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Notes from the Editors
Fall 2017 Edition

Welcome to Volume 28 of Educational Leadership and Administration: Teaching and Program
Development: The Journal of the California Association of Professors of Educational
Administration (CAPEA). After a blind and rigorous submissions review process, the editors
accepted a set of very strong contributions from a variety of perspectives. The accepted papers
look at the current national trend to privatize public education, as well as papers focusing on
promising practices and improvement of educational leadership preparation programs.

Volume 28 begins with the article, Age of Turmoil: Surging Nativist Populism and Its Possible
Impact on Public Education. This article explores the rise of nativist populism and the turmoil it
creates, negatively impacting public education as well as the social stability of U.S. and Europe.
While this article explains the challenges that the American public school system is facing, the
next three articles outlines the local responses to this disruptive national and international
climate. Students Leading Students: An Observational Study of a University Remedial
Educational Program examines the efficacy of a peer mentoring program for remedial students.
Model Continuation High Schools: Social-Cognitive Factors That Contribute to Re-Engaging
At-Risk Students Emotionally, Behaviorally, and Cognitively Towards Graduation describes
how policies, programs, and practices transform disengaged at-risk students into graduates.
From Forty-to-One to One-to-One: Eliminating the Digital Divide and Making Equity
Actionable shows how the adoption of technology may end up serving as a catalyst for deeper,
systemic reforms. The edition ends with reflections on the life of Robert Blackburn in In Loving
Memory of Robert “Bob” Blackburn. Bob Blackburn served as an assistant superintendent in
the Oakland School District and as a professor of educational administration at Cal State East
Bay. As a champion of social and educational justice, Dr. Blackburn serves a role model in our
present social justice work.

This journal would not have been possible without the efforts of numerous people. We, first,
thank all of the authors who contributed manuscripts. A very special thank you is offered to the
Senior Editors Gilberto Arriaza, Noni Mendoza-Reis and Editorial Review Board Angela
Louque, Diane Mukerjee, who worked tirelessly in the review and editing of all submissions. In
addition, we would like to thank our co-Presidents Carol VanVooren California State University,
San Marcos and Bobbie Plough, California State University, East Bay for their constant
encouragement and support. Lastly, this journal would not exist without the support of ICPEL
and ICPEL Publications, especially Brad Bizzell, who has been an invaluable member of our
team.

To all readers, we hope that the journal will provide an opportunity to expand your insights into
the field of school leadership and reflect on your own practice. We, furthermore, hope that this
reflection brings you to a deeper commitment to our crucial work for our nation’s youth and
children.
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Age of Turmoil:
Surging Nativist Populism and Its Possible Impact on Public
Education

R.D. Nordgren, Ph.D.
National University

Abstract

This examination emanates from the rise in nativist populism across the United States and
Europe. Nativist populism is fueled by charismatic leaders who advocate isolationist, neoliberal
policies that ostensibly aim to help the economic fortunes of those left behind by rapid
globalization; however, these same policies could very well be creating even worse conditions
for those individuals, their nations, and the world. One such condition is the state of public
education, which plays an integral role in the creation and sustainment of social stability within
nations and across the globe. This article explores the rise of nativist populism and the turmoil it
creates, negatively affecting public education as well as the social stability of the United States

and Europe.



By the time Donald Trump was elected U.S. president in November 2016, much of the world
was already reeling from right-wing populist uprising. The June 2016 referendum in Great
Britain to leave the European Union (“Brexit”) was fueled by nativist populism within the
English Conservative Party; and although the nation is still in the European Union, at the time of
writing the proposed move is having a negative impact on that nation’s economy (Eichengreen,
2016). In France, the National Front party led by Marine Le Pen continues to make inroads into
that nation’s political power structure (Gow, 2015), while the hard-right parties in Germany
(Alternative for Germany), Sweden (Sweden Democrats), and other European nations are
gaining momentum. These movements appear to be pulling the fledgling global society toward
increased parochialism and nationalism with their anti-immigration stances (Solana, 2016) (see
also Appendix A). These could endanger systems of public education in the West as the rising
right-wing fringes on the political spectrum wholeheartedly support privatization of the public
good. This penchant for privatization may stem from the fear that anything public will be in
support of the “other,” of people who are not members of the dominant race and culture in those
nations’ societies—in short, people who do not look like they do (Chomsky, 2016; Giroux, 2013;
Kozol, 2006; Rucht & Teune, 2015). Whereas the established conservative parties in the West
also support privatization schemes, it is this fear and exclusion of minorities that make nativist
populist movements such a danger to the public good, including education policies.

Why Only Right-Wing Populists?

Populists can come from both ends of the political spectrum, but over the past several decades
they have been overwhelmingly from the right (Rucht & Teune, 2015; Solona, 2016). Bernie
Sanders is an excellent example of a left-wing populist, one who energized young Americans in
his effort to win the 2016 Democratic nomination for President.' The definition of populism that
this article employs, however, is that of “a political philosophy supporting the rights and
power of the people in their struggle against the privileged elite”
(http://www.thefreedictionary.com/populism). Sanders’s movement was driven by a philosophy
that fit this definition; however, this article examines nativist populist movements, and Sanders is
certainly not a nativist. The onslaught of populism throughout the United States and Europe is
propelled by a nativism that has essentially become a rejection of globalization (Rucht & Teune,
2015). Ironically, globalization is the promotion of the free movement of goods and services
across national boundaries (Castells, 1998), something supported by the established right-wing
political parties and by right-wing populists. What separates right-wing populists from the right-
wing establishment is their opposition to the free movement of people, both economic migrants
and refugees, across national borders (Solana, 2016), and their support for the building of both
figurative and literal walls to keep outsiders out. This rejection of free movement has caused
them to be referred to as “illiberals” (Sierakowski, 2016).

A Brief History of Neoliberalism and the Rise of Modern Populism

It is important to examine the concept of neoliberalism in order to grasp the current nativist
populist movement. Michael Apple (2004, 2006) describes neoliberalism as an ideology based
on the belief that market forces should be the primary guide for both the economy and society.
Moreover, interferences by other forces, such as government regulations, should be removed

! Although, unlike right-wing populists, he did not attract many poor people from the dominant culture.



whenever possible as these can and will impede the “perfect” market system. Apple (2004)
insists that neoliberalism is the primary force behind school reform since at least the 1980s, when
A Nation at Risk (The National Commission on Education Excellence, 1983) was published. It is
neoliberalism, some believe (e.g., Chomsky, 2016; Reich, 2016) that brought us “The Gilded
Age” of the late 19th and early 20th centuries, during which the gap between rich and poor
reached its apex in the history of the United States and the modern world. This gap was
somewhat narrowed by an onslaught of federal regulations on large businesses, including
progressive taxation. These regulations were eased by pro-business administrations that took
control in the 1920s, leading to the 1929 U.S. stock market crash and the subsequent worldwide
Great Depression (Reich, 2016). Following World War 11, a sense of “freedom from tyranny”
prevailed in the West (Hoffer, 2014), which led anti—social democratic cabals, such as Ayn
Rand’s objectivists in the United States, to influence economic policies during the 1950s and the
1960s (Weiss, 2012). In Europe, Frederich von Hayak opposed the Keynesian economic policies
of controlled capitalism famously implemented in Roosevelt’s New Deal. Von Hayak greatly
influenced conservative policies for the next several decades up to this day (Styhre, 2014).
Although this anti-regulatory laissez-faire ideology surfaced in the 1964 U.S. presidential race
with the Republican nomination of Barry Goldwater, it did not really take off until Margaret
Thatcher came to power in Great Britain in 1979 and Ronald Reagan began his U.S. presidency
in 1981. This momentum continued through the Bush I, Clinton, Bush II, and Obama
administrations (Styhre, 2014; Weiss, 2012).

Neoliberalism has affected U.S. public schools through the adoption of market
approaches to school governance and other policies advocated in A Nation at Risk and
subsequent publications and laws. For instance, Reagan attempted to institute school vouchers;
Clinton supported school uniforms, national standards, and testing; and George W. Bush
famously enacted No Child Left Behind, which spawned many neoliberal practices in P-12
education (Ravitch, 2013). Also Obama’s Race to the Top can be deemed a neoliberal policy in
that it uses monetary incentives to entice states to adopt its test-driven agenda (Ravitch, 2013;
Tienken & Orlich, 2014).

Modern populism dates back to at least the 19th century in Europe (e.g., pre-revolution
Russia) as well as in the United States (e.g., William Jennings Bryan). On the surface, populism
can appear beneficial to democracy (or at least, a natural byproduct of it) as it stirs public
engagement; but it can and has been problematic in that charlatans or other wrong-headed
individuals can lead the masses astray, against their own interests and those of the entire society
(Rucht & Teune, 2015). It is a slippery slope from populism to nativism, which is a xenophobic
belief defined by Merriam-Webster as “a policy of favoring native inhabitants over immigrants”
(http://www.merriam-webster.com/dictionary/nativism). Nativist movements have historically
come from the political right and have attempted to keep the power within the dominant culture
and race (Chomsky, 2016; Sierakowski, 2016).

A notorious and horrid example of nativist populism is that of Adolph Hitler and his Nazi
Party of the late 1920s and 1930s, which promised to “make Germany great again” (see James,
2012). At the same time, Benito Mussolini was attempting to create a 20th-century Roman
Empire (http://www.history.com/topics/world-war-ii/benito-mussolini), and Japanese Emperor
Hirohito and his powerful generals were espousing militaristic imperialism, all of which led to
World War II (http://www.history.com/topics/world-war-ii/hirohito). Although very few would
argue that current populists function at these levels of depravity, their nativist beliefs are similar
to those of their infamous antecedents (Baker, 2016). Moreover, they are often led by




charismatic leaders such as Trump, Le Pen, Boris Johnson of Great Britain, and Jimmy Akesson
of Sweden.

Today, Europe is faced with mass immigration from war-torn and economically
struggling nations. In 2015, Germany accepted over one million refugees, and tiny Sweden
welcomed another 160,000 (World Bank, n.d.). This influx has led to nativist movements most
noted being Brexit (Pisani-Ferry, 2016) and spilling over to the United States, where Trump has
called for a 55-foot wall to be built along the 2,000-mile border between the United States and
Mexico (Bump, 2016)

The anger into which today’s nativist populists tap most likely stems from the growing
inequality in Europe and the United States (Rucht & Teune, 2015), and this is most keen in the
United States and Great Britain (Picketty & Goldhammer, 2014). In the United States, according
to the Center for Equitable Growth, the top 0.1% of income earners averaged over $6 million per
year in 2014, whereas the bottom 90% averaged just over $30,000 (see Appendix B). The picture
is even more dismal if we examine wealth: in 2010, 35% of assets in the United States were held
by the top 1%, and only 11% of wealth was held by the bottom 80% (see Appendix C).
Employment in the paid labor force is becoming scarcer as “Uber labor” (that is, contract work
with no long-term employment and benefits) has increased (Reich, 2016). With this, the social
contract between business and labor has been broken. In the past, “what is good for General
Motors is good for society” was the cliché dictating that governments should aid businesses first
as they will, in turn, take care of their laborers and by extension the masses (Lauter, 2016).
Globalization has been blamed for inequality, and nativist populists have pointed fingers both at
a vaguely identified elite and at federal governments and their establishment politicians
(Atkinson, 2016). Of course, technological change is another factor that causes poorly educated
and low-skilled laborers to lose work and be cast out of the middle class; however, such
transformation is not found in nativist populists’ “lists of blame” (Chomsky, 2016; Lauter, 2016;
Reich, 2016). Given these economic conditions, it should be no surprise that the main supporters
of nativist populism are men from the dominant culture who have no college education
(Sierakowski, 2016).

The Purpose of Schooling: Competing Views

One way the elites targeted by nativist populists are able to remain powerful is to ensure that the
masses do not become truly educated (Apple, 2006; Friere, 2003; Giroux, 2014). By being
“educated” many, especially critical theorists, mean being able not only to read and write, but
also to intelligently and critically examine one’s position in society as well as actively work to
change one’s lot in life (Apple, 2004; Freire, 2003; Giroux, 2014). A schooling system that does
not include high cognitive learning (see Bloom, 1956) is one that may only replicate social
inequalities whereby the elites continue to learn what is important to be successful in a “learning
society,” whereas others are relegated to low-level, low-paying employment (Handy, 1995;
Reich, 2016; Wagner & Dintersmith, 2015) and powerless stations in societies (Bourdieu, 1998;
Chomsky, 2016).

Education critics on the political left (e.g., Apple, 2006; Chomsky, 2000; Giroux, 2013)
are quick to point out the seemingly dumbing down of schooling for marginalized populations
(in what they believe to be a conscious or unconscious strategy by the elite to hoard power and
keep the masses under control). In order to improve their economic status and social standing,
and to truly have a participatory democracy as envisioned by Thomas Jefferson (as opposed to



the restrictive model championed by James Madison) (Goodlad, 2004; Rothstein, 2004), the
masses must be taught to comprehend the power structures in their society, including their own
place in it (Freire, 2003). Most important, the masses should be able to determine how to change
their condition as well as the condition of those who are also marginalized (Giroux, 2013). To
some degree, the Common Core initiative of the Obama administration supports such learning,
but this is done, ostensibly, to create more skilled workers rather than informed and engaged
citizens (Ravitch, 2013; Tienken & Orlich, 2013).

If the purpose of schooling is to simply provide the student with basic knowledge that can
be learned through rote memorization and other low-level cognitive tasks, then schooling can be
(and usually is) mechanized, employing a factory model that fits with the ideals of modernism
and Tayloristic organization (Morgan, 1985). Taylorism was a model devised for economic
efficiency that too often treated workers as cogs in a machine rather than human beings (Morgan,
1985; Reich, 2016). Businesses and other organizations designed this way could easily replace
workers to perform routinized tasks that took little training and low levels of cognition;
therefore, workers were expendable and, by the laws of the market, could be paid very little and
could be easily controlled (Chomsky, 2000; Reich, 2016).

“Modern” ideological practices force curricula and instructional practices (see Slattery,
2006) into easily replicable formulae and logarithms (Zhao, 2009). Such practices use Taylorist
strategies that may be inadequate to produce effective knowledge workers for the global
economy and, more important, to ensure that societies have citizens who can thrive in a
democratic world (Boboc & Nordgren, 2014; Goodlad, 2004). Postmodern schooling practices
are those that are contextual and work at the individual level for the benefit of the many
(Nordgren, 2015). Modern practices generalize the needs of learners and assume that everyone
needs the same thing at the same time (Slattery, 2006). These practices fit the mindset of the
“professionally-oriented new middle class who are committed to the ideology and techniques of
accountability, measurement, and ‘management’” (Apple, 2004, p. 14). They too often support
one common culture, one language, and social Darwinism (Apple 2004; 2006). These beliefs are
the hallmarks of nativist populists who support the notions of hyper individualism in a vertical
individualistic society where great gaps between rich and poor are readily accepted and even
expected (see Triandis, 1995). A multicultural society built with the input of a variety of cultures
that have differing and often competing values and beliefs challenges the white Christian
cultures that support native populists throughout much of Europe and the United States (Apple,
2004, 2006; Rucht & Teune, 2015; Solana, 2016).

With a focus on workforce skills over the education of the whole person (Wolk, 2011)
social reproduction will continue to exacerbate an already unjust system (Chomsky, 2016;
Giroux, 2014). Furthermore, workforce skills are devised for the needs and desires of the
employers, not the good of society (Apple, 2006; Giroux, 2014). In other words, this is a matter
of privileging the private good over the public good. This has a long-term impact on society in
that it creates a dumbed-down majority of the populace while the elites remain highly educated,
thus reproducing the inequalities that already exist (Bourdieu, 1998; Chomsky, 2016).
Alarmingly, all major school reform efforts of the past several decades have focused on
improving the economy, not society (Ravitch, 2013; Sahlberg, 2011; Tienken & Orlich, 2013).
This highlights a split in worldviews that is now coming to a head with the onslaught of nativist
populism (Lauter, 2016). A small minority of people enjoy an elite education in which they learn
the soft skills and high cognitive understandings of how the world works that will enable them to
obtain and sustain elite positions in society, in addition to high-paying jobs (Handy, 1995). For



instance, it is not the curricula of the Ivy League universities that allow one to obtain an elite
education; it is the intangibles that do this (Wagner & Dintersmith, 2015). The networking that is
done at these schools and the great reach of alumni are what enables the graduates to be part of
the powerful elite for the remainder of their lives and to pass this on to their children. Today, we
have a multilevel system of college and universities with differing missions (both explicit and
hidden). This system helps to reproduce the inequalities in society not only by offering an
appropriate education to those coming from wealthy families (and a select few from the masses),
but also by ensuring that the vast majority of the masses obtain a technical education through
community colleges, vocational schools, and low- and mid-level public and private institutions
(Chomsky, 2016; Rothstein, 2004).

How Modern Populism May Affect Public Education Systems

The public good was the focus of Bernie Sanders’s 2016 presidential campaign, in which he
championed more government intervention into the lives of citizens to ensure social justice and
opposed any doctrine that would directly favor the elite (https://berniesanders.com/issues/money-
in-politics/). Trump was in many ways diametrically opposed to Sanders, advocating a so-called
trickle-down economy whereby tax breaks would be heaped upon the already wealthy in the
belief that they would, in turn, infuse the economy with more money—therefore “trickling
down” to the poor through the creation of more jobs (Reich, 2016). Sanders (and, to an extent,
Hillary Clinton) rejected this pretense, believing that these tactics would only widen the chasm
between the rich and poor (Girard, 2016), as proven by the results of the trickle-down policies
employed by the Reagan, Bush I, and Bush II administrations (Picketty, 2014). By supporting
wealthy individuals’ needs and desires through a reduction in taxes and government regulation,
Trump favors the private good over the public good. This fits his persona as an elitist
businessman/entrepreneur, one born into wealth and power and educated in elite schools and
universities (Kranish & Fisher, 2016). Like any effective populist, however, he has a large
number of supporters in the masses who believe that he will help them, not himself or those in
his social class (Dreher, 2015).

Modern nativist populists have shown a disdain for the experts, whom they and their
followers deem to be responsible for the weak economic positions in which many find
themselves (Pisani-Ferry, 2016). When experts and the science that supports them are dismissed,
a void in certainty is created, a vacuum that can be filled by paranoia that can be easily
manipulated by nativist populists. They sway their followers by feeding into their fears, which
are often created by an ignorance of facts (Solana, 2016). Education is dependent upon empirical
data collected through the scientific method; the opposite to scientifically derived facts is
propaganda, the main tool of the modern populist (Rucht & Teune, 2015; Solana, 2016). The
type of education that should be the goal of all school educators is one that fosters critical
analysis (Wolk, 2011; Zhao, 2009). An educated mass of people could easily see through the
nativist populists’ rhetoric to understand the fallacies of their message, their bending and re-
creating of truth. By feeding upon fears, the nativist populist can control the masses who are not
educated to distinguish truth from propaganda (Rucht & Teune, 2015).

If education is to be the path to a better life, then it should be supported as such (Ravitch,
2013). Populists who incite the masses but are only perpetuating an unequal system will not
support a public education that allows for the masses to better their lots in life; they will instead
advocate the privatization of schooling (Chomsky, 2000; Giroux, 2013; Ravitch 2013). They



point to the government as the culprit rather than identifying the true culprit—that is, the elites
and the system they created to sustain their power (Apple, 2006; Chomsky, 2016). Public
education without a social justice stance is one in which the masses are taught to merely respect
authority and to follow orders. Those in well-funded suburban schools with a large local tax base
(and, of course, their own share of wealthy private schools?) are educated to think critically and
to lead the masses toward changing the system so that it offers justice for all (Giroux, 2013;
Kozol, 2006). In poorly funded public schools, economic efficiency takes priority over
democratic ideals (Chomsky, 2000); the organizational structures and processes are those of the
factory, inspired by a Fordist model of management that relies on a compliant and obedient
worker (Morgan, 2006). Focusing on the basics and basing assessment on what can be easily
taught (and assessed) without regard to high-cognitive learning such as critical thought genuinely
becomes the “value added” for these schools (Zhao, 2009). This “value”, ironically, lacks value.
It does very little to add to the learner’s ability to fully engage in a democracy (Apple, 2006;
Girioux, 2013) or, for that matter, the global economy (Wolk, 2011; Zhao, 2009)

In describing the rise of charismatic populist demagogues in Europe, Slawomir
Sierakowski (2016) addresses what is happening to schooling in nations under the influence of
populism: “The education system is being turned into a vehicle for fostering identification with a
glorious and tragic past.” So one can logically expect populists to promote nationalism over
critical thinking, compliance over dissent, and dogma over science in the schools. This stance, of
course, runs contrary to what democracies need in their citizens: thinking individuals who can
discern fact from fiction, truth from ideology (Chomsky, 2000; Goodlad, 2004). Sierakowski
(2016) also warns of a decrease in funding for the public good under these illiberals: “Only
cultural enterprises that praise the nation should receive public funding,” he warns.’ By
controlling funding for public projects, including but not limited to education, illiberals can
ensure that their ideology and, therefore, their systems of control will be sustained into the future
(Sierakowski, 2016).

Apple (2004) asserts that the neoliberal takeover of public education in the United States
has led to a push for one common culture, one language, and acculturation into the dominant
white Anglo-Saxon culture. Multiculturalism threatens white Christian ideals and values;
therefore, Apple and others (Chomsky, 2000; Giroux, 2013) argue that a common culture and
language are one of the main objectives of right-wing education policies. Although moderate
compared to the agenda of nativist populists, the U.S. Republican Party’s education platform
includes the following key points (author’s comments in brackets):

* Promotion of English First [as opposed to education in a child’s native language];

* Alternative interpretation of Title IX and other “cultural” regulations [these, they assert,
allow “bureaucrats—and the current President of the United States—to impose a social
and cultural revolution upon the American people by wrongly redefining sex
discrimination to include sexual orientation or other categories. Their agenda has nothing
to do with individual rights; it has everything to do with power. They are determined to
reshape our schools—and our entire society—to fit the mold of an ideology alien to
America’s history and traditions”];

? Lubienski & Lubienski (2013) note that not all private schools are equal. Some are the best performing schools in the
nation whereas others are the worst.

? The author visited a grant writer at the U.S. Department of Education during the Bush II administration. He was told that
in order to have a reasonable chance at receiving a grant from the department, he must partner with a religious organization. He
was told, “That’s just the way it is in this political climate.”



*  Support of Christian values [in their words, “A good understanding of the Bible being
indispensable for the development of an educated citizenry, we encourage state
legislatures to offer Bible in a literature curriculum as an elective in America’s high
schools™];

* Disempowering of teachers [by promoting an alternative to teachers educated in
accredited university programs by urging “school districts to make use of teaching talent
in the business community, STEM fields, and the military.... Rigid tenure systems should
be replaced with merit-based approach in order to attract the best talent to the classroom”
(Republican Platform 2016, pp. 34-35)].

This platform fits nicely into the nativist populists’ aim of promoting a monoculture
intolerant of other values and views (Sierakowski, 2016). The education platform was accepted
by the Republican nominee (Trump) and, if implemented, will further populism, nationalism, and
nativism in the United States. Furthermore, this could embolden nativist populists across the
world, deepening divisions between nations and their various cultures and increasing the
possibilities of internal as well as global conflict (Solana, 2016). Wars, for the most part, are
fought by those who are disempowered to increase the power of the elite (Moberg, 2005; Zinn,
1999). Without citizenries that can think for themselves, critically analyze power structures, and
remain tolerant of differences while working toward the public good, the world may be doomed
to a constant turmoil instigated by the elites to ensure their own power base (Chomsky, 2016;
Giroux, 2013). Without public education systems led by a professional teaching force and
policies that promote tolerance of differing views, languages, and cultures, nations may be duped
by nativist populists who are only concerned with their own interests: mainly obtaining and
sustaining power (Rucht & Teune, 2015; Solana, 2016).

A Widespread Concern

Nativist populist movements in the United States and across Europe share certain characteristics,
such as an anti-immigration stance, anti-globalization/country-first demands, and support by
undereducated native populations who have been marginalized by the neoliberalization of their
economies (Chomsky, 2016; Giroux, 2014; Rucht & Teune, 2015; Solana, 2016). Following
huge immigration flows and a great increase in the number of refugees pouring into Europe,
many nativist populists have risen to power, leading political movements that are gaining
influence. In Austria, the support of the populist Freedom Party is at 35% as of 2016 (see
Appendix A). This party advocates more privatization of government entities (Schweiger, 2015),
which may decimate public schools whose mission is to educate all comers (Kozol, 2006;
Ravitch, 2013). Similarly, the People’s Party of Switzerland garners 29% of national support in
2016 and also favors an increase in privatization (Rechsteiner, Rieger, & Ambrosetti, 2014).

Great Britain’s Conservative Party is moderate but, like the Republican Party in the
United States, it must pander to the hard-right nativists within its ranks in a quest for a voting
majority (Chomsky, 2016). The party’s former leader, Boris Johnson, was the key figure in the
Brexit vote amidst cries of limiting or stopping immigration, especially that of Muslims
(McShane, 2016). The Conservative Party education platform calls for increasing the number of
charter schools and dismantling failing (“coasting’) schools only to privatize them (Conservative
Party of Great Britain, 2015).

Marine Le Pen is a rising populist figure from the political right who is president of the
anti-immigrant, nativist National Front party in France. She is the daughter of Jean-Marie Le



Pen, who led the party for many years. In 2015, the National Front gained over 27% support in
regional elections, the highest in the party’s 44-year history (Gow, 2015). The party has little
focus on educational policies, however, as is made evident by the paucity of education
information on its website (http://www.frontnational.com/). Instead, the party’s platform focuses
on economic austerity and anti-immigration measures. With its dual anti-globalization and
nationalistic focus, this party may be the closest equivalent to Trumpism outside of the United
States (Astier, 2014).

The final populist movement this article examines is in Germany,” where the Alternative
for Germany party represents those seeking right-wing policy reforms. Although the party has
little support (less than 5%),” it is important to include it in this discussion as Germany takes in
more refugees than any other country in the West (United Nations Refugee Agency, 2016)—
though not as many per capita as Sweden (Government Offices of Sweden, n.d.). The Alternative
for Germany party is strongly anti-immigrant, but it also supports more privatization of
government and a laser-like focus on the individual and on the private good over the public good
(Meyer & Storck, 2015).

In summary, the right-wing nativist populist movements in the United States and Europe
have similar education stances, mainly in their promotion of an increasing privatization of the
public good.® The nativist populists’ shared interest in country-first policies and in limiting
globalization as well as immigration could have a great impact on the public schooling systems
in the United States and across Europe. These policies could segregate populations via
privatization schemes such as the promotion of charter schools, thus tearing the fabric of society,
to paraphrase Jon Kozol (2006).

Conclusion

The rise of right-wing nativist populism, often led by charismatic leaders such as Trump and Le
Pen, threatens to create a world of walled-off nations filled with intolerant citizens living in fear
of the “other” (Apple, 2004, 2006; Atkinson, 2016). Its isolationist policies could exacerbate the
fear of minorities both inside and outside the national borders, intensifying internal and external
conflicts among races, religions, cultures, and nations (Castells, 1998; Chomsky, 2016; Rucht &
Teune, 2015). The nativist populists’ hyper-right-wing, anti-government stances could further
erode public schools through privatization schemes that have been found to promote segregation
(Giroux, 2014; Kozol, 2006; Ravitch, 2013), and they could also aggravate tensions among these
nations’ citizens. As such, these movements can negatively affect the social stability of
individual nations and the entire globe, adding great turmoil to a world already apprehensive due
to pervasive, increased conflict.

4 [**It is unclear why you are talking about Sweden here, since the footnote refers to Germany. Please insert a
sentence to introduce this argument**] The Sweden Democrats received 13% support in the 2014 national elections, up from
under 5% in 2010. The party is led by a charismatic populist, Jimmie Akesson, who is rabidly opposed to immigration. The
party’s education platform is quite similar to that of U.S. Republicans, in that it supports a greater emphasis on the Swedish
language and more control over teacher quality. True to the liberal Swedish political culture, however, the party is also against
charter schools (https://sd.se/wpcontent/uploads/2013/08/inriktningsprogram_skolan.pdf), which were instituted 20 years ago and
have become a great sources of national debate (see Wiborg, 2010).

* Germany is also home to Pegida (Patriotic Europeans against the Islamization of the West), which has been responsible
for great unrest in various parts of the nation and for stirring up great anti-immigrant hysteria (Decker, 2015).

® The lone exception may be Sweden, where the Democrats are skeptical of the disastrous experiment with privately
operated charter schools (Wiborg, 2014).
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Appendix A

Rise of Nationalism in Europe: Results of Most Recent National Elections (2016)
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Appendix B
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Source: Emmanuel Saez, Center for Equitable Growth, June 2015 (http://inequality.org/inequality-data-statistics/)
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Appendix C
Income, Net Worth, and Financial Worth in the U.S. by Percentile, in 2010 Dollars

Wealth or income Mean household Mean household net Mean household financial

class income worth (non-home) wealth
Top 1 percent $1,318,200 $16,439,400 $15,171,600
Top 20 percent $226,200 $2,061,600 $1,719,800
60th-80th percentile $72,000 $216,900 $100,700
40th-60th percentile $41,700 $61,000 $12,200
Bottom 40 percent $17,300 -$10,600 -$14,800

Note: only mean figures are available, not medians. Note that income and wealth are separate measures; for
example, the top 1% of income earners is not exactly the same group of people as the top 1% of wealth holders,
although there is considerable overlap. Source: http://www?2.ucsc.edu/whorulesamerica/power/wealth.html.
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Model Continuation High Schools: Social-Cognitive Factors
That Contribute to Re-Engaging At-Risk Students Emotionally,

Behaviorally, and Cognitively Towards Graduation

Becky Sumbera, Ed.D.
Pepperdine University

Abstract

This three-phase, two-method qualitative study explored and identified policies, programs, and
practices that school-site administrators perceived as most effective in reengaging at-risk
students emotionally, behaviorally, and cognitively at 10 California Model Continuation High
Schools (MCHS). Eccles’ expectancy-value theoretical framework was used to gain insight on
effective school context that supported at-risk students’ developmentally appropriate expectancy
for success and task-value beliefs towards graduation. Results indicated that MCHS had
significant policies, programs, and practices that transformed disengaged at-risk students into
graduates by breaking down the barriers of students' prior negative experiences and formed new
expectancy and task-value beliefs through positive learning opportunities.
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Researchers across the United States have cited the leading cause of dropping out as a decline in
student motivation resulting from disengagement in the educational system (Finn, 1989).
California's Model Continuation High Schools (MCHS) are recognized as making a difference
for the most disengaged students, and yet little is known about why their specific policies,
programs, and practices are successful in re-engaging at-risk students. Considering that
continuation high schools are California’s premier dropout intervention program (CDE, 2015), it
is imperative to examine what critical re-engaging components in MCHS are significant for other
schools to consider. This research examined the phenomenon of re-engagement in an effective
school context and its developmental influences on at-risk students’ beliefs of expectancy for
success and task-value towards graduation.

The study was important because there is a current need to close the dropout gap for low
economic status and minority students and to increase engagement for all high school students
nationwide. The literature revealed a need for greater understanding of successful policies,
programs, and practices at continuation high schools and of schoolwide support structures that
address not only the cognitive and behavioral challenges of at-risk students but also their
psychological, social, and emotional needs. Currently, the literature focuses on the cognitive and
behavioral causes of individual academic failure (Marks, 2000; McDermott, Mordell, & Stolzfus,
2001), overlooking the connection between these failures and the power of a developmentally
appropriate school context to re-engage at-risk students in the educational process (Eccles &
Roeser, 2011; Graham & Weiner, 2012).

Purpose of Study

Given the multifaceted interactions of the school context and the complex developmental needs
of at-risk students, this three-phase, two-method qualitative study had a dual purpose. The first
purpose was to explore and identify policies, programs, and practices perceived as being most
effective in re-engaging at-risk students emotionally, behaviorally, and cognitively at 10 MCHS
in California. The second purpose was to build upon Eccles' expectancy-value theoretical
framework (EEVT; Eccles et al., 1983) by gaining insight on effective school context that
supported at-risk students’ developmentally appropriate expectancy for success and task-value
beliefs towards graduation.
Research Questions

The following central question guided the study at 10 purposely selected California MCHS:
1) How are 10 MCHS re-engaging at-risk students behaviorally, emotionally, and
cognitively?
2) What principles of Eccles’ expectancy-value model are evident, if at all, in the identified
policies, programs, and practices of the 10 MCHS?

Theoretical Framework

The data were collected, organized, and interpreted through the EEVT framework, which
proposes that both social-cognitive variables (expectancy and task-value) are swayed by
students’ perception of external structures (psychological factors related to school, family, peers,
and community) that influence the development of their personal beliefs and affect the outcome
of achievement-related choices and performances (Eccles et al., 1983). The social-cognitive
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principles of EEVT are associated with five theoretical frames of research—self-efficacy theory,
control theory, self-determination theory (intrinsic motivation only), interest theory, and goal
theory—which in turn are connected to social-cognitive theory (Rotter, 1982), achievement
theory (Atkinson, 1957), and attribution theory (Weiner, 1985). This makes EEVT framework
applicable to a qualitative examination of the multifaceted and multidimensional variables for re-
engaging at-risk students through the school context (Wigfield & Eccles, 2002; Wigfield et al.,
1997).

The multidimensional aspects of EEVT's psychological factors make it difficult to
examine re-engagement in a non-longitudinal study. Consequently, the researcher reduced the
basic tenets to include only aspects of EEVT that relate to measuring the school context
(policies, programs, and practices). Focusing specifically on school context will assist in
examining what principles of Eccles’ Expectancy-Value Model are evident, if at all, in the
identified policies, programs, and practices of the 10 MCHS that contribute to re-engaging at-
risk students in the educational process (Figure 1).

Literature Review

When looking at student re-engagement, the literature operationalized three distinct

dimensions of engagement: (a) emotional engagement, (b) behavioral engagement, and (c)
cognitive engagement (Appleton, Christenson, & Furlong, 2008; Fredricks, Blumenfeld, & Paris,
2004; Newmann, Wehlage, & Lamborn, 1992). Emotional engagement encompasses students'
affective relationships with educators and the school as well as the mindset about the policies,
programs, and practices developed through positive or negative experiences (Yazzie-Mintz,
2007). Behavioral engagement reflects students’ participation or lack thereof in schools (Finn,
1993; Fredricks et al., 2004). Cognitive engagement is the intellectual effort or psychological
investment of the student in educational activities (Newmann et al., 1992). All three were seen as
important re-engagement mechanisms for at-risk students.
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Figure 1. Re-engagement Expectancy-Value Model of Achievement Behavior in Schools
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When looking at re-engaging at-risk students in any of the three dimensions of
engagement or through policies, programs, and practices, the literature additionally highlighted
three basic motivational components that need to be met: (a) competence, or the desire to
experience mastery; (b) relatedness, or the desire to interact, be connected, and experience caring
from and for others; and (c) autonomy, or the desire to make decisions in one's life (Deci &
Ryan, 2000; Eccles & Roeser, 2010; Skinner, Kindermann, & Furrer, 2009). Deci and Ryan
(2000) further maintain that these innate needs assist or decrease the students’ interpretation and
internalization of external experiences into beliefs. Such needs are seen as engagement initiators
that foster the internal psychological changes required for engagement to occur, as reflected in
Figure 2 (Deci & Ryan, 2000; Eccles & Roeser, 2010; Eccles et al., 1983; Skinner et al., 2009).

School Student Outcome Belief
Context Beliefs Action Domains Change
Warmth vs. Behavioral Social
Hostility J { Relatedness J Engagement Development
- - Structure vs. Cognitive Cognitive
Motivation C t g SRV
{ Chaos } { ompe encei| Engagement Engagement Development
Autonomy A
Support vs. Autonomy Emotional Personal
Coercion Engagement Development

Figure 2. Sources of Engagement

The transformation of the school context in support of relatedness, competence, and
autonomy not only addresses the students’ basic psychological needs but also identifies a
motivational process that produces a sense of self, supporting the EEVT model of student
engagement (Eccles & Roeser, 2011; Eccles et al., 1983; Graham & Weiner, 2012). The
literature review conducted for this study emphasized how school context can facilitate
competency by helping students establish realistic expectations, by being consistent in their
policies and practices, and by providing relevant and timely feedback (Hattie, 2009; Skinner,
1995). The literature review additionally summarized how relatedness was developed by
involving students in school, engaging them in interesting and fun activities, and linking
education to their future aspirations (Connell & Wellborn, 1991). By recognizing students’
perspectives and providing opportunity for student initiative and choice, educators can increase
the students’ feeling of autonomy (Deci & Ryan, 2000). If these basic needs are thwarted
through an inappropriate school context, disengagement begins and eventually the student drops
out (Higgins, 2007).

There was a clear agreement across the different domains of research that motivation
initiates the process to engage and that engagement is needed to succeed in school. However, the
limited perspective on the cognitive and behavioral processes in the existing research dictates a
problem-focused approach centered on the individual (Marks, 2000) rather than a more
constructive psychological and developmental agenda (Eccles & Roeser, 2011). To support the
educators’ need to understand how to re-engage at-risk students, this study sought to focus on the
three dimensions of engagement, examining how schools develop students’ values towards
graduation, expectancy for success, and the significance of the school context in re-engaging at-
risk students.
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Methods

The study was conducted in three phases, utilizing two methods. Phase I and Phase III used
content analysis, whereas Phase II utilized a phenomenological method. Each phase was
designed to delve deeper into the phenomena of re-engagement through diverse perspectives and
multiple methods and strategies (Creswell, 2014; Richards & Morse, 2013). The data were
collected from twice-awarded MCHS applications from a pool of 81 schools between the years
2009 and 2015 (the awards were given by the California Continuation Education Association in
partnership with the California Department of Education). External evaluators were used in all
phases to audit the process, intent, clarity, and to construct a reliable representation of the
findings (Maxwell, 2005).

Phases I and II collected data on the MCHS to address the first research question and
purpose of this study. In Phase I, the initial conventional or inductive content analysis of each
site's MCHS application, including statement letters (from a student, parent, teacher, and
community member) was used to triangulate policy, program, and practice data and increase the
credibility of the subjective analysis of qualitative data in Phase II. The examination of
documents allowed the researcher to (a) gather background information on school context, (b)
determine implementation levels, (c) gather authentic language from multiple sources, and (d)
expand the data to be collected in Phase II (Creswell, 2014; Richards & Morse, 2013).

Phase I utilized a 10-step data analysis process. The researcher first read each application
as a whole, then read it again making notes about first impressions. Then the applications were
read a third time, and the researcher began coding by initially highlighting key words or phrases
indicating re-engagement of at-risk students behaviorally, emotionally, and cognitively. The
researcher then made notes about actions, activities, concepts, differences, opinions, processes,
or any other information that was seen as relevant to the re-engagement of at-risk students. Next,
the application was read a fourth time circling any connection to the development of expectancy
or task-value beliefs. The application data coding was bracketed in an attempt to understand the
re-engaging policies, programs, and practices from different points of view along the three
dimensions of engagement (Creswell, 2014). The researcher then horizonalized the data to
discover the range of experiences about re-engagement of at-risk students (Mosustakas, 1994).
Quotes from the applications were also gathered to support themes emerging from the coding to
allow readers to gain their own conclusions (Richards & Morse, 2013). Finally, the researcher
generated an application summary sheet of Phase I data for each site based on the 10-step data
analysis.

Phase II used 60-minute semi-structured, open-ended interviews to collect data from 10
site administrators who had at least four years of leadership at the MCHS. The semi-structured
interviews allowed the researcher to experience the phenomena more closely and to verify the
data gathered in Phase 1. The interview scripts included an interview guide and nine prompts
addressing the three engagement domains. The purpose of the interviews was to describe the
essence of the shared experiences at MCHS in re-engaging at-risk students behaviorally,
emotionally, and cognitively (Creswell, 2014). The 10-step data analysis process utilized in
Phase 1 was also used on the transcribed interviews, and data from Phases I and II were
combined and reported according to the three dimensions of engagement as supported by the
identified re-engagement policies, programs, and practices.

Phase III included a deductive content analysis based on eight theoretical components
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(four related to expectancy and four to task-value) of the combined data collected in Phases I and
IT; this phase aimed at addressing the second research question and purpose of this study. The
eight theoretical components were: (a) self-concept of ability to graduate, (b) perception that the
task of graduating is doable, (c) healthy attribution for failure and success, (d) healthy locus of
control, (e) perceptions of personal importance of doing well on a given task, (f) perceptions of
the intentions of the task to accomplish a future goal, (g) immediate enjoyment when performing
a task that is intrinsically valued, and (h) ability to overcome negative obstacles, undesirable
aspects in a task, or the need to making difficult decisions. Three raters collected data for Phase
IIT and the researcher organized the data into four content analysis summary sheets. These sheets
recorded each rater’s individual scores for the eight theoretical components—raw data counts
entered using a five-point ordinal implementation scale. The five-point implementation scale was
developed as an adaptation of the cypress approach for evaluating specific occurrences
(McCready, 2013). Fleiss Kappa was then used to evaluate the raw scores (occurrences) on each
of the eight theoretical components noted in the MCHS applications and the MCHS
administrator interview transcripts. Such evaluation resulted in two different Proportion of
Agreement for each school, Proportion of Agreement for each scale category, Inter-Reliability
Ratings (IRR), Observed Agreement (P-Bar), Chance Agreement (Pe), and Cohen's Kappa
scores for each of the eight theoretical based components. To account for the raters’ scoring
subjectivity and measure the inter-rater agreement, the researcher calculated Cohen's Kappa
scores for each of the eight theoretical components of the transcribed interviews and applications.

Results and Findings

In Phase I, the researcher conducted an inductive document review of the 10 MCHS applications
that were awarded, including four statement letters; the results identified 11 policies, 10
programs, and 11 practices that were effective in re-engaging at-risk students emotionally,
behaviorally, and cognitively. Even though the policy, program, and practice themes identified
diverse exemplary school context components of effective re-engagement, as expressed both
through self-reporting and in writing, those components were not in themselves re-engagement
initiators and required a deeper look into the school context from the perception of MCHS site
administrators, which was done in Phase I1.

In Phase II, the 10-step phenomenological analysis of semi-structured administrator
interviews revealed eight re-engaging implementation strategies perceived to be effective with
at-risk students, based on four emotional, two behavioral, and two cognitive components. First,
the MCHS re-engaged at-risk students emotionally by maintaining a welcoming, safe, and clean
campus, establishing meaningful and supportive adult-student relationships, providing on- and
off-campus counseling support, and frequently celebrating small wins. Second, the MCHS re-
engaged at-risk students behaviorally by establishing clear and high expectations for all students
and seeking active student participation in educational activities, events, and learning
opportunities. Finally, the MCHS re-engaged at-risk students cognitively by providing a
structured and adaptable learning environment to meet at-risk students’ unique needs and by
making sure the students’ educational experiences were relevant to their future.

Even though the initial findings of Phases I and II developed a picture of what MCHS
were doing within their school contexts, they did not explain whether, or how, the students’
beliefs were transformed to promote re-engagement. Thus, the content analysis in Phase III
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offered a deeper deductive approach to provide insight into the transformation of the students’
expectancy for success and task-value belief towards graduation.

The Phase III findings revealed that two principles of the EEVT (expectancy and task-
value beliefs) were evident in all 10 MCHS, at an average exemplary implementation rate of
27% (11 or more occurrences at each site), a progressive implementation rate of 43% (7-10
occurrences), a transitional implementation rate of 24% (4—6 occurrences), and a beginning
implementation rate of 6% (1-3 occurrences). The MCHS accomplished this by modifying the
school context to break down the barriers of students' prior negative experiences and form new
expectancy and task-value beliefs through positive learning opportunities.

Expectancy captures the students’ beliefs about their success on a given task, and it was
explored through four theoretical achievement ability beliefs (Eccles et al., 1983; Skinner, 1995;
Wigfield & Eccles, 2002). The Phase III findings indicated that the strongest expectancy belief
component was the development of a healthy locus of control, followed by the perception that
the task of graduation was doable (Table 1). Next was the development of self-concept of ability
to graduate, and last, but still significant, was the development of a healthy attribution for failure
and success. These findings showed how the MCHS are building students' positive self-efficacy
and locus of control through their policies, programs, and practices by transforming students’
inappropriate beliefs about their achievement levels and abilities into more constructive and
appropriate expectancy beliefs.

Table 1

Phase 11l Expectancy and Task-Value Belief Findings

Implementation Rate

Social-Cognitive Components Exemplary Progressive Transitional Beginning
(11+ Times) (7-10) (4-6) (1-3)

Expectancy:

1. Healthy locus of control 55% 40% 5% 0%

2. Z(e;;ckiztlon that graduating is 30% 40% 30% 0%

3. Self-concept of ability to 5% 40% 35% 0%
graduate

4. Healthy attribution for failure 10% 15% 20% 35%
& success

Task-value:

1. Ability to overcome obstacles 50% 45% 5% 0%
or make difficult decisions

2. Perception of intentions of the 30% 55% 15% 0%
task to accomplish future goal

3. Immediate enjoyment when 25% 45% 30% 0%
performing intrinsically valued
tasks

4. Personal importance of doing 15% 55% 30% 0%

well on a given task

Note: Cohen's Kappa and inter-rater agreement were calculated for each component.

School programs and practices that build appropriate expectancies are important because
self-efficacy and perceived control over competence are major predictors of engagement and
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achievement (Bandura, 1997; Pintrich, 2003; Schunk & Mullen, 2012). In fact, motivation and
achievement researchers suggest that the school context should support the building of a
mastery-based mindset by progressively developing the level of the challenges the students face,
by assisting students in envisioning multifaceted concepts, and by providing them with
constructive and timely feedback to overcome inappropriate expectancies (Dweck & Elliott,
1983; Eccles & Roeser, 2011; Wigfield & Eccles, 2002). This was most evident in the mentoring
and support programs, adaptable learning environments, and systematic monitoring of student
progress observed in the MCHS discussed here.

EEVT’s second component, task-value, refers to the qualities of a specific task and how
such qualities influence the student's engagement to do the task (Eccles et al., 1983). The Phase
III findings indicated that the two strongest components of task-value beliefs were the perceived
ability to overcome negative obstacles or make difficult decisions and the perceived intentions of
the task to accomplish a future goal (Table 1). Next was the immediate enjoyment when
performing an intrinsically valued task, followed by the perception of personal importance of
doing well on a given task. These findings show how the policies, programs, and practices at the
MCHS are building students' intrinsic motivation, interest, and goal setting to transform their
inappropriate beliefs about educational tasks into more constructive, and appropriate task-value
beliefs.

Task-value beliefs influence the students’ intent and persistence in the given task
(Wigfield et al., 1997). The students determine the value of a school-related task in two ways,
based on performance in school and on experiences in different school contexts (Higgins, 2007).
If the task is useful, thought-provoking, and meaningful to the student, engagement will occur,
which in turn will develop positive intentions and values and therefore affect the student’s beliefs
(Pintrich, 2003; Wigfield et al., 1997). All MCHS developed the students’ interest and intrinsic
motivation through student activities and events and by providing exploratory career, college,
and community service opportunities.

Conclusions

Three conclusions resulted from the analysis of the study’s findings. First, at-risk students’ re-
engagement is most effective when the school context (policies, and practices) provide learning
opportunities that scaffold the development of students’ emotional, behavioral, and cognitive
engagement in a successive loop, beginning with emotional engagement. Positive experiences
initiate belief alteration and create an amenable mindset for the change, allowing for an open
pathway for experiencing success (Finn, 1993; Fredricks, Blumenfeld, & Paris, 2004). Once this
pathway is opened, the desire to interact can be nurtured to enhance behavioral engagement,
which encompasses students’ effort, persistence, and active participation within the classroom
and school context (Bandura, 1997; Newmann et al., 1992; Weiner, 1985). After students
become active participants they are ready to begin experiencing effectiveness in their own social
and physical environment, leading to cognitive engagement (Bandura, 1997; Weiner, 2007).
MCHS started emotional reengagement during the voluntary intake process, by treating
new students with respect and welcoming them into a safe and caring environment. They
continued to reengage students by providing individualized support opportunities to immediately
address each student’s needs, frequently acknowledging the students’ progress, and encouraging
active participation to holistically develop behavioral engagement in and out of the classroom.
Next, MCHS provided a structured and adaptable learning environment for relevant educational
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experiences to develop students' cognitive abilities. They created the feeling of effectiveness by
monitoring student progress and nurturing "whatever it takes" attitudes to ensure student success
and not allow failure.

Second, student engagement is most effective when the school context provides
developmental opportunities that build students’ self-efficacy and locus of control, altering
students’ inappropriate emotional, behavioral, and cognitive expectancy for success beliefs about
their perceived ability to graduate. Students construct, interpret, and understand knowledge
through positive developmental opportunities. When numerous failed attempts form
inappropriate beliefs, it causes at-risk students to stop trying, to experience helplessness and low
self-efficacy, or to believe that they have a fixed ability. Students with low self-efficacy tend to
regard their performance as a measurement of inherent aptitude, and failure as an indicator of
intellectual deficits or something out of their control (Bandura, 1997). When students develop
this mindset, it modifies their perspective, decreasing engagement (Bandura, Barbararanelli,
Caprara, & Pastorelli, 2001; Schunk & Mullen, 2012), and ultimately deteriorating their
performance (Dweck & Elliott, 1983). Understanding the actions required provides the crucial
foundation for expectancy to succeed and is the regulatory component for students towards their
success or failure (Rotter, 1982).

MCHS built students’ self-efficacy and locus of control through individualized instruction
and support to raise the students' confidence in their abilities. They promoted high expectations
and appropriate acknowledgment of success and failure based on the students’ efforts, and they
had a strong commitment to student success. MCHS also provided clear paths so students would
understand how to earn required credits, offered numerous opportunities for active participation,
provided individualized support and progress monitoring, and established personal goal setting
through advisory and mentoring programs. By supporting the students’ personal development of
responsibility for their educational outcomes, it allowed students to overcome their learned
helplessness and supported their path towards success and attribution retraining.

Third, student re-engagement is most effective when the school context provides choices
that build the students’ intrinsic motivation and interests, altering their inappropriate emotional,
behavioral, and cognitive beliefs about perceived task-values towards graduating. EEVT explains
values based on the qualities of a specific task and how such qualities influence the student's
engagement to do the task (Eccles et al., 1983). The values of a specific task and their influence
on the students’ engagement to do the task are key in altering the students’ inappropriate choices
and lack of persistence (Eccles et al., 1983). The task’s value can be developed by providing
various opportunities to nurture the students’ interest and increase their personal identity by
performing the task (Carver & Scheier, 2005; Eccles et al., 1983). The findings supported how
MCHS are building students' intrinsic motivation, interest, and future goal setting to turn their
inappropriate beliefs about educational tasks into more constructive and appropriate task-value
beliefs. All MCHS developed task-values by modifying the school context to support attainment,
interest, utility, and cost-value development to improve the students’ outcome choices and
performance. Wigfield and colleagues (1997) found that value beliefs influence students’ intent
and persistence in a given task. By supporting the students’ interest for future personal goals,
MCHS allowed students to build intrinsic motivation and altered their beliefs towards graduation
and beyond.
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Implications

Practical and theoretical implications resulted from this study. First, the findings can be used to
inform school intervention programs and practices that reduce disengagement and dropout as
well as policy recommendations that re-engage at-risk students back into the educational process.
Second, to better understand the multidimensional aspects of re-engagement, this study
conceptualized social-cognitive components of expectancy and task-value to validate and extend
EEVT, and it provided an adapted educational model for practical implementation.

Summary

The results of this research suggest that a school context intentionally designed to address the
emotional, behavioral, and cognitive aspects of engagement through the development of students'
expectancy to succeed beliefs, together with the development of students' task-value beliefs
towards graduation and beyond, can lead to re-engagement for at-risk students (Dweck & Elliott,
1983). The genuine importance of this study can be supported by the result of the MCHS's ability
to transform disengaged at-risk students emotionally, behaviorally, and cognitively into
graduates who seek career and college options. MCHS were able to overcome student obstacles
and barriers by creating a school context that supported the right policies, programs, and
practices to address their students' diverse needs in the three dimensions of engagement.

MCHS are exemplary sites that have much to share with other continuation high schools
looking for successful re-engaging approaches for at-risk students. This research suggests that
MCHS had significant policies, programs, and practices that transformed disengaged at-risk
students into graduates by developing the students' expectancy for success beliefs and task-value
beliefs towards graduation and beyond. The vision of the researcher is for future studies to build
upon the presented concepts and share findings with educators who can address the dro