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Educational Research and Evaluation
(ABSTRACT)

A multimethod approach was used to gain a better understanding of
teachers' beliefs about retention in grades K-7. The participants in fhis:
stud& were the 135 classroom and specialty teéchets in onevsghool division
(with six elementary schools, K-7). Two survey instruments were
developed: (a) the Teécher Retention Belief Questionnaire designed to
obtain teachers' explicit bélief5~about retention, and (b) the Retention
Decision Simulation designed to indicate the influence of academic
performance, social matﬁrity, ability, gender, size and age on the
decision to retain students. Interviews were conducted with 36 classroom
teachers represéntiﬁg a cross section of grade levels and‘retention
practices to discover how teachers ﬁake retention decisions.

Findingsbsuggesf tﬁat téachérsbat all grade leveis believe retention
is an acceptable school practice and one‘they reserve the right to use.
They believe retention prevents students from faging failure in the next
higher grade. Teachers at all grade levels share commbn beliefs about
the benefits for students retained in grades K-3, but are less certain
about the positive effects of retaining students in grades &4-7.

Academic performance of the student is a key factor in determining
whether a student will be promoted, but a number of other factors

including maturity, ability, age, size, and effort, also influence




 teachers' decisions. Findings suggest that immaturity is a more important
factor for K-3 teachers and low motivation and effort are more important
for 4-7 teachers. ‘Interview data reveal that while factors such as
ability may be important in determining whether a child is retained,
teachers interpret such factors differently.

Essentially most teachers retain students because they believe they
are doing what "is in the best interest of the child." For some teachers
this means giving the child time to develop academically or socially. For
other téachers this means teaching the child the work ethic, if the child

does not put forth effort, the child is retained.
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CHAPTER 1

INTRODUCTION
Recent studies suchvas A_NgLiQg_A;;&igLL;gmggggj;gngxu;Egggg;igggl
Reform (1983) and Time : Results: The Go £s' 1991 Report ¢
 Edgcatigg (1986) have aroused public concern dbqut the state of‘American
éducétion. Low standardized test scores and ihcreasing numberé of high
school graduates who lack basic skills have led to demands for stricter
?romotion standards in the pubiic_schools; For example, results of the
18tthnnua17Gallup Poll (1986) indicated thaf 72% of the respondents
thought that requirements for promotion from grade to'grade should be more
stringent than they are now. Prdmétion based on merit, the demonstration
of ability against a fixed standard, is reappéaring.‘Those students who
:are unable to meet specified standards are béing retained until they are
able to demonstrate required skills.
| The idea of merit promotion is not new. In the one room schoolhouse,
students moved page by page through textbooks and their level of
competence was measured by the number of books they had compléted
(Thompson, 1980). When schools with grades one through eight gained
prominence in the 1840s, students who were unable to master the required
- work weré retﬁined until able fo do so. Retention for sléw students and
double promotion for above average students were mechanisms for
‘réstricting the range of student achiévement‘wifhin a class. Under this
syétem.thé leés able studénts offéﬁlleft‘s;hool. |
During the depréssion of.fhe 1930s, however, the scaréity of jobs
made it important for‘theiséhools'fb,hold studeﬂts. At the same time

progressive philosophy prompted schools to adapt to the needs of the



students. Merit promotion was replaced by social promotion, "the
automatic advancement of all members of an age cohort from one grade to
the next without regard to individual achievement" (Labaree, 1984, p. 69).

Social promotion flourished through the 1960s, but evi&ence of
declining performance by American students began to surface. The 1970s
brought a movement of accountability with demands that étudents
demonstrate prescribed levelsféf competence to be promoted. The pendulum
has swung back to merit promotion, and there is conﬁern that the call for
stricter standards will increase the number of students being retained
in schools.

Thousands of studeﬁts are rgtained each year although the number
varies from state to state, district to district, school to school, and
classroom to classroom (Rose, Medway, Cantrell & Marus, 1983; House, in
press). A crude estimate derived from U.S. Census data indicates that
between 15% and 19%.of those in school have been retained at least once
(Smith & Shepard, 1987). ‘Heightened concern about the impact of retention
has arisen as a result 6f research findings that show an association
between retention in elementary school and dropping out of high schooi
(Brady, 1985; Hammack; 1987; Mann, 1987).'These findings were consistent
with tﬁose teported5ear1ier by Humphreys (1965). The‘reggwéd emphasis
on merit promotion may play havoc with already alarmingly high drop-out
rates, which is a ﬁajOr societaliconcefn (Hammack; 1987; Palardy, 1984).
Therefore the issues surrounding the decision to retain students have

long-term as well as immediate effects.



In spite of the wide use of retention, research has shown that the
potential negative effects of retention consistently outweigh the
positive outcomes (Holmes & Matthews, 1984). For instance, Bocks (1977)
concluded the following: (a) Retention was not effedtive as a device to
ensure greater mastery of elementary schéol subject matter (b) There were
harmful consequences to retention, (c) Retention did not reduce the wide
range of student abilities that upper level teachers have in their
classes, and (d) The threat of retention did not act as a motivating force
for students. Holmes (1983) analyzed eight studies in which retained
students had been matched with promoted counterparts. A comparison of
achievement scores led Holmes to conclude, "It seems that retained pupils
fall behind during the year that they are retained and spend the rest of
their academic careers in a vain attempt to catch up," (p. 4). More
recently, following an examination of the current retention research,
House (in press) concluded:

It would be difficult to find a more pernicious practice. The

research is absolutely one-sided in finding negative effects

from flunking students. I know of no other practice in which

the research is in such agreement. (p. 6)

Thus, although widely practiced, the effectiveness of retehtion is
not demonstrated in research. Byrnes (in press) suggests that retention
maintains its popularity because overt action is needed to satisfy.public
outcry against declining performance. Retention is easily implemented
because it does not disrupt the organization of the school. It is also
willingly implemented because it conforms to widely held beliefs about
children and schoolingT It is important to discover why this disparity

3



between traditional beliefs and research exists; this study focuses on
the classroom teacher. |

The classroom teacher is central to the retentioﬁ decision.‘Teachers
ihterpret the events in the classroom (Nisbett & Ross, 1980) and make
judgments about student abilities, effort and progress.,We‘know that what
teachers believe underlies their jﬁdgments about students (Clark & V
Peterson, 1986; Richardson-Koehler, 1988; Shavelsop & Stern, 1981)Aand
how they implement school policies (Eisenhart, Cuthbert, Shruﬁ, &
Harding, 1988). However, teachers are often unaware of how‘they make
&ecisions because of the implicit nature of the beliefs upon which they
make these judgments. While the classroom teacher typically initiates the
retention process, the bases on which teachers make retention judgments
is not clearly described in the literature.

Patterns of teacher beliefs tied to retention practices in the
primary grades have been identified (Claflin, 1984; Haack, 1984; Shepard
& Smith, 1989). Some distinctions between the beliefs of primary grade
teachers and upper elementary grade teachers have‘been noted by Byrnes
and Yamamoto (1985),‘but we do hot have a complete picture of how the

teachers view retention or the extent of variation between grade levels.

§tgtgmegt of the Problem

The purpose of this study was to examine teachers beliefs about
- retention in one school system, grades K-7. Almost one- third of the 278
eighth graders in the 1987 88 class had been retained at least once,

which, according to the school principal, represented a typical class.



The goal was to build an understanding of why téachers retain students
in grades K-7. The study was guided by the follbwing research questions:
1. When isvretention considered an appropriate action?
2. How do teachers perceive the consequences of retention?
3. What factors do teachers consider when making retention

decisions?

Limitations of the Study

The limitations of this study are those inherent in case study
research. The principal limitation is lack of gene:alizability. The
primary objective was to gain an understandingrof how teachers frame the
issue of retention across grade levels in one school division’govefned
by a uniform written policy, not to generalize across settings.

As this study focused on attitudes and beliefs, the findinés are
limited by the ability of the researcher to elicit the teachers' beliefs
‘and the teachers' ability to express'their beliefs. ‘It is acknowledged
that the interpretations of the findings will be affected by beliefs and
values of the reséarcher. Multiple methods were emﬁloyed to reduce
subjectivity ang increase thé reliability of the study. Convergen@e of
data sources was éought. ‘The findings may be examined in comparison to
findings of other studies. |

This study was part of a larger investigation beiﬁg conducted at the
request of a public school division. Administrative concern about

retention rates initiated this investigation, and a heightened interest



in retention within the division may or may not be reflected in the data

from principals and teachers.

Organization of the Study

This study is organized in five chapters. This chapter includes an
introduction to the study; statement of the purpose of the study, the
limitations, and the organization of the study.

Chapter two provides the review of literature relﬁted to the purposes
of the study. The topics discussed are: (a) backgroﬁnd characteristics
of retained students, (b) reasons given by teachers for retaining
students, (c) incidence of retention in grades K-7, and (d) teacher
beliefs.

Chapter three explains the methodology of the study5 A descripﬁion
of the setting and the sample are provided. Data collection, the
development and administration of thé instruments used, and the types of
analyses are explained.

Chapter four presents the results and discussion of the findings of
the study. Chapter five provides a summary of the findings, conclusions,

and recommendations for future research.



CHAPTER 2

A REVIEW OF RELATED LITERATURE

Students who do not meet the sténdards or expectations of their grade
level pose a problem fdr educators. Historically, remaining iﬁ a grade
until wérk had been completed to satisfaction was commonplace (Bucko,
1986). In the one room schoolhouse, students moved page by page through
“textbooks until mastéry was achieved. The 1930s gave rise to avperiod of
social promotion in which studenté moved through school with their age
cohorts, regardless of the level of achievement.‘Social promotion
continued through.the 1960s until evidence of declihing pe;formance by
American students began to surface. Educators have come undef fire as
standardized test scores have declined, and there is evidence that schdolé
-are graduéting students who lack basic skills. Critics have demanded that
students meet predetermined standards to be promoted from grade tO»gfade.
Students are being retained until they are able to achieve minimum
cohpetencies (Niklason, 19845.

The educational value of retention has long been debated. While over
40 studies have investigated the effects of retentibn, the findings are
inconéistent (Overman,;}98§). inherent flaws:in :éseérch'desigﬁ severely
" limit the number’éf'stﬁdiés ffom‘thch valid inféreﬁp;s'ﬁay be drawn
(Holmesb& MaFFhews, 1984; Jackson, 1975). Jackson qbserved, aftei
reviewing 44 casés, that sfudies~cbmphring bromote& and retained students’
were biased in favor of the promoted; studies comparing a studeﬁt's
performance before and after rétention were biased in_favor of fetention.

Ethical considerations prohibit researchers from randomly retaining one
' 7



'student and promoting another with similar abilities, social
characteristics, and performance record, making matched comparisons of
subjects approximations at best. The three cited studies that used random
assignment showed no benefits to retention; but the most of these was
conducted in 1941, making generalizability to today's schools
questionable. Jackson concluded:
those educators who retain pupils in a grade do so without valid
research evidence to indicate that such treatment will provide
greater benefits to students with academic or adjustment
difficulties than will promotion to the next grade. (p. 627)
These findings were confirmed in a meta-analysis of 44 studies conducted
by Holmes and Matthews (1984). The authors reaffirmed earlier conclusions
stating:
Those who continue to retain pupils at grade level do so despite
cumulative research evidence showing that the potential for
negative effects consistently outweigh positive outcomes.
Because this cumulative research points to negative effects of
non-promotion, the burden of proof legitimately falls om the
proponents of retention plans to show there is compelling logic
indicating success of their plans when so many other plans have
failed. (p. 232) ‘ .
In the same vein, House (in‘presé) went so far as to state:
. . . retaining students in a grade is absolutely contrary to
the best research evidence. Few practices in education have
such overwhelmingly negative research findings arrayed against
it. (p. 3) : '
While research indicates that retention is not beneficial for all
students, it does not indicate that it is bad for all students. Studies
do report improved achievement after retention with special intervention

programs for retainees (Owen & Ranick, 1977; Peterson, DeGracie, & Ayabe,

1987). Unfortunately, as House (in press) points out, there are no



studies that compare retained students who ﬁre given remediation with
promoted students who are given remediation. If sucﬁ:studies existed, it
would be pdésible to determine whether the remediation alone could have
produced improved performance. |

Positive effects of retention are also claimed by Ames (1980). She
contends that retention can be beneficial in primafy grades, and when
broperly explained to young children, can restore self confiaence. While
her article ié frequerntly citea, Ames provides no eﬁpirical déta to
substantiate her claim.

In spite of the controversy over its effectiveness, retention
continues to bé practiced in schools. Approximately 15 to 19% of U.S.
students have been retained (Smith & Shepard, 1987). This review of
literature embellishes the stark percentages by focusing on the (a)
background characteristics of retained students, (bj reasons given by
teachers for recommending retention, (c) incidence of.retention in grades

K-7, and (d) beliefs of teachers that affect retention decisions.

Characteristics of Retained Students

There is no universal set of criteria that identifies a child who
Qill be retained. In practice stgndards vary from state to state,
district to district, school to school, and teacher to teacher. A student
retained in one environment be promoted in a different-classroom or
school. Even though such discrepaﬁcies exist, the literatﬁre suggests
that some children are more likely to be retained than others regardless

of the environment.



Student Background

Using U.S. Census data, Rose, Medway, Cantrell, and Marus (1983)

concluded that student were more likely to be retained who were:

(a) below the typical age for their grade level,
(b) black or Spanish origin,
(c) members of families whose incomes were below the poverty level;

(d) lived in homes where the head of the household had less than
twelve years of schooling,

(e) lived in the southeastern region of the United States.

Similar characteristics, with the exception of geographic location, were
identified by Pottorff (1978) in a study of first grade retainees in
Michigan (in Thompson, 1980) and by Schuyler (1985) in a study of Texas
elementary school retainees.

The linking of these characteristics to the likelihood of failure
is consistent with the literature on the relationship of social class aﬁd
race to achievement. Schools are middle class institutions and have not
been as successful with children from different backgrounds (Winfield,
1987). The values and beliefs of teachers in terms of expectations for
minority and lower SES students may contribute to highef retention rates
among these populations.‘

While of intereét, the previously listed background characteristics
are not controlled by the school. An assumption is made that‘by better
understanding the characteristics of retained students, educators may
then‘be better able to develop policies and practices to assist those
students. However, an emphasis on family, socioeconomic, and personal

10



characteristics does not suggest obvious implications for school
practice. A concentration on these fixed variables may give schools an
excuse for lack of success (Wehlage & Rutter, 1987). One background
characteristic that is controlled to an extent by school policy, however,

is the age of a student in comparison to classmates.

- Age In Comparison to Classmates

The chronological age of the student in relationship to his‘or her
classmates is associated with problems of academic and social adjustment.
In this section the rahifications of being younger than classmates in
elementary school, and being older than classmateé in secondary school
are discussed.

Age is a particularly salient issue in kindergérten and fifst grade
because states and school districts controlvthe minimum age at which a
chil& can enter school. School bolicy thus deté;mines whéther children
are closervto five or six years of age when they entér school and often
alter the cufriculum accoraingly (Smith & Shépafd; 1987).

Being the youngest in a grade has educational implications. Studies
indicate that when younger children are compared with théir older
" classmates, they do not perform as well on achievement measures (Langef,
Kalk, & Searle, 1984; Shepard & Smith, 1985). Those children who are the
youngest in their first grade class are more frequently refefred for
special psychological testing (DiPasquale, 1980) and are more likely to
be labeled learning disabled (Maddux, 1980). Teachers in primary grades
are also more likely to retain young students (Bocks, 1977; Niklason,

11



1984; Rose et al., 1983), but teachers' awareness,of student age may bias
teachers toward retention. Teachers may expect younger students to have
more difficulty and retain a child who is 5.8 years at the endkof
kindergarten, while fhey'nay choose to promoteva student with similar
~difficulties who is 6.6 yearsi(Shepard & Smith, 1986).

Age also interacts with other characteristics such as ability,
gender, and social maﬁurity. In their study of Boulder Valley
kindergarten retention, Shepard and Smith (1985) discovered that for
first grade children performing in the upper half of the class on
standardized tests, younger children perfermed as well as older children.
For those students performing in the lowest quartile, an age effect was
more pronounced; the younger children were performing below their older
classmates. The authors concluded that the lower achievement of;somevyoung
children may bela combination of their youngness and low ability.

. The interaction of age and abiiity was further supported by the sharp
decline in the achievement scores of overage children, specifically,
‘children who had been retained in kindergarten, or were kept out>of school
for an extra year by their parents. Being older, in and of itself, does
not nredict high performance. Therefore, the evidence indicates that
giving students an extra year‘either through parental choice or retention
does not ensure high achievement.

When higher achievement was neted for older students the effects were
small and temporary. Langer et al. (1983) found that what age effects
do exist, diminish with the number of years a student is in school,
although differences among blacks and whites were noted. Shepard and Smith

12



(1985) found that while younger children in a class were at a slight
diéadvantage in first grade, by third and fourth grade, the age effect
had entirely disappeared. They also noted that the age effect existing"
in first grade is smaller than achievement and readiness distinctions
attributed‘to differences in socioeconomic status.

Being oldef'than classmates as a result of retention correlates with
difficulties in secondary school. Mann (1987) listed being overage as
one of the "flags" that a student is at risk of dropping out of school.
Hammack (1987) reported ihat in Chicago schools, entering high school
overage is a potent predictor for dropping out, particularly for males.
House (in press) reported similar evidence from a study by Grissom and
Shepard in which being retained was as strong a predictor of dropping out
as achievement. Being retained increased the chances of a white female
dropping out by 17% and a black male 38% after all other factors were
controlled, including achievement. This updates similar findingé of
black males by Stroup and Robins (1972) in which the number of quarters
retained in elementary school Was the best predictor of whether student
would drop out of high school.r |

The association between retention and dfopping out should not be
ignored; rather it can serve as an indicator that whaﬁever academic or
adjustment deficiency warranted retention at an earlier ;ime may not have
been remediated, or ét worst wés‘exacerbated by the retention process.
Much of the research on retention has focused on short-term effects of

retention at the primary grades. The impact of being older than classmates

13



in upper elementary and middle school due to early grade retentions is a

topic that needs to be examined.

Reasons‘fo; Retention

Students are retained for reasons that are not fixed in the same way
as race, socio economic class, or family background. It is also apparent
that retention decisions are based on multiple criteria; teachers
consider a number of factors before making a decision about a child. In
a study of retention in South Carolina, Rose et al. (1983) found that
written policies usually consider one or more of the following four basic
factors:

(a) student's current achievement level

(b) personal and home factors such as chronological age, social
maturity, physical development, and parental attitudes

(c) "best interests of the child"

(d) number of times previously retained

Light (1981) provides an 6bjective scale consisting of 19
characferistics to be considered in the retention decision. Included in
Light's Retention Scale are a combination of backgrouﬁd, academic
performance, adjustment and school variables, student age, gender,
physical size, present grade placeﬁent, previous grade retention, sibling
age/grade, parents' school partiéipation, experiential béckground,
transiency, school attendance, estimate of intelligence, history of
learhing disabilities, academic achieyement, attitude;about_retention,
immaturity, emotionalvstability; and history of:delinquency.» While there

is an intuitive appeal to using all of these characteristics, existing v
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research only documents the use of some of them (Vasa, Wendei, & Allen,
1984). For example, of the 325 school pefsonnel surveyed, respondents
indicated they never used the following factors: gender of a student
(84.5%), siblings (72%), and size (54.7%). The three factors utilized by
over_SO% of the respondents were: school attendance (56f2%), motivation
(56.6%), and academic achievementv(73.4%).

While Light's Retention Scale may not provide the solution for
determining who should be retained, certain factors are used by teachers
to make retention decisidns. The factors teachers cite typically fall
into two broad categories: (1) poor academic performance and, (2) poor
social or emotional adjustment (Jackson, 1975). These classifications are
interrelated, however, and the interactions between them are evident

throughout the literature.

Academic Performance

Teachers most frequently list poor academic performance as the
reason for recommending retentionv(Niklason, 1984; Sandoval, 1984). This
is often a function of school philosophy and policy. In an analysis of
retained and proﬁoted primary grade students, Sandoval (1984) found that
the retained lacked academic competence, specifically they had low levels
of cognitive development and low visual motor skills, however, they were
not different from their peers in IQ or social skills.

If students are retained because of poor academic performance, it
is logical to ask whether retention improves their academic performance.
Findings indicate that the retainees pérforming‘at the highest level make
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the most progress after retention (Powell, 1982; Sandoval, 1984). If those
retainees performing closest to grade level make more progress than
students performing well below grade level, it is equally logical to ask
how well those students would have done if they had not been retained.
Through meta-analysis, Holmes (1983) analyzed data from four studies in
which promoted and retained students had been matched on the basis of
achievement measures. On the comparable outcome achievement measures,
retained students scored lower in reading, language afts, and arithmetic
measures. The retained students approached the promoted group ig
arithmetic after several years; but overall Holmes concluded that
retained students never catch up. Similarly, Smith and Shepard (1987)
concluded that in the early grades, the negative effects of retention on
achievement were even greater than the negative effects on emotional
adjustment or self-concept.

(. In studies indicating a positive academic effect, improvements in.
class position diminish after the initial retention year. Rose et al.
(1983) found that only 20% to 35% of the retained students received higher
achievement test scores the second time in a grade than the first. The
use of stendardized achievement scores as é means of measﬁring improvement
after retention raises other questions. Labaree (1984) cautions thet when
test scores are used to make fetention decisione end‘to assess student
progress, there is a possibility that teachers may teach to the test; This
may cause artificially inflated achievement scores which are then
interpreted as an improvement in achievement, rather than learning the
test. If this is the case, a steady decline in test scores in succeeding
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years may be anticipated unless the student receives special classroom
interventions.

When retention is combined with an individualized plan of
instruction for the student, positive long-term achievement effects may
follow. IPeterson, DeGracie and Ayabe (1987) found that second and third
grade retainees with individualized plans experienced sustained benefits,

“although surprisingly, the same was not found for first g:ade‘students.

" In a different study of first graders, Schuyler (1985) examined the
achievementvscores of retainees on nationally standardized tests in math
(n=414) and reading (n=396). Retained students made reading gains during
the retention year, but this growth declined after students were promoted.
In math, achievement decreased during the retention year, but increased
. after students were promoted. Thus, the inconsistent findiﬁgs raise
questions aboﬁt the impact of academic performance. |

In spite of tﬁe frequency with which poor academic performance is

cited as a reason for retention, relatively few studieé have described
exactly which aspects of poor performance seem most critical to student
success or failure. For example, reading ability is likely to be critical
in primary grade retentioné, but the impact at later gr&des is not
discussed. Certain students may be performing below grade level and be
promoted while other students may be performing at grade level and be
retained because teachers beiieve'they are acting in the best intérests
of the students. The‘reasons cited for those decisions are often social

and emotional adjustment.
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Social and Emotional Adjustment

A number of charactéristics associated with retainees fall under the
heading of social and emotional adjustment. The retained student has been
characterized by teachers and principals as an immature child, not
motivated to work, and having fairly low self-esteem (Byrnes;vin press).
Similarly, Humphreys (1965) reported that children were beihg»retained
for reasons whichvinéluded 1a¢k of'interest,vlack of‘effo;t, and”1azin§ss.
This seétion discusses the reseérch on immaturity and low motivation.

Immaturity. Immaturity is a frequently cited reason for retention
(Niklason, 1984;>Smith & Shepard, 1987). Despite the variety of
interpretations, immaturity is a major influence in the deéision to
retain in the early grades (Smith & Shepard, 1987), and cannot be totally
 separated from chronological age or gender. Young males are more likely
to be retained for immaturity than femaies. It is widely believed that
some children will fit in better with those in a lower gfade and just need
a year to grow (Ames, 1980; Bocks, 1977).

Chase (1968) followed 65 children who were retained beqause of their
immaturity in first (n=44), second (n=15) and third (n=6) gradés. These
students did not have low IQs, emotional disturbances, specifiC»academic
problems, poor attendance, or brain damage. The students were
administered developmental and visual-motor tests prior to retention and
after retention. These tests were selected because they "measure
abilities that reflect the internal structure of the child " and are
"essentially unaffected by normal schooling," (p. 174). Results
indicated that repeating first'graders gained 5.5 months in performance
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level over a six month peribd, making them below the level of their
chronological peers, but within the expected range of their new classmates
on visual motor tasks. The results showed less progressvfor'those retained
in second and third grades. Even after being held back, the students'
scores indicated the studenté were less mature than their new CIassmateé.
Scores on the Gessell developmental tests were describéd as much lower,bv
with second and third gradévrepeaters less prepared to compete with their
peers than first grade repeaters. While the child:ens' visual motor
skills‘showed some improvement during the retentidn year, the students
were still below average of their new grade levei peers. 'After,retention,
students compared more favorably to their new cohort of classmates, but
on average immature behavior was not remediated by retenfion;

Bocks (1977) found no evidence in the research of benefits for‘those
retained for-social immaturity. Similarly, Shepard and Smith (1985)
concluded that existing research does not demonstrate an academic or
social-emotional benefit for retained immature chiidren. Further
questioning the value of retaining immature students, Sandoval and Hughes
(1984) in an extensive study of California students foundAthatvimmaturity‘
was not related to low academic gains or delayed emotional devéiopment.
Thus, the usefulness of retention as a'means of giving.immature children
time to catch up is questionabie. |

Making a case for benefits to students, Scott and_Amés'(1969)’
concluded thét‘reéegting a grade because of immaturity, "may be
accompanied by no émotional or social difficulties and may result in
. improved grades" (p. 438). Tﬁis statement was based on the findings of '
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a study of 27 students who had been retained in grades K-6 for immaturity.
The success of the students was determined by comparing reported grades
given by teachers before and after retention, and responses of teachers
and parents to a questionnaire. Scott and Ames (1969) report improved
grades and ratings by teachers and parents. The teachers' ratings should
be interpreted carefully; the teachers who retained were also the teachers
who rated.

In an earlier study, Chase stressed that no negative social or
emotional effects on rétainees were reported by retaining teachers or
parents (invChase, 1968). However, the absence of a control group of
immature students who were promoted precludes knowing how students would
have‘done if they had been promoted.‘Positive effects of retention are
also reported by Ames (1980). She contends that retention can be
beneficial in the primary grades, and when properly explained to young
children, can restore self-confidence. While her work is frequently
cited; Ames provides ﬁo empirical data to support her claim. It is also
difficult for those individuals invélved in making the decision to retain
the individual children to judge adjustment objectively. In addition
retainees themselves were not asked about the impact of retention. That
may explain why the perceived effects by parents and teachers differ
markedly from the perceptions of students in the study by Yamamoto (1980).
Students in grades 4-6 reported that retention was stressful, ranking it
third, behind losing a parent and going blind.

While the benefits of retaining immature students may not be clear,
teachers continue to list immaturity as an important variable in the
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decision to retain students. Byrnes and Yamamoto (1986) asked teachers
and principals to check the three characteristics most frequently
observed in children being considered for retention. For the entire
group, developmental immaturity, low self-esteem, and low motivation were
listed in that order. There was a difference between primary (1-3) and
upper elementary (4-6)'teaqhers' views, however. Not surprisingly,
primary teachers cited develoﬁmental immaturity more frequently than
upper elementary teachers, while the upéer elementary teachers indiéated
they observed low motivation and low self-esteem more frequently than
primary teachers.

Parents and teachers may view the importance of immaturity
differently. Byrnes and Yamamoto (1986) found that only 18.6% of the
parents (n=1063) felt that emotional immaturity was an approprlate reason
for retention, while 53.1% of the teachers (n=145) d1d

Low motivation. The preciSe role of motivation in the retention
decision is not well described in the literature, but it seems to
contribute to the retention decision (Claflin, 1984; Humphreys, 1965).
Teachers believe that the threat. of retention will motivate certain
students to achieve. In addition some teachers believe low motivation is
responsible for student failures. In the study by Byrnes and Yamamoto
(1986), low motivation waé the characteristic principals (n=35) most
frequently observed in retained students. Teachers (n=145) ranked low
motivation second, after developmental immafurity, in listing

characteristics observed in retained students.
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While strict promotion policies are enacted to motivate students and
keep low achieving students working, Thompson (1980) concluded that
research supports neither claim. It is sometimes assumed that the threat
of retention will increase student motivation to achieve. If so, it
follows that students are likely to view retention as punishment. This
implies that lack of achievement is caused by a lack of incentive and
ignores the potential impact of other factors such as ability, family
background, and social class. To this reasoning Labaree (1984) argued:

To the extent that poor test scores are the result of such

factors as class background, racial discrimination, family

conditions and test invalidity the student's motivation is

irrelevant, and retention will not spur the student to higher

achievement. (p. 83)

As Labaree also indicates, validity issues are inherent when achievement

test scores are the only measure used to determine student achievement.

Incidence of Retention in Grades K-7

At the elementary school level, retention occurs more frequently in
first grade than in other grades (Byrnes, in press; Humphreys, 1965; Rose
et al., 1983). Analysis of retention rates from 1978-1980 for the 13
states with availéble data indicated a declining number of retentions in
elementary years with a sharp increase in the number of retentiomns in
grade seven and again two to three years later. A similar pattern was
reported in a study of a southwestern border state by Byrnes (in press).
She reported the retention rate for first grade was 11.5%, second grade
6.6%, third grade 4.6%, fourth grade 4.4%, fifth grade 12.5%, and sixth

grade 1.6%. As Byrnes notes, the cumulative effect of these rates,
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assuming stability from year to year, and discounting double retentionms,
would mean that in a group of sixth graders, approximately one-third of
them would have been retained at least once.

The declining trend in elementary grades abruptly ended with
escalating rates of 19%, 20% and 21% retention rates in seventh, eighth,
and ninth grades respectively in the Byrnes study. This is of particular
interest, as teachers often have the unfounded belief that retaining
students in early grades will give those children a good, solid base and
therefore prevent retentions in upper grades. It is hypothesized that
students are retained for different reasons at different grade levels,
but no clear explanation about this was found in the literature. It is
also acknowledged that increases in retention rates occur at grades. in
which students move to middle. and high schools. While there is no
research-based explanation, it is hypothesized that teachers impose
stricter academic and social standards for those moving to upper grades.

Analysis of the retention data from the Commonwealth of Virginia
indicates a comparable pattern to that found elsewhere. In elementary
school there is a declining rate of retentions after first grade. The
rate then increases at the eighth or ninth grade level and remains fairly

constant throughout high school.

Teacher Beliefs
Each:day teachers interpret»ﬁthe rapid flow df continuing social
events" of the classroom (Nisbett & Ross, 1980, p. 28). The ways they
interpfet actions are shaped by their beliefs, "propositions or
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statements of relations amoﬁg things considered true" (Eisenhart, Shrum,
Hardihg, & Cuthbert, 1988). ABeliefs are the basis for the decisions
teachers make and determine when and how policy enters the classroom.
Teachers make judgments about student abilities, effort, and progress.
When teaqhers recommend retention, these judgments have a tremendous
impact on the lives of individuals. The research on teacher judgments and
teacher attributions provides a groundwork for understanding teacher
beliefs concerning retention.

Shavelson and Stern (1981) contend that teachers make decisions and
judgments about students based on heuristics, "implicit rules that people
are unaware of and use in complex tasks in order to select information,

' and their attributions

classify objects or persons and revise knowledge,'
(p. 469). Teachers then draw inferences about students and seem to make
decisions based on the inferences rather than original information.

Teachers' attributions for successful and unsuccessful performance
of students have been a focus of research. In particular, researchers have
examined the extent to which teachers have assumed responsibility for
successes and failures of their students. The underlying assumption is
that teachers who take no responsibility for student performance will be
less likely to work to improve student performance (Clark & Peterson,
1986, pp. 281-282).

The research on attributions provides mixed findings. Beckman
(1976) found that teachers attributed student performance to child
factors, never mentioning teaching or the teacher as factors in open-ended

questions. Wiley and Eskilson (1978) reported that teachers assumed
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ego-enhancing attribution patterns, rating themselves as more influential
for student success than student failure. Clark and Peterson (1986)
concluded, however, that teachers were more likely to make
counterdefensive attributions, accepting responsibility for failure and
giving credit to students for success in actual classroom settings.

The translation of beliefs into behaviors and classroom interactions
is the critical concern. Borko, Eisenhart, Kello,.and'Vandett (1984) found
that teachers who believed their role was to faithfully execute the
curriculum were likely to take different actions with children having
difficulty in reading than teachers who believed their task was to modify
the curriculum. Clark and Peterson (1986) note thét research on teachers'
attributions has not been integrated into the literature on teachers'
thought processes. They reason that the effects of attributions on
behavior would likely be mediated through thought, yet, this link has not
been examined.

Shepard and Smith (1985) éxamined teacher beliefs about children
“having diffiéulty in kindergarten. Teachers described as nativists at
one extreme attribute student unpreparedness to developmental and
chronological age and sex withilittle emphasis on environment. At the
other extreme, environmentalisté attribﬁte lack of preparation to poor
intellectual ability, inattentive or unskilled parents and prior
educational experiences, the teacher or educational program. When asked
what could be done for unprepared children in kindergarten, teachers'
responses ranged from, "Provide the child with time," "lower
expectations," "providing academic assistance is harmful," to "provide
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additional help,”" "hold high expectations," "work hard and encourage the
pupil to work hard."

Teachers' beliefs are also tied to teachers' sense of efficacy, and
the power teachers believe they have in shaping the lives of the students
in their classrooms (Ashton & Webb, 1986). Teachers' beliefs affect the

types of interactions they have with students, which in turn can affect

student behavior.

Summary

While retention standards vary, research indicates that children who
are of lower socio economic status, of black or Spanish origin, live in
a household headed by someone with less than 12 years of schooling, and
are among the youngest in their grade are more likely to be retained than
other children. The decision to retain is a complex process involving
student characteristics, family background, school factors, and teacher
values and beliefs.

Several specific reasons for retention are given by teachers and
principals, but generally the reasons can be described as poor academic
performance and poor social or emotional adjustment. Research suggests
that retention alone does not eliminate the academic performance
deficiencies that led to retention. Programs with individualized plans
of instruction for the student, however, have resulted in sustained
benefits. Similarly, while improvements in social and emotional

adjustment are not clearly a result of retention, poor social and
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emotional adjustment are reasons given by teachers and principals for
retaining students.

This literature review depicts current trends on retention, the
frequency of retention and retention patterns in elementary schools. High
rates of retention occur in first grade, however, rates rise in the upper
elementary grades. Much of the existing research on retention has been
conducted at the early elementary grades; retention, however, is not
exclusive to kindergarten or first grade, and there is a need for research
on upper elementary grade retention practices.

This literature review gives an overview of which students are
retained in certain school systems under certain conditions. The studies
cited do not offer a complete picture of how retention decisions are made
and can only begin to provide a framework for undérstanding the complexity
of this issue. The stﬁdies do. not consider how teachers interpret student
characteristics and behavior to reach decisions about individual

students.
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CHAPTER 3

METHODOLOGY

To build an understanding of the process of retention and teachers'
beliefs associated with this practice, a case study approach was followed
(Guba, 1978; House, 1980; MacDonald & Walker, 1977; Stake, 1978). The
purpose of this inquiry was to add to existing knowledge rather than test
theory or render evaluation, therefore, this study is best described by
Stenhouse's (1988) model of the educational case study. A multimethod
approach using document search and survey methodologies was used to answer
the research questions. Two written instruments, the Teacher Retention
Beliefs Questionnaire, and the Retention Decision Simulation were

developed.

Setting

This study was conducted in a consolidated séhool division with a
student membership of 3,319 students: 1,109 high school students, 278
eighth grade students (middle school), and 1,949 elementary students in
schools grades K-7. There are six elementary schools (Grades K-7), one

middle school (Grade 8), and one high school.

 Population and Sample

The 135 teachers for grades K-7 constituted the population. For the
purpose of this study, the teachers were classified as either (a) regular
classroom teachers (n=96), (b) teachers of the learning disabled (n=8),

who are involved in retention decisions, or (c) specialty teachers (n=31),
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which included special education, Chapter I, reading skills, band, music,
art, and physical education teachers and school librarians.

The Teacher Retention Beliefs Questionnaire was administered to all
135 teachers listed in the school system directory. The Retention
Decision Simulation was administered to the 96 regular classroom teachers
and the 8 teachers of the learning disabled.

A sample of 36 teachers was selected to be interviewed. This sample
was drawn to represent a cross-section of teachers according to grade
levels taught and past history of retention. Selection of the sample is
discussed more fully in the sections entitled March Interviews With

Teachers and May Interviews With Teachers.

Instrument Development
Two instruments were developed to measure teachers' beliefs about
retention. This section describes the development of the Teacher

Questionnaire and the Retention Decision Simulation.

Teacher Retention Beliefs Questionnaire

Information gleaned from permanent records, written polic&, and
teacher interviews was combined with past research findings and
questionnaires (Byrnes & Yamamoto, 1986; Claflin, 1984; Haack, 1984) to
develop items for the Teacher Retention Beliefs Questionnaire (see
Appendix A). The Teacher Retention Beliefs Questionnaire was designed
to gather teachers' explicit beliefs about retention; when it is
considered appropriate action, and its perceived consequences. Data were
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collected from three sources to develop the Teacher Retention Beliefs
Questionnaire: (a) student permaneht records, (b) school district written
retention policy, and (c¢) semi-structured interviews with teachers.
Student permanent records. Permanent school records of those
members of the 1987-88 eighth grade class who had been retained at least
once were examined. A list was compiled indicating the grade and teacher
at the time of each retention. The information about teachers was used

to identify a sample of "retaining'" teachers to be interviewed in March

and May.
School division written policy. The school division has a written

policy that provides guidelines for teachers. Specific questionnaire
items were drawn from the policy to determine the degree of teacher
agreement with these guidelines. The policy for retention in grades K-7

is as follows:

RETENTION POLICY
Promotion and Retention
A. [Kindergarten - Grade 7
1. A student who does not attain a passing grade in two of the
three major areas of reading, communications, and
mathematics, or any three academic areas shall be considered
for retention.
2. A student who passes all subjects but is working below grade

level shall be considered for retention.
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3. Other factors that shall be considered in promotion or
retention are ability, chronological age, physical and
emotional maturity, and school attendance.

4. The primary responsibility for promotion or retention of a
student rests with the classroom teacher in cooperation with
the principal and other instructional staff members. The
final decision on proﬁotion and retention rests with the
principal. (School System, 1983)

March interviewys with teachers. Semi-structured interviews with
teachers were conducted at two times, in March and in May. In March,
classroom teachers from the two largest schools were interviewed to gather
information for the development of the Teacher Beliefs Questionnaire. The
sample was purposefully drawn; teachers were selected to represent
extreme viewpoints on retention. Nine of these teachers'had retained
students in the past, according to the list derived from student records.
The remaining four teachers were recommended by principals as teachers
who tended not to retain students. During interviews, teachers were asked
to describe students who were having difficulties in their classes,
explain what causes these difficulties, and explain what can be done for
these students. The retaining teachers were specifically asked to
describe those 1987-88 eighth graders they had previously retained. (See
" Appendix B for Teacher Interview Protééol.)b Eéch i#terview lasted
approximately 30 minutes.v

These iﬁterviews and the interviews conducted in May with 23 other
teachers were analyzed systematically (Spradley, 1979) to detect patterns
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of teachers' beliefs about retention. (These procedures are explained

more fully under Data Collection and Teacher Interviews.)

Retention Decision Simulation: Rationale

The Retention Decision Simulation was designed to uncover teachers'
implicit beliefs about retention. Research on decision making supports
the notion that teachers often make judgments in planning or decisions
about students based on their interpretation of a number of factors
(Shavelson & Stern, 1981). Teachers may be unaware of these factors or
the importance of each factor, and, therefore, be unable to articulate
how they make decisions. Due to the implicit nature of this process, one
technique for isolating the factors used in decision making is cue
utilization (Slovick, 1966). A number of cues, in this case
characteristics of students, are varied systematically in‘vignettes of
hypothetical students. The retention decisions made about each student
are analyzed to determine the importance of each cue or combination of
cues presented in the series 6f vignettes using a policy capturing

approach (Shavelson, Webb, & Burstein 1986; Shepard & Smith, 1985).

Retention Decision Simulation: Vignette Construction

A difficulty of this process is providing enough cues to make a
decision, while limiting the number of vignettes so that decision-making
is not too fatiguing or monotonous. A review of the literature and
preliminary analysis of interview data indicated that academic
performance, maturity, age, size, ability, gender, motivation, and
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parental support were factors that influenced retention decisions. The
decision was made to construct vignettes using the first six informational
‘cues. Two levels of each cue were created. A vignette would describe a
hypothetical student high or low in academic performance, ability, or
maturity, and either large or small in size, younger or older than
classmates, and male or female. Standardized test score results and report
card grades were extracted from permanent records of 1987-88 eighth
graders so that realistic parameters for the vignettes were established
concerning ability level and academic performance.

While construction of two levels for each cue would derive 64
possible combinations, common sense considerations allowed reducing the
number to 40 vignettes. For example, it would be unlikely that a teacher
would consider retention for a high ability, high achieving, mature boy
or girl just because of size or age in comparison to classmates. This
reduction, while providing less data for statistical analysis, was deemed
necessary so that teachers could complete the task in one after school
session of approximately 30-45 minutes. Time was an important
consideration because policy capturing is tiring and frustrating for
teachers due to the limited amount of information given in the vignette
and the seriousness of the decisions teachers are being asked to make.
It is also difficuit to read and carefully process a large number of
similar cases.

Sentence shells were constructed modeled on past studies (Borko,

1978; Shepard & Smith, 1985). A graphic representation of the data about
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each child was also included. (A sample vignette follows in Figure 1.

The complete Retention Decision Simulation appears in Appendix C.)

Field Testing of Teacher Retention Beliefs Questionnaire and Retention

Decision Simulation

The Teacher Retention Beliefs Questionnaire and Teacher Retention
Simulation were field tested to verify (1) the appropriateness of the
questionnaires for teachers of grade levels K-7, and (2) the amount of
time it would take for a typical teacher to complete the instruments.
Permission was obtained from a different school division to ask for
volunteer teachers from one elementary school, grades K-5 (Site 1) and
one middle school, grades 6 and 7 (Site 2). Fifteen teachers representing
grades K, 2, 4, 5, 6, and 7 participated in the pilot administration.
Seven teachers participated at Site 1 and eight teachers participated at
Site 2.

Teachers indicated that the descriptions of all hypothetical
students were plausible and behaviors described seemed reasonable.
Teachers also indicated that the graphic representation presented with
the written description was helpful. The type font of the questionnaire‘
had been reduced so that thg length of the instrument would not appear
overbearing. The teachers participating in the field test had no problems
reading the reduced type. The purpose of the field test was to have
teachers' reactions to the items. The schools were not matched &ith the

target schools on any criteria, nor were data from these schools analyzed.
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A Sample Vignette

John is one of your students. He is a small child and about 6 months
younger than the average child in your class. He is on the low end of the
social maturity scale. He does not follow directions or work well
independently. He forgets assignments and exhibits inappropriate
behavior. John is below average in academic performance, is failing math,
and is reading below grade level. Results of a recently administered
standardized test estimate John's ability is at the 25th percentile.

ABILITY | X 1

1st 99th
ACADEMIC X N 1
PERFORMANCE .

low high
SOCIAL X 1
MATURITY

low - high
SIZE X 1

small large
AGE - X 1

1 yr. _ , 1 yr.

younger older

Figure 1. Teacher Retention Simulation
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Data Collection
Data were collected from three sources to answer the research
questions: (a) Teacher Retention Beliefs Questionnaire, (b) Retention

Decision Simulation, and (c) teacher interviews.

Administration of Teacher Retention Beliefs Questionnaire

Each of the 135 elementary teachers received a copy of the Teacher
Retention Beliefs Questionnaire in a sealed envelope placed in his or her
- school mailbox. Each teacher was asked to seal the completed
questionnaire in a second enclosed envelope and place it in a specified
box in the school. Teachers were assured that no one from the school would
look at the questionnaire. Each teacher was assigned a five-digit code
number that was affixed to the questionnaire and the return envelope.
Questionnaires were picked up by 6ne of the two university researchers
conducting the study. The Teacher Retention Beliefs Questionnaire was

completed by 124 teachers.

Administration of Retention Decision Simulation

Oné of the two researchers was present for every administration of
the Retention Decision Simulation. This ensured standardized conditions
such as teachers working independently. Each principal sqheduled an hour
meeting at his school for the administration of the simulation. In each
of the six administrations teachers were given the Retention Decision
Simulations in envelopes addressed to them. The five-digit code number
was affixed to the booklet and the return envelope. A standardized set
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of instructions (Appendix D) was read to the teachers. A separate sheet
that explained the definitions was passed out to supplement the

definitions printed on the front of the booklet. (See Appendix E.)

May Interviews with Teachers

A sample of 23 teachers was selected to be interviewed in May. Sample
selection was based on two criteria: (a) teachers' past history of
retention and (b) teachers' grade level assignment. Seven teachers who
had retained students in the past, according to the list derived from
student records, were selected. The remaining 16 teachers were selected
based on grade level taught, so that the grades were represented.
Principal recommendations and scheduling availability contributed to the
selection process.

The interviews of these teachers in addition to thé 13 teachers who
were interviewed in March provided interview data from 36 teachers for
analysis. (See Table 1 for the breakdown of the number of teachers
interviewed by grade level). The protocol was expanded to include issues
that emerged from the March interviews, specifically the role of family
and parental support. In May, teachers had already submitted lists of
potential retainees to the p;incipals, so during the interviews they were
asked to comment on specific students being considered for retention and
about students displaying similar behaviors who were not candidates for
retention. Teachers' descriptions of how retention/promotion decisions
were made and the actions of the teachers provided additional information
to confirm or disconfirm interpretations of data from earlier interviews.
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Table 1

Number of Teachers Interviewed

Grade Level Number of Teachers
Kindergarten 4
1 8
2 4
3 3
4 3
5 5
6 5
7 4
Total 36
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The teacher interviews were conducted after school and during free
periods. The lengths of the May interviews ranged from 22 to 85 minutes.

All were arranged through the school principal.

Data Analysis

Teacher Beliefs Questionnaire

Frequencies were tallied for Items 1-20 which were four-choice
Likert-scaled items ranging from agree (1) to disagree (4). Items 2, 4,
5, 6, 8, 9, 10, 11, 12, and 19 were recoded for analysis so that a high
score (4) would indicate a favorable view of retention while a low score
(1) an unfavorable view of retention for each item. A retention score was
created by summing all but three items. Responses to Items 14, 15, and
16 did not indicate a favorable or unfavorable attitude toward retention.
The Retscore was interpreted as an index of a teacher's explicit beliefs
about retention.

Among Items 1-20, eight items (3, 7, 11, 12, 15, 16, 17, 18) were
designed to test whether teachers believed retention affected K-3
students and 4-7 students differently. These items, contrasting
retention in K-3 to 4-7, were subjected to further analysis. Four
dependent t-tests were conducted to determine whether teachers perceived
the effects of retention differently for students in grades K-3 than in
grades 4-7. Alﬁha was set at .01 for each test using the Bonferoni
adjustment to maintain the experiment-wise error rate of

p < .05.
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The second part of the Teacher Retention Beliefs Questionnaire
sought information about the factors that influence teachers' retention
decisions. Item 23 asked teachers to distribute 100 points to rate the
importance they assign to each of ten factors including: academic
performance, maturity, size, age, gender, home environment, effort,
self-esteem, ability, and "other". The means and standard deviations for
each of these factors were calculated for all teachers, and separate
descriptive statistics were calculated for K-3 teachers and 4-7 teachers.
The same procedures were followed for Item 24, which asked teachers to
distribute 100 points to indicate the contribution seven factors makes
to students' problems. A variable estimating the average number of
reténtions for each teacher was created by dividing the number of students
the teacher estimated he or she had recommended for retention (Item 26)
by the number of years he or she had taught (Item 25). Written comments
for all items and written responses to Items 22, 30, 31, and 32 appear

in Appendix F.

Retention Decision Simulation

For each vignette, teachers were asked, "What do you think would be
best for the student?" Three options were provided: promote, socially
promote, and retain. For the analysis, promote and socially promote were
each coded 1 and retain was coded 0. The promote/retain decision for each
vignette for each teacher was regressed'on the student characteristics

of academic performance, social maturity, ability, size, age, and gender.
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Separate regressions for each teacher are appropriate so that homogeneity
of variance violations do not confound results (Cadwell, 1979).

The percentages of K-3 and 4-7 teachers recommending retention for
each vignette describing a hypothetical student were calculated. These
data were used to compare overall differences between K-3 and 4-7

teachers.

‘Analgsis of Interview Data

Interviews were tape recorded and later transcribed. Interview data
were coded as categories emerged from the data following the constant
comparison method outlined in Glaser and Strauss (1967). Some categories
were natural responses to interview questions. For example the category
"success" was a logical outgrowth of the question, "What does a student
have to do to be successful in the grade you teach?”" However, specific
properties of the category such as "academics" and "work habits" emerged
from the data. Rather than fit the data to theory, low inference
categories were developed to prevent premature generalizations. The
computer program, The Ethnograph (Seidel, Kjolseth, & Seymour, 1988), was
used to facilitate data coding and analysis. With this program segments
of interviews were assigned multiple codes and like codes were retrieved
from all interviews easily. A sample page indicating the coding appears
in Appendix G.

Two teachers did not want to be audiotaped, and one teacher was
interviewed while she ran off materials for her class, and tape recording
was not possible. Although notes were taken during these interviews, the
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amount of detail was not comparable to transcribed interviews and,
therefore, these three teachers' interview data were not analyzed,
reducing the sample of usable interviews to 33 teachers.

After the initial analysis, the transcripts were reread in their
entirety to obtain a holistic impression (Borko, Lalik & Tomchin, 1987).
The holistic analysis entailed three steps: (a) Key categories and
representative statements were summarized on one sheet for each
interviewee, (b) Specific data were extracted from Teacher Retention
Beliefs Questionnaire, including teachers' distribution of points (Items
23 and 24) and Retscore, and (c) Factors which were significant predictors
in the rétention decision from Retention Decision Simulation were added

to this summary.

Written Documents

To determine the incidence of retention at grades K-7 for the entire
school division and within each school, retention data from previous years
were collected. The principal of each of the six elementary schools
provided the frequencies for students retained and promoted in each grade
from 1976 through 1988. Schoolvretention rates and retention rates for

the school division as a whole were calculated. (See Appendix H.)

Triangulation of Data

The reliability of information was provided by cross-checking or
triangulating data sources (Denzin, 1978; Guba, 1977; House, 1980.

Convergence of information was sought through documentationm,
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interview data, and responses to the Teacher Retention

Beliefs Questionnaire and the Retention Decision Simulation. Survey data
provided a summary of findings which made it possible .to get a sense of
school practices, and an indication of how wideséread»teachers' beliefs
were. Interview methods allowed subjects to frame issues in their own
terms, using actual instances. In addition in this study, quantitative
bdata highlighted differences between teachers which contributed to
building a deeper understanding of how teachers frame the issue of

retention.
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CHAPTER &

FINDINGS AND DISCUSSION

Three data sourceé;were examined to describe teachers' beliefs about
retention in grades K-7: (a) the Teacher Retention Beliefs Questionnaire,
(b) the Retention Decision Simulation, and (c) teacher interviews. The
findings are presented by data source. The discussion within each section
focuses on one or more of the research questions that guided the study:

1. When is retention considered an éppropriate action?

2. How do teaéhers perceive the consequences of retention?

3. What factors do teachers consider when making retention

decisions?

Results of Teacher Retention Beliefs Questionnaire

Appropriateness of Retention

The Teacher Retention Beliefs Questionnaire provided insight into
teachers' explicit or stated beliefs about retention. The results
presented first correspond to Research Question One concerning the
appropriateness of retention (the complete questionnaire is presented in
Appendix A). This discussion distinguishes between (a) those items on
which at least two-thirds of the teachers gave the same response,
consensus items, and (b) those items on which less than two-thirds of the

teachers gave the same response, non-concensus items.
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Consensus Ttems

Teachers agreed with each other on two items related to the
appropriateness of retention. Table 2 shows that teachers overwhelmingly
were in agreement with the school division policy, which states that
failure in two of three major sﬁbject areas of reading, communications,
or mathematics warrants retention consideration. Teachers also agreed
that retention is approriate for learning disabled students, i.e., the
student's classification should not exclude them from being retained.

Teachers expressed a consistent belief in retention as a school
practice. Their strong negative response to Item 20, 'Children should
never be retained," (as shown in Table 3) suggests that most teachers
believe retention is an acceptable teaching practice and one they reserve
the right to use. Smith and Shepard (1989) reached similar conclusionms,
observing that-a sentiment in favor éf retention was shared by most
teachers, even those who rarely retained stﬁdents, Understanding what
teachefs believe to be the consequences, and how they perceive the impact
of retention on students provides insight into their belief that retention
is appropriate school practice.
Non-Concensﬁs Ttems

Teachers did not hold a common belief about the grades in which
retentions should occur (see Table 4). Teachers were not in agreement
with each other about whether retentions should occur later than third
grade. The grade'at which retention takes place is a key issue which
surfaces in analysis of each data source. Teachers responses to Item 14
suggest they were almost evenly split om this item. Likewise, teachers

45



Table 2

Appropriateness of Retention: Items on Which There Was

a
Consensus Among Teachers

b
Item Teacher Response
AGREE DISAGREE
(N) (N
9. Students who do not make passing
grades in two of the three major subject
areas (reading, communications, or
mathematics) should be retained.
N=123 M=1.7 SD = .65 91.9% 8.1%
(113) (10)
13. Students receiving services of a
learning disabilities teacher should
not be retained.
N=118 M =2.8 SD = .86 30.5% 69.5%
(36) (82)

a
More than 66.7% of the teachers indicated the same response

b

Teacher responses of "tend to agree" and "agree'" were combined
in the single category "agree." Teacher responses 'tend to
disagree" and "disagree" were combined in the single category
"disagree."



Table 3

Should Children Be Retained? A Consensus Item?

Item Teacher Responseb
AGREE DISAGREE
(N) (N
20. Children should never be retained.
N=124 M= 3.8 8D = .44 2.4% - . 97.6%
3 (121
a _ , .
More than 66.7% of the teachers indicated the same response.
b .
Teacher responses of '"tend to agree" and "agree" were combined
in the single category "agree." Teacher responses "tend to
disagree" and "disagree" were combined in the single category
"disagree."
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Table 4

Appropriateness of Retention: Items on Which There Was

a
Not Consensus Among Teachers

Item Teacher Response
AGREE DISAGREE
(N) (N)

14. If students are to be retained they
should be retained no later than third
grade.

N=122 M=2.6 8D = .88 44, 2% 55.8%
(54) (68)

10. Students who make passing grades,

but are working below grade level

should be retained.

N=123 M=2.6 8D = .83 43.1% 56.9%
(53) (70)

5. Students who do not apply themselves

to their studies should be retained.

N=119 M=2.2 8D = .81 64. 7% 35.3%
(77) (42)

19. Children who have passing grades but

excessive absences should be retained.

N=123 M=2.7 8D =.92 38.2% 61.8%
(47) (76)

a
Less than 66.7% of the teachers indicated the same response
b
Teacher responses of "tend to agree" and "agree" were combined
in the single category "agree." Teacher responses 'tend to
disagree" and "disagree" were combined in the single category
"disagree."
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disagreed among themselves whether retention is appropriate for students
who do not apply themselves, students with passing grades working below
grade level, or students with passing grades but excessive absences. If
teachers act in accordance with these beliefs, retention could be seen
as appropriate by one teacher but not the teacher next door. Teachers'

responses to these items suggest the school division policy which lists
working below grade level and excessive absences as acceptable reasons

for retention, as not consistently interpreted by all teachers.

Consequences of Retention

The Retention Beliefs Questionnaire also provided insight into
teachers' beliefs concerning the consequences of retention. This

corresponds to Research Question Two.

Consensus Items
Teachers were in agreement with each other on 10 of the 13 items

relating to the consequences of retention (see Table 5). The majority
believe retention prevents students from facing daily failure in the next
higher grade, and retention in grades K-3 gives an immature child a chance
to catch up. Teachers also agree that retention motivates children to work
harder and is necessary to maintain grade level standards. Teachers were
also in agreement about what retention does not do. They believe retention
does not limit the range in student achievement in classrooms, nor is it
an effective means for providing school support for the child who does
not get support at home. Teachers also believe that retaining a student
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Table 5

Consequences etention: tems _on ic ere Was
Consensus Among Teachers 2
Item Teacher Responseb
AGREE DISAGREE
(N) (N)

11. Retention in grades K-3 is an

effective means of giving an immature

child a chance to catch up.

N=123 M=1.6 SD=.68 92.7% 7.3%
(114) (9

17. Retention in grades K-3 permanently

labels a child.

N=123 M=3.5 SD=.76 8.2% 91.8%
(10) (113)

1. Retention is an effective means of

preventing students from facing daily

failure in the next higher grade. :

N=124 M=1.8 SD=.81 82.3% 17.7%
(102) (22)

3. Retaining a child in grades K-3

harms the child's self concept.

N=1246 M=3.2 8D =.80 17.7% 82.3%
(22) (102)

18. Retention in grades 4-7 permanently

labels a child.

N=124 M=3.1 SD=.86 21.8% 78.2%
(27) (97)

4. Retention prevents classrooms from

having wide ranges in student

achievement.

N=124 M=3.1 SD=.83 27.4% 72.6%

: (34) (90)
a

More than 66.7% of the teachers indicated the same response

b

Teacher responses of "tend to agree" and "agree" were combined
in the single category "agree." Teacher responses "tend to
disagree" and "disagree' were combined in the single category

"disagree."



Table 5 (Cont'd.)

b
Item Teacher Response
AGREE DISAGREE
{N) (N)

16. In grades 4-7 overage children

(more than a year older than their

classmates) cause more behavior problems

than other children.

N=122 M=21 8D =.91 73.8% 26.2%
(90) (32)

6. Knowing that retention is a possibility

does motivate students to work harder

N=122 ¥=2.2 8D=.73 69. 7% 30. 3%
(85) (37)

8. Retention is an effective means of

providing support in school for the

child who does not get support at home.

N=123 MY=2.9 3D =.86 31.7% 68. 3%
(39) (84)

2. Retention is necessary for

maintaining grade level standards.

N=124 M =22 SD=.88 67.0% 33.0%
(83) (41)

a ) .

More than 66.7% of the teachers indicated the same response

b ' ’ »

Teacher responses of "tend to agree' and "agree" were combined
in the single category "agree." Teacher responses "tend to

disagree" and "disagree" were combined in the single category
"disagree."
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in grades K-3 does not harm the child's self-concept, nor does it
permanently label a child retained at any grade K-7. Teachers also believe
that in grades 4-7 children who are at least one year older than

classmates cause more behavior problems than other children.

Non-Concensus Items

Teachers were less in agreement with each other on several aspects
of retention, as Table 6 indicates. Teachers were split almost evenly
on whether retentions in grades 4-7 give immature children a chance to
catch up, or whether retention in grades 4-7 harms the child's
self-concept. Teachers were also not in agreement about whether overage
children in grades K-3 cause more behavior problems than other children.

These findings suggest that among teachers of all grade levels,
retention in grades K-3 is seen as generally having positive consequences.
Teachers are less certain about positive consequences of retention in
grades 4-7. Dependent t-tests were used to test the differences between
mean responses for items that dealt separately with the effects of
retention at grades K-3 and 4-7. Items were recoded so that a high score
indicated a postitive effect of retention. Results of each t-test suggest
that teachers believe retention in grades 4-7 produces more negative
effects, specifically:

(a) Comparison of Items 3 and 7: Teachers were more likely to agree

that retention in grades 4-7 is more harmful to a child's
| self-concept than retention in K-3, t (121) = 9.04, p <.001.
(b) Comparison of Items 11 and 12: Teachers were more likely to agree

that retention in grades K-3 gives immature students a chance
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Table 6

Consequences of Retention: Items on Which
a
There Was Not Consensus_ Among Teachers

Item Teacher Responseb
AGREE DISAGREE
(N) (N)

12. Retention in grades 4-7 is an

effective means of giving an immature

child a chance to catch up.

N=122 M=2.4 8D =.82 54.9% 45.1%
(67) (55)

7. Retaining a child in grades 4-7

harms the child's self-concept.

N=120 M=2.4 8D = .82 60. 0% 40. 0%
(72) (48)

15. In grades K-3 overage children (more
than a year older than their classmates)
cause more behavior problems than other

children.

N=118 M= 2.6 SD = .87 44, 0% 66.0%
(52) (66)

a

Less than 66.7% of the teachers indicated the same response
b
Teacher responses of "tend to agree" and "agree'" were combined

in the single category "agree." Teacher responses '"tend to
disagree'" and "disagree'" were combined in the single category
"disagree."
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to catch up than retention in grades 4-7, t (120) = 9.67, p
<.001.

(c) Comparison of Items 17 and 18: Teachers agreed that retention
in grades 4-7 is more likely to permanently label a child than
retention in grades K-3, t (123) = 5.12, p <.001.

(d) Comparison of Items 15 and 16: Teachers believe overage children
in grades 4-7 are likely to cause more behavior problems than

overage children in grades K-3, t (118)= -6.53, p <.001.

Factors Considered

Items on the Teacher Retention Beliefs Questionnaire also examined
the factors teachers consider when making retention decisions. The
results presented here correspond to Résearch Question Three.

Teachers' explicit beliefs about which factors most influence their
retention decisions were solicited in Item 23 of the Teacher Retention
Beliefs Questionnaire. Teachers were asked to distribute 100 points
across 10 factors to indicate the relative weight of each factor in their
decisions (see Table 7). Responses indicated that both primary and upper
elementary teachers gave the most wéight to academic performance,
assigning it approximately twice as much wéight ds the second most
important factor. 'The K~3 teachers rated:maturity as the second most
important factor, followed by abiiity, and effort. The ordering of factors
was different for &4-7 teachers, with ability as second most important
followed by effort and maturity. Child's self-esteem was rated as the
fifth most important factor by both groups of teachers. The differences
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Table 7

Relative Weight Assigned to Retention Decision Factors

by K-32 and 4-7P Teachers: Item 23

Frequency

Factor M SsD Range Median of ZeroC

School Academic

Performance K-3 36.5 17.4 6-80 30.5 0
4-7 32.3 14.9 10-80 30 0

Ability K-3 12.7 7.8 0-30 10 3
4-7 17.6 10.1 0-40 20 4

Maturity K-3 13.8 8.3 0-30 10 3
47 12.8 7.9 0-40 10 0

Effort Being

Put Forth K-3 10.8 6.5 0-25 10 3
4-7 13.5 7.4 0-35 10 2

Child's Self-

Esteem K-3 8.6 6.6 0-25 10 8
4-7 8.4 5.8 0-25 7.5 4

Home Environment K-3 6.3 7.1 0-40 5 13

’ 4=-7 5.0 4.7 0-20 5 14

Age In Relation

To Others K-3 5.6 3.7 0-15 5 6
4=7 7.1 6.1 0-20 5 6

Size In Relation

To Others K-3 4,2 3.7 0-10 5 15
4=7 3.2 3.8 0-10 1 19

Gender K-3 9 2.3 0-10 0 39
4=7 6 2.0 0-10 0 39

Other K-3 6 2.5 0-10 10 4
4=7 6 2.6 0-15 0 37

Note. Possible ranges for each factor was 0-100.

8h=47

bn=40

“Number of respondents assigning value of zero to factor.

dIncludes the following: social development, special

education, absences, attitude.



between K-3 and 4-7 teachers' ordering of factors is similar to the
findings reported by Byrnes and Yamomoto (1986).

The factors of home environment, age, size, and gender were rated
as making less of a contribution to the retention decision. It is
important to note that while age received an average of 7.1 points from
the 4-7 teachers and 5.6 podints from the K-3 teachers, it was a factor
considered by most teachers as the column "frequency of zero" in Table 7
indicates. Size, on the other'hand, was assigned no points by almost
one-third of the K-3 teachers and one half of the 4-7 teachers. Only five
teachers gave any weight to gender of the student.

Teachers were also asked to distribute 100 points to indicate how
much each of seven factors contributes to student problems. The results
show that K-3 teachers assigned the most points to low academic ability,
followed by and poor home envrionment, immaturity, lack of motivation,
poor self-concept (see Table 8). The 4-7 teachers ordered the factors
differently, with poof home eﬁvironment as most impoftant, followed by
lack of mofivation, low academic ability, poor self-concept, and
immaturity. T-test results iﬂdicated significant differences in the
means for the weights assigned by K-3 and 4-7 teachers to motivation t
(85j = 2.52, p <.05, and to immaturity, t (85) = 2.52, p <.05. These
findings suggest that immaturity may be more of an issue for K-3 teachers
while motivation may be more critical for 4-7 teachers. These findings

support those reported by Byrnes and Yamamoto (1986).
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Table 8

elative Weight Assi d t actors Contributi to

Student Problems by K-3a and 4-7b Teachers: Item 24

Frequency
Factor M sD Range Median of Zero®
Poor Home
Environment K-3 20.8 13.8 0-80 20 1
4=7 24.8 18.0 0-99 20 1
Low Academic
Ability K-3 24.1 12.1 0-50 20 1
4-7 20.9 12.4 0-50 20 3
Lack of
Motivation* K-3 16.1 8.3 0-35 15 2
4-7 21.1 9.7 0-40 20 1
Immaturity* K-3 16. 6 8.2 0-35 18 2
4=7 12.6 6.2 0-25 10 2
Poor Self-
Concept K-3 12.0 7.4 0-40 10 3
4=7 13.5 9.3 0-40 10 3
Curriculum
That Is Too
Demanding K-3 7.3 7.3 0-30 5 16
4=7 5.0 6.1 0-20 5 19
Otherd
3.1 10. 2 0-50 0 41
2.3 6.8 0-30 0 38

Note: Possible range for each factor was 0-100.

an=47

bn=40

CNumber of respondents assigning value of zero to factor
dIncludes the following: ineffective teaching strategies,
administative convenience, peer pressure, inavailability of
testing, lack of parental control, absences, low verbal ability,
starting school too young, no effort, no self-discipline, poor

relationships with peers and teachers

*Difference between means statistically significant p<.05



Results of Retention Decision Simulation

Factors Considered

The Retention Décision Simulation provided another source of
information about the factors teachers consider when making retention
decisions. One hundred of the 104 claséroom and learning disabilities
teachers were present for the administration of the simulation. Two
teachers turned in blank booklets, so data for 98 teachers were analyzed.
Six factors of the factors included in the Retention Beliefs Questionnaire
were varied in the vignettes. The relative importance of academic
performance, maturity, ability, age, size, and gender was systematically
measured by teachers' responses to the vignettes of hypothetical
students.

A regression equation was developed for each teacher. The
standarized regreession coefficients for each teacher for each variable
are shown in Table 9. Standardized regression coefficients were used so
that the relative importance of each factor could be assessed for each
teacher. Variations in the regression coefficients suggest the unique
ordering of factors for each teacher.

The standarized regression coefficients for all teachers are
sumamrized in Table 10. The number of teachers for whom there were
significant regression coefficients for each factor is listed by grade.
There was no systematic variation in the weighting of these factors by
teachers of different grade levels.

The results confirm the explicitly stated importance of academic

performance, ability and maturity, as well as the relative unimportance
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Table 9

Factors That Predict Retention Decisions: Standardized Regression
Coefficients and R? For Each Teacher

Teacher Grade Student Characteristic Factors R?
Level
Performance Maturity Ability Gender Size Age
1 K . 65% .57% -.06 © =-.15 L26% L 26% L 76%
2 K .92% . 00 .00 .07 .07 .07 .93*%
3 KX .58%* . 43% .06 .10 . 10 . 30% . 67%
4 X  42% b4 -. 15 .06 . 30% . 30%* . 63%
5 K .33 .11 .11 .09 .28 .28 .55%
6 K 1. 00* .00 .00 .00 .00 .00 . 00*
7 K . 46%* . 20 -.06 -. 10 .22 Lask 64
8 K .57% .00 .00 .09 . 28% .09 . 65%
9 K .. 05 .13 . 39% .10 .52% .21 . 70%
10 K . 89% . 39% -.13 .00 .10 . 21% ,81%
11 K .57% .00 .00 . 28% .09 .09 . 65%
12 K . 87% .21% .07 .17 . 06 .17 . 87%
13 K . 45% B 19 .00 .07 .23 .38% . 37%
14 K =.03 -.32% -.05 .01 .23 .52% [ 35%
15 1 . 73% . 68% -.06  -.25% .05  .25% .84
16 1 .59% .19 . 32% .05 .15 .36% ,83%
17 1 . 87% W 27% .00 .00 . 22% . 22% . 86%
18 1 .72% . 35% . 35% .12 .23 .23 . 72%
19 1 . 87% . 85% .07 -.05 .16 .16 .87%
20 1 . 78% .57% .07 -. 07 -.05 17 . 78%

Note. Teachers' responses on Retention Decision Simulation were coded so

so that promote = 1, retain = 0.

Teacher decisions were regressed on Student Characteristic Factors
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Table 9 (Cont'd.
actor at Predict Retention Decisions:

Coefficients and R? For Each Teacher

)

Standardi

ed Regressio

Teacher Grade Student Characteristic Factors R?
Level
Performance Maturity Ability Gender Size Age

21 1 .57% .09 .02 -.08 -.02 S43% [ T71%
22 1 . 99% .07 -.07 . 06 . 06 .06 . 94%
23 1 .59% .19 .32% .15 -.05 .05  .75%
24 1 . 64% . 40% - 27% .09 .32%  ,30% ,73%
25 1 . 63% -.06  -.31%  -.05 .05  .55% .67%
26 1 . 84% .00 .00 .14 .00 .14 . 86%
27 1 . 72% .20 .20 .05 .16 C27% . 68%
ZSa 1

29 2 . 64% . 28% c14 .23 .12 .12 . 70%
30 2 . 58% .13 . 38% . 00 .10 .31% |, 84%
31 2 . 82% .07 .07 -.02 .13 .11 . 85%
32 2 . 99% .07 -.07 .06 .06 .06 . 94%
33 2 .06 . 31% .18 .05 L45% 55% [ 78%
34 2 . 66% . 38% . 25% .00 .20 .20 . L79%
35 2 .08 .07 . 72% .05 . 26% . 26% . 84%
36 2 . 68% .00 . 00 -.10 .21 .21 . 75%
37 2 . 64% .13 .25 .00 W 27% . 37% . 76%
38 2 .25 .12 .25 .00 .50% .40 .75%
39 2 . 66% . 00 .00 .00 .00 . 00 .67%
40 2 . 83% . 31% . 31% -.05 .05 .15 .73%

so that promote

1, retain = 0.

Teacher decisions were regressed on Student Characteristic Factors

Note. Teachers' responses on Retention Decision Simulation were coded so
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Table 9 (Cont'd.)

Factors That Predict Retention Decisions: Standardized Regression

Coefficients and R? For Each Teacher

Teacher Grade Student Characteristic Factors R?
Level
Performance Maturity Ability Gender Size Age

41 2 . 84% .14 -.27% -.05 .28% .06 . 78%
42 2 . 87% .14 .14 .12 .00 .12 . 90%
43 3 .45% . 33% . 33% .16 .05 .05 . 647
44 3 . 78% .31% = 43% .05 .35% ,25% . 80%
45 3 .78% .12 -. 14 .05 -.06 .06 .70
46 3 . 81% .13 -.13 .11 .11 .22% .83
47 3 .05 .12 .12 .00 .80% . ,20% ,85%
48 3 . 45% .37* .12 .05 .15 .15 .54
49 3 .13 .29 .27 .01 .21 .24 .50
50 3 -.23 . 36% .11 .11 .34% .20 . 65%
51 3 . 50% .24 .24 .00 .10 .30% L 67%
52 3 . 82% .13 .00 .10 L22%  22% | 84
53 3 . 75% .19 -.06 .05 .26% - ,36% . 81%
54 3 . 67% .00 .00 .00 .00 .00 . 67%
55a 3
56 4 . 83% .19 " -.80% -.05 .05 .05 . 87%
57 4 -. 13 .10 .31 17 =017 .00 .38
58 4 C42% . 46* -.09 .08 .22 .38% [ 65%
59 4 1. 00%* .00 .00 .00 .00 .00 . 00%
60 4 . 68% .08 .21 .07 .28%  ,28% ., 84%

Note. Teachers' responses on Retention Decision Simulation were coded so

so that promote = 1, retain = 0.

Teacher decisions were regressed on Student Characteristic Factors
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Table 9 (Cont'd.)

~ Factors That Predict Retention Decisions: Standardized Regression

Coefficients and R? For Fach Teacher

Teacher Grade ' Student Characteristic Factors R?
Level
Performance Maturity Ability Gender Size Age

61 4 .43% .18 43 .05 .15 .35%  ,78%
62 4 .08 -.06 -. 31%* .15 =05 .75% . 82%
63 4 . 83% .06 -.93%* .05 .05 .05 . 96%
64 4 . 80% .32% -. 70% .05 .26% .15 . 85%
65 4 . 79% . 39% .13 .00 .10 .31% |, 84%
66 4 . 84% .00 .00 .00 .14 .14 . 75%
67 4 .16 . 35% -.35%* -.08 ~-.11 .13 .25

68 4 L42% .21 . 04 .07 .14 L49% L 43%
69 5 . 90% .19 - 44* .05 .05 .15 . 80%
70 5 . 60% .25 -.12 .10 . 10 .50% 74
71 5 . 68% . 26% -.51% .10 .31%  ,31% ., 79%
72 5 .45% .12 -.12 .05 .15 .35% .54

73 5 . 63% . 29% -. 64% .06 . 26% .16 77
74 5 Lbb* .31 .15 -.25 .13 .13 . 58%
75 5 L 73% . 39% .26 -, 10 .10 .10 . 82%
76 6 . 88%* . 49% -.39% -.06 .06 .03 .78%
77 6 . 39% .18 = 44% .15 .05 L46* L 67F
78 6 . 84% . 97% -.08 -.06 .05 ~-.03 . 95%
79 6 .14 . 35% . 35% .09 .28 .09 57
80 6 . 80% . 37% -.49% -.02 .32%  ,22% , B81%

Note. Teachers' responses on Retention Decision Simulation were coded so
so that promote = 1, retain = 0.

Teacher decisions were regressed on Student Characteristic Factors



Table 9 (Cont'd.)

Factors That Predict Retention Decisions: Standardized Regression

Coefficients and R? For Each Teacher

Teacher Grade Student Characteristic Factors R?
Level
Performance Maturity Ability Gender Size Age

81 6 . 99% .07 . 06 . 06 .06 .06 . 94%
82 6 . 53% .04 . 69% .13 .19 .33% ,79%
83 6 .56% . 30% .14 .08 .12 .35% .68
84 6 . 99% .07 .07 .06 . 06 .06 . 88
85 6 1. 00%* .00 . 00 .00 . 00 .00 . 00*

a
86 6

a
87 6

a
88 6
89 7 .08 .07 . 72% .05 L27% L 27% ., 84%*
90 7 . 80% . 32% . 06 -, 15 .36% .15 . 83%
91 7 . 67% . 88% .12 .05 .05 .15 . 76%
92 7 .33 .35 .12 .09 .09 .09 .40
93 7 .17 .08 .26 .14 .28 .42% .58
94 7 L 73% .18 . 55% . 00 .00 .10 . 69%
95 7 .61% . 50% .00 .00 .10 .30% [ 69%
96 7 . 70% .00 . 37% .00 .10 .50% ., 68%
97 7 .07 .17 .51% .14 .00 .00 .38
98 7 .50% L 61% .37% -.05 .15 .05 . 78%

Note. Teachers' responses on Retention Decision Simulation were coded so

so that promote

1, retain

0.

Teacher decisions were regressed on Student Characteristic Factors

a

Teacher indicated promotion for all students.

*p<. 05

63



Table 10
umber of Teachers For om Each Student Factor Was a Significant

Predicto® of Retention Decision

Grade N Student Characteristic Factors
Level Academic Performance Maturity Ability Gender Size Age
Low Ability High Ability
Retained Retained
K 14 11 6 2 3 1 3 6
1 14 13 6 2 3 1 2 7
2 14 9 4 1 0 0 5 4
3 13 9 4 1 1 0 5 6
4 13 4 4 1 5 0 2 6
5 7 7 3 1 3 0 2 3
6 13 9 5 1 4 0 1 4
7 10 6 4 3 2 0 2 4
Total 98 74 36 12 21 2 22 40

ote. Teachers' responses were coded so that promotion = 1, retention = 0
Teacher decisions were regressed on Student Characterstic Factors

4p < .05

[@X)
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of gender in retention decisions across grade levels. Size, assigned
little relative weight in the Teacher Retention Beliefs Questionnaire,
was a significant factor for almost one fourth of the responding teachers
(22 teachers).

Results of the Retention Decision Simulation also provide insight
about which students are most likely to be retained in grades K-3 and 4-7.
An examination of the percentage of teachers who recommended retention
for each of the hypothetical students indicates how strongly teachers
share beliefs about which combination of factors warrant retention. (The
percenﬁages of teachers who recommerided retention for each of the
hypothetical boys are found in Table 11 and for eéch of the hypothetical
girls are found in Table 12). For students performing above average in
class work, no matter which combination of the five other factors was
included in the description, the majority of teaéhers did not consider
retention the appropriate action.

Grade Level Distinctions

In each of the hypothetical situations, more of the K-3 teachers
favored retention. They recommended retention for all low performing
students, with the exception of a high ability, mature, boy and girl who
were older and larger than classmates (see Vignette 25 in Table.lz, and
Vignette 71 in Table 11). The K-3 teachers were also in agreement with
each other (more than 66.7% made the same recommendation) on 37 of the
40 vignettes (exceptions were Vignette 71, Table 12, and Vignettes 55 and

33, Table 11). The results for the 4-7 teachers showed less agreement
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Table 11

Percent and Number of Teachers Recommending Retention for
Hypothetical Male Students Based on Given Factors

Low Academic Performance

Low Maturity High Maturity

Vignette Vignette
Number K-3 4-7 Total Number K-3 4=-7 Total
(N (N (W) (N (N) (N)
Low Ability
Young
Small 3 98.1 82.2 90.8 21 90.4 54.5 74.0
(53) (45) (98) (52) (44) (96)
Big 59 92.5 47.7 72.2 27 79.2 42,2 62.2
(53) (44) (97) (53) (45) (98)
01d '
Small 9 92.5 56.8 73.6 65 69.2 28.9 50.5
(53) (44) (97) (52) (45) (98)
Big 29 75.5 43.2 60.8 19 52.8 15.6 35.7
(53) (44) (97) (53) (45) (98)
High Ability ' ‘
Young
Small 15 96.2 82.2 89.8 37 92.3 64.4 79.4
(53) (45) (98) (52) (45) (97)
Big 51 92.5 73.3 83.7 45 79.2 48.9 65.3
(53) (45) (98) (53) (45) (98)
01d
Small 53 88.5 53.3 72.4 67 67.9 35.6 53.1
(53) (45) (98) (53) (45) (98)
Big 41 73.6 53.3 64.3 71 37.7 33.3 35.7
(53) (45) (98) (53) (45) (98)

High Academic Performance

High Ability
Young
Small
Big

01ld
Small

Big

22.6
(53)
18.9
(53)

28.3
(53)

9.8
(51)

15.6
(45)

8.9
(45)

2.2
(45)
2.3
(44)

19.4
(98)
14.3
(98)

16.3
(98)

6.3
(96)
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Table 12

Percent and Number of Teachers Recommending Retention for

Hypothetical Female Students Based on Given Factors

Low Academic Performance

Low Maturity High Maturity
Vignette Vignette
Number K-3 4-7 Total Number K-3  4-7 Total
Ny (N (W) Ny (N v
Low Ability
Young
Small 13 100 71.1 86.7 61 92.5 40.9 69.1
(53) (45) (98) (53) (44) (97)
Big 77 94.0 48.9 72.9 75 81.1 37.8 61.2
(51) (45) (96) (53) (45) (98)
01d
Small 63 88.7 39.9 64.6 43 67.9 31.1 51.0
(53) (43) (96) (53) (45) (98)
Big 23 69.8 40.9 56.7 5 28.3 15.6 22.4
(53) (44) (97) (53) (45) (98)
High Ability
Young
Small 49 96.2 75.6 86.7 11 90.6 60.0 76.5
(53) (45) (98) (53) (45) (98)
Big 73 92.5 73.3 83.7 69 73.6 53.3 63.9
(53) (45) (98) (53) (45) (98)
0ld
Small 57 92.2 60.0 77.3 33 64.2 37.8 52.0
(52) (45) (97) (53) (45) (98)
Big 39 69.8 53.3 62.2 25 32.1 17.8 25.5
(53) (45) (98) (53) (45) (98)
High Academic Performance
High Ability
Young : . :
Small 55 39.6 13.3 27.6
(53) (45) (98)
Big 17 11.3 9.1 10.3
(52) (&44) (96)
01d
Small 7 17.3 4.5 11.5
(52) (44) (96)
Big 1 11.3 9.1 10.3

(53) (44) (97)
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among teachers. For 21 of the 40 vignettes, fewer than 66.7% of the
teachers made the same recommendations.

Grade was a significant factor in explaining the retention aecision.
The higher the grade level of the student, the greater the likelihood he
or she would be promoted. Chi square (7, N = 3498) = 318.8, p = < .001
(see Table 13). This supports the findings noted earlier in this study
that teachers at all grade levels are more uncertain of the benefits of
retaining students in upper grades. We cannot know whether a 6th grade
teacher would make the same decisions if she taught 1st grade, or vice
versa. In other words, teachers who retain students in primary grades may
or may not retain if they teach upper grades.

Convergence with Teacher Retention Beliefs Questionnaire. Insight
about grade level differences was gained by analysis of the retention
scale derived from Items 1-20 (excluding Items 16, 17, and 18). This
scale, Retscore, can be interpreted as an index of teachers' attitudes
toward retention. A high score indicates a positive attitude, a low score
indicates a negative attitude. The average for all teachers was 47.8.
(8D = 6.5), alpha was .79. T-tests found no significant differences for
K-3 (M = 48.0, SD = 5.9) and 4-7 teachers (M = 47.8, 8D = 7.1), groups,
as even a cursory look would suggest. Thus it appears that teachers at
different levels do not differ systematically in their beliefs about
retention. There are teachers at all grade levels who believe retention
has fewer positive aspects in the upper grades. In spite of this,
retention in upper grades occurred (see Appendix H for retention rates
by grade).
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Table 137

Crossbreak of Retention Decisions by Grade Level Taughta

Grade Level Taught

Decision K 1 2 3 4 5 6 7
Promote 133 155 156 189 270 125 347 183
Retain 425 243 363 247 246 153 166 97

Chi square (7, N = 3498) = 318.8, p < .001

2The number of decisions recorded in each column is equal to the number of teachers

in each grade times 40 (the number of vignettes evaluated).
respond to all vignettes.

Some teachers did not



An estimate of the average number of students each teacher retained
each year of teaching was calculated from teachers responses to Items 25
and 26. The estimated average number of retentions per year for K-3
teachers was 1.06 (SD = .61), and for 4-7 teachers, the estimated average
was 1.07 ( SD = .96). The point of interest that resulted was that the
variances in average numbers of retentions of the primary and upper level
teachers was significantly different, E (1,86)=2.43, p <.01, although the
means did not signficantly differ. One interpretation is that while there
is more disagreement among teachers about the positive outcomes of
retaining students in upper grades, those teachers who believe in
retaining students in upper grades tend to retain more students than the
typical K-3 teacher.

Retention Decision Simulation findings represent paper and pencil
decisions on fictitious students with limited information available to
the teachers and should be interpreted cautioqsly. Given these
limitations, teachers' responses to the vignettes should be interpreted
as answers to, ''What would you recommend if you had a child with the

following characteristics?" Regression analyses results indicate that

each teacher operates with his or her own ordering of factors.

Results of Teacher Interviews and Open-Ended Items

Factors Considered
Teacher interviews and teachers' responses to open-ended
questionnaire items provided insight into how teachers weigh student

characteristics when making retention real-life decisions. For example,
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while academic performance is an important factor for the majority of
teachers, the open-ended sources of data provided a more complete picture
of what teachers define as academic performance that warrants retention,
and how teachers consider perfdrmance in conjunction with other factors
such as ability, effort, or size. This section weaves together interview
and questionnaire data about each of the following factors: (a) academic
performance, (b) ability, (c) effort, (d) home environment, (e)
self-concept, (f) maturity, (g) age, (h) size, and (i) gender.
Academic Performance

The criteria for satisfactory academic performance are shaped by
school division policy which states that students failing two of three
major subjects, reading, communications, or math shall be considered for
retention. Almost 92% of the teachers agreed with this policy. The
following comments reflect the belief that promotion should be based on
the ability to meet academic standards:

Based on guidelines set by the school division, if a child does not

meet the necessary requirements for promotion, then they should be

retained. (A 5th grade teacher - Teacher Retention Beliefs

Questionnaire)

Retention should only be considered if the child has not mastered

the academics (A kindergarten teacher - Teacher Retention Beliefs

Questionnaire)

Retention is necessary for children failing reading and math (A 3rd
grade teacher - Teacher Retention Beliefs Questionnaire)

If a student's average for the year is failing in two subjects, he
should be retained. (A 7th grade teacher - Teacher Retention Beliefs
Questionnaire)

Unless a child is mentally handicapped or has been retained twice
with no real improvement, then a child either meets state and school
requirements or he is retained. (A 4th grade teacher - Teacher
Retention Beliefs Questionnaire)
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If a child cannot do the work they [sic] should be retained. (A 1st
grade teacher - Teacher Retgntion Beliefs Questionnaire)

Teachers expressed twd different views about the impact of retention
on academic performance; some believe performance improves in the second
year and others that it does not. The comments below suggest academic
performance improves:

I have never seen a child do worse the second time. (A 3rd grade
teacher - Teacher Retention Beliefs Questionnaire)

He has done much better. Doesn't hand in those late papers to me any
more. Has even had some 100s and its gotten so, he uses the wall back
there to post his papers. He can post those 100s anywhere he wants.
(A 7th grade teacher - Interview)

There have been a couple that I've let go on that have failed 1st,

and I should have kept them back. By lst and 2nd grade, failing does
start to hurt the child. I think they recognize it more. I think now,
I'd rather see a retention in kindergarten rather than anywhere else.
(A kindergarten teacher - Interview)

Other teachers expressed the opposite view, stating that retention does
not improve academic performance and often creates behavior and attitude
problems:

I have seen few positive effects of retention in 17 years of
teaching. (A 6th grade teacher - Teacher Retention Beliefs
Questionnaire) :

In grades 4-7 I have seen little improvement in most students' grades
and attitudes. (A reading skills teacher - Teacher Retention Beliefs
Questionnaire)

I realize there are many, many factors that influence a child's
performance. Therefore I am less likely now to view retention as
the best solution. (A 3rd grade teacher - Teacher Retention Beliefs
Questionnaire)

I've seen too many instances where students retained in grades 6 and
7 received no benefit whatsoever. It caused behavior and attitude
problems. The student has usually been a bad influence on ones who
were good students, but followers. (A 6th grade teacher - Teacher
Retention Beliefs Questionnaire)
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The importance these experiences have in shaping teachers' beliefs about
retention is critical. When describing a student under consideration for
retention, some teachers would compare the child to one they had
successfully retained in the past:

He was very similar to this child in that he was intelligent. We kept

~him-back a year and now he is doing beautifully. (A kindergarten
teacher - Interview)

It is noteworthy that many teacher comments refer to past retention
experiences, some described students they had retained or students in
their schools whom other teachers had retained. Others described personal
‘experiences. It is not so much the event itself, but the person's
interpretation of the event that influences beliefs about retention. The
impact of experience is characterized by comments from three teachers,
Ms. Hawkes, Ms. Lee, and Ms. Dickinson. Ms. Hawkes had retained at least
two students per year in the past, and was recommending that several
students be retained at the time of the interview. As her comments
indicate, she did not believe retention is always successful, but feels
a 50% chance of success makes retention worth the risk:

I feel at least 50% of the time when I retained a student, they

actually made satisfactory work and deserved to be promoted the

second time. In some cases you see a complete turnaround, especially

if the reason that they were being retained was for immaturity. (A

7th grade teacher - Interview)

Even two teachers who have retained relatively few students in the
past recalled different types of experiences. For Ms. Lee the retention
of one student who did not make progress the second year was enough to
make the teacher wary of ever retaining a child again as she explained:

I retained a child once in 2nd grade. He did really well in science

because he liked it. But the other subjects he did not do well in
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and I had to retain him, at that point I felt I had to retain him

because he had not mastered other things as well. But, the next year

I don't think he did any better. It became a vicious cycle. He still

did well in science, I tried to use it to get him into other things,

but it really didn't work. (A 4th grade teacher- Interview).

For Ms. Dickinson the successful retention of one student was recalled
and hangs on as a reminder that retention can work well, although she had
found alternatives to retention for two students in her present class:

I have retained a child before. He was younger and smaller than the

other children. He did not have his academic skills or his social

skills. He was borderline as far a academics here, probably higher
on that grade level than this child I am promoting, but I thought
he'd do best by being retained. And now he is a senior or graduated
from high school. His parents still tell me this was the best thing
we ever did. (A 1st grade teacher - Interview)

This study does not judge whether students in fact have or have not
shown improvement after retention. The emphasis is that teachers retain
students for failure to meet academic standards, some believe that
retained students do achieve the next year, while others do not. This

influences teachers' decisions as do other factors or characteristics of

the child which are described below.

Ability

Teachers often assess students' academic performance in conjunction
with the students' ability. However, teachers described two opposing
interpretations of the performance-ability interaction. Some teachers
will promote a low ability student while retaining a higher ability
student performing at the same level. The following comments explain this
rationale:

I've got a child with a very low IQ. He could sit in the 6th grade

for 150 years and never do it. All right there is no sense for me
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to retain that child. But if a child has the ability and doesn't do,
he will be retained. (A 6th grade teacher - Interview)

You are doing a child an injustice to push him beyond his capability,
but there comes a point that you realize that there is a child who
is very slow, that will never reach the level you would like him to
reach. These are probably what you would call social promotions.
They are not slow enough to be mentally retarded, but they are slower
than low average. (A 2nd grade teacher - Interview)

. The child with ability who does not measure up to the requirements
of the grade, that would be the one considered for retention. (A 2nd
grade teacher - Interview)

Retention most often does not change the child's ability in any major
way. We must be reminded that we are not all college bound with
aspirations of a doctor, lawyer, teacher, etc. (A kindergarten
teacher - Retention Decision Simulation)
Results of the Retention Decision Simulation indicated that for the
majority of teachers for whom ability was a significant factor, the
regression coefficient was negative. This means the low ability students
were promoted and high ability students were retained.
For other teachers the opposite point of view is taken. They tend

to promote those who are able, as one teacher concluded:

If the kid has the ability, what's the point of keeping him back.
It just doesn't work. (A 7th grade teacher~ Interview)

Another teacher explained:
You know they can get the material. Something is just bothering them
or whatever, but holding them back will just add to their problems.
(A 4th grade teacher -~ Interview)
Still others believe that some low ability students are slower and need
more time to master skills and therefore retention can be beneficial for
them:
Some children just need longer to learn. We need to give them that

time. (A 2nd grade teacher)
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These teachers do not simply pass low ability students nor do they cease
having expectations for low ability students. A third grade teacher
explained her beliefs:

All students are able to produce and should be made to feel good

about their efforts. I tell my students sometimes a D is earned by

hard work. Certain students will have more difficulty getting
through and we must teach them to work at their own personal best.

(A 3rd grade teacher - Interview)

Taking responsibility for learning in the classroom was a thread that ran
through this interview.

In summary, ability is an important consideration in making
retention decisions, but teachers weigh ability in different ways. Some
believe the child with low ability may need more time to master grade
level skills and, therefore, retention will be appropriate for that child.
Other teachers believe that low ability students will always have
difficulty meeting standards and will not be best served by

retention. More teachers believe the low ability students should be

promoted.

Maturity
Teachers of all grade levels described some potential retainees as
immature.
Her main problem was immaturity, acting out, speaking and laughing
at inappropriate times, being on the floor when she should be in her

seat. (A 4th grade teacher - Interview )

He is silly, giggly; interrupts, loud, just immature (A 5th grade.
teacher - Interview )

He is just too immature to handle the work we have to do. (A
kindergarten teacher - Interview)
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Regardless of the grade level taught, teachers gave similar descriptions
of immature behavior. The criteria listed in the explanation for the
Retention Decision Simulation were derived from teachers' descriptions
of specific behaviors, e.g. acts inappropriately and does not work well
independently.

In summary, while teachers at all grade levels often described
potential retainees as immature, teachers' distribution of points_(ltem
23) on the Retention Beliefs Questionnaire suggest that immaturity is a
more important factor in K-3 retention decisions. All teachers indicated
a belief that retention in K-3 gives immature students a chance.to catch
up, but the number agreeing with the same statement about 4-7 students
was not as high. Likewise, teachers believe that immaturity is more
responsible for problems of students in K-3 than in 4-7. Problems
"associated with immaturity are often difficult to distinguish from

problems attributed to age and size.

Effort

Teachers' perceptions of student effort affect the way teachers view
‘academic performance. The teacher's perception of student ability is a
factor in the retention decision. For exampie, when teachers believe
students are putting forth maximum effort and working to their ability,
those students may be promoted in spite of poor performance.

She is working to capacity - doing all she can... (A 3rd grade
teacher - Interview)

Looking at academics alone, she would be retained. I felt she would
feel that she failed and possibly not work as hard next year. (A lst
grade teacher - Interview)
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A child doing his best and shows a great effort should not fail. If
the child does fail then the school has not met his needs. (A 5th
grade teacher - Teacher Retention Beliefs Questionnaire)
Shortcomings are not as likely to be overlooked, however, when teachers
perceive that students are putting forth little or no effort.
Karl is a puzzle to me. I've never gotten enough work out of him to
have an idea of what he can or cannot do. He never, in the 3 months
since he has been here, never completed an assignment for me, never
ever even worked on an assignment. (A 7th grade teacher - Interview)
She is just a child who won't do. I haven't seen enough out of her
to know if she has the basic skills. (A 5th grade teacher -
Interview)
In fact, effort may affect the way teachers think about students in
general, and the way they interact with them in the classroom as one
teacher suggested:
I know I just don't have the patience with this child or spend the
time that I should - but she just doesn't put forth the effort. (A
5th grade teacher- Interview)
Student unwillingness to do work may be more of a problem in the upper
grades than in the primary grades. One teacher concluded that in the
following:
Few retentions are cut and dried. Once in a while you have one that
is just the way it is. You have seen this all year and they know it
is coming, a child that simply won't do. But you don't have that
much in primary grades. (A 2nd grade teacher. - Interview)
However, not all upper grade teachers believe that retention is a
necessary result of not doing work as the following exchange reveals:
Teacher: It [retention] doesn't help a whole heck of
a lot. I will never retain to punish them.
Never.
Interviewer: Punish?
Teacher: You don't do your work, so you have to fail.

I think that is just a crock. I would only
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retain a child if I knew he could not succeed
~in the next grade and if I had something to offer

that child that would help that child mature

and develop. (A 7th graade teacher - Interview)

Another teacher revealed her hierarchy for determining why the student
is not performing:
If a child proves to me that he can't do, that's when we do testing
and that's when we get him into an appropriate classroom, so maybe
he can do. So, there is still hope for him. The child who simply
won't do that's when our guidance counselors if we had them or some

type of alternative to spelling words ought to be. And the child who
will do, Glory Be, full speed ahead. (A 6th grade teacher)

Some teachers take responsibility for what happens in their classrooms,
even when students do not do work. Teachers described a variety of
techniques they used to involve students. Others explained that the
students had to learn to be responsible, subscribing to a work ethic view
of school.
Teachers also expressed a concern that if retentions were not a
possibility, students would have no reason to put forth effort:
If children are never retained in the pass-fail system we have, then
a message is sent. Achievement is not a means to an end. So, why the
effort. It doesn't take an analytic thinker to solve this one. (A
specialty teacher - Teacher Retention Beliefs Questionnaire)
If students do no work and they fail subjects, or they do not
understand and fail; the worst thing to do is send them on to the
next grade. This will certainly lead to dropouts. (A 3rd grade
teacher - Teacher Retention Beliefs Questionnaire)
If students are not retained any time, all they will achieve is
failure. This can affect the future of any child and produce an adult
with no goals or motivation. (A 2nd grade teacher - Teacher Retention
Beliefs Questionnaire)
Teachers' responses to Item 6 of the Teacher Retention Beliefs

Questionnaire confirm that the majority of teachers (69.7%) agreed that

the possibility of retention motivates students to work harder. We do not
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know how many students are motivated or if these are students who might
actually be retained. The value of retention as a motivator is not
supported by research (Bocks, 1977; Labaree, 1984), however, teachers
discussed the motivational aspect of retention:

During the last 10 years I have seen an estimated 10 students
retained. Unfortunately, I must admit, most of these students did
not improve a significant amount and I question the decision (after
the year of retention). However, I believe that maintaining the
retention concept within the classroom is a motivating factor for
other students who might not work up to their ability. (A 6th grade
teacher - Teacher Retention Beliefs Questionnaire)

Teachers believe that retention serves as a school motivator and a
motivator for individual students.

In summary, teachers believe that knowing retention is a possibility
motivates students. Lack of effort and motivation seem to be problems
that have retention implications more often for students in grades 4-7

than students in K-3.

Home Environment

Teachers view the home environments of their students in two ways
that affect retention decisions. TFirst, teachers consider the amount of
parental support for the retention decision. Second, teachers attribute
students' difficulties in school to deprived home backgrounds and
interact with students accordingly.

Support for retention decision. Teachers repeatedly indicated
support from home was important when making the decision to retain a
student. Teachers do not, however, share a common view of how parental
support should be weighed. Some teachers believe that unless the parents
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are supportive and work with the child emotionally, the retention will
not produce the intended results. Those teachers will retain omly if
parents are supportive. To other teachers, the willingness of parents to
Qork with the child may influence the teacher to promote the marginal
child. As one teacher stated:

...you know they will take them to the library over the summer, and
work with them. (A 1lst grade teacher - Interview)

Teachers do not agree about the appropriate level of parent
involvement in the decision making process. Some believe the parents
should be consulted:

We should care what the parents think. These are their children. (A
6th grade teacher- Interview)

My decision is based on a student's apparent effort to do passing
work. If the school has received no support from the home, then I
do not press for retention even if there was no effort. (A 7th grade
teacher - Teacher Retention Beliefs Questionnaire)
Not all teachers share that view. Some teachers believe that teachers,
as professionals, should judge what is best for the child and resent

parental interference:

Now it is almost as if we have to ask the parents' permission to
retain a student. (Teacher Retention Beliefs Questionnaire)

Teachers also expressed a different type of concern regarding
parental support. Some try td determinevhow much trouble an uﬁwilling
parent will give‘a teacher who is determined to retain a student.
Teachers seem to assess whether or not retention will be worth the
administrative hassle in those cases. While this view was not expressed
by all teachers, it was expressed with intensity in written comments and
interview statements.
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Contribution of home environment. While teachers attribute many of
the problems students have to poor home environments, teachers reported
that home environment was not a major consideration, when deciding whether
to promote or retain students (see Table 6).

In preliminary interviews, teachers and administrators discussed the
impact of poor home environments. One teacher even stated she thought the
school could provide some stability and encouragement for students who
do not get it at home. The following is an excerpt from an interview with
a 7th grade teacher:

You could just go through and pick out the ones that we're really

better off retaining in 6th or 7th grade, or just keeping them here

until they are 17 years old and trying to educate them a bit. Because
as long as they are in a community type school like this where there
are people they know, who they are close to, then they go to school.
but once they leave here and go to the middle school.. when they are

17 they stop. At least here somebody is standing behind them

pushing... But once they leave here they don't do a thing. We have

had whole families of them like that. (A 7th grade teacher -

Interview)

Teachers attribute many of the problems their students have to poor
home environments, and almost all interviewed teachers were aware of
students in their classes from troubled homes. Teachers of grades 4-7
rated home environment as the most important contributor to students'
problems, assigning an average of 24.8 points (SD = 18.0) to the factor.
For K-3 teachers, home environment closely followed ability with an
average of 20.8 points (SD = 13.8). (See Table 7.) One 7th grade teacher
characterized the range of problems accompanying different home
environments:

...kids come from backgrounds where they are experience-deprived.

There is not a lot of motivation from the home...'My daddy pulps wood

and he makes good money, and so it [school] is not important and my
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daddy said it wasn't.' Then there are others where the parents may

be telling them education is important, yet they really are deprived

of the experiences that most children in other areas come to school
having had.

We also have kids who are dealing with such traumatic home

circumstances that I don't blame them. I couldn't concentrate on

school either.. (A 7th grade teacher - Interview)

Teachers described a number of adverse home situations. Often
children lived with grandparents or other relatives because of the
instability of the natural parents. Many had single mothers who were not
available because of work demands. Other teachers feared students
suffered the effects of alcohollc parents, parental unemployment
psychological and phy81ca1 neglect Some home situations present mlxed
messages to children, in others teachers believe education is not valued

Brian can probably read,better than the stepfather'evegjdared. Brian

thinks he is great because he's already better than his mom and dad.

Where is the expectation? Yet, he can't do what 9 and 10 year olds

can do (he is 12 yrs. old) so his self-esteem suffers that way. (A

4th grade teacher - Interview)

In Jeff's family you go to school as long as someone makes you and

then you leave. They get along and that's all he sees. (A 7th grade

teacher - Interview)

I feel the number one thing that makes a kid successful is the home

environment. By the time they get to 6th or 7th you can really tell.

I just believe in the effect the family has. (A 5th grade teacher

- Interview)

I guess what I am saying is that I think parents play such an

important part with what their children are capable of doing. (A 1lst

grade teacher- Interview).
Some parents are simply unable to help their children. A first grade
teacher talked about her frustration with one child who was academically
behind. While the mother and child were cooperative, the mother could

not read and, therefore, could not provide the necessary help for the
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child. The problem of educating parents was addressed in interviews by
several teachers.

While many teachers acknowledge that home problems exist, they are
likely to view them differently and thus interpret the responsibilities
of teachers in different ways. A comparison of the two quotes below
reveals that while two teachers acknowledge the lack of supervision at
home, one teacher describes the students as spoiled and the other as
needing to be self-sufficient.

I think in a lot of cases they are spoiled from home. They are not

expected to do things that are constructive, They are not given

responsibilities and then the parents see them complete them
satisfactorily. (A 7th grade teacher Interview)

The mothers most often work outside of the home and an awful lot of

the time there is nobody there when they get home. No supper, no

structure. Nobody there to do laundry. The kids have to be so darn
independent to meet the basic needs of life. (A 7th grade teacher -

Interview)

Another described how home responsibilities affected one child in her room
who had been retained the previous year because she did not turn in her
work. Completing homework was still a problem, but as this teacher
indicated, the child will not be retained this year and should not have
been retained the previous year.

She has a lot of responsibility at home. She has two smaller sisters

she takes care of. She'll do her assignment and then the next day

she won't. She's had to take care of the kids. She takes tests real

well. She learns the material, its just the day to day work. (A 4th
grade teacher - Interview)

Views of teacher responsibilities. Teachers view their
responsibilities and abilities to compensate for poor home environments
differently. One teacher who gave a detailed description of home

situations went on to state:
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I think we have to teach them that regardless of what your backgrbund
is, regardless of what you come from and what you have to work with,
ultimately you are responsible for your life, although you did not
choose your family. When you get to be a poor bum who cannot get a
job, what good does it do to say it was my parents' fault. (A 7th
grade teacher - Interview)

Another expressed concern, but was more doubtful about the impact teachers

can have:
I think the home quality is most important. We can show that we care
and sometimes change that and let them see that they are
worthwhile,and they have something of value to society. Sometimes
we are successful, but we're not always. (A 5th grade teacher -
Interview)

Again it is not clear how much the teacher can compensate for home

situations. When specifically asked, nevertheless, one teacher replied:

No matter what, we have them for six hours a day; I think you should
be able to do something in that time. (A 3rd grade teacher)

The ways teachers talked about students' home situations were
strikingly similar to descriptions provided by Richardson-Koehler (1988)
and Casanova (1988) in their studies of at risk children. Since parents
were not a part of this study and actual home situations or parent
attitudes were not substantiated, these interpretations should be read
as just that, teachefs' perceptions of home environments. Ashton and Webb
t1986) contend that teachers with a low sense of self-efficacy tend to
view home as a major variable that impedes their progress. Often it is
not that parents and teachers are in conflict over the value of education,
they just misperceive one another. Interviews revealed that those
teachers who believe they can take children where they are and make

progress with them were retaining fewer students than those who focused
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on the problems of getting no support from home. This warrants systematic
examination.

In summary, teachers believe that home environment plays a major role
in student problems. Some teachers believe they have the responsibility
to try to compensate for home deficiencies, other do not believe this is
possible. Teachers do consider parents' reactions to retention as they
make their decisions. Teachers work toward gaining parent support, and
if parents strongly oppose retention, the child may be promoted by some
teachers who believe the parents are important in the decision, and by

others who do not want the administrative hassle.

Self-concept

The majority of teachers see retention as a positive step for the
retainee. The majority of teachers believe retention is an éffeétive means
for preventing the student from facing daily failure in the next grade.
They believe that promoting a child who is academically behind will harm
the self-concept of the child. "If he can't do this work, how can I
possibly send him on?" was stated by teachers regardless of their position
on retention in general. In comments on Teacher Beliefs Questionnaire
teachers wrote:

I have seen many children overwhelmed and frustrated by being in over

their heads (A 7th grade teacher - Teacher Retention Beliefs

Questionnaire)

I hate to see students suffer the frustration of being unable to

succeed in their school work. To socially promote them to more and

more frustrating assignments is cruel and does not give them the help

they need to learn the skills they are having trouble with... (A

Chapter I teacher - Teacher Retention Beliefs Questionnaire)
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I feel that children need to achieve success in order to feel
confident about themselves and their work. I've seen children that
struggled one year and were retained. They were some of the best
students the next year. This provided a positive foundation for their
future achievements. (A kindergarten teacher - Teacher Retention
Beliefs Questionnaire)

I witness daily the frustrated students who should have been retained
but were not, (A Chapter I teacher - Teacher Retention Beliefs
Questionnaire)

A lot of times they are well motivated [after retention] because they
feel better about themselves. A child that feels good about himself
is going to do better. He can be a repeater. Once he gets over the
hump of having to repeat he can be an important person in the next
class. Where in this class he was low man on the totem pole. I think
it is a real confidence builder. (A 2nd grade teacher - Interview)

Therefore, many teachers at all grade levels believe they are encouraging
a child to build a stronger self-concept by rétaining that child. One
teacher who had not retained a child in many years had a slightly
different view. She suggested that the teacher had to teach the child how
to do his or her best and feel good about that. Only wheﬁ the child was
absolutely unable to do any of the work would retention be an option.

I think there are a lot of students who are going to struggle, we
all struggle... If I know that a child is going to be completely lost
in the next grade, I don't think he should be sent on, If he can't
get any of the material at all, and I mean can't get it, like I
wouldn't send a child who couldn't read... (A 3rd grade teacher -
Interview)

In the interviews teachers talked about the students who have low
self-esteem, but how this affects retention decisions is unclear as the
following excerpt from an interview with a first grade teacher indicates:

This one little boy I have is going to repeat this year. He just
comes out and says "I hate myself!" You know when he does that I say,
"It's not that bad, you can study at home or I can help you." It
bothers me because he pouts a lot. He keeps it in somewhat too. You
can just look at him and see that he is unhappy with what he has done,
It doesn't matter what art project I give him. He is going to be the
one who says, "I can't do it," before he gets it on his paper...He
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just has a poor attitude about himself and I guess you can understand
it, He has failed kindergarten and now he is not doing that well in
1st. He is likely to fail... You work with a child for a year and
if you see that they are not able to make it and if they see
themselves as a failure you owe it to them to help them see that they
are not. And I think repeating many times they can see success in
themselves and I don't think its fair if they cannot handle first
grade material. Overnight they are not going to be able to handle
second. And I feel, my philosophy I guess is that if I feel inside
that they are not able to handle the next grade academically,
socially, emotionally, I feel they need to stay back for their own
good. It's a very hard decision and I don't like the time of year
when you put down on paper the names of those who you think won't
make it and I think you always have a little hope, well, maybe but
most of the time you are going to feel pretty good about the
decision. After all, you are taking a year of the child's life and
its up to you to decide if they can go on and its a hard decision.
(A 1st Grade Teacher - Interview)

In summary, teachers do not believe that retention at K-3 or 4-7
permanently labels children. They also do not believe retention at K-3
harms the self-concept of children. Moreover, many teachers believe that
retention allows children to view themselves as succegsful, the next year
in a grade. This is consistent with research that shows parents and
teachers believe self-concept of retained children is improved during the
non-promotion year (Ames, 1980; Finlayson, 1977). Teachers are less

certain of the effects on children in grades &4-7.

Age

Teachers frequently mentioned age when stating why a particular
student was being considered for retention or was going to be promoted.
Below are some examples in which being older leads to promotion:

Both are being placed in 1st grade. They were in pre-kindergarten »

last year and if we went ahead and kept them another year they would
be so much older. (A kindergarten teacher - Interview)
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This child was retained in kindergarten and first grade. He will be
10 yrs. old. There is no way a 10 yr. old can be in 2nd grade and
not stand out. ( A 2nd grade teacher - Interview)

He is too old. He needs to be with 3rd graders. (A 2nd grade teacher
- Interview)

Just as being older may lead to promotion, being younger may lead
to retention. Teachers at all grade levels made reference to the fact
that particular children were young for the grade; this was one more
factor in favor of retention:

He is just too young for 6th grade, positively too young. The first

two 6 weeks he never got the right books to any class. He wasn't

ready for 6th grade. (A 6th grade teacher = Interview)

It's been my experience that younger children do seem to have more

trouble. That doesn't hold true 100% of the time... (A kindergarten

teacher - Interview)

He would have benefitted from another year in lst grade. He is young.

He is going to be all right in a couple of years. (A 2nd grade

teacher - Interview)

However, teachers have different interpretations of what constitutes an

age difference worthy of special consideration as the follo&ing indicate:

I think age does matter if they have repeated before (A 1st grade
teacher - Interview)

However to another teacher one previous retention does not make a child
too old, but two seems to be critical for some:
A lot of times we look at age, but because he has only been retained
once that hasn't been a factor - his size, he is not physically a
lot bigger than the others. (A 5th grade teacher - Interview)
Effects of being overage. Retention results in some students being
older than their grade level peers. In preliminary interviews, teachers
mentioned that overage students tend to be behavior problems in the upper

grades. In contrast, several primary level teachers commented that the
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second time in a grade a particular student became a leader or helper as
the following indicate:
They become the heroes of the group. They are the big kids. There
is no stigma or anything like that for a retention in 1lst or 2nd

grade. (A 2nd grade teacher- Interview)

They want to be leader. They know what is expected of a 3rd grader.
They want to help. (A 3rd grade teacher - Interview)

He would talk to you. He went from being an introvert to an
extrovert. This year he knocked on my door and asked me if I would
like to see [his report card], and he had straight A's. Now see, he
was young enough to hold back. Now when you get into those who are
older, big ones, you cannot retain. (A 2nd grade teacher -
Interview)
These perceptions were confirmed in teachers' responses to questiomnnaire
items. Only a few teachers (34%) believed that overage children in grades
K-3 cause more behavior problems than other children. However, 73.8% of
those responding agreed that overage children cause more behavior
problems in grades 4-7.

Age when retention occurs. Teachers' responses suggested that
teachers adhere to the popularly espoused notion, the earlier you retain
a student the better. The following statements supporting this notion were
written on Retention Decision Simulation, as general comments:

The younger the better for retaining children! After 4th it is more

of a hindrance. (A 2nd grade teacher - Retention Decision

Simulation)

Retention is best in K-3 even for those with low ability. (A 3rd
grade teacher - Retention Decision Simulation)

It does absolutely no good in grades 6 and 7 - We've tried it and
more problems, behavior and attitude have resulted than would have
had these students been sent on. (A 6th grade teacher - Retention
Decision Simulation)
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However, the majority of teachers (55.8%) disagreed with the statement
that if students are to be retained, they should be retained no later than
3rd grade.

Age is often discussed in'conjunction with physical andrsocial
maturity. The differences in ages are particularly noticeable at the onset
of puberty, which has a strong influence for some teachers. In reference
to two older girls she was recommending for promotion, a teache:
commented:

And it is not fair to leave young ladies in with a bunch of little
girls. (A 4th grade teacher - Interview)

However the onset of puberty is not a green light for promotion for all
teachers. One 4th grade teacher talked about the successful retention of
a boy:
He was maturing physically. I knew he was a bright, bright student,
just depressed. The next year [after retention] he was all A's and
B's and since then on the honor roll. He is in 6th grade now, and
doing well (A 4th grade teacher - Interview)
It is often difficult to separate the age factor from the social maturity
factor as the following statement indicates, since age and maturity often
overlap.
They [three potential retainees] are young for 6th grade and I am
not sure they are ready to do the types of things we expect them to
do. I think they need to grow up a little. The older child is more
likely to accept the responsibilities that come with having four
different teachers. (A 6th grade teacher - Interview)
In summary, age in combination with other factors may determine
whether a child will be retained or promoted. While teachers believe
retentions should take place as early as possible, the majority do not

believe retention should be limited to primary grades. Teachers do believe
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that overage children pose more problems than other children in grades

4-7, but not in grades K-3.

(¥2]
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Teachers did not rate size as an important factor in their decision
to retain. However, size can influence decisions:

The boy is big. I don't think it would be good for the upcoming 3rd
graders to be in a room with him (A 3rd grade teacher - Interview )

Based on size, the 3rd graders coming up will be overwhelmed and
intimidated by him. (A 4th grade teacher - Interview )

If a child is borderline, but he is an awfully big student, I would
consider sending him on for that reason. A large child is an outcast
at times. (A 3rd grade teacher - Interview)
These comments described how size interacts with other factors. Only when
a child is already borderline does size become an issue. This could
explain why teachers believe it plays such a small role as their
assignment of points indicates.
However, not all teachers believe that size should change the

decision for a child not making academic progress:

She is a big child now, but she needs to be retained because she
doesn't have the basic skills. (A 4th grade teacher)

In summary, size operates in conjunction with other factors and may

influence a borderline decision.

Gender
Teachers rated gender the least important factor they consider when
making a retention decision. It averaged less than a point from K-3

teachers and 4-7 teachers. Gender did not appear alone and was a
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significant factor in conjunction with performance for one kindergarten
teacher, and in conjunction with performance, maturity and age for oﬁe
first grade teacher. While research suggests that boys are more likely
to be retained than girls (Rose et al., 1983), in the majority of
vignettes, teachers showed random variations between males and females
with the same characteristics. There were seven instances in which the
percentage indicating retention for male and female students differed by
more than 10 points. In six of those cases, the males were more likely

to be retained.

Summary of Teachers' Beliefs About Factors in Real-Life Decisions

In summary, retention is a compiex decision in which a number of
factors are weighed. Results presented thus far suggest that academic
performance, ability, maturity, effort, and the child's self-esteem are
important considerations when making retention decisions. Teachers'
written comments and interview statements add to the complexity of
retention because teachers interpret factors differently. For example,
teachers often evaluate student academic performance in conjunction with
ability and effort. While ability was rated an important factor, some
teachers retain low ability students while others retain high ability
students. Effort, though on average was not given as much weight as
ability or performance or maturity, was considered by almost all teachers.
'However, some believe students' efforts increasevafter retention, while
others hold the opposite view. Teachers believe home environment plays
a major role in contributing to students' problems, but they do not share
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a common view of appropriate teacher response. Teachers coﬁsider parent
support for retention decisions, but when this is not achieved some will
promote because they believe the parents have an important voice in the
decision, while others choose to avoid an administrative hassle. Thus,
these findings illustrate the wide range of interpretations teachers have
about thé factors they consider in making retention decisions.

It is also important to look at sets of beliefs that influence the
behaviors of individual teachersﬁ Profiles of six teachers are provided

to expand understanding of how sets of beliefs operate for individuals.

The discussion of each pair of teachers fbcuses on a different aspect
of the retention issue. Fictitious names are used throughdut to protect
the identities of the teachers. The exact grade levels they teach will
not be given, but each pair teaches students at the same grade level. The
descriptions of Ms. Stevens and Ms. Grey, primary teachers, demonstrate
how teachers weigh characteristics of a student to determine whether
promotion or retention is warranted.

Descriptions of the upper elementary teachers present the different
ways teachers at grades 4-7 view retention. Ms. Keats and Ms. Green,
who teach the samé grade, exemplify teachers who hold very different
‘beliefs about retention; Ms. Green believes academic performance is the
central consideration, Ms. Keats believes the social and emotional
development are the major concern. The other upper elementary teachers,
Ms. Nelson and Ms. White, who teach the same grade, reveal the different
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ways teachers interpret their responsibilities for learning in the
classroom. The subscript . @ppears after Ms. Green, and Ms. White, to
indicate that they are teachers who tend to retain students, whereas the

subscript p appears after Ms. Keatsjp and Ms. Nelsonp to indicate they are

teachers who tend to promote students.

Two Primary Teachers: Ms. Stevens and Ms. Grey

To be successful in her classroom Ms. Stevens stated "students must
master the curriculum to be ready for [the next] grade." At the time of
the interview, she had a student who had not mastered the curriculum, yet
she has devised a plan to have him promoted:

Academically he cannot be promoted, but I've talked with the
principal and I think he should be socially promoted. The child is
[a full year older than the other children}. He came out of another
school system and he was a non-reader..[He had] home problems,
tremendous problems for this age child to handle. He's a good math
student, has a good mind. He's not going to be an A student, but I
think he could be a B or C student if given a chance. He really needs
to be in [this grade again], but he is too big and he is too old.
So my suggestion is that he goes [on to the next grade] and that he
comes back to [my room] for reading. (Interview)

She was trying to make the same arrangement for another boy who was also
behind in reading, but would be' two years older than classmates if he were
retained.
I know that academically they would be better off in [this grade
again], but I think emotionally, as far as their discipline is
concerned, their size, their age, they need to play and have gym
with older children. Both of these need to feel better about
themselves and even though they would be coming [back here] for
reading they can say they are [___] graders. (Interview)
Two other children in the same reading group will be retained

however:
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Ms.

The two of them will be retained because they are very small, very
young... The two little ones we are retaining this year are bright
children, but they just can't handle it. If they had been held out
a year longer or if they were a year older, those children would not
be retained... I don't care how much kindergarten and nursery school
you give a child, he cannot learn to read until he is ready. It seems
a shame to me to put in on a child's record that he has been
retained... (Interview)

Stevens was asked to describe some of the behaviors they demonstrate

as a result of being young.

Their attention span is very short. You teach them until you have
lost their attention span and then I don't care what you do, they
will not take it in or retain it... When a child is immature
abstract things such as vowel sounds mean nothing to them.I have
tried every way there is and they cannot hear the vowel sounds for
themselves. (Interview)

In general, Ms. Stevens is not opposed to retention

but

Ms.

Ms.

two

Some children learn at a slower pace than others and may need two
years to master skills. (Interview)

she commented on the written questionnaire:

A child should be retained only when absolutely necessary. There
should be more than one reason. (Retention Beliefs Questionnaire)

Stevens' depictions of students are not very different from those of
Grey, who teaches the same grade level students. Ms. Grey describes
boys who are potential retainees:

I think the children this year started school earlier. I think that
has a big part in it. I think part of it is the immaturity and part,
well, I'm not sure it isn't all immaturity. It isn't learning
disabilities. One has been specifically tested because I was so
worried about him. I think the problem is a rigid classroom,
although I have a lot of freedom in there. But the amount of work
this year for this grade you have to keep them on task. They do have
the ability. I think it is the pressure, this much work to do today.
I have to do it now. They just maybe daydream, maybe that's a good
word. I can't say they don't pay attention because they pick up so
many things and I find out from them orally during class time and I
know they've been listening. Maybe it just overwhelms them.
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Adam is definitely immature and probably just going to be an average
student anyway, if he will just work at it. Self-discipline is what
he needs. He is the baby in his family and his mother is very loving.
She spends a lot of time with him. He is a very sensitive boy, loves
to give hugs, tries to please you and he is just very sweet, spoiled
and immature. I believe he'll grow out of that but he is going to
have to push himself into the responsibility of doing his work.
(Interview)

Adam may be promoted however, since he has some of the necessary skills.
Ms. Grey stated:

If he can show that he has those facts somewhere in his head. He
doesn't need the emotional trauma [of retention]. You have to think
that at this early an age how much do you want to put them through?
(Interview)

She is sensitive to the long-term effects of retention and describes the
dilemma of deciding whether to promote or retain:

How old will they be when they hit maybe 6th grade? Will he have
the skills necessary to do the work, or will he be too old for that
grade so that he is so embarrassed and becomes a problem child for
the classroom. I think these are scary things to think about because
you are thinking about somebody's life. But then again you have to
look at him [now] and say can he do the necessary work [next year]
or will one more year here help him grow enough to develop?
(Interview)

For the other boy, Brian, the likelihood of reteﬁtion is more certain.

Brian has missed so much work [due to inattentiveness, not absences].
He still doesn't have the necessary skills for [the next grade]. He does
not have his phonics skills. He is getting better this semester with his
reading but his writing is still back on the [beginning] level. His social
skills are a little behind the majority of the class. He really should
not be put in the position of competing with [students in the next grade].
He needs to be here another year and then hopefully he can progress
without any of these problems.

For Ms. Stevens and Ms. Grey, mastering the basic skills plays an
important role, and this was a common theme that ran through interviews
of most primary teachers. Both teachers also believe that there are able

children who are too immature to keep pace with the curriculum. Ms.
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Stevens specifically talked about changes that resulted in more academic
demands on students. She tends to attribute the students' difficulties
to not being ready, sounding similar to the nativist depiction in the work
of Smith & Shepard (1989). Ms. Grey, likewise, attributed problems to
having started school too early. The teachers believe the children have
the ability, but they simply are not ready. .The children affected in both
of their rooms were boys, and when asked about the role of gender, both
indicated that girls tend to mature more quickly and do not demonstrate
these characteristics as often.

Both teachers also seem to be aware of the long-term effects
retention may have. For Ms. Grey, the fact that both boys are young and
small will count in favor of retention, but she was one of the only
teachers to mention that you must think of students three or four years
down the line. Ms. Stevens was faced with a different problem. In
addition to the two likely retainees, she had two students who were
already big and old. Her plans to move these students back to her for
reading may suggest a strong sense of teacher responsibility, and a belief
that she can make a difference for these students. The ways teachers view
the responsibility for learning in the classroom is a characteristic that
seems to distinguish those teachers who tend to retain many student from

those who do not.

Two Upper Elementary Teachers: Ms. Greenfuand Ms. Keatsr

The four data sources consistently indicated that Ms. Keatsy is a
teacher who does not believe in retention. She regards retention as
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"traumatic experience which lowers the self-concept [of a child] and
should be avoided if at all possible." Specifically, she believes that
retention harms the self-concepts of all children; K-3 and 4-7, and
permanently labels them. She does not see retention as a means of
preventing students from facing daily failure in a higher grade. In fact
she describes the impact of retention as follows:

The self-concept is lowered and the situation becomes a vicious

circle for the child. Low self-concept [leads to] lowered

achievement. (Interview)

Her beliefs were consistently expressed in all sources of data; she
had the lowest score (28) among all teachers on the retention scale
derived from items on Teacher Retention Beliefs Questionnaire (see
Methods). She only retained 5 of the 40 hypothetical students in Retention
Decision Simulatiomn.

Ms. KeatsP explained her teaching philosophy as follows:

My philosophy is first love the child and they will work better for
you. We don't humiliate students in here. (Interview)

She then went on to describe how she interacts with students.
If they do a paper that is not good they have to do it over again.
I told them I am not putting a lot of failing grades in the grade
book. You can do it until you get it right and usually they come
through the second time. They appreciate not making a U in the grade
book and they know you are pulling for them.
While she talked about specific competencies, the theme that carried
through the interview was her focus on the emotional development of her
students, building up their confidence as competent learners.
It's an interaction between teacher and student and I think they know

pretty well how you feel towards them and that makes a difference.
(Interview)
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in her retention simulation process, academic performance, maturity, age,
and size contributed significantly to her decisions. She stated that she
could justify retaining two students at the time of the interview, but
thought that it would do neither one any good, so she was planning to
promote both students.

Her grade level counterpart, Ms. Green expressed her beliefs in
retention strongly and consistently. Ms. Green, believes that retention
does not harm self-concept or label children, and believes it does keep
them from facing daily failure in the next higher grade. While she
considers the self-concept of the child, she views this issue very
differently than Ms. Keatsp. Below she describes how she explains
retention to parents: |

...we need to do it again [repeat the grade] because I love your
child and I don't want him or her to feel bad about himself or
herself academically or socially or any way. To me that is the
ultimate gift of love. If he or she isn't repeated this year I can
almost be he or she will not pass later on. (Interview).

Ms. Greenr's explicit beliefs about retention as measured by the retention
scale indicated her support for retention. Her score of 64 was highest
among all participating teachers. Ms. Greenr's willingness to retain was
confirmed by policy capturing in which she decided to retain 32 of the
40 students. Ms. Green, only indicated promotion for hypothetical
students who were performing above average. Regression analysis further
indicated that Ms. Green, based decisions solely on academic perfofmance,
which was the only significant predictor, accounting for 100% of the
variance in her decisions. In her classroom, mastery of the state mandated

standards (SOLs) was what determined success.
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I want all those SOLs mastered, 80% of the curriculum should be
mastered, 70% if the standardized scores are good. (Interview)

Factors such as age, size, and maturity did not inflﬁence her
decisions and in her descriptions of actual students she clearly indicates
that these are not critical issues. She described one of her students
as a big girl, physically mature,

last years' teacher did not hold her back on that basis. I
disagree with that. (Interview)

She also described others whom she had retained in spite of their physical
maturity, who were now doing well in school. It is important to keep in
mind that she wholeheartedly believes that retention is not harmful, and
in fact is a positive step for students. Ms. Green, does have limits,
however, and she described one child who will be promoted:

He has already been.retained twice before and so far we haven't seen

that retention has helped him meet the objectives. He is big and

his size will overwhelm and intimidate the upcoming class.

(Interview)

The emphasis on meeting academic objectives is still an important
consideration.

While Ms. Greeny uses tests and classroom performance to determine
whether standards are met, she deviated from the curriculum to try to
reach her students. She described how two students had worked hard during
the year, putting forth considerable effort. They still did not master
the required skills, however, so retention was recommended. Nonetheless,
Ms. Green said she was eager to work with them the following year to make

them into strong students. She saw their hard work as a sign that they

could become strong students the following year.
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Ms. Greeny acknowledged the role of self-esteem, but believes she
has limited ability to do anything about it,

I know self-esteem plays an extremely important part, but I can't

do home and tell Mom and Dad they need to raise the level of

self-esteem in their children. Most of them don't have it either...

I want to tell the parents, I can't be everything to your child,

teacher, mother, nurse, guidance counselor. You play a very

important role very early on and then I'll try to do all I can until
they get home to you. (Interview)
This was consistent with the distribution of Item 23, Retention Beliefs
Questionnaire. Ms. Green , assigned only two of the 100 points to child's
self-esteem, indicating little relative importance for her in retention
decisions.

For Ms. Green, and Ms. Keatsp, the distinction is clear. Success
in Ms. Green,'s class is measured in completion of the prescribed
curriculum standards. She will use a variety of strategies to help a child
reach those goals, but if they are not attained, the child will be
retained. Ms. Keatsp believes that the prescribed curriculum is only part
of her responsibility. Physical and social maturity and age influence
her decisions about students and she is unlikely to retain students

because she believes retention is more detrimental than academic

deficiencies at this grade level.

Two Upper Elementary Grade Teachers: Ms. Nelsony and Ms. Whiter

Interviews with Ms. Nelsonp and Ms. Whitey revealed that Ms. Whiterp
was a teacher who believed in retaining students and did so while Ms.

Nelson was more opposed to retention and did not retain many students.
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The teachers held different expectations for students in their classes.
Ms. White stated the keys to success in her room:

To follow directions. Be organized. Be able to read with
comprehension. Follow directions. To think. If I ask a question that
doesn't have a simple answer, be able to think and figure it out.
I'm hard. I'm a hard teacher. (Interview)

An emphasis on organization skills occurred again as she described what
differentiated students who were having problems from those who were
successful.

The good students are the ones that get to this grade and are
organized. At least they know how to go about doing something and
they can concentrate.. even if it is hard for them and you give them
help, at least they will go ahead and complete it. The ones who are
poor students lack concentration and the ability to get things
completed... And I don't think any one teacher teaches that. I am
not sure any teacher teaches that. I think it is the child
themselves. (Interview)

Ms. White: was clearly disappointed and frustrated by what she called lack
of organization. She went on to state:

I don't think we are turning out as good students as we did 15 years
ago. I don't think you can blame the teacher when the teacher is
there to teach and the students won't do... If it's true that the
more you expect, the better you get some teachers really get
disappointed. (Interview)

Ms. Nelsonp's perspective was different:

I guess my philosophy is to take the kid where he is and get him
interested in something. If you start to show interest in what they
do, they will start to look for things [outside materials] and I have
to think they are learning. (Interview)

She focused on the responsibility of the teacher to get the students

" it's the teacher, not the material, that is going to get

involved,
the child interested.'" Like other teachers who expressed a similar view,
Ms. Nelson described strategies she uses to involve all students, and

she believes they are successful.
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In the interviews Ms. Nelson, and Ms. White, both stated that you
must look at the whole child when considering retention, which means
looking at a number of factors. When asked to rank order the factors,
Ms. White

r replied:

I think I really like organization, social maturity, ability, those
things. I don't think you can put more emphasis on one than the
other. I think you ought to look at the total child. (Interview)
As she scanned the list of her potential retainees, she reflected on the
characteristics of some of the students:
Does not follow directions. Does not complete assignments. He could
do it if he would just concentrate. A couple of these have very poor
attitudes about school. They don't want to come. They don't want to
do. They don't want to do anything. (Interview)
Ms. Nelsonp expressed her emphasis differently:
I consider the emotional and social thing. That has top priority with
me... Even the toughest ones care. I do journals with the kids and
these things come out. What they are most afraid of is being
humiliated by a teacher. (Interview)
She described her criteria for retention:
I would only retain if I knew that a child could not succeed in the
next grade and if I had something to offer that child that would help
that child mature and develop so that he (I keep saying he, but I
mean she as well) would succeed in the next grade. (Interview)
While there were no students failing her subject at the time of the
interview, she described some who were failing other subjects as weak
students and in two cases she indicated she would support grade level
colleagues' decisions to retain them. For several other students,
however, she strongly disagreed with colleagues.
Ms. Nelsonﬁ has been influenced by the lack of positive effect from

children who have been retained, and she concluded that 50% of the time

they become discipline problems. Ms. White,, on the other hand, is not
104



convinced that retention always helps, but believes she is obligated to

retain students:

I would say that you cannot pass a child for doing absolutely
nothing. (Interview)

This was a belief expressed frequently by upper level teachers who
retained students.

Ms. White, indicated that her views on retention have remained the
same since she began teaching.

I've seen some success stories with retention and some bad. My views

are just about the same. I let one slip by. I still begrudge myself

about that because it really put a hardship on him later on.

(Interview)

Ms. Nelson, indicated that she was less likely to retain a student because
she has observed that in the upper grades:

From my experience, retention doesn't help a whole heck of a lot...

More than 50% of the time they become discipline problems... I think

we are bound professionally to do what is best for the child and it

the child is not going to get anything out of it, then don't do it.

(Interview)

Both Ms. White, and Ms. Nelson, acknowledge that students have an
array of home problems. Ms. White, sees home environment as an obstacle
to her effectiveness as a teacher. Below she provides an explanation for
students' unwillingness to work:

I think it comes from parental attitudes. I think it comes from just

total disregard for anything, whether its school or anything.

(Interview)

In contrast, Ms. Nelson, is determined to motivate students in spite of
poor home environment, but is aware of the impact of home problems. She
considers home situations when making retention decisions, looking at

unusual circumstances such as death and divorce as factors in her
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evaluations of students' progress. While teaching in a very similar
setting to Ms. White,, Ms.Nelsonp believes she has support from parents
as the comment below indicates:
I think I have gobd parent‘support... I think it is because I support
the kids and they know it. If I say the kid is not doing anything,
the parents tend to believe me. (Interview)
The differences in the ways these teachers frame the issues of home
support and responsibility for learning in the classroom are striking,
suggesting some of the differences between teachers based on efficacy
(Ashton & Webb, 1986). These remain speculative connections since

classroom observation, parent, and student perspectives were not parts

of the original study.

Summary of profiles

The profiles of Ms. Stevens and Ms. Grey suggest the ways primary
teachers consider factors of ability, maturity, age, and size when mgking
fetention decisions. The distinctions among the profiles of Ms., ﬁelsonr,
Ms. Keats;, Ms. Whitey, and Ms. Green, offer some insight as to the
different ways teachers view the appropriateness and consequences of
retention, and how they define their roles and responsibilities as
teachers. We can come closer to understanding why some teachers in these

grades retain certain students and others do not.
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CHAPTER 5

SUMMARY AND CONCLUSIONS
The purpose of this study was to gain an understanding of K-7

teachers' beliefs about retention in a medium size school division in
Virginia. Results suggest teachers at all grade levels believe retention
is an option that should be available to them. Almost 98% of the teachers
surveyed disagreed with the statement "Children should never be>
retained." These results are consistent with research that finds teachers
and the public widely endorse the practice of retention (House, in press;
Smith & Shepard, 1987). The findings related to the research questions
that guided this study provide insight into why teachers retain students.

The findings are listed following each research question.

Research Question One
When is reteﬁtion considered an appropriate action?

Teachers agreed that retention is warranted when:

1. Students are failing two of three subject areas of reading,
communications, or math.

2. Students have learning disabilities, and are otherwise candidates
for retention, i.e., their disabilities do not exempt them.
Teachers did not reach consensus on the appropriateness of retention when:

1. Students with passing grades are working below grade level;

2. Students with passing grades have excessive absences;

3. Students are in upper elementary grades (higher than third grade);

4, Students do not apply themselves.
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The majority of teachers believe retention is appropriate for students

who fail two of three subjects, reading, communications, or mathematics.
Teachers differ in their beliefs about the appropriatenéss of retention
in other instances, which according to school division policy, are left

to the discretion of the teacher.

Research Question Two
How do teachers perceive the consequences of retention?

Teachers were in agreement with each other that:

1. Retention prevents students from facing daily failure in the next
higher grade.

2. Retention in grades K-3 gives immature students a chance to catch
up.

3. Retention in grades K-3 does not harm the child's self-concept.

4. Retention in K-3 and 4-7 does not permanently label students.

5. Retention does not prevent teachers from having wide ranges of
achievement in their classrooms.

Teachers were split almost evenly in their beliefs about whether:

1. Retention in grades 4-7 gives the immature child a chance to catch
up.

2. Retention in grades 4-7 harms the child's self-concept.
The majority of teachers view retention as a standard practice that does
not harm the self-concept of the child who is retained in grades K-3. More
teachers tend to see negativeyconsequences when retentions take place in
grades 4-7.
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Research Question Three

What factors do teachers consider when making retention
decisions?

To make the decision to retain or promote a student, teachers
consider a number of factors. Teachers explicitly stated certain factors
are given more weight in their decisions. Sometimes a factor, such as
age, is given relatively little weight, but is considered by almost all
teachers. Teachers' interview statements suggested that a number of
factors are weighed to make decisions about individual students. In
addition, teachers do not tend to view the same student characteristics
such as ability in the same way. This summary provides highlights of each

of the factors discussed in Chapter 4.

Academic Performance

Results of the Teacher Retention Beliefs Questiomnaire and the
Retention Decision Simulation indicated that academic performance was an
important consideration for all teachers. . This is consistent with
research that finds poor academic performance as the most frequently cited
reason for retentions (Niklason, 1984; Sandoval, 1984). Academic
performance was a significant predictor in the Retention Decision
Simulation for most teachers, but only two teachers based their retention
decisions solely on academic performance.

Other factors such as ability, effort, and age affect teachers'
interpretations of student performance. Interview data also revealed that

even though teachers retain students for poor academic performance, not
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all teachers are convinced that academic performance improves after

retention, particularly in the upper grades.

Ability

Teachers take the ability of the student into account when making
retention decisions, however, teachers view ability in two distinct ways
relating to retention. Other things being equal, some teachers tend to
retain low ability students, believing a slower child may need more time
to master skills. Other things being equal, some teachers tend to promote
low ability students, believing those students may never meet grade level
expectations so retention is pointless.

Teachers who retain high ability students believe there is a good
likelihood of success for these children after retention. Research
suggesting the highest performing students make the most progress after
retention may support this notion (Powell, 1982; Sandoval, 1984). Other
teachers tend not to retain high ability students who are performing
poorly because they believe retention will only lead to more problems,

particularly in the upper grades.

Maturity

Interview data suggest that teachers at all grade levels described
some potential retainees as immature. Results of the "distribution of
points" item on the Teacher Retention Beliefs Questionnaire suggest more
emphasis is placed on immaturity in grades K-3. Teachefs consider
retention in grades K-3 an effective means of allowing students to
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develop, while they are not as likely to believe retention in 4-7 is
effective for immature students. This is consistent with research which
suggests immaturity is a major force behind retention in early grades
(Smith & Shepard, 1987) and of less concern at the upper grades (Byrnes

& Yamamoto, 1986).

Effort

Teachers believe that knowing retention is a possibility motivates
students. Research does not support this notion (Bocks, 1977; Labaree,
1984). Students are retained for lack of effort and motivation, but these
problems seem to be greater concerns for teachers of grades 4-7 more often

- than students in K-3.

Home Environment

Teachers believe poor home environment contributes to students'
difficulties in school.>Somé teachers believe they have a responsibility
to compensate for home deficiencies, others do not believe this is their
responsibility, nor that it is possible. Parental support affects
teachers' decisions to retain students; without support many teachers
will not retain. Teachers expressed different reasons for this opinion,
some believing that retention cannot be successful without support from
parents. Others believe that parents' judgment should be part of the
decision. Still other teachers will nét retain without parent support to
avoid the possible administrative hassle of retaining a child against
parent wishes.
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Self-Concept

The majority of teachers believe retention is a positive step for
students, preventing them from the frustration and failure of doing work
that is too difficult. Teachers also cited examples of students who
became more confident after retention. These beliefs are consistent with
research that indicates parents and teachers believe retention improves
self-concepts (Ames, 1980; Finlayson, 1977). In the present study, no
data were collected to indicate how students themselves feel. Yamamoto
(1980) found that students ranked being retained as almost as stressful
as going blind or losing a parent.

Some teachers, like Ms. Keats and Ms. Nelson described in the Teacher
Profiles, believe that social and emotional development are part of their
responsibility. Other teachers recognize some problems associated with
low éelf-concept, but are uncertain how to deal with them. One teacher
described the low self-esteem of a boy who had already failed

kindergarten, yet she believed she had to fail him again in first grade.

Age

Age in combination with other factors may determine whether a child
will be retained or promoted. Children at risk of being retained for poor
performance, who are older, are likely to be promoted, while children
demonstrating the same behaviors who ére younger are likely to be
retained. If the older children are large, and the younger children are

small the pattern is enhanced.
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Research suggests the youngest child in a class is more likeiy to
be retained than an older classmate (Bocks; 1977; Niklasqn, 1954; and -
Rose, et al., 1983). Results of the present study indicated that some
students are more likely to be promoted becausevthey are too old to remain
in the same grade another year.

Teachers also believe overage children in grades 4-7 cause more
behavior problems than overage children in K-3. This poses an interesting
question: Will the overage child, who is a helper in second grade, become

a behavior problem in fifth grade?

In general, size is a consideration, but not a major factor in
retention decisions. Size is often considered in conjunction with other
factors. If a student much larger than classmates he\or she may be
~ perceived as an intimidating force for others, and the child may be

promoted. Teachers likewise are more likely to retain small children.

Gende

Explicitly, gender was rated by teachers as an unimportant factgr
in their decisions to retain and teachers are not conscious of making
distinctions according to gender. The Retention Decision Simulation
revealed instances in which males and females with identical
charaéteristics were treated differently by some teachers, suggesting

that implicitly gender may be a factor for some teachers. The differences
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between teachers' decisions based on grade level of the student were

greater and more frequent than those based on gender.

Use of Factors In Decision-Making

Teachers confronted with poor academic performance interpret student
characteristics to determine what they think is an appropriate action.
This is based on their perceptions of the outcomes of retention. As the
teacher profiles illustrated, two teachers may tend to retain students,
but for very different reasons. Ms. Green focused solely on academic
perfofmance, whereas Ms. White focused on work habits as well as academic
performance and effort. Teachers also promote students for different

reasons, as teacher comments addressing each of the factors indicated.

Conclusions

Teachers retain students for many reasons that appeaf logical to the
teacher based‘on her beliefs. This is the starting point for effecting
positive changes for those teachers and their students. It is also
valuable to know that sometimes teachers promote students because they
have abandoned expectations for those students.

The larger issue is not whether a particular teacher retains students
or whether certain types of students are more likely to be retained.
‘Perhaps an overriding issue is how to address the problems of slow
academic progress, immaturity, and low motivation in the classroom.
Successful intervention could prevent students from spending an-extra
year in school and could assist the teacher during the year that problems
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are apparent. Retention at the end of the year does not offer teachers
the support or assistance they need to remedy the challenges at risk
students pose. Moreover, retention without any special intervention, may
do little to remedy student needs.

It may also be necessary to evaluate grade level expectations,
particulérly at the primary grades. Teachers feel compelled to retain
students with ability who cannot handle the structure or pace of the
classroom. Teachers frequently worried aloud that a particular student
would not be independent enough to handle the responsibilities of the next
grade. The appropriateness of curricular demands and the accuracy of
teachers' perceptions of them may be fruitful areas of inquiry. For
example, questions must be raised about children who need two years in
kindergarten and another two years in first grade.

In the upper grades, where motivation is more of a problem, creative
alternatives to school structure and access to vocational programs may
provide the necessary spark for some students. Some teachers seem to be —
able to get through to their students, and we can benefit from their
knowledge and their instructional strategies.

Finally most teachers believe retention is not harmful and may help
certain children. More importantly, most teachers who retain students
are doing so because they believe that retention is "in the best interests
of the child." From this perspective we can begin to understand why

retention is accepted as a school practice.
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Future Research

The present study_has provided insight about teachers' beliefs
concerning retention. The differences between teachers' beliefs and
_retention practices in grades K-3 andk4-7 warrant further investigation.
Replication would add the weight of evidence to the findings reported in
this study. Suggested areas of research are listed below:

(1) Do teachers of'grades K-3 have different retaining practices than

teachers of grades 4-7?
(2) Are different factors associated with retention in grades K-3
than in grades 4-77

While it is clear that teachers retain students for different
reasons, interview data suggested that there were differences between
‘teachers who tended to retain students and those who tended to promote,
in particular, dealing with teacher responsibility for learning. A better
understanding of the kinds of interactions "retaining" and "promoting"
teachers have with students might reveal strategies that could benefit
all students. Specifically research is suggested to answer the following
question:

(3) What kinds of classfoom behaviors distinguish teachers who tend

to retain students from those who do not?

Many student problems were attributed to home environment. As
research has suggested, parents and teachers often misunderstand each
other, and each other's values, forming an obstacle to productive
cooperation between home and school (Casanova, 1988). Future research
investigating the relationship between home and school could provide
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insight to teachers and parents, ultimately resulting iﬁ benefits to
students. Specifically two questions are suggested:

(4) What is the impact of teacher perception of home environment on

retention?

(5) How does teacher pe;ception of home environment affect

teacher-student interactions?

The present study adds to the evidence that teachers believe in
retention in spite of research suggesting negative outcomes. Teacher
involvement in future studies could prove enlightening for teachers and
researchers. Teachers often see only the short-term effeéts of retention
and may be unaware of how retention affects students over the long-term.
Researchers often do not deal with the daily problems posed by students
having difficulties. Two different lines of inquiry are possible from
collaborative research:

(6) How does teacher involvement in research on retention change

teachers' beliefs and behavior?

(7) How does teacher invol&ement in research on retention affect

researchers’' beliefs?

Ultimately, the research question that could be addfessed by
collaborative efforts of researchers and teachers is:

(8) How can the school provide alternatives to retention?
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RETENTION QUESTIONNAIRE
PART A
MAY, 1988

This questionnaire is part of a study of retention in grades K-7. Please answer
all of the qauestions. If you wish to comment on any questions, please feel free

to use the space in the margins. Your comments will be read and taken into
account.

Thank you for your help.
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For each of the following, please CIRCLE the number of the response choice that
best reflects how you feel about each of the following statements, using the

scale:
AGREE (1)
TEND TO AGREE (2)
TEND TO DISAGRE (3)
DISAGREE (4)

Item Response

AGREE DISAGREE

1. Retention is an effective means of 1 2 3 4

preventing students from facing daily

failure in the next higher grade.

N=124 X =1.8 s.d. = .81 37.1 45.2 13.7 4.0
(46) (56) (17) (5)

2. Retention is:necessary for

maintaining grade level standards.

N=124 X=2.2 s.d. = .88 22.6 44.4 25.0 8.1
(28) (55) (31) (10)

3. Retaining a child in grades K-3

harms the child’s self concept.

N=124 X=3.2 s.d. = .80 3.2 14.5 44.4 37.9
(4) (18) (55) (47)

4. Retention prevents classrooms from

having wide ranges in student achievement.

N=124 X=3.1 s.d. = .83 1.6 25.8 35.5 37.1
(2) (32) (44) (47)

5. Students who do not apply themselves to

their studies should be retained.

N=119 X=2.2 s.d. = .81 22.7 42.0 31.9 3.4
(27) (50) (38) (4)

6. Knowing that retention is a possibility

does motivate students to work harder.

N=122 X=2.2 s.d. =.73 13.9 55.7 26.2 4.1
(17) (68) (32) (5)

7. Retaining a child in grades 4-7

harms the child’s self-concept.

N=120 X =2.4 s.d. = .82 9.2 50.8 28.3 11.7
(11) (61) (34) (14)
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8. Retention is an effective means of

providing support in school for the child

who does not get support at home.

N=123 x=2.9 s.d. = .86 4.1
(5)

9. Students who do not make passing grades in

two of the three major subject areas (reading,

communications, or mathematics) should be

retained.

N=123 X =1.7 s.d. = .65 35.8
(44)

10. Students who make passing grades, but are
working below grade level should be retained.
N=123 X=2.6 s.d. = .83 8.9

(11)

11. Retention in grades K-3 is an effective

means of giving an immature child a chance to

catch up._

N=123 x=1.6 s.d. = .68 52.8
(65)

12. Retention in grades 4-7 is an effective

means of giving an immature child a chance to

catch up.

N=122 X =2.4 s.d. = .82 15.6
(19)

13. Students receiving services of a learning

disabilities teacher should not be retained.

N=118 X=2.8 s.d. = .86 8.5
(10)

14, If students are to be retained they should

be retained no later third grade.

N=122 X=2.6 s.d. = .88 11.5
(14)

15. In grades k-3 overage children (more than

a year older than their classmates) cause more

behavior problems than other children.

N=118 x=2.6 s.d. = .87 10.2
(12)

27.6 38.2 30.1

(34)

32.8
(40)

33.9
(40)

(47)

43.9
(54)

38.5
(47)

48.3
(57)

41.0
(50)

(37)

13.0
(16)

o~
N -
~ OO

21.2
(25)

14.8
(18)

15.3
(18)



16. In grades 4-7 overage children (more than
a year older than their classmates) cause more
behavior problems than other children.

N=122 x=2.1 s.d. = .91 27.9

17. Retention in grades K-3 permanently
labels a child.
N=123 x=13.5 s.d. = .76 4.1

18. Retention in grades 4-7 permanently

labels a child.

N=124 X =3.1 s.d. = .86 4.
(

19. Children who have passing grades but
excessive absences should be retained.
N=123 X =2.7 s.d. = .92 10.6

20. Children should never be retained.
N=124 X =3.8 s.d. = .44 0.
(

45.9
(36)

39.8 22.0
(49) (27)

12.1 85.5
(15) (106)

21. Please compare your current views on retention to your views
when you began teaching. Circle the number of the response which

best describes you now. N =116 X = 2.0 s.d.
1 MORE LIKELY TO®*RETAIN STUDENTS NOW 25.0
2. ABOUT AS LIKELY TO RETAIN STUDENTS

NOW AS WHEN I BEGAN TEACHING 47.4
3 LESS LIKELY TO RETAIN STUDENTS NOW 26.7

= .75

22. What accounts for the answer you gave above (question 21)?
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For questions 23-24 please respond by distributing a TOTAL OF 100
For example if you were asked

POINTS over the available choices.

to distribute 100 POINTS to weight the factors you consider when

buying a new car, you might respond as follows:

FACTOR

ORIGINAL COST
COMFORT
SAFETY

GAS MILEAGE
STYLE

COLOR

TOTAL

23. Listed below are some of the factors that teachers consider
when deciding whether a student should be promoted or retained.
Please distribute a TOTAL OF 100 POINTS across these factors to
reflect the importance each would play as you make this decision.
This is not a complete 11st, so please feel free to add OTHER
factors that you consider in the space prov1ded adding point

values for them.
FACTOR
SCHOOL ACADEMIC PERFORMANCE
EMOTIONAL MATURITY
SIZE IN RELATION TO OTHERS
AGE IN RELATION TO OTHERS
GENDER
HOME ENVIRONMENT
EFFORT BEING PUT FORTH
CHILD’S SELF-ESTEEM
ABILITY
OTHER

(Please describe any other

factors you consider. Be as
specific as possible)

POINTS

POINTS X
36.
12.
3.
5.

11.

14.

s.d.
18.6

S W
o

range med
0-99 30
0-40 10
0-10 5
0-20 5
0-10 0
0-50 5
0-35 10
0-50 10
0-40 10
0-30 0
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24. Listed below are some of the factors that contribute to the
problems students have in school. Please distribute a TOTAL OF
100 POINTS to reflect the amount that you think each factor
contributes to student difficulties. We realize that each child
is different, but please make the distribution based on your
overall experience. Please feel free to add OTHER factors in the
space provided, adding point values for them.

FACTOR POINTS X s.d. range med
LOW ACADEMIC ABILITY 20.6 12.2 0-50 20
IMMATURITY - 12.5 6.2 0-25 10
POOR HOME ENVIRONMENT 25.3 18.0 0-99 20
LACK OF MOTIVATION 21.3 9.6 0-99 20
POOR SELF-CONCEPT 13.5 9.3 0-40 10
CURRICULUM THAT IS TOO 4.9 6.0 0-20 5
DEMANDING
OTHER 1.9 6.2 0-30 0
100

Your code number is :

25. In total how many years have you taught?
X = 13.2 s.d.= 8.2 range 0-32yrs. med= 12.5yrs.
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26 a. In the blank spaces provided please indicate the number of
years you have taught students in each of the grades Tisted
below. Some teachers may teach more that one grade level each
year. If you taught 6th and 7th grade science for 3 years, you
would write 3 yrs.after each:

6 3yrs.

7 3yrs.

Number of teachers who have taught the grade for at least 1 year

pre-k 10
k 29
1 40 5 44
2 41 6 41
3 36 7 37
4 38 8 11
special education 20 high school 12
elementary music 7 elementary art 6
other 17 elementary physical education 5

26. In the blank spaces provided please estimate the TOTAL

number of students you have recommended for retention in each of
the grade levels during your teaching career. Place a zero (0) in
the space if you never recommended a retention in a grade you
have taught. (N = 122)

X s.d Tot X s.d. Tot
k 1.0 2.7 122
1 2.3 7.4 277 5 1.3 4.0 153
2 1.2 3.5 148 6 1.8 6.4 220
3 1.4 5.7 167 7 1.3 4.2 155
4 1.0 2.9 118 8 .3 2.0
special education .4 2.6 high school .1 .6
elementary music .0 .4 elementary art .0 .0
other .1 .8 ‘ elementary physical education .0 .0

27. What grade level (or subjects and grade levels) are you
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teaching this year?

GRADE SUBJECTS

28. What is your gender? (Circle the number)

(N = 119)
1 FEMALE 2 MALE

16

29. Which is the highest level of education that you have
completed? (Circle the number)

N
46

26

37
11
3

1 BACHELOR’S DEGREE

2 BACHELOR’S DEGREE + 15 SEMESTER HRS.OR 21 QUARTER HRS.
3 MASTER’S DEGREE

4 MASTER’S DEGREE + 15 SEMESTER HRS. OR 21 QUARTER HRS.
5 OTHER (Please specify)

30. Please explain your views on retention. (Use back if more
space is needed)

31. What has MOST influenced your beliefs on retention? Please
use specific examples.

32. What means other than retention can the school use to educate
children who do not meet the requirements of their grade?
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I am working with Jim Impara from Virginia Tech as part of the
dropout intervention project. We are trying to find out about those
students who have been retained in elementary school. There are several
general questions that I will be asking you. However, we think that
teachers have a unique perspective into the situation and we welcome your
opinions and your observations. Please do not feel limited by the
questions.

As you may already note, I have assigned you a code number. No one
associated with the school division will know what you say in this
interview, unless you would like to be identified. We will be interviewing
a number of teachers, and if comments are quoted in our report it will
be something like, one teacher said,"...," Nothing will be identified
with you personally.

We have already interviewed principals and done the same thing. I
would like to tape record the interview, just so I can concentrate on what
we say now and not take detailed notes. If at any time you would like me
to turn off the tape recorder, well, you may work the button. Is there
anything you'd like to ask before we begin? Let's begin
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10.

You are teacher

You are now teaching grade.
How long have you been at this school?

this grade?

What are the most important things that a student must master in this
grade?

Anything else?

I'd like you to think of specific students who are having trouble this
year.

How many are there?

Can we assign a number or first name to each?

What are their specific problems each is having?

Anything else?

To what do you attribute these problems? Why do you think the kids
are this way?

What else contributes to their difficulties?

Are any of these kids in danger of being retained?
How many? |

Who else is aware éf the problem?

What would have to happen for each of these kids to be promoted?

10-A. PLEASE DESCRIBE OTHER STUDENTS WITH SIMILAR PROBLEMS WHO WILL BE

11.

12.

13.

PROMOTED. WHAT IS DIFFERENT ABOUT THE CHILDREN YOU HAVE JUST NAMED?

What factors do you consider when thinking about retaining a student?

You have mentioned..... can you rank order them, which is most
important?

How do you feel about retention in general?

What has led you to conclude that these factors are important?
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14,

15.

16.

17.

How has this changed over time? Have any specific events or
experiences influenced you?

workshops? consolidation? principal?

You've taught for yrs., about when in the school year can
you tell that a student is a candidate for retention?

Have there been any exceptions?

You have had students who have been retained in your class. Please
think of individual students and describe them.

Do you have any now?
How do they seem to progress in the year after they have been

retained?))

We have been going through the records of 8th grade students who have

been retained, I know its been a while, but can you tell me about:
?

Is there anything else you would like to add?

Thank you. I may ask to talk to you again. I appreciate your time.
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Retention Decision Simulation

John is one of your students. He is a small child and about 6 months
younger than the average child in your class. He is on the low end of the
social maturity scale. He does not follow directions or work well
independently. He forgets assignments and exhibits inappropriate
behavior. John is below average in academic performance, is failing math,
and is reading below grade level. Results of a recently administered
standardized test estimate John's ability is at the 25th percentile.

ABILITY X 1

1st | 99th
ACADEMIC X 1
PERFORMANCE

low . high
SOCIAL X 1
MATURITY |

low high
SIZE X ‘ 1

small ’ iarge
AGE X 1

1 yr. ‘ _ 1 yr.

younger . older

3. Considering the characteristics described, what do you believe would .
be best far John? (Circle the number)

1 PROMOTION
2 SOCIAL PROMOTION
3 RETENTION

4. Do you think it is likely that John would be retained in your school?
(Circle the number)

1 NO

2 TS cepyngnt & E. Tomdn
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Barbara is one of your students. She is a small child and about 8
months younger than the average child in your class. She is on the low
end of the social maturity scale. She does not work well alone or follow
directions. She forgets assignments and exhibits inappropriate behavior.
Barbara is below average in academic performance, is failing math, and
is reading below grade level. Results of a recently administered
standardized test estimate Barbara's ability is at the 17th percentile.

ABILITY X 1

1st 99th
ACADEMIC X 1
PERFORMANCE

low ‘ high
SOCIAL X 1
MATURITY

low high
SIZE X 1

small large
AGE ’ X 1

1 yr. 1 yr.

younger older

13. Considering the characteristics described, what do you believe would
be best for Barbara ? (Circle the number)

1 PROMOTION
2 SOCIAL PROMOTION
3 RETENTION

14, Do you think it is likely that Barbara would be retained in your
school? (Circle the number)

1 NO

2 YES
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Jeff is one of your students. He is a big child and about 7 months
younger than the average child in your class. He is on the low end of the
social maturity scale. He does not follow directions or work well
independently. He forgets assignments and exhibits inappropriate
behavior. Jeff is below average in academic performance, is failing math,
and is reading below grade level. Results of a recently administered
standardized test estimate Jeff's ability is at the 15th percentile.

" ABILITY X 1

1st _ 99th
ACADEMIC X 1
PERFORMANCE

low high
SOCIAL X 1
MATURITY

low high
SIZE 1 X

small large
AGE X 1

1 yr. 1 yr.

younger older

59. Considering the characteristics described, what do you believe would
be best for Jeff? (Circle the number)

1 PROMOTION
2 SOCIAL PROMOTION
3 RETENTION

60. Do you think it is likely that Jeff would be retained in your school?
(Circle the number) ’

1 NO

2 YES
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Tammy is one of your students. She is a large child and about 6
months younger than the average child in your class. She is on the low
end of the social maturity scale. She does not follow directions or work
independently very well. She forgets assignments and exhibits
inappropriate behavior. Tammy is below average in academic performance,
is failing math, and is reading below grade level. Results of a recently
administered standardized test estimate Tammy's ability is at the 18th
percentile.

ABILITY X 1

1st 99th
ACADEMIC X 1
PERFORMANCE :

low high
SOCIAL X 1
MATURITY

low high
SIZE 1 X

small large
AGE X 1

1 yr. 1 yr.

younger older

77. Considering the characteristics described, what do you believe would
be best for Tammy? (Circle the number)

1 PROMOTION
2 SOCIAL PROMOTION
3 RETENTION

78. Do you think it is likely that Tammy would be retained in your school?
(Circle the number)

1 NO

2 YES
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Kenny is one of your students. He is a small child and about 11
months older than the average child in your class. He is on the low end
of the social maturity scale. He does not follow directions or work well
independently. He forgets assignments and exhibits inappropriate
behavior. Kenny is below average in academic performance, is failing math,
and is reading below grade level. Results of a recently administered
standardized test estimate Kenny's ability is at the 16th percentile.

ABILITY X 1

1st 99th
ACADEMIC X 1
PERFORMANCE : B

low ‘ high
SOCIAL - X 1
MATURITY

low high
SIZE X 1

small large
AGE 1 X

1yr. ' 1 yr.

younger older
9. Considering the characteristics described, what do you believe would
be best for Kenny? (Circle the number)
1 PROMOTION
2 SOCIAL PROMOTION
3 RETENTION

10. Do you think it is likely that Kenny would be retained in your school?
(Circle the number)

1 NO

2 YES
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Karen is one of your students. She is a small child and about 11
months older than the average child in your class. She is on the low end
of the social maturity scale. She does not pay attention to directions
or work alone well. She forgets assignments and exhibits inappropriate
behavior. Karen is below average in academic performance, is failing math,
and is reading below grade level. Results of a recently administered
standardized test estimate Karen's ability is at the 23rd percentile.

ABILITY X 1

1st 99th
ACADEMIC X 1
PERFORMANCE

low high
SOCIAL X 1
MATURITY

low high
SIZE X 1

small large
AGE 1 X

1 yr. 1 yr.

younger older

63. Considering the characteristics described, what do you believe would"
be best for Karen? (Circle the number)

1 PROMOTION
2 SOCIAL PROMOTION
3 RETENTION

64. Do you think it is likely that Karen would be retalned in your school?
(Circle the number)

1 NO

2 YES
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Clark is one of your students. He is a big child and about 9 months
older than the average child in your class. He is on the low end of the
social maturity scale. He does not pay attention to directions or work
well alone. He forgets assignments and exhibits inappropriate behavior.
Clark is below average in academic performance, is failing math, and is
reading below grade 1level. Results of a recently administered
standardized test estimate Clark's ability is at the 21st percentile.

ABILITY X 1

‘1st 99th
ACADEMIC X 1
PERFORMANCE _

low high
SOCIAL X 1
MATURITY

low high
SIZE 1 X

small ' large
AGE N 1 X

1 yr. v 1 yr.

younger older

29. Considering the characteristics described, what do you believe would
be best for Clark? (Circle the number)

1 PROMOTION
2 SOCIAL PROMOTION
3 RETENTION

30. Do you think it is likely that Clark would be retained in your school?
(Circle the number)

1 NO

2 YES
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Margot is one of your students. She is a large child and about 11
months older than the average child in your class. She is on the low end
of the social maturity scale. She does not follow directions or work
independently. She forgets assignments and exhibits inappropriate
behavior. Margot is below average in academic performance, is failing
math, and is reading below grade level. Results of a recently administered
standardized test estimate Margot's ability is at the 24th percentile.

ABILITY X 1

1st 99th
ACADEMIC X 1
PERFORMANCE

low high
SOCIAL X 1
MATURITY

low high
SIZE 1 X

small large
AGE 1 X

1 yr. 1 yr.

younger older

23. Considering the characteristics described, what do you believe would
be best for Margot? (Circle the number)

1 PROMOTION
2 SOCIAL PROMOTION
3 RETENTION

24. Do you think it is likely that Margot would be retained in your
school? (Circle the number)

1 NO

2 YES
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Henry is one of your students. He is a small child and about 7 months
younger than the average child in your class. He is on the high end of
the social maturity scale. He works well independently and follows
directions. He always turns in assignments and exhibits appropriate
behavior. Henry is below average in academic performance, is failing math,
and is reading below grade level. Results of a recently administered
standardized test estimate Henry's ability is at the 25th percentile.

ABILITY X 1

1st 99th
ACADEMIC X 1
PERFORMANCE

low high
SOCIAL 1 X
MATURITY

low high
SIZE X 1

small large
AGE X 1

1 yr. 1 yr.

younger older

21. Considering the characteristics described, what do you believe would
be best for Henry? (Circle the number)

1 PROMOTION
2 SOCIAL PROMOTION
3 RETENTION

22. Do you think it is likely that Henry would be retained in your school?
(Circle the number)

1 NO

2 YES
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Jane is one of your students. She is a small child and about 8 months
younger than the average child in your class. She is on the high end of
the social maturity scale. She follows directions and works well alone.
She always turns in assignments and exhibits appropriate behavior. Jane
is below average in academic performance, is failing math, and is reading
below grade level. Results of a recently administered standardized test
estimate Jane's ability is at the 23rd percentile.

ABILITY X 1

1st 99th
ACADEMIC X 1
PERFORMANCE

low high
SOCIAL 1 X
MATURITY |

-low high
SIZE X ' 1

small large
AGE X | 1

1 yr. \ 1 yr.

younger older

61. Considering the characteristics described, what do you believe would
be best for Jane? (Circle the number)
1 PROMOTION
2 SOCIAL PROMOTION
3 RETENTION

62. Do you think it is likely that Jane would be retained in your school?
(Circle the number)

1 NO

2 YES
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Jay is one of your students. He is a large child and about 7 months
younger than the average child in your class. He is on the high end of
the social maturity scale. He works well independently and follows
directions. He turns in assignments and exhibits appropriate behavior.
Jay is below average in academic performance, is failing math, and is
reading below grade level. Results of a recently administered
standardized test estimate Jay's ability is at the 18th percentile.

ABILITY X 1

st 99th
ACADEMIC X 1
PERFORMANCE

low high
SOCIAL 1 X
‘MATURITY

low : high
SIZE 1 ' X

small large
AGE X 1

1 yr. ' 1 yr.

younger older

27. Considering the characteristics described, what do you believe would
be best for Jay? (Circle the number)

1 PROMOTION
2 SOCIAL PROMOTION
3 RETENTION

28. Do you think it is likely that Jay would be retained in your school?
(Circle the number)

1 NO

2 YES
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Kay is one of your students. She is a large child and about 8 months
younger than the average child in your class. She is on the high end of
the social maturity scale. She works well independently and follows
directions. She turns in assignments and exhibits appropriate behavior.
Kay is below average in academic performance, is failing math, and is
reading below grade level. Results of a recently administered
standardized test estimate Kay's ability is at the 25th percentile.

ABILITY X 1

1st 99th
ACADEMIC X 1
PERFORMANCE '

low high
SOCIAL 1 X
MATURITY ’ »

low high
SIZE ’ 1 X

small ‘ large
AGE X 1

1 yr. 1 yr.

younger older

75. Considering the characteristics described, what do you believe would
be best for Kay? (Circle the number)

1 PROMOTION
2 SOCIAL PROMOTION
3 RETENTION

76. Do you think it is likely that Kay would be retained in your school?
(Circle the number)

1 NO

2 YES
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Scott is one of your students. He is a small child and about 11
months older than the average child in your class. He is on the high end
of the social maturity scale. He follows directions and works well
independently. . He turns in assignments and exhibits appropriate
behavior. Scott is below average in academic performance, is failing math,
and is reading below grade level. Results of a recently administered
standardized test estimate Scott's ability is at the 16th percentile.

ABILITY X 1

1st ’ 99th
ACADEMIC X 1
PERFORMANCE

low high
SOCIAL 1 X
MATURITY

low high
SIZE X 1

small large
AGE 1 X

1 yr. ’ 1 yr.

younger older

65. Considering the characteristics described, what do you believe would
be best for Scott? (Circle the number)

1 PROMOTION
2 SOCIAL PROMOTION
3 RETENTION

66. Do you think it is likely that Scott would be retained in your school?
(Circle the number)

1 NO

2 YES
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Gail is one of your students. She is a small child and about 11
months older than the average child in your class. She is on the high end
of the social maturity scale. She follows directions and works alone
well. She turns in assignments and exhibits appropriate behavior. Gail
is below average in academic performance, is failing math, and is reading
" below grade level. Results of a recently administered standardized test
estimate Gail's ability is at the 25th percentile.

ABILITY X 1

1st 99th
ACADEMIC X 1
PERFORMANCE

low high
SOCIAL 1 X
MATURITY

low high
SIZE X 1

small : | : large
AGE 1 : X

1 yr. 1 yr.

younger older

43. Considering the characteristics described, what do you believe would
" be best for Gail? (Circle the number)

1 PROMOTION
2 SOCIAL PROMOTION
3 RETENTION

44, Do you think it is likely that Gail would be retained in your school?
(Circle the number)

1 NO

2 YES
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Bill is one of your students. He is a large child and about 9 months
older than the average child in your class. He is on the high end of the
social maturity scale. He follows directions and works independently.

He turns in assignments and exhibits appropriate behavior. Bill is below
average in academic performance, is failing math, and is reading below
grade level. Results of a recently administered standardized test
estimate Bill's ability is at the 21st percentile.

ABILITY X 1

1st 99th
ACADEMIC X 1
PERFORMANCE

low high
SOCIAL 1 X
MATURITY

low high
SIZE 1 X

small large
AGE 1 _ X

1 yr. 1 yr.

younger older

19. Considering the characteristics described, what do you believe would
be best for Bill? (Circle the number)

1 PROMOTION
2 SOCIAL PROMOTION
3 RETENTION

20. Do you think it is likely that Bill would be retained in your
school? (Circle the number)

1 NO

2 YES

153



Betty is one of your students. She is a large child and about 11
months older than the average child in your class. She is on the high end
of the social maturity scale. She follows directions and works
independently. She turns in assignments and exhibits appropriate
behavior. Betty is below average in academic performance, is failing math,
and is reading below grade level. Results of a recently administered
standardized test estimate Betty's ability is at the 21st percentile.

ABILITY X 1

1st 99th
ACADEMIC X 1
PERFORMANCE

low high
SOCIAL 1 X

MATURITY

low high
SIZE 1 X

small large
AGE 1 | X

1 yr. 1 yr.

younger older

5. Considering the characteristics described, what do you believe would
be best for Betty? (Circle the number)

1 PROMOTION
2 SOCIAL PROMOTION
3 RETENTION

6. Do you think it is likely that Betty would be retained in your school?
(Circle the number)

1 NO

2 YES
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Doug is one of your students. He is performing below average in
classwork, is failing math, and is reading below grade level. Doug is
at the low end of the social maturity scale. He does not follow
directions or work alone. Doug doesn't turn in assignments and overall
exhibits inappropriate behavior. He is a small child and is about 8
months younger than his classmates. According to a standardized test
taken recently Doug's estimated ability is at the 60th percentile.

ABILITY 1 X
1st 99th

ACADEMIC X 1
PERFORMANCE

low high
SOCIAL X 1
MATURITY

low high
SIZE X 1

small ‘ large
AGE X 1

1 yr. " | — 1 yr.

younger older

15. Considering the characteristics described, what do you believe would
be best for Doug? (Circle the number)

1 PROMOTION
2 SOCIAL PROMOTION
3 RETENTION

16. Do you think it is likely that Doug would be retained in your school?
(Circle one)

1 NO

2 YES
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Cara is one of your students. She is performing below average in
classwork, is failing math, and is reading below grade level. Cara is
at the low end of the social maturity scale. She does not follow
directions or work alome. Cara doesn't turn in assignments and overall
exhibits inappropriate behavior. She is a small child and is about 8
months younger than her classmates. According to a standardized test
taken recently, Cara's estimated ability is at the 63rd percentile.

ABILITY 1 X

1st 99th
ACADEMIC X 1
PERFORMANCE

low high
SOCIAL X 1
MATURITY

low high
SIZE X 1

small large
AGE X 1

1 yr. . ’ 1 yr.

younger older

49. Considering the characteristics described, what do you believe would
be best for Cara? (Circle the number)

1 PROMOTION
2 SOCIAL PROMOTION
3 RETENTION

50. Do you think it is likely that Cara would be retained in your school?
(Circle one)

1 NO

2 YES
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Ed is one of your students. He is performing below average in
classwork, is failing math, and is reading below grade level. Ed is at
the low end of the social maturity scale. He does not follow directions
or work alone. Ed doesn't turn in assignments and overall exhibits
inappropriate behavior. He is a big child and is about 6 months younger
than his classmates. According to a standardized test taken recently Ed's
estimated ability is at the 61st percentile.

ABILITY 1 X
st - o ~ 99th

ACADEMIC X ' 1
PERFORMANCE

low high
SOCIAL X 1
MATURITY

low 7 4 high
SIZE 1 X

small large
AGE X 1

1 yr. 1 yr.

younger older

51. Considering the characteristics described, what do you believe would
be best for Ed? (Circle the number)

1 PROMOTION
2 SOCIAL PROMOTION
3 RETENTION

52. Do you think it is likely that Ed would be retained in your school?
(Circle one)

1 NO

2 YES
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Sara is one of your students. She is performing below average in
classwork, is failing math, and is reading below grade level. Sara is
at the low end of the social maturity scale. She does not follow
directions or work alone. Sara doesn't turn in assignments and overall
exhibits inappropriate behavior. She is a large child and is about 7
months younger than her classmates. According to a standardized test
taken recently Sara's estimated ability is at the 55th percentile.

ABILITY 1 X

1st 99th
ACADEMIC X 1
PERFORMANCE

low high
SOCIAL X 1
MATURITY

low high
SIZE 1 X

small large
AGE | X 1

1 yr. : 1 yr.

younger older

73. Considering the characteristics described, what do you believe would
be best for Sara? (Circle the number)

1 PROMOTION
2 SOCIAL PROMOTION
3 RETENTION

74. Do you think it is likely that Sara would be retained in your school?
(Circle one)

1 NO

2 YES
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Joe is one of your students. He is performing below average in
classwork, is failing math, and is reading below grade level. Joe is at
the low end of the social maturity scale. He does not follow directions
or work alone. Joe doesn't turn in assignments and overall exhibits
inappropriate behavior. He is a small child and is about 9 months older
than his classmates. According to a standardized test taken recently
Joe's estimated ability is at the 65th percentile.

ABILITY 1 X

1st 99th
ACADEMIC X 1
PERFORMANCE

low high
SOCIAL X 1
MATURITY

low high
SIZE . X 1

small | large
AGE ’ 1 X

1 yr. . 1 yr.

younger older

53. Comnsidering the characteristics described, what do you believe would
be best for Joe? (Circle the number)

1 PROMOTION
2 SOCIAL PROMOTION
3 RETENTION

54, Do you think it is likely that Joe would be retained in your school?
(Circle omne)

1 NO

2 YES
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Sue is one of your students. She is performing below average in
classwork, is failing math, and is reading below grade level. Sue is at
the low end of the social maturity scale. She does not follow directions
or work alone. Sue doesn't turn in assignments and overall exhibits
inappropriate behavior. She is a small child and is about 9 months older
than her classmates. According to a standardized test taken recently
Sue's estimated ability is at the 62nd percentile.

ABILITY 1 X

1st 99th
ACADEMIC X 1
PERFORMANCE

low high
SOCIAL X 1
MATURITY

low high
SIZE X 1

small large
AGE 1 X

1 yr. 1 yr.

younger older

57. Considering the characteristics described, what do you believe would
be best for Sue? (Circle the number)

1 PROMOTION
2 SOCIAL PROMOTION
3 RETENTION
58. Do you think it is likely that Sue would be retained in your school?
(Circle omne)
1 NO

2 YES

160

e —



Chris is one of your students. He is performing below average in
classwork, is failing math, and is reading below grade level. Chris is
at the low end of the social maturity scale. He does not follow
directions or work alone. Chris doesn't turn in assignments and overall
exhibits inappropriate behavior. He is a large child and is about 11
months older than his classmates. According to a standardized test taken
recently Chris's estimated ability is at the 57th percentile.

ABILITY 1 X

1st 99th
ACADEMIC X 1
PERFORMANCE

low high
SOCIAL X 1
MATURITY

low high
SIZE , 1 X

small ' large
AGE | 1 X

1 yr. \ 1 yr.

younger older

41. Considering the characteristics described, what do.you believe would
be best for Chris? (Circle the number)

1 PROMOTION
2 SOCIAL PROMOTION
3 RETENTION

42, Do you think it is likely that Chris would be retained in your school?
(Circle one)

1 NO

2 YES
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Judy is one of your students. She is performing below average in
classwork, is failing math, and is reading below grade level. Judy is
at the low end of the social maturity scale. She does not follow
directions or work alone. Judy doesn't turn in assignments and overall
exhibits inappropriate behavior. She is a big child and is about 11 months
older than her classmates. According to a standardized test taken
recently Judy's estimated ability is at the 62nd percentile.

ABILITY 1 X

1st 99th
ACADEMIC X 1
PERFORMANCE

low high
SOCIAL X 1
MATURITY

low _ high
SIZE 1 X

small large
AGE | 1 X

1 yr. _ 1 yr.

younger older

39. Considering the characteristics described, what do you believe would
be best for Judy? (Circle the number)

1 PROMOTION
2 SOCIAL PROMOTION
3 RETENTION

40. Do you think it is likely that Judy would be retained in your school?
(Circle one)

1 NO

2 YES
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Adam is one of your students. He is performing below average in
classwork, is failing math, and is reading below grade level. Adam is
at the high end of the social maturity scale. He follows directions and
works independently. Adam turns in assignments and overall exhibits
appropriate behavior. He is a small child and is about 7 months younger
than his classmates. According to a standardized test taken recently
Adam's estimated ability is at the 57th percentile.

ABILITY 1 X

1st » 99th
ACADEMIC X 1
PERFORMANCE

low high
SOCTAL 1 X
MATURITY

low high
SIZE X 1

small large
AGE X 1

1 yr. 1 yr.

younger older

37. Considering the characteristics described, what do you believe would
be best for Adam? (Circle the number)

1 PROMOTION
2 SOCIAL PROMOTION
3 RETENTION

38. Do you think it is likely that Adam would be retained in your school?
(Circle one)

1 NO

2 YES
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Carol is one of your students. She is performing below average in
classwork, is failing math, and is reading below grade level. Carol is
at the high end of the social maturity scale. She follows directions
and works alone. Carol turns in assignments and overall exhibits
appropriate behavior. She is a small child and is about 8 months younger
than her classmates. According to a standardized test taken recently
Carol's estimated ability is at the 64th percentile.

ABILITY 1 X

1st . 99th
ACADEMIC x 1
PERFORMANCE

low high
SOCIAL | 1 X
MATURITY

low high
SIZE X 1

small » . large
AGE X 1

1 yr. 1 yr.

younger older

11. Considering the characteristics described, what do you believe would
be best for Carol? (Circle the number)

1 PROMOTION
2 SOCIAL PROMOTION
3 RETENTION

12. Do you think it is likely that Carol would be retained in your school?
(Circle the number)

1 NO

2 YES
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Larry is one of your students. He is performing below average in
classwork, is failing math, and is reading below grade level. Larry is
at the high end of the social maturity scale. He follows directions and
works independently. Larry turns in assignments and overall exhibits
appropriate behavior. He is a big child and is about 6 months younger
than his classmates. According to a standardized test taken recently
Larry's estimated ability is at the 63rd percentile.

ABILITY 1 X

1st 99th
ACADEMIC X 1
PERFORMANCE

low high
SOCIAL 1 X
MATURITY

low high
SIZE 1 X

small large
AGE X 1

1 yr. 1 yr.

younger older

45. Considering the characteristics described, what do you believe would
be best for Larry? (Circle the number)

1 PROMOTION
2 SOCIAL PROMOTION
3 RETENTION

46. Do you think it is likely that Larry would be retained in your school?
(Circle omne)

1 NO

2 YES
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Mary is one of your students. She is performing below average in
classwork, is failing math, and is reading below grade level. Mary is
at the high end of the social maturity scale. She follows directions and
works well alone. Mary turns in assignments and overall exhibits
appropriate behavior. She is a big child and is about 8 months younger
than her classmates. According to a standardized test taken recently
Mary's estimated ability is at the 61st percentile.

ABILITY 1 X

Ist 99th
ACADEMIC X 1
PERFORMANCE

low v high
SOCIAL | 1 X
MATURITY

low high
SIZE 1 X

small large
AGE X 1

1 yr. 1 yr.

younger . older

69. Considering the characteristics described, what do you believe would
be best for Mary? (Circle the number)

1 PROMOTION
2 SOCIAL PROMOTION
3 RETENTION

70. Do you think it is likely that Mary would be retained in your school?
(Circle one)

1 NO

2 YES
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Bob is one of your students. He is performing below average in
classwork, is failing math, and is reading below grade level. Bob is at
the high end of the social maturity scale. He works independently and
follows directions. Bob turns in assignments and overall exhibits
appropriate behavior. He is a small child and is about 9 months older
than his classmates. According to a standardized test taken recently Bob's
estimated ability is at the 59th percentile.

ABILITY 1 X

1st 99th
ACADEMIC X 1
PERFORMANCE

low high
SOCIAL ~ 1 X
MATURITY

low high
SIZE X 1

small large
AGE 1 X

1 yr. ' 1 yr.

younger older

67. Considering the characteristics described, what do you believe would
be best for Bob? (Circle the number)

1 PROMOTION
2 SOCIAL PROMOTION
3 RETENTION

68. Do you think it is likely that Bob would be retained in your school?
(Circle one)

1 NO

2 YES
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Alice is one of your students. She is performing below average in
classwork, is failing math, and is reading below grade level. Alice is
at the high end of the social maturity scale. She follows directions
and works well alone. Alice turns in assignments and overall exhibits
appropriate behavior. She is a small child and is about 9 months older
than her classmates. According to a standardized test taken recently
Alice's estimated ability is at the 60th percentile.

ABILITY 1 X
st ‘ , 99th
ACADEMIC X 1
PERFORMANCE
low high
- SOCIAL 1 X
MATURITY
~ low high
SIZE X 1
small ' large
AGE 1 X
1 yr. 1 yr.
younger older

33. Considering the characteristics described, what do you believe would
be best for Alice? (Circle the number)

1 PROMOTION
2 SOCIAL PROMOTION
3 RETENTION

34, Do you think it is likely that Alice would be retained in your school?
(Circle one)

1 NO

2 YES
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Fred is one of your students. He is performing below average in
classwork, is failing math, and is reading below grade level. Fred is
at the high end of the social maturity scale. He follows directions and
works independently. Fred turns in assignments and overall exhibits
appropriate behavior. He is a big child and is about 10 months older than
his classmates. According to a standardized test taken recently Fred's
estimated ability is at the 60th percentile.

ABILITY 1 X

1st ' 99th
ACADEMIC X 1
PERFORMANCE

low high
SOCIAL 1 X
MATURITY M

low - high
SIZE 1 X

small large
AGE 1 X

1 yr. 1 yr.

younger older

71. Considering the characteristics described, what do you believe would
be best for Fred? (Circle the number)

1 PROMOTION
2 SOCIAL PROMOTION
3 RETENTION
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