 

If this type of double movement is possible, then the 

theoretical may inform the qualitative. The possibility of 

a theoretical pervasive is suggested. Can the theoretical 

serve as origin, background, and directive presence? 

A man sits reading. His eye is caught by an idea 

which suggests, perhaps analogously, a novel idea. As the 

idea develops, he begins to see almost simultaneously several 

applications for it. Enthusiasm for the new idea begins to 

spread through him. His book is forgotten. No longer able 

to contain his excitement, he jumps up, grabs his hat and 

coat, and rushes off to tell a friend. His excitement 

originated in a predominantly theoretical state and a 

theoretical pervasive directed the ensuing qualitative 

experience. 

Several children are playing on the front lawn. It is 

not a game, just fooling around, wrestling, and throwing 

grass. There is much laughter. Suddenly, someone gets, a 

finger in the eye and screams bloody murder. Everyone stops. 

In a predominantly qualitative doing there was, ever present, 
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in the background, a theoretical pervasive -- a rule that 

when someone around you gets hurt, you should stop and help. 

A man suddenly finds himself sexually stimulated by 

his young daughter. will his behavior be guided by a qualita

tive pervasive, by his desires, his urgings? No. His actions 

will be directed by a theoretical pervasive, a social taboo. 

He will think about his feelings and find ways to treat his 

daughter with kindness and respect. What are taboos r rules, 

laws, and customs if not theoretical pervasives? 

The illustrations offered here do not argue for two 

pervasives over one, but for a more fully developed and 

balanced conceptual tool to bring about " ••• participation of 

the individual in the social consciousness of the race" 

(Dewey in Archambault, 1964, p. 427). The agenda of the 

schools to provide for the socialization of children cannot 

be effective without equal consideration of qualitative 

issues. Failure to address the qualitative pervasives of 

chidlren is the capital, generic institutional factor in the 

at-risk situation. 

criteria for Program Development 

Qualitative pervasives are initially individualistic. 

Theoretical pervasives are eminently social. The complete 

social being must be capable of functioning along the full 

range of the qualitative-theoretical spectrum. A purpose of 
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education is the unification of the individual with the 

social history of the race. This can best be brought about 

by utilization of a methodological instrument which directs 

the integration of theoretical and qualitative affairs. 

Dewey advises that in education, consideration of the 

psychology of the child proceeds first: 

I believe that the educational process has 
two sides one psychological and one 
sociological and that neither can be 
subordinated to the other, or neglected, 
without evil results following. Of these two 
sides, the psychological is the basis. The 
child's own instincts and powers furnish the 
material and give the starting-point for all 
education. Save as the efforts of the educator 
connect with some activity which the child is 
carrying on of his own initiative independent 
of the educator, education becomes reduced to 
a pressure from without. It may, indeed, give 
certain external results, but cannot truly be 
called educative. Without insight into the 
psychological structure and activities of the 
individual, the educative process will, 
therefore, be haphazard and arbitrary. If it 
chances to coincide with the child's activity 
it will get a leverage; if it does not, it will 
result in nriction, or disintegration, or 
arrest of the child nature. (Dewey in 
Archambault, 1964, p. 428) 

A problem in public educition currently is the almost 

universal failure to achieve qualitative ends through 

deliberate methods. Everywhere, parents and educators want 

children to want to learn, to be curious, to have enthusiasm 

for discovering new things, and to love reading. These 

affairs are intelligent determinations conducted on a 

qualitative level. In fact, most of the business of 
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psychology, i.e., motivation, drive, engagement, emotion, 

and so on, describe qualitative mediation, art in living. 

However, in psychology, intelligent conduct is mystified. 

Intelligence is studied as a capacity, trait, or skill of 

the mind. "Mind" is an hypostatization of reflection on 

experience. An alternative perspective which may enhance 

the education of children at-risk is that qualitative 

mediations may be developed and evaluated. Models that 

formulate the exact methods and events necessary to achieve 

these goals are in short supply. It is for these precise 

reasons that a model based upon T. Frank Saunders' (1973) 

Cube of Inquiry is proposed. 

Saunders joins Dewey and a few select others in seeing 

intelligence as a verb or adverb, rather than a noun. 

similarly, education is viewed as a process: 

Knowledge must be a skill and not a content, 
used as a process and not a result of a 
process. It must be a procedure and not a 
thing to be had. (Saunders, 1973, p. 1) 

Furthermore, there cannot be a universally appropriate 

fixed curriculum: 

I believe that there is, therefore, no 
succession of studies in the ideal school 
curriculum. If education is life, all life 
has, from the outset, a scientific aspect, an 
aspect of art and culture, and an aspect of 
communication •••• The progress is not in the 
succession of studies, but in the development 
of new attitudes towards, and new interests in, 
exper ience. (Dewey in Archambault, 1964, p. 
434) 
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What is needed is a program or method for education 

in its widest sweep, one that fully takes in all of the 

considerations previously mentioned. 

Inquiry is such a model. 

Saunders' Cube of 

One of the most sweeping claims Dewey ever made 

strikes squarely upon this issue: 

If we are willing to conceive education as the 
process of forming fundamental dispositions, 
intellectual and emotional, toward nature and 
fellow men, philosophy may even be defined as 
the general theory of education. (1916, p. 383) 

An ideal educational model would be capable of extending 

education to the full range of philosophic considerations. 

Saunders' Cube of Inquiry serves as a model for exhaustive 

philosophic inquiry. As a format for directing learning 

enterprises, it makes philosophy the scope and tool for 

educative inquiry. 

Saunders' Cube of Inquiry is a conceptual model that 

organizes all possible meanings of any issue by levels of 

content, context, and value; depths of context, language, 

and value; and domains of theoretical, formal, and qualita

tive. An illustration of the model is found in Figure 4 on 

page 71-

The Cube of Inquiry establishes the methodology--scope 

and sequence--for the planning of programs for at-risk 

students. It is selected on the basis of: 

1. its inclusion of qualitative issues, 
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2. its inclusion of all possible educational issues in an 

inquiry framework, and 

3. its rigorous loyalty to the canons of logic required of 

methodological analysis. 

The Cube of Inquiry framework provides the conceptual 

structure for developing and evaluating a plan of action • 

. The adequacy of any plan can be improved by adherence to the 

categorical demands of this model. Generally speaking, the 

more categories of the Cube that the plan addresses, the 

richer and more adequate the plan will be. 

criteria for Program Evaluation 

Once an at-risk program has been developed and 

implemented, it will be necessary to assess how well the 

program, as it is executed, conforms to its plan. There are 

thus two general areas for accountability: 

1. planning adequacy, or compliance with an overarching 

conceptual or theoretical model; and 

2. performance accountability, or evaluation of the 

effectiveness of implementation and execution of the program. 

Engle, Saunders, and Blake identified three levels of 

performance accountability: 

Measurement: the use of an instrument to 
quantify an observation; e.g., a yard stick 
for height, or an achievement test, I.Q. test, 
etc. 

Assessment: the procedure of placing the 
resul t of the measurement (however it was 
derived, be it explicit or implicit) on a 
comparative or relative scale, e.g., a score 



on a bell-shaped curve, a 'high' or 'low' I.Q., 
a taIlor a short person, etc. 

Eyaluation: the estimate of the value of 
having the result of a measurement, placed on 
a certain scale, for some particular purpose, 
e.g., an I.Q. score, below average, for work 
as a creative engineer; a four foot person, 
below normal height, who should not play 
basketball professionally. (1981, p. 97) 
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In the following chapter, a look will be taken at both 

the adequacy of planning efforts and the levels of 

accountability addressed in evaluations of at-risk programs 

as described in the literature. 

Engle, Saunders, and Blake have also found relational 

models to be superior to other types of accountability 

systems: 

A sequence model comes under special 
criticism when there is a need to relate pairs 
of categories in a more comprehensive 
syntactical way than is possible with a 
sequence model, as in the formation of a 
comparison of pairs, where the evaluation must 
incorporate in the inclusions of a target 
model, the phasing capabilities of a sequential 
model, and yet pr.ovide a way to connect any and 
all relationals in a methodologically rigorous 
pattern. Thus a pattern can be expressed as 
a model for all models, a design in which the 
categories and variables, objectives and 
activities can bp. added by pattern at any time 
wi thout concern for distorting or weakening the 
model in use for the evaluation. 

In the relational model these properties 
come to fruition in a structurally com
prehensive pattern, a pattern which comes to 
be an informing hypothesis in which all 
components can be identified and maintained. 
(1981, p. 71) 

One of the most commonly used, easily understood 
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relational models is called, "parallel pairs." This format 

can be used to evaluate educational, in this case, at-risk, 

categories in terms of the accountability categories of: 

purpose, 
goals, 
objectives 
activities, and 
support conditions. (Engle, 1981, p. 22-26) 

By constructing a parallel pairs evaluation for each 

of the three learning domains--theoretical, structural, and 

qualitative--it would be possible to make the most inclusive 

evaluation. Such a model will be proposed in Chapter 4. 

The purpose of this chapter was to describe the theory 

behind and methodology for an analysis of at-risk program 

development and evaluation. It is now time to turn to the 

research and related literature in the field to gain an 

understanding of competing perspectives on these issues. 



CHAPTER 3 

REVIEW OF THE RELATED LITERATURE 

The relationship of scientific theory to 
practice in the field of curriculum is, as in 
other fields in education, a tenuous one at best. 
Educational phenomena are much more complicated 
than the best theoretical networks we have and 
more often than not escape the nets that 
curriculum theorists have woven. 

(Elliot Eisner, Confronting 
Curriculum Reform) 
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Several critics (Fine, 1985; Hammock, 1987; Mann, 1986; 

Morrow, 1987; Rumberger, 1987) have cited a need for at-risk 

program research that will better inform practice. Dale Mann 

has claimed that "by whatever name, the public school dropout 

field has no data linking programs to outcomes" (1987, p. 13). 

In this study, it has been hypothesized that a shortage of 

adeqUate theory in the at-risk field may be a factor leading 

to misdirected research and poorly informed practices. At 

this point, it is necessary to examine the related literature 

to ascertain the extent and nature of any theorizing employed 

in the development and evaluation of existing programs. 

A Gap Between Research and Practice 

The at-risk field is a very broad one. Any attempt to 

categorize the efforts being made in this area will inevitably 
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suffer from omissions. Sheppard Ranbom, writing for the 

Institute for Educational Leadership, has suggested that among 

the school-based programs for at-risk students are the 

following: 

developmental early childhood education programs; 
efforts to reduce school structures and teacher 
workloads; 
competency-based promotion; 
summer programs; 
alternative high school programs; 
intensive, individualized training; 
experiential education; 
bilingual education; and 
collaboration. (1986, pp. 4-5) 

This typology is as good as any currently available for 

sorting the plethora of at-risk programs. There has been 

relatively little research on the types of programs in use. 

While the preponderance of programs have been concei ved, 

executed and evaluated (if the programs have been evaluated) 

by teachers and administrators in local school districts, a 

great deal of the research has been done at the national 

level, looking at characteristics of at-risk children. An 

enormous void exists between research and practice. Dale Mann 

summarizes the problem thusly: 

Survey data is one thing; clinical data 
developed and used by school professionals is 
another. The current state of the art in dropout. 
program management is akin to obstetricians trying 
to improve their forceps delivery techniques by 
peering at the 'Current Population Survey' from 
the Bureau of the Census. 

Practical improvements depend on knowing what 
was done to whom yet (a) virtually everything is 
being done and (b) at the school level we cannot 



yet tell to whom, or a fortiori, with what effect. 
Thus, we are doing a lot and learning a little. 
(1986, p. 68) 

Idiosyncratic Local Programs 
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Programs designed at the local level tend to be highly 

individualistic. The programs are frequently developed in 

response to perceived critical problems, such as racial 

violence (Maurer, 1982), truancy (Bonikowski, 1987; Viadero, 

1988), excessive dropouts (Gifford, 1987), and so on. They may 

be heavily influenced by local conditions, financial 

resources, regional idealogies and individual personalities. 

Furthermore, local programs even within the saIne schools may 

not collaborate with one another. Consequently, constrained 

local practices may promote individualism and mitigate against 

the formulation and strengthening of a body of theory in this 

field. 

An example of the highly individualistic nature of at

risk programs is a dropout program in Booneville, Kentucky: 

Motivation for staying in school arrived in 
Owsley County a year ago last spring when DataCom, 
a computer firm, a new industry, located in a 
neighboring county 8 miles west of Booneville. 
This industry has the potential to employ 200 
people. In order to be accepted for training at 
DataCom, an applicant must be able to type 52 
words per minu~e on an electric typewriter with 
no more than 3 mistakes per page. Wi th the 
prospect of employment, the Owsley County School 
District developed a comprehensive dropout 
prevention/remediation program with many 
components, one of which is career preparation. 



The major features of the career preparation 
component are developing employability skills 
especially typing and helping students develop 
personal attributes and attitudes expected by most 
employers. Some funds were used to purchase 
electric typewriters as the high school business 
education department had manual typewriters and 
only two electric typewriters. High school 
dropouts were recruited for a special typing class 
to be offered in the evening. (Campbell 
Communications, Inc., 1987, unnumbered) 
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Most of the at-risk programs described in the literature 

are of this variety. Even though purported to be "models," 

as in, "Dropout Prevention: An Intervention Model for Today's 

High Schools" (Maurer, 1982), they are little more than 

descriptions of programs that have worked well in their own 

locales. They would only serve as "models" in the sense that 

if other schools had the same needs, resources, personalities, 

constraints, time, interests, and so on, then similar programs 

might work for them. Given the heterogeneity of our culture, 

the chances of this occurring would seem slim. Educational 

Leadership addressed this problem in its February, 1989 issue, 

more or less advocating a do your own thing approach. 

Terry Cinal (1982) reviewed 29 articles on at-risk 

programs. Twenty-seven of the articles were descriptions of 

local programs. The other two reported the results of state 

level programs. 

Attempts to Describe Generic Models 

There have, however, been a few attempts to generate 

somewhat more generic models. These models are composed of 
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characteristics or strategies distilled from studying programs 

that work. An example is Mann's formulation of the " •••• four 

Cs -- cash, care, computers, and coalitions" (1987, p. 14). 

He concludes that dropout programs that seem to help have 

these four elements. 

Similarly Wehlage reports: 

Lotto identified seventeen dropout-prevention 
programs emphasizing vocational education for 
which evidence of holding power has been 
collected. Most of the programs were found by 
contacting various funding agencies, thus 
revealing reports that have probably not been 
published. The author found three common 
characteristics in these programs. First, each 
utilized a variety of strategies rather than 
depending on only one approach, and these 
strategies were well integrated. Second, all of 
the programs removed potential dropouts from their 
ordinary schools and placed them in different 
kinds of environments. Third, the participants 
consti tuted a small population for which resources 
were narrowly targeted and concentrated. (1987, 
p. 153) 

Wehlage himself has been doing research for years on 

effective at-risk programs. He writes: 

Previous research indicates that educators 
have already developed effective programs in 
response to the difficulties of at-risk students 
(Wehlage, 1983). This research, along with 
subsequent developmental work with practitioners, 
has produced a general model for alternative 
programs of the school-within-a-school or 
alternative school type. High schools 
implementing the model have provided the practical 
experience of program development as well as 
research data. 

The characteristics of this program can be 
described under four categories: (1) 
administration and organization, (2) teacher 



culture, (3) student culture, and (4) curriculum. 
(Denton, 1988, p. 156) 
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Wehlage's "model" is organized around these four 

"categories." Each is fully described so that one gets a 

feeling for the attitudes, activities and policies that should 

be practiced in order to generate an effective overall 

program. Wehlage's research, combined with documented 

practical experiences, encourages fai th that this "model" 

works. 

criticism may, however, be directed at the "model" from 

a methodological or model theory perspective. What kind of 

"categories" are these? Are they categories of equal but 

different type so that, when combined, they make up a whole 

program with nothing excluded? Or, are they selected, 

significant elements? If so, what were the criteria for 

selection? Or perhaps, they operate more like themes. In any 

case, what are the rules by which the categories relate to 

each other? 

Wehlage's "model" seems to be an example of categories 

distilled from a collection of qualitative data. As it 

stands, it lacks unification with any overarching philosophy 

or theory which would organize and inform it. While elements 

of numerous pedagogical theories are found throughout the 

categories as described, the model is severely limited by 

absence of methodological and architectonic considerations. 
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Another example of this type of "model" which has some 

practical generic application but is not a true model in a 

methodological sense is a program proposed by SEEDCO, 

structured Employment/Economic Development Corporation (Orr, 

1987). SEEDCO claims that its summary report, " ••• presents 

an organizing and planning framework of dropout prevention 

and service solutions for policy-makers and program operators" 

(p. 5). "This framework is structured around four groups of 

students, differentiated according to severity and causes of 

dropping out" (p. 11). Framework components include: 

supplemental services, 
removal of barriers to continued education, 
comprehensive school-affiliated programs, 
services for out-of-school youth, 
school system-wide approaches, and 
city-wide approaches. (pp. 11-12) 

"Program design" includes short-term goals and long-term goals 

that " .•• can be distilled into four components for dropout 

prevention and service: 

basic-skills remediation~ 
world-of-work exposure; 
personal development; and 
supportive services. (p. 13) 

Furthermore, anyone of three methods may be used " ••• to 

deliver these services: 

a uniform program approach .•• ; 
a menu approach ..• ; or 
an indirect intervention .••• (p. 13) 

In summary, they identify four groups of students, six 

approaches, four goals, and three methods. The subj ect of how 
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these categories are related is not addressed. No rules or 

criteria for determining how to do what with whom are given. 

Therefore, their "framework" does not qualify for structural 

or methodological status. It is not a model. What is 

presented is more akin to piles of blocks, lumber, doors, and 

window frames, than a house. 

However, the SEEDCO Summary Report provides descriptions 

of fourteen programs that " ••• are promising approaches to 

helping potential and actual youth dropouts complete their 

high school education" (p. 14). These are the new model homes 

no one has lived in as yet. What is missing, obviously, are 

the blueprints. 

When "models" are submitted without relational criteria, 

they are false offerings because they are not truly shareable. 

The situation is analogous to giving someone a new game 

wi thout the rules. Relational criteria, a necessary component 

of every model, make model programs operational. As such, they 

are subject to criticism and extension. categories and rules 

which have extensive foundations in social and philosophical 

theory extend models and enrichen them with the scholarly 

research and criticism of generations. In such a way, 

meanings may be brought to a model which otherwise cannot be 

found in it. 

A significant attempt to organize aspects of at-risk 

programs into a generic model that can be used by 
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vocational Studies center at the University of Wisconsin, 

Madison. Its" ••• project staff identified 219 programs or 

activities in Wisconsin specifically designed for the 

potential dropout" (1980, p. 11). One of the outcomes of its 

investigation of these programs was the production of a model 

for the "Elements of a Comprehensive K-12 Dropout Prevention 

Strategy" (p. B-18) depicted in Figure 1. There may be some 

problems with the organization of particular elements in this 

model, such as, "school" as a more inclusive set than 

"education," or "school" as the same set as "community," but 

nonetheless, it is a target model. 

The Wisconsin project staff 

sequential model of "Procedures for 

also constructed a 

Implementing Dropout 

Prevention Components" (p. B-22) depicted in Figure 2. The 

selection of these two different model types, target and 

sequential, introduces a difficulty in determining how 

the meanings of the same program elements are constructed in 

each model, as each model type has different relational rules. 

The difficulty becomes overwhelming in the issue of evaluation 

as, additionally, neither model type is particularly 

appropriate for evaluating at-risk programs in education. 

Also, these models do not attach to an architectonic social 

or educational theory. 



Elements of a Comprehensive K-12 Dropout Prevention Strategy 

Student 

Centered 

Treatment 

Figure 1. A target model. (Reprinted from Wisconsin 
Vocational Studies Center, Study of Programs 
for Potential Dropouts, Phase I, Final Report, 
B-l8) 
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An Exception--A Model of Alternative School Organization 

An extremely rare example in the at-risk field of an 

appropriate model informed by social theory is the research 

performed by Terrence Deal and Robert Nolan (1978). They 

offer a conceptual map of alternative schools. citing Barr, 

they reveal that, by 1975, there may have been as many 5,000 

public alternative schools in existence that could be 

,classified according to the following types: 

continuation schools, 
learning centers, 
schools-within-schools, 
open schools, 
schools without walls, 
alternative school clusters, 
multicultural schools, 
free schools, and 
others. (pp. 32-33) 

They conclude that little is known " ••• about basic organiza

tional or instructional characteristics" (p. 32) of these 

programs. " .•. overall, the operational world of alternative 

schools remains a mystery. The puzzle is shrouded by the 

diversity of alternatives and the lack of unifying conceptual 

schemes to assist in classification" (p. 33). 

Deal and Nolan suggest that alternative schools could 

be organized according to four ideologies, borrowed from 

Kohlberg and Mayer: 

school as a filling station, 
school as a greenhouse, 
school as a tool, and 
school as a marketplace. (p. 34) 

These four ideologies shown in Figure 3 are seen as being 
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interlaced with the five major components typical of all 

organizations: 

goals, 
technologies, 
formal structure, 
informal patterns and norms, and 
environment. (p. 39) 

The result of the application of the basic ideologies to the 

major parts of a school's organization is four basic 

organizational models of alternative schools (p. 39). 

In providing a rationale for their contribution, they 

make the following observation: 

The alternative school movement is only tenuously 
linked to history, philosophy, or to the social 
sciences. This weakness has made it difficult for 
research to look systematically at the schools and 
has undoubtedly created some operational problems 
for the participants. Axiomatic to this paper is 
the belief that alternative school participants 
and researchers would be helped by a conceptual 
map which incorporates educational philosophy and 
organizational theory and specifies the linkages 
between the two. (p. 36) 

Their effort is remarkable in that it stands as one of 

the very few attempts to develop a true model of alternative 

education a shareable, relational model, subject to 

criticism and extension, and founded in social theory. Their 

model is a lonely contribution to help fill the enormous void 

between the growing body of national research and thousands 

of idiosyncratic local practices. 
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Research on the Evaluation of At-Risk Programs 

For years, {research relative to children at-risk has 

been conducted on the national level by the Office of civil 

Rights, Labor Department, Kensus Bureau, and National Center 

for Education Statistics, to name a few agencies. This 

research has almost exclusively been quantitative assessment 

aimed at identifying characteristics of youths at-risk. 

Ekstrom's analysis of the High school and Beyond data base is 

an example (Natriello, 1987, pp. 52-69). Many scholars have 

been critical of the value of this kind of research for 

informing policies and practices (Fine, 1986; Natriello, 1986; 

Mann, 1986; Morrow, 1986; Rumberger, 1987; Wehlage, 1986). 

Currently, a call is being heard for a redirection of 

research a turning toward the evaluation of at-risk 

programs, most of which are organized on the local level: 

Policy makers and educators should also have 
data to develop and evaluate programs and to 
change or implement new policies. systematic 
evaluations of programs and services depend on 
data to determine whether or not a particular 
strategy has produced the desired results. Due 
to the recent increase in the number of programs 
to high-risk youth and dropouts, we have a clearer 
picture of how many youth are being served, 
through which programs and interventions. What 
is now needed is a clearer picture of what works 
wi th which students or groups of students, at 
which level and by which strategy or combination 
of strategies. 

However, few programs are systematically 
assessed. The Consortium on Dropout 
Prevention ••• surveyed 564 middle and high schools 
in member districts during 1985 to look at, among 
other things, evaluation of programs initiated to 
prevent dropouts. It found that 13 percent of the 
programs were being formally evaluated; 26 percent 



had data of some kind, such as attendance, 
retention, graduation rates, but 61 percent were 
unable to provide any data about student progress 
due to participation in the program. (Lakebrink, 
1989, pp. 13-14) 
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It should be borne in mind that the aforementioned 

consortium conducted a survey to determine only to what extent 

the programs were being evaluated. No inquiry was made into 

the nature of the evaluations being performed. Studies of 

this latter type are virtually nonexistent in the literature. 

In conducting the background research for its report, 

SEEDCO reviewed its own local and state JTPA program files 

and, 

••• also did a lengthy library search that included 
reviews of the Educational Resource Information 
Center (ERIC) system, the National Diffusion 
Network, and published books and articles on 
dropout prevention, dropout service efforts, 
general alternative programs and employment and 
training programs. Unfortunately, these sources 
yielded little beyond anecdotal descriptions of 
programs and hypothetical strategies for 
successful programs. (Orr, 1987, p. 206) 

This finding is typical in the field, although recently, some 

agencies have been reporting on their at-risk programs in a 

more comprehensive manner (LAUSD, 1986; Jones 1987, 1988; 

Grice, 1986). still, information on program evaluation is 

sparse. 

One illuminating study of program evaluations in the 

at-risk field was performed by Arthur Korotkin (1984). A 

survey of the literature had been conducted for " ••• related 

programs in dropout prevention and the preparation of the 
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disadvantaged for the world of work through vocational 

training, educational enrichment, and counseling" (p. 13). 

He observed: 

The literature itself, as typical of most of the 
social science literature, tended to be quite 
variable with regard to both quality of the 
research and quality of the reporting. only a 
limited number of the projects reported in the 
literature attempted any type of objective 
evaluation. Very few of these studies precisely 
described their assessment effort; and fewer 
described, to any useful level of detail, the 
characteristics of their objectives, measures, or 
subject populations. In the small number of cases 
where the descriptions were adequate, the subject 
populations tended to be so limited in size and 
scope, and the measures so program specific, that 
the results could at best be described as 
inconclusive and any attempt at generalization 
made wi th only the greatest of caution. 
Therefore, despite the over 100 references to 
related programs in the literature review, 
objective data on various kinds of measures could 
only be abstracted from the 20 studies cited in 
this report. (p. 4) 

Korotkin found that all kinds of assessments had been 

used including both individual measures, such as IQ, 

personality, aptitude, and achievement, as well as program 

related measures, like, grade point average and attendance. 

Only eleven of the programs had attempted any type of 

comprehensive evaluation (p. 8). 

Summary 

A considerable amount of attention in recent years has 

fallen to children and youths at-risk in the public schools. 

A review of the educational literature in the at-risk field 
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reveals that: 1) large scale research efforts have been 

focally quantitative and aimed at identifying the 

characteristics of at-risk students, 2) most programs have 

been locally developed and organized, and 3) a conceptual void 

exists between research and practice. 

Efforts in the at-risk field may be improved by: 

1) directing research toward institutional factors, 2) 

examining and evaluating interventions better, 3) providing 

quantitative and qualitative data of value in planning 

programs, 4) utilizing research in program planning, and 5) 

following and testing an overarching theory in both research 

and practice. 

cri ticisms such as these are perhaps typical of any 

field in its infancy. On the one hand, pressure to do 

something for children at-risk has spawned thousands of 

treatments. Andrew Hahn has argued ••• Enough is Known for 

Action (1987) and, in deed, there has been quite a lot of 

action. But, on the other hand, the practice in the field 

has not yielded the kind of information required to support 

the development of a coalescent body of theory. Nor have many 

theories been proposed to explain events in the field which 

would serve as a basis for both research and practice. 

This study investigates a methodology for the alignment 

of at-risk programs with a theory of qualitative experience 

that has foundations in experimentalist philosophy and related 
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educational and social theory. A review of the literature 

found no cases wherein this theory of qualitative experience, 

as described by Dewey, Villemain, Saunders, and others, was 

incorporated in the development and evaluation of at-risk 

programs. A proposal for doing so is described in Chapter 4. 

This idea, in its essence, holds that qualitative 

experience may be used as a powerful, educative force for 

young people. A cubic design depicting qualitative-theoret

ical relating through exhaustive categories in the 

construction of meaning is suggested. As an architectonic 

model, it may be applied to all conceivable areas of inquiry. 

This model has extensive foundations in experimentalist 

philosophy. As methodology, it permits and controls 

operationalization of the qualitative in education. By way 

of introduction to the model, it may be helpful to first 

consider some of the characteristic views of experimentalist 

philosophy, especiallY where qualitative affairs occur in 

education. 



CHAPTER 4 

A PROPOSAL: 

AN ARCHITECTONIC MODEL FOR AT-RISK PROGRAMS 

••• evidence of the existence of something else, 
this something being at the time inferred rather 
than observed. 

(John Dewey, Logic. The 
Theory of Inquiry) 
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The Philosophic Foundation 

Public education today is closely allied with 

psychology. Commonly, colleges and universities require 

prospective teachers to take courses in educational psycho-

logy. "Motivating," "reinforcing," "stimulating," and 

"measuring" student "behavior" are considered to be necessary 

skills for good teaching. Understanding mental development 

and the various workings of the mind are highly prized. 

The pragmaticist and instrumentalist foundations this 

study draws upon do not support popular psychological 

conceptions of the mind. The science of logic has given rise 

to a different conception of human experience: 

Mind is primarily a verb. It denotes all the ways 
in which we deal consciously and expressly with 
the situations in which we find ourselves. 
Unfortunately, an influential manner of thinking 
has changed modes of action into an underlying 
sUbstance that performs the activities in 
question. It has treated mind as an independent 
entity which attends, purposes, cares, notices, 
and remembers. This change of ways of responding 



to the environment into an entity from which 
actions proceed is unfortunate •••• It takes art 
out of the province of the live creature. (Dewey, 
1934, pp. 263-264) 
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Dewey and some of his students have held that art, or 

the qualitative, is present in all experience -- in every 

thought and action. It follows then that all school 

experiences contain elements of quality. Qualitative 

experience has been regarded by most thinkers during this 

century as "emotional," "affective," "subjective," or some 

other such term having its origin in the realm of psychology. 

The purpose of Dewey and others in the experimentalist 

tradition in describing qualitative thought has been to 

demystify this aspect of intelligent experience. It is an 

effort to wrest human phenomena from the "unconscious, " 

mysterious world of "mind" and place it in the hands of 

purposeful, intelligent control. For many people this may 

appear confusing at best and outright wrong or repulsive at 

worse. It is a move which only makes sense from an 

experimentalist perspective. 

Those of realist or idealist philosophies will not be 

persuaded. The notion of qualitative experience is not 

harmonious with mind-body dualism or systems of s priori or 

supernatural knowledge. 
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The Qualitative Described and Applied 

The issue of the exact nature of qualitative experience 

may be illuminated by the consideration of a few examples in 

the field of education. A convenient starting point might be 

to look at what "education" is. Typically, it is held to be 

a body of knowledge, information and skills needed for later 

in life, certain subject matters. This view that knowledge can 

be stored, like cans in a cupboard, and then retrieved as 

needed years later is not supported by research in cognitive 

psychology. 

The experimentalist perspective is that the individual 

is almost constantly in a state of adaptation with the 

surrounding environment, both natural and man-made. Education 

is the process of change that occurs within the organism as 

it discovers more efficient means of attaining desired ends. 

Education is more aligned with " ••• the process of forming 

fundamental dispositions, intellectual and emotional toward 

nature and fellow men" (Dewey, 1916, p. 383). The social 

studies curriculum is relevant and beneficial to the child 

only as it is used by the child in the reconstruction of 

meanings instrumental to the solution of the child I s problems. 

If the curriculum is "internalized" by the child because it 

is an aid to the achievement of ends perceived now, to the 

solution of problems had now, then it is educative. Hence, 

education is always a matter of the unification of the 
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psychology of the child with the social history of the race -

- the child with the curriculum -- with consideration of the 

child proceeding first. 

If we considered, in the case of the social studies 

curriculum, that an important goal would be for the child to 

become familiar with the amendments which make up the Bill of 

Rights, we would then have a fairly typical theoretical (or 

ideational) educational goal. If we considered further that 

it would be desirable to teach the child an appreciation for 

freedom, we would then have stated pretty much the same goal, 

but from a qualitative perspective. Appreciation, like pride, 

patriotism, and love of country are commonly regarded as 

"feelings." But, "feelings" expresses an hypostatization of 

a particular aspect of doing referred to herein as 

qualitative. Love of country, as in love of anything or 

anyone, is not something which exists of its own, but rather 

it is a quality of an action or series of actions. Love of 

country is a quality or aspect of a soldier fighting, an 

environmentalist working to preserve a species, or a school 

child writing to his congressman. 

Qualitative experience is difficult to describe. John 

Dewey, the father of the concept, does not offer a precise 

definition. Rather, in stressing the importance of the 

qualitative through countless references to it, he sketches 

its broad outlines. For him, the qualitative is the origin 
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and background of all thinking. It is the pervasive which 

holds theoretical thought on track. It is the universe of 

discourse which surrounds an idea. Furthermore, he asserts 

that the qualitative is the summum bonum and that science 

serves to conduct events to qualitative ends. 

doubt that the qualitative lies outside of 

He dismisses 

intelligent 

experience and claims that we think in qualities. His most 

. complete work on the subject, "Qualitative Thought" (in 

Philosophy and Civilization, 1931) is provocative but not 

conclusive in a specific sense. After studying this 

particular work, Dinish Chandra Mathur concludes that by 

qualitative Dewey means "prereflective" (1955, p. 7). In 

another study, Patricia Babcock Brown (1961) determines that 

Dewey means qualitative to apply to experience which is not 

symbolic in nature. 

The question of the symbolic status of the qualitative 

is a crucial issue which as been addressed by several 

philosophers. Francis Villemain (1961) asserts that 

discriminations are qualitative mediations. It follows then 

that qual i ties exist in states of contrast. For example, 

whiteness would not be a recognizable quality in an all white 

world. Nathaniel Champlin (1952), following Peircean logic, 

also finds symbolic status in the experience of contrasts. 

He, therefore, claims the existence of qualitative symbols. 

This concept of symbols of contrasts is developed and used by 



T. Frank Saunders. He concludes that, 

a quality becomes a symbol, a representation, by 
virtue of its own qualitative character •••• as long 
as we note that this character is an emergent from 
a relation - an itselfness because of others, that 
is, anxiety, not joy or anger. (1964, p. 70) 
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A fundamental aspect of qualitative experience is the ordering 

of means to ends. The constitution of symbols of contrast 

makes possible the realization that certain events, taken as 

means, may lead to other events or ends. In fact, the 

ordering of means toward ends may be considered the defining 

character of qualitative experience. The realization of a 

means-ends relationship is always a creative experience. 

All systems in an organism are directed toward its 

growth. In the human, the central nervous system accounts for 

memory. Memory makes possible the association of past events 

and future expectations with current experience. The ordering 

of means to ends is instrumental to the growth of the 

organism. There is a basic orientation, a survival and growth 

orientation, in every individual to order means toward ends. 

Means-ends realizations are new, hence creative, experiences 

which represent intellectual growth. This creative experience, 

the ordering of means to ends, is charged by the most 

fundamental of human needs, the will to live. Survival is 

enhanced by growth. Symbol systems or languages and 

accumulated experiences or culture vastly extend the 

individual's potential for growth. 



66 

The creative experience of means-ends ordering 

constitutes intellectual growth. It is growth in the power 

and abilities of the individual. There is no greater origin 

or background in human experience than the drive to survive. 

The fundamental pervasive Dewey speaks about in describing 

qualitative experience is none other than the individual's 

orientation toward growth. The qualitative is grounded in 

living. Living and art experience are inseparable. 

Symbols of contrast constituted by the action of making 

qualitative 'discriminations may represent the origin of 

theoretical experience. However, while there is commonly a 

desire to make such experiences rational, theoretical 

elaboration need not occur at that point. Rather, it is 

plausible that the individual may continue to develop ongoing 

chains of qualitative discriminations. This manner of 

thinking may frequently be seen in the activities of an artist 

who shapes a pot or paints a canvas with some general quality 

in mind. Theoretical elaboration will occur later upon 

reflection. 

Qualitative describes intelligent conduct which is 

immediate in nature. Information of a sensory, prereflective, 

occasionally presymbolic type is processed and a 

discrimination or series of discriminations is made. All of 

the traits of intelligent action inhere. Prior experience is 

brought to bear upon an immediate situation in light of an 
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anticipated consequen~~ .• A chief characteristic of qualitative 

thought is its immediacy. 

Qualitative discriminations are part of all activities. 

Especially in the world of the school where expectations are 

for children to constantly realize new capabilities, there is 

a drive, a striving, for children to attempt new activities. 

This expectation for an expansion of competence is fully a 

qualitative affair. It is art in living. 

A problem is that education, as it is 

practiced, tends to be theoretically predominant. 

commonly 

The thrust 

in most classrooms is to get through the curriculum and 

getting through the curriculum is conceived almost entirely 

as a theoretical task. Any review of course objectives or 

lesson plans will bear this out. 

The qualitative affairs that occur in schools are either 

seldom planned or given peripheral status. Good teachers 

model qualitative experience. By demonstrating enthusiasm for 

a story or excitement for a discovery, they seem to hope these 

qualities will rub off on their students. Teaching 

qualitative intelligence through osmosis may not be the most 

effective approach. 

opportunities for qualitative experiences are provided 

in extracurricular activities such as drama productions, art 

fairs, sports, clubs and voluntary community services. While 
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planned to a limited extent, they are usually not considered 

essential to the educative mission of the school. 

In both cases, students at-risk suffer dispro

portionately. Studies indicate that poorer students do not 

receive as much supportive attention from teachers as better 

students. At-risk students tend toward alienation and 

consequently seldom participate in the extracurricular 

activities of the school. Not only are qualitative matters 

largely overlooked by schools, but this inequi ty is 

experienced even more by at-risk students. 

Qualitative experience is a vital part of normal living. 

It is the interested, excited part, that which makes us want 

to get out of bed in the morning, strive and succeed. "The 

qualitative or aesthetic is generic to all experience" 

(Villemain, 1959, p. 347). It is present in every thought we 

have, everything we do. If schooling is truly meant to be 

preparation for living (although experimentalists will 

disagree with the use of "preparation for"), then school 

teachers should hold qualitative objectives in balance with 

theoretical ones. 

Qualitative and Theoretical Related 

As previously noted, Villemain has suggested a continuum 

in experience from "qualitative predominance" to "theoretical 

predominance". The qualitative is seen as the origin, 
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background, and directive force for all thinking. All 

thinking originates "dumb" or barely perceived in the 

qualitative and strives toward rational elaboration. 

Qualitative thought is discriminatory. It involves the 

discovery of means toward ends. Theoretical thought involves 

the elaboration of options. science, taken as the method of 

discovering and classifying knowledge, is the chief 

instrument, the method, of theoretically determining options, 

by which qualitative discriminations may proceed. 

The issue of how to relate methodologically the 

qualitative and theoretical aspects of experience is addressed 

by T. Frank Saunders: 

The task of methodological discourse concerning 
the formal properties of aesthetic or qualitative 
ordering would be to locate if only by 
representing - forms, patterns, methods which 
differ from those advanced by and studied as 
theoretical activity thus far conceived. (1964, 
p. 22) 

Saunders has proposed the Cube of Inquiry depicted in Figure 

4, not as a model of intellect, after Guilford, but as a 

conceptual instrument to direct further discriminations. In 

the Cube of Inquiry, the qualitative view is in the 

background or the rear of the cube and the theoretical view 

is in the front with the form or structural view in between. 

A side perspective of Saunders' Cube as depicted in 

Figure 5 shows qualitative, theoretical relating (through 

formal). In this can be seen Villemain's continuum of 
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reciprocal predominance. Any discrete affair may be played 

back and forth along the continuum as appropriate. Selection 

of appropriate points on the continuum at any given moment are 

made by the individual and competence in the exercise of this 

control is viewed as intelligence in the organism. Villemain 

has provided an eloquent example of how this occurs on " ••• the 

occasion of a family picnic" (pp. 1952, 136-141). 

Furthermore, ideas originating in the qualitative always 

strive for theoretical status. As they do, they are guided 

or held together by an underlying qualitative pervasive which 

is their "universe of discourse." The qualitative pervasive 

controls set or form selection through the structural view. 

sets or forms help guide theoretical elaboration. Theoretical 

defini tion in return informs and helps construct sets or 

forms. 

The double motion from formal to theoretical and back 

to formal is one and the same as the inductive-deductive 

process present in all reflective thinking. Through this 

process, sets or forms are elaborated and strengthened and 

sometimes new forms are created. The creation of a new form 

is a special case identified by Peirce as "abduction." In the 

abductive process appeal to the solution of a problem finds 

no relevant form. A leap of faith must then be made directly 

from qualitative to theoretical status. Observation of the 
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effect may then provide basis for the creation of a new form 

which will reside in the formal view. 

Program Development Schemata 

In addition to these three domains wherein thoughts 

attain qualitative, formal, or theoretical status, Saunders' 

Cube of Inquiry legislates elaboration through categories 

organized by levels of content, context, and value and depths 

of context, language, and value. (For a complete rationale and 

description of the Cube of Inquiry, see Saunders and Decker, 

1973, and 1976.) The model is depicted in Figure 4. 

Any idea, issue, objective, or program in the at-risk 

field may be exhaustively elaborated by using this conceptual 

framework. It is particularly suited for at-risk 

considerations because of its inclusion of qualitative affairs 

methodologically related to the theoretical realm. To 

illustrate how the Cube may be used as a planning tool, 

Figures 6, 7, 8, and 9 depict how the idea of an "at-risk 

program" can be elaborated or examined. Once again, any 

goal, program, aspect of a program, any thought of any sort 

may be critically reconstructed using this model. 

Program Evaluation Schemata 

Having considered an instrument which controls the 

elaboration of at-risk program development into the qualita

tive realm, it is necessary to ask hl:>w these qualitative fig. 
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affairs might be evaluated. The accountability issue has had 

considerable impact on public education and a sizable 

literature on the subject exists. Given the importance 

accountability has been accorded in practically all public 

sectors, the ability to evaluate qualitative experiences in 

at-risk programs is of no small concern. 

Qualitative moments do occur in all classroom. Good 

teachers know how to bring these things off consistently well. 

But often it is done by instinct or intuition. Older teachers 

have the experience (or tenure) to permit and encourage the 

nonacademic but qualitative things they know in their hearts 

are good for kids to occur in their classrooms. Qualities are 

smuggled in. 

Part of their failure to be more deliberate about these 

matters may be due to an inability to hold themselves 

accountable. What kind of test measures enthusiasm? What 

scores are indicative of caring? What assessment proves that 

excitement about discovery resulted in learning the curriculum 

better? What college entry exam measures pride? What 

nationally normed test has a percentile ranking for love of 

learning? What possible method exists for teachers who have 

well-balanced, exciting, provocative programs to demonstrate 

that the qualitative elements did in fact occur in meaningful, 

productive ways? 
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A sign of this difficulty may be seen in the 

discrepancies that exist between mission and goal statements 

on the one hand, and course objectives and lesson plans on 

the other. In other words, it is not unusual for school 

districts to advocate love of learning, joy of discovery, 

development of self-esteem, competence in interpersonal 

relationships, and other predominantly qualitative goals. 

Parents want these skills and attitudes for their children. 

However, they are rarely operationalized and almost never 

evaluated. Reports to parents seldom include qualitative 

categories. Reports to state agencies never do. How then 

might qualitative affairs in educational programs for at-risk 

students be evaluated? 

As noted earlier, a relational model such as parallel 

pairs is seen as most appropriate for the evaluation of 

educational programs. A parallel pairs model wi th 

accountability criteria is depicted in Figure 10. However, 

it is necessary to account for at-risk categories elaborated 

through three domains. To accomplish this most efficiently, 

a three dimensional model is conceived. For practical 

purposes a three dimensional relational model or cubic design 

is a bit awkward. Therefore, it will be separated into three 

component parts, one at each domain, as depicted in Figure 11. 

Every at-risk program may be held accountable in terms of its 

selected categories by completing an evaluation as depicted 
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in Figures 12, 13, and 14 for each of the three domains: 

theoretical, formal, and qualitative. This will provide a 

means of assuring that the educative program is balanced 

reflecting how life is naturally lived rather than theoreti

cally predominant. 

Summary 

Traditional school programs have been viewed as 

theoretically predominant. They tend to be curriculum 

centered. At-risk programs have been viewed as reactive to 

the traditional school as they tend to attempt to be more 

highly qualitative. Free schools and some misinformed 

progressive schools are child centered and qualitative in 

nature. 

A balance between these two extremes is viewed as 

desirable and as more attuned to everyday life. The models 

for planning and evaluation proposed make possible deliberate 

educational activities balanced and integrated between the 

extremes of qualitative and theoretical predominance. They are 

viewed as particularly relevant to the needs of children and 

youths at-risk in schools today. 
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CHAPTER 5 

EPILOGUE: A QUALITATIVE OUTLOOK 

When I think back on all the crap I learned in 
high school, it's a wonder I can think at all. 

(Paul simon, "Kodachrome") 
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Wherever you are right now, if you take a moment to 

survey the things in your immediate environment, you will 

undoubtedly find most of them to be manmade, products of our 

technology, artifacts of our culture. The chairs in which we 

sit, materials with which we work, light we see by, food we 

eat, air we breath, are all created or conditioned by 

technological processes. So too, the social patterns, formal 

organizations, customs, norms, friendships, and kinships that 

help define our lives are culturally influenced. 

In fact, the cultural world is so much with us that it 

has been suggested that it, more than the natural world, now 

controls our evolution (Delgado, 1971). This is a frightening 

possibility when one considers the absence of an overall plan. 

It is as though we are catapulting ourselves into some totally 

unknown future, " ••• e.g., making good time but lost" (Engle, 

1981, p. 97). When at a loss for direction, there is often 

a tendency to proceed by doing what worked well in the past. 

Marshall McLuhan likens this to driving down the road by 
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looking in the rear view mirror. Obstacles are encountered 

when futures are not direct linear projections of the past. 

culture may be defined as "learned, shared behavior, 

passed on from generation to generation through some means of 

symbolic communication." Essentially, the ability to remember 

makes possible the use of symbols to represent elements of 

experience past, present, and future. The sharing of symbols 

related through the science of logic is a culminating activity 

of social life and constitutes culture. The accumulation of 

culture, the funded knowledge of the past, fuels technological 

acceleration. 

Each culture is concerned with passing on its cultural 

heritage. Its very survival depends on it. In 20th century 

America, the public school system is, of course, the primary 

vehicle or institution charged with this important 

responsibility. It is a duty that, as Jules Henry (1963) has 

pointed out, has two dimensions. Like a coin, heads the 

school exists to maintain the status quo; tails -- the school 

prepares children to create new and better tomorrows for us 

all. 

It is no surprise that, when our society begins to 

flounder on the shoals of economic and political desperation, 

attention should shift to the public schools. Education has 

the potential for being viewed as both a culprit and a source 

of salvation. While, ostensibly, a critique of publ ic 
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education, A Nation At Risk, may also be seen in reflection 

as a comment on a general failure of our society, part of 

which includes the neglect to adequately transmit our cultural 

heritage. 

The attention which has come to children at-risk, 

especially since 1983, has been healthy in many respects. 

While some educators continue to find no more blood in the 

old turnip, others have found authorization to try new and 

exciting ideas. Some schools are discontinuing pullout 

programs by sending specialists into classrooms instead to 

work with teachers and students. cautions concerning the 

labeling phenomenon are being more fully appreciated, as 

school districts are finding creative alternatives to 

categorizing and tracking. Teachers are achieving successful 

results from cross-ability cooperative learning practices. 

Decentralization, restructuring, and collaboration are 

indications of major changes underway in an effort to redirect 

resources to the 25 percent of all students who end up giving 

up before they graduate. 

More and more literature is appearing citing the 

research gap on at-risk programs. The paradigm shift from 

quantitative to qualitative research now underway in this 

field is a healthy movement (Fetterman, 1988, p. 277-83). with 

time, practice in this field will undoubtedly become better 

informed. But the at-risk phenomenon should not be viewed as 
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The influences which cause 

children to be at-risk educationally are fundamental forces 

which place this nation in crisis (Kunisawa, 1988). And 

because of these forces, the kinds of changes recommended by 

the Carnegie Forum, the Holmes Group, Theodore Sizer, and 

others, are not sufficient to address the at-risk situation. 

It is not enough to ask how to improve what teachers and 

schools have been doing. The scope of the problem must be 

broadened to take in the full range of social living. 

Dewey feared that the increasing specialization of 

industrial societies would lead to a disintegration of family 

and community life. In post-industrial America today, most 

citizens are living Dewey's nightmare. A highly mobile 

society, the middle class changes residences every two years 

or more frequently. The poor are trapped in neighborhoods 

without communities. There has been a shift from extended 

families to somewhere in between nuclear families and no 

families at all. It is not unusual for at-risk children to 

have attended more schools than they can remember and to have 

had more step-fathers, mothers' boyfriends, grandparents, and 

step-siblings than they can keep traclc of. In the absence of 

family or community, poverty and transience have devastating 

effects, particularly on children. Affiliation with Bloods 

or Crypts replaces Boy Scouts or church. Dealing drugs and 

weapons substitutes for mowing lawns and delivering papers. 



90 

Alienation replaces community and death rather than growth 

preoccupies too many youths. 

In addition, rapid technological change reduces the 

perception of stability in the overall culture. New gadgets, 

happenings, and alternative modes of existence are instantly 

reported to every house and apartment. The presence of high 

quality copying machines in schools permits teachers to 

supplement or avoid outdated textbooks while the general 

proliferation of information in the society has rendered some 

aspects of traditional schooling obsolete. 

The growth of the service sector is predicted as a trend 

of the future. Ivan Illich has referred to the service 

economy as an ultimate form of social degradation. When 

services are transformed into commodities to be bought and 

sold, the individual loses her final worth. Institu

tionalization has a dehumanizing effect. What unique value 

do I have, as a human being, to care for you, to teach you, 

to help y'.>u in some way if you can easily obtain such 

assistance from a clinic, a school, or American Express. 

The outcomes of these new developments in American 

society have grave consequences for children. They are seen 

principally in the reduction of two factors: 

1) continuity, and 

2) meaningfully productive activity. 
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The individual personal aspect of gr.owing up involves 

the discovery of the self. A child needs to learn who he is 

in terms of his abilities, weaknesses, penchants, desires, and 

aversions. This process of discovery is an experimental one. 

Countless thousands, perhaps millions of informal little tests 

are performed by a cb:l.ld, followed by observation and 

reflection. Where the physical world is concerned, initially, 

this is easy and natural. Trip over a rock and fall down. 

But the social world is much more confusing. 

It has been said that people learn about who they are 

by reflection from those around them. But what if the child 

does not get much feedback from those around her, or when she 

does, it is bizarre or inappropriate? What if the people 

around her keep changing? 

A commonly espoused goal for children is to become 

productive citizens. Yet, today the once meaningful duties 

of children have virtually disappeared. Family and community 

responsibilities are neither encouraged nor supervised. While, 

admittedly, there are plenty of strong families and 

communities, these problems are very real for at-risk children 

and they cut across all economic and ethnic lines. 

It is difficult to fully apprehend and appreciate all 

the problems surrounding students at-risk. Dewey's words are 

even more fitting today than they were in 1931: 



It is unnecessary to say that we are in the midst 
of great educational uncertainty, one probably 
unparalleled at any past time. (p. 1) 
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Jacob Bronowski related that once as he stood marveling 

at the absolute perfection of his newborn daughter, he thought 

that he could never in a million years create something so 

fine. And then, it struck him that that was precisely what 

had occurred. It had taken more than a million years of human 

evolution to reach this particular point. While biological 

evolution has progressed so slowly, the evolution of culture 

has taken off with the throttle down. 

The fundamental problem faced today in the education of 

children at-risk is older than schooling. It is the age-old 

problem of uniting the social history of the race with the 

child. It is the fundamental educative problem of every 

society. 

Today, the newborn child is basically the same as when 

civilization began some 12,000 years ago, but the culture has 

changed dramatically. The funded knowledge of the past is so 

overwhelming no one can master it. The constant rapid flow 

of new information is endless. The unification of child and 

culture has become a much more complex problem: 

Innumerable confusions and a profound feeling of 
despair invariably emerge in periods of great 
technological and cultural transitions. Our 'Age 
of Anxiety' is, in great part, the result of 
trying to do today's job with yesterday's tools -
- with yesterday's concepts. (McLuhan, 1966) 
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What is needed in order to address the needs of children 

at-risk are new tools -- conceptual tools adequate to the full 

range of social living. Old views of society as a "real" 

entity with an existence of its own must give way to a 

perception of culture continuously recreated in each citizen 

and existing only in each one's shared penchants, desires, 

atti tudes, habi ts, and customs ~ The development of an 

educative attitude in each and every child is thus the 

essential ingredient in the constant regeneration of the 

American way of life. This is not a nation created by 

forefathers and maintained by others along the way. It is a 

culture that is recreated by every child. The quality of life 

in this culture is detennined by the attitudes developed in 

its children. 

The public schools can play an instrumental role in the 

development of educative attitudes in children. To do so they 

must amend their almost exclusive fixation on cognitive or 

theoretical concerns. Schools and teachers must strive for 

a balance of qualitative and theoretical undertakings. 

What is required in at-risk program development and 

evaluation are new tools -- instruments adequate to emerging 

needs. The thrust of this study has been the elaboration of 

a concept suitable to these needs. It is a methodology for 

theoretical-qualitative relating. 
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Social or cultural affairs are eminently theoretical. 

Qualitative matters are initially individualistic or personal. 

The problem of unification of the individual psychology of the 

child with the cultural heritage is the same as qualitative, 

theoretical relating, respectively. 

There are many questions that remain to be answered. 

Little research has been done on the relationship between the 

curriculum and the decision to leave school. It would be 

valuable to demonstrate the holding power of a more 

qualitative curriculum. This issue is just a small part of 

the overall need for more and better research on at-risk 

programs. 

Another area for additional inquiry is the development 

of qualitative, theoretical relating in child development. 

Infancy is a period of qualitative experience. As children 

gain language and become more invol ved in the ideas and 

abstractions characteristic of theoretical affairs, how do 

they support their ideas with qualitative mediations? Can at

risk children succeed in qualitatively predominant 

undertakings even though they fail at school-based, 

theoretically predominant experiences? How can schools be 

restructured to stimulate more qualitative education? 

This study has examined a methodology for incorporating 

qualitative considerations in the development and evaluation 

of at-risk programs. It is based upon the conceptual 
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framework for qualitative/formal/theoretical relating 

developed by T. Frank Saunders. Saunders' contribution in 

defining the totality of experience is so profound that it has 

stood unchallenged for more than twenty years. It is the 

complete elaboration of Francis Villemain's spectrum of 

experience from qualitative to theoretical. Villemain 

recognized the importance of John Dewey's thoughts on the 

qualitative and set the foundations for the elaboration and 

extension of Dewey's qualitative theory in education. The 

pioneering work of these philosophers has produced an 

unrivaled concept for our time. 

The era in which we live, one characterized by high 

speed information processing, is a time for qualitative 

mediations. Qualitative affairs are immediate and intuitively 

quick. At-risk students are frequently perceived as 

unmotivated or discouraged learners. Teaching them to use 

their qualitative intelligence would be a way to tap their 

creative interests. stimulating in each child an integration 

of qualitative and theoretical doings would bring about the 

vital unification of child and culture sought. The full 

participation of every individual in the exercise of 

qualitative and theoretical intelligence would provide the 

best assurance possible of worthy tomorrows. 
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