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CHAPTER ONE 

Introduction 

Background 

For weeks I sat on a warm concrete French fountain across from the Rio de 

Janeiro Library, contemplating how research on comparative race formation between 

early colonial Brazil and America made any sense to the homeless kids running in the 

streets in front of me.  Warnings from concerned residents demanded that I stay away 

from the sleight of hand youth, but in months of being there I learned more about the 

social conditions of Rio’s guarded history than the supposed criminal activity of the kids.  

Their constant presence led me to learn more about the public education system in the 

country, leading to deeper revelations about the impact of race and the cyclical impact of 

street learning versus classroom instruction. 

In the end, I decided to forgo pursuing a doctorate in history and returned to the 

States to pursue two educational goals.  My focus rested on the belief that every student 

could learn, but that systematically there were specific policies, generally tied to housing, 

that prevented a level playing field.  What I was not prepared to understand is how 

blatant, destructive, and collaborative the institutions that implement such laws truly are.  

I had heard about the prison to pipeline argument and knew educational funding was tied 

to property tax, but simply did not realize that we were in the midst of one of the greatest 

migratory patterns in American history and that it was close to impossible to detect. 

It is important to note that this dissertation stems from previously chronicled 

action research prior to the creation of the present cohesive system.  Initially my rationale 

to continue to work with this population came from my experience as a teacher with 
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students attending alternative education programs.  One such teaching experience 

produced a film (Interrupt the Pipeline, 2008) that I made with current and past students 

from Champaign, IL and Chicago, IL.  From this process of active listening, a very 

rudimentary yet poignant thesis was developed, which demanded immediate and further 

attention.  As a matter of fact, while my friend Daniel Rudin edited large chunks of the 

film and I continued to teach Language Arts at Harvard Elementary, the process of 

determining how to track the thousands of displaced students began.  My pupils wanted 

to know how we were going to fix the problems of high mobility, disrupted education, 

and scarcity of jobs, as they themselves were victims of policies keeping them dependent 

on the system.  As they witnessed their own neighborhoods gentrifying and could now 

articulate specific policies lending to disappearing neighbors and family members, 

Language Arts 101 needed to take it up a notch.  What ensued was the development of a 

social engine to keep track of the kids.  Then a critical pedagogy reading program was set 

up to help them teach younger kids followed by the need to place the program on the 

social engine.  From there multiple structures and systems took shape, all based on the 

immediate needs and the resources available to empower the students.  But what is 

interesting is that because the students dictated the growth of the system and the 

relevance of how to apply the process, it became evident that the best minds in education 

had already figured out the theory.  The steps to this holistic approach came together out 

of necessity and all of the buzzwords you may or may not have heard of were readily 

available to apply to the overall project.  The result was a system used to house the work 

of the kids, prior to them dropping out of school. 
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Years passed and I went to other schools but continued to keep track of the kids.  

One by one, they went to jail, dropped out because of pregnancy, or were kicked out of 

school and were waiting for someone or something to come by and salvage their future.  

As I continued to teach or be an administrator on the West Side, I continually found 

myself visiting students at Robeson High School on the South Side, or at their homes.  

One of my professors at the time introduced me to a charter alternative high school 

blocks from where I first filmed the Chicago portion of Interrupt the Pipeline.  Within a 

half of a year, ten of the students I had previously taught in an Academy for Urban 

School Leadership turn-around school were students at the alternative site called the 

Community Youth Development Institute (CYDI).  In the next two years, over half of the 

sixty students in my care at Harvard Elementary School were or had been students at 

CYDI. 

What became evident was not just that a familiar group to me had dropped out of 

school, or that their circumstances were all too similar.  Instead, the urgency of how to 

keep these students, some of whom were in their fifth and sixth school since eighth grade, 

in school became the most crucial part of the job.  How to inform students that in order 

for them to stay in school and legitimately earn a diploma, an intensive and intentional 

skill-based program would have to be developed to track their progress leading to the 

ability to pass the COMPASS, ASVAB, or trade school exam.  A few systems later, it 

became evident that certain pillars had to be in place in order to reach the students 

effectively and even more evident that our expensive and popular means of tracking and 

managing the right type of data had become antiquated and therefore inadequate.  A new 

type of tracker forcing both instructors and students to think differently about their 



  4   

 

learning had to come into fruition immediately.  This tracker was an instrumental part of 

the program. 

The inquiry transitional tracker (ITT) is designed to initiate a conversation 

between a student and administrator regarding access to a diploma.  No longer are we 

detailing how to earn credits, but how to augment skills.  Therefore the design of the 

tracker must have a built-in universal screener as well as a creatively designed game 

board permitting students to see exactly where they are.  The endgame has to tell students 

precisely what they should be able to do once they have earned this set of skills.  The ITT 

also details which part of skills are lacking, as feedback from teachers not only tells them 

how they did, but also tells them what they need to work on, communicates when they 

need to visit, and qualifies their progress based on a dot-based color system instead of 

numerical grades.  Ultimately, what the ITT accomplishes is a relationship between the 

levels of learning of a student caught up in the COD and the realization of a teacher that 

many things he or she learned do not apply to teaching the group of students in front of 

him or her.  This is the beginning stage of a student taking ownership within the program.  

What needed to be created was a program that fostered a way not just to track the 

students, but also to formulate a system in which previously unsuccessful students could 

thrive in a schedule suited for their lifestyles. 

Role of the Researcher 

As a former teacher and administrator, and still an educationist and educator, my 

research stems from being a student first.  For the purpose of the dissertation and the 

conceptualizing of this new management system, I have inserted a team of engineers, 

educators, filmographers, and activists alongside the students in order to create the ideal 
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blended learning community.  The students have helped to construct the flow of the 

tracker and encouraged change in the program as much as the coder and the 

administrators of the school have.  Active listening determines the need as well as the 

form and function of everything I do. 

My role therefore is parallel to that of the students we are chronicling, namely 

symbolic interactionists.  Both students and instructors reacted to rudimentary designs of 

the tracker all of the way to an application constructed on their phones.  Newly hired 

teachers and veteran staff reacted not only to the students’ interactions with the tracker, 

but also to their own responses to the new monitoring and feedback system.  My goal as a 

researcher is to interact with them as innovator, administrator, and teacher. Aaron 

Royster, the principal of Community Youth Development Institute, provided the 

opportunity to transcend traditional educational practices in order to meet the needs of 

students.  Initially we decided that my role would be to work alongside students in order 

to gauge their willingness and ability to construct their learning.  This took place over the 

course of a year as we used spaces inside the school as well as within the community to 

collaboratively think of ways to approach their learning differently.   During this time my 

role as a researcher also included observing the stance teachers took in accepting the 

changing roles of the students.  Within the confines of our objectives, it was important to 

audit and collect data on the program context of the school as we used student input to 

define the program identity.  Once this was decided and we began constructing schedules 

around the needs and voices of the students, the design of the school, the tracker, and the 

leveling of the students, would be measured by the baseline data of the typical core 

subjects.  My role as a researcher then meant constant monitoring of the transition 



  6   

 

between regular credit recovery and core classes, to a comprehensive system that could 

be monitored by the innovation of a unique academic tracker. 

Reflexivity was a byproduct of the research process as the game board aspect of 

the tracker determined the levels of students within the school.  Naturally the climate of 

learning shifts and as it does the number of seats available determines who the school can 

serve.  Part of this process is to encourage current students to bring in relatives and 

friends who are currently sitting at home.  There are only 5,000 or so seats for the 70,000 

or more students that are currently sitting at home.  Due to the design of the ITT, I am 

also interested in high-school students utilizing the trackers to target younger students so 

that this number could possibly begin to decrease. 

My stance is closest to poststructuralism because of what I am trying to encourage 

students to create.  Concerned educators everywhere obviously seek answers to the 

growing tide of drop-outs and incarcerated youth.  I am interested in developing a new 

framework for cross cultural analysis.  I believe that there are varying cultures within the 

lumping and categorizing of students.  Specifically, I believe that despite cycles of 

dependency and cultures of poverty, where students are in regards to their skills and their 

ability to create work from mastering higher-order thinking skills, an innovative system 

will tell a story of what type of learner each student is.  Pacing guides and leveled charts 

detailing high expectations for each grouping of learners are the byproduct of this 

research.  The data demonstrate who can move up the game board the quickest, who stays 

after school, who needs four more years of high school, who can circumvent two years, 

etc. 

Purpose of the Study 



  7   

 

One of the main foci of the program is to celebrate the outcomes of the blended 

learning community.  As various students choose blended learning schedules modified to 

their lifestyles and academic goals, it is important that various data points are encouraged 

and celebrated by the school.  Part of the training is identifying the profile of teachers and 

administrators who think about student outcomes from the beginning of the school year.  

Ongoing training and monitoring of data from the perspectives of instructional, 

administrative and student goals is necessary to meet these specific needs.  In later 

chapters, we go into greater detail about the program context of blended learning for a 

drop out population versus a traditional learning space.  Examining the program 

outcomes and identity based off of the idea of placing students with significant skill gaps 

in front of computer programs to complete grade level work will challenge the notion of 

what many of these school qualify as blended learning.  

Rationale 

The importance of this study is that the program setup may help in breaking the 

Cycle of Dependency outlined in Chapter 3, as well as providing clear information to 

previously unsuccessful students in regards to their cognitive levels.  Without these two 

pieces of information contributing to the program model, this study would simply be an 

exercise in understanding management systems and school culture.  The aim of the study 

is to measure a constructivist approach to critical theory. 

According to Gagnon and Collay (2006), “constructivist epistemology assumes 

that learners construct their own knowledge on the basis of interaction with their 

environment” (Gagnon & Collay 2006, p. 17).  Four epistemological assumptions are at 

the heart of what we refer to as constructivist learning. 
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1. Knowledge is physically constructed by learners who are involved in active 

learning. 

2. Knowledge is symbolically constructed by learners who are making their own 

representations of action. 

3. Knowledge is socially constructed by learners who convey their meaning-

making to others. 

4. Knowledge is theoretically constructed by learners who try to explain things 

they don’t completely understand. (Gagnon & Collay, 2006) 

The model continues to be relevant by measuring the success of students acquiring skills 

in an environment conducive to their preferred learning styles and lifestyles.  Adapting 

the results of the program evaluation to meet their needs is the measurement of success of 

the program.  This will be accomplished through creating a constructivist blended 

learning community flowchart mapped with specific scales and evaluation markers 

allowing the researcher not only to monitor student interaction within the program, but 

also to initiate dialogue with those who deem it inadequate. 

Organization of the Rest of the Dissertation 

I have organized the dissertation into six chapters.  Chapter 2 is my review of the 

literature.  The review gives a historical overview of the need for blended learning 

models and alternative approaches to education in the midst of evolving political 

agendas.  The review also looks at the specific demographic the systems are designed to 

track and how, if at all, it has benefited the students.  Other areas of review include 

critical pedagogical theory and its impact on taxonomy and how that might impact 

helping students who are conditioned to policies of dependency.  Specifically, an analysis 
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of quantitative research regarding these theories on school climate is relevant to the 

impact of a newly conceptualized sophisticated management system. 

Chapter 3 gives the methodology of the program evaluation.  Examining the 

causal inferences of the program, the designs behind measuring continual relevance, and 

the rationale behind its external and internal validity are also discussed.  In addition, a 

newly developed constructivist learning survey modified to measure the success of the 

program is presented. Chapter 4 comprises the presentation and interpretation of findings. 

Chapter 5 documents the conclusions and recommendations for future designs to track 

the right type of information at critical points in blended learning communities.  

Suggestions are made for further development of the ITT. 
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CHAPTER TWO 

Review of Literature 

Introduction to Blended Learning Community Transitional Trackers 

Defining the Program Identity of Alternative Schools 

 

In a recent study by WBEZ, statistics show that credit recovery is costing families 

over a billion dollars, and students are more likely to fail their courses (Kamenetz, 2016).  

What is further disturbing is that the majority of these credit recovery programs are run 

by for profit companies making a substantial amount of money on students who are 

dropping out, being kicked out, or simply opting out of school.   For the 2014-2015 

school year, Chicago Public Schools drop-out rate increased despite an earlier report that 

their graduation rate had increased.  What they did not account for were the 4000 plus 

students who were dropped from their rosters and ended up in a variety of credit recovery 

and alternative programs Combine this with a minority 6% graduation rate for earning a 

bachelor’s degree by the time they are 25, an 88% unemployment rate for young adults, 

and a 50% rate for minority students not in school nor working, and you have a recipe for 

the increasing violence in cities like Chicago.   When we read reports like CPS students 

are likely to drop out of credit recovery programs, this provides the program context of 

what alternative schools or systems have largely began to resemble (Vevea, 2016). Credit 

recovery and a loose definition of blended learning have become synonymous in dealing 

with at risk youth.  Credit recovery typically means that students are sent to a computer 

lab with minimal teacher support in order to take online courses that they have previously 

failed.   This usually means that the support system to deal with the family and trauma 

issues that accompany many of these students are not present.   It does not take a trained 
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educator to deduce that these students probably are behind in their academic or cognitive 

levels.  Therefore, how are they being given less support to pass previously failed courses 

if they clearly need more or something different than what they had before?   

The program identity therefore is to address the needs of the students by creating 

a blended learning environment monitored by a feedback trackers to address the cognitive 

deficiencies of the students.  Creating a tracker to monitor this progress beyond data 

holding and grade level content is also seen as key to foster the relationships between a 

full staff and the various needs of the students.  Monitoring actual learning data with this 

tracker and newly designed blended learning environment in the hopes of reversing these 

trends and providing alternative students with shared control over their learning is the 

purpose of this literature review.  

As the world continues to mull over the renewable energy debate, innovations 

such as hybrid cars are seen as the cutting edge and the future of conservation.  What is 

less well known is that hybrids are as old as the invention of cars themselves, built to 

meet not only the demands of energy availability but the needs of yesteryear’s consumer.  

In the same way it is challenging to identify and classify the emergence of blended 

learning communities in today’s educational landscape.  There are countless numbers of 

hybrid schedules and systems meeting the ever-increasing needs of students.  Conversely, 

management systems utilized by districts to meet the needs of every student are not built 

to meet the variations in schedules and learning modules.  In order for a deeper sense of 

learning and continuity beyond a contained program, many who are adopting a blended 

approach understand the connection between who the student is communally and where 

he or she is academically. 
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Decades ago the Italian Marxist Antonio Gramsci described a blended learning 

model that set varied traditional learning modules in distinct locations.  Inevitably he 

argued that this would not work in progressing and modernizing societies, because it 

essentially slotted students to predetermined fates.  Instead Gramsci pushed 

to create a single type of formative school (primary-secondary) which would take 

the child up to the threshold of his choice of job, forming him during this time as 

a person capable of thinking, studying and ruling – or controlling those who rule. 

(Gramsci, 1971, p. 40). 

This blended learning thinking promoted an egalitarian society, or at least one that 

thought first of the child’s future.  Effective blended learning communities will therefore 

always be involved in an organic process, fostering empowerment, flexibility, and 

transparency.  For the purpose of introducing management systems for blended learning 

communities and tracking, this literature review is focused on programs designed to 

bridge academic, social, and executive gaps in the most blighted of learning 

communities.  The distinction needs to be very clear due to the movement of reforming 

the culture of calm without dealing with the unrest that contributes to remaining in the 

cycle of dependency (Friere, 1993).  Placing students in reform schools as a first fiscal 

priority automatically places student learning on hold and the result is often a 

continuation of didactic instruction with nicer materials but the pedagogy, andragogy, 

and taxonomical processes have not adapted.  Contrary to the discourse of equity that 

frames Chicago school reform, I argue that the current policies exacerbate existing race 

and class inequalities and create new ones.  The policies promote “unequal educational 
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opportunities and experiences and produce stratified identities with significant 

implications in Chicago’s new, highly stratified work force” (Lipman, 2002, p. 379). 

The most important aspect of tracking students through blended learning 

communities is studying programs that have come into existence as a result of current 

school reform, school closings, and typical social pathologies contributing to the 

increasing dropout rate.  Only once this has been done can the aspect of the organic 

process of creating hybrid schedules meeting the needs of the students come to fruition.  

The focus therefore is not just on the design of the tracker, but why to implement a 

management system and tracker that is able to work for the students, which the students 

can work, and thus which develops a unique program of learning that can thrive in any 

given school. 

The Social Context of Critical Pedagogy 

In 2000, Chicago launched a $1.6 billion transformation of public housing–the 

Plan for Transformation (PFT).  One of the most extensive revamps of public housing in 

the United States, the PFT has nearly completed demolition of 22,000 units, including all 

the remaining family units of three, four, or five bedrooms.  On paper, most are to be 

renovated or replaced, many as mixed-income developments (Bennett, Smith, & Wright, 

2006).  However, some researchers estimate less than 20% of former residents will be 

able to return to these new developments (Lipman, 2010; Venkatesh, 2004; Wilen & 

Nayak, 2006). 

Simultaneously Chicago launched one of the most aggressive charter school 

movements in 2004 called Renaissance 2010.  Close to 100 schools would be shut down, 

while new charter and contract schools would be erected in their place.  The aim was to 
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ensure that the new population of displaced students would be mixed in with various 

other racial and economic demographics, both in housing and in schools.  Not only has 

this not been the case, but Chicago Public Schools has also hired the Parthenon Group to 

evaluate what to do with the 70,000 plus students, aged 16-21, who are currently 

choosing to not attend school. 

“The individual consciousness of the overwhelming majority of children reflects 

social and cultural relations which are different from and antagonistic to those which are 

represented in the school curricula” (Gramsci, 1971, p. 35).  As stated earlier, the 

mechanics of creating schools for and around the student is a daunting task when the 

overwhelming sentiment is that the new reform movements are not for the students.  

Once the students realize that they do not fit into the agenda and scheme of certain 

charter rules, they conclude that school is simply not for them.  What Gramsci saw many 

years ago applies to the demands of our dropout population today.  The design of school 

is not around them, but around those who are in control and are focusing on the access to 

information and jobs in the years to come.  Thus, the educational tools within schools are 

inadequate to meet a differing need of students who drop out.  Some may argue that 

students in this very population are simply waiting to enroll in an academic setting built 

around their lives, no matter how much of a subculture it may represent.  Understanding 

that this may not take place anytime soon, the focus must shift to active listening tools to 

create programs alongside the students. 

Like Gramsci, many modern day educational theorists believe that political elites 

are free to use the inner city as a means of controlling the labor force by destroying 

important social welfare programs and setting up new institutions (Hackworth, 2007).  
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Getting social activists and social entrepreneurs unintentionally to buy into this 

movement perpetuates what some call a myth that this direction is only a route for 

hurting students.  For many instructors, utilizing the latest curriculum and tools to 

actualize the vision often results in creating a subgroup within the subculture of those 

who are not getting it fast enough (Fanon, 1965).  Academically they may not be 

improving, but socially they may be doing better than they were before.  For those 

students there may be a place (low-rung) in the new global city (Lipman, 2002).  But 

those who are not getting it either academically or socially are forced deeper into a cycle 

of dependency (COD).  

The cultural politics in which students must engage is fought between willing 

teachers of alternative type spaces, poised administrators, open-minded parents, 

guardians and mentors, and the children themselves (Darder, 1991).  As these students 

funnel into left-over spaces, a different type of marginalization occurs, one that can 

cement their places as members of the permanent underclass or a class that begins to fight 

for its space (Friere, 1970). 

As each member of the alternative space collides, one of the pressing issues 

becomes the lives of the students, especially for newly hired instructors regardless of 

their experiences.  At the CYDI in Chicago, there were two types of instructors: those 

who were afraid of the students and those who learned not to be.  Typically those who 

had the most content knowledge and the most thorough professional training came with 

the greatest fear of the students.  It became necessary to instruct both teachers and 

students as to the importance of skill-based instruction, higher-order thinking skills, etc., 

along with the nature of the COD (Giroux, 1994).  Shore’s (1980) list of ten keys to 
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promoting a more egalitarian society through education starts with desocialization.  In 

regards to the process outlined thus far, these seven pillars play a key role in the students 

interacting with a management system geared at providing the right feedback and 

enabling them to choose a path of education focused on themselves. 

1. Transforming society rather than reproduction of inequality. 

2. Promoting democracy by practicing it and by studying authoritarianism. 

3. Challenging student withdrawal through participatory courses. 

4. Illuminating the myths supporting the elite hierarchy of society. 

5. Interfering with the scholastic disabling of students through a critical literacy 

program. 

6. Distributing research skills and censored information useful for investigating 

power and policy in society. 

7. Inviting students to reflect socially on their conditions, to consider 

overcoming limits. 

I began to educate teachers lightly through interviews, orientation, and 

Professional Learning Communities (PLCs) regarding the cycle of dependency our 

students experience.  Some instructors, including myself, incorporated the different 

phases of the COD into classroom instruction (Sizer, 1964).  What became helpful is 

articulating that the problems and issues of the students were more than the verbal 

assaults, an apparent apathy towards homework, and an inability to come to school 

consistently due to a host of factors.  It put a bit of social science to the problems and 

hence a solution could be created and a system formatted. 
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Critical pedagogy is both a way of thinking about and negotiating through praxis 

the relationship among classroom teaching, the production of knowledge, the 

larger institutional structures of the school, and the social and material relations of 

the wider community, society, and nation state. (McClaren, 2005, p. 26). 

Transformation of society can be done while a student attends school.  Allowing the 

students to participate in the construction of their own learning modules is a part of the 

democratic process, one in which few believe they can officially be participants.  

Breaking the hegemonic stronghold can only take place with this process in the minds of 

students who come into school thinking about the shortest route to graduation and are 

confronted with the reality of their situation. 

Frantz Fanon (1965) argued that the political elite cause the newly liberated to be 

so concerned with what is in front of them that a new economy with infrastructures and 

leadership training is never put in place.  The same argument can be made for alternative 

students or dropouts or, as has been argued, those who do not fit into the typical general 

population.  Figure 2 illustrates this dependency on survival and its link to what has been 

placed in front of you.  As educational policy changes, it has a direct connection not only 

to what is happening in housing and welfare systems, but also to the projection of needed 

space and resources for the new global city (Lipman, 2010). 

The institution must therefore be seen as a mythical construct until put together by 

those it is supposed to serve.  In other words, school as defined by the elites will always 

result in failure for the majority of inner-city students, with or without the emergence of 

the new global city.  If progress is to be made, then the very infrastructure of the schools 

must also be a fluid construct or else ultimately they will fail in producing the necessary 
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change our subcultures desperately need.  Critical pedagogy then forces us to examine 

schools and their infrastructures from the inside as particular entities, not cemented social 

constructs (Foucault, 1969). 

The Cycle of Dependency 

For teachers and students alike, this examination means contextualizing the issue 

and transforming the oppression into something more positive that is concrete and 

obtainable.  The consciousness of the reality is crucial both for teachers to understand 

what they are tasked to do and for students to comprehend the journey ahead.  The COD 

does not pretend to be a concrete pipeline or a scientifically based reality, but rather a 

framework many of our students can claim as a discourse.  Presenting the COD is 

typically done through orientation led by either staff or peers to both students and 

teachers.  The important educational aspect that will eventually be tied into essential 

questions within the curriculum is the discovery of how policy is a significant factor in 

the continual participation in the cycle of dependency.  This is important for both staff 

and students to understand (Friere, 1970). 

Once this praxis is understood, a commitment must be upheld to see that students 

can exit the COD.  Before that comes an important detail of time.  Students will not 

initially embrace the fact that they are where they are because of policy or a silly chart 

and even if they did, exiting the cycle is a daunting task.  On top of this commitment, we 

are asking students to embrace the culture of skill-based learning, which ultimately places 

a rigorous agenda squarely upon their plate. 

The same phenomenon occurs with instructors.  The fear factor may be 

understood, but it is not going away.  Once we begin to break down the time spent in this 
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cycle, and the essays that accompany what they have seen during their time within it, the 

natural response of instructors is one of disbelief and discontent. 

Further exploration of the COD between the oppressed and the oppressors links us 

to the ages and times at which students may have become pregnant, witnessed their first 

murder, become homeless, or realized they were behind academically.  Typically, having 

students create dynamic timelines of their lives has been a positive initiative with little to 

no follow-through.  It is imperative that this process be conducted between teacher and 

students in order for the second process of Friere’s approach to occur (Friere, 1970). 

There are certain aspects within the school culture that begin to change (Figure 3).  

After school becomes a math and nail club with the emphasis on nails and conversations.  

This simple approach to tutoring reinforces the bridge between teacher and student, 

accomplishing multiple tasks simultaneously.  While this seems like low-hanging fruit, 

how to deal with the context of conversation takes us right back to the idea of 

consciousness.  The COD only takes you so far before the unfortunate circumstances of 

the lives of these children begin to emerge.  While it is encouraging to build the bonds, 

what happens to students who feel a comfort and connection in communicating past 

information, but also with current and ongoing situations?  At this point the culture has 

become bridged between student and teacher, as Friere states (Friere, 1970).  The most 

accessible solution between student and instructor is the progression of academic work in 

a manner that is conducive to students’ lifestyles. 

Now the student trusts the different culture of the instructor enough to be pushed 

academically, to be set up for success, and to articulate his or her own needs in an 

environment that is built around him or her.  The myth therefore of what school is or is 
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not will be dissolved by this process (Foucault, 1969; Friere, 1970).  What is left is 

creating the infrastructure to ensure what has been built can be adequately tracked and 

monitored.  Monitoring and feedback (Figure 3) become mantras of the revolutionary 

process that cultural pedagogy and critical theory bring about.  What we see in the COD 

is a lack of democratic intervention in regards to policy because the citizens in this case 

are too reliant on a system.  This in turn creates multiple immediate needs around a 

typical household in these communities, where monitoring and feedback in regards to 

educational practices is ignored.  Instead, reliance on whatever the local school provides 

may be the best it is going to get.  Throw in multiple moves, a death, loss of job, or loss 

of housing and/or vouchers; then the student is also forced to help take care of immediate 

needs instead of monitoring his or her own progress through school.  This inevitably 

causes problems. 

If the humanization of the oppressed signifies subversion, so also does their 

freedom; hence the necessity for constant control (Friere, 1970).  The need, therefore, is 

great to make sure that we create systems that can articulate the pacing, the acquisition, 

the movement, and the future monitoring of these students.  Nothing exists outside of that 

newly created school that will recognize the new path birthed by the true blended 

learning community (Shore, 1980).  Therefore, in order to measure the worth of creating 

relevant learning management systems, a thorough and fluid design must be a priority. 

The implications of the raw data from the COD change the pedagogy within a 

school.  It is one thing to know that you have the kids the other schools could not or 

would not serve; it is another to know that your best toolkit is implementing a monitoring 

system that most of the students have never consistently experienced.  One of the benefits 
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I had as a researcher and facilitator was speaking to the fact that the kids I knew all had at 

least one instructor in their lives who went above and beyond in monitoring prior to 

coming to CYDI.  Part of the culture that needed to be changed stemmed from the 

thinking that Chicago Public Schools or whatever district housed these kids did nothing 

for several years.  Debunking this myth became a part of the discourse as I asked the kids 

who was their favorite teacher and why.  Nine out of ten times the students immediately 

responded with an instructor who cared because they made sure the work was interesting, 

they did not play around in class, and they made sure students could do their work. 

Mastery and Tracking 

The problem, of course, is that this even if there are four or five instructors like 

this, the disruptions in where and how to live oftentimes become so great that even the 

best-intentioned instructors find themselves focusing on a classroom full of kids who 

cannot concentrate due to the situations occurring at home.  Understanding that this 

causes disruptions in monitoring student skill acquisition and developing critical thinking 

skills becomes a part of our pedagogy, even if we seem to spend more time dealing with 

andragogy.  Thus, monitoring and feedback of the system had to achieve two things and 

quickly. 

1) We had to create a skill-based grading system that would allow students to 

understand skill-based instruction and achieve mastery given their situations 

attached to the COD. 

2) We had to create a leveled game board that would allow the students to track 

their progress across the units, but to do it in a way where their completion of 
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each unit along the higher-order thinking process also resulted in improved 

attendance. 

The basic tenet of critical pedagogy is that there is an unequal social stratification in our 

society based upon class, race, and gender.  Those who teach within inner cities often do 

so with the spirit of awakening what is dormant, when in actuality the student, aware of 

his or her position, can be put in a position to enlighten the educator.  Blended learning 

communities will thus be monitored utilizing the technology we have at hand and be 

controlled by those desiring to better their position in an increasingly competitive global 

market. 
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CHAPTER THREE 

Methodology 

Introduction 

The program study and evaluation of the blended learning community took place 

at the CYDI in collaboration with the SCOPE Project.  For the purpose of clarity and 

fluidity throughout the dissertation, it is important to distinguish between alternative 

schools in general, second-chance schools, and the blended learning programs as 

experiments.  To keep it general, scheduling and attendance are the most significant 

topics regarding this population.  This is going to be important as we discuss the 

evolution of this learning space and explore how the decisions to do skill-based learning 

and intensive tracking radically change the way students approach school.  Inevitably, the 

program seeks to create a space where students take up the challenge of augmenting their 

skills, find comfort in a space designed for them, and create sub-blended learning 

communities to meet their ultimate goal.  The validity of the program depends upon what 

type of second-chance students find success in the programs at various stages in their 

learning process. 

Student Participants  

As stated in Chapter 1, students from Community Youth Development Institute 

were invited to discuss how to construct a school that was better suited for their needs.  

This included coming up with schedules that fit their unique circumstances as outlined by 

the Cycle of Dependency to the types of projects they wanted to complete.  But perhaps 

most importantly was their involvement in deciding the various levels within the 

program, what they would be called, and some of the social and learning obligations that 
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would mean accompany these changes.  Once they were tested and placed in each level, 

the research goal was to study a few students after their placement and the data was 

collected.  

Student participation therefore was voluntary based off of their involvement in 

constructing aspects of their learning environments, but it was also an ongoing 

monitoring process once the student was in their level.  This will be significant in Chapter 

4 and 5 as we discuss the data, findings, and suggestions.   Most of the data needed to 

compare to prior years could not be collected because it did not exist in raw form or 

measured in terms of cognitive growth.  This will impact the overall methodology of 

collecting new data in terms of the choices the students and researchers utilized to assess 

the newly constructed learning environments.  Many of the students chose as their top 

level to qualify for dual enrollment and therefore used the Compass ACT data as baseline 

data for the entire school.  The tracker and the 24 levels discussed in this chapter are 

designed around the students choosing to use this baseline data as opposed to district or 

state data because it more accurately portrayed their reality of post-secondary success.   

This data is also a better reflection of the purpose behind the program identity as 

it could not use the data from the program context credit recovery or typical grading 

system.  This is essential in understanding why the CLES gauged student involvement 

and retention once they stuck with the evolving changing learning environment.   

Alternative schools are typically considered or seen as transitional programs 

holding students who could not handle the general population because of academics, 

behavior, or attendance.  Typically the three are tied in with one another, but managing a 

school full of students not permitted to return to their home schools generally results in 
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further problems in these areas.  Second-chance schools (or third- or fourth-) are typically 

schools in which students are able to choose to enroll.  They may have aged out or been 

kicked out of previous schools or simply may not have attended school for a couple of 

years and be seeking to pursue their education.  The CYDI, where the program has been 

developed, can be viewed as more of a second-chance option than the basic alternative 

model.  CYDI also represents a progressive approach in one of the toughest 

neighborhoods in Chicago in trying various schedules and approaches to educating the 

students who walk through its doors 

The blended learning community is a popular buzzword that can mean a variety 

of things.  For the purpose of this study, I will use it as a term to mean varied approaches 

to education, whether it means distance learning, face-to-face instruction, dual 

enrollment, or beyond.  This chapter focuses on the creation of fluid blended learning 

communities.  This is an important distinction for reasons that this chapter draws out and 

the remaining chapters analyze.  The second-chance student has various needs that shift 

unlike any other subculture in America.  A fluid blended learning community therefore is 

committed to augmenting the skills of the students, which means using core certified 

instructors and a host of other options that can be morphed into a system of study for the 

student.  This hybrid model must be something created by students once they have found 

themselves on a path of rapid cognitive growth and therefore it must be tracked.  This 

distinguishing mark makes fluid blended learning models more dynamic and responsive 

than static models (Jonassen, 1999).  This program study evaluates the approachability 

and resiliency of such a program. 
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The Network of the Second-Chance Student 

In order to articulate the constructivist learning environment of our particular 

demographic, a deeper understanding of the students must be developed.  As a mixed-

method design-based research study, there are two elements of innovation that warrant 

more explanation to understand the context.  More than the typical attributes associated 

with students typically labeled as alternative, transitional, or dropouts, the way in which 

students could learn has driven the question of this study.  Thus, a specifically designed 

style of learning grew out of the necessity to keep students from becoming adjudicated 

youth, aging out, or reentering the dropout pipeline. 

The study narrows down to the focus of the eight pillars of instruction needed for 

the demographic in question.  Prior to this realization, multiple other studies were 

conducted to address the social needs of the students in school including complex 

behavior management systems, curricula to transition students from jail to alternative 

settings, and creating different module schedules for the different types of student.  The 

issues with these studies were that the end product never resulted in the most pressing 

need being met, which as always came down to the education of the student.  Typically in 

working with alternative students, schools become facilitators in everything but the 

academic side of where the students are.  Didactic instruction takes precedence over 

focus diagnoses and students eventually either give up completing work sheets or buy 

into a system that gives diplomas based on attendance rather than cognitive achievement. 

For the purposes of understanding the context of the concept, the efficiency of the 

blended learning community can only be utilized in a setting dedicated to the Illinois 

State Board of Education (ISBE) mandate that all students must be at a 10th-grade level 
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or better in order to graduate.  This is an important caveat as more alternative schools are 

turning to credit recovery and online learning labs as a way to educate students in need of 

severe remediation.  We make this distinction because knowing that the majority of these 

students are coming in years behind where they should be in literacy and numeracy skills, 

it is virtually impossible for them to be completing high-school-level classes without an 

instructor present.  The context of the students in this study is those who have come from 

numerous high schools and remote learning environments who may have had individual 

success plans, had alternative education plans, and/or landed in a school for second-

chance learners. 

For this study, these are students who have chosen to return to school.  

Technically all of the students at the school under study have dropped out of school.  

There are four typical scenarios leading to enrollment at schools like the CYDI. 

1. Aged out and no longer able to enroll in the general population. 

2. Fleeing an unsafe academic environment. 

3. Becoming a parent and needing additional support systems to enroll and be 

supported in school. 

4. Adjudicated youth fulfilling the requirements of a station adjustment. 

The students of CYDI have entered with the common goal of earning a high-

school diploma.  As mandated by their charter and ISBE requirements, students 

(excluding some with Individual Education Plans) must show an improvement on exit 

TABE scores and graduate on a 10th-grade proficiency level.  Most of the students enter 

the school on average with the equivalent of a 5.2 in reading and a 4.7 in math.  The 

average age is 18.2 years old, though this number is increasingly becoming younger.  
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CYDI is committed to classroom instruction and providing the core subject mattes to help 

students earn a high-school diploma.  Most of the students have a window of two years at 

the school, though some stay a bit longer.  Due to the requirements of the state mandating 

a more rigorous curriculum and stringent attendance policy, a majority of the students 

end up being dropped before they reach their goals, only to reenroll and try again the 

following semester, assuming they make the lottery. 

This information is crucial in understanding the complexities of our study and 

also the specificity of our research questions.  With an increasing number of students 

fitting these categories across the country, more data needed to be collected in order to 

design an adequate plan to remedy the most challenging system facing American 

education.  The remainder of this chapter identifies who was studied and describes the 

SCOPE game board designed to fit their needs.  This aids in helping to evaluate the fluid 

blended learning community. 

The Students 

Chapter 4 concentrates on the analysis of the students within CYDI who utilized 

various aspects of the fluid blended learning community after they were leveled.  This 

chapter focuses on the makeup of the students for whom the program was designed.  The 

study draws data on hundreds of dropout students for the development of the initial 

program, yet for clarity’s sake, I have selected ten students to track from their progress of 

sign up, orientation, getting schedules, learning about the game board, placement, 

tracking, monitoring and feedback based on skills, HOTtendance, and HOTwork. 
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The Process: Climate 

Throughout this study, the introduction of standards and skill-based instruction 

had to be put in place in order truly to address the needs of the students.  One of the first 

concepts that had to be implemented was creating a mosaic block schedule formatted 

around higher-order thinking skills.  The first steps to creating a climate that ensures 

students move away from didactic instruction to a system that monitors their growth 

through Bloom’s taxonomy is as much for the teachers as it is for the student.  For the 

first year, formatting the school to begin monitoring instruction was crucial.  No matter 

whether a normal five day schedule or an abbreviated schedule was used, teachers knew 

that each day in the week should look different in regards to instruction.  While the 

system is bit more complex than shown in Figure 1, it is good representation of 

simplifying a shift in teaching and learning. 

 

Figure 1. Higher-order thinking procedures. 

As part of our introduction to the new monitoring and feedback system, the school 

came up with some basic statements to cement over and over into the heads of the 

instructor. 
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 We know that all students can and will learn. 

 We know that all students will master any given skill with appropriate 

monitoring, feedback, and time. 

 We know that we have a limited amount of time to help our students develop 

metacognitive skills. 

 We also believe that our best defense is a very clear, consistent, and 

intentional offense. 

As with everything in the section leading to the inevitability of the tracker, this became a 

process of developing human capital, dismissing those who refused to believe that these 

students needed this much attention, and finding some way to monitor this system.  

Developing curriculum meant slowing down the process of simply giving out homework 

and classwork and thinking about whether or not a student understands the skill before he 

or she can apply the content. 

Development of the Project 

Immediately it became evident that several other training pieces needed to be put 

in place.  The school year became a series of eight units with a predetermined number of 

skills placed within the units, yet at this juncture the leveling of the students had not yet 

been done.  Instead the differentiation took place within the classroom.  Teachers 

discovered very quickly that now that the development of higher-order thinking skills 

was in place, leveling students in the class became very challenging. 

Almost instantly, the focus on the skills took a backseat to the needs of the 

students, due to the level of discomfort felt by those who could not complete the skills 

within the classroom.  Students either refused to come back to school or acted out in the 
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classroom.  Regardless of the reason, it became clear that monitoring and feedback of 

each student needed to be organized in a manner that each instructor could manage in a 

timely fashion. 

HOTtendance and HOTwork are terms with which the school wanted students to 

be familiar (see Figure 2).  This is challenging, because first you must have the teacher tie 

in not only to the process of labeling days according to Bloom’s taxonomy, but also to 

ensuring that the work given to the students is a reflection of where they are individually 

in regards to the taxonomy.  The program had to develop instructors to the point where 

they were thinking about not just where the student was or was not in relation to 

attendance, but also where they were in relation to developing critical thinking skills.  As 

Chapter 2 explains, when a student is gone for an extended amount of time, it is 

important to figure out that this kid may have some issues going on at home, so expecting 

students to complete homework they may not understand is unrealistic.  For example: 

If I give Thaddeus analysis homework on Tuesday before I know if he 

understands the skill, then of course Thaddeus is not going to do his homework.  If 

Thaddeus is penalized for not doing his homework, he may decide coming to school is 

not worth it.  The day Thaddeus decides not to come to school he is hanging with his five 

boys who do not go to school, they get busted for a break in, and we are right back in the 

middle of the COD.  Therefore, their work and their attendance are synonymous.  The 

instructor will be teaching through this taxonomy, ensuring that students know the skill, 

can apply the skill, can analyze and identify areas of weakness or questions, and can even 

get to the point where they can create and evaluate projects synthesizing skill and 



  32   

 

content.  The relationship of the students to the teacher evolves into monitoring 

expectations. 
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comes with student manuals in order for them to keep records and monitor the pace of 

their own progress. 

 Other Icons 

 Other icons are presented in Figure 9 below. 

 

An Orientated Alternative or Second Chance Student – CYDI: Due to the challenges that a student will 

face in coming to a reconceptualized learning space, it is important for the educators and the students to have a 
period of orientation before they know what they are signing up for.  Students are briefed on the previous two 

icons, take a universal screener, and are given a thorough credit evaluation.  If students get to this point and 

accept their schedule, they are essentially saying that they am aware of what is being asked of then and they 
are prepared to do what they have to make it happen. 

 

A Training CYDI Instructor: The feedback of the teacher is tied into every other icon on the board.  This 

makes the profile of the teacher a more intentional training and hiring process.  In regards to the blended 

learning community, the instructors must put their own outcomes aside and focus solely on motivating 
students to think about their own learning processes.  The amount of feedback and monitoring then becomes 

the primary focus of instruction along the SCOPE game board. 

 

 

A Disorientated Student:  Due to the COD and other factors of this demographic, students fall through the 

cracks and are not always orientated properly.  When this happens, there are often students in the building 

who are present for the sake of being somewhere other than the streets.  Typically, such a student will accept 
any level, placement, and/or schedule.  Due to this fact, this student creates a path of his or her own 

throughout the blended learning program that may not necessarily be tied to academic or executive goals.  

This student may be urged out of the door in due time, but typically is the one that will stay around 
indefinitely.  The program design offers him or her two options: (a) Being caught up by a concerned 

instructor, (b)being caught up by a newly formulated blended learning cohort of students. Often this student 

spends significant time with the administrative team or disciplinary unit and is therefore distracting to the 
overall goals of the blended learning community.  Such students are still important members and typically 

take a year or more to get into a typical routine. 

 

 

Blended Learning Community Cohort: This is simply the formation of two or more students demanding 
something different in their schedules .  Due to some moderate success and leading to more concrete goal 

setting, this cohort will eventually petition a change of schedule that may be either: Purely based on desire but 

not entirely detrimental to their skill mastery, or Purely based on a need that may lead to dropping out if not 
taken care of. 

 

 

Administrator of CYDI: Typically alternative school principals do not focus on copious amounts of data 

unless mandated by a district.  The numbers are typically discouraging and do not tell the complete picture.  
The goal is for us to take honest looks at data no matter what the outcome, but to do it in a controlled setting, 

intentionally monitoring a path that yields two types of principals: Administrator as a manager of the blended 

learning community. Administrator as a conduit and facilitator of the blended learning community. 
 

 

Alternative School Space: The design of the program is separate from the function of the school (Figure 19).  

When the students petition the principal for blended learning modules designed for more than one student, 

then the school begins to be a city of refuge for students in similar situations. 
 

 

Post-Secondary Options: Defining post-secondary options  is the goal of the game board. A score of 24 

means that a student can take the ASVAB, COMPASS, or TABE to get into the military, community college, 
or trade school with no problem.  It is the screener before and after students enroll in the program. There is a 

desperate need to track how are students are doing in dual enrollment, trade school, community and four-year 

colleges, and the military.  This, of course, is challenging due to traveling and other constraints, but regardless 
is an integral part in measuring the overall success of skill-based instruction and mastery. 

Figure 9. Selected icons 
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Data Collection Methods – CBLC-FC 

Field Surveys 

Creating the CBLC-FC necessitated placing the three most important members of 

the fluid blended learning community in the center with the arrows indicating possible 

involvement or exiting routes for the student.  The game board represents the relationship 

between the student teacher and skill-based instruction monitored by the ITT.  Part of the 

filed work is to measure the rate at which students choose newly created blended learning 

modules and thus begin to change the school culture.  The CBLC-FCs measure the 

interaction between the student and the program.  Studying the paths chosen is critical in 

understanding not just whether the student exited quickly, but the route he or she took in 

order to do so.  Is the route immediately to the principal, the teacher, other students, or 

simply a relationship between staff and themselves? 

Open discourse gives rise to opportunities for students (a) to negotiate with the 

teacher about the nature of their learning activities, (b) to participate in the determination 

of assessment criteria and undertake self-assessment and peer-assessment, (c) to engage 

in collaborative and open-ended inquiry with fellow students, and (d) to participate in 

reconstructing the social norms of the classroom (Habermas, 1972; Williams, YEAR). 

The data analyzed further in this chapter as well as in Chapter 6 include those 

students who were allowed to leave after being placed by the universal screener and 

leveled.  This discourse of why these students left concerns precisely this path that many 

of the students chose immediately after being screened and told where they were on the 

levels, and what that meant for their progress.  Anticipating this drop, CYDI over-

enrolled during a boot camp to address these needs.  Not having this information prior to 
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the school knowing who would leave, a special attendance coordinator was hired to invite 

the students to a discourse on their choices.  This is different for students who were not 

permitted to leave due to very restrictive adjudication issues or those who were wards of 

the state and in a separate program.  This being said, those students still had a choice and 

fell on either side of the spectrum, yet they may have had intrinsic and extrinsic 

motivations that differed from the rest of the population. 

As CYDI embraced the challenge of meeting the students where they were and 

holding them accountable on where they needed to go, observing their progression into 

this other realm proved to be a tremendous paradigm shift, one that many knew needed to 

happen throughout Chicago, but were hesitant to embrace due to the fear of tracking the 

students and then having this information stack up against the demands of district 

mandates.  Mr. Aaron Royster, the principal at CYDI, chose to proceed as the 

psychosocial elements of the school climate dictated using the minimum dialogue with 

the shift of students entering the building.  One of the most pressing pieces of information 

was the type of students CYDI received from various schools.  Typically, CYDI enrolled 

students from the second lowest performing school in the state, but upon shifting cultural 

expectations within CYDI and as changer were made throughout the Chicago Public 

Schools District, students began enrolling from more competitive high schools.  Students 

were being dropped or leaving their neighborhood schools for many reasons and in large 

cohorts of their own were facing the prospect of trying to make CYDI work for them.  

This in turn shifted the demographics in terms of where students would level after they 

took the in-house universal screener and the charter-mandated TABE. 
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The constructivist flow chart then must be conducted along the lines of leveled 

students and the paths they took.  It is challenging to compare one year to the next due to 

the nature of students CYDI inherited.  At the same time, the school attracts certain types 

of learners once the culture has changed as indicated by the quarterly enrollments and 

where the students come from.  Still, as stated earlier, there is always a choice for the 

students, who often are on their 3rd to even their 6th different high school.  Therefore,  

their situations and groupings were analyzed according to a modified version of 

the CLES and the field monitoring based on the blended learning constructivist flow 

chart (CBLC-FC). The CBLC-FC (Figure 10) provides the evaluation process with 

minimum feasible choices to examine.  There could be a host of variables placed within 

this flow chart, but the design of the fluid blended learning community was to examine 

the most relevant information that everyone involved had a hand in controlling.  The ITT 

represented by the game board could be seen as the variable that may be more pivotal 

than any other variable depending upon the usage of it by instructors and administrators 

once the students received their placements.  Due to the uncontrollable constants of 

outside data and curriculum influencing the choices of the students, The ITT did not 

assess data collected about turned-in assignments or posted work as sufficient.  More 

importantly for this evaluation, the program is focused on the information that details the 

fostering of relationships between a student acquiring skills and moving across the game 

board. 

The CBLC-FC details the CLES placement on the field and thus allows the 

researcher and the student to evaluate its effectiveness together.  This is only completed 

after each level of student is observed.  Alongside this field study are the aforementioned 
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surveys and interview questions detailing how this process worked or what needs to 

happen in order to improve.  The placements of the CLES scales appear to be static, but 

in theory are not.  Personal relevance appears to be best placed at the beginning of the 

route as students decide whether or not the order of things in regards to skill based 

placement and learning is for them.  They may decide that if that they are on a 6th grade 

level at 19, it is not worth trying to work hard for two years and improving at twice the 

normal rate in order to graduate.  Therefore the CLES scales correlates with the survey in 

order to discover why that is.  The scales act as the points of contact between student and 

administrator at the most crucial point in collaboration along the most positive route.  

Student negotiation is the scale suited to foster the creation of the suggested blended 

learning option to promote a clear path to graduation. 
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Figure 10. CBLC-FC. 
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Validity of Causal Inferences 

In CBLC-FC (Figure 10) there are two models of paths against which each level 

was measured.  There is essentially a good path and a negative path: one that is full of 

monitoring and feedback and another that is not.  The two paths have variations in 

between them based on the case studies.  The goal is that with CBLC-FC 2 (Figure 11) 

there are multiple levels reaching the shared voice and student negotiation scales of the 

CLES.  The acceptance and monitoring of the skills throughout the year would not be 

possible without a tracking system, clearly articulated skills and goals, and 

student/teacher interaction.  Further, this process fosters the relationships leading to the 

shared voice and student negotiations, long enough to create programs leading to 

graduation.  Without the placement and the tracking, there is no personal relevance, 

uncertainty, critical voice, shared voice, or student negotiations. 

 The green lines in Figure 11 details the relationship between the different  

components of the newly constructed blended learning community members. The red  

lines in Figure 12 outline the flow back from the components that should be in place but  

are absent, resulting in the student returning to the issues outlined in the Cycle of  

Dependency.  The data collected at each of the significant stations results in students  

moving from asking questions about relevance to defining what success is based off of  

shared control.  Figure 13 takes us through the thought process of what a student will  

transition through as they move through the right components of the system, focusing on 

providing them the tools to be an independent learner and thus utilize blended options to  

meet their objectives.  
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Figure 11. CBLC-FC2: Productive constructivism. 



  72   

 

CHAPTER FOUR 

Findings and Interpretations 

Program Context  

The tracker’s primary goal was to organize students and their data within the 

blended learning environment around a newly augmented curriculum of rigor and student 

driven redesigned experience.  The data findings help us to better understand the growth 

in program identity as students willingly participated in using the Compass ACT as a 

measuring point for growth by giving them a starting point for where they were.   The 

goal of the tracker was to help teachers and students monitor their progression through 

the higher order thinking procedures as they struggled through their leveled course work.  

As stated in Chapter 3, it is important to keep in mind that as students and the researcher 

constructed new meanings for learning and mastery, previous based line data could not be 

compared to using the Compass ACT placement test.  Students took a version of the 

Compass ACT as a placement test and their coursework and projects constructed around 

the data.  

The data collected in reading, math, social studies, and logic were courses built 

into the tracker based off of their placement data.  As students matriculated through the 

newly constructed learning environment, their measured progress connected to how long 

they stayed in the program and how well they improved in these core disciplines.  The 

purpose of the study was to examine possible evidence of the positive academic effects of 

a blended learning environment centered on the development of metacognition among 

students. The data analyses carried out in this chapter were aligned with this larger 

purpose. One plausible measure of the efficacy of the blended learning environment 
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would be the observation of improvements in the academic performance of students. 

Such improvements were measurable in several ways. Tests of mathematics and reading 

were scored on a continuum of 0-100, making it possible to determine whether mean 

math / reading scores increased over the course of 3 sequentially administered tests. Core 

courses were assessed on a pass / fail basis; given that core courses were also structured 

in a sequential manner, it made sense to determine whether there was a significant 

improvement in pass rates over time.     

 Ultimately, causal conclusions cannot be reached from the analyses presented in 

this chapter, and even the internal validity of the findings is limited in ways noted in the 

chapter. As the research design was a one-sample cohort, with no control or comparison 

group of any kind, assessment of the impact of exposure to the blended learning 

environment was innately limited. In a one-sample cohort study, the only viable means of 

measuring the impact of the blended learning environment was to measure improvement 

from class to class, with the underlying assumption that cumulative exposure to blended 

learning would allow students to improve in measurable ways. However, because of the 

limitations of the study, it could not be ruled out that observed academic improvements 

(or the lack of such improvements) were due to factors not measured in the study. 

Additionally, without psychometric analysis of the measurement instruments 

(specifically, standardized test and core class grading), it was impossible to reach a priori 

conclusions about how well students ought to have done in a given assessment, given the 

difficulty of the assessment and the performance of peers. Discriminant analysis would 

have been useful to assess the psychometric properties of both the standardized tests and 

core course grading, but such an assessment went beyond the scope of the current study. 
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 One of the purposes of assessment is to generate critical insights into program 

effects and outcomes. Sometimes, these insights are generated after the process of data 

analysis, as the process of assessment discloses ways in which program design, data 

collection, and data analysis can be improved in subsequent attempts, as will be discussed 

in the conclusion of this chapter. The data analysis itself was guided by the following 

research questions: 

 RQ1: Was there a significant improvement in mathematics standardized test 

scores? 

 H10: There was not a significant improvement in mathematics standardized test 

scores. 

 H1A: There was a significant improvement in mathematics standardized test 

scores. 

 

RQ2: Was there a significant improvement in reading standardized test scores? 

 H20: There was not a significant improvement in reading standardized test scores. 

 H2A: There was a significant improvement in reading standardized test scores. 

 

RQ3: Was there a significant improvement in Humanities (ALOP) pass / fail 

rates? 

 H30: There was not a significant improvement in Humanities (ALOP) pass / fail 

rates. 

H3A:There was a significant improvement in Humanities (ALOP) pass / fail rates. 
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RQ4: Was there a significant improvement in Logic (ALOP) pass / fail rates? 

H40: There was not a significant improvement in Logic (ALOP) pass / fail rates. 

H4A: There was a significant improvement in Logic (ALOP) pass / fail rates. 

Improvements in Math 

 One of the hypotheses was that the blended learning environment would improve 

performance over time through the mechanism of improved metacognition. The 

mathematics scores of students provide one possible means of testing this hypothesis. 

The blended learning environment was one in which initial performance was 

accompanied by feedback that was designed to stimulate the metacognition of students—

specifically, by showing students how to think about problems, their own problem-

solving strategies, and the process of thinking itself. Based on a review of the literature 

on metacognition, a so-called smile curve in performance was expected. The performance 

curve was hypothesized to be one in which (a) performance declined from the first to the 

second assessment, reflecting the initial difficulty in understanding and implementing 

metacognitive learning; and (b) performed increased from both the first and second to the 

third assessments, reflecting the student’s successful internalization and application of 

metacognition to academic tasks in mathematics.  

Descriptive Statistics: Math Scores (Subsample) 

 There were three mathematics assessments: U-1, U-2, and U-3. However, not all 

students took all of these three assessments. Out of 364 students, only 78 took tests U-1, 

U-2, and U-3. The first set of mathematical performance analyses were conducted only 

on these students. Descriptive statistics indicated that the mean score of U-1 was 76.51 

(SD = 20.059), the mean score of U-2 was 75.6410 (SD = 16.61479), and the mean score 
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of U-3 was 81.3462 (SD = 16.77647). Frequency tables for the mathematics scores are 

presented in Tables 5, 6, and 7 below. These tables contain the frequency of each score 

observed in the dataset, along with a percentage and cumulative percentage associated 

with these scores.  
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Table 5 

Frequencies, U-1 Math Score (Subsample) 

Score Frequency Percent Valid 

Percent 

Cumulative 

Percent 

 

13 1 1.3 1.3 1.3 

33 2 2.6 2.6 3.8 

40 3 3.8 3.8 7.7 

42 1 1.3 1.3 9.0 

47 2 2.6 2.6 11.5 

50 3 3.8 3.8 15.4 

53 2 2.6 2.6 17.9 

58 1 1.3 1.3 19.2 

60 3 3.8 3.8 23.1 

67 7 9.0 9.0 32.1 

73 3 3.8 3.8 35.9 

75 6 7.7 7.7 43.6 

80 5 6.4 6.4 50.0 

83 7 9.0 9.0 59.0 

87 3 3.8 3.8 62.8 

91 1 1.3 1.3 64.1 

92 13 16.7 16.7 80.8 

93 4 5.1 5.1 85.9 

100 11 14.1 14.1 100.0 

Total 78 100.0 100.0  
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Table 6 

Frequencies, U-2 Math Score (Subsample) 

Score Frequency Percent Valid 

Percent 

Cumulative 

Percent 

 

30.00 4 5.1 5.1 5.1 

35.00 1 1.3 1.3 6.4 

50.00 3 3.8 3.8 10.3 

55.00 2 2.6 2.6 12.8 

57.00 2 2.6 2.6 15.4 

60.00 2 2.6 2.6 17.9 

62.00 1 1.3 1.3 19.2 

65.00 2 2.6 2.6 21.8 

67.00 1 1.3 1.3 23.1 

70.00 3 3.8 3.8 26.9 

73.00 3 3.8 3.8 30.8 

75.00 4 5.1 5.1 35.9 

77.00 2 2.6 2.6 38.5 

80.00 20 25.6 25.6 64.1 

83.00 2 2.6 2.6 66.7 

84.00 1 1.3 1.3 67.9 

85.00 7 9.0 9.0 76.9 

87.00 4 5.1 5.1 82.1 

90.00 7 9.0 9.0 91.0 

95.00 1 1.3 1.3 92.3 

97.00 3 3.8 3.8 96.2 

100.00 3 3.8 3.8 100.0 

Total 78 100.0 100.0  
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Table 7 

Frequencies, U-3 Math Score (Subsample) 

Score Frequency Percent Valid 

Percent 

Cumulative 

Percent 

 

31.00 1 1.3 1.3 1.3 

37.00 1 1.3 1.3 2.6 

39.00 1 1.3 1.3 3.8 

44.00 1 1.3 1.3 5.1 

54.00 2 2.6 2.6 7.7 

56.00 2 2.6 2.6 10.3 

58.00 2 2.6 2.6 12.8 

63.00 1 1.3 1.3 14.1 

64.00 1 1.3 1.3 15.4 

67.00 4 5.1 5.1 20.5 

68.00 1 1.3 1.3 21.8 

69.00 2 2.6 2.6 24.4 

75.00 10 12.8 12.8 37.2 

80.00 1 1.3 1.3 38.5 

81.00 2 2.6 2.6 41.0 

83.00 6 7.7 7.7 48.7 

84.00 1 1.3 1.3 50.0 

87.00 1 1.3 1.3 51.3 

88.00 10 12.8 12.8 64.1 

90.00 1 1.3 1.3 65.4 

92.00 7 9.0 9.0 74.4 

94.00 3 3.8 3.8 78.2 

100.00 17 21.8 21.8 100.0 

Total 78 100.0 100.0  

 

Inferential Statistics: Math Scores (Subsample) 

The inferential test conducted on the subsample data was an analysis of variance 

(ANOVA) with Tukey’s post hoc test. The ANOVA was designed to determine whether 

there was significant differences in mean score between the U-1, U-2, and U-3 

mathematics assessments encompassing the subsample. The ANOVA disclosed that there 

was not a significant effect of math class sequence on math score, F(2, 231) = 2.303, p = 
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0.102. The results of Tukey’s post hoc test are presented in Table 8 below. They indicate 

an absence of differences between the individual classes.  

Table 8 

Tukey’s Post Hoc Test Results, Math Scores (Subsample) 

(I) Math 

Class 

(J) Math 

Class 

Mean 

Difference (I-

J) 

Std. 

Error 

Sig. 95% Confidence Interval 

Lower 

Bound 

Upper 

Bound 

U-1 
U-2 .87179 2.86425 .950 -5.8847 7.6283 

U-3 -4.83333 2.86425 .212 -11.5899 1.9232 

U-2 
U-1 -.87179 2.86425 .950 -7.6283 5.8847 

U-3 -5.70513 2.86425 .116 -12.4617 1.0514 

U-3 
U-1 4.83333 2.86425 .212 -1.9232 11.5899 

U-2 5.70513 2.86425 .116 -1.0514 12.4617 

 

No math class was significantly different from any other math class in terms of score. 

The math classes could therefore be placed in a single homogenous subset: 

Table 9 

Homogenous Subsets, Math Scores (Subsample) 

Class N Subset for 

alpha = 0.05 

1 

U-1 78 75.6410 

U-2 78 76.5128 

U-3 78 81.3462 

Sig.  .116 

Means for groups in 

homogeneous subsets are 

displayed. 

a. Uses Harmonic Mean Sample 

Size = 78.000. 

 

Note that 0 was in the 95% confidence interval for each of the class differentials.  One 

possibility was that the results might have been skewed by outliers. However, the 

generation of a boxplot disclosed that, of the 78 students who took each of the three math 
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tests, there were only 9 outliers. Because of the observed standard deviation and other 

measures of central tendency, it was deemed unlikely that any of these outliers exerted a 

substantial impact on the ANOVA results. Therefore, the initial ANOVA results were 

retained. However, an additional ANOVA was applied to all the students, not merely 

those students who had taken each of the mathematics assessments.    

Descriptive Statistics: Math Scores (Entire Sample) 

 Descriptive statistics were also collected on the entire sample. The second set of 

mathematical performance analyses were conducted on all students, not just the ones who 

had taken evaluations 1, 2, and 3. Descriptive statistics indicated that, for the entire 

sample, the mean score of U-1 was 71.558 (SD = 22.552), the mean score of U-2 was 

71.565 (SD = 18.309), and the mean score of U-3 was 73.057 (SD = 23.662). Frequency 

tables for the mathematics scores of the entire sample are presented in Tables 10, 11, and 

12 below.  
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Table 10 

Frequencies, U-1 Math Score (Entire Sample) 

Score Frequency Percent Valid 

Percent 

Cumulative 

Percent 

 

13 1 .1 .7 .7 

17 1 .1 .7 1.4 

20 1 .1 .7 2.2 

27 3 .3 2.2 4.3 

33 7 .6 5.1 9.4 

40 6 .5 4.3 13.8 

42 2 .2 1.4 15.2 

43 1 .1 .7 15.9 

47 3 .3 2.2 18.1 

50 6 .5 4.3 22.5 

53 6 .5 4.3 26.8 

58 3 .3 2.2 29.0 

60 6 .5 4.3 33.3 

67 11 1.0 8.0 41.3 

73 6 .5 4.3 45.7 

75 6 .5 4.3 50.0 

80 7 .6 5.1 55.1 

83 16 1.5 11.6 66.7 

87 5 .5 3.6 70.3 

91 1 .1 .7 71.0 

92 18 1.6 13.0 84.1 

93 6 .5 4.3 88.4 

100 16 1.5 11.6 100.0 

Total 138 12.6 100.0  

Missing System 954 87.4   

Total 1092 100.0   
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Table 11 

Frequencies, U-2 Math Score (Entire Sample) 

Score Frequency Percent Valid % Cumulative % 

 

0 1 .1 .6 .6 

27 2 .2 1.1 1.7 

30 7 .6 4.0 5.6 

35 2 .2 1.1 6.8 

37 1 .1 .6 7.3 

40 1 .1 .6 7.9 

43 2 .2 1.1 9.0 

45 2 .2 1.1 10.2 

46 1 .1 .6 10.7 

47 1 .1 .6 11.3 

50 6 .5 3.4 14.7 

51 1 .1 .6 15.3 

54 1 .1 .6 15.8 

55 4 .4 2.3 18.1 

57 7 .6 4.0 22.0 

60 6 .5 3.4 25.4 

62 1 .1 .6 26.0 

63 6 .5 3.4 29.4 

65 2 .2 1.1 30.5 

67 4 .4 2.3 32.8 

69 1 .1 .6 33.3 

70 8 .7 4.5 37.9 

71 3 .3 1.7 39.5 

73 6 .5 3.4 42.9 

74 3 .3 1.7 44.6 

75 7 .6 4.0 48.6 

77 13 1.2 7.3 55.9 

80 30 2.7 16.9 72.9 

83 4 .4 2.3 75.1 

84 1 .1 .6 75.7 

85 9 .8 5.1 80.8 

87 5 .5 2.8 83.6 

89 1 .1 .6 84.2 

90 13 1.2 7.3 91.5 

93 2 .2 1.1 92.7 

95 3 .3 1.7 94.4 

97 3 .3 1.7 96.0 

100 7 .6 4.0 100.0 

Total 177 16.2 100.0  

Missing System 915 83.8   

Total 1092 100.0   
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Table 12 

Frequencies, U-3 Math Score (Entire Sample) 

Score Frequency Percent Valid % Cumulative % 

 

0 2 .2 1.6 1.6 

14 2 .2 1.6 3.3 

21 1 .1 .8 4.1 

25 1 .1 .8 4.9 

31 1 .1 .8 5.7 

32 1 .1 .8 6.6 

33 2 .2 1.6 8.2 

36 1 .1 .8 9.0 

37 1 .1 .8 9.8 

39 2 .2 1.6 11.5 

43 1 .1 .8 12.3 

44 1 .1 .8 13.1 

46 3 .3 2.5 15.6 

50 2 .2 1.6 17.2 

54 4 .4 3.3 20.5 

56 2 .2 1.6 22.1 

57 2 .2 1.6 23.8 

58 4 .4 3.3 27.0 

61 3 .3 2.5 29.5 

63 1 .1 .8 30.3 

64 2 .2 1.6 32.0 

67 4 .4 3.3 35.2 

68 1 .1 .8 36.1 

69 2 .2 1.6 37.7 

71 2 .2 1.6 39.3 

75 12 1.1 9.8 49.2 

80 2 .2 1.6 50.8 

81 2 .2 1.6 52.5 

82 1 .1 .8 53.3 

83 9 .8 7.4 60.7 

84 1 .1 .8 61.5 

86 1 .1 .8 62.3 

87 1 .1 .8 63.1 

88 11 1.0 9.0 72.1 

89 2 .2 1.6 73.8 

90 1 .1 .8 74.6 

92 7 .6 5.7 80.3 

94 3 .3 2.5 82.8 

100 21 1.9 17.2 100.0 

Total 122 11.2 100.0  

Missing System 970 88.8   

Total 1092 100.0   
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Inferential Statistics: Math Scores (Entire Sample) 

The inferential test conducted on the complete dataset was an ANOVA with 

Tukey’s post hoc test. The ANOVA was designed to determine whether there was 

significant differences in mean score between the U-1, U-2, and U-3 mathematics 

assessments encompassing the entire sample. The ANOVA disclosed that there was not a 

significant effect of math class sequence on math score, F(2, 434) = 0.217, p = 0.805. 

The results of Tukey’s post hoc test are presented in Table 13 below. They indicate an 

absence of differences between the individual classes.  

Table 13 

Tukey’s Post Hoc Test Results, Math Scores (Entire Sample) 

(I) Class (J) Class Mean 

Difference (I-

J) 

Std. 

Error 

Sig. 95% Confidence Interval 

Lower 

Bound 

Upper 

Bound 

U-1 
U-2 -.00700 2.41596 1.000 -5.6888 5.6748 

U-3 -1.49941 2.64380 .838 -7.7170 4.7182 

U-2 
U-1 .00700 2.41596 1.000 -5.6748 5.6888 

U-3 -1.49241 2.50340 .822 -7.3799 4.3950 

U-3 
U-1 1.49941 2.64380 .838 -4.7182 7.7170 

U-2 1.49241 2.50340 .822 -4.3950 7.3799 

 

No math class was significantly different from any other math class in terms of score. 

The math classes could therefore be placed in a single homogenous subset: 
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Table 14 

Homogenous Subsets, Math Scores (Entire Sample) 

Class N Subset for 

alpha = 0.05 

1 

U-1 138 71.5580 

U-2 177 71.5650 

U-3 122 73.0574 

Sig.  .823 

Means for groups in 

homogeneous subsets are 

displayed. 

a. Uses Harmonic Mean Sample 

Size = 142.229. 

b. The group sizes are unequal. 

The harmonic mean of the 

group sizes is used. Type I error 

levels are not guaranteed. 

 

Note that 0 was in the 95% confidence interval for each of the class differentials.  One 

possibility was that the results might have been skewed by outliers. However, the 

generation of a boxplot disclosed that, of the 437 students who took math tests 1, 2, or 3, 

there were only  9 outliers; therefore, it was deemed unlikely that any of these outliers 

exerted a substantial impact on the ANOVA results.  

Improvements in Reading 

 As mentioned in the analysis of mathematics scores presented above, one of the 

hypotheses was that the blended learning environment would improve performance over 

time through the mechanism of improved metacognition. The reading scores of students 

provide another means of testing this hypothesis. As with the analysis of mathematics 

scores, a smile curve in performance was expected; this performance curve was 

hypothesized to be one in which (a) performance declined from the first to the second 
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assessment, reflecting the initial difficulty in understanding and implementing 

metacognitive learning; and (b) performed increased from both the first and second to the 

third assessments, reflecting the student’s successful internalization and application of 

metacognition to academic tasks in reading.  

Descriptive Statistics: Reading Scores (Subsample) 

There were three reading assessments: U-1, U-2, and U-3. However, not all 

students took all of these three assessments. Out of 364 students, only 71 took tests U-1, 

U-2, and U-3. Descriptive statistics indicated that the mean score of U-1 was 77.25 (SD = 

13.277), the mean score of U-2 was 76.31 (SD = 11.767), and the mean score of U-3 was 

67.75 (SD = 15.579). Frequency tables for the reading scores are presented in Tables 15, 

16, and 17 below.  
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Table 15 

Frequencies, U-1 Reading Score (Subsample) 

Score Frequency Percent Valid 

Percent 

Cumulative 

Percent 

 

30 1 1.4 1.4 1.4 

40 1 1.4 1.4 2.8 

55 4 5.6 5.6 8.5 

60 3 4.2 4.2 12.7 

65 6 8.5 8.5 21.1 

70 7 9.9 9.9 31.0 

75 11 15.5 15.5 46.5 

80 7 9.9 9.9 56.3 

85 13 18.3 18.3 74.6 

90 13 18.3 18.3 93.0 

95 5 7.0 7.0 100.0 

Total 71 100.0 100.0  
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Table 16 

Frequencies, U-2 Reading Score (Subsample) 

Score  Frequency Percent Valid 

Percent 

Cumulative 

Percent 

 

40 1 1.4 1.4 1.4 

53 1 1.4 1.4 2.8 

58 3 4.2 4.2 7.0 

62 2 2.8 2.8 9.9 

63 6 8.5 8.5 18.3 

65 3 4.2 4.2 22.5 

67 5 7.0 7.0 29.6 

68 3 4.2 4.2 33.8 

72 1 1.4 1.4 35.2 

74 5 7.0 7.0 42.3 

75 3 4.2 4.2 46.5 

77 1 1.4 1.4 47.9 

78 1 1.4 1.4 49.3 

80 7 9.9 9.9 59.2 

82 7 9.9 9.9 69.0 

84 5 7.0 7.0 76.1 

85 2 2.8 2.8 78.9 

87 3 4.2 4.2 83.1 

90 5 7.0 7.0 90.1 

91 1 1.4 1.4 91.5 

92 2 2.8 2.8 94.4 

94 1 1.4 1.4 95.8 

95 1 1.4 1.4 97.2 

97 2 2.8 2.8 100.0 

Total 71 100.0 100.0  
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Table 17 

Frequencies, U-3 Reading Score (Subsample) 

Score Frequency Percent Valid 

Percent 

Cumulative 

Percent 

 

30 1 1.4 1.4 1.4 

35 2 2.8 2.8 4.2 

40 2 2.8 2.8 7.0 

45 2 2.8 2.8 9.9 

50 4 5.6 5.6 15.5 

55 6 8.5 8.5 23.9 

60 6 8.5 8.5 32.4 

65 14 19.7 19.7 52.1 

70 7 9.9 9.9 62.0 

75 8 11.3 11.3 73.2 

80 4 5.6 5.6 78.9 

85 10 14.1 14.1 93.0 

90 2 2.8 2.8 95.8 

100 3 4.2 4.2 100.0 

Total 71 100.0 100.0  

 

Inferential Statistics: Reading Scores (Subsample) 

The inferential test conducted on these data was an ANOVA with Tukey’s post 

hoc test. The ANOVA was designed to determine whether there was significant 

differences in mean score between the U-1, U-2, and U-3 readings assessments. The 

ANOVA disclosed that there was a significant effect of reading class sequence on 

reading score, F(2, 210) = 10.482, p < 0.001. The results of Tukey’s post hoc test are 

presented in Table 18 below. They indicate the presence of differences between the 

individual classes.  
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Table 18 

Tukey’s Post Hoc Test Results, Reading Scores (Subsample) 

(I) 

Reading 

Class 

(J) Reading 

Class 

Mean 

Difference (I-

J) 

Std. Error Sig. 95% Confidence 

Interval 

Lower 

Bound 

Upper 

Bound 

U-1 
U-2 .944 2.288 .911 -4.46 6.34 

U-3 9.507* 2.288 .000 4.11 14.91 

U-2 
U-1 -.944 2.288 .911 -6.34 4.46 

U-3 8.563* 2.288 .001 3.16 13.96 

U-3 
U-1 -9.507* 2.288 .000 -14.91 -4.11 

U-2 -8.563* 2.288 .001 -13.96 -3.16 

 

Note that reading class U-3 was significantly difference from each of the other two 

reading classes. Specifically, reading class U-3 had the lowest score and appeared in a 

homogenous subset of its own: 

Table 19 

Homogenous Subsets, Reading Scores (Subsample) 

Reading Class N Subset for alpha = 

0.05 

1 2 

U-3 71 67.75  

U-2 71  76.31 

U-1 71  77.25 

Sig.  1.000 .911 

Means for groups in homogeneous subsets are 

displayed. 

a. Uses Harmonic Mean Sample Size = 71.000. 

 

One possibility was that the results might have been skewed by outliers. However, the 

generation of a boxplot disclosed that, of the 78 students who took each of the three 



  92   

 

reading tests, there were only 3 outliers. Because of the observed standard deviation and 

other measures of central tendency, it was deemed unlikely that any of these outliers 

exerted a substantial impact on the ANOVA results. Therefore, the initial ANOVA 

results were retained. However, an additional ANOVA was applied to all the students, 

not merely those students who had taken each of the reading assessments.    

Descriptive Statistics: Reading Scores (Entire Sample) 

 Descriptive statistics were also collected on the entire sample. The second set of 

reading performance analyses were conducted on all students, not just the ones who had 

taken evaluations 1, 2, and 3. Descriptive statistics indicated that, for the entire sample, 

the mean score of U-1 was 73.799 (SD = 15.190), the mean score of U-2 was 73.503 (SD 

= 13.801), and the mean score of U-3 was 66.192 (SD = 17.243). Frequency tables for the 

reading scores of the entire sample are presented in Tables 20, 21, and 22 below.  
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Table 20 

Frequencies, U-1 Reading Score (Entire Sample) 

Score Frequency Percent Valid 

Percent 

Cumulative 

Percent 

 

9 1 .1 .7 .7 

30 1 .1 .7 1.5 

35 1 .1 .7 2.2 

40 1 .1 .7 3.0 

45 5 .5 3.7 6.7 

50 3 .3 2.2 9.0 

55 6 .5 4.5 13.4 

60 10 .9 7.5 20.9 

65 12 1.1 9.0 29.9 

70 12 1.1 9.0 38.8 

75 18 1.6 13.4 52.2 

80 19 1.7 14.2 66.4 

85 20 1.8 14.9 81.3 

90 19 1.7 14.2 95.5 

95 6 .5 4.5 100.0 

Total 134 12.3 100.0  

Missing System 958 87.7   

Total 1092 100.0   
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Table 21 

Frequencies, U-2 Reading Score (Entire Sample) 

Score Frequency Percent Valid Percent Cumulative 

Percent 

 

11 1 .1 .6 .6 

15 1 .1 .6 1.2 

26 1 .1 .6 1.8 

40 1 .1 .6 2.4 

47 1 .1 .6 3.0 

50 1 .1 .6 3.6 

52 2 .2 1.2 4.8 

53 2 .2 1.2 6.0 

55 2 .2 1.2 7.2 

56 2 .2 1.2 8.4 

58 7 .6 4.2 12.6 

60 2 .2 1.2 13.8 

62 3 .3 1.8 15.6 

63 11 1.0 6.6 22.2 

65 4 .4 2.4 24.6 

67 12 1.1 7.2 31.7 

68 8 .7 4.8 36.5 

69 1 .1 .6 37.1 

70 6 .5 3.6 40.7 

72 3 .3 1.8 42.5 

73 3 .3 1.8 44.3 

74 7 .6 4.2 48.5 

75 6 .5 3.6 52.1 

77 7 .6 4.2 56.3 

78 3 .3 1.8 58.1 

80 16 1.5 9.6 67.7 

82 12 1.1 7.2 74.9 

83 3 .3 1.8 76.6 

84 9 .8 5.4 82.0 

85 2 .2 1.2 83.2 

87 10 .9 6.0 89.2 

89 2 .2 1.2 90.4 

90 6 .5 3.6 94.0 

91 1 .1 .6 94.6 

92 2 .2 1.2 95.8 

94 1 .1 .6 96.4 

95 1 .1 .6 97.0 

97 5 .5 3.0 100.0 

Total 167 15.3 100.0  

Missing System 925 84.7   

Total 1092 100.0   
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Table 22 

Frequencies, U-3 Reading Score (Entire Sample) 

Score Frequency Percent Valid 

Percent 

Cumulative 

Percent 

 

10 1 .1 .8 .8 

20 1 .1 .8 1.7 

25 3 .3 2.5 4.2 

30 1 .1 .8 5.0 

35 2 .2 1.7 6.7 

40 3 .3 2.5 9.2 

45 4 .4 3.3 12.5 

50 6 .5 5.0 17.5 

55 10 .9 8.3 25.8 

60 10 .9 8.3 34.2 

61 1 .1 .8 35.0 

65 18 1.6 15.0 50.0 

66 1 .1 .8 50.8 

70 14 1.3 11.7 62.5 

71 1 .1 .8 63.3 

75 13 1.2 10.8 74.2 

80 10 .9 8.3 82.5 

85 14 1.3 11.7 94.2 

90 2 .2 1.7 95.8 

95 1 .1 .8 96.7 

100 4 .4 3.3 100.0 

Total 120 11.0 100.0  

Missing System 972 89.0   

Total 1092 100.0   

 

Inferential Statistics: Reading Scores (Entire Sample) 

The inferential test conducted on the complete dataset was an ANOVA with 

Tukey’s post hoc test. The ANOVA was designed to determine whether there was 

significant differences in mean score between the U-1, U-2, and U-3 reading assessments 

encompassing the entire sample. The ANOVA disclosed that there was a significant 

effect of reading class sequence on reading score, F(2, 418) = 10.182, p < 0.001. The 
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results of Tukey’s post hoc test are presented in Table 23 below. They indicate the 

presence of differences between the individual classes.  

Table 23 

Tukey’s Post Hoc Test Results, Reading Scores (Entire Sample) 

(I) Class (J) Class Mean 

Difference (I-

J) 

Std. 

Error 

Sig. 95% Confidence Interval 

Lower 

Bound 

Upper 

Bound 

U-1 
U-2 .29551 1.77302 .985 -3.8748 4.4658 

U-3 7.60684* 1.92139 .000 3.0876 12.1261 

U-2 
U-1 -.29551 1.77302 .985 -4.4658 3.8748 

U-3 7.31133* 1.82950 .000 3.0082 11.6145 

U-3 
U-1 -7.60684* 1.92139 .000 -12.1261 -3.0876 

U-2 -7.31133* 1.82950 .000 -11.6145 -3.0082 

 

Note that reading class U-3 was significantly difference from each of the other two 

reading classes. Specifically, reading class U-3 had the lowest score and appeared in a 

homogenous subset of its own: 

Table 24 

Homogenous Subsets, Reading Scores (Entire Sample) 

Class N Subset for alpha = 0.05 

1 2 

U-3 120 66.1917  

U-1 167  73.5030 

U-2 134  73.7985 

Sig.  1.000 .986 

Means for groups in homogeneous subsets are 

displayed. 

a. Uses Harmonic Mean Sample Size = 137.715. 

b. The group sizes are unequal. The harmonic mean 

of the group sizes is used. Type I error levels are not 

guaranteed. 
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Discussion of Math and Reading Analysis 

 The expectation was that the blended environment would, because of its 

promotion of metacognition, facilitate a sequential improvement in the mathematics and 

reading performance of students. However, the analysis of math and reading scores 

indicated that there was no significant performance improvement. This result should not 

be taken to mean that the blended environment was not academically effective. As 

mentioned in the beginning of the chapter, the literature indicates that the development of 

metacognition takes time. While metacognition is being improved, student performance 

on certain kinds of assessments might suffer, as the attempt to apply metacognition to 

cognition could create cognitive load and other kinds of strain that reduce performance. It 

is also possible that the math and reading assessments at the school were not 

psychometrically sound; if, for example, the difficulty level of the U-3 assessments was 

substantially beyond what U-1 and U-2 had prepared students for, the lack of observed 

performance improvement from U-1 and U2 to U-3 would not necessarily indicate a 

failure in the academic efficacy of the blended learning environment. The use of 

psychometric statistical measures such as discriminant analysis would be necessary 

before reaching firmer conclusions about the relationship between test scores and the 

efficacy of the blended learning environment. Given the longer time needed to develop 

metacognitive skill, it is also possible that not enough time elapsed between the 

assessments for the students to have integrated and applied metacognitive skills in a 

measure resulting in observable academic improvement.  
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Improvements in Core Courses 

 Sequential improvements in math and reading evaluations were not observed. The 

next stage in analysis was to determine whether there were significant improvements in 

pass / fail rates in core classes. ANOVA, independent-samples t tests, and Chi-square 

analysis were all utilized to analyze these improvements. For ANOVA and t test 

purposes, a pass / fail grading system was used, which was represented statistically by the 

use of 0 for fail and 1 for pass.  

 With this coding system in mind, the mean pass rate for Humanities 1 was 0.78 

(SD = 0.417), the mean pass rate for Humanities 2 was 0.89 (SD = 0.315), and the mean 

pass rate for Humanities 3 was 0.86 (SD = 0.351). An ANOVA disclosed that there was 

not a significant effect of humanities class sequence on pass / fail rates, F(2, 109) = 

0.940, p = 0.394. A Tukey’s post hoc test was also conducted: 

Table 25 

Tukey’s Post Hoc Test, Humanities Pass / Fail Rates 

(I) 

Humanities 

Class 

(J) Humanities 

Class 

Mean 

Difference 

(I-J) 

Std. Error Sig. 95% Confidence 

Interval 

Lower 

Bound 

Upper 

Bound 

Humanities 

1 

Humanities 2 -.108 .080 .371 -.30 .08 

Humanities 3 -.078 .089 .657 -.29 .13 

Humanities 

2 

Humanities 1 .108 .080 .371 -.08 .30 

Humanities 3 .029 .086 .938 -.17 .23 

Humanities 

3 

Humanities 1 .078 .089 .657 -.13 .29 

Humanities 2 -.029 .086 .938 -.23 .17 

 

Note that 0 was in the 95% confidence interval for all of the class differences. Hence, it 

could not be concluded that pass / fail rates for any given humanities classes was 
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significantly different from any other given humanities class. The humanities classes fit a 

single homogenous subset. 

Table 26 

Homogenous Subsets, Humanities Pass / Fail Rates 

Humanities 

Class 

N Subset for 

alpha = 0.05 

1 

Humanities 1 37 .78 

Humanities 3 29 .86 

Humanities 2 46 .89 

Sig.  .418 

Means for groups in homogeneous subsets 

are displayed. 

a. Uses Harmonic Mean Sample Size = 

36.037. 

b. The group sizes are unequal. The 

harmonic mean of the group sizes is used. 

Type I error levels are not guaranteed. 

 

  Chi-square analysis was utilized to triangulate the results obtained from the 

ANOVA approach. In Chi-square analysis, the two conditions were pass and fail, and 

there were three groups—Humanities 1, Humanities 2, and Humanities 3. In order to 

ensure comparability between groups, percentages rather than raw numbers were used. 

The results indicated that the pass / fail percentages were independent of the classes, χ2 = 

4.894, p = 0.08. The Chi-square analysis thus triangulated the findings from the ANOVA, 

which were that the pass / fail rates were not significantly different in any of the three 

humanities classes.    

The mean pass rate for Logic 1 was 0.76 (SD = 0.434), the mean pass rate for 

Logic 2 was 0.85 (SD = 0.362), and the mean pass rate for Logic 3 was 0.81 (SD = 

0.397). An ANOVA disclosed that there was not a significant effect of logic class 
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sequence on pass / fail rates, F(2, 110) = 0.528, p = 0.591. A Tukey’s post hoc test was 

also conducted: 

Table 27 

Tukey’s Post Hoc Test, Logic Pass / Fail Rates 

(I) Logic 

Class 

(J) Logic 

Class 

Mean 

Difference (I-

J) 

Std. 

Error 

Sig. 95% Confidence Interval 

Lower 

Bound 

Upper 

Bound 

Logic 1 
Logic 2 -.097 .097 .582 -.33 .13 

Logic 3 -.056 .088 .804 -.27 .15 

Logic 2 
Logic 1 .097 .097 .582 -.13 .33 

Logic 3 .041 .103 .916 -.20 .29 

Logic 3 
Logic 1 .056 .088 .804 -.15 .27 

Logic 2 -.041 .103 .916 -.29 .20 

 

Note that 0 was in the 95% confidence interval for all of the class differences. Hence, it 

could not be concluded that pass / fail rates for any given logic class was significantly 

different from any other given logic class. The logic classes fit a single homogenous 

subset. 

Table 28 

Homogenous Subsets, Logic Pass / Fail Rates 

Logic Class N Subset for 

alpha = 0.05 

1 

Logic 1 49 .76 

Logic 3 37 .81 

Logic 2 27 .85 

Sig.  .576 

Means for groups in homogeneous 

subsets are displayed. 

a. Uses Harmonic Mean Sample Size 

= 35.515. 

b. The group sizes are unequal. The 

harmonic mean of the group sizes is 

used. Type I error levels are not 

guaranteed. 
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  Chi-square analysis was utilized to triangulate the results obtained from the 

ANOVA approach. In Chi-square analysis, the two conditions were pass and fail, and 

there were three groups—Logic 1, Logic 2, and Logic 3. In order to ensure comparability 

between groups, percentages rather than raw numbers were used. The results indicated 

that the pass / fail percentages were independent of the classes, χ2 = 0.260, p = 0.610. The 

Chi-square analysis thus triangulated the findings from the ANOVA, which were that the 

pass / fail rates were not significantly different in any of the three logic classes.    

Summary of Findings 

 The first research question was as follows: Was there a significant improvement 

in mathematics standardized test scores? The null hypothesis was that there was not a 

significant improvement in mathematics standardized test scores. The null hypothesis 

could not be rejected, because of two ANOVAs. The first  ANOVA disclosed that there 

was not a significant effect of math class sequence on math score for the subsample of 

students who had taken all 3 math tests, F(2, 231) = 2.303, p = 0.102. The second 

ANOVA disclosed that there was not a significant effect of math class sequence on math 

score for the entire sample, F(2, 434) = 0.217, p = 0.805.  

 The second research question was as follows:  Was there a significant 

improvement in reading standardized test scores? The null hypothesis was that here was 

not a significant improvement in reading standardized test scores. The null hypothesis 

was rejected, because of two ANOVAs. The first  ANOVA disclosed that there was a 

significant effect of reading class sequence on reading score for the subsample of 

students who had taken all 3 reading tests, F(2, 210) = 10.482, p < 0.001. The second 

ANOVA disclosed that there was a significant effect of reading class sequence on 
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reading score for the entire sample, F(2, 418) = 10.182, p < 0.001. Reading scores in U-3, 

the last class, were significantly lower for both the subsample and the entire dataset.  

 The third research question was as follows:  Was there a significant improvement 

in Humanities (ALOP) pass / fail rates? The null hypothesis was that there was not a 

significant improvement in Humanities (ALOP) pass / fail rates. The null hypothesis 

could not be rejected because ANOVA results indicated that there was not a significant 

effect of humanities class sequence on pass / fail rates, F(2, 109) = 0.940, p = 0.394. 

Furthermore, Chi-square analysis disclosed that the pass / fail percentages were 

independent of the humanities classes, χ2 = 4.894, p = 0.08.  

The fourth research question was as follows: Was there a significant improvement 

in Logic (ALOP) pass / fail rates? The null hypothesis was that there was not a significant 

improvement in Logic (ALOP) pass / fail rates. The null hypothesis could not be rejected 

because ANOVA results indicated that there was not a significant effect of logic class 

sequence on pass / fail rates, F(2, 110) = 0.528, p = 0.591. Furthermore, Chi-square 

analysis disclosed that the pass / fail percentages were independent of the logic classes, χ2 

= 0.260, p = 0.610. 

 Cumulatively, the findings suggest that the blended environment did not appear to 

be associated with significant improvement in either the standardized test or the core 

course performance, which in turn suggests that the blended environment’s emphasis on 

metacognition did not translate into improved academic performance. However, this 

conclusion is subject to several caveats, among which is that metacognition was not 

measured as a covariate in the study.  Another caveat is that, because this study was a 

one-sample cohort study, there was no means of determining whether exposure to the 
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blended environment had any impact in comparison to alternatives. Without 

psychometric testing of the assessment items, it would also be premature to conclude 

that, for reading in particular, the decline in performance represented a genuine academic 

failure. For example, if the third reading test were substantially harder than the first two, 

then a lower score on the third reading test need not indicate an actual decline in 

performance. For such a conclusion to be drawn, the three evaluations would have had to 

be equidistant from each other in terms of difficulty, an assumption that was not 

measured as part of the current study. Nonetheless, subject to the considerable limitations 

of the study, it does not appear that the blended learning program had the intended effect 

of scaffolding individual students’ abilities through the development of metacognition. 

Such scaffolding would presumably have demonstrated itself in the year-or-year 

improvement of performance outcomes, which was not discerned in the statistical tests 

performed in this chapter. A further discussion of these findings and their implication for 

the program follows in Chapter 5.    

Other Findings 

Originally, the design focused on a dozen students from across cognitive levels.  

But as the study produced more blended learning community outcomes, the ability to 

monitor the entire school population proved essential.  Through the reconstructed CLES, 

this section of the dissertation determines the path of each of the levels or groupings from 

CYDI.  Both the survey and the field study determined what percentage of the groups 

made it far enough to create their own blended learning community, encouraged others to 

be a part of it, and believed it would lead to gaining skills and eventually graduation.  A 
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unique CBLC-FC is the representation the statistically chosen path of each grouping or 

level with the median being at 70% or higher. 

Once the students are placed within the game board, their concept of school 

immediately shifts.  Instead of grade levels and credits, as the students were accustomed 

to, their game board became a label, as well as a means to meeting their goals.  

Unequivocally, as the surveys demonstrate, 100% of the students had constructive 

questions and criticisms about the system.  Depending upon the placement of returning 

students, the question arose about time until graduation and how to get from game piece 

#9 to #24 in one year. What a student is asking is that as they tested into a lower number 

based off of where they were, yet they were on the verge of aging out, when and how do 

they access information to get from where they are to where they need to be?  For new 

students, with very little to no prior contact with current staff, an immediate judgment 

was made about the validity of such systems, as could be noted by the number of 

guardians, mentors, and parents clarifying the position of the student in question. 

Instantaneously, whether observed or not, the constructivist learning environment 

was created.  As students were leveled, the data collection now became about how they 

viewed not just their placement on the game board, but also what learning looked like in 

the classroom.  How did skill-based instruction differ from a previous learning 

environment?  How quickly could students move up the game board?  Mr. Aaron 

Royster, the principal at CYDI, noticed an immediate change in the culture of how 

students perceived learning.  The next immediate concern was how every management 

system and teacher, as data-gathering forces, could keep up with the varying demands of 

each of the students.  For the students, the following model not only became the 
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representation for their voice, but also the path through which the research showed what 

worked, what needed improvement, and what simply needed to be done away with. 

Data Levels 

Dropout rates for the 2011-12 school year as tracked by the CYDI levels were as 

follows (Table 29): 

Table 29 

Dropout Rates for 2011-12 

Level # % 

 

3.4 51 35% 

3.3 43 30% 

3.2 26 18% 

3.1 11 8% 

2.1 2 1% 

2 12 8% 

TOTAL 145 100% 

 

This distinction is critical for understanding the importance of this study for multiple 

reasons.  Leveling the students as discussed in Chapters 1 and 2 demonstrates a change to 

understanding the demographics in a different light.  The dropout recidivism rate prior to 

2011-2012 was simply recorded at 56%, with no understanding of who exited at what 

time.  Furthermore, when more rigorous standards were introduced to the students, 45% 

of the student body immediately exited the school.  Not knowing credit, level, or other 
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expectations, the students’ exits once introduced to skill-based rhetoric left no avenue to 

analyze why students left. 

Another important distinction of leveling is not just why they left, buy who left 

when.  Understanding the reasons why a high-level student close to graduating drops out 

points us back to the COD.  Conferencing with students as their attendance begins to drop 

or they suddenly disappear gives us a reference point unlike prior data.  Because part of 

the program drills down the different facets of the constructivist blended learning 

community, there is an understanding that the school may not be able to fix everything in 

a student’s life, but there are points of access and communication to be able to identify 

early why certain students may be avoiding school. 

This distinction is critical to the evaluation of the program because it allows a 

conduit between where a student is and students creating their own blended learning 

schedules.  Before, the data from the dropout recidivism charts provided ambiguous 

points of discourse as to how to help a student and how the student could approach the 

staff.  Nevertheless, these data alone do not provide the information to dissect when our 

students exited or remained based on the CBLC-FC.  To evaluate the program study, it is 

important to note how many students who are at a level close to graduation actually 

remained long enough to achieve their objectives. 

Figures 27 and 28 represent the number of students and their attendance through 

the program.  The data track the number of days the students remained in the program 

until they exited.  Figure 27 represents the students who dropped out before they made it 

to the last two CLES domains: shared control and student negotiation.  Figure 28 tracks 
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the reasons why the students left.  The number of students listed is based on random level 

sampling and the number of days spent within the program. 

 

Figure 14. Student attendance records. 

 

 

Figure 15. Reasons for students leaving. 
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As the data show for the first three CLES exit points, students chose to exit the 

program in six strands couched in three different time areas (see also Table 30): 

1. Personal Relevance – within a skill-based unit (3 weeks). 

2. Uncertainty – after experiencing a skill-based unit. 

3. Critical Voice – after experiencing multiple skill-based units. 

Table 30 

Exit Points for Students 

    
Students in Each Category 

 CLS Exit 

Points 

   

Personal 

Relevance Uncertainty 

Critical 

Voice TOTAL 

    
1-5 6-15 16-30 31-45 46-60 61+ 

Personal 

Relevance 62 39% 

Personal 

Relevance 18 44         

159 Uncertainty 61 38% Uncertainty 

 
38 23 

  Critical 

Voice 36 23% 

Critical 

Voice 

   
18 18 

TOTAL 159 100% 

         

The constructivist learning survey exit points provide both quantitative and qualitative 

measures of the success of the program.  Column 1 is indicative of the number of 

students from a given attendance snapshot, indicating the number of students exiting 

CYDI at the strategic points in the CBLC.  The 159 students represented in this graph left 

at one point or another in the program.  It is important to note that of the first two groups, 

CYDI had an over-enrollment of about 100 students who participated in a boot camp at 

three different points in the school year and went through the detailed training to induct 

them into the skill based program they would utilize.  That being stated, for the purposes 

of this evaluation, their data are equally important to our fully enrolled students. 
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Figures 14 and 15 demonstrate the distribution of the CLS exit points.  While 

distribution of student CLES exit points is relatively equal and proportionately decreases 

as the student attends more school, for the program evaluation, these data present a 

troubling trend.  The highest dropout point for students lay between the personal 

relevance and uncertainty exit points.  These data mean one of two things.  Either the 

introduction of skill-based rigor was too much for students to handle or the immediate 

feedback in experiencing a skill-based class was not enough to outweigh the pull of 

factors from the COD.  Many students expressed through conversations that they went to 

find another school or got distracted doing something else and that is why they dropped 

out after such a short period. 

The next CLES exit point, uncertainty, is just as telling as the first.  A high 

number of students chose to exit the program between accepting their placement and 

level and completing a CYDI unit.  This completion of the unit and then exiting of the 

program demonstrates either a refusal to complete the necessary higher-order thinking 

skills or the reality of the time need to complete the program  becoming clear.  Even with 

the ongoing AIM (appointments to improve mastery) and GAIN (credit recovery) offers 

within the program, students either failed to take advantage of these resources or perhaps 

in this short time period, simply did not hear about them during their boot camp. 

The distribution of these two groupings for dropout students led the researcher to 

one or more of three conclusions. 

1. The program adequately presented the reality of the students’ life and 

therefore reshaped their idea of what school needed to become for them. 
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2. The students were not adequately debriefed or trained during the boot camp 

and thus felt misled once they got into the classrooms. 

3. The administration did not adequately train the teachers to facilitate the 

program. 

Regardless of the three choices, the data demonstrate a failure in respect to students in the 

lower levels.  One of the important pieces of information that is challenging to gather is 

the number of lower level students with IEPs who completed the program and 

represented over 50% of the 2012 graduating class at CYDI.  While most of the students 

understood that they had to test out at a 10th-grade level, which meant that they had to 

get into the second level or to the 24 skill level on the SCOPE game board, special 

education students traversed a modified version of the game board.  While these data 

were not closely monitored qualitatively, the percentages of IEP-holding students who 

stuck with program after being placed on the lower level is much higher than the 

percentage in the level without IEPs. 

The initial evaluation points to articulation of specific predetermined skill-based 

goals that feel obtainable and therefore make the program personally relevant.  

Furthermore, the proximity and level of intervention and accommodations for IEP-

holding students is more constant and has more leeway than for general education 

students.  For the overwhelming number of students contributing to the dropout 

recidivism rate, it is inconclusive whether or not the program promoted a quick exit due 

to higher expectations or did not clearly articulate goals.  One of the conclusions remains 

that the lower-level students, who mastered more initial skills than any other level and 

moved up the SCOPE game board faster than other leveled students may have had more 
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pulls from the COD than other students.  This matter is further discussed after the 

evaluation of exiting higher-level students who moved into the dual enrollment program 

and their attrition rate.  Prior to this the discussion moves to the blended learning 

communities designed by active students in the program. 

Like the graphs detailing the first three CLS exit points, Figure 16 presents 

information on the shared control and student negotiation exit points.  The program 

demonstrates that the majority of the CYDI students (some of whom were higher-level 

students) completed enough days to make it from the initial stages of the screener to the 

shared control and student negotiation CLES exit points.  Furthermore, the data show that 

the majority of the students who dropped out between the personal relevance and critical 

voice stages were mainly in the lower levels: 3.3 to 3.4.  This suggests that the program 

was more effective for students in higher levels than it was for students in lower levels, 

simply based on students’ overall longevity in the program.  Specifically, more higher-

level students who had attended the program for longer periods ended up in student 

negotiation than any other level of student. 

The program’s causal inferences rest on the ability to track students and intervene 

long enough to create schedules relevant for the students.  The bridge between the 

dropout and active students seems to lie in the data trend of decreasing exiting during the 

critical voice stage of the program.  The researcher has categorized this exit point as a 

stage of make it or break it for the majority of the students regardless of level.  Students 

who stay in the program long enough to experience multiple units (more than one) come 

to a point where they choose to continue mastering and retesting until they master a 

common core skill in a unit.  Students will experience a frustration point in the program 
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at some point in the process due to the skill mastery accountability.  If students continue 

to master with ease, they are immediately bumped up regardless of where they tested.  

This is an important distinction in the data and is part of the reason some of the students 

do not have levels next to their names.  Due to the fluid nature of the program, students 

are able to shift levels according to skill mastery. 

 

 

 Shared Control 149 82% 

Student 

Negotiation 
32 18% 

 
TOTAL 181 100% 

Figure 16. Comparison of student exit points. 

Causal inferences from this element of the program suggest that students who 

move up the program quicker have a higher rate of moving into the shared control and 

student negotiations exit points.  The more invested the student is, the more the critical 

voice stage becomes relevant and crucial to the ongoing participation of the student.  

Once this process is initiated, the attentiveness of the instructor plays a vital role in 

ensuring that their approachability and accessibility ensures that students are able to 

utilize available resources in order to master skills. 
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Reasons for Outcomes 

Earlier in this chapter, the researcher’s analysis of the dropout data suggested that 

lower-level students may have dropped out due to a lack of intervention due to extreme 

COD factors.  These factors may have outweighed the personal relevance of the program 

as dictated by the challenging mandates of the universal screener and subsequent SCOPE 

placement.  This, of course, centers on the assumptions that others who dropped out from 

higher levels did so due to prolonged circumstances outside of their control or 

circumstances they deemed more important than obtaining a relatively close high-school 

diploma. 

Table 31 

Students and Their Outcomes 

 
Subject Mid-Term Final Grade CYDI HOTtendance  

CYDI Fem. Afro. Am. 101 D F 
80-90 

CYDI Fem. English 101 F F 

CYDI Male Afro. Am. 101 D F 
80-90 

CYDI Male English 101 F F 

CYDI Fem. Math 118 D C 
80-90 

CYDI Fem. Afro. Am. 101 D B 

CYDI Fem. Sociology 203 F F 
60-70 

CYDI Fem. English 101 F I 

CYDI Male CIS 120 D F 
90-100 

CYDI Male Afro. Am. 101 D F 

CYDI Fem. English 101 F C 80-90 

CYDI Male Afro. Am. 101 C D 
80-90 

CYDI Male English 101 F F 

CYDI Fem. CIS 120 A B 
90-100 

CYDI Fem. Afro. Am. 101 B A 

CYDI Fem. CIS 120 B B 
80-90 

CYDI Fem. Afro. Am. 101 C C 

CYDI Male Afro. Am. 101 D F 
80-90 

CYDI Male English 101 F F 
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Subject Mid-Term Final Grade CYDI HOTtendance  

CYDI Fem. Afro. Am. 101 D C 
70-80 

CYDI Fem. Biology 114 D F 

CYDI Male CIS 120 B F 
90-100 

CYDI Male Afro. Am. 101 D F 

CYDI Fem. Afro. Am. 101 C D 
40-50 

CYDI Fem. English 101 F F 

CYDI Male Afro. Am. 101 DROPPED DROPPED 70-80 

CYDI Male Math 118 DROPPED DROPPED 
90-100 

CYDI Male Spanish 101 DROPPED DROPPED 

CYDI Fem. Afro. Am. 101 C D 
70-80 

CYDI Fem. English 101 F C 

CYDI Fem. CIS 120 B B 
70-80 

CYDI Fem. Afro. Am. 101 B A 

CYDI Male CIS 120 D F 
80-90 

CYDI Male Afro. Am. 101 D B 

CYDI Fem. CIS 120 ADW ADW 
50-60 

CYDI Fem. Afro. Am. 101 D D 

CYDI Male CIS 120 A A 
90-100 CYDI Male Afro. Am. 101 A A 

 CYCLE OF DEPENDENCY NOTES 

These four students were incarcerated during the semester 

These two students were transient (homeless or moved) 

These two students dropped out of school during the semester 

These two students were dropped due to violation of school code 

 

An important note for the success of the program is that the number of students 

who entered into the program was 22, an enrollment number greater than the previous 

year and a large number for any of the South Side Chicago area schools.  The validity of 

the Compass ACT for students who were in the program for at least a semester rests on 

the external control of the Compass exam by officials of the City Colleges. 
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Even with this success for CYDI students, the experiment of allowing so many 

students into the program without structured personnel allowed the school to observe how 

these students would fare outside the complete constraints of the school.  The students 

were allowed to pick from a couple of courses, as well as to take ongoing courses at the 

school plus some ongoing training in executive skills.  Many of the students came up 

with their own blended learning communities with a variation in shared control and 

student negotiation as the semester progressed.  It is important to note that students were 

able to choose full time, to choose part time, or to disregard the dual enrollment program 

altogether and remain full time at the school. 

As the data demonstrate, about 15% of the students were immediately removed 

from the program and one of them transferred to a different school.  A little less than half 

of the students failed the collective classes and only a handful of students were dropped 

altogether.  The important data are in the purple graph noting the CYDI attendance 

during the previous semester (Table 30).  The majority of the students had 70% or better 

attendance, with a large percentage in the 80 -90 percentile.  This is a natural correlation, 

as those who attended regularly will master more skills and therefore be placed in a 

higher level and prepared to take the compass exam.  The question then is why so many 

of the students failed or dropped out of the program.  Four students were arrested, two 

unjustly, but they were nonetheless incarcerated for a period of time.  One of those 

students arrested needed less than two credits to graduate and his skills level was high.  

One of the students moved to a different State.  Three of the students simply came back 

to school full time in the middle of the program and did not tell anyone that they stopped 

going.  Three of the students said that we set them up for failure, but then articulated that 



  116   

 

they were simply caught up in some street business.  One student said she could not wake 

up on time even though the class started at noon.  The rest of the students completed at 

least two of their classes and were faced with the same issues (except moving to another 

state). 

Summary of Program Evaluation 

Overall, while graduation numbers are relatively low compared to years past, the 

skill mastery and academic level of the students earning diplomas has tripled.  There are 

many implications to this study, none more glaring than the need to measure growth in 

students regardless of mastery.  One frustrating factor that may never come to the surface 

with some second-chance students who simply disappear is the fact that they did the best 

they could do and bought into the program, but after one or more units felt that it was too 

much work.  No other validation process resulted in shrinking back into oblivion instead 

of asking for help, taking advantage of AIM, or observing and imitating work ethics 

leading to shared goals.  Because of this glaring defect and lack of information, the 

program evaluation determines that many of the low-level students are in places that are 

unfamiliar to them and that there needs to be a different process during intake and beyond 

to ensure that they are placed in schedules that best suit their needs. 
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CHAPTER FIVE 

Judgements and Recommendations  

This chapter summarizes the causal inference findings of Chapter 5 as well as 

providing an overall survey detailing the progress of CYDI after the program has been 

implemented.  The primary focus of this chapter is to present qualitative data representing 

what the program has meant to the students according to their levels.  The final 

evaluation and suggestions this chapter provides are based on the data presented in 

Chapter 4. 

As Chapter 4 details, the evolution from skill-based leveled classes to the 

emergence of a hybrid schedule was primarily dictated by the voices of either those who 

were closest to graduating or those whose level permitted them flexibility in schedules.  

Students in levels 1-2.2 had the biggest reduction in problem behavior once they moved 

up the game board, they had increased attendance, and they responded well to 

participating in the peer-created blended learning communities.  Tracking became less of 

an issue as students neared graduation, willingly stayed after school for extended time, 

whether they were returning from dual enrollment (Level 1) or were already present at 

the school (Levels 2.2 and 2.3).  Those in lower levels initially started coming to 

extended school practice, but four out of the five students lower than level 2.2 desisted in 

attending higher-level extended day and instead chose to do credit recovery on the 

computer. 

Students began to understand that when they reached a certain skill level, they 

passed the level tests after they mastered a 70% or above.  This motivated them to 

complete their homework assignments and stay after school.  Even with the ability to 
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leave school early in their designed blended learning environment, the majority (85%) of 

the 2.1 students choose to stay after school not only to complete their work on the 

computer (even though they were given tablets), but also to take the initiative in school-

related functions. 

As Chapter 4 details, the problem that led to greater attendance for the higher-

level kids, seemed to create a sense of apathy in the middle group, who knew they were 

returning the following year, and a sudden change in attitude for non-IEP low-level 

students who had been through more than two orientations. 

The immediate conclusion is that utilizing a monitoring and feedback system with 

two of three leveled groupings proves effective in encouraging students to create cohorts 

and continuing to work hard at earning credits at their given level works in discouraging 

students from dropping out.  This proved true for students who were returning and 

initially bucking the system and for those who were new in the first year.  Furthermore, 

the placement of a twenty-plus cohort within a dual enrollment program encouraged the 

belief that through practicing of skills, it was possible not only to attend school, but also 

to be placed in college-level transferrable classes. 

Further implications suggest that the lower-level students (3.3-4) were not having 

success due to the program study.  Students either exited very quickly after being faced 

with the reality of their situation or stayed long enough to feel that (a) monitoring and 

feedback in the classrooms was inadequate or (b) that there were not enough resources 

(classes, credits, time, etc.) to get from where they were in the game board to a point 

where they wanted to be. 
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It is interesting but not surprising that many of the students in the lower level 

simply wanted school to be what it once was when levels and skills were ambiguous.  Yet 

even when confronted with taking higher-level courses in the school or in distance 

learning, all the students surveyed remarked that they felt discouraged trying to do work 

that was too hard.  Further implications of the program study are represented in the 

survey provided. 

Evaluating school culture and needs based on identifiable measures proved to be 

very helpful for staff and students alike to see who (according to level) felt what about 

the basic needs of schools.  The ease with which the different facets of the program 

became more important than identifying ongoing needs of students is clear in some of the 

data.  These types of surveys, while summarily helpful, would benefit from being 

conducted at specific intervals. 

According to administration, what started off as a strong understanding and 

commitment to skill-based instruction turned into pieces of the system that were already 

challenging the norms about education.  Combine this with adding students into 

classrooms four times a year who have had various amounts of training regarding the 

system and the tendency is to survive more than to be committed to pushing the students 

academically.  As many of the students moved up the game board through competency 

testing, those who stayed either did so because of their IEP, because of their comfort in 

knowing they would be at the school for a longer period of time, because of a court order, 

or to escape the streets. 

That being stated, the number one issue contributing to the exiting of level 3.4-4 

students was the personal relevance aspect of the CLES.  As demonstrated by the CBLC-
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FC 9 (Figure 30) and the subsequent survey, many of the students were not necessarily 

dismayed by the fact that they were shown where they were academically.  Rather, the 

study shows that the personal relevance showed a lack of options at the beginning of the 

process versus the possibility of their tracking and growth encouraging them to come up 

with a program of their own.  Rather, the students wanted to know that the outcome of 

whatever program they were going to be a part of had options that would lead to them 

getting a job as quickly as possible.  As college was not on most of their agendas, 

obtaining a trade was important, yet they acknowledged that they probably could not pass 

the required tests to get into various programs around the city.  Even those who returned 

from Job Corp knew that they had to get a high-school diploma to qualify for the next tier 

of their certification program. 

The uncertainty scale therefore is of much more significance for those who feel 

their options in the school are not tailored towards career pathways, even though the 

skills built into the tracker say otherwise.  To them, uncertainty is so prevalent, that their 

critical voice often comes in the form of profanity, discomfort, sleep, or simply leaving.  

In addition to the intense day built for the lowest level to focus on augmenting skills, 

there is a lack of multiple intelligence activities and since the hours are longer than the 

typical Chicago Public School day, CYDI is conducting another culture change in the sea 

of intense paradigm shifts to meet these challenges. 

Just as the top-level students initially inspired the school with their flexible 

schedule, making it into dual enrollment classes, etc., the students felt that they needed 

options presented initially to them and once they felt success in those, then perhaps they 

would feel that their critical voice would lead to a comfort level between themselves and 
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the rest of the learning community.  Shared control and student negotiation became an 

ongoing emotional front between concerned teachers, admins, and students who saw the 

system as hostile to their goals because they were not good enough to get to that level as 

indicated by the survey dialogues from Chapter 5. 

It became clear from this interview that the students needed to feel that their work 

in the classroom, the reason for them braving the blocks of Chicago, would result in 

something different than previous experiences.  What the skill-based shift did was made 

the alternative school feel more like an experience other than a holding cell.  For some 

students it was a little bit too much of a reality check and thus the program desperately 

needed shared control and student negotiation to be forced.  The sudden drop in 

attendance demonstrated the critical voice.  The researcher, administration, and several 

students came up with a schedule that provided more options for them in the short term.  

Collectively we had three criteria: 

1. The schedule had to be tracked according to mastery system. 

2. It had to have work that was at a slightly more challenging level than where 

their game board dictated. 

3. It had to have a career/science/art connection. 

Also mentioned was the possibility of GED prep courses.  The majority of the students 

did not care to discuss the GED until they heard they could get into college and trade 

school if they passed the test.  At this point, most of the students reiterated that in order to 

pass the test, you have to have the skills. 

While the process differed from the top students, the monitoring that the ITT 

provided showed an immediate need for contact once the first unit was completed with 
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lower-level students.  Now there is a schedule constructed not only for the students at the 

top, but also for students at the starting line of the game board.  As stated, most of the 

students entering into CYDI, like most alternative schools in Chicago, are significantly 

behind and would place in the first eight units of the ITT game board.  The question is, 

how long does it take for some of the students to shake the cobwebs and fight their way 

up the game board after they practice and relearn some of the skills and for others to 

realize they are just where they need to be?  Either way, the data show that our 

orientations may need to be completed according to levels instead of whole group and it 

may be necessary to split new and returning students during the boot camps and 

orientations. 

Regardless, interventions during the personal relevance and critical voice scales 

for lower-level students may improve with the options of multiple paths.  Without it, all 

the feedback the ITT will provide is how quickly students realized the amount of work 

they were going to have to do with little return in regards to future goals.  Conversely, the 

automatic feedback in regards to HOTtendance and HOTwork would not have enough 

time to make a cultural transition in the minds of the students.  The feedback would 

automatically be perceived as negative if attendance rates responded quickly to students 

feeling behind the rest of the school. 

The lower-leveled students requested a mixture of staggered distance-learning 

days, as well as music and art classes.  Providing tutoring in distance-learning classes is 

also important because ISBE is no longer issuing core credits for remedial reading or 

math.  This means students have an indeterminate time to get skills up without significant 

credit improvement.  In addition to this schedule, students suggested that the program 
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have immediate connectivity to careers or trade training.  Students, regardless of level, 

who complete any of the STEM or Career Academy options have the option of taking the 

certificate classes at the community college as part of a dual enrollment program.  This 

incentive is aimed at our lower-level students who will take advantage of the A.I.M 

program as well as the career pathways.  This way, students will continue to choose to 

improve their core skills, as well as earn credits and valuable knowledge in a career of 

their choice.  The objective is always to ensure that the skill levels of the students allow 

them to participate in a competent matter not only in the developmental side of the 

program but in the academic portion as well. 

This input from the students is unlikely to occur from those in lower-level places 

on the game board due to a lack of ownership felt in the school.  As this demographic 

would rarely use the word discouraged, the students instead need to be encouraged 

through conversations in the personal relevance section of the blended learning field in 

order for the shared connection and student negotiations to take place.  At this point, 

students felt as if there had been space created for them and now it was a matter of setting 

up the ITT to monitor the students.   

Further Implications 

It is clear that the final stage of evaluating this program is having a robust 

tracking system to provide in-time feedback and monitoring regarding all aspects of skill-

based learning.  Formatting the trackers and the game board into customizable levels for 

each student is crucial to measuring key elements within the program.  In addition to 

providing this information, the game board needs to speak to the lower-level student in a 

different manner and outcome than the rest of the school.  What does the game board 
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look like then for CBLC-FC 8 for levels 3.3-4?  Conceptualizing the morphing of the 

game board can be something that is done district-wide or may be something chosen by 

the student once the district has provided options.  Regardless of the physical layout of 

the game board, it is clear that options need to be provided, there needs to be flexibility 

over when students choose to take their classes, and there have to be precise dates and a 

number of skills practiced for skill-based augmentation so that students can see their 

progress tracking so that they know that what they are doing in front of their teacher is 

working and what they are doing on the computer is working.  That way this portion of 

the demographic can feel progress at its low level and still see the possibility of getting 

hands-on career training, understanding the GED progress, while continuing to improve 

skills. 

Implications of the finding suggest that despite an increasing rate of 

homelessness, drug use, pregnancy, and other factors contributing to the millions of 

students not attending school, the number one reason is that the work became too difficult 

and there was nobody to help.  After the reality that life is even harder without education 

takes its harsh toll, these same students return to school either to seek a quick solution to 

the problem or to face the same problem with no solution.  The goal of this work is to 

force school districts (a) to rethink their approach to educating students who have 

dropped out, (b) to rethink how middle-school students on the edge of dropping out may 

need a different approach to their education, and (c) to provide an electronic tracking 

system to transition teachers and students to inquire about their learning. 

The focus of this study is evaluating a conceptualized program that allows 

potential or actual drop-out students to create blended learning modules of their own once 
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they find academic success.  Given the limits of school resources, one of the first aims of 

the program evaluation is understanding the background of the subculture in question.  

High mobility due to increased gentrification, job scarcity, and/or incarcerated parents 

has led to disrupted education.  This in turn places students severely behind in literacy 

and numeracy by the time they reach high school.  For many of the students, this results 

in teenage pregnancy, incarceration, and dropping out. 

One of the seemingly impossible hurdles is the entrenched nature of this 

subculture.  Educators consistently employ the same tactics used in general populations 

with demographics that either are flushed out of the system or choose to pursue their 

future outside of provided boundaries.  When this fails, popular policy tends to shrink the 

school or place students in front of computers to learn.  This saves districts money and 

the headache of trying to educate students who are severely behind and coming through 

the door with hosts of psychosocial issues nobody in the building is equipped to handle.  

While there are multiple factors educators and social theorists deem important as to why 

students are dropping out at an alarming rate, this study seeks to focus on the educational 

aspect of the crossroads in regards to academic failures.  This dissertation analyzes the 

behaviors of students in programs designed for their success after understanding and 

incorporating some basic knowledge about the subculture of these students.  The basic 

blended learning program functions as an infrastructure with tools designed for this 

demographic and seeks answers in regards to its relevance and function for intervention 

and prevention. 

Utilizing a schematic designed to understand why students drop out, eight pillars 

of instruction are the backbone of the program of study.  The schematic I have coined the 
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cycle of dependency (COD) is a result of years of active listening, taking notes, and even 

chronicling the lives of students in areas where dropout rates were significantly high 

through film.  Observing these students’ academic lives evolve through the COD and 

then catching them four to five years later in an alternative setting permitted me to 

intervene in the only manner available to an educator.  The eight pillars of academic 

intervention and thus prevention are as follows: (a) all students must be assessed, placed, 

and taught at the closest level to where they are; (b) an innovative method to show where 

the student skill level is and where it will take students is a crucial part of the success; (c) 

the daily schedule must be broken up to reflect the progress of higher-order thinking as 

well as managing it in short units; (d) all student work must be linked to where the 

student currently resides in regards to the higher-order thinking process; (e) every student 

must have some one-on-one time with his or her core instructional teacher at least twice a 

week; (f) every piece of work relating core skills to critical thinking skills must be 

adequately graded and returned to the student in a timely manner; (g) students must have 

an avenue to re-approach the skill in a determined amount of time; and (h) there must be 

a physical representation of student progression and accessibility to this information at all 

times, including through available means of technology. 

Recommendations 

Traditional secondary pedagogy ignores the majority of these pillars crucial to 

providing adequate education to the majority of students who have dropped out.  One of 

the ways in which this program will be monitored is to track the progress of the students 

through manual and digital means.  Therefore, the creation and use of the inquiry 

transitional tracker is critical in understanding the monitoring and feedback that takes 
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place within the blended learning module in question.  The reality is that the effort 

needed to track students who are often multiple grades behind while having to deal with 

the issues connected to the COD seems too challenging and therefore is often not tried.  

Instead educators in this arena must turn their resources to managing the more legal 

aspects of specialized services, dealing with attendance, and managing behavior.  

Conceptualizing an electronic tracking system managing an intentional process of 

monitoring and feedback will promote proper instructional training, fluid student and 

teacher interaction, and the ability to provide a level of data specifically articulated and 

instantly communicated for the demographic in question.  The purpose of this monitoring 

and feedback is to create a comfort level between students and staff in order to 

understand how best to educate the students.  A thorough evaluation of this program will 

give insight as far as the types of blended learning modules that best fits the student: 

Constructing the design of the tracker to host an administrative, instructional, and 

student/parent interface that integrates instruction according to the eight pillars forces 

each party to react and adjust based on where and how the student is learning.  

Furthermore, the crux of this study is to identify whether students feel encouraged by a 

program designed for their learning and therefore want to be an integral part in coming 

up with blended learning modules within the school to find the best fit for the various and 

shifting needs of this population. 
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