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EXECUTIVE SUMMARY

This report provides the design and findings obpialy the first methodical investigation of theezgsal
characteristics of alternative programs that eiffett meet the diverse, ever changing needs oflcml
with disabilities for whom traditional school satis do not work. Field experts and members of the
study’s Expert Panel assisted with identifying miédive programs recognized as exemplary in teffms o
their effectiveness in working with at-risk studerih addition to expert opinions about exemplary
programs, an important selection criterion wasaeslability of data on program effectiveness. dsin
this process, three alternative education systeene gelected. Positive outcomes of these programs
include improved student attendance rates; studgrbvement on evaluations of their functioninggthi
percentages of students reporting that they arevatetl to succeed and that their program involvemen
helped improve their lives; and parental satisterctvith, and involvement in, the programs.

We conducted in-depth case studies of these pragi@identify their salient characteristics; chégaze
their school climate; understand the degree to lwthiey meet quality indicators for at-risk programs
characterize the effectiveness of the programs flenperspective of those involved in the program
(administrators, teachers and support staff, stisdand parents); and explore the factors thatthelp
programs achieve positive results. Three instrusnemete used to collect data on the programs: the At
Risk Student Services Assessment (ARSSA), whichused to examine the extent to which evidence-
based practices for at-risk students are well implated; the Effective School Battery (ESB), whiskd
teacher and student surveys to characterize thdséduals and the psychosocial climate of the st)o
and the School Archival Records Search (SARS), vivas used to examine and code information on
academic performance and school adjustment frodestuecords. In addition, interviews with program
administrators, teachers, students, and parertedigualitative data that were then analyzed aaidd
into themes.

Analysis of other extant data and the qualitativé quantitative data from this study indicate the
importance of several components to the implemiantaind functioning of the alternative programs:

1. Program philosophies emphasize that it is the dutunad approach rather than the individual
student that needs to be changed to accommodatinigaifferences among at-risk students.

2. Program administrators and staff subscribe to tiegophy that all students can learn. These
programs communicate and support high expectatonzositive social, emotional, behavioral,
and academic growth in all students.

3. Program and school administrators are leaders whpost the vision and mission of their
programs; effectively support staff; listen to teas, students, and parents; and genuinely care
about their students.

Low adult-student ratios in the classroom are a®rsd integral to successful outcomes.

Teachers receive specialized training (e.g., belhand classroom management, alternative
learning styles, communication with families) tgpart their effectiveness in working with
students who do not succeed in traditional educatisettings.

6. Interactions between students and the staff areanthoritarian in nature. Positive, trusting, and
caring relationships exist between staff, and betwstudents and staff.

7. The opinions and participation of family membershia education of their children is valued, and
students’ families are treated with respect.
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Further, each of the three programs tended to imgahé well 11 of the evidence-based practices for at
risk students, as identified in the ARSSA. All thrgrograms were particularly strong in five dimensi

of the ARSSA: administrative support, behavior sappnd supervision, classroom management, school-
and work-based learning, and processes for sciganic referral.

Based on the study’s findings, we can posit thadestits identified as troubled or troubling tend to
flourish in alternative learning environments whttey believe that their teachers, staff, and
administrators care about and respect them, vakiedpinion, establish fair rules that they suppare
flexible in trying to solve problems, and take aaothoritarian approach to teaching (Quinn, Pqirier
Faller, Gable, & Tonelson, in press). These keglifigs can help build and drive the research agéada
studying alternative education. Although preliminar nature, the salient characteristics of thelistl
programs establish an understanding of three pnugthat are highly effective with at-risk youth.€Be
findings may also be useful to other alternativeosts or school districts pursuing or considering
program improvement efforts, or to school distra¢seloping new alternative programs. In addittbig
study validates a number of characteristics presljocited in the literature as potentially conttibg to
effective alternative programs.

This report provides background information onghent including a description of the study, itslgoa
and objectives, modifications approved by the Falderoject Officer, and problems encountered and
solutions; the study design including the methoggpl@ampling strategies used for data collection
efforts, and instruments selected for this resedeh findings from the literature review, and gtitative
and qualitative analyses; and a summary of stuldye dissemination activities. The report conctude
with a discussion of implications for policy, priaet, and research and seven research, developameht,
technical assistance recommendations.
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INTRODUCTION

“It is our school and its way of teaching thatliemanative, not our students” (as cited in Rayviiel94, p.
26). As illustrated by this statement from a netisteof the Central Park East Secondary School, an
alternative school in New York, one philosophy gugdalternative education is based on the beliaff th
the traditional system of education is broken amgdfective in meeting the diverse and rapidly cliagg
needs of young people in today’s society (FizzeR&wid, 1997). However, there are others who argue
that problems tend to lie within students, and viudents as “broken” or “different.” This issue is
exacerbated by the fact that professional educhtors long been unable to identify the reasons why
some children and youth fail to thrive in traditdmclassroom settings. More important, this contmuof
attitudes toward the causes of school failure ddsd contrasting approaches to working with &-ris
youth.

Regardless of one’s perspective, some studentsnwile beyond the tolerance level of classrooms and
schools and be referred to school exclusion andaftarnative schools. According to the literature
examining the characteristics of students in a#tiva programs, many students share several common
traits and often are described as “cynical, suffgecademic and behavioral adjustment problems in
school, possessing antisocial attitudes and befsavaxking educational and/or career goals, anthba
problematic relationships with both family and 3dFuller & Sabatino, 1996, p. 295). While thisyna
indicate to some that these children deviate filoemiorm, or are “broken,” it does not explain thase

of the brokenness and equally important, how tairdp

On the other hand are those, such as the late ldkhtobbs (1994), who believe that emotional pnoisle
in children are a symptom not of individual pathgldout of a malfunctioning ecosystem. Followers of
Hobbs’ Re-ED philosophy advocate that adults haresponsibility to not only work with a child, biat
also change the system in order to facilitate thilel's growth in competence, independence,
responsibility, and self-respect. Therefore, whehil fails to learn and grow, the fault lies nadt with
the child but also with the system and with theltadesponsible for it.

Advocates of both the “broken child” and “brokerstgyn” philosophies do agree on the need for
alternatives to traditional educational settingswver, philosophy dictates the structure and tdatsgof
these alternatives. If the philosophy is that tiuelent needs to be somehow changed, alternative
programs seek to reform the student. If the phpbgas that the system needs change, the alteenativ
program provides innovative curriculum and instil strategies to better meet the needs of these
students. This difference in philosophy has leadetades of controversy over what alternative dduca
should look like and who should be sent there.

Even given this divide on the philosophy and migsibalternative programs, the demand for such
programs is illustrated by the tremendous growttnénavailability of alternative programs in theited
States over the past several decades. One esputatthe number of alternative programs in the éghit
States at about 20,000 (Barr & Parrett, 2001),iggmtly higher than the estimated 464 programs in
1973 (Steward, 1993). During the 2000-01 schoot,y&xpercent of public schools districts admirriste
at least one alternative program for at-risk yoatid districts with high minority enroliments andhh
poverty concentrations were more likely to havehguograms (Kleiner, Porch, & Farris, 2002). Studen
are generally referred to alternative programbeiytare at risk of educational failure, as suggkisye
various risk factors including poor grades, truamtigruptive behavior, and suspension (Kleineal et
2002).

1 American Institutes for Reseafth



Overview of Report

This report presents findings of a study condutdddentify the components of systems that effetyiv
meet the diverse, ever changing needs of childigndisabilities for whom traditional school setgsdo
not work. A secondary goal of this study was toalep a conceptually clear and empirically grounded
definition of alternative schools. Field expertslanembers of the study’s Expert Panel assisted with
identifying alternative programs recognized as eamy in terms of their effectiveness in workingfwi
at-risk students. In addition to expert opinionswttexemplary programs, an important selectiomigah
was the availability of data on program effectiveneJsing this process, three alternative education
systems were identified and selected. Positiveaonés of these programs include improved student
attendance rates; student improvement on evalatibtheir functioning; high percentages of student
reporting that they are motivated to succeed aattkeir program involvement helped improve their
lives; and parental satisfaction with, and involesin, the programs.

The report is organized into seven sections:
» Background information on the grant including aatgsion of the study, its goals and objectives
as defined in the grant proposal, modificationsraypgd by the Federal Project Officer, and

problems encountered and solutions;

» Our approach to carry out this study includingnirethodology and sampling used for data
collection efforts, and the instruments selectedHis research;

» Three sections on findings beginning with the &tare review, followed by quantitative and then
gualitative findings;

* A summary of study-related dissemination activjtesd

* Adiscussion of implications for policy, practi@d research and recommendations.

2 American Institutes for Reseafth



STUDY BACKGROUND AND DESCRIPTION

Literature and data reveal ambiguity regardingdé#nition and functions of alternative schools and
programs: there is a wide variety of schools thati@beled “alternative.” Little is know about whom
alternative programs serve and why, how they fonctihe degree to which they are responsive to all
children’s education needs, and the extent to wtindldren enrolled in these schools benefit from
positive experiences and outcomes.

Although alternative schools are not a new phenaniémas been hard to study these schools in a
rigorous manner that specifies the necessary coemisiof effective alternative programs for the efgri
of students who attend these programs. Althoughknesy about components that make some schools
effective (Quinn, Osher, Hoffman, & Hanley, 1998 are not certain how to match program designs
with students that these designs can help (Dyn&r€kieason, 1998). Without this information we too
often make a bad situation worse by “pushing” stslvith disabilities or those who do not “fit” in
traditional systems out of schools without a dipdoon the necessary skills to lead productive, Ifufj
lives.

Further, since the 1997 amendments to the IDEA&rimtalternative programs (translated alternative
programs and schools) became mandated Federa} pmliplacement of children with disabilities whose
behavior is unacceptable in the traditional settBerause alternative schools are a requiremenbywee

it to our children to ensure that these schooksctiffely serve their student populations. With this
endeavor in mind, the American Institutes for RegdeéAIR) submitted a grant proposal to the Offate
Special Education Programs to study the factortsdaracterize effective alternative education.

The Alternative Schools Project (ASP) was a fivarnirected Research Project granted to AIR irafisc
year 2001. AIR’s research team included Dr. Dav#th€, Managing Research Scientist at AIR, and Dr.
Russ Skiba, Director of the Institute for Child @fwat Indiana University, as Co-Principal Investuys;
and Dr. Mary Magee Quinn, Principal Research Sigeat AIR, as the Project Director (PD). Mr. Jeffr
Poirier, M.A., Senior Research Analyst, joined shedy in 2001 and assumed the duties of Deputy
Project Director in 2003. In addition to the reséaieam, the ASP benefited from the guidance of an
Expert Panel comprised of researchers and prawitiowith a wide range of relevant expertise inicgd
alternative schools, school capacity, school dis@pand student outcomes. Members of the panel
included:

» George Bear, Professor, University of Delaware

e Judith W. Dogin, Philadelphia Behavioral Health t8ys

» Kevin Dwyer, Special Advisor, National Mental Héahssociation

* Michael George, Director, Centennial School of lgbhUniversity

* Nancy George, Program and Training Specialist, Buunty Department of Education
» Katherine Larson, Expanding Horizons

* Phil Leaf, Professor, Johns Hopkins University

» John Mitchell, Deputy Director, American FederatafrTeachers

» Ted Price, Assistant Superintendent, Orange CoG#y,

» Carlos Rodriguez, Principal Research Scientist, AIR

» Harilyn Rousso, Executive Director, Disabilitieslldnited Consulting Services
» Robert Rutherford, Professor, Arizona State Uniters

» Jeffrey Sprague, Co-Director, Institute on Violeace Destructive Behavior

» Martha Thurlow, Professor, University of Minnesota

» Brenda Townsend, Professor, University of Florida

3 American Institutes for Reseafth



 Thomas Valore, Program Director, Positive Educalomgram
« Hill Walker, Co-Director, Institute on Violence amgstructive Behavior

Through 2005, the Federal Project Officer (FPO)tifer ASP was Dr. Kelly Henderson. At the time of
her departure from OSEP, Dr. Henderson was replag®&t. Anne Smith.

Goals and Objectives

The purpose of the ASP was (1) to identify the congmts of systems that effectively meet the diverse
ever changing needs of children with disabilitieswhom traditional school settings do not workgl éR)
to develop a conceptually clear and empiricallyugided definition of alternative schools. In supért
these goals, we proposed four objectives for thigdys

» Objective 1: Analyze extant National Center for EducationiStas (NCES) national
and state data, and California and Texas staie-tlata;

» Objective 2: Establish an Expert Panel to provide ongoing timio the study from a
broad research, practice, and policy perspective

* Objective 3: Implement in-depth case studies of alternativimals, “feeder” schools,
and “receiver” schools in the San Francisco/anstin school districts; and

» Objective 4: Synthesize, communicate, and disseminate stwiytseand lessons
learned.

We proposed Obijective 1 in an effort to better usided the variation and scope of alternative sshoo
both nationally and within two states (Texas antif@aia) that constitute 18 percent of the U.S.
population. However, a separate project funded 8®during this competition (Alternative Schools:
Policy, Practice and Implications for Students vidikabilities) lead by Dr. Camilla Lehr at the
University of Minnesota proposed work similar tasttask. In collaboration with the FPO, Dr. Kelly
Henderson, AIR decided to delete this work and edpaur focus on the third objective.

We accomplished Obijective 2 in two important wasisst, we mined the expertise of our senior staff a
Expert Panel during the three years of the graatofd, we added an in-depth literature review, kwhic
we used to guide the content of our protocolsterdollection of qualitative data collection astdrthe
next objective.

As part of Objective 3, our intent was to focushomv alternative schools function, their charactess
the degree to which they meet indicators of quadihd the factors that help them achieve qualitye ©f
the two proposed school districts was unable togyaate and the other did not have adequate data
available when we began this study. After consgltuith the Expert Panel and collaborating with the
FPO, Dr. Kelly Henderson, we revised our studyglesd accomplish this objective by examining the
characteristics of three nationally recognizedrafitve school programs with data supporting their
effectiveness. We conducted in-depth case studligese programs to identify their salient
characteristics; examine the characteristics aftes (and related support staff), students, andasc
climate; understand the degree to which the progmaeet quality indicators for at-risk programs;
characterize the effectiveness of the programs thenperspective of those involved in them
(administrators, teachers and support staff, stsdand parents); and explore the factors thatthelp
programs achieve positive results.

As the study progressed, we identified and pursingely, relevant, and cost-effective dissemination
opportunities. We accomplished Objective 4 throaglariety of activities including one journal algic

4 American Institutes for Reseafth



presentations at professional conferences, andlic@ion of a conference strand on alternative
education (see Appendices A and B). Conferences sadected in order to not only reach relevant
stakeholders but to also expand awareness ofullg,$tndings, and alternative education (and eslat
issues) among professional groups (e.g., educegs®archers) in other disciplines relevant toghisly.

Modifications Approved by the FPO

As previously described, modifications were neagstamore efficiently use grant funds and provilde

government with useful information on the charastis of effective alternative schools. Objectiies,

and 4 were modified during the course of the stilithese modifications, which were all made in with t
approval of Dr. Kelly Henderson, FPO, are summadrinethe following paragraphs.

AIR research staff, the Expert Panel members, laa@PO determined that completing Objective 1
would constitute a duplication of effort betweer HIR project and the University of Minnesota puje
Therefore, we eliminated Objective 1 and used tine$ allocated for this objective to enhance
Objectives 3 and 4.

As discussed in the previous section, one of tbpgsed school districts was unable to participatbe
study after this grant was awarded, and the otisénial did not have adequate data on its effeoiss.

In collaboration with the FPO and the Expert Pawelrevised our study design to examine the
characteristics of effective alternative educapoograms (Objective 3). We identified and then sdd
three nationally recognized alternative school prots with data demonstrating their effectiveness. W
revised the study design to conduct in-depth caskes of these three programs to identify thdiesa
characteristics; characterize their school climateierstand the degree to which they meet quality
indicators for at-risk programs; characterize ttieativeness of the programs from the perspectfve o
those involved in the program (administrators, leas and support staff, students, and parents); and
explore the factors that help the programs achiegitive results.

As we designed the case studies (Objective 3) weuwsttered concerns from the alternative programs
that conducting research on the “feeder” schoads, chools sending students to the programs)dvoul
jeopardize the valuable, collaborative working tietaship between the programs and the school clistri
from which their students come (and the districtd tater receive them). It was decided that threebe
of including “feeder” and “receiver” schools wad goeater than the potential cost to the programs i
terms of damaged district relationships that aregiral to their effectiveness. Hence, feeder aodiver
schools were excluded from the sample.

AIR research staff and the FPO agreed to expanddbg 4 to include more dissemination activities
than were initially proposed.

Problems Encountered and Solutions

A small number of unanticipated challenges emedygihg the study. Foremost, during the literature
review we found that there was limited extant einpirresearch on alternative education and effectiv
alternative programs. As a result, we identifieehtles in the research and literature that wereablail
(primarily practical/anecdotal evidence) and vakdethese with the Expert Panel. Second, our studen
samples were limited by various exclusion critédigcussed further in the next section) that wifetd
when defining the sampling frame. Although thisitgrour ability to characterize the three programs,
these criteria were selected to maintain a costétfe approach to the data collection and witlallend
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logistical considerations in mind. Finally, to sodegree, securing parental involvement was chélgng
We used several strategies to maximize parentalvament. At one program we opted to use a Spanish-
speaking parent and Spanish translator, even theediad initially excluded non-English speaking
parents. For another program we conducted a pmbaeview with a parent who was not able to
participate in the parent focus group during ote sisit’

! Interestingly, we found that information providegthe programs with fewer parents was similahti provided
by parents in the program with more parents padidng.

6 American Institutes for Reseafth



STUDY DESIGN

The study of alternatives to traditional educat®a relatively new field and very little empirical
information is available upon which to build a raxs# agenda. Therefore, we conducted a descriptive
study to identify the characteristics of alternatprograms that are considered effective and toritbes
those individuals who are involved in those progsaim order to accomplish a rigorous data collectio
effort, we used a triangulated research designctirabined quantitative and qualitative research
methods. In this section we describe our approathet case studies of the three alternative progiram
We begin with a description of the three phasespeiming the study’s design, followed by a discussio
of program selection, within-program site selectieampling of teachers and students, and finadly th
instruments selected for the mixed-methods design.

Phase | included a critical and integrative revadthe accumulated literature to formulate a
comprehensive understanding of issues and thememsiading alternative education and to identify any
empirical studies that have been published. Thisfaidowed by the identification of study sites and
preliminary interviews with program staff at eadhle sites. We also conducted a preliminary dié v

to one site to gather information central to fin@lgy the details of our research plan.

Phase Il consisted of collection and analysis angjtative data. Quantitative research methodsidexd
observational and survey research. Formal obsenstiiere conducted to study the level of
implementation of evidence-based practices withithgoprogram. Surveys were administered to measure
the climate of the programs from the perspectiféestudents and teachers who learn and work in
these settings. Demographic data were collecteegoribe the types of students attending these
programs. The data were analyzed and informeddieldpment of protocols used in Phase Il of the
study.

Site visits were used to collect qualitative caseydata during Phase Il of the study. These data
used to help the research team better understamthiese programs are effective from the perspextive
of those involved with them. Data collection cotesisof interviews and focus groups and included
students, parents, teachers and administrators.

Finally, for Phase IV we analyzed and synthesizsd dollected as part of Phases Il and Il to pcedc
journal article and this final report, which wilklshared with the three programs and posted onsAIR’
Center for Collaboration and Practice (CECP) websit

Institutional Review Board (IRB) Approval

Prior to beginning the activities of Phases Il #hdesearch staff followed IRB procedures and hid
planned activities reviewed by AIR’s IRB. We proettinformation on the intended subjects, data to be
collected, recruitment and consent procedures;ipated risks and benefits, protections for redearc
participants, and plans for maintaining confiddittiaWe submitted this information along with all
protocols to AIR’s IRB, which reviewed and approvkdse activities.

Program Selection
A variation of purposeful sampling, extreme casemmg (Wiersma, 2000), was used to select three

alternative school programs for this study. Fieldexts and members of the study’s Expert Panedtaski
with identifying alternative programs that are rgaiaed as exemplary in terms of their effectiveriess
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working with students who require alternative sgsi. In addition to expert opinions about exemplary
programs, an important selection criterion wasaveslability of data on program effectiveness. dsin
this process, three alternative education systeens wlentified and selected. To maintain confidsityi,
pseudonyms (Program A, B, C) are used to refdrasd three programs, which are described in greater
detail in the following paragraphs. To help protagbnymity, the programs are described below withou
reference to their pseudonym.

One of the three programs is a single building seaves 84 students who are referred to the sdiyool
more than 40 surrounding school districts. All sid are served on Individualized Education Program
under IDEA. The program serves students in graaes K to 12, with 24 students at the elementary
level and 60 at the middle and high school levEtés program has demonstrated significant growth in
many areas during the previous seven years of amognprovement, including increased student
attendance, improved levels of parent involvemgatreases in student involvement with police, more
students meeting goals in their individual edugapitan, and increased graduation rates.

This program is affiliated with a local universsycollege of education and is used as a teaclenisite
for the college. Teacher interns work for two yemsdeachers while they complete their masterd-leve
course work. All teachers at this program are @onibt involved in staff development around new
practices and the experienced teachers serve d@emémnew teachers.

A second alternative program is a non-profit mehéalth agency charted by the state and a special
education program operating under the auspicdsedbtal education service center whose missitm is
help troubled and troubling children and their fliesi build skills to grow and learn successfultyhas
been recognized as an outstanding program by tBeldépartments of Education and Health and Human
Services and has demonstrated its effectivenebsvaitous outcome data. For example, the Child and
Adolescent Functional Assessment Scale (CAFAS) @decnd Wong, 1996) is one instrument used to
evaluate student progress. It is used to assemst’'y degree of impairment in day-to-day functa@ni

due to emotional, behavioral, psychological, psgttiu, or substance abuse problems; lower scores
indicate a smaller degree of impairméin.fiscal year 2002, 497 students enrolled inyatdeatment
center were included in an analysis group that @yegtheir initial CAFAS test scores to their most
recent scores: students made significant gainsingdsom an overall mean of 113.16 to an overalame
of 95.79. In surveys of parents of students invblivethe program, families overwhelmingly report
satisfaction with their involvement in treatmeramhing and goal setting; the respect they recdized
program staff; the extent to which staff encourathedn to change, grow, and take responsibilityttieir
lives; and the overall quality of services providedmany instances a majority of families indichbtégh
satisfaction.

This program’s mission is accomplished throughttbedve principals of Re-ED (Hobbs). There are nine
day treatment centers that service approximatelystddents, many of whom have been identified as
severely emotionally disturbed. These centers wez&ted to provide area school districts with gdace
where their most troubled and troubling K-12 studeran receive educational and mental health ssvic
This alternative program also has two early chitthoenters and two therapeutic group homes; and
provides case management/case coordination sefaicekildren already involved in at least two huma
service systems, as well as diagnostic and assessemgices for children at risk of being placeddster
care. The program also offers training, consultataond support on serving troubled and troubling
children to other schools throughout the country.

2 The CAFAS is comprised of eight subscales: belavigards others, community, home, moods/emotions,
school/work, self-harming behavior, substance ajbarse thinking.
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In 2004, this program’s semi-annual report staled 750 students had been served in the day treatme
centers. The ages of the students were 5 to 18,24ipercent between the ages of 9 and 11; 31merce
12 to 14 years old; and 21 percent between 15 teeais old. Males represented 83 percent of these
students. Relative to student race and ethnic&ypdscent were African American, 37 percent were
white, and 4 percent were of Hispanic ethnicityoAb75 percent of these students were Medicaid
eligible and their average length of attendance 2vasionths.

The third alternative program is administered bytatal county Department of Education Division of
Alternative Education and provides programs andices at approximately 140 sites that include
alternative education programs, correctional edoegtrograms, and an adult correctional education
program. The mission of this program is to caretiegich, and inspire all students to discover their
potential, develop their character, and maximizgrtlearning so they may become successful
contributors to society. In spring 2004, this peogrreceived a six-year Western Association of Sishoo
and Colleges (WASC) accreditation. This accreditatialidates that this program ensures, for thetiten
of colleges and universities, that graduating sttglbave mastered a particular body of knowledije, a
students are provided with high-quality learningpagunities, and school staff are involved in the
continual process of self-improvement. The follogvia a list of several school-wide areas of striengt
that were found by the WASC accreditation visitomgnmittees:

* A caring and healthy environment is clearly evidenitn result of the staff's focus on
addressing student engagement.

» Dynamic community partners developed within regiprevide important resources for
many students and their families.

* There is a reciprocal relationship with feederrditt that promotes the transition of
students to and from county programs.

* Clean, safe, and well-maintained facilities createalthy environment for learning.

The program provides a wide range of special progrand services such as a college transition prggra
counseling services, teen parenting programs,itiamgrograms, extended school day tutoring sesic
a character-based literacy program, career educagovice-learning opportunities, and addictiod an
substance abuse education

According to a longitudinal study presented in phegram’s2003-2004 Annual Education Report
enrollment and graduation numbers increased sagmitiy between 2000 and 2004. Cumulative student
enrollment and graduation data from this periagsilate that while managing a 10.2 percent increase
the number of students served, this program actiia\@8.2 percent increase in the number of
graduatesStudents provide the program with high mérksth 87 percent of students believing that what
they are learning in school will benefit their fréu89 percent feeling hard work is rewarded by the
program, and 92 percent feeling motivated to sut.deesults from senior exit surveys administered by
the program are also revealing:

*  96% report that they received their high schoolafifa even though 74% indicate that
they entered the program low on academic credit;

*  94% believe that the program has helped them ingptio®ir lives;

* 91% of students cite “great teachers” as a positspect of attending the program;

* 90% agree or strongly agree that their teacheglpeld improve their social skills;

® These results include responses from studentsamiety of programs in the system, of which daatment
programs (which are the unit of analysis in thiglg) are one type.
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* 57% say they attended their school within this pragmore regularly than they did their
traditional school;

* 56% say they enjoyed school more since attendeagtbgram; and

» Students report improved math (29%), reading (3%, writing (34%) skills while
enrolled in the program.

This program serves students in grades K-12 whoedeered by school districts, group homes, prabati
and social service agencies, correctional institgtj and families. The total student enrollmentaibr
programs in 2003-2004 was approximately 8,759. Opaphic descriptions for 2003 were: 62 percent
male; 47 percent Hispanic, 33 percent Caucasiperekbnt Asian, 4 percent African American, and 12
percent Other ethnicity; 12 percent were 12 yeag®onger, 23 percent were 13-15, and 61 percerd we
16-19 years old.

Within-Program Site Selection

This study confined itself to students in grade7n five randomly selected day treatment faeiditin
each of two multi-site alternative programs and single-site program. The two multi-site programe a
both large, urban systems comprised of many schGidlen the breadth of educational alternatives in
these two systems, schools providing day treatnwerg selected as the units of interest in ordensure
some similarity in the schools studied across liheet alternative programs.

At the time of our initial visit to one of the miafite systems, there were approximately 37 comtyuni
day schools, which enroll students referred byllechool districts and county agencies. Studentsese
settings are taught with a minimum day or conticidarning schedule and meet with credentialed
teachers to develop and implement a student-legpian while attending a local county school $ign
administrator from the system identified 10 schaath enrollments of at least 50 students spreaoisac
five regions. One school was randomly selected feash region in order to ensure some representation
of the five areas of the county educational system.

The second multi-site system has eight day tredtoesters that are designed to serve school-age
children and youth who are identified with an emnél disturbance. These centers provide treatment i
an integrated educational and mental health enwiem. Three of these centers serve students with
cognitive delays and challenging behaviors; theseewvexcluded from the study. The remaining five
centers were selected to participate in the study.

In total, 11 school sites were included in thetfisase of site visits, during which the At-Riski&int
Services Assessment (Sprague, Nishioka, Yeatontz&2002) and Effective School Battery
(Gottfredson, 1999) were administered. Archivabrees of students enrolled at each of these programs
were also reviewed using the School Archival Res@darch (Walker, Block-Pedego, Todis, &
Severson, 1991a).

* Students who attend community schools within pinsgram are required to be in school for a mininofr840
minutes each school day (i.e., minimum day). Cantesarning is also offered within the communitysols: these
students meet individually with teachers at least loour per week to turn in completed schoolwakeive new
school assignments, and receive any assistancecheed
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Sampling of Students and Teachers

A sample size of at least 50 students was desbreglich program so that sample sizes would beasimil
across the programs and because one program hadtfem 60 students enrolled who fit the criteoia f
inclusion in the sampling frame. The sampling freforeparticipation in the student survey of the
Effective School Battery (ESB) consisted of alldgnts enrolled in the program in grades 7 to 18 wit
two general exclusions: students who could notlsped read English, and students who were
significantly developmentally delayed. In the catene program, students in contracted learninggwer
also excluded, as were students in the custodyitdl @hd Family Services in another program.

After the sampling frame was established, studanise multi-site programs were randomly selected
from the five participating day treatment progradisone multi-site program, 15 students were rarigom
selected from the sampling frame of each of the $ishools (n = 75). Five of these students at each
school were identified as replacements in caseéthe other ten students were unable to provide
consent or were absent the day of the site vR@sthe request of one program, 20 students wkreted
from the sampling frame of each school (n = 100)pflwhich were identified as replacements at each
school. At the single-site program, all studentshansampling frame were asked to participateen th
study because the entire program was at one sitesa the three programs, the combined sample size
was 154, in addition to 75 students designated@lacements.

Informed consent was sought from all selected stisdd hese students were given parent-student mbnse
forms that provided an overview of the background purpose of the study, described the survey lamnd t
degree of anticipated risk associated with pawiiig, and assured confidentiality. Both parents an
students were asked to consent to the studentisipation. Phone numbers and e-mail addressdseof t
researchers were included in case the parentsdersts wanted additional information. The consemhf
also allowed parents and students to check a bolttin additional information prior to agreeing to
participate. Students who were provided consemddor the ESB were also asked to consent to a
review of their records on the same form.

For the teacher samples, we asked all teachersmngonlith students in grades 7 to 12 in the 11 sthtwo
complete the teacher survey of the ESB. In to&#, ttachers were asked to participate (Program=A, n
41; Program B, n = 23; Program C, n = 88). Informedsent was also sought for teachers. The consent
form distributed to teachers provided the samerinédion as in the student consent forms. In adulitio
teachers were provided with a supplementary ddasmmipf the study that provided additional

information on the study (funding source and redeguestions). Each teacher was provided the
opportunity to decline participation in the studigh@ut repercussion. School administrators andhiesac
assisted with distributing the consent forms angpmentary information to teachers. Envelopes were
also provided and teachers were instructed to sacleir completed consent form in the envelope and
seal it in order to protect the confidentialitytbéir decision regarding participation.

Response and participation rates for both teacdrestudents are provided in Tables 6 and 7 in the

section on quantitative findings. Teacher respoasss at each program were at least 95 percent; for
students the responses rates were 70, 72, and@&hpacross the three programs. It is possibleiieae
is some sampling bias due to the differing chareties of those students (and teachers) who reigzbn
and participated, and those who did not. Howewerare unable to characterize either the nature or

extent of this bias, and are unable to identifyeptill implications on the findings.
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Instrument Selection

Three instruments were used to collect data duhedirst phase of site visits: At-Risk Student\sezs
Assessment (ARSSA), The Effective School Battei§RE and School Archival Records Search
(SARS). Each of these instruments is describetid¢uiih the following paragraphs.

School Archival Records Search

The SARS is designed so that school records caoded and quantified systematically (Walker, Block-
Pedego, Todis, & Severson). One of its purpostsiiglividual students at risk for school dropout.
According to its developers:

The normative and psychometric characteristich®fSARS were investigated as part of an
ongoing study evaluating the [Systematic Screefon@ehavior Disorders] system with
elementary-age samples of students....Factorial ribigeant, and concurrent validity were
estimated as part of this research....[and] the owsoof reported validity studies suggest that
the SARS can be used efficiently and appropridtaiyhe purposes for which it was designed.
The SARS may have broader uses in the contextafodiog as a research instrument and it may
be applicable for use with a range of student paiporis (Walker, Block-Pedego, Todis, &
Severson, 1991b, pp.53-62).

For those students who consented to having thedrds reviewed, the SARS was used to collect data o
their school history including academic performaand school adjustment. Data were collected on 11
archival variables. These included achievementscattendance, demographics, detentions,
disciplinary contacts, GPA, in-school referralsd aut-of-school referrals.

Due to time limitations while on site, staff frohmetthree programs were recruited to assist with
completing the SARS profiles following the siteitds AIR reimbursed recruits at a rate of $10 per
record. Three-hour sessions were led by AIR at paotpram to train program staff on completion & th
SARS to maximize reliability of the coding. Intedm reliability, which we assessed once per program
was above the minimum acceptable threshold of 8epéat each program.

At-Risk Students Services Assessment

The ARSSA, which was administered at each of thechbol sites, is used to define the extent to whic
evidence-based practices for at-risk studentsschaol program are well implemented (Sprague,
Nishioka, Yeaton, Utz). The ARSSA examines 10 progfeatures (see Table 1) that are comprised of
89 criteria and indicators. The program featuréiectthe research literature on evidence-basefd®stp
for students who are at risk of school failure: wiidly implemented, these features increase the
likelihood of academic success among at-risk stisden

The criteria and indicators are used to evaluaethgram features, which are categorized as @ither
place, in progress, or not in place. Programs looals with high levels of implementation of thetena
and indicators can be characterized as followindesce-based practices for serving at-risk youihed
observation and interviews with administratorsffstand students are data sources for the program
assessment. In addition, twelve types of archiatd dre reviewed:

» Communication and screening tools
» Classroom, intake, outcomes tracking, personnelsarvice coordination forms
» Lesson and school improvement plans
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e Training and meeting schedules
» School handbook

The ARSSA provides a descriptive, numeric, and lyapummary of the interviews, observations, and
archival record reviews. In consultation with owpErt Panel, we identified two consultants from the
University of Oregon’s Institute on Violence anddiractive Behavior, which developed the ARSSA, to
participate in program site visits and adminisher ARSSA. Both consultants were previously trained
and participated in administering the ARSSA in s#eoObservations at each school site lasted about
four hours but varied based on school size, aviliffabf staff and students, and breadth of archdeta.

Table 1: Program Features Assessed by the ARSSA aBSdurces of Data

Program Feature Types of Data Sources

Administrative support Evaluation, job descriptipmeeting schedule/available time
allotment, trainings

Behavior support and Attendance, behavior routines/expectations/ ouline

supervision verbalized, and reviewed; teaching strategies

Classroom management Classroom routines/expecat@mrsequences outlined,
verbalized, and reviewed; physical environmenghezy
strategies

Instruction Assessment process, curriculum, studeals, student
scheduling, student-to-staff ratio

Mentoring and adult Communication plan/tracking, mentor assignmentyjce

involvement coordination plan/tracking

Program outcomes tracking Attendance rates, crifbielaavioral recidivism, graduation
rates, program recidivism, sustained academic ixgment,
success in return to sending school/full inclusion

School and work-based learning  Curriculum, schoelbdrk components, transition planning

Screening and referral Intake forms, intake prooesiuscreening process, screening
tools

Service coordination Collaboration of key play&@nmunication system and
tracking, transition planning, into and out of prag

Whole school discipline School-wide evaluation t(®IET)

The same two coders collected data for the ARRSAllathree site visits. Reliability checks were
completed on all measures of data collected duhagyisit to Program B. Reliability was determiried

be 99 percent across the 10 program features. tMeodliconduct reliability checks during the subssdu
visits to Programs A and C for a number of reasBoszmost, coders were separated during classroom
observations for cost efficiency purposes and dube locations of schools. Second, based on tbegst
reliability of their assessments at Program B &ed tbackground experience with the ARSSA, we were
confident that reliability would be similar at tbéher programs.

The Effective School Battery

The third instrument, the ESB, was administereigéghers and students at each of the 11 schoslisite
an effort to characterize students, teachers, eimobo$ climate (Gottfredson). The student survey
examines 12 scales specific to student charadtsri@ee Table 2), whereas the teacher surveydesld
scales to measure teacher characteristics (see Iabh addition, both the student and teacheregsr
included measures of psychosocial school climaen(69, respectively), which are listed and describ
in Table 4. The ESB is recommended for studentgades 6-12 and the reading level of the student
survey is lower 5th grade.
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The ESB was developed through research on schembaments conducted at Johns Hopkins
University. A number of instruments including thased in the National Institute of Education's Safe
School Study (SSS) guided the development of tH& ESe SSS was conducted in the early 1980s and
included 14,108 students in a variety of educatisatlings including urban schools with large mityor
populations and suburban schools, a Native-Ametieaervation, a community in the Virgin Islandsg an
three communities in Puerto Rico. The work includeddle, junior high, high school and alternative
programs. Participating students ranged from 1@syealess (less than 2% of the student sampl&§ to
years or older; however, most were 12-15 yeargief @he sample included students from various
racial/ethnic backgrounds including Asian Americét%), Black (44%), Native Americans (2%),
Spanish Americans (29%), White (22 %), and Othe8%@®. Items were analyzed to ensure they were
valid for each ethnic group, age, and gender. Iware included in the ESB based on their performanc
in the item analyses and research on the dimensicsthool climate.

AIR staff led and monitored the administration tud student surveys, which occurred at each sciiteol s
during the school day. We met with students intiooa that were convenient for school staff and tha
ensured a quiet, private environment for the stigdencomplete the surveys. These locations causist
of classrooms not being used for instruction, liles or staff offices. All students were providedopy

of the survey booklet and were offered the oppatitno have AIR staff administer the survey orally.
Some students opted to complete the survey indepégdStudents were given the option to eithesleir
their responses in the survey booklet or fill imitlresponses on a survey response form. In caseew
students used the survey booklet, AIR staff corepléihe response forms following the survey
administration. AIR-completed forms were revieweddccuracy by a second member of the project
team. All forms were then forwarded to Gottfredé@sociates, Inc. for optical scanning and reporting

Each consenting teacher received a copy of théaéeatirvey during our site visits. We strived totpct
the confidentiality of teachers’ responses by ptmg teachers with envelopes in which to seal their
completed surveys. In some instances, the seatedysuwere collected while AIR staff was on site. |
cases where teachers were unable to complete mheyswwhile we were on site, we provided pre-paid
postage envelopes so they could mail their completieveys to AIR. In addition, at schools with fewe
teachers completing surveys while we were on sierecruited and benefited from school liaisons.
These liaisons followed up with teachers whoseestgwere missing, collected completed surveys, and
submitted these to AIR.

Table 2: Student Characteristics

Measure Description

Attachment to school Extent of positive studeritades toward school

Avoidance of punishment| Experience with negativecians

Belief in rules Belief in the moral validity of ceantional social
rules

Educational expectation How far in school studemieets to go

Interpersonal competency]  Extent of psychologicaltheand adjustment

Involvement Level of student participation in schadtivities

Parental education Parents’ educational levels

Positive peer associations Extent of positive gatige peer influence

Positive self-concept Level of self-esteem

School effort Level of effort in school

School rewards Experience with positive sanctions

Social integration Extent to which student feetegnated or
alienated from school’s social order
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Table 3: Teacher Characteristics

Measure

Description

Classroom orderliness

wit

h teaching

Extent to which classroomugifons interfere

Interaction with students

Extent of out-of-clas®raction with students

Job satisfaction

Extent to which teachers likertfadhs

Nonauthoritarian attitudes|

Extent of sympathetiituates toward students

Personal security

Extent to which teachers fed saf

Professional development

Extent of recent contijeducation or in-service

learning

Pro-integration attitude

Attitudes toward racialiyegrated education

Table 4: Psychosocial School Climate Measures

Part of Part of
Student Teacher
Measure Survey? Survey? Description
Clarity of school rules Yes No Extent to which stats feel school rules are clear
Fairness of school rules Yes No Extent to whicldeiits feel school rules are fair
Involvement of parents and No Yes Level of parent and community influence and
community involvement
Morale No Yes Commitment and morale of teachers
Planning and action Yes Yes Extent to which theetkngages in problem-
solving and is open to change
Resources for instruction No Yes Levels of resosimailable in the school
Respect for students Yes No Extent to which stugferel the school environment
degrades them or treats them with dignity
Safety Yes Yes Perceptions of school safety
School race relations No Yes Opinions about schex relations
Smooth administration No Yes Extent to which a stsadministration is viewed
favorably
Student influence Yes Yes Level of student involeeirin school decision
making
Use of grades as a sanction No Yes Use of gradesesponse to misconduct
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LITERATURE REVIEW FINDINGS

Although there is a dearth of rigorous empiricalemce supporting the relevance of particular pxogr
characteristics in terms of program effectiveneasgpus characteristics are frequently cited in the
literature on alternative education. Many of thelsaracteristics are in need of empirical study laentce
guestionable: it is unclear whether these charatiter produce positive outcomes or are generally
correlated with positive outcomes. Further, in mostances the characteristics are discussed in a
descriptive context without any discussion of tlelationship to program or student success. Tley d
still, however, warrant a discussion because of frequent appearance in the literature. It issaatrthy
that these characteristics are often suggestessastial to or important for program success byeezp
administrators, or practitioners in the field. Theglude:

Choice
High expectations/belief

e Small class size and small student body
* Personalized school environment in which

students feel included in the decision- in the students

making process * Special teacher training
¢ Flexibility e Parent involvement
« Effective classroom management e Collaboration

Most of these characteristics reflect researcthergualities of effective regular educational sgti
However, it is our opinion — based on our sitetgjsind quantitative and qualitative findings -t thase
characteristics exist with greater intensity aray/f@ more significant role in the effectivenesshef
alternative programs we studied. In particulareeif/e classroom management, flexibility, smalksla
size, and staff collaboration are imbedded in thitopophies of these programs and are integrdddiv t
identities and approaches to effectively servirgrtbtudents.

In addition to the aforementioned characteristias; characteristics are less frequently discugséiae
literature on alternative education but remain fwpf mention as potentially important charact@ssof
effective programs. As such they also merit movestigation. These additional four characteristics
include:

e Community support * Administrative leadership

« Targeted to a specific population e Transition support

A second literature review on interim alternatiegtings was also conducted. The search used tims ter
“interim alternative education placement,” “interaiternative education setting,” “IAEP,” “IAES,”
“IAP,” and “IAS.” Various databases were used (eRSYCINFO, ERIC, PsychAtrticles,
LEXIS/NEXISon) as well as Internet search engireeg.( Google, Yahoo) and organization websites
(e.g., www.nasdse,org, www.nasponline.com, wwwsped.org, www.ideapolicy.org) that were
recommended by the Expert Panel. In addition teareh, the search produced documents related to
opinions, barriers, and policies.

The only information obtained from these websited databases were explanations of the IDEA
amendment that introduced interim alternative etioicglacements, and parents’ handbooks describing
the rights of parents and students regarding thieeements. Therefore, the literature search shomad
there is little existing research or publicatiohsat these interim alternative education placeméeits
alone their effectiveness and characteristics.
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QUANTITATIVE FINDINGS

In this section we summarize key findings of theS8A, the ESB, and finally the SARS.
At-Risk Student Services Assessment

The criteria established by the ARRSA for the eaidn of findings state that any program feature
falling in the 80-100 percent range is considecele well implemented; the 70-79 percent range
indicates features that are moderately developstittee 50-69 percent range would indicate feattlats
need improvement.

Five program features were found to be in the “wefllemented” range for each of the three programs:

* Administrative Support (Does administration provtegram support via organization,
training, and involvement?);

» Behavior Support and Supervision (How does progstati implement behavior support
strategies?);

» Classroom Management (What classroom managemategs are utilized in the
program?);

» School and Work-based Learning (How does programect students to career-based
opportunities?); and

» Screening and Referral (What process determinéegsteligibility for the program?).

There were no features in which all three prograwmsid be considered to be in the “moderately
developed” range. Interestingly, Mentoring and Adiovolvement was the only feature for which any of
the programs scored below the “in need of improveimange.

The ARRSA data from each site were aggregatedaid yatings for each program feature. Table 5 shows
the percent of implementation by program and progeature, and includes the mean scores of the thre

programs; Figure 1 displays this information graphy.

Table 5: Percent of Implementation of Evidence-BaskeProgram Features,
by Program and Across Programs

Program
Program Feature Program A Program B Program C Mean
Administrative support 94 100 94 96
Behavior support and supervision 92 100 86 93
Classroom management 87 100 92 93
Instruction 67 100 75 81
Mentoring and adult involvement 46 20 100 55
Program outcomes tracking 65 100 100 88
School and work-based learning 83 100 100 94
Screening and referral 89 100 100 96
Service coordination 60 100 100 87
Whole school discipline 78 100 69 82
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Figure 1: Percent of Implementation, by Program andProgram Feature
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The Effective School Battery

Teacher response rates were strong across allghwgeams while student response rates were sinong
one program and good in two programs. A high peéagsnof teachers at each program consented to
complete the ESB survey (Table 6). In fact, 95 @etrof teachers consented at Programs A and C and
100 percent of teachers consented at program Br&hoB also had a high percentage of students
consenting to participate (90%). Programs A anch@ 10O and 72 percent of students, respectively,
consent to participate in the ESB survey.

Table 6: Teacher and Student Response Rates

Teachers Students
Percent N Percent N
Program A 95% 41 70% 54
Program B 100% 23 90% 46
Program C 95% 84 72% 55

Most teachers and students who consented to camptbee ESB survey also participated in the study
(Table 7). Among teachers, the participation reaegied from 88 to 100 percent across programs.
Student participation rates were also high, ran@iiogn 91 to 100 percent across programs.
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Table 7: Teacher and Student Participation Rates

Teachers Students
Percent N Percent N
Program A 88% 36 91% 49
Program B 100% 23 100% 46
Program C 90% 76 96% 53

Review of the ESB responses yielded various firglimghich are presented in the following sections
beginning with teacher and student demographi@iswied by the psychosocial climate measures and
other key findings from the teacher and studentess.

Demographics

Figure 2 shows that slightly more than half of tegponding teachers across the three programs were
female; these figures are disaggregated by prograrable 8.

Figure 2: Teacher Gender

- G

Table 8: Teacher Gender, by Program

47%

Male Female

Gender Program A Program B Program C Total
Male 18 8 38 64
Female 18 15 38 71
Total 36 23 76 135

In terms of race/ethnicity, a large majority ofdkars responded that they describe themselvesits wh
(76%), followed by black (15%). Small percentagegeachers reported being “other” (6%), Spanish
American (3%), and American Indian or Alaskan Natffkess than 1%). No teacher reported being Asian-
American or Pacific Islander.

Table 9: Teacher Race/Ethnicity, by Program

Gender Program A | Program B | Program C Total
American Indian or Alaskan Native 0 0 1 1
Asian-American or Pacific Islander 0 0 0 0
Black 5 0 15 20
Other 4 0 4 8
Spanish-American 4 0 0 4
White 23 23 56 102
Total 36 23 76 135
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About half of the teachers surveyed had fewer thanyears of teaching experience as a full-time
teacher, while about 27 percent had 10 or moresyafagxperience (Figure 3 and Table 10).

Figure 3: Teacher Experience as a Full-Time Teachens a
Percent of Total Teachers
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Table 10: Teacher Experience as a Full-Time Teacheby Program

Length of Experience Program A Program B Program C Total
More than 15 years 8 1 10 19
10-15 years 2 1 15 18
5-9 years 5 5 16 26
Less than 5 years 21 16 33 70
No response 0 0 2 2
Total 36 23 76 135

Relative to reported levels of educational attaintna majority of reported that they either have a
bachelor’s degree (43%) or a master’s degree tehig88%) (Figure 4 and Table 11).

Figure 4: Teacher Educational Attainment, as a Pernt of Total Teachers
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Table 11: Teacher Educational Attainment, by Progran

Length of Experience Program A Program B Program C Total
Less than a bachelor’s degree 1 0 9 10
Bachelor's degree 7 14 37 58
Fifth year certification 13 0 3 16
Master’s degree or higher 15 9 27 51
Total 36 23 76 135

Table 12 presents data on the educational levaloients’ parents, based on student survey response
Some students were not able to report the eduehi@tainment of their mother and father (30 and 42
respectively). Of those who reported this informatijust under half responded that their mother’s
educational attainment consisted Bfgsade or less, some high school, or high schampéetion. This
percentage was higher (about 66%) in the caseidésts reporting their father’s level of educationa

attainment.

Table 12: Parental (or Legal Guardian) EducationalAttainment, by Program

Educational Program A Program B Program C Total

Attainment Mother | Father| Mothef Fathef Motheér Father Mother théa
8™ grade or less 4 6 1 1 1 1 6 8
Some high school 10 10 2 2 6 8 18 20
Finished high school 9 9 6 9 10 10 25 28
Some college 13 6 7 5 10 7 30 18
Finished college 2 4 7 4 14 3 23 11
Don’t know 11 14 22 24 12 24 45 62
Total 49 49 45 45 53 53 147 147

Findings from the ESB Psychosocial Climate Measures

The ESB data were ordinal in nature. To be consgeja non-parametric equivalent to analysis of
variance, Kruskall-Wallis, was computed to detewrifrthere were any significant differences on the
scales among the three programs. If overall sicgniite was obtained on a scale, a Mann-Whitney tJ Tes
was computed as a follow-up analysis to determihietwof the groups differed significantly from the
other(s). In addition, completed student and teastereys were submitted to Gottfredson Associates,
Inc., to produce interpretative reports for eadiost and program. These reports summarized the
findings by scale and compared them to the ESB gwoup.

Teacher Surveysing the data from the teacher surveys, there n@sgnificant differences among the
three programs on 3 of the 9 psychosocial climeddes (race relations, safety, and student infleeand
2 of the 7 teacher characteristics scales (nonsatahan attitudes and pro-integration attitudés).
comparison to the ESB norm group, teacher respamsesvery high on one of these scales (non-
authoritarian attitudes) and moderately high on otfeer scales (safety and student influence), which
suggests that the school climate of the alterngiiograms tend to be more positive on these diroassi

relative to the norm group.

On 2 of 5 scales with no significant differencec&aelations, pro-integrations attitudes), teacher
responses were in the average range, suggestintpéharograms tend to be similar to the ESB norm
group on these dimensions of school climate. Irtaad in the area of psychosocial climate, sigrafit
differences among the groups were found on sixescaloidance of use of grades as sanctid(2)X&
44.63, p < .01; morale,?(2) = 24.66, p < .01; parent/community involvemetft(2) = 14.38, p < .01;

21 American Institutes for Reseafth



planning and action, %2) = 20.77, p < .01; resources() = 20.99, p < .01; and smooth
administration, X(2) = 19.84, p < .01. Significant differences walso found on five scales of teacher
characteristics [classroom orderlines$(2 = 65.83, p < .01; interaction with student$(% = 6.87, p <
.05; job satisfaction, %(2) = 18.61, p < .01; personal security,(X) = 57.56, p < .01; and professional
development, X(2) = 41.46, p < .01].

Student survey.here were no significant differences among thedlprograms in the measures on 4 of
the 6 psychosocial climate scales on the studenegu- fairness of rules, planning and action, eesfor
students, and student influence — as well as Heol P student characteristic scales (attachmesahiool,
belief in rules, educational expectations, intespeal competency, positive peer associations, $choo
effort, and social integration). Relative to theBE®rm group, student responses were high or vigty h
on four of these scales (belief in rules, fairngfssiles, planning and action, and respect forestis),
which suggests that the school climate of the raédtiare programs tend to be more positive on these
dimensions relative to the norm group.

On 4 of the other 6 scales with no significantetéince (attachment to school, educational expentati
interpersonal competency, and social integratistoent responses were average, suggesting that the
programs tend to be similar to the ESB norm graughese dimensions of school climate. On the other
two scales, the programs tended to be below avevaga compared to the norm group (positive peer
associations, school effort). In addition, sigrafit differences were found on two school climatdes:
clarity of rules, X(2) = 6.59, p < .05; and safety?{®) = 13.56, p < .01. In the area of student
characteristics, significant differences were foondive scales: avoidance of punishmerf(2X= 7.39,

p < .05; involvement, X(2) = 10.01, p < .01; parental educatiod(X = 8.2, p < .05; positive self
concept, X(2) = 7.76, p < .05; and school reward$2} = 18.85, p < .01.

Other Key Findings from the Teacher Survey

» Across the three programs, more than 90 percgmantiCipating teachers indicated they
view their colleagues as enthusiastic, as welhasvative and open to change. Between
80 and 90 percent view their colleagues as coheAineajority of respondents also
reported that their colleagues are appreciatefieal, and untraditional.

» More than 80 percent of teachers consider theiicgrals fair, informal, and permissive.
A majority also view their principals as firm, optnstaff input, progressive, strict, and
tough. Just under 90 percent of teachers feehtihainistrators and teachers collaborate
to make their school run more effectively. About@8cent responded that teachers’
ideas are listened to and used in the school.

» Teacher morale tended to be high across the thogegms. About 60 percent said they
love their job while another 36 percent indicateeytlike their job. A large majority
believe that they like their job more (77%) or ascimas (19%) other people in general
like their jobs.

Other Key Findings from the Student Survey

* About 72 percent of students indicated that thel@they get in school is very important
and another 22 percent felt grades are fairly ingor About 46 percent of students
stated that what teachers think about them is iapprtant, with 32 percent indicating
this is fairly important. Large percentages of st stated that they like their school
(65%), classes (70%) principal (72%), and teac{¥8%o). Only about half feel that the
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school makes them like to learn while 56 percesaglieed with the statement that they
feel like they belong in their school.

» About eight in 10 students have “lots of respeot’their teachers and believe that
teachers care about students. The percentagedeingsustating that teachers almost
never do things to “make students feel put downyes from 45 to 55 percent by
program (Figure 6). In addition, the percentagstoflents stating that teachers almost
always treat students with respect ranged fromet®gmt in Program C to 73 percent in
Program A (Figure 7).

Figure 6: Student Responses to the Question, “Teaets Do Things that Make
Students Feel Put Down”
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Figure 7: Student Responses to the Question, “Teaets Treat Students with
Respect”
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» Students tended to believe that school rules ag @nd fair. In fact, an estimated 40
percent of students stated that school rules amyalfair and 42 percent responded that
school rules are sometimes fair. A large majo@i26) believe that their principals are
fair, although this ranged from 68 to 91 percenpixygram.

» Across the programs, large majorities of studezponted that teachers let students know
what is expected of them (Figure 8).

Figure 8: Student Responses to the Question, “Teaels Let Students Know What Is
Expected of Them”
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» Other ESB findings worth noting include:

0 About 9 in 10 students are pleased with how theydaing in their alternative
program.

0 4in 10 expect to complete a two-year college degre

0 4in 10 anticipate completing a four-year colleggree.

o0 About half of students indicate that teachers of@ynnice things about their
schoolwork; 45 percent report teachers sometimes do

0 8in 10 students agree that someone cares abotihegpens to them.

In addition, several questions are built into thelent ESB survey as a quality control mechanistesb
the validity of students’ responses: did studeatslomly respond to questions or did they think abou
their responses? Table 13 displays students’ regisaio the five questions that comprise the Initglid
index. We find that student responses on the Idipalindicators align with how we would expect
students to respond (e.g., that they like to hamg, fwhich suggests that students responded tsuttvey
in a serious mannérence, this provides greater confidence in theifigs.

®> No student surveys were removed from the analysego responses to questions that are part dftadidity
Index.
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Table 13: Student Responses to Questions in the kidity Index

True False
Never disliked anyone 16% 83%
Easy to get along with nasty people 19% 78%
Read several whole books every day 10% 90%
| like to have fun 96% 3%
| sometimes get angry 91% 9%

School Archival Records Search

Students who consented to having their recordewed in the sites we visited were typically male
(ranging from 77 to 91 percent, on average) but #thnicity varied markedly by program. In one
program the students were predominantly white (péréent), while in another they were mostly bfack
(64 percent) and in the third they were primariigpdnic (64 percent). Of the total combined sarople
students across the three programs, about 46 pevees white, with the remainder of students split
about evenly between black and Hispanic race/atiin@nly one program had students who were of
Asian ethnicity, but these students comprised drpgrcent of that program’s sample.

In terms of student disabilities, in two of the grams 100 percent of the students whose records wer
reviewed had been diagnosed with a disabilityhtnthird program, student records revealed thatitabo
13 percent of these students had documented diiggbilThe vast majority of those students with
disabilities (84%) were identified as having an &éomal or behavioral disability.

The mean number of different elementary schoolgipusly attended by students was about 3 in one
program and 2.3 in another; data were not avaifabléhe third program. The mean number of différen
middle schools previously attended ranged from tboa in two of the programs to almost two middle
schools in the third program. The mean numberfééraint high schools previously attended by stuslent
ranged from 1.4 in one program to about two inater programs.

® We use the term “black” rather than “African Anzem” to keep the language consistent with that irséloe
student survey.
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QUALITATIVE FINDINGS

Analysis of the quantitative research enabled rebess to better characterize the programs and thei
participants. The purpose of the qualitative poredthe study was to describe, from the perspeaifv
the key participants in the alternative progranes (students, teachers, administrators, and [gy¢ne
culture of the programs and to begin to identifggible components of this culture that are inteigral
how these programs operate and why they mightfeetife.

To accomplish this, results from the literaturei@avand the quantitative analysis were used totifyen
characteristics for further inquiry. Using thisanfation, protocols were developed for studentien
and administrator interviews and parent focus gsolipe protocols were reviewed by a team of four
researchers and revised before being sent to stieulional Review Board for approval.

Procedures

Five students and five teachers were selected nalgdoom the groups who participated in the
guantitative phase of the study. Students who werienger enrolled in the program and teachers who
were no longer employed by the programs were erddicbm the sampling frame for this portion of the
study. In addition, groups of students and teaclers randomly selected as replacements in the even
those originally selected did not consent to pgnditing. Some students and teachers were not biaila
when the research team visited the sites. In anilifive parents of students who participated & th
guantitative phase of the program were randomigcsed to participate in either an interview or eu®
group (depending on their preferenééjhe numbers of participating teachers, students parents by
program are provided in Table 14.

Table 14: Number of Interview or Focus Group Partigpants, by Type and Program

Teachers Students Parents
Program A 4 4 2
Program B 3 5 5
Program C 5 5 3

Administrator interviews for the qualitative phaxfehe study were limited to those who were in ¢hes
positions at the time of the quantitative dataeatilbn activities, and who were still in their adistrative
positions at the time of our qualitative data aditen activities. This yielded two administratotoae of
the multi-site programs and five administratorthatother. We also interviewed the only lead
administrator at the single-site program.

Researchers visited each site to collect dataqtt@gearchers at each of the multi-site programona
researcher at the single-site program). Researobessded field notes during the interviews andifoc
groups; if participants consented, discussions as@recorded using an audio tape. We reviewesikthe
tapes following the site visits to supplement wenthotes and maximize the likelihood of an accurate
thorough transcription of the interviews and fogusups. After the qualitative data were coded, @udi
tapes were destroyed as promised in the conserdssamt agreements.

" In some cases students were represented by bathtpaParent interviews were held in all three @og and
focus groups were held in two programs.
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Analysis

Researchers used topological analysis in whictiea#h from the interviews and focus groups were
divided into categories, or themes. These themes argginally devised using the theoretical framewo
resulting from the literature review and the quatitre research results. During the initial coding
additional themes emerged. We used QSR N6 softiwagert and code data, resulting in 16 themes and,
in some cases, sub-themes.

In this section we describe the various finding®ss these themes, beginning with positive student
growth and improved performance, followed by adstiaitive leadership, unique teacher characterjstics
positive student-teacher relationships, separdtaigavior from students, student choice, classroom
management and discipline, staff collaboratiorxifidity, high expectations of students, adult-stod

ratio, teacher training, transition support, paaemvolvement, community support, and finally, toul
competence. Significantly, each of these themesgadaduring the interviews and (or) focus groups at
the three alternative programs. With few exceptibiessummaries and quotes are representative of our
findings across the three programs.

Positive Student Growth and I mproved Performance

Interviews and focus groups provided rich datahenperspectives and experiences of those involved i
the alternative programs. A particularly saliergrtie in the data was program impact on the academic,
behavioral, and personal growth of students. I finst section we present key findings on this
prominent theme.

Changes in Morale and Attitudes Toward Sch&alrents and students alike stated that they wdxser
positive changes in attitudes toward school ancaleoAs one student shared, “[my] experiencesist th
school will affect the rest of my life — [schoolma] changed the way | think about school.” A pamdsb
stated, “each day there is something positive eam& miss school. When he missed his bus, he called
his Grandma to take him to school.” When asked atlvanges as a result of the alternative prograen on
parent commented, “she’s always been an extrennigliattkid and so learning wasn't a real problent, bu
she actually wants it more now.” Finally, one pasrared that her son’s

Morale was low when he came to [program name]ilmiteachers encouraged him to finish.
When he recovered his lost credits he preferrestiap at [program name]. At [this program] he
doesn't just have a teacher, he has a friend.

Changes in Performanc&tudents and parents shared very positive omrabout improvements in
student achievement and attendance since placémideat alternative programs. One parent stated, “my
child is getting a better education. Making As &sdvs. Fs. For the first time, he does homework.”
Another parent remarked, “this alternative sch@d proved other schools wrong — my son is reading
now when other schools said he wouldn't be ableao.” Students also commented about improvements
in their grades in the alternative programs conghéwehose in the public schools that they wereléed

in previously. One student said, “yes [my gradesjehgone up.... | will probably get better gradésmI

go to college and get a better job, and marry sochetelligent.”

However, one student felt he was not being chaldrenough and not enough classroom time spent on
academics in the alternative program. He explaihatlin his regular school he received “Bs” and™,Cs
but in the alternative program “straight As.” WHerther questioned he remarked that “whenever kids
are having problems and [staff] have to restram, ‘then we’re off academics.” He stated that he was
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concerned because he knew he would “go back tagpstthool next year and be stupid, not know
anything in ninth grade.”

When asked about attendance, students consistesfignded that they were more likely to attend
classes at their alternative program than they waktieeir previous school(s). One student commetited
used to ditch school but now care about schookbdnodit graduating.” He went on to add,

Yes, no more ditching school, [1] will go home améd books. [| am] more organized than
before, school is important now. [My] grades hawprioved. | enjoy school now. | get along
better with others.”

Another student shared, “I attend more, [wherea&jre | was suspended almost every day.”

Teachers credited this improvement in school atieod to increased student success, excitement about
learning, and students’ sense of belonging withindlternative programs. One teacher explained, “we
have kids come here who start coming to school #waugh they never wanted to before — or kids that
are suddenly excited about learning because noakes sense because we are moving slower for them
or we are giving it to them in chunks and they déeel like as much of an outsider because then fit
more.” Another commented about the importance tfriggng and school bonding: “it's not our school,
it's their school [and] they take ownership inSb, attendance is going to increase, their interest
increase[s], their grades increase.”

Parents explained that initially they viewed plaeetrin the alternative programs as a punishment or
“dumping ground” for their children, but their opdns changed after the initial few weeks of their
children’s enrollment in the alternative prograinsfact, one teacher shared an experience withienpa
who initially came to the program in tears becam®aeone at the sending school told her that the
alternative school would manacle (confine) hertsoa chair. The teacher went on to say that thidestt

Was with me for two years, graduated a year eanyt to [a nationally recognized culinary
school]...I ran into him at the grocery store juss theekend. | saw him and his mom. She gives
me a big hug. “Thank you, thank you, thank you!d$4&ich a success...! He's graduating in a
month..”” | forget where she said he’s going to go nextu¥aow, she was just thrilled. And she
was in here crying at first.

Changes in Future GoalStudents also remarked that as a result of tamative programs, they had
either formed or made changes to their future plahgients talked about their new desire to graduat
from high school and reflected on the contrast betwtheir educational and career goals in the publi
school and these goals after enrolling in the i@ditve programs. One student said that he “wasn’t
planning to go to college before” but is now, ane alternative school was “a great decision.” Hmth
explained that he is considering joining the Pe2aps, which he had discussed with his teachers.
Another student stated that she was planning asileny in college courses, but because of the
opportunities available through the alternativegpam she was able to work at a hospital where, “you
work for 120 hours and they see if they like ydiis thelps you to get a career fast.” Because of thi
experience the student now wants to become a pediat A third student said that the alternative
program provides experiences and opportunitieshilsgirevious public school could not: “I'm going t
be a heavy equipment operator and get CDO soWwoakion a job site. If | was back at my [old] schbo
would not have been able to do that.” Finally, &roistudent stated,

| feel like | have an opportunity to plan for thedre. | ask my teachers for advice for my
coursework. They tell me what | should focus on dodl'd like to help children.

In the words of one parent, “my child now has affet’
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Adminigrative Leadership

The significance of administrative leadership meéato program effectiveness was another notalgméh
in the qualitative data and characteristic of tragpams. Administrative leadership emerged in almem
of ways, including the importance of listening,ingr and putting students first. Each informants
recognized and articulated the value of these tigsmknd their roles in program and student sucéess
the following paragraphs we describe each of teabethemes in more detail.

Listening Listening emerged as a key attribute of the @wgadministrators. Administrators stated that
an important part of their roles is listening te teachers, students, and parents. As one adratoistr
explained, “you have to communicate. You havesiei and you have to be able to communicate with a
variety of different personalities.” Another adngitmator said that listening is instrumental to dinidy

caring relationships with parents: “sometimesketathree or four times. Listening, | mean that&tty
much it, following through, answering phone cdlising there, being available, being a soundingdyoar
letting ‘em vent sometimes.” Listening is also keydeveloping relationships with the students.

So | try to make it comfortable for them to justialogue, to share what's going on. Normally
the kids have a lot of stuff going on. They haveaiyic issues going on at home and they're all
different, so if Grandma’s sick and they need tahaee, then let me know and we’ll get around
that. It's not going to be truant, truant, truantdahen you're out.

In addition, it is important for teachers to kndve tadministrator is listening, “I listen to thermehlize
that they... it's a tough job and | feel if they’remning to me with an issue, it's important to them.”

Both parents and teachers said that they feeldhw@néstrators listen when they have problems aydiotr
solve the problem rather than just make a decigigmarent was impressed that the administrator
listened: “in public school the principal alway&ea the side of the teachers, [but] in [this pragrene
principal listens and tries to solve problems.” @eacher stated that the teachers:

Come back [to teach each year] because of [therastnaitor]. He is a leader that mirrors a good
atmosphere. Students like it too, his calm demeat®is always processing, there to help you.
Even kids feel that way.

Having the administrator physically available seérwebe important to people. Many spoke of an open-
door policy, including one administrator who sdidtt“open door, face-to-face conversations seem to
work best...treat people like you want to be treatieah't hide behind closed doors, everybody knows
they can come talk to me.” A teacher also saidttimadministrator “definitely has an open dooiqpol
and is approachable...this is very important.”

A caring attitude “Good leadership is helping people achieve thgenda. The secret is to ask them what
their agenda is [because] leaders take the tirdestmver what that is and provide resources.” These
words of one program administer reflect sentimémas were commonly shared across the three
programs. Administrators all expressed genuine foairéheir staff and the students who attend their
schools. One administrator spoke about a studeathal just left his office:

I am here for him. | praise him, | care about himvant him to do well. | constantly encourage
him to constantly do well.
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Another administrator stated that:

Every time | come across a kid or a parent, | giwam my phone number [and tell them that]
anytime you need anything, you call me. If you needhodify your schedule, if there’'s some
circumstances at home that we need to know alransportation, you know, we’ll address that.
We’'ll get around it.

Students seemed to appreciate the relationshighthe with program administrators. When asked &bou
how the administrator helps him be successful,.sbngent shared that the administrator “will alwhggp
even if he is busy — he worries about studentscardks on students in classrooms; other princobahd

do this because they are just in their office.” @tbtudents discussed their relationships wittr thei
program administrators: “[he] gives me good advide . makes me laugh” One student thought the
administrator’s sense of humor was important:

Most [administrators] are serious and you won'abk to have a conversation with them. He
comes up to you and talks to you and jokes aroditidywu. He is nice, not mean, you can have
fun with him.

Teachers also feel this caring attitude. One teacieationed that her administrator “is a mentor and
friend. He is personable.” They also commentedddatinistrators cared about the students and showed
that care in their day-to-day interactions withdetots:

He is a master. He really is. | mean from day lbreebeen amazed by how good he is with the
kids, how calm he is, how he always directs stugltmtnaking their own decisions, being
responsible for themselves, coming up with thein@alutions. You know with students he’s just
a master, in a conference with students and parents

Putting Students FirsAdministrators all seemed to recognize that thiesir staff, and the schools are
there for the students. One administrator commeryed need to keep focus on the kids. Focus on the
kids with every decision you make with regardsttments, teachers, administrators, everything.”
Another administrator said that he hopes peoplaifdveay | am somebody that understands the needs of
kids.” Another administrator thought his job wafetient than it would be if he were an administratb

a traditional school because the program “need[bEtdifferent” and cater to the needs of studants

their parents.

Other Administrator QualitiesSeveral other leadership qualities emerged asrtapt for administrators

in alternative programs. Many teachers commentedtahe support that they feel they are given Ieyrth
administrators. They said that administrators gheim to develop professionally so they can be &t b

teachers they could be — and the administratorsgedhe training opportunities they need to acdshp

this.

Many administrators and teachers commented ongbessity of administrators having experience in
alternative programs before becoming administratotsem. One administrator commented that a good
alternative program administrator “would have campehrough this system” and that “if they come from
outside, | hope they would look at the data, usduative skills, use observation skills, and condtiRA

on the organization.” The administrator’s role @stering a common philosophy that ties each classro
together and provides goals was also identifieginasnportant component to effective alternative
programs. One administrator put it nicely: it iintant that administrators provide “a philosophica
foundation to what we do, which I think is importavith this kind of work, with this kind of populan,

to always have a ground, an anchor to look back on.
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Unique Teacher Characteristics

Informants agreed that teachers in these altemptivgrams were “different” than teachers in tiadal

settings. Some students referred to them as “fsiewtio they could “talk comfortably with” and “who
are willing to listen.” Students also used word#elicaring, awesome, fun, calm, friendly, and kifldey
described their teachers as people who did noe“tajoke too seriously,” “would not discriminateuyb

and who are “kind of cool.” One student said thechkers at his school “really do care.” He wentmn t
say that “they don'’t stand and yell at you. They'tlourse at you and don’t blame you for things you
didn’t do.” Another said:

The teachers here make this school special. Theleae for us, they are cool and nice. At the
other school they are just doing their job becdbsg want the money.”

Parents also commented on the uniqueness of ttiectesain the alternative programs. One parentthaid
teachers are “like another parent” who “never setente having a bad day” and who “love what they ar
doing.” During one parent focus group, many agmeid one parent’s statement that the teachersan th
alternative school seem more dedicated than tlohéesin the traditional settings where their aleifrd
were previously placed. One parent commented:

Do you know what the teachers do differently? Theythe kids...motivated. They're just good
at motivating.

The teachers affirmed that they and their colleague not like teachers in traditional settingdalt,

one teacher said that “teachers here are not ¢&ta tilachers that universities would like to thtiméy
produce.” When asked to explain, she said, “theradre progressive teaching here, teachers hegdl are
knowledgeable of the most current teaching methmatshere we constantly create and adapt to thesnee
of the position — more maverick kind of teachenslieTeachers think they have to be “able to manage
behavior, foresee that there are issues that niegy @and can prevent situations from happening.’yThe
also see themselves as “open-minded and flexibleey feel that they must be “very positive, believe
they can make a difference, believe they can chkiage Because, when you lose that, you've lost
everything.” Another teacher said that:

I think the kids get the message here fairly qyithat “we like you — we may not like what
you're doing right now, but we like you as a persand | think if a teacher’s able to transmit
that they have the relationship part beat.

Administrators had much to say about the charatiesithey seek in teachers for their programsyThe
felt the teachers need tolerance, humor, and pasandl they have to want to be there and be thedfp
person who doesn’t mind the unexpected, becauseg‘tire no usual days except unusual days.” Other
administrators said teachers must be positive,.@aging, impart hope, and truly see parents astagra
in the teaching endeavor. These teachers makethedss of learning fun, enjoyable, and engaging.”
They are “not willing to accept limits of childrebut [are] willing to push the kid to the highesiydee
possible.” They also must be “extremely organizedative, and flexible — and a thick skin is impoit

to have” because “the demands on the staff ara@xlinary and most people in our society probably
wouldn’t be able to do it, so they have to havé gusort of inherent trait toward liking kids arnse

kinds of kids.” One administrator said that teasheralternative programs:

Have a little bit more swagger to ‘em, not defidntt definitely a strong will in their belief in
their positions — and they definitely are advocébeshe kids, but they just somehow view things
in a different way.
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Positive Student-Teacher Relationships

A personal connection between the students andtdeghers was another characteristic deemed
important for success in all three programs. Aniatstrator stated that “the uniqueness of our progr
is that the teachers get to know the kids perspii@ine administrator went further to describe idea
student-teacher connections:

The ideal is when almost every one of the teaddiettss site knows by name every kid, even
though if it's not [their] student. You can seauiitd there’s like a familiarity...[and then from the
perspective of the students] it's not just someptbacher...[so their attitude is that] “I'm
supposed to be responsible and I'm supposed tedpectful to them.”

A genuine interest in students and their future thasght to be the basis for this connection. An
administrator said, “kids generally see their temstas really interested in them, as really likimgm...
having positive regard and unconditional acceptantaat the teachers really are looking out forrthei
goodwill.” Another administrator said that “the graf the effective teacher is the ability to esistbl
relationships.” Teachers’ comments reflect agre¢mith this: “rapport is also a big thing, teachkeve
to be personable. If you don’t connect with kideyt don't listen.” Another teacher explained her
relationship with students: “I think of my classm@as sort of an extended family...| definitely promot
that attitude among my students and | promoteth wiy [students’] parents and | look at myselfike &
second mother in many ways to them.”

Students also commented that their relationshifis teachers in the alternative programs were @iffer
than those they had experienced in the past: stttipol is different because here the teacherdagag a
with you. You can be more like friends with teachikere.” Another student said:

It is better here [because] | get more respectahal Teachers here are more focused. They take
the time to know more about me so they can malkmod gducation plan.

Another student said, “teachers talk to you andhask you have been.” When asked if he would change
anything about his school, another student saiegplkit the same. It's pretty nice. Keep the teachere
and they help you learn your life and how the fitessand the future life might be and I think ipsetty
cool.” Another student discussed the reciprocaessity of respect:

[It] certainly helps if you respect [the teachdigdt. |, | know that some things I've done was not
very respectful, because | always thought, “whyusthd give my respect to you when you have
never respected me?” | mean, | know I'm a kid ames people don't believe a kid should
disrespect an adult after an adult has disrespeckét! | don't think that’s fair and it's not....but
when you sense their respect, but when you seag&direspecting you, they show respect,
compassion and they’ll [help you to] self-discigin.They’ll trust you and they’ll be fair.

Parents also commented on the uniqueness of dt@radhips at the alternative schools:

The old school did not encourage enough. Kids yestesupposed to sit and vegetate. They
didn’t care about his education. There was a lddommunication. They are more patient here,
they care.

Another parent commented, “when my son was in aidant, they worked hard to help him finish the
school year. They constantly called to see if ttmyld do anything. Their care and concern is gentin
Another parent said, “They have treated my soiyfamd kindly, and want to see him succeed.” One
parent was poignant in describing the student-eyaeationship:
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| think they work hard to make these kids feel likey're somebody instead of like in public
school where they were just all over them all theet..here they’re making them feel like you
are a person, ‘You are somebody, you are worth gontg’ and | think this makes them want to
learn and want to work harder.

Finally, a teacher discussed the magnitude ofrttpact of building good rapport with their studeritge
carry a heavy burden as teachers — we have a ¢mndfol over kids’ lives by laying a foundatiorr fo
when they are going back to public school, whethey are going to be successful as adults, whether
they are going to go to college or jail or be daacdults.”

Separating Behavior from Students: Students as I ndividuals

Many teachers and parents commented that teaaleeable to separate student behavior from the
individual. A teacher said:

You can’t go and sweat every battle. You know ai&idrobably gonna use a little bit of foul
language once in a while, but is that reason entwmgbunce him out of here or her out of here
everyday? You address it....they acknowledge thaty@kh, | see that | did something wrong
and then you move on.

Two groups of parents also commented that “teadbeksat students as individuals, not down on tfem.
Another parent commented that the teachers “idetité child’s problem.while at the public schools
they consider them to be behavioral problem childned the only goal they have is to get them out
instead of working with your child through the ndeftvn or the problem.” Two administrators also
shared that a good alternative education teacreat4 kids with a lot of dignity and respect” ahdtt

their students are seen more as a symptom ofghedsand emotional disturbance that they havesrrath
than as “this kid...is really trying to hurt me oeate this adversarial relationship.” Finally, actest
commented:

| tell my students this is not personal, it is gsgional. So, | don't take it to heart. We bothehav
good and bad days. It is the behavior we aredrigrchange and not you as a person.

The philosophy that allows a separation betwedndesat and the behavior seems to impact the way
these programs approach their missions. The gefeelalg was that students are not “problem
individuals” but instead are individuals who havgraat number of problems. This philosophical
approach leads to the practical approach of solaimpreventing problems rather than “fixing” stoige
The missions of these programs are to help studeetshat they have some control over their praglem
rather than their challenges controlling them. Tnes students a sense that they are in contiedira
than being completely dependent on the teachersthid professionals to solve problems.

Student Choice

We also asked questions about the extent to whitests have input in their education and the
alternative programs. Some students said theyatitiawve a choice as to whether to come to the
alternative programs; however, in one program theents were required to apply to the school before
attending it. A parent commented, “[my son] hadpply to come to this school — it made him feel
important.” Another parent from that particular sohadded, “they think it is a big deal that thegdho
apply for this school and being accepted was aéég for him. It made him a part of the process Th
acceptance letter came to him.” One student madienesting observation about choice:
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I was placed here. Technically every person choabese to go. Because of the way | acted |
chose this ‘path’ but not this actual school....Sdmdes need to come and some should because it
iS a nice environment.

An administrator at one of the programs (that daggequire applications for admission) made an
interesting comment about student choice: “it'$ezhforced choice. It's an old, old trick in SEDotY
know, | think that way it kind of empowers the kids

For the most part, informants felt it is importémt students to have choice about their personatatbn
even if they do not feel they have a lot of ch@beut where they go to school. In at least onerprog
this choice takes the form of leadership opporiesitwhich allow students to have input on howrthei
classrooms and schools are run. An administratmnoented that “in most rooms, the kids are given
leadership opportunities to lead group meetingdptoertain jobs...to make them feel like they're
contributing to what's going on here.” Teachersagrthat having input into how the class is rupsel
motivate students: “[we spend] a lot of time trytogdetermine what students like to do — wherever
possible we try to get student input on classrootivities because if they have more choice they are
more likely to buy into it, [which] is more motivat.”

Classroom Management and Discipline

We asked teachers, administrators, and studedestibe the classroom management in their school.
Students seemed to appreciate well-managed classrddey felt it is important and supports student
learning. One student said good classroom managemasnimportant to “get a better education.”
Teachers tended to say that classroom atmosphe@mtimportant role in managing student behavior.
She said,

The atmosphere, like you look out here right novergbody’s quiet, everybody’s calm,
everybody’s doing their thing and a new studente®mto my classroom and that atmosphere
has an effect on them and you could bring the wagkawvior kid at the regular high school into
my classroom, they would calm down and do the d=tause...you look around the room and
everybody’s doing that and you start doing that too

Other teachers mirrored this belief that a calm peateful atmosphere is paramount to good classroom
management:

You can walk into any of our classrooms at any tamd you will find students learning. You
won't find students playing around or goofing offramt working...you won't find chaos. You'll
find calmness. That's the other thing | think wiesalive [for], or at least | do. This should be a
peaceful place. For my students, their lives arg uapeaceful and this is all about peace here,
calm, [and] quiet.

Teachers indicated that they believe creating thgses of environments is their professional
responsibility. One teacher stated that she bedislie has not been as effective as she could be if
behavior problems occur in her classroom. Anoteacher shared that clear expectations and effective
teaching played a major role in classroom managerhlenstated, “effective classroom management... is
if that kid understands what he should and shoatdlo and is making positive choices not to do the
unthinkable or the thing that [he] shouldn’t dochiese that means that there is effective teaching
happening and that kid is understanding that heal@mice and he’s choosing to operate or to beimave
this way.”
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Respect was also mentioned by many of those iet@ad as a key component to effectively managing an
atmosphere where students could learn. One adnaituissaid, “I would like to describe [classroom
management approach] as being respectful of the.’tBhe went on to add, “we have to always be
asking ourselves when we come up with a new intgime or something, does it respect the dignity of
that child and would we want our own child treatieat way?” Another administrator described
classroom climate as “supportive and open, warwiting...[where] interactions between the staff aimel
students [are] respectful” and as a place where sthaff are willing to listen to the kids.” She deised
one aspect of this respect for students as adsiteming: “we get ourselves into trouble when vagtst
lecturing the kids without listening to what thegve to say.” In addition, a student described how
problems are handled in his classroom: teachetsguilto the two students that are having troulvid a
ask them ‘What’s the problem?’ They have them shrarels and...respect each other.”

In one of the programs, physical restraints are tissuppress students who are extremely non-
compliant. While some of the students intervieweshtioned disdain of restraints, one student wag mos
articulate:

So the teachers, they will ask, nicely at firstigmove yourself from the room or calm down in
the room. And if that does not work, they must pisgsical force...but | don’t think physically
removing a child should...l mean, it is not greahdan, you might have to use force to take them
out of the room, but when they take them out ofrtwen, they end up usually restraining them.

He described how it felt to be physically restrdinie“seems like they have millions of teachersam of
you.” He went on to say that if he were a teackeouldn’t restrain a student, ‘cause all thatgise
make a kid more upset.” In fact, he felt restrafiatersen the problem by making the student morestips
than they are. And that leads up to school promatyage, physical damage and emotional damage.”
When asked what he thought when other studentspdiarclass and restraints are used, he replied,

I'm thinking there’s something wrong with thesedsnts. | mean these teachers are nice to you
and stuff and you gonna treat them that mean? e, § guess if it was the teacher making it
worse, you would be thinking, what's up with the¥hat are you doing? You should be working
on this problem, you should be calming this studiemin.

In one of the programs that had eliminated theofisestraints, parents noted that they were pleastd
this decision. During the focus group at that sthio® parents agreed that the “hands off poliagaly
good.”

Each program has policies that reflect the befiat simply punishing inappropriate behavior or
rewarding appropriate behavior was inadequatea# elear that teaching the skills that promoteadoci
competence, or the behaviors that should be usdiffénent settings, is very important. One student
commented, “they taught me a lot when | was in etho | would know what to do and what not to do in
a situation....[now | can] do all the right thingstead of the wrong [things].”

Staff Collaboration

Without exception, every teacher and administralb@red a story of collaborative working relatiopshi
with their colleagues. Teachers described collalmr s beyond typical sharing of lesson plans, biefmav
management techniques, and team teaching. Thdabaraltions included both teachers and
administrators. When asked if he collaborated witter teachers, one teacher said, “every periayev
day.” When asked if there was collaboration betwagministrators and teachers he replied, “every-day
very informal but also formal, there is an openrdaalicy throughout the whole school.” Another teac
shared that:

35 American Institutes for Reseafth



[Collaboration] is critical to school success. lma come into school every day believing | have
all of the answers, and if you come with that att& you will hit a wall of failure every day. You
have to be very flexible and willing to modify whatsuccessful one day [so you can foster]
success the next day.

Many staff echoed the importance of both formal imwfickmal collaboration, and explained that they
informally collaborate during their planning persoals well as before and after school. Most teachers
explained that they can observe in other classramddearn new techniques for managing behavior and
teaching effectively, and can always turn to tleelteagues for support and guidance. Many of the
teachers discussed formal collaboration opporemit-or example, in one program, “all teachers get
together on Wednesdays to discuss classroom maeagéiany of the teachers mentioned formalized
partnerships between teachers:

In this school we have partners, which | think great idea for any school. We regularly come
together to discuss issues/ask questions; wheer@thus are out of school then the other will
keep an eye on problematic students while the gutesteacher is here. We also share student
papers to see if we are on the same wavelengémrirstof grading and so forth.

Another teacher summarized the importance of cotkion for teacher effectiveness: we are familsehe
and really do support each other and have a supptwiork with colleagues and staff in high posisien
we communicate, talk, and discuss what works ifedht classrooms. This kind of support makes this
job very bearable when it [is] overwhelming.”

Flexibility

Parents, students, teachers, and administratcagraléd on the importance of flexibility in altetina
programs. Parents felt that staff at the alteregtnograms are flexible in the demands placed ein th
children. One parent gave the example of staff tgtdeding her son’s challenges: “if he can’t pay
attention, [the teachers] understand.” Another it flexibility in academic requirements was
important to her son’s success: “[the teachersViddalize what [the students] need. If it doesmark,
[there is] no problem trying something else.” Studealso commented that it is important that pnogra
provide this flexibility and individualization.

However, both administrators and teachers mentitmtdhere is a time for conformity to procedures
and policies. They felt conformity provided predigility, something they agreed most of the studemts
their programs thrive on. However, they were quackoint out that staff has to be willing and atadde
flexible if the situation calls for it. One admitrator commented,

We don't have...a student code of discipline...becavessee that this kind of recipe approach to
managing problems really doesn’t work, that thesblems or events or the behaviors that kids
engage in that create problems for themselveskyow each of these events have some unique
features to it that we can’t just dismiss by hayusj this code of conduct that says ‘well you got
into a fight so therefore since you were fightipgu got X number of days’.

Teachers and administrators commented that thedegiflexibility in their programs would not be
feasible in public school settings due to theithleigadult-student ratios. In fact, teachers inpfegrams
commented that being flexible is vital to theiregffiveness:

[Flexibility] is essential to school success. Sormeedgid would not make it here because you
have to adapt at any time for any behavior that begoming your way. Because this is high
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stress you have to be able to adapt to situatiomiset you can go home at the end of the day
without losing your mind.”

Administrators agreed:

It’s just all flexibility. | think that that is egstial that no two days are alike...and | think
just, you have to be flexible. I think the staffdathe kids, all of us, have to be flexible.”

High Expectations of Students

Each of the programs believes that students shmmulteld accountable for their academic and social
behaviors, and provide, as one administrator daesdyi‘constant support and high standards.” The
students agreed that these programs taught theninéyashould “do the best they can do.” Parerss al
felt that the programs held their children accobl@aOne parent said her son’s school expectedtoim
work at the level he needs to be at and not jugttoim slide by. They encourage him to move ug an
challenge [himself].” She went on to share diffeenbetween the expectations of the public schabl a
the alternative program: “the public school expédten to be the worst criminal in the world, since
pre-school!” Another parent also commented on ffferdnces between the public school where her son
attended previously and the alternative programeiélid not want to do his work “they would jusy sa
fine, he doesn’t want to do it. No big deal. Juistreere and be quiet. Don’t disturb [anybody]. t&ats
credited their children’s success to high expemtati One mother commented about the importance of
communicating high expectations: “Oh, this is vesgry important. Without it he would not have been
successful.”

Parents and students commented that having higtlastds and knowing exactly what is expected is
important to success. One student stated, “we g five rules for the classroom — that is goadide
regular schools probably [have] more rules thait'tli2ne characteristic common to all of the progsam
was the importance of proactively managing behaviaugh high expectations and direct instruction.
While there was some disagreement about academlieiche, administrators and teachers stated that
getting the students interested in education wasaary goal of the programs. One administratod,sai

One of the saddest things | see when kids ardilgstyeah, whatever'. You know, super smart
but just passive in their involvement and there'srany different things you can do once the
light bulb goes on and they are like ‘holy cowstls cool, | can literally in this schooal, in this
state, in this country, do whatever | want to dehean you work at it, there’s resources, there’s
people that want to help you, there’s grants amahnitial aid available.

Another administrator discussed the importancenoberaging students to have high expectations for
themselves and discussed how they may have ditferpectations for different students, but that:

Doesn’t mean that we don’t want them to squeezgydvieof talent they can out of them. It's
just at a different pace and individualized, yoowmn..that goes back to the relationship thing.
You gotta know what your kids are capable of and gotta push ‘em and they're probably
capable of more than they think they are.

One teacher commented about how her high expeatsatimon were mirrored by her students because:
They know I'm not gonna accept anything but the best they can do. So even if they’'ve never

had that before, it's just amazing how the kidpoasl to that. They don’t want to disappoint me
and just like it worked in kindergarten, it workghvhigh schoolers too, if you do it right.
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However, some of the students did not think thelaac standards were high enough. One student
complained that although he had been in the prodoaim year, his reading had not improved. A parent
was concerned about another program’s relianceatwvgork. Another student reported that he did not
think he had enough homework. He said, “it makesdary mad that | only have a little bit of homework
and my sister, in fourth grade, comes home withaur and a half’'s worth of homework. | come in with
two minutes worth of homework.” One program adninai®r confided that improved academics are a
future goal of the program and that new reading@nms are currently being implemented to improve
student performance.

Adult-Student Ratio

Class size is less than 20 students per classmoeach of the programs. However, one program had a
ratio of 3 staff per 10 students. This was viewgthgortant to student success because of students’
intense needs. An administrator made the point‘ditrnative schools are for meeting needs of kids
...[who] need more resources.” It was also thougat simaller class size enabled teachers to build the
relationships with students that are consideredportant: “we have been able to work anywhere
between the ratio of 15 to 18 [students] per [ddulbat is the reason we have success in this sciAa®l.
have developed relationships where public educfdarmot].” Another administrator said, “when
[classrooms] get too big, you don’t have that feamily and a lot of problems happen then.” Another
administrator explained that “ because so mucleeddent on relationship[s], if class size getddoge
[then] the relationship potential is diminished.”

Parents expressed that the number of students iclakses was “perfect, everybody gets the attentio
they need.” A parent from a different program said,

They have the time to work with his disorder, waiikh him on how to control himself.... [Time]
to help teach him his emotions, you know, how hedsdo handle himself when he feels himself
getting worked up or angry or whatever. No wayhi going to happen in a public
school....There’s no way and they’re flexible wlil emotions and his anger and his meltdowns
or whatever. They work with him through that.

Students agreed: “classes are smaller than uJing. is a] better learning experience [because the
teachers] can focus on you because there areatantimy of you.” Another student said that “havingt
smaller class, like the one we have here, helpslaelcause it shows, if you can work with a smadug,
you can work with a medium, then a large, thenteadarge.”

In the program that had classes of 10 students3aitiults, all interviewees commented that this aras
optimal situation. An administrator in one of thesbools commented, “the dynamics of the behavior
issues are a factor — if our classes were largematler | don’t think we’d be as successful; | ddmnow
why 3 staff for 10 students is the right ratio hieems the most effective; we need to have a gatonl
to effectively teach, model, and individualize thericulum; we need to teach students behavioral
strategies.” A student took a mathematical appréactescribing the importance of small class size,
“well, the thing is, with ten kids and three stafiu get, out of a hundred percent, you get thintg-t
percent of each staff's time a day. In public s¢he@h one staff and let’s say thirty kids, yout g&o
percent of the staff's time the whole day.”

In one program both a parent and student complaibedt the physical size of the classroom. Thenpare
said, “it is crowded. The classroom is too smatitighe student shared that “class sizes are OK but
sometimes it gets too squished here — [we] negegladassrooms so that more students can comé here.
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Teacher Training

As indicated by the informants, teachers in altévegrograms require unique skills beyond those
required of regular classroom teachers. Teacharedla variety of training opportunities provided b
their programs. These included in-service trainimgsopics such as writing good lesson plans, pliogi
effective instruction, and applying effective stgies for working with students with special neéds.
explaining the importance of effective teachemirag, one teacher noted the need for differenthiegac
methods for teaching the population in their pragr&here is a reason this population of kids didn’
succeed in the regular school... teachers need ty different techniques.” At one of the programeyn
teachers are given a mentor for two years andaireetl to work with at-risk as well as traditional
populations at multiple levels. A teacher in thisgram commented that the alternative program
“effectively mixes teachers with less and more eigpee, which enables newer teachers to learn from
others, and which reminds the more experiencedhézaavhy they entered this field.”

One program offers teachers about eight days séimice before the school year starts and in-sesvic
for a half day every Wednesday so “teachers cameygerience and become more qualified.” Another
program offers trainings every three weeks durmgyfirst semester, which “keeps [teachers] awatbef
skills and statistically sound ideologies that anethere, and how [teachers] can pair new appeasach
with what [they] are already doing to improve” tipaality of their teaching with their new cohort of
students. Another teacher commented that the gpt@riraining were varied: “within the programeth
are in-services, in-house trainings and seminasstgspeakers to address issues staff are concerned
about; [administrators] allow time for staff to \@aearly and do coursework at local universitiéte”
also stated that in the past a university profesadrcome and taught teachers in their schoolibgildHe
felt as did others, that the alternative progranadmit easy for teachers to improve themselvesg On
teacher thought this training made him more cap@bhandle difficult situations. He said, “[it] kdnof
catches these kids off guard when the teacheitsaaned so much that they don’t even have to think
about it.”

One administrator discussed teacher training afttertHe said,

We have a pretty extensive training and in-sergiogiram that we do that ranges all the way
from classroom management to instructional prograngnThen of course there’s our TCI
program, which looks at the whole question of th®le person, how to work with a person from
an emotional perspective in terms of de-escalatiow, to do relationship development and, of
course, there’s a section there about how to dithlpgople who are out of control as well. We
have a ...training program that deals with clienights, that deals with first aid, and CPR. I think
our training apparatus takes on or reflects ouopbphical approach of dealing with the whole
person, there just isn't much that we leave oteims of preparation and again our teachers are
hybrid teachers. They're both educators and méweiath people.”

He went on to make a point of how important wedisied staff are to a program: “it's the peoples itbt,
you know the building. | mean it's always nice ifuyhave a playground and it’s nice if you havedarg
rooms...but it just comes down to the people.” Oteachers also commented that a staff that is well-
trained in the philosophy of the program is essénti

Transition Support

Transition from the alternative program back tohbene school or to the community is something that
should be supported. Each program, however, viemedsupported transition differently. In one
program, transition was not a major focus becaus@timary responsibility for transition back it
home school fell on that school. One teacher empthi“in the case of students who return to tradil
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school, teachers help write a behavior essay ammeendations, but the students and parents make th
appointment with school district for the studengét reinstated.” When asked about available tiansi
supports, another teacher in the same prograndstat for graduates unless individual teachers
collaborate with students to apply to junior colegin general there is not a transition prograagh.”

Transition, or reintegration as one program callis imuch more planned in the other two progréesastf
at both of these programs discussed the importaingeadual reintegration back into the home school.
“We don't just drop [students] back in the publaheol the day after [transition]. We build classdbgss
by class ‘til we think the public school agreeg] are agree, that that kid is ready to be backtifui.
Some kids may go four months part time, so it flegiends.”

In one program, each student is assigned a casagerawho works with the student and the receiving-
school staff to facilitate a successful transitionaddition to ensuring the student has the skiisessary
to be successful in the home school, case managekswith the public school teacher(s) to shardawit
them “effective ways of working with this particulehild...the child’s learning style and what the kid
responds well to and what he doesn’t respond welRarents are also included to smooth the
reintegration process. One teacher explained dmaé parents have bad memories of traditional sshool
and are afraid that their child will not be sucéelss

Parents commented on the reintegration processy fihepared [our daughter] and they're following
through, especially the caseworker [who] will viie school and talk to the teachers...I'd say thievo
through is excellent.” Another parent discussedf&eily’s experience with reintegration:

My son was reintegrated, not too long ago anddih'tliwork out too well. For one, | don’t know

if it was...too much peer pressure when he got tethsic schools. For one, the school that they
sent him to, he shouldn’t have been at, and Itteédcase manager upfront that | didn’t feel
comfortable with sending my son to his home schmai at the time she told me that that was the
school he had to go to and she couldn’t do anythbayt it.

She explained that the combination of peer pressuldreedom was not a good mix for her son: “when
the bell rings, they [have] a lot more freedom lblic schools, you know, switching classes, youvkno
what I'm saying, and they would meet in the hallgjdye would see his frienddie was cutting classes.”
She shared that her son did not want his friendgéchim going to those “slow classes” so he chose

to go.

One program offers a separate school for 16-yehstoidents who are likely to graduate from the
alternative program. As explained by an administréhis other school emphasizes transitioning to
adulthood and job placement, and learning tangikilés students will use in everyday life (e.g.eomng
a checking account).

Parental | nvolvement

Administrators and teachers across the three progséressed the value of a strong, collaborative
relationship between parents and the schools. Vibleed about relationships with parents, one
administrator said, “positive parent involvemenaisritical component.” Another said, “It is criicto
success, 100 percent absolutely. The parent amlsctust work together or the game’s over, poirt an
match.” A student said, “it helps you get in a lggelationship with your parents, to show them how
you do it in school and show your teachers whatdmat home, to know what you can make different
and what you can make the same.”
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The home-school collaboration was also importatihéateachers. One teacher explained:

We try to make parents understand that we arearetto fix their children. We are only one part
of the solution and we need their input, critigimsjght, and what goes on in the home is vital to
allowing us to understand what is important tortk&s and...in reshaping and remolding their
behaviors.

Another teacher said, “we have meetings for staffit with parents to discuss how behavior at home
compares to that at school. We discuss stratelggsvie teach here and how they can modify these
strategies for the home; and we try to teach pauttiet modifications in a very simplistic way theg a
successful (e.g., children cues...stop and thinklp barents to model and role play so that students
begin to generalize behavior in both home and dddetting.”

It was clear that to be successful at buildingtietehips, there has to be, as one teacher meérnyine
“concern for kids and parents” and that this condexs to extend beyond the teaching of academiws. O
teacher expressed what many others echoed, “thiotée just a job.” Many of the teachers and
administrators stressed the importance of findmmmon ground with the parents. One teacher
commented that “I now realize the parents haves#imee wants and desires that | want for my kids.”

Parents of children and youth with emotional anldaveoral challenges often state that professioseds
them as either a part of, or worse, the causeef thild’s problem (Osher, & Hunt, 2002). Thisitaitie
was not expressed by any of the parents, studarasiministrators. However, it was reflected in the
words of one teacher who expressed concern thartiggam might be enabling parents by doing too
much: “sometimes we enable parents too much bygdeay too much for them — if we are doing
everything for the parent and trying to teach titk then how are we ever going to break the cyclg#s
same teacher went on to express blame of parents:

The parents are the problem. | have Spanish-spgélds for the most part whose families are
for the most part passive and they’ve come frorfaegpwhere they’re happy their kids are not
starving and they'’re happy that their kids are gdimschool at all. But they don’t have high
expectations of their children for the most paitde@drom just this general idea that education is a
good thing....[Spanish-speaking students] come framltare where the teacher...is held up
very high. So and because | speak the language usisally get support from the parents and |
have an advantage, because | just call the pamadtshew ‘em out when their kid doesn’t come
and | do it in front of the whole class and so lhaa kids tell me, ‘I just have to see you do that
once and | know | don't want that to happen to haen't want you to call my parent chewing

her out’, so that works. But parents | know in savhéhe other classrooms are the biggest
obstacle because they've enabled their childreswthiole time. They're the reason, they're the
one at fault. They haven't raised their kids rightl they’ve made excuses for their children and
they continue to make excuses for their childreshthiey never hold their kids accountable. Well
they never hold themselves accountable. So you khere's just too many bad parents out there.
I know it sounds blunt and bad and all that, batjitst the truth.

A second teacher said that “a major reason kidsuerttere is because of a lack of parent involverment
gang involvement is one of the biggest issues vaéwligh here...many of our kids live on gang stréets.

The interviews revealed the importance of open camaation in building relationships with parents.
One parent described this nicely: “communicatiothémain thing. It builds confidence between peren
and teachers.” This communication is highly encgedain each of the programs and is mandated in two
of the programs. In one program, teachers arenedjto call and talk with at least 10 parents efmhso
that each parent is contacted at least weeklydditian, two of the programs require daily
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communication through notes sent between schoohan. Parents from these programs expressed the
value of these communications: “on the point sheethers always write something on the back.
Students get extra points if parents write too—e# s the communication going.” Administrators and
teachers across the programs stressed that buiklatgpnships with parents and parental involvenien
their child’s education requires effort and suppAd an administrator of one of the programs exyeldj
“we in-service our staff on strategies for workinigh parents. There are 10 to 15 ways we havehisr t
daily point cards, weekly calls, open house, taddatv, honor roll, resource library, and the parent
survey.” Teachers in this program mentioned thatbse these strategies have been in place, they are
“bringing parents back into the school.” Parentsrst that “everyone loves the open house, theeraffl
and the dinner.” A student from another prograro abgpressed the importance of activities to involve
families: “we have the carnivals and the family fights and my parents come, they help out
volunteering and yeah, it's pretty cool.”

One program assigns case managers to each fa@#dge“managers work with families on a daily basis;
at the beginning of the year we send informatiotih wchool phone numbers to parents in case they hav
guestions; classrooms have e-mails for parentsrid questions; our main [goal is to be] suppornbive
families.” This program also has family meetingatthre held every other week. One of the teachers
commented that in her school about seven famittesded these meetings regularly. Parents “sit in a
circle and discuss a relevant topic, then [the mges$] open for parents to raise concerns.”

It was also stressed that communication shouldeatserved to only report problems. One
administrator said,

| try to express to my teachers that it makes doaaty’s job easier in good times and bad times if
you create a relationship with the family...call umldob a phone call and say ‘you know what,
he’s done awesome...you know he was a half houelatey day for the last month and now he’s
been on time’, you know the good and bad — andteadahner | made a point to really know those
parents because when there are issues it's adigrei's more familiar, it's more casual and they
know that it's not just somebody sitting acrossdesk, an administrator, and now you're in
trouble again. They're willing to listen and we enstand things are going on.

Parents commented that they liked it when the datwdacted them about positive things. One parent
said, “the teachers always find positive feedbdmuamy son to share.” In addition, some parents an
teachers acknowledged limitations to parental sdn@olvement. A teacher said, “involvement varies
often due to family issues...job requirements, nunadbéehildren at home.” A parent said,

Yeah...they invite me. You know, it's just I'm a wang mom and can’t always go when | want
to or like | want to, but | try to go to things mmich as | possibly can. By me working during the
day — my husband and | work — so it’s real hard | bty to be there when | can.

An administrator said that parental involvementgeleds on the parent and the kid and the situation.
Some of our parents are mentally ill themselves.”

Some parents were glad to have very frequent conmaiions with the school: “anything that happens at
school, | am notified right away, even if somethisglone about it at school.” In the words of agpar
from another program:

[We are] very much involved. | mean they don’t shythding without calling and asking us first. |
mean they’re very, very good. [For example, they s@e’re thinking about this, what are your
feelings? What do you think we should do?’ You knoitis very good. | have no complaints
whatsoever.
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Other parents expressed that as long as thingsgearg well at school, they felt they did not neede
that involved: “they did [make frequent calls] asf...there is no trouble now, so | don’t have toneoin
and talk.” Another parent thought her involvemeistrdcted her son, “he does so much better when I'm
not there. | mean | have gone and done things atsdoleen fine when I'm there, but not always. And
that’s good enough for me. | don't feel like I'nftleut in the cold or anything like that. They're
excellent, excellent at calling if something’s uplie key to relationship building seems to hinge on
respecting and accommodating the parents’ needsp@ment said, “| have always felt involved sirtoe t
first day. You are as involved as you want to beeyfwelcome involvement.” A student said, “my
mother doesn't agree with everything but she isived in her own way.” Another student said he did
not like it when his mother was very involved i tschool. He thought her involvement was too
“personal.”

In addition, the words of one administrator exphaimy parents are critical to program effectiveness:

They're decision makers and they know their kidsdrehan we do. What we try to do is
establish a collaborative sort of a model with thehere we do consultation, and we try to
establish those relationships that allow us tcagglimpse into home life and home functioning
and then we try to offer insight into what's beéfe&ive in terms of how to set up and structure
homes; but we always, always respect the integfitiieir homes and of their role as parents in
decision makers in their children’s lives, and ttatnes first and foremost for us.

Community Support

Community support greatly varied among the prograkdsninistrators in one program discussed being
good neighbors, but keeping a low profile: “my pbkibphy and theory is that the people who need to
know where we're at know.” A teacher in that progrexpressed a need for more social marketing of the
school:
We need to do more to bring the community in towskeat we do and | think that's one thing we
don’t do enough of. I've voiced that a little Bitle need to have the mayor in here. We need to
invite educators and the district to come obsergpoogram. We need to get the city council in
here. We need to get the newspaper in here...widtitigjes about our kids....we need to get out
there more. We tend to be insular.

An administrator of another program mentioned am@iensive social marketing campaign to elicit
community support. He mentioned inviting commumitganizations to school functions, involving the
community in fundraising activities, and even aifpas piece about the program on the local cable
channel. One unexpected finding is that every @iogmentioned positive relationships with the local
police and probation officers. Some discussed #wselio build these relationships proactively, befor
police need to be called to the programs.

Cultural Competence

Several parents mentioned that race relations bedter at the alternative school than in the public
schools. One Hispanic parent made a particularigrnamt point:

You know, the public school said that a report $hal Hispanic parents don’t encourage their
children to stay in school. This is not true! Ithe teachers who encourage our kids to drop out.
The last straw in public school [for me] was wheeacher approached a group of students and
said ‘You are a bunch of good for nothings and &hga back to Mexico, you can not learn.’
Hispanic kids leave school not because they warliutbbecause they are not getting what they
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need. If it weren't for [school] a lot of Hisparkas would leave school and be in the streets. |
am lucky we found out about [this school]. If nmly son would have been one of those statistics.

An administrator agreed that cultural competence eviical to being an effective teacher. She said,
effective teacher is one that understands thereyltund the background of the kids that they'rgiegt”
However, one teacher pointed out that while theygaren cultural competency training, it might beren
beneficial if it were less generalized to racisrd arejudice because they “need a better understguadi
where these kids are coming from, including cultlarguage, and the ideology of this generation. He
added, “in addition, have more staff training teadiss some of the issues in the classroom that teeleen
disruptive but are cultural issues so they araeaity defiant and oppositional, but instead itustural
behavior and we would become more empathetic amd kmmwledgeable of the cultural variables which
would address some of the reactionary charactsisfistaff.”

Summary of Qualitative Findings

As with most qualitative data analysis, once datsoaganized and sorted into the established cagsgo
the portrayal of a complex whole phenomenon begiresnerge (LeCompe & Preissle, 1993). In this
section on the qualitative findings of the studeg, prvesented themes identified during our review of
interview and focus group data collected from adsiiators, teachers, students, and parents. leas c
that there are many important dimensions that cheniae the three alternative education programs an
are considered, from the perspective of the pp#ditis, integral to how these programs functionvaimg
they are effective. The significance of administeteadership, collaboration, teacher trainingl ather
themes may not be surprising — but it is importaninderstand how they “play out” in the prograams
their role in program identity.

In addition to the aforementioned themes, othemtterelated to program areas needing improvement,
from the perspectives of participants, also emergjadse are presented here, beginning with location
then lack of resources, and finally suggested grmgmprovements (we solicited this information from
informants). It is important to recognize that aligh these programs are not perfect, they stillagarto
be highly effective with the challenging studenpplations they serve.

Location.Parents in all three programs expressed conceut #mdistance between their homes, places
of work, and schools. For some students, this miigtaesults in long bus rides to and from schoul, a
makes it difficult for parents to attend school tivegs. One parent identified this as the only trshg

would change about her son’s placement.

In one of the programs, many of the schools westrip malls. The teachers in this program saig the
would change this if they could. One teacher thoitghould be better if the school were in “a gaiti
[or] location that is more private and withdrawarfr public view.” Another teacher in that program
thought it would be better if the “buildings lodke a school to normalize the environment, so kée
like it is a regular school.”

Lack of Resource#n two of the programs, both parents and teachetedra lack of resources as a
concern. One parent was concerned that “thereaatexih books, no real physical education, and no
hardcore education. [Written materials are] blaa#t white; there is no color so it is not interegtifhe
copies are of poor quality.” Similarly, a teachethat program stated that if he could make chariges
would “ensure there are enough materials for stisden

Suggested Program Improvememie asked each informant to identify anything theyld change
about their programs to make them more effectiespRnses varied, but it was surprising how many
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students and parents said that they would “not raakechanges to this school.” However some did
suggest changes.

One parent would like to see “more structured elgsbecause she felt there is too much independent
work. The students were mostly interested in chagé¢he physical structures: “I would make it more
clean, new paint on the outside and inside” and bgéer desks” because the desks were “all cracked
up.” Surprisingly, two students commented that tivayt either longer school days or fewer breaks
during the day: “if | could change one thing abtiig school, | would have more hours in the scluayl
because | just go home and watch TV. If the schaglwere longer, | would add more history, becduse
like it, math, and physical education like [in tligdtrict; as well as activities after school.” T$tedent
who wanted fewer breaks explained:

See the whole reason people, kids get off tastaigse they have a break. We have a break in
class. They don’t want to stop the break. So th&g it further. They don't stop it. They won't
stop the break. So that’s how problems happen. Blaydshould have a little less breaks.

When asked if they wanted to return to their regpleblic school, students shared mixed responses.
Many felt they concentrated better and did bettehé alternative setting. Some students also tegor
that they feel safer in the alternative program$eél more safe here than at the other schoolussca
there are teachers everywhere and there is mouetydrere. At my old school it was big and therergv
a lot of fights that teachers didn’t know aboutdugse the school was so big.” Some students miksad t
friends and the extracurricular activities that eveffered in their home school: the “alternative@ation
program is good for getting credits, but the reghlgh school has good experiences, like the pnodh a
school dances” and “the regular high school is bieeause you get to see your friends.”

Lastly, one teacher discussed her frustration thighlack of evidence-based practices in alternative
education and called for more research. She satthtéver the new thing that comes down the pipss; th
want to change directions. Well, why don'’t we jfigtire out what really works, kind of like what yoi
doing, and let's go there and let's stay there lengugh to find out whether it's effective.”
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DISSEMINATION ACTIVITIES

An important objective of this study was to disseaté key findings from our research on the three
alternative programs. Importantly, we strived toyide information to the field in a timely mannar,
particular to practitioners and researchers. Weeshaot only updates on the activities completedkeun
this grant, but also preliminary findings includitig literature review, summaries of school ardhiva
data, analyses of teacher and student respontiess ESB, and program ratings on the ARSSA.

During the grant period, key project staff led 18g@ntations at 9 conferences and meetings (see
Appendix A for a complete listing) including the:

* American Education Research Association (2005),

*  Council for Children with Behavioral Disorders (&)0

» Council for Exceptional Children (2003, 2005),

* International Child and Adolescent Conference (2084d
* OSEP Project Directors’ Meeting (2002-2005).

A highlight of our dissemination activities wasaternative schools conference strand coordinaged b
the PD and Deputy PD. This strand was part of tkermational Child and Adolescent Conference in
2004, with presenters from three programs that wareof our study, including school administrators
and teachers. Other researchers studying alteenativcation were also invited to participate by
presenting a session during the strand. A comptef the 11 conference sessions that comprisied t
strand is included in Appendix B.

Project staff also wrote and submitted an articléhe school climate findings. This article wasrsitted
to Heldref's Publication’s newly releas@durnal on Alternative Schoolingvhich the PD and Deputy PD
had a role in founding. Further, a copy of the appd final grant performance report will be posted
AIR’s Center for Effective Collaboration (CECP) veite, which is located at http://cecp.air.org/ and
receives 60,000 views per month. The CECP webstteived a five-star rating (‘excellent’) from the
Tufts University Child & Family WebGuide.
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IMPLICATIONS FOR POLICY, PRACTICE, AND RESEARCH

This is perhaps the first methodical investigatibthe essential characteristics of effective akéve
programs. Analysis of extant data and the quali#adind quantitative data from this study indiche t
importance of several components to the implementaind functioning of effective alternative
schooling:

1. Program philosophies emphasize that it is the dotunad approach rather than the individual
student that needs to be changed to accommodatinigaifferences among at-risk students.

2. Program administrators and staff subscribe to tilegophy that all students can learn. These
programs communicate and support high expectatoyrEositive social, emotional, behavioral,
and academic growth in all students.

3. Program and school administrators are leaders wpypost the vision and mission of their
programs; effectively support staff; listen to tees, students, and parents; and genuinely care
about their students.

Low adult-student ratios in the classroom are a®@rsid integral to successful outcomes.

Teachers receive specialized training (e.g., behaid classroom management, alternative
learning styles, communication with families) tgpart their effectiveness in working with
students who do not succeed in traditional educatisettings.

6. Interactions between students and the staff areanthoritarian in nature. Positive, trusting, and
caring relationships exist between staff, and betwstudents and staff.

7. The opinions and participation of family membershe education of their children is valued, and
students’ families are treated with respect.

Further, each of the three programs tended to meargy of the 11 evidence-based practices for at-risk
students, as identified in the ARSSA, well impleteein All three programs were particularly strong in
five dimensions of the ARSSA: administrative supplbehavior support and supervision, classroom
management, school- and work-based learning, ayaepses for screening and referral.

Based on these findings, we can posit that stud@atsified as troubled or troubling tend to flalriin
alternative learning environments where they belignat their teachers, staff, and administrators ca
about and respect them, value their opinion, estaldir rules that they support, are flexiblenyirig to
solve problems, and take a nonauthoritarian appramteaching (Quinn, Poirier, Faller, Gable, &
Tonelson, in press). These and the other aforeoredikey findings can help build and drive the
research agenda for studying alternative educatitihough preliminary in nature, these salient
characteristics establish an understanding of thdeeation programs that are effective in workirthw
at-risk youth. These findings may also be usefuth®r alternative schools or school districts ping or
considering program improvement efforts, or to stlistricts developing new alternative programs. |
addition, this study validates a number of charésttes previously cited in the literature as paoigty
contributing to effective alternative programs.
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RECOMMENDATIONS

The primary goal of this study was to gather aralyme data from alternative programs deemed effecti
(as measured by student outcome data). After anglyze data, we have the following research,
development, and technical assistance recommendatio

1. Further study of alternative programs and alteveatchools is needed. These studies should
include:

» The use of longitudinal research to determine ¢thg4erm outcomes for students placed
in alternative programs.

» The use of randomly assigned control or comparigonps to determine the effects of
the various types of alternative schools (e.g.ngkahe student, change the school, or
change the system) on the social, emotional, behalyacademic, and vocational
development of students.

* Analyses to examine the relative impact of indidbprogram characteristic on the
overall outcomes of the students enrolled there.

* Multiple regression analysis to examine how effedii students with different types of
disabilities are served by alternative programs.

2. Development of a tool to aid in identifying the iopal alternative school placement based on
individual student educational needs and the philbg and programmatic components of
alternative programs.

3. Facilitation of an ongoing, professional dialogwveen researchers, policymakers,
practitioners, and family members regarding thénagdtcharacteristics of alternative programs.

4. Facilitation of an annual conference or symposiarring together researchers, practitioners,
families, and youth to discuss effective practiceserving youth with disabilities and other at-
risk youth in alternative education settings. Pphienary goal of such a meeting would be to
further develop a research agenda and build a bbesnpirical research on effective alternative
education.

5. Inclusion of youth and families in research andligakions related to alternative schools so that
this work is youth- and family-guided.

6. Development of a guide to effective alternativeostipractices for dissemination to various
stakeholder audiences (e.g., policy makers, anipoaers and administrators of alternative
schools and programs).

7. Development of a user-friendly guide for parentbudd their capacity as advocates for their
children, by building their understanding of effeetversus ineffective approaches to educating
at-risk and troubled youth.
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APPENDIX A: PUBLICATIONS AND PRESENTATIONS

PUBLICATIONS IN PEER-REVIEWED JOURNALS

Quinn, M. M., Poirier, J. M., Faller, S. E., GalRe, & Tonelson, S. (in press). An examinationafaol
climate in effective alternative progrand®urnal on Alternative SchoolingVashington, DC:
Heldref Publications.

ALTERNATIVE SCHOOLS CONFERENCE STRAND

Quinn, M. M., & Pairier, J.M. (20045trand Leaders: Alternative schoolsternational Child &
Adolescent Conference Xll, Minneapolis, MN.

PROFESSIONAL PRESENTATIONS

Quinn, M. M., & Poirier, J. (2006%eneral session: The national investigation of eatralternative
school programsAlternative Schooling: Changing Perspectives Enetrging Best Practices for
Children and Youth with Challenging Behaviors, Caufor Children with Behavioral Disorders
International Forum, Norfolk, VA.

Faller, S. E., Quinn, M. M., & Pairier, J. (2008) study of effective alternative educati®oster Session
presented at the Research Project Directors' Gamfer U.S. Department of Education, Office of
Special Education Programs, Washington, DC.

Pairier, J., Quinn, M. M., George, M., & Faller, 005).Nontraditional education: Evidence-based
components of effective alternative prografiesented at the Council for Exceptional Children
Convention and Expo, Baltimore, MD.

Quinn, M. M., & Poirier, J. (2005A comparative evaluation of alternative educatiettings Paper
presented at the American Educational Researchckdmm (AERA) Annual Meeting, Montreal,
Canada.

Bain, I., Quinn, M. M., & Poirier, J. (2004ldentifying essential components of effective aiigve
programs Poster Session presented at the Research Fbijectors' Conference, U.S.
Department of Education, Office of Special Edugattvograms, Washington, DC.

Price, T., Weaver, K., Poairier, J., & Quinn, M. Q). Supporting alternative education: Equity,
collaboration, and fundingPresented at the International Child and Adoleis€enference XII,
The Behavioral Institute for Children and AdoledseMinneapolis, MN.

Quinn, M. M., Pairier, J., & O'Cummings, M. (2004.comparative analysis of effective alternative
education Paper presented at the International Child anolesdent Conference Xll, The
Behavioral Institute for Children and Adolescem&ineapolis, MN.

52 American Institutes for Reseafth



Bain, ., Quinn, M. M., & Pairier, J. (2003Vhat we know and what is left to learn about eiffect
alternative programs for students with disabiliti®®ster Session presented at the Research
Project Directors’ Conference, U.S. Departmentadi¢ation, Office of Special Education
Programs, Washington, DC.

Quinn, M. M., Poirier, J., Howell, K. W. (2003ffective alternative education: What do we know?
Presented at the Council for Exceptional Childi@BC) 2003 Annual Convention and Expo,
Seattle, WA.

Quinn, M. M., Poirier, J., & Mushlin, S. (200Alternatives to traditional education: A cost- béhe
analysis Poster Session Presented at the Research Hbajectors’ Conference, U.S. Office of
Special Education Programs, Arlington, VA.

53 American Institutes for Reseafth



APPENDIX B:
ALTERNATIVE SCHOOLS STRAND SESSIONS OF THE
INTERNATIONAL CHILD &
ADOLESCENT CONFERENCE XiIl

1. ADMINISTRATIVE LEADERSHIP IN ALTERNATIVE EDUCATION

This session presented the unique characteridtamdnoinistrative leadership that are essentiaffecéve
alternative schools. Topics discussed includedtiaeacteristics of effective administrators; chadies
that administrators must overcome; and stratepetsstmpower and involve staff, students, and parent
and that encourage them to take ownership in thgram.

Presenters:Centennial: Michael George, Christine M.D. PiripeOrange County Department of
Education: Alternative, Community, and CorrectioBducation Schools and Services (ACCESS): Ted
Price, Kelly Weaver; Positive Education Programmndalore, Matthew Joyce

2.SUPPORTING ALTERNATIVE EDUCATION : EQUITY , COLLABORATION , AND FUNDING

Alternative programs face challenges that requiypieal support systems. This presentation disalisse
how alternative schools increase educational egldy to facilitate collaboration between the
alternative school and the district, and betweeretternative school and community organizatioms; t
special funding issues unique to alternative sa@oid potential sources of additional funding.

Presenters:Orange County Department of Education: Alternat¥emmunity, and Correctional
Education Schools and Services (ACCESS): Ted Ffielly Weaver; American Institutes for Research:
Jeffrey Poirier, Mary Quinn

3.PARENTAL INVOLVEMENT IN ALTERNATIVE EDUCATION

This session described how staff in alternativéregt can foster effective and active parental
involvement in their school. Presenters discussitidting contact with parents; supporting parents;
involving parents in school events, flexibility aélve to parents’ schedules; and parental empowerime
terms of the alternative program, curriculum, amstriiction.

Presenters:Centennial School: Nancy George, Christine M.DipBiel; Orange County Department of
Education: Alternative, Community, and CorrectioBducation Schools and Services (ACCESS): Janice
Histon, Bob Manley; PACER Center, Lili Garfinkelp$itive Education Program: Tom Valore, Matthew
Joyce
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4.| MPLEMENTATION OF FUNCTIONAL CURRICULUM WITHIN ALTERNATIVE SETTINGS

An essential element of effective alternative paogs is an individualized functional curriculum. hi
presentation described how functional curriculurdatermined; the logistics necessary to make a
functional curriculum work; and the unique challea@f a functional curriculum such as high-stakes
testing, course credits, and graduation.

Presenters:Orange County Department of Education: Alternat¥emmunity, and Correctional
Education Schools and Services (ACCESS): Janicdemi8ob Manley

5. TEACHERS' PERSPECTIVES ON SUPPORTS THAT ENHANCE EFFECTIVE ALTERNATIVE
PROGRAMS

In this session, presenters described the suppatieffective alternative programs provide totthei
teachers. These include issues related to staffiofessional development activities, and admiaiste
leadership.

Presenters:Centennial School: Christine M.D. Piripavel, Jiiegt; Orange County Department of
Education: Alternative, Community, and CorrectioBdlication Schools and Services (ACCESS): Janice
Histon, Bob Manley; Positive Education Program: Téatore, Matthew Joyce

6. AN ACCESSTO OPTIONS: ALTERNATIVE EDUCATION IN ORANGE COUNTY

ACCESS provides educational options for studeritsned by local school districts, probation, andiab
services. Its exemplary programs and powerful leggrieaching, and support strategies help students
succeed. Staff inspire all students to discover haential, develop their character, and maxintiesr
learning so they may become successful contribtiwoseciety. This session described ACCESS and
answered related questions.

Presenters:Orange County Department of Education: Alternat¥emmunity, and Correctional
Education Schools and Services (ACCESS): Dr. TezePAssistant Superintendent, Kelly Weaver,
Manager of Educational Programs

7.PREVENTING PROBLEM BEHAVIORS IN ALTERNATIVE EDUCATION

In this session, presenters shared a gradatioositiye strategies for establishing safe, civirfeéag
environments in alternative school settings; aradesdhfive years of data to show how the consisteat
of these strategies has eliminated the need ftwsdenary time-out and decreased the use of physica
restraint in the school.

Presenters:Centennial School: Michael George, Julie Fogt
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8. RECLAIMING TROUBLED AND TROUBLING CHILDREN THROUGH THE RE-ED APPROACH

Positive Education Program (PEP) is a Re-ED prodgrne@ieveland, Ohio that provides integrated
education and mental health services to childrehyaaith with emotional/behavioral disorders. This
presentation explored the premises, characteristicsstrategies that provide the foundation faiding
resilience and reclaiming troubled and troublingdtken and youth.

Presenters:Positive Education Program: Tom Valore, Matthewcéo

9. ALTERNATIVE SCHOOLS ACROSS THENATION : STUDENT VOICES

Results from interviews and surveys conducted asér 300 students with and without disabilities
attending 22 randomly selected alternative schioadsx states were presented. Information gathered
from legislative reviews and state-level surveystegtualized descriptions of who is currently being
served. Practices and procedures that enhancenseragement and successful student outcomes were
also highlighted in this session.

Presenter: University of Minnesota: Cammy Lehr

10.THE TEAM APPROACH: SCHOOL AND RESIDENTIAL STAFF WORKING TOGETHER TO
PrROMOTE THE WHOLE CHILD

This workshop/lecture addressed strategies foressfal school and residential staff cohesivenests th
promote a positive beneficial program for eachdziduth.

Presenter: Minnesota Independent School District 196: Cafvieson-Smith

11.A COMPARATIVE ANALYSIS OF EFFECTIVE ALTERNATIVE EDUCATION

This session introduced attendees to the strardt@mative education. An overview of the strandwa
provided as well as the impetus for the alternagisieools strand, the ASP grant. Presenters distusse
preliminary findings from phase | of data collectiand the study’s phase Il plans.

Presenters:American Institutes for Research: Mary Quinn, rdgffPoirier, Mindee O’Cummings
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