A COMPARISON OF THE EFFECTS OF VOCATIONAL
EDUCATION COMPONENTS AND NON-
VOCATIONAL COMPONENTS ON
ALTERNATIVE EDUCATION
STUDENTS | IN THE STATE

OF OKLAHOMA

By
JIM B. MCCHAREN

Bachelor of Science in Education
Central State University
Edmond, Oklahoma
1972

Master of Education
 Central State University
Edmond, Oklahoma
1978

Submitted to the Faculty of the
“Graduate College of the
Oklahoma State University
in partial fulfillment of
the requirements for -
the Degree of
DOCTOR OF EDUCATION
December, 1998



-~

-

po=t

e D

D
- &

o
[RA

o
=
'



A COMPARISON OF THE EFFECTS OF VOCATIONAL
EDUCATION COMPONENTS AND NON-
VOCATIONAL COMPONENTS ON
ALTERNATIVE EDUCATION
STUDENTS IN THE STATE

OF OKLAHOMA

Thesis Approved:

\,/{ o £ fn
g »/W

-\ —;%:%M@w

{W/Mg fﬁéivfﬁ

Dean of the Graduate College’

i



ACKNOWLEDGMENTS

It is with sinécre gratitude that I écknoWledge the support, encouragémen_t, and
assistance of my doctoral comnﬁttee chairman and dissertation advisor Dr. Garry Bice,
who shared an enormo‘us amount of his'tin;e and wisdom during this pursuit of my
degree. His guidaﬁce, motiVaf;ion, and willingness to help will never be forgotten.

I would aisolike fo acknoWledg_é énd_express appreciation fo committee members
Dr. Tom Friedemann and Dr. Ed Harris, who both added valuable expertise and gliidance
during the completion of this study. A special thanks to comﬁiﬁee member Dr. James
Gregson, who, through his clasSes, elevated thg intellectﬁal side of me to levels that I did
not know existed, and also taught me that, “I Cbuld become a good writer if I worked hard
enough.”

I would like to express my appreciation to Dr. Kelly Langley and Dr. Kathy
McLean, at the Oklahoma vTechnical Assistance Center, for assisting me in the
* development of the sc.ope of tﬁis study and the data collection. A s‘pec':iala'thahks to Carri
’ Hoffmén, who formatted thls study aﬁd always’,d'e'alt Mth my procrastination in a very
patient manner. -

To my co-workers at the Choctaw-Nicoma Park Centrai Office, I extend my
sincere gratitude. To Jhonnie Dedmon and Jana Davis my two wonderful secretaries,
“Thank you for your interest, support, and encouragement.” Both, always listened with a

sympathetic ear to the highs and lows of this amazing process. Special thanks to Mr.

il



Tom Williamson, Superintendent, for his steadfast support of my doctoral endeavor and
allowing me the flexibility to take classes and tend to doctoral business in Stillwater
whenever necessary. Thanks are also extended to all my colleagues in the Choctaw-
Nicoma Park School District who always encéuraged me to “hang in there” when my
motivation wavered.

I am indebted to my parents “Mack” and Elsie McCharen who instilled in me ata
very early age the virtues and rgwards of hard~wor1( and education, and gave me the
courage to take risks. They are the bést role models I could have ever had. To my son
Bryan, whose career in the United States Air Force has paralleled my doctoral pursuit.
Many times the past three years we relied on each other for encouragement and support to
meet the next challeﬁge we ‘eacgh faced. Many vof the toughest fasks associated with my
doctoral program paled in comparison with much of the Air Force training he completed.
His determined attitude foward meeting his military career goals has truly been an
inspiration to me.

Most of all, I would like to thank my wife Belinda, who throughout this entire
quest has been incredibly patient, understandingl aﬁd a source of consfant encouragement.
Her w‘il.lingness‘ to proof read my text at all hours of the night and ‘jﬁst be ’ther¢ to listen is
appreciated beyond words. She has always been the greatest source of inspiration in my
life and her support throughoﬁt my doctoral pursuit will forever be treasured. We have
shared many advehturoﬁé joﬁrnéys together but none morevextrao£dinary than the doctoral

journey we have now, “both” experienced.

v



TABLE OF CONTENTS

Chapter | | Page

I. RESEARCH PROBLEM ...t esees oo 1

Ii_ltroduétion ........ e eeterterereeetierar—rtreetaeasa—trteeao s rasraraatreeesteeneaenrnstrsanrannteans 1

Statement of the Problem..........cccvurvininininecrnniniinnns e reeeeerennararrarrrraraas 3

Purpose of the Research..................... e ae————— et 4

Research QUestions......c.cccceeeeivivenenenen. et ettt eaenas 4

Limitations of the Study .......cccoeeevveeieeviiirieerieennan, eeeraeeseee e et e e e ernnas 5

Assumptions of the Study ......ccccccveieiiiinciiieee. reeeereeet et nra e eenaees S

Definition of Terms.................. ettt et et e e et e et et e et s a e bt e ne st e e e nreesaane 6

Organization of the Study ..., e e ais 10

1II. REVIEW OF RELATED LITERATURE ......cvvtieeeeeeeeeeeeseeeeeee e 11

Alternative EAUCAtION .......ovoveuiiceiiiteicciiee s 11

The Need for Alternative Education in Oklahoma ...........c.ccueeuvuecerieneencen. 15
Vocational Education as a Component in

Alternative EQUCAtION .......cocveecieeieiieeeieesicie e 21

Broader Educational Reforms.........ocvevueeieeceeceenieecieciess it e 28

SUIMINATY ...vveeireeireenrteriieaeneeeeseeersteeesreesssesasssesessessssssssssssesssssessessssesssses .34

III. RESEARCH DESIGN AND PROCEDURES .....ccccocevvimiiieeeeeeeeeeeeeeeaenenenis 37

Introduction.......ccceveeeeeeerereeecieeii e ettt eneaebensaenaens NPRI 37

Research Design.....ccooieriervcioveniiiniennceeenreeeveenenans ereeerrere et s st enneees 37

Selection 0f SUDJECES...cooveiieierieecireee et 41

Instrumentation ......:..c..c.oceeeeeneen. ettt etsetmesieenraensansasuness 43

Collection of Data................... e 43

Analysis of Data........... eereeieaeans reeesedesreesnesantaanie s 46

IV. PRESENTATION OF FINDINGS.......icoecteeierveieieereneereirseseesesesessasaseneesneene 50

INEEOAUCTION ...ttt ettt e e et s st cene e e e ne e e s emmeeeees 50

Description of the Sample.......ccceeceviinrenenrenenneccnnns besteeseesnessbeensessanesnass 51

StatiStical ANALYSIS..iecveereririierieeritereeriieeetieeee et aseeeseaeeeeeseee st e s eseeaeseeseanes 54

Examination of the Null Hypotheses .........ccovicciniiniiciininiiien. 71



Chapter . ' | Page

V. SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS...................... 74 |
SUMMATY ...vveeeieeireecie e eree e s ee e sate e s reeesre e e ssaseeseeeensasenses ORI 74
Results of the Study .......... eversessreeeieeeiteraee s e easat e st e s basestedesaeasnraeasaeesraneses 77
Conclusions.............. et et JOO 78
Recommendations.........ocvieiieeinniiceiere ettt et e 80
Recommendations for Further Research...........cooceeuiiieniiiinicnicieeen, 82
BIBLIOGRAPHY .....cocevvrireiicienends T T S SR 86
APPENDIXES ......ovso oo i ssdssssinssons ST 91

APPENDIX A - OKLAHOMA STATE UNIVERSITY
INSTITUTIONAL REVIEW BOARD
APPROVAL OF HUMAN SUBJECTS STUDY ............... 92

APPENDIX B - INITIAL LETTER TO ALTERNATIVE SCHOOL
' DIRECTORS REQUESTING RELEASE OF
STUDENT DATA ....coonrmrcinemiiieisienseicissennes oo 94

APPENDIX C - LETTER OF INSTRUCTION TO
ALTERNATIVE SCHOOL DIRECTORS
REGARDING PLACEMENT SURVEYS.....ccccoiiiiinin 96

APPENDIX D - LETTER OF GENERAL INSTRUCTIONS TO
' STUDENTS REGARDING PARTICIPATION -

IN PLACEMENT SURVEY oo 98
APPENDIXE - STUDENT CONSENT FORM......ccccecoeruiennen. N 100
APPENDIX F - STUDENT PLACEMENT QUESTIONNAIRE
: LETTER OF INSTRUCTIONS........ccoorirriicianiiriienene 102
APPENDIX G - STUDENT»PLACEMENT-QUESTIONNAIRE 104
APPENDIXH - NON-RESPONDENT FOLLOW-UP LETTER............... 106
APPENDIXI - STUDENT PLACEMENT TRACKING FORM............ 108

vi



LIST OF TABLES

Table ) ‘ Page
I. Lost Dollars Due to Dropouts in Oklahoma ......... e 17
I1. Monetary Benefit to the Public of Alternative Education ................ 18

III. Distribution of Information of Students in Alternative Schools
- With Vocational Components and Students in Alternative
Schools Without Vocational Components By School
andByGrade ..................... S J 52

IV. Distribution of Demographic Information of Alternative
Schools With Vocational Components ........... e 53

V. Distribution of Demographic Information of Alternative
Schools Without Vocational Components .......................... 53

VI. Distribution of Demographic Information for Both
Alternative Schools With Vocational Components _
And Alternative Schools Without Vocational Components ............. 54

VII. Mean Differences in Pre-/Post-Program Student Absences
By Grade, By Alternative Schools With and Without :
Vocational Components, and By Size of School ..................... 56

VIIIL. Analysis of Variance Summary Table Comparing Mean
Differences in Pre-/Post-Program Student Absences By
Grade, By Alternative Schools With and Without 7
Vocational Components, and By Size of School ...................... 57

IX. Mean Differences in Pre-/Post-Program Decreases in
Student Absences By Alternative Schools With and ,
Without Vocational Components ...................... EERREER, 57

X. Mean Differences in Pre-/Post-Program Student Grade
Point Averages By Grade, By Alternative Schools With
and Without Vocational Components, and By Size
of School .............. e e e e e 59

vii



Table

XI.

XIIL.

XIIIL

XIV.

XVII.

XVIIL.

XIX.

XX.

Page

Analysis of Variance Summary Table Comparing Mean
Differences in Pre-/Post-Program Student Grade Point
Averages By Grade, By Alternative Schools With and
Without Vocational Components, and By Size of School ........ e 60

Mean Differences in Pre—/Post‘—Program Increases in
Student Grade Point Averages By Size of Alternative .
School .. .. o 60

Comparison of Three Alternative School Sizes on
Pre-/Post- Program Mean Differences for Student Grade
Point Averages Using Tukey’s (HSD) Test .. ....................... 61

Mean Differences in Pre-/Post-Program Student
Suspensions By Grade, By Alternative Schools With
and Without Vocational Components, and By Size
of School . . ... AR P . 63

Analysis of Variance Summary Table Comparing Mean
Differences in Pre-/Post-Program Student Suspensions
By Grade, By Alternative Schools With and Without
Vocational Components, and By Size of School ..................... 64

. Mean Differences in Pre-/Post-Program Decreases in

Student Suspensions By Alternative Schools With and
Without Vocational Components .............c.iuninennanan..s 64

Mean Differences in Pre-/Post-Program Courses Completed
By Grade, By Alternative Schools With and Without
Vocational Components, and By Size of School ............... DU 66

Analysis of Variance Summary Table Comparing Mean
Differences in Pre-/Post-Program Courses Completed By
Grade, By Alternative Schools With and Without
Vocational Components and By Size of School ................... .. 67

Mean Differences in Pre-/Post-Test Scores on the TABE
By Grade, By Alternative Schools With and Without
Vocational Components, and By Size of School ..................... 68

Analysis of Variance Summary Table Comparing Mean
Differences in Pre-/Post-Test Scores on the TABE By
Grade, By Alternative Schools With and Without
Vocational Components, and By Size of School ..................... 69

viii



Table ' | Page

XXI. Mean Differences in Pre-/Post-Test Score Increases
in the TABE By Alternative Schools With and Without
Vocational Components ..................... e e 69

XXII. Distribution of Placement and Non-Placement Data of
Students From Alternative Schools With and Wlthout
Vocational Components ............... e e 70

XXIII. Chi-Square Summary Comparing Placements and

Non-Placements of Students From Alternative Schools :
With and Without Vocational Components ......................... 71

ix



LIST OF FIGURES

Figure

1. 1995 Oklahoma Assessment Data for Grades 6-12



CHAPTER ]
RESEARCH PROBLEM
Introduction

The public school system in the United'Stafes is under tremendous pressure to
improve the quaiity of education for all sfudenfs, éspeciaﬂly those from diverse
backgrounds who. do not have mﬁch succe,és wr[h traditional approach‘es and are at risk of -
dropping out before graduation (Hamby, 1 992). Reformers are ;:alling for fundamental
changes in an educationél paradigm developed during the Industrial Revolution in an
effort to improve the quality of education for all students (Hamby & Monaco, 1993).

According to Blank & Harwell (1997), the high school of todéy has changed very
little ﬁom‘ the high schools attended by our parents and even our grandparents. They are
still organized around isolated academic disciplines, ahd still use a “listen to the lecture,
read the'chapter, answer the questiohs, take the test, and then forget it aH”. approach to
- instruction. Blank and Harwell (1997) stated that at a time in whiéh our graduates will
face increasing global competition in the rapidly changing_ technological workpiace, will
change careers many times, and 'Wiil be faced with the h10st ’cﬁtical social and
environmental decisions in human history, completing four years of barely connected
courses, most of which focus on tﬁe mastéry of content from textbooks Mitten a decade

ago, will ill-prepare our youth to take charge of their future.



Test scores, dropout rates, behavioral problems, remediation required by colleges,
and business and industry feedback all confirm weaknesses in the public school delivery
system. Public schools are vvveak on relevancy, connectivity of subjects, and hands-on’
curriculum (Grubb, 1995). Some eaucators believe vocational education can pfovide
solutions for some of those problems. However, the same educators who lament the
weaknesses of public schools believe Vocationai education also falls short in delivering
the total education package. Shortcvomin‘gvs include the lack of core subject integration
into vocational curriculum, low academic expectations, and a terminal systém (Bottoms,
1995). A useful answer appears to lie somewhere in the m—iddle of these two traditional
approaches. With_inivtiatives such as “é'chbol-to-work,” public schools and Vocatidnal
schools aré merging their strengths (Bottoms, 1997). |

Another educational enterprise that fosters the integration of public schools and
vocational education is alternative educétion. Alternative education is at the educational

| forefront not only in Oklahoma but across the nation. It is based on the belief that there
are many ways to become educated, as well as many types of environments and structures
within which this may occur (Child Service Demonstration Center, 1996). Some
successful alternative educaﬁonvpro‘grams in Oklahoma ére blending compbnents of both
common schools and Vocational education (Oklahqnia Techﬁical Assistance Center,
1997). Bottoms (1 99 7) fstate‘s that by the very nature of vocational education instructional
methodology which inclﬁdeé student aSsessmenf, applied insffuctidh, self-paced
curriculum, and relevancy to the world of work, it is reaéonable to assume that it would
serve as ‘a successful component of alternative education programs. Passive instructional

strategies, lack of relevant curriculum, poor guidance programs, inappropriate use of



technology, negative school climate, and disregard of student learning styles are among
school related factors that place students at risk. Many of these elements have been
“eliminated or at least minimized in vocational education (Bottoms, 1997).

Duttweiler (1995) states that alternative education programs have the flexibility,
freedom, and deregulafory power to explore different types of delivery systems.
Alternative educatién programs have the opportunity to be a proving ground f§r
educational change. Effective altérnative schools share many features with exemplary
schools. Policy-makers could view the ideal alfemative school as abmodel, -and use it to
initiate overall educatiénal reform. Alternative education pro grams will help pplicy

makers to confront the failures of the traditioﬁal delivery system (Duttweiler, 1995).
Statement of the Problem

House Bill 2692, passed by‘ the Oklahoma ‘Legislature in 1996, requires all school
districts in Oklahoma to develop and implement alternative education programs by the
2000-2001 school year (Okléhoma State Department of Education, 1997). Since the
curriculum regulations and delivery guidelines for alternative education in Oklahoma are
very liberél at this stage of deveIopment, creativity and reforﬁi are being encouraged as
alternative education programs are emgrging. Therefore, it is imperative that monies be
wisely invested in programs that‘ haye the opportﬁnity to be successful with students. As
regulatory agencies refine alternative educafién cfiferia and design future programs, they
will be assessing and evaluating components that have a positive impact on students.

Currently insufficient data are readily available upon which these important decisions can



be based. Results of this study will assist agencies in their attempt to establish criteria
and curriculum‘ components for alternative education programs.

The basic problem addressed by this study is that Oklahoma taxpayers will be
spending millions of dollars on alfernative education programs in Oklahoma and it is not
known if vocational education components contribute to the effectiveness of these

programs.
i Purpose of the Research

The purpose of this research was to determine if the integration of vocational
educational components into alternative education programs in Oklahoma had a

significant impact on student achievement as measured by selected variables.
Research Ques‘tioné

The following research questions were developed to provide direction to the study: .

1. Are there Signiﬁcant differences, in terms of selected variables, among students
in altefnative education programs in Oklahoma with chational education components, as
compared to students in alterhative éducation programs in Okiahorria without vocational
education components? |

2. Are there significant differences, in terms of placemgnts, among studeﬁts in
altemativé education programs in Oklahoma with vécationﬁl education components, as
compared with students‘in alternative education programs in Oklahoma without

vocational education components?



Limitations of the Study

The following limitations applied to the study:
1. The study was conducted over one academic year.
2. By using the stﬁdent’s laét known address, return information on the placement
survey was limited.

3. The study was limited to selected schools in Oklahoma.
Assumptions of the Study

The study was conducted wifh the‘,- following assumptions:

1. Alternative schools chosen ‘for this study were similar other than the vocational
covmponent.

2. The students’ grade point averages were calculafed in é'similar manner among
schools.

3. The students’ standardized academic tests were administered in a similar manner
among schools.

4. Vo;:ational educatioh components consist of one, or a combination of all or any,
of the folldWing: enrollment in an area VOCationai techrﬁ(:él échool program; and/or a
work-site education program; ahd/of an apprenticeship program; and/or a service learning
pfogram.

5. Alternative education components, other than Vocationai éomponents, may

impact student achievement in one or all of the measured variables.



Definition of Terms

The following terms atld definitions were relevant and added clarity and
understanding to this study: -

vAlternative Education - An edueatienal process incorporating appropriate structure,
curriculum, interaction, and reinforcemetlt str,ategies‘desigried to provide effective
instruction fer those students whose need‘sv, are not best served within the traditional
educatienal setti‘ng.: (This is the definition adopted by the Oklahoma Alternative
Education Association, a statewide association formed in 1985 by'educators involved in
successful alterﬁative schooi programs.) .. |

Alternative School/Program With Vecatiorial Component - For the purpose of this
study alternative school/program with Vocationel centponents_ refers to an alternative
education ’school/program_that required students to eomplete at least one ‘vocational
component (as defined in this study) as part of their eurricular requirements in addition to
their regular core courses.

Alternative School/Program Without Vocatiorial‘ Components - For the purpose of

this study alternative school/program without vocational components refers to an
alternative education scheo’l/program that did not require students to complete at least one
vocational component (as defined in this study) as part of their curricular requirements in
addition to their regular core coufses. | |

Applied Aeadeﬁlics - Courses such as applied meth, prineiples of technology,
applied biology and chemistry, applied communication, and applied social studies that
focus on subject matter concepts as they apply to real-world problem solving (Oklahoma

Department of Vocational and Technical Education, 1996).



Apprenticeship - Registered apprenticeship describes those apprenticeship
programs which meet specific federally approved standards designed to safeguard the
welfare of apprentices and which are registered with the Bureau of Apprenticeship and
Training (BAT). Itisa relationship between an efﬁployer and employee dilring which the
worker, or apprentice, learns an occupation in a structured pfogram sponsored jointly by
employers and labor unibns or operated by emp’loyers and employer associations
(Oklahoma Department of Vocatiorvlalian‘d Techﬂical Education, 1996). Also see Y. outh
Apprenticeship. " |

At-Risk Student - Individuals whose present or predictable status (economic,

social- culture, academic, and/or health) indica:fes that they might féil to successfully
complete their secondary educ;,ationgand acquire basic life skills necessary for higher
-education and/or emplbyment. More specifically, children and yputh may be deemed at-
risk if:

1. They are a member of a household family whose income is at or below the
poverty level under criteria used by the U.S. Bureau of Census; or

2. They have not made substantial progress in mastering basic skills that are
appropriate for students of their age; or

3. They have grades that conéistently indicate major underachievement; or
4. They have been rétai_ned in a grade for one or more years; or

5. They have been a school dropout or have had excessive absences during a
school year; or. ‘ ’

6. They have been determined to be at-risk based on assessment by school staff
familiar with the students’ health, social, or family status as these influences
may be impairing the student’s success in school. Influences may include but
are not limited to, evidence of abuse of the student, the students’ use of alcohol
or drugs, pregnancy or attempted suicide (Oklahoma Technical Assistance
Center, 1997).



Integrated Learning - The “horizontal” bridging across academics and vocational
areas of the curriculum to provide students with exposure to both disciplines and |
ultimately how to epi)ly them (Grubb, 1995).

School Size - The population of the town in which the schools were located. For
the purpose of this study, rural was defined as any location with a pepulation of 12,000 or |
less; urban was defined as ény location with a population of between 12,001 and 50>,000;
and metropolitan being defined as any location with a population of 50,001 or more.

School-to-Work - An initiative which helps young people progress smoothly from

school to work bymaklng connections between their education and career. The system is
a cooperative effort of elementary and secondary edhcation, vocational-technical
education, higher educaﬁo‘n, and business/industry partriersto engage all yolith in the
lifelong acquisition of knowledge, skills, and attitudes neceesary to pursue meaningful,
challenging, and productive career pathways into high-skill, high-wage jobs (Oklahoma
Department of Vocatiohal and Technical Education, 1997).

Service Learning - Method by which young people learn and develop through active

participation in thoughtfully organized, meaningful service eXperiences. Successful

service learning activities:;heet actual community needs; are coordinated in collaboration
wnh the school and community; are integrated into the currieulum; provide p‘articipants
with opportunities to proVide newly acquired shills and knoWledge to wqu in their own
communities; and enhance whaf is tahght in school by eXteridir.lgulee»trn‘ing beyond the
classrooms. (As defined by the Alliance for Service Learning in Education Reform.)

Vocational Education Component - For the purpose of this study, vocational

education component refers to a program which prepares graduates to work in a specific



cluster of occupations,or for transition into the workplace in general. This may include:
enrollment in a regular area vocational-technical school program; a work-site learning
program, an apprenticeship or youth apprenticeship program, and service learning.
Work-Site Learning - Consists of work experiences on site in business and industry;
a coherent sequence of job training and work experiences that are coordinated with the
activities in the school-baseti learning component; workplace mentoring; instruction in
general workplace competencies such as positiveWork attitudes, employ.ability skills, and
participatory skills; and broad instruction in all aspects of a business/industry. The work-
based component may include paid work experience, j_oli shadowing; or school sponsored
enterprises. Varying levels of academic c_redit are usually given for work-site learning
components (Oklahorna Department of Vocational and Technical Education, 1996).

" Youth Apprenticeship - A school-to-work option designed to expose students to
work-day realities. Participants spend part of each schocl week at a work-site and are
treated as regular employees. The experience at the work-site provides part of the
students’ instruction. Youth apprenticeship is an employet/school partnership, preceded
by career exploration, integrated academics and structured job training, and work;site
experience. Because youth apprenticeship is often confused with registered
apprentz'ceshz’p, work-site learrzing is becoining a more comrnon term used to describe the
student learner’s experience'(Oklahvoma Department of Vocational and Technical

Education, 1996)i
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Organization of the Study

The study is organized in the following manner. Chapter I contains the nature of
the research problem, the significance of the study, the research questions that were -
developed to guide the study, limitations of the study, assufnptions of the study, and
definition of terms. Chapter II consists of the review of the literature including
alternativé education, the need for alfernative education in Oklahoma, ilocational
education‘ as a component in alternative edu‘c'at»iOn, and broader educational reforms.
Chapfer I ‘includes the researéh design and proﬂ.ceduvr.es, selection of subjects, data
collection, and data analysis. Chapter IV présénts the results of thé data analysis and

Chapter V contains the findings, conclusions, and recommendations.



CHAPTER II
REVIEW OF RELATED’ LITERATURE

From a review of literature related to this study, the areas of éltemative education,
the need for alternative education in Oklahoma, Vocaﬁonal education as a component in
alternative education, and broader educational reforms were identified as the major

components for the development of this study.
Alternative Education

Early school leavers have always been bart of the public school experience;
 however, recognition of the problém of school dropouts only became a Serioﬁs public
issue in the 19603. It was during this period that major federal legislation with sufficient
funding was directed at children based on economic and/or academic needs (Smink,
1997). |

The nation’s governors joined Presidént B.ush in 1989 in creating six national
educational goals with one goal speciﬁczﬂly directed to the drop‘ouf rate. That action
caused tremgndous excitement about the critical dropout issue, with both legislétive and
corporate initiatives funding rhaj or dropout prevention‘p‘rograms; A great amount of
research was generated to help define the profile of the school dropout, the many
differenf causes, and the variety of consequencés of the dropout phenomena (Smink,

1997).

11
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According to Duckénﬁeld and Brown (1997), tﬁe proportion of unskilled jobs,
once comprising the bulk of all jobs, has fallen 20 percent, while the ranks of skilled jobs
has risen to at least 60 percent. The‘refore,‘ toda&’s,dropouts have a more difficult time
finding a job corﬁpared to dr'opouts 25 years ago. Many businesses and industries are
downsizing due to techﬁological adyances. Large numbers of unskilled jobs have shifted
to overseas locations. It is very difﬁculf to make a living on the current minimum wage
even if a dropout is able to obtain a job. Almost hélf of all dropouts are unemployed 12

months after dropping out of school (Duckenfield & Brown, 1997).

Morley (1992) stafes:.

Alternative ediication is based upoﬁ the belief fhat there are many ways tb

become educated, as well as many types of environments and structures

within which this may occur, Further, it recognizes that all people can be

educated and that it is in society’s interest to ensure that all are educated to

at least...a general high school...level. To accomplish this requires-that we

provide a variety of structures and environments such that each person can

find one that is sufficiently comfortable to facilitate progress. (p. 8)

Alternative schools have recently gone through a revival based on dissatisfaction
with the cﬁrrent public school system. This revival has included both parents who feel
that the schools are not inectihg the social needs of their students, and those who feel that
the value system being espoused in the public schools "conﬂicts with wha_{ they feel is
appropriate (Westberry, 1997).

According tb.Aréns‘dn (1995) thet main goal of alternative éducation is to help
students become productive members of society. Furthermore, it assigns a 1arge part of
the responsibility for achieving that goal to the school system, suggesting that schools

meet students’ differing needs rather than expect them to conform to one particular

educational environment.
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A second goal also drives the need of alternative education programs: the need to
remove disruptive influences to create classrooms that are productive and safe. Many
_educators and policy makers recognize this need, bﬁt disapprove of discipline policies
that merely facilitate the removal of suspended and expelled students from schools. Such
removal often leaves these students without adult guidance or supervision (Aronson,
1995).

According to Aronéon (i 995) these dual goals—the desire to increase graduation
rates and the need to eliminate »disrl.lptive or Violenf students from classrooms without
sending them to the streets—has lead many pQIicy makers to embféCe alternative
education. Three out of five states in the Southwestern Region served by the Southwest
Educational Developmént Laboratory (SEDL) have enacted legislation mandating
alternative educétion. Arkansas, Louisiana, and vTeXas require every school district to
provide an alternative learning environment for expelled and suspended students. A
fourth state, Oklahoma, has enacted legislation that supports the creation of alternative
programs by awarding‘ grants, evaluating programs for effectiveness and replicability, and
providing state 'VaIidation for ‘those that receivé };igh rankings (Ardhson, 1995). -

Altemati\}e education has resisted attempts '_[0 be deﬁnwed fonnélly in federal and
state law. Altemative education recognizes that every student learns in a different way
- and in different envifoﬂments (Antonucci, 1996).

RayWid (1994) states that the history and diverse needs of communities has
brought about three distinct program types under the broad category of alternative
education. These different types are primarily based upon the specific purpose served by

these programs. The three types of programs as described by Raywid (1994) are:



14

Type I (True educational alternatives) - These schools tend to be exfremely

engaging, challenging and fulfilling for all involved. The curriculum is

innovative and creative. These programs reflect significant changes in the typical
organizational structure and most closely resemble what are referred to as

“charter” or “enterprise school” programs.

Type 11 (Alternative discipline programs) - Students typically will find themselves

sentenced to these programs and are viewed as a last resort prior to expulsion.

These “last chance” programs for disruptive students focus on behavior

modification. They attempt to change students and return them to their traditional

classrooms. ' ‘ ' '

Type HI (Therapeutic programs) - Thcse programs are non'—p»uriitive and

therapeutic in their approach. The staffs strive for a compassionate and positive

orientation with students. They are designed for youth who are in need or
remediation or rehabilitation—usually academic and/or emotional. The focus is
typically strong on human service support and generate conditions which nurture
self-esteem and social/emotional growth. -

Raywid’s review of the literature suggested that programs of the first type, true
educational alternatives, achieve the most success. In contrast, alternative discipline
programs rarely lead to substantial gains for students. Therapeutic programs have mixed
results: students often make progress while in the alternative programs, but regress upon
return to the traditional one.

Recent research in Oklahgjma yielded similar results. Although students
participating in an alternative education program academically outperformed students not
enrolled in a program (suggesﬁng that some intervention is better than none), the results
depended on the type of program and its goals. Students in long-term, alternative
education programs improved more and performed better than students in short-term
alternative discipline programs. Thus, programs designed to be true educational

alternatives were most successful in reducing the “at-risk” status of these students

(Oklahoma Technical Assistance Center, 1997).
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The Need for Alternative Education in Oklahoma

In accordance with the Juvenile Justice Reform Act of 1994, Oklahoma schools
participated in a statewide assessment of the need for alternative ‘educatioﬁal
programming (Oklahoma Technical Assistance Cénter, 1995). According to data
reported by the Oklahoma Technical Assistance Center (OTAC) in 1995, the statewide
needs assessment finding indicated that 12,157 students in grades six through .twelve
were being served by some type of alternative education program.‘ However, Oklahoma
school districts estimated that an additional 22,464 students in grades six through twelve
were also in need of some tfpe of alfefnative education programming. Since only 87
percent of the state’s school distﬁcts completed the assessment and submitted it for
analysis, the resuits are a low estimate of the states’ need. Statewide totals for the 1994-
95 school year are represented in Figure 1 on the following page.

Additionally, data provided by the Jﬁvenile Oh—Line Tracking System (JOLTS)
indicated that 26,345 Oklahoma students between the grades of six and twelve had
contact with the Juvenile Services Unit during the '1 994-95 school year many of which
are represented in Figure 1.

Research indicates thaf students who have been at-risk in high school rémain at-
risk in life. A Phi Delté Kappa collection of case studies of students at-risk (Strother,
1991) indicated that such individuals leafn to fail and tend to repeat the practicé, at least
- in the time following closely after the study. Without systematic infervention, at-risk
youth rarely achieve their botential. The traditional ways of preparing for and finding
employment are not effective for at-risk youth because those youth often lack the basic

skills required by the workplace, they do not have organized job networks, and they are
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faced with overt and covert discrimination in finding and securing employment
(Feichtner, 1989). Feichtner added that the at-risk population will be especially
vulnerable in the musical chairs employment arena for they often lack thé skills
employers seek. According to Duttweiler (1994), if the United States is to regain its
competitive edge, Qui public schools mﬁst better prepare students, especially studenté n
at-risk situations, for a changing workplace. A récent report by thé U.S. Department of
Labor stated that more than half of the students leafe school without the knowledge or |

foundation required to find and hold a good job. o

/

8,436
dropped out
of school

10,223
were retained or did not
complete the required. credits
for the next grade

34,894
scored below the 25th percentile on the
state standardized academic tests

38,665
were assigned to an in-school suspension program
for at least some part of the year

41,675

were absent for more than 20 days

51,408
averaged a grade point below 2.0

Figure 1: 1995 Oklah‘oma Assessment Data for Grades 6-12

Government directly receives a benefit of $81 ,000 for each potential dropout that
eventually graduates from high school and $86,000 in productivity over the lifetime of
the individual. If the 8,436 students who dropped out of Oklahoma’s schools during the
1994-95 school year were recbveréd and obtained their high school diploma, a :

conservative estimate of their lifetime economic contribution to society would be one
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billion dollars. The monetary loss due to dropouts is represented in Table I (Oklahoma
Technical Center, 1997). |

TABLEI

LOST DOLLARS DUE TO DROPOUTS IN OKLAHOMA

Lost tax revenue $70,000 x 8,436 dropouts | 596,501,12

Increased govemmént services $1.0,270\x 8,436 dropouts | $ . 86,637,720

Lost productivity: $86,000 x 8,’436 dropouts | - 1$ 725,496,000

Total lost economic benefit to society - _ $1,408,634,840

Additionally, the estimates listed in Table II on the following page are based on
empirical evidencc‘about the benefits that é'ccrue from alternative sphooling (Oklahoma
Technical Center, 1997). The estimates may understate the beneﬁfs of alternative schools
because they do not include other benefits such as kecping teachers in the profession,
reducing drug and alcohol use, lowering teen pregnanCy rates, and preventing injury and
property damage by reducing crime.

Proponents of alternative education claim that it dramatically improves the
academic achievement and behavior of dropouts and potential dropouts. Reports from
research and pfacticé supbort these claims (Raywid, 1990; COrmier, etal., 1991;
Morley, 1991; Rogers, 1991; Bryant, 1993; Kérshaw & Biank, 1993; New Futures for
Little chk Youth, 1993; Kadel, 1994; Oklahoma Techniqal Assistance Center, 1997).

- Also, according to Young (1990), research on alternative schools indiceited positive
results for some students that probably would not have occurred through conventional

schooling.
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TABLE I

MONETARY BENEFIT TO THE PUBLIC OF

ALTERNATIVE EDUCATION
Annual Cost of Alternative Schools Annual Benefit to the Public
(per student served) . e (per student served)

$14,000 in student learning time that
would have been lost

Total Cost = $7,000 per student served $2,800 in reduced grade repetition

$600 in increased tax revenue

$1,750 in reduced welfare costs

$1,500 in reduced prison costs

“Total Benefits = $20,650 per student
served

Young (1990) identifies the following positive results from studies of alternative
schools: |

Increased attendance

Decreased dropouts

Decreased truancy ,

Fewer student behavior problems

Increase in earned credits . '

High satisfaction of social needs

Positive attitudes toward schools

Productivity in the community after graduation
Increased parent involvement

0 0N AU W

Although the research is. not ideal or comprehensive, it suggests that students in
alternative education progranis do indeed perfarﬁm well academically. A Well ‘designed,
large-scale project in Oklahoma revcaléd that students in alternative education programs
improved on a variety of academick outcomes, including- grades, attendance, number of
courses failed, and disciplinary rgferrals (OTAC, 1995).

Individual alternative programs in a variety of rural and urban communities in

California, Michigan, New York, and Oregon also reported student improvement on
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several academic measures, including attendance, dropout rates, grades, and test scores
(Butchart, 1986). Alternative schools also report reduced discipline problems and
violence (Butchart, 1986). Additionally, the effects of altemative education seem to
extend beyond the school years. A 1990 survéy of drépoutswho had returned to school
and graduated from an altemative education program ih lowa suggested that alternative
~ education graduates db tend to become productive citizens after graduation (Morley,
1991). One hundred percent of the graduates frofn the Community Altemative School in
Camden, Mainé have worked since leaving the school, with 85-90% of non-homemakers
or pbstsecondary students holding full-time jobs. Forty-five percent of their gréduates
have gone on to postsecondary education (Pariser, 1996).

Further, a survey of lowa’s alternative scholol graduates (dropoﬁts'who returned
and graduated from an alternative school) by Veale (1990) indicated very positive results
regarding the productivity of sltéfnative school graduates in the community. Eight
measures of productivity were assessed including income generated via employment,
postsecondary education/training, volunteer activities, participation in the political
process, homemaking/child rearing, talents and skills not used on thé job, public
assistance involvement, and penal system involvement. The study also assessed
behaviors determined critical in competitive work. The results indicated that the
financial investment 1n alterﬁaﬁve education does Beneﬁt the state compared to other long
term pbtential costs of dfopouts and‘ that alternative school gfaduates are productive
citizens when assessed across all eight criteria used to define productivity.

The President proposed $250 million in his fiscal year 1998 budget for out-of-

school youth because the problems of this population exact an enormous cost to society.
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- More than half of out-of-school young people in many of our country’s inner-city

- neighborhoods ci]rrently have no jobs, and school dropout rates in these areas can exceed
60 percent (Uhalde, 1997).

Many dropouts who have been unable to gef a job join the welfare rolls. High
school dropouts were more than twice as likely to receive income from Aid for
Dependent Children (AFDC) or public assistance as high school gfaduates who did not
go on to college (Duckenfield & Browﬁ, 1.9‘97)}, Acéording to Duckenﬁeld & Brown,
eighty-two percent of America’s prisoners are high school dropouts. The economic
impact is enormous. The average cost per yeér_td éducate a child is $4,000 in the public
school system while it costs an average of $20,000 per year to maintain a prison inmate
(Duckenfield & Brown, 1997).

Representative Hager (1997), Chair of the House Education Committee in
Oklahoma lamented, “In Hominy, Oklahoma at the C‘onner Correctional Center, more
than 62 percent of the inmates don’t have a high school educatioﬁ. We need to take
students who are at-risk and bring them up to speed so that they have the opportunity to
succeed in the educationai proéess” (p. 2). Hager (1997) agreed, however, that the
relatively new altemaﬁ{/é education program system in Oklahdnié needs somé
refinement. He along with Representative Begley, Chair of the Education Appropriations
and Blidget Subcommittee in Okl‘ahoma,-‘co—aufhored House Bill 1970 to address some
concerns. Hager (1997)vstated, “We néed‘iﬁput from a.found the state in our efforts to
review and revise the statutes (dealing with alternative eduéation)” (p. 2). The National
Education Goalls (1995) addressed the dropout problem in the United States. Goal

number two is School Completion: By the year 2000, the high school graduation rate will
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increase to 90 percent. According to The National Education Goals (1995), 2,217
- teenagers dropout of school each school day; of the U.S. prison population in 1992, half
were high school dropouts.

Likewise, Senator Williams (1997), Chair of the Senate Education Committee in

Oklahoma, stated that there are three strong purposes for altemativ,e education:

1. Addressing the needs of students who have dropped out of school or who are
in danger of not succeeding—students who, in the conventional classroom, are
not feeling successful; '

2. Wofking with ybuhg people who are adjudicated delinquent or referred by the
court or Oklahoma Juvenile Authority—a distinctly different population and
one in need of different approaches. '

3. Offering the potential for innovation to discover new ways to educate
students.

Vocational Education as a Component

in Alternative Education

According to Hamby and Monaco (1993) educators and leaders in business,
government, and the public sector are attempting to provide a comprehensive, effective
education for all students by designing a new approach to education which will:

1. Eliminate the educationally-embarrassing generall track which leads students
into an academic and vocational dead end.

2. Improve the connection between school and work in this country, which has
the worst school-to-industry transition program of any industrialized nation.

3. Integrate academic and vocational curricula to enhance the relevance of course
content to work. ‘

4. Make school more relevant, caring, reSponsive, and student-centered for the
large number of students not academically gifted or college bound.
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Enhanced Vocational Education (EVE) is a concept which combines these ideas
with the findings of a three year project funded in ten demonstration sites throughout the
country by the United States Department of Education, Office of Vocational and Adult
Education (Hamby & Monan, 1993). EVE represents an expanded vision of vocational
education that actively seeks change in curriculum, methods, and the students it serves.
This approach is a combination of the best aspects of vocational education'and nroven
dropout prevention p'ractices. It offers hope to many students who eften view the future
with despair (Hamby & Monaco, 1993). EVE is Vocati,onaled'ucation that not only has
moved into the mainstream of educati'on; it is on the cutting edge in serving those
students who tratditionally have been turned off by education and alienated from school
(at-risk students). Enhanced Vocational Education contains cemponents'that comprise
many current alternative education programs such as: applied academics; employability
skills training; vocational/technical education; connseling; flexible seheduling ; and
community collaboration.

Successful alternative education programs vary in their specific features because
program creators design each one to meet the needs of a unique student population.
Developing a prescription that will gua.tantee the success of any pro gram,b therefore, is an
impossible task (Aronson, 1995). However, proponents have extracted several general
features that are considered central to success (Butchart, 1986; Jacobs, 1994; Kadel,
1994; Kershaw & Blénk, 1993; Merley, 19§1; Raywid, 1994; Rogers, 1991). One of
those identified features common to successful programs was the inclusion of
experiential learning and vocational components to link what students learn in school

with their future life and work (Aronson, 1995). In addition, a new report from the
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National Governors’ Association says communities trying to serve school dropouts
should integrate academic education with vocational education (Brown, 1997).

The Unfinished Agenda, a report prepared for the National Commission on
Secondary Vocational Education (1984), stated: “Vocational education is both a body of
knowledge and an educational process, but the educational process has not received the
degree of attention it deserves” (p. 6). Vocational education processes that connect the
school curriculum with real-life issues afford the:at-risk student population a potential
advantage in beéoming a full partner in the development of America’s World-ciass
workforce (Schell & Babich, 1993).

After 2 % Years with its alternative educétioﬁ progfam, Chqctéw-Nicoma Park
Public Schools in Oklahoma progréssed from a 6 percént toa?2.2 percent dropout rate
(Oklahoma Technical Assistance Center, 1997). The data represented going from the
highest dropout rate in Oklahoma County to the lowéist dropout r‘:ate in Oklahoma County.
The Choctaw Alternati\}e Transitional School (CATS) incorporates several Vocatiénal
components into their program. In addition to students attending core classes four
evenings a Week,'each student is required to be involved in a daytime Vocationél
component. Students, through an assessmerit process, were enrolled in the area
vocational-technical school, a work-site learning program, or a service learning program.
The work-site learning and vsver'vi‘ce Iéaming placefnents i’nvolfzed matching student career
goals to certain jobs or agencies. Employers and‘ service agéncy pérsonnel Weré required
to complete periodic assessments and evaluations on students related to educational goals

and objectives.
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Research has demonstrated that service learning has great potential for

delivering important educational outcomes. Students involved in such programs show
imprbvement in areas of intellectual, social, and psychological development (Shumer,
1996). Accofding to Shumer (1996), service learning connected to vocational education
improves its effectivenéss, too. Programs that include tangible service, such as child
care, foéd preparation, tutoring, healtﬁ care, and residential repaif have proven successful
results. Student motivation is enhénced, as is the ability to conngct academic subjects
and skill development with community improvement. In summary, Shumer (1996)
states, “of the many educational reforms that'havé been proposed, service learning has
perhaps the greatest poteﬁtial to delivéf important'outcomes ngcessary for the next
century” (p. 53).

Service learning has vocational education written all over it. “Vocational
education hasvbeen doing it for years,” says Sémuel Halperin, co director of the American
Youth Policy Forum in Washington D.C. (Lozada, 1998, p. 28). Vocational educators
have been taking their knowledge of a career and providing service to the
community—and not calling it national or community service. The challenge for
vocational education teachers is to integrate fhe reﬂectién piece. Service learning has
three components—preparation, action, and reﬂectiqnfand for some vocational teachers
the reflection component is the new piece (I.Joza‘d‘a,. 1998). Th¢re is limited hard data on
the effects of service léarning on Students but a 1995 national survey indicated 95 percent
of the high school students polled said service learning should be a part of their schooling

(Lozada, 1998).
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In addiﬁon, Carter (1998) states, “After years of working in the field, [ am
convinced that service learning is-one of the most powerfui instructional strategies I have
ever witnessed. Service learning is allowing students who do not do well, as measured by
traditional instruments, to succeed” (p. 3).

One edupationai initiative that incorporates aspects of Vocational education found
in successful alternative education programs is the School-to-WOrk Opportunities Act of
1994. Schbol—t@Work isa syétem which hélps yOung people to progress smoothly from
school to work by making connentions between their education and a career. Every
school-to-work onportunity system must contain three core eleménts knoWn as school-
based learning, wdrk—based léaming, and -connentingv activities. School-based learning is
classroom instruction based on( high academic and occnpational skills standards. Work-
based learning is work éxperience, structured training, and mento‘ring at job sites.
Connecting activities develop courses that integrate clnssroom and on-the-job instruction,
match students with participating employers, train job-site mentors, and build and
maintain bridges between school and work (Oklahoma School-to-Work System, 1996).
Current U.S. Secretary of Education Richard Riley pointed to School-to-Work as a way .
to retain drvo._pout.s and better prepare students for comrnunity‘collegé. Ri:l_ey noted that
School-to-Work develops links nvith business and gives students real world experiences
as well as links to community colléges (Hudelson, 1997). A_dditionally Uhalde (1997),
Aséistant Secretafy of the Employrnent and'Training Administr’atio'n, U.S. Departinent of
Labor stated, “School-to-Work is hélping prepare our young people to be top-notch
learners and employees for the 21* century economy.” He‘adds, “This partner»ship among

educators, employers, parents, students, and others makes curricula more relevant, offers
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mentoring and internships and gives students a taste of different careers and broad,
transferable work skills without tracking them into particular occupations” (p. 37).

A sound high school education that leads to a good job and a technical/collegiate
- education that results in a productive and satisfying life ié the promise of the School-to-
Work Opportunities initiative. Each year, 20 percent of all the nation’s at-risk school-
age children drop out of high schdol without job skills. - One in five American
children—one fifth of our future front-line workforce—is born in poverty (Oklahoma
School-to-Work System, 1996). Many American children fail to believe that their school
performance wiﬂ greaﬂy influence their later life. This is the strength of a school-to-
work initiative Which comnects school performance with life and work (Oklahoma
School-to-Work System, 1996).

Many potential dropouts hold jobs in addition to their énréllment in high school.
Between 40 and 60 percent of high school ége students are. working at any one time; for
most there is no connection between school and work. A well designed school-to-work
system can make this connection for students and give meaning to staying in school
(Oklahoma School-to-Work System, 1996).

Feichtner (1989) stated:

The school-to-work transition process 1s irvlexorably‘bound to
keeping students in school and helping them develop the skills
employers need. When the process breaks down, the result is.
unemployment or underemployment, poverty, and public assistance.
The unemployment and underemployment problems of at-risk youth
are significant enough to the nation’s economy (a one percent
increase in unemployment increases the federal outlay by 64 percent)

to merit legislative consideration of mandating systematized school-
to-work transition process for all at-risk youth. (p. 10)
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The current school-to-work transition program, however, has a number of
program and servic;e bafriers' that compound the societal barriers faced by at-risk youth.
The greatest barrier to effective school-to-work transition for at-risk youth is the lack of a
mandated systematic process for delivering_school-to—work transition services (Feichtner,
1989).

A large bédy of research shows that vocétional education provides the kinds of
educational experiences needed by a diverse future work force. Studies-of the
relaﬁonships between student characteristics and effective teaching methods have
underscored the value of voéational education concepts and strategies 1n helping those
who traditionally have n§t had much success in schqol (Hamby, 1992).

For example, at-risk students who earn more vocational credits in an occupational
specialty (rather than in early exploratory or WOI‘k study programs) are more likely to
graduate from high school (Weber, 1987). Disadvantaged minority vstudents who took at
least a four-credit vocational education program and found employmeht related to that
program gained important labor market advantages (Gray, 1991).

According to Hamby (1992), this is the time when our nation’s economy has the
greatest need for wHat vocational education has to offer—at least the kind of vocational
- education that is helping students with diverse backgrounds and different learning styles.
With a history of solving problems‘ in the real world, vocational educators are in a unique
position to lead education reform into the 21* centufy.

As beneﬁcia:d as vocational education may be f01,‘ all students, its potential for “at-
risk” students requires further study and validation. This was the rationale behind the

Office of Vocational and Adult Education’s decision to initiate the Vocational
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Educational Cooperative Demonstration Proj ect. Ten projects were selected in 1989 to
supply experiential data that clearly demonstrates vocational education’s role in meeting
the needs of at-risk students. The major geal of this program was to demonstrate
vocational education’s role in dropoﬁt prevexitien.i (Hémby, 1992).

The projects were ‘administered in entirely different echeol settings and Were
spread out across the regions of the United States. Program requirerﬁents specified that
the projects were to be located in communities with high dropout rates, test a variety of
dropout prevention: sfrategi_es, and be capable of Widespread replicatioﬁ. In some sites a
90% retentien and graduation rate was achieved (Hevlmby,_l 992). Eaci‘hv(‘)'ne of the ten
projects reported various gains in student achieyerflent involving a Ve_riety of variables.
Hamby (1992) states:

The message is enceuraging and reverberates through each one of

the ten demonstration sites. Leaders in vocational education have

been instrumental in developing comprehensive dropout prevention

programs in their schools and in their communities. These leaders

have contributed to the restructuring process and should continue to

take the lead in planning and implementing additional programs for
students “at-risk.” (p. 32) '

Broader. Educational Reforms

Much of the current ‘literavture aboﬁt_ school restructuring focuses on administrative
- restructuring (e.g., site-based managemeﬁt; inclusive school governance, deeentralized
budgeting). By removing many bureaucratic impediments to inn'ontion, administrative
restructuring seeks to empower teachers and administrators to acknowledge local
students’ needs, devise programmatic responses, and, in general, create the successful

schools of the future (Rutter & Margelofsky, 1997). Rutter & Mar‘gelofsky (1997) add:
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We seem to be guided primarily by a faith—that once teachers and
others are empowered to create, they will succeed. In practice, it -
seems highly unlikely that newly empowered teachers can bring
about the authentic restructuring of schools without drawing on the
-ideas, visions, observations, and experiences of others, especially as
those experiences differ from their own. Inquiries into the deep
structure of schooling, like those undertaken by researchers _
examining the school experiences of youth at-risk, therefore, remain
central to achieving “real” restructuring (i.e., removing all structural
barriers to student achievement). Educators need to continue to
identify problematic structures within conventional comprehensive

schools and examine promising practices where alternatives exist.”

®3 |

According to Cafter (1998); oné of the primary purposes of edﬁ‘cation reform is to
enable at-risk studé_n_ts to succeed. Schébls mlist_empower students toward success rathér
than disable them, which is the foundation of alternative education. Education réform
should include a recogrﬁtion and imp‘lementationﬂof teéching sffategi_es that deal with the
“theory of multiple intelligences” along with school-to-work transition programs _and
community service learning (Carter, 1998). A major survey of high s;:hool restructuring
in all accredited secondary schools finds that 65 percent of the schools have school-to-
work transition programs either “in general use” or “partially implemented” (Alger,
1997).

Clinchy (1‘998), with-the institute for Responsive Education in Boston, identifies a
counter-movement to Goals 2000 (which h¢ calls another version of the “authoritarian,
- factory-model school system™) aifned at depehtralizing and vd_emocratiz"ing the public
school system. Sigﬁs of this movement, he says, -are.‘vmagﬁet sch00ils‘;"the movement to
create charter schools; and, more recently, a movement by districts toward creating small,

in-district autonomous schools similar to some alternative schools. Clinchy believes that
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the latter‘movenient provides a blueprint for a new, democratic, and more successful
system of public education. |

Alternative education is predicated on the idea that the existing edncational
sjstem serves most students effectively,:'so‘. only a few who are not succeeding need.
aliernative education. Thus,‘alternetive education assnmes minimal failure in traditional
schools. However, some school data suggests a more extensive problem. Research from
- Little Rock, Arkansas revealed that in 1989 t01991 ‘more than two-thirds of the students
enrolled in junior and senior high échools in this urban area showed indications of
academic difficulty, including cenrse failure, .grade retention, dropoilt, suspension,
expulsion, and low standardized"test scores (New Futures for Little Rock Y outh, 1993). .

Clearly, all of theée students eannot‘ be placed in alternative environments, and
placing only some is-but a partial solution. Many more 'studentvs who are at-risk remain in
traditional classrooms where they zire most iikely under-served (ArenSOn, 1995).
Aronson (1995) stated that the removal of most of the disruptive students may give
practitioners false confidence in the effectiveness of the existing educational pro giam for
the remaining student population. He adds that one particular groilp that teachers may
overlook are the qniet, underachieving students. i

In eiddition, fhe ideavof flirther segiegating the student body seems antithetical to
the trend toward heterogeneity within schools and classrooms. Segregating a particular
student group has been shown repeatedly to have negative effects. Ironically, the |
emergence of separate education for students at-risk of educational failures occurs as

advocates of special education students argue for increased main streaming or inclusion

(Jordan & Jordan, 1995).
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If the traditional system fails many more studerits than those targeted for
- alternative settings, and if creating a separate alternative education system negatively
affects the rest of the system, then policy makers may need to reconsider the efﬁcacy of
an alternative schooi strategy. Aronson (199‘.5)‘ suggests confronting the failures of the
traditional system may he a more successful approach. He states the systeni might better
serve all students by addressing the root causes of student learning problems and creating
more feasible teaching and learning errvironrnents within regular classrooms and schools.
Such changes may diminish negative outcomes allowing more students to succeed within
regular schools. Clearly, what alternative schools provide would benefit all etudents, not
just those at-risk of dropping out. The vision of “alternatives for all” is ‘seen in the
rapidly growing number of alternati\ie educational deliver;i }systems. Frejjo (1997) adds,
“Perhaps an indicatiori of wanirig confidence in the public sehools is the growing interest
in alternatives to public schools suchas charter schoels, school choice, privatization, and
home schooling” (p. 4). Freij o states that nearly half of all charter schools are focused on
the needs of dropouts and at-risk students.

The best features of alternative schools could be incbrporated into regular schools.
While establishing separate alternative schools for some students incurs high costs;
incorporating features such as parent programs, summer school, mentoring programs, and
providing access to health arid social services in the regular echool may be cost effective
and could help alleviate many of the prob“lems faced by students in at-risk situations
(Jordan & Jordan, 1995). The disconnection of schooling to what is happening in the
livee of students and to the roles they will occupy as adults has helped stimulate interest

in alternative schools. More and more parents and business people see alternatives such
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as charter schools, as being more reépénsive to the real-life based needs of learners
(Westberry, 1997).

As stéted by Aronson (1995), establishing alternative schools and programs
should not divert attention away frorh thevshortcor»nings of traditional schools. Rather,
because effective alternative schools share many features with 'éxemplary schools, policy
makers could view the ideal alternative school as a model and use it to ixﬁtiate overall
educational reform.

Aronson (1995) further suinfnarize‘s that in 'lig"ht of the facts that: (1) long term,
true educational alternatives represent the most successful kinds of alternative schools;
(2) many of the featufes and goals asSociate,d w1th ‘successful programs would benefit all
students; (3) traditional schools do not effectively serve many (if not most) studeﬁts; and
4) cbstly alternatives pull money away from the regular schools, polic‘y_ makers may want
to explore how their states and districts can better spend their educvafiohal resoﬁrces. It |
may be wiser and more effective to reduce the number of students who the systeni is
failing, rather than create a separate system for only a few of them.

According to Duttweiler (1 995); The National Dropout Prevention Center
advocates a cOmpre‘hensive,v éystemic approach to educatiohal reform based on the
following three areas:

1. The educational system must be restructured to be more congruent with the
needs of those who work in it and the needs it serves.

2. The problems faced by children in at-risk situations are the collective
responsibility of everyone: Government, businesses, community
organizations and agencies, parents, and the schools. All must join together to
provide the social support needed to ensure resiliency in children.

3. Thetechnical core of the school—teaching, learning, curriculum, and
instruction—must engage children in learning. Effective prevention,
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mediation, and intervention strategies must be adopted to meet the needs of
students in at-risk situations. '

Covington (1992) argued that the potential dangers in trying to fix the present
system are greater for the failure-prone child, the under-prepared, and those
disenfranchised YOungsters from underclass ghetros and bar_rios. He adds that it is
imperative that we change those school practices which place students at-risk of failure.
As educators, it is our job to create an enrichingv, culturally sensi‘ri\}e, relevant, and active
environment for all children. vEducators‘must not ]ust write vision statements that parrot
the phrase, “all children can learn'” we must shape our classrooms, Our schools, and our
districts so that it becomes a reahty (COV1ngton 1992).

| According to Smlnk (1997) what we don’t know enough about is how to gain the
full commitment from all components of our 5001ety to place a higher value on educatlon |
and make a concerted effort to increase the graduation rate. He adds, “it remains too easy
for all groups in our society to turn their heads and allouv students to just walk out of
school” (p. 2). The elimination of school dropouts willbe accomplished only when a
systemic approach to teaching and learning is accepted as part of the regular schooling
culture. This vision calls for major school reforms and a concerted effort by legislators,
corporate and school.leaders, and the general puhlic (Smink, ,l 997).

MOrley (1991) states that alternative education is a sign of excellence in any
public school system and community. He stresse‘d that alterna’rive education is a means
for addressing the transformation of our schools. Morley‘v (1991) adds, “alternatives
within education provide an excellent perspectii/’e for use in school restructuring” (p. 5).
Senator Williams (1997), Chair of the Senate Education Committee in Oklahoma

believes alternative education offers the greatest potential for educational innovation.
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Williams (1997) stated, “Eric Severaid referred to America as the experimental
laboratory of the 20™ Century. 1 think alternative education can be Oklahoma’s

experimental laboratory for education in the 21 century” (p. 2).
Summary

Chapter I pfovided a review of the literature and research relative to alternative

, education, the neéd for alternative edu'cation‘ in Okiaﬁoma, vocational education as a
component in altemativé education, a.nd broader éducatibnal reforms. Examination of the
literature reveals an abundance of anecdotal evidence regarding the success of alternative
education programs, but an absence of well designed, scientific research. Much of the

| work on alternative edﬁcation programs explores their- ofganizational structure and
processes, rather than their outcbmes forﬂstuden"‘ts. Moreover, when student outcomes are
researched, the evaluation design often lir'ni';S thé study;s usefulness. Many studies
examine a single school or program, thus limiting the géneralizability of the results. In
addition, many studies often fail to include compariéon groups, do not use objective
outcome measures, and/or do not pfovide pre-program baseline data making it difficult to
draw éonclusioné regafding effectiveness of programs. .Fﬁfthefmore, sbrhe research
combinesdifferent types of programs (for exampie, some may include magnet schools in
a study of dropout prevention programs), thus creating ambiguous data.

Although nios;c of the research on alternative éducation is not ideal or

comprehensive, it does suggest that alternative education programs impfbve académic

achievement and behavior of dropouts and potential dropouts.
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The review of literature revealed several areas pertinent to alternative education
and the role of vocational eduéatipn in thesé initiatives. Educators, as well as
government officials at the local, state, and national level, have recognized the need for
alternative education. This recognition is bé_scd on tﬁe belief that there are many ways to
become educated, as well as"many types>vof environments and sﬁuctures within which this
may occur. Stéte and ‘Federal legislativé A cts have emphasized and in some cases
mandated the implémentation of alterna‘tijvé é’ducaﬁon programs. This is the case in
Oklahoma. Oklahéma schools began imﬁleménting abﬁve—yea‘lr alternaﬁvé education plan
- in 1996-97. The plan is designéd tp make Alternative Education services available to all
students who requife them by the school year 2000-2001.

Because of thé ‘rapidly changmg tecﬁnoiogical workplace and the decline of
unskilled jobs in Ameriéa, the importance of dropout prevention is even more critical.
The economic impact of dropbuts is enérmous, , Bet;Neen 60 and 75 vp.ércent of all
incarcerated persons in this country are school dropouts. It costé five timeé more money
per year to maintéin a prison inmate as opposed to educating a child. Without systematic
intervention, atfrisk youth rarely achiéve their potential.

“ Alternative eduéatiqn p‘rogram's have the flexibility, freedom, »and deregulatory
- power to explore different types of delivery systems. Alternative education programs
have the opportunity. to be the provihg gfound for eduéav"ciovr»lal fefqrm‘. Successful
alternative education ‘prvogranis may’ \./ary in their speciﬁc features because program
creators design each one to meet the needs of a unique student population.

Vocational education by the very nature of its educational components and

delivery system has been successful with at-risk students. As beneficial as vocational
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education may be for all students, vocational education is especially effective for students
with diverse backgrounds, differ_ent learning styles, personal needs, career aspirations,
and various home conditions. Research indicates that vocational education provides the

~ kinds of educational experiences neéded by a diverée future workforce (Hamby, 1992). k
One educational initiative that inéorporates aspects of vocational education found in
successful alternative ‘ec’ducation programs is the School-to-Work Opportuﬁities Act of
1994. School-to-Work is a system which helps young people progréss smoothly from
school to work by rf,naking connections befween their education and a career which is
Vitally important for “at-risk” students.

The review of literaturei indicates that establishin’g alternative schools and
programs should not divert attention aWay from the shortcomings of traditional schools.
 Rather, because effective altémative schools share many features with exempléry schools,
policy makers could view the ideal alternative school aé a 'rriodel and use it to initiate

overall educational reform.



CHAPTER III
RESEARCH DESIGN AND PROCEDURES
=Introduction

The purpdse;of this study was to determiﬁe if the integration of vocational
education components into alternative edlication‘ brogramé in Oklahoma had a significant
impact on student achievement as measured by selected variables.

Chapter III is divided into five r‘néﬁn} se>ctions :

1. Research Design

2. Selection of Subjects

3. 1nstrumentatioh/

4. Collection of Data

wn

. Analysis of Data.
Research Désign

A survey of prior research involving the integration of vocational education
components into alternative ‘educativon revealed a great deal of anecdotal evidence
regarding the success of these progra.rﬁs but was void of well designed scientiﬁc research.
This is significant in that vocational edﬁcation by‘ the very nature of its educational

components and delivery system has been successful with at-risk students (Hamby,
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1992). He adds, that as beneﬁcial as vocational education may be for ‘all students,
vocational education is espeéially effective for students with diverse backgrounds,
different learning styles, persoﬁal needé, caréer aspirations, and various home conditions.
Resgarch showé that vocational education ‘provides the kinds of educational experiences
needed by a diverse future work force, especially those who traditionally have not had
much success in school (Hamby, 1992). |

This was a two-part study. The resiearch-designﬁselected for part one of this study
used the quasi-experimental pre-test/pOsf—test two group design with a purposive sample
of alternative education sfudéh_ts to provi“dve,‘a co_mparisc;n:'o'f the effecté of vocational
education components and non-vocétional cqmponehts on altemative education students

“in the State of Oklahoma. A quési-experimehtél désign, much li.ke' an experimental

design, attempts to establish céusé aﬁd effect by the researcher mahipulating at least one
independent Variablé and obéerving fhe effect on one.or‘more depeﬂdcnt variables
(Shavelsoh, 1988). Kerlinger (1986) explained'purposive sampling as a type of non-
probability sampling, which is characterized by the use of judgement and ’a deliberate
effort to obtain representative samples by i’ncluding typical areas orrgrouj‘ps in the sample.

Campbell and Stanley (1966) diagram the study as follqwsi

GroupA O0—X—0O

GroupB ©- O———O
The null hypothesis tested was Hoi There are no significant differences, in terms

of selected variables, among students in alternative education programs in Oklahoma
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with Vocatiqnal education compénents, as compared to students in alternatiVe education
programs in Oklahoma without vocational education components.

The research design selected for part two of this study used a restricted form
questionnaire with a purposive sam'p,yle of ‘alte'rnatilve education students to provide a
comparison of placements among students in alternative educaﬁon_ programé with
vocational education components, as compared with students in alternativé eduéatidn
programs without Vo_caﬁonal education coxppdnents; The questionnaire is most
frequently a very concise, pre-planned set of quesﬁo_nsI designed to yield specific
information to meet a particﬁlg.r need for research information about a pertinent topic
(Engelhart, 1972).

Campbell and Stanley (196 6) diagfam the study as foli(;ws:

GroupA X—O

Group B O

The nullbhypothesis tested was H,: The are no significant differences, in terms of
placements, among students in alternative education programs in Oklahoma with
vocational education components, as compared with students in alternative education
programs in Oklahoma without vocational veducation components.

For part one of the.stud}"f, fo‘urtee'n‘ public high schooi alternative education
programs in Oklahomé Zwere selectéd, seven with Voéational com‘p'onénts' and séven :
WithOﬁt vocational components.

Each of the fourteen selected alternative programs collected data using a

pre-/post-program procédure on five selected variables. The pre-program data were -
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collected from the most recent semester completed by the student prior to entry into their
respective alternative education programs. The five variables were: (1) prior year grade -
point average; (2) number of courses passed in prior year; (3) number of overall absences
in prior yea.r; 4) instructionai days missed due to disciplinary suspensiOn in prior years;
and (5) standardized academic test scores,‘ : |

According to the Oklahoma Technical Assistance Center (1994), the five
variables used in order to provide a comprehensive evaluation of the effectiveness of
alternative education programs were based on a review of literature which cites these five
factors as highly related to dropping out of school. Tne evaluative hypothesis was that
successful alternative eddcation programs should have a signiﬁcant impact on at least
some of these Variables. -

The same data were collected at the endof the school year. The Tests of Basic
Adult Education (TABE) was used as tne standardized academic test instrument. The
- TABE was used as the pre-test as students entered their respective alternative education
programs and as the post-test at the end of the school year.- Gain scores were analyzed to
determine the effects the independent variable (vocational components) had on the five
dependent variables (prior year grade point average; number of courses passed in prior
year; number of overall absences in prior year; instructional days missed due to
disciplinary suspension in prior years; and, standardiaed academic test scores).

Part two of the study was a comparison of placements'from the fourteen selected
high school alternative programs,seven with Vocational components and seven without
vocational components. Successful placement was defined as job attainment (30 or more

hours per week), entry into post-secondary education, or entry into the military. Seniors
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who successfully completed their respective alternative education programs, from each of
the fourteen alternative schools, were mailed a questionnaire approximately three months
~ after exiting their program regarding their placement status. Placements were analyzed
to determine the effects the independent Variébie (vocational components) had on the

dependent variable (placemehts).
Selectibn of Subjects

The popuiation for the study included se;condary students in grades nine through
twelve enrolled in Oklahoma alternative education programs. The total number of
secondary students in grades nine throﬁgh twelve enrolled in Oklahoma alternative
education programs from August 1997 to May 17998 was appro;(imatély 5,500.
Population data were supplied by the Oklahoma Technical Assistan(;e Center (OTAC) in
Cushing, Oklahoma. The selection of the fourteen altemative programs used in this study
was made by OTAC.

OTAC was commissioned by the Oklahoma State Department of Education for
the purpose of regulating, collecting data, and evaluating alternative education programs
in the State of Oklahoma. OTAC selected these sites based on factors such as grade of
students, size and géographic Iocations, and structure of programs to match schools as
similar to each other as 'possible for the two groups. An equal number of rural, urban,
and large metropolitan schools were selected for each of the twé groups. Size was
defined by the population of the town in which the Sﬁhools were located. For the purpose

of this study, rural was defined as any location with a population of 12,000 or less; urban
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was defined as any location with a population of between 12,001 and 50,000; and
metropolitan being defined as any location with a pdpulation 0f 50,001 or more.

A purposive sampling technique was used to select the subjects based on Kidder
and Judds’ (1986) rationale that cases are selected which are typical of the population in
which we are interested. The total sample size was 671 Which included 344 students |
enrolled in seven alternative schools With VocatiQna_l components and 327 students
enrolled in seven alternative schools Withotlt voCatiorial cornponents. va the 344 students
enrolled in alternative schools with tfocatiOnal components, 52 students Were ninth
graders, 66 students were tenth graders, 8>9 students Were eleventh graders., and 137
students were twelfth graders. Oof the 3 27 students enrolled in alternative schools without
vocational components,. 46 studerrts were rrinth.graders, 71 students were ‘tenth graders,
71 students were eleventh graders, and 139 students were twelfth graders.

Subjects enrolled in alternati\re schools with vocational components comprised
the experimental treatment group. OTAC selected the experimental group of alternative
schools based on factors such as grade of students, size and geographic locations, and
structure of programs to match the control schools with the exception of the yocational
components.

Subjects enrolled in alternative schools without vocational components comprised
the control group. OTAC selected the c‘ontrol group schoels based on similar factors as

the experimental schools with the exception of the vocational components.
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Instrumentation -

The instrument used in rheasuring the pre-/post-test gain scores on academic
achievement was the Tests of Basic Adult,Education (TABE), Forms 5 and 6 by
CTB/McGraw-Hill. According to CTBMcGtaw-Hill (1987), the TABE, Forms 5 and 6
are norm-referenced tests designed to meaéure achievement in re:ading, mathematics,
language, and spelling — the subject ar_eaé cor;nmonlfy found in aduit basic education
curricula. TABE, Fcr‘ms S5and 6 foccs on_»the basic ckills required for a person to
function in society. The TABE will .also give a predictive Gencral Equivalency Degree
(GED) score on the fcllowing: science; socicl stildies; wrltlng, language arts; and math.
The TABE is often used as a pre-/pcst festing instrilmcrit to ,meaSute academic growth.

- The percentile scores rang_é from 0 to 100 with higher scores indicative of stronger
mastery.

The TABE was admlinisteredia,s a pre—tcst when ’s“tudents entered their respective
alternative education programs and as a post-test at the end of the school year. The
pre-/post-tests were administered by a counselor or classroom teacher in each of the
fourteen schools used in the study.

The Tests of Adﬁlt Baéic Education Technical Report (198‘7) lists reliability
estimates that range from .65 to .91. Reliability and Validity for the instrument is viable

for the sample.
Collection of Data

The study and data collection prccess was approved by the Oklahoma State

University Institutional Review Board, approval number ED-98-089 (Appendix A).
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The process of obtaining data from the fourteen schools chosen by OTAC for this
study began in the spring of 1998. For convenience, OTAC was used ini this study as the
data collecting agent for part one of this study. Appropriate staff at OTAC were
contacted about the study and 'given a detailed orientation regarding its scope, rationale,
and procedure. The res}ea'fcher also contacted the fourteen alternative school direcfors
used in the study by phbne and gave a detéiled orientation regardir‘lg‘ the scope, rationale,
and procedure of the sfudy. In April of 1‘998‘, the researcher mailed a letter (Appendix B)
to the fourteen altemative school directors requesting p¢rmission for OTAC to release
student data to the researcher with the understanding that the names of SChools and names
of students would hot be used in this study. }Al'l foﬁrte‘en participa’;ing schools cdmplied
with this request and provided OTAC with the release statement.

All alternative education programs in the State of Okléhoma, administered by
OTAC, are annually required to colléct and subrhit to OTAC student data on the
following five variables: (1) prior year grade point a\%erage; (2) number of courses passed
in prior year; (3) number o‘f overall absences in prior year; (4) instructional days missed
due to disciplinary suspensidn in prior years; and (5) standardized academic test scores.
These five variables were used as the measurabié dependent Variébles in the study.

Each of the fourteen selected alternative schools _colllected pre-program data by
using the most recent semestfer combleteti By the studenf priér to entry into their
respective altematiye education programs on four out of the five prévio‘usly mentioned
variables with the exception being standardized acvademic tests scores. The standardized
academic test scores were collected as a pre-test when students entered their respective

alternative education programs.
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The same data were collected at the end of the school year in May 1998, including |
an additional standardized test score from the TABE which was used as the post-test.
OTAC provided pre-/post-program data on 671 subjects from the fourteen
participating schools in iuly of 1998. OvTAC provided thé researpher pre-/post-program
data only on students who successfully finished the school yetar.

For part two of the study, in May‘of‘ 1998, each of the directors ‘from the fourteen
participating alternative schools was inailed a 1etter regarding the collection of mailing
addresses from graduating seniors (Anpendix O). Also included in this mailing‘ was a
letter of general instructions to giaduating seniors _(Appendix D) and a consent ft)rm
(Appendix E) requesting their nerinissit)n' for a follow-ii_p placeinent questionnaire to be
mailed to them approximately three months after their gra(iuation. “Two hundred and

| twenty-five subjects out of a possible 276 gave consent to be mzii-led,_a post-program
- questionnaire. The non—participants did.n‘ot give réasons as to why they choose not to.
participate in the survey. This represents 82 percent of possible subjects. Of these 225
snbj ects, 114 were from alternative schools with yocational components and lli were
from alternative schools without vocational components. In August of 1998, a letter of
instructions (Appendii( F) and questionnaire (Appendix‘ G) ‘was mniled'to 225-' senior
program completers. The questionnaires were color cOded to ascertain whether the
res'pondent was at graduate from an alternative school with yo.cational' components or an
alternative school without Vocationai components. The questionnaires were also
numbered to match a number assigned to the address of each of the subj ects for the

purpose of sending a non-respondent follow-up letter.
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A total of 141 Subj ects initially responded to the questionnaire from mid-August
1998 to mid-SeptemBer 1998. This represented a6l.7 pefcent response. A follow-up
letter (Appendix H) and additional questionnaire were mailed to .non—respondents in mid-
September of 1998. A return of 13 additiénal questionnaires was received by the end of
September 1998. The total numberlbof reﬁn’ned questionnaires waé 152. This represents
67.5 percent of the sample selected. Acéérding to Engelhart (1972)‘,. this is an adequaté
sample size and return to investigat‘ebfhe giVéri effegt of the variable being treated. The
dafa collected fr'omv fhe retrieved student plaéement questionnaires were entered onto a |
tracking form (Appehdix 1) for coding to _maintain confidentially of the schools and

subjects.
- Analysis of Data

In part one of the study, the data collected from thé fourteen participating
alternative schools were provided to the researcher in the form of a Software database for
sorting and analysis. The fourteen altei‘nétive schools who participated in‘bthis study were
identified as school A, B, C,D,E,F,G,H,, J,K,L, M, and N fbr the purposes of
conﬁdentiaiity. Alternative scﬁools wi1;h Vdcational comboﬁénfs Wére assigned letters A
through G and alternative Schodls without vocational éomponents were assigned letters H
throﬁgh N The statistical program Staﬁét_ical‘ Aﬁalysis System (SA.S)was used to
provide descriptive statistics and to perform stétisﬁcal Analysis of Variénce (ANOVA),
and the Tukey Studentized Range HSD (honestly significant difference) Tests. The

General Linear Models (GLM) procedures subroutine was used in statistical analysis of
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ANOVA. The GLM procedure uses the princible of least squares to fit linear models
(SAS, 1994). | |
| Desbriptive data to describe the population included grade; size of séhool, and

whether the subject attended an alternative éducaﬁon program with vocational |
components or an alternative education program without vocational components.

ANOVA was used to compare the pre-/post-program data on the selected
variables of the alternative schools with VQcational cofnpOnents with the alternative
schools without vocational cbmponents by gradé cafegofies and by size of school
-cafegories. | |

According to Léedy (1997),}AN‘OVA'is the most widely used test for comparing
two or more groups at a time in behaviofal science. Shavelson (1988) described the
purpose of one-way ANOVA as the comparison of the means for two or more groups in
order to decide whether the observed difference répreSenfs a chance o;:currence ora
systematic effect. If the‘ variability between groups is considerably greater than the
variability within groups, there is evidence of a treatment effect which will lead to a
decision to reject the null hypothesis of no difference between population means. If,
however, the difference betWéen thé sdurcés of Variability;within groups and between
groups—falls within the range expected from sampling errof, the ANOVA will lead.vto a
decision nof to reject the null hypothesis. Shavelson (1988) cites three potential sources
of variability in an ANOVA: | |

1. Individual Differences - Each individual is different (background, abilities,
motives, etc.). From others and may respond differently to the tfreatment.

2. Experimental Error - Measuring errors or random events that occur during the
study that effect responses.
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3. Treatment Effects - Different treatments have been applied to each group in
hope the manipulations will produce behavioral changes.

The test is called a one-way ANQVA because it compares groups whieh differ on
one independent variable (of factor) with two or more levels\ (Shavelson, 1988). An
alpha 1eve1bo‘f .05 was used to aetermine statistical significance for the ANOVA analysis.

The Tukey (HSD)VTest was .performed onvsi_gniﬁcant ANOVA analysis on the
pre—/pest-program data of alternatiye scneols"with vocational components and alternative
schools without Voeetional components to identify the source of the statistically
significant interactions. The Tukey (HSD) centrols tne Type I experirnental error rate.
According to Shavelson (1988), the ‘Va‘lue of HSD is -based on ba sampling distribution
called the studentized range statis'tic.‘ The sa.tnpling disfribution v(.)f the value of
studentized range staﬁstic ‘builds on the fact that for random samnlee from the same
populations, the range of sample differences tends to increase as the séimple size
increases. The differences between all pairs of means are compared with the value of
HSD. If the difference between a pair of means is greater than or equal to HSD, the two
means are (honestly) signiﬁcantly different at the specified level. The Alpha level of .05
was selected te determine statistieal signiﬁcance_for the Tnkey (HSD) analysis. - -

For part ;ewo ef the study, the date collected from the retrieved student placement
questionnaires were entered onto a tréleking form for eoaing to nlaintain.conﬁdentially of
the schools and subjects. The c‘odea data-\}verethen enfered into aybcor’n.puter database for
sorting and analysis. The statistical program Statistical Analysis System (SAS) was used
to provide descriptive statistics and to p‘erform a statistical Chi¥squére test.

Aecording to Shavelson (1988), Chi-square tests areused with frequency data

which have been collected in either one-way or factorial designs. The Chi-square test for
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one-way designs is called a goodness-of-ﬁt test because it tests how closely observed
frequencies differ significantly from the theoretically expected frequencies based on a
null hypofhesis, or whether the differenees may be due to chance. The Chi-Square test for
factorial designs tests the null hypothesis tnat two vafiables. are independent of one anther
in the population. Chi-sqnare tests are Vefy usef‘ul»in tables inVoIving Yes-No answers
(Shavelson, 1988). Shavelson,( 1 988)‘idenfiﬁed three design requirements when using a
Chi-square test. They are:

1. There mi_lst be one independent variable with: two or more leyel_s.
2. A subj ect_ i‘nay be ceunted 1n Qne an_ci enly one cell of the design.

3. The dependent Varlable is a count in the form of frequenc1es proportions,
probabilities, or percentages.



CHAPTER IV
PRESENTATION OF FINDINGS
Introduction

This chapter represents the analysis of the dafa from the study of a comparison of
the effects of vocational compénents on alternative education stude;lts in the State of
Oklahoma. This study consisted of two parts.

In part one of the study, fourteen public high school alternative education
programs in Oklahoma were selected, seven with vocational 'corhponents and seven
without vocational components. Each of the fourteen schools collected data using a
pre-/post-program procedure on five variables highly related to dropping out of school.
Gain scores were analyzed to determine the effects the independent variable (vocational
components) had on the five dependent variables (prior year grade point average; number
of courses passed in prior year; number of overall abs.ences in prior year; instructional
days missed due to disciplinary suspénsion in prior years; and, standardized academic
tests scores). |

Part two of the study was a comparison of placements from the fourteen selected
alternative education programs. All subjects who graduated from each of the schools
were mailed a questionnaire approximately three months after exiting their alternative

education program requesting placement data. Placements were analyzed to determine
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the effects the independent variable (vocational components) had on the dependent
variable (placement).
A description of the sample, the statistical analyses, and findings are presented in

this chapter.
Description of the Sample

A purposive sampling of 344 secondary students enrolled in seven alternative
schools with vocational components and 327 secondary students enrolled in seven
alternative schools without vocational comppnents comprised the 671 subjects for the
study. As showﬁ by Table I, alternative schools with vocational components were
lettered A through G and éltemative schools without chational components were lettered
H through N. Alternative schools with vocational components A bthrough G provided 344
subjects from four grade levels (9-12) which represented 51 percent of the total sample
and alternative schools without vocational components H through N provided 327
subjects from four grade levels (9-12) which represented 49 pércent of the total sample.

Table IV depicts the distribution of demd graphic information of the students
enrolled in alternative schools with yocational combonents. This groub included 52 niﬁth
graders (15.1%), 66 teﬁth graders (19.2%), 89 eleventh graders (25.9%), and 137 tWelfth
graders (39.8%) which represents the largest population. Thréé school size classifications
were represented in the vocational alternative education group. Rural schools had 52
subjects (15.1%), urban schools had 82 subjects (23.8%), and metropolitan schools had

the largest population with 210 subjects (61.1%).
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TABLE III

DISTRIBUTION OF INFORMATION OF STUDENTS IN ALTERNATIVE
SCHOOLS WITH VOCATIONAL COMPONENTS AND STUDENTS
IN ALTERNATIVE SCHOOLS WITHOUT VOCATIONAL
COMPONENTS BY SCHOOL AND BY GRADE
N=671

School Grade Grade Grade . " Grade Total
9 _ 10 : 11 12

Alternative Schools With Vocational Components

16 24 30 79

A 9
B 6 13 21 29 69
C 12 17 9 24 62
D 8 6 11 18 43
E 6 7 10 16 39
F 6 | S 6 - 11 24
- G 5 6 8 9 28
~ Total 344

Alternative Schools Without Vocational Components

i 9 RV 17 28 66
I 8 11 11 29 59
J 6 8 14 32 60
K 7 14 5 21 47
L 5 9 13 12 39
M 6 10 7 6 29
N 5 7 4 11 27
Total ' 327

Table V reporté the observations of demographic information of the students
enrolled in alternative schools without vocational 'éomponents into their programs. Grade
groups included 46 ninth graders (14.1%), 71 tenth graders (2 1'.7%), 71 eleventh graders
(21.7%), and 139 twélfth graders’(42 .‘5 %) which represents the iargest population. Three
school size classifications were represented in the alternative school group with
vocational components. Rural schools had 56 subjects (17.1%), urban schools had 86
subjects (26.3%), and the largest population was contained in the metropolitan school

classification with 185 subjects (56.6%).
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DISTRIBUTION OF DEMOGRAPHIC INFORMATION

OF ALTERNATIVE SCHOOLS WITH

VOCATIONAL COMPONENTS
N=344
Variable Frequéncy Percentage
Grade Classification '
9 52 15.1
10 66 19.2
11 89 259
12 137 39.8
Total 344 100.00
School Size Classification ,
Rural : 52 15.1
Urban 82 23.8
Metropolitan 210 61.1
Total 344 100.00
- TABLEV

DISTRIBUTION OF DEMOGRAPHIC INFORMATION
OF ALTERNATIVE SCHOOLS WITHOUT

VOCATIONAL COMPONENTS
N=327
. Variable Frequency Percentage
Grade Classification : -
9 46 14.1
10 . 71 - 21.7
11 71 21.7
12 139 425
Total 327 100.00
School Size Classification
Rural 56 17.1
Urban ‘86 . 26.3
Metropolitan 185 56.6
Total 327 100.00
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Table VI shows the combined demographic information for both aiternative
- schools With vocational components and alternative schools without vocational
components. Grade groups iﬁcluded 98 ninth graders (14.6%),‘ 137 tenth graders
(20.4%), 160 eleventh graders (23.9%), and 276 twelfth graders (41.1%) which represents
the largest population. Three school size classifications were represented in the
alternative school groups with and without vocaﬁonal components. Rural schools had
108 subjects (29.1%), urban schools had 168 subjects (25.0%), and the largest population

was contained in the metropolitan school classification with 395 subJ ects (58.9%).

TABLE VI

DISTRIBUTION OF DEMOGRAPHIC INFORMATION FOR
BOTH ALTERNATIVE SCHOOLS WITH VOCATIONAL
COMPONENTS AND ALTERNATIVE SCHOOLS
WITHOUT VOCATIONAL COMPONENTS

N=671
Variable Frequency ‘ Percentage
Grade Classification |
9 98 14.6
10 137 20.4
11 160 239
12 276 ' ' 23.9
Total - } 671 ©100.00
School Size Classification \
Rural 108 29.1
Urban -~ , 168 ‘ 25.0
Metropolitan 395 58.9
Total 671 ©100.00
Statistical Analysis

Table VII shows the mean differences in pre-/post-program student absences by

grade, by alternative schools with or without vocational components, and by size of
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school. The mean difference represents the decrease in student absences from pre-
program to post—pro_grafn. All alternative schools both with and without vocational
components showed a decrease in pre-/post-program absences by students. The ninth
grade rural alternative group with Vocafional components had the greatest decrease with a
mean difference of 24.45 from pre-program to post-program. The ninth grade rural
alternative group without vocational components had the least decrease with a mean
difference of 1.09 fewer absences from pre-program to bost-program. The range of
decreases for alternative schools with vocational components was 14.81 for the eleventh
grade urban group to 24.45 for the ninth grade rural group. The range of decreases for
alternative schools without vocational components was 1.09 for ’the ninth grade rural
group to 10.39 for the tenth grade urban group.

Table VIII contains the ANOVA sumrhary comparing méan differences in
pre-/post -program student absences by grade, by alternative schools with and without
vocational components, and by size of school. The calculated F-values revealed a
statistically significant difference (.000) between pre—/bost-program absences of
alternaﬁve schools with vocational components and alternétive schools without
vocational components. The calculated F-valueé showed no statistical difference existed
between grade categories or size of ;chool categories.

Table IX shows the mean differencés in pre-/post-program decreases in student
absences by alternative schoolé with and without vocational componenfs. The 13.27
difference between the two means (19.41 minus 6.14) is statistically significant (as shown

in Table VIII) as well as practically different. Students in alternative schools with
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vocational components were absent 13.27 fewer days than students in alternative schools

without vocational components.

TABLE VII

MEAN DIFFERENCES IN PRE-/POST-PROGRAM STUDENT
ABSENCES BY GRADE, BY ALTERNATIVE SCHOOLS
WITH AND WITHOUT VOCATIONAL

COMPONENTS, AND BY SIZE
OF SCHOOL
Type of Alternative Size of Mean Standard
Grade School School - Difference  Deviation N
» . Rural 24.45 13.30 11
With Vocational Components . Urban 19.71 15.85 14
9 Metropolitan 19.52 15.35 27
- Rural 109 1510 11
Without Vocational Components Urban ‘ 7.83 6.14 12
: Metropolitan 5.34 13.87 23
o Rural - 21.57 10.87 7
With Vocational Components Urban 19.07 16.75 13
10 Metropolitan 22.48 15.14 46
Rural _ - 8.65 10.60 17
Without Vocational Components Urban 10.39 10.63 23
Metropolitan 6.42 13.78 31
Rural 19.92 15.30 14
With Vocational Components Urban » 14.81 1282 21
11 , Metropolitan 18.61 11.17 54
~ Rural v 7.82 6.32 11
Without Vocational Components Urban 5.72 12.07 18
Metropolitan 2.90 13.96 42
Rural - » 16.45 11.56 20
, With Vocational Components Urban 16.79 15.32 34
12 ‘ Metropolitan 19.53 14.37 83
‘ ‘ Rural 2.76 9.16 17
Without Vocational Components Urban 724 11.15 33

Metropolitan ~ 7.52 11.17 89
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TABLE VIII

ANALYSIS OF VARTIANCE SUMMARY TABLE COMPARING MEAN
DIFFERENCES IN PRE-/POST-PROGRAM STUDENT ABSENCES
BY GRADE, BY ALTERNATIVE SCHOOLS WITH AND
WITHOUT VOCATIONAL COMPONENTS, AND

BY SIZE OF SCHOOL
Sum of Mean
Source of Variation Squares df Squared F
Grade 714.71 3 238.24 1.40
Vocational/Non-Vocational 19,613.36 1 19,613.36 115.59 *
Size ‘ ‘ o 1.37 2 .68 .01
GradevrVocational/Non-Vocational - 350.57 3 116.86 .69
GradevsSize - 719.25 6 119.88 1
Vocational/Non-VocationalvsSize . 677.08 2 338.54 2.00
GradeyrVocational/Non-Vocationalv¢Size 510.82 6 85.14 .50
Error ' 109,787.54 647 169.69
Total

Grade F Critical (.05) =3.03

Vocational/Non-Vocational F Critical (.05) = 4.28

Size _ F Critical (.05)=3.42

GradevrVocational/Non-Vocational F Critical (.05) =3.03

GradevsSize F Critical (.05) =2.53

Vocational/Non-Vocational ¥rSize F Critical (.05)=3.42

GradevrVocational/Non-VocationalvsSize F Critical (.05) =2.53

*p<.05

TABLE IX

MEAN DIFFERENCES IN PRE-/POST-PROGRAM DECREASES
IN STUDENT ABSENCES BY ALTERNATIVE
SCHOOLS WITH AND WITHOUT

VOCATIONAL COMPONENTS
» Std 95% Confidence Interval
Type of Alternative School ‘ Mean Error LowerBound Upper Bound
With Vocational Components 19.41 .89 17.67 21.16

Without Vocational Components 6.14 .86 4.46 7.82
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Table X shows the mean differences in pre-/post-program student grade point
averages (GPA) by grade, by alternative schools with and withoﬁt vocational
components, and by size of schbol.. All alternative schobls both with and without
vocational components showed gains in pre-/pdst—program student GPA’s. The ninth
grade metropolitan alternafive schools group without vocational components had the
highest gain with a mean differ‘encevvof 1.65 from pre-program to stt-program. The tenth
grade rural alternative group without vocational ¢omponents' had the lowest gain with a
mean difference of .36 from pre-program to post-program. The range of gains for
alternative schools with Vocatidnal components was .55 for the eleventh grade rural group
to 1.61 for fhe eleventh grade urban group. The range éf gai‘nsb for alternative schools
without vocational cémponenté schools was .36 for the tenth grade rural group to 1.65 for
the ninth grade nietropolitan group.

Table XI contaiﬁs the ANOVA summary comparing mean differences in
pre-/post-program student grade point averages by grade, by alternative schools with and
without vocational components schools, and by size of school. The calculated F-value
revealed a statistically significant difference (.000) between pre-/post-program student
GPA’s of the three different size alternative schools. The calculated F-values showed no
statistical difference. existed _bet‘ween. gra‘dev categoriés or valternat_ive schovols with and
without vocational cofnponentS. |

Table XII shows the mean differeﬁces in pre-/post-prograni increases in student
grade point averages by the three alternative school sizes. The mean differences between
the rural alternative schools versus the metropolitan and urban alternative schools in

terms of grade point averages is statistically significant (as shown in Table XI). Table
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XII shows a .90 difference between metropolitan versus rural grade point average (1.30

minus .40) and a .68 difference in urban versus rural grade point avérage (1.08 minus

40).
TABLE X
MEAN DIFFERENCES IN PRE-/POST-PROGRAM STUDENT
GRADE POINT AVERAGES BY GRADE, BY ALTERNATIVE
SCHOOLS WITH AND WITHOUT VOCATIONAL
COMPONENTS, AND BY SIZE OF SCHOOL
Type of Alternative _ Size of Mean Standard

Grade : School : _ School Difference Deviation N
o " Rural 1.47 145 11
With Vocational Components ' Urban 1.40 1.43 14
9 , Metropolitan 1.22 1.12 27
| Rural 65 188 11
Without Vocational Components Urban 1.14 94 12
' : Metropolitan 1.65 1.48 23
Rural 89 1.09 7
With Vocational Components Urban 1.04 2.06 13
10 Metropolitan 1.38 127 46
~ Rural 36 1.43 17
Without Vocational Components Urban .55 1.83 23
Metropolitan .67 1.72 31
Rural 55 1.20 14
With Vocational Components Urban 1.61 1.50 21
11 » Metropolitan 1.48 1.06 54
Rural ‘ L 1.21 11
Without Vocational Components Urban 1.17 1.63 18
Metropolitan 1.06 1.64 42
) : .~ Rural 68 1.07 20
With Vocational Components Urban 1.42 1.63 34
12 Metropolitan 1.49 .o 1.30 83
Rural .61 1.34 17
Without Vocational Components Urban .68 .65 33

Metropolitan 1.43 1.34 89
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ANALYSIS OF VARIANCE SUMMARY TABLE COMPARING MEAN

DIFFERENCES IN PRE-/POST-PROGRAM STUDENT GRADE

POINT AVERAGES BY GRADE, BY ALTERNATIVE

SCHOOLS WITH AND WITHOUT VOCATIONAL

COMPONENTS, AND BY SIZE OF SCHOOL

Sum of Mean.
Source of Variation Squares -~ df Squared ¥

Grade 15.25 3 5.08 2.52
Vocational/Non-Vocational 1.36 1 1.36 .67
Size 59.70 2 29.85 14.82%
GradeYsVocational/Non-Vocational 4.10 3 1.37 .68
GradevxSize ‘ 12.72 6 2.12 1.05
Vocational/Non-Vocational«Size 10.74 2 5.37 2.67
GradevsVocational/Non-VocationalstSize 9.10 6 1.52 75

Error - - 1,302.96 647 2.01

Total 2,276.60 671

Grade

Vocational/Non-Vocational

Size

GradeYsVocational/Non-Vocational

Grade¥sSize

Vocational/Non-Vocational ¥ Size
GradeYsVocational/Non-Vocational¥rSize

*p<.05

MEAN DIFFERENCES IN PRE-/POST-PROGRAM INCREASES

TABLE XII

F Critical (.05)=3.03
F Critical (.05) = 4.28
F Critical (.05) = 3.42
F Critical (.05) = 3.03
F Critical (.05)=2.53
F Critical (.05)=3.42
F Critical (.05)=2.53

IN STUDENT GRADE POINT AVERAGES BY

SIZE OF ALTERNATIVE SCHOOL

' Std 95% Confidence Interval
Size of School Mean Error Lower Bound Upper Bound
Rural 40 14 12 .69
Urban 1.08 12 .85 1.34
Metropolitan 1.30 .08 1.14 1.45
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Table XIHis a comparison of the three school size categories on pre-/post-
program mean differences for student grade point averages (GPA’s) using Tukey’s
Studentized Range (HSD) Test. An alpha level }of .05 was used to determine statistical
significance. The following pairwise combinations of school sizes were compared for
statistical significance: rural to urban; rural td metropolitan; and urban to fnetropolitan.
The comparisons of the rural to urban and rufal to metropolitan were found to have

significant differences among student GPA’s. Table XII illustrates that rural is lower in

both cases.
TABLE XIII
COMPARISON OF THREE ALTERNATIVE SCHOOL SIZES
ON PRE-/POST-PROGRAM MEAN DIFFERENCES
FOR STUDENT GRADE POINT AVERAGES
USING TUKEY’S (HSD) TEST
Alternative School Mean
Size Comparison Difference Significance
Rural Urban -.56
Metropolitan - .87 *
Urban Rural .56 Lk
Metropolitan -.26
Metropolitan Rural .87 *
Urban 26
*p<.05 '

Table XIV shows the mean differences in pre-/poét-program studént suspensions
by grade, by alternative schools with and without vocational components, and by size of
school. The mean difference represents the decrease in suspensions from pre-program to
post-program. All alternative schools both with and without vocational components

showed decreases in pre-/post-program student suspensions with the exception of the
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tenth grade rural schools group without vocational components (-.53) and the eleventh
grade rural (-.54) and urban schools group without Vocational'components (-.22). The
twelfth grade urban group with vocational components had the greatest decrease with a
mean difference of 8.06 fewer days suspended from pre-program to post-program. The
eleventh grade rural alternative schools group without vocational components had the
least decrease with a mean différence of - .54 from pre-program to post-program. The
range of decreases for altefnative schopls with vocational components was 2.52 for the
tenth grade metropolitan gfoup to 8.06 for the twélfth grade urban group. The range of
decreases for alternative schools without vocational components schools was -.54 for the
eleventh grade rurall group to 3.52 for the ninth grade metropolitan group.

Table XV contains the ANOVA summary comparing mean differences in
pre-/post-program student suspensions by grade, by alternative schools with and without
vocational components, and by size of school. The calculated F-value revealed a
statistically significant difference (.000) between pre-/post-program student suspensions
of alternative schools with vocational éomponents and alternative schools without
vocational components schools. The calculated Ffvaiues shd\;;%ed no statistical difference
existed between grade categorie_s or size of school categories. ‘

Table XVI shqws the mean differences in pre-/post-program decreases in student
suspensions by alternative schools with aﬁd without Vocatiénal co'mponents. The 3.49
difference between the two means (4.59 minus 1.10) is statistically significant (as shown
in Table XV) as well as practi;:ally different. Students in alternative schools with
vocational components were suSpended 3.49 less days than students in alternative schools

without vocational components.



TABLE XIV

MEAN DIFFERENCES IN PRE-/POST-PROGRAM STUDENT
SUSPENSIONS BY GRADE, BY ALTERNATIVE SCHOOLS
WITH AND WITHOUT VOCATIONAL COMPONENTS,
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AND BY SIZE OF SCHOOL

Type of Alternative Size of Mean - Standard
Grade School School Difference Deviation N
Rural 2.82 935 11
With Vocational Components Urban 4.43 8.13 14
9 Metropolitan 2.78 5.00 27
: Rural 11 1.57 11
Without Vocational Components Urban .33 6.70 12
' Metropolitan 3.52 12.37 23
Rural 5.42 9.29 7
With Vocational Components ‘Urban 4.85 10.00 13
10 : Metropolitan 2.52 3.31 46
" Rural -.53 3.18 17
Without Vocational Components ~ Urban 1.83 3.37 23
Metropolitan 1.90 8.13 31
Rural 6.14 11.78 14
With Vocational Components Urban 3.95 8.69 21
11 Metropolitan 3.93 4.50 54
Rural - 54 129 11
Without Vocational Components Urban -.22 3.70 18
Metropolitan 3.33 10.36 42
Rural 4.90 9.03 20
\ With Vocational Components Urban - 8.06 14.56 34
12 : Metropolitan 5.31 10.50 83
: .Rural .76 .89 . 17
Without Vocational Components Urban 52 - 285 33
: Metropolitan 222 8.70 89
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ANALYSIS OF VARIANCE SUMMARY TABLE COMPARING MEAN

DIFFERENCES IN PRE-/POST-PROGRAM STUDENT
SUSPENSIONS BY GRADE, BY ALTERNATIVE
SCHOOLS WITH AND WITHOUT VOCATIONAL

COMPONENTS, AND BY SIZE OF SCHOOL

Sum of _ Mean '
Source of Variation : Squares df Squared F
Grade ‘ o 130.45 3 43.48 .63
Vocational/Non-Vocational 1,357.83 1 1,357.83 19.75%
Size o o 48.82 2 24.41 36
GradevVocational/Non-Vocational - 135.67 3 4522 .66
GradevsSize ‘ 158.66 6 26.44 .39
Vocational/Non-Vocational vrSize © 423.06 2 211.53 3.02
GradevxVocational/Non-VocationalvtSize 135.44 6 - 22.57 .33
Error v 44,488.07 - 647 68.76
Total ’ 59,993.00 671

Grade F Critical (.05) = 3.03

Vocational/Non-Vocational F Critical (.05)=4.28

Size F Critical (.05)=3.42

GradevrVocational/Non-Vocational - ‘ F Critical (.05) = 3.03

Gradev«Size F Critical (.05) = 2.53

Vocdtional/Non-Vocational ¥xSize F Critical (.05) = 3.42

GradevrVocational/Non-Vocational+¥Size F Critical (.05) = 2.53

*p<.05

TABLE XVI
MEAN DIFFERENCES IN PRE-/POST-PROGRAM DECREASES
IN STUDENT SUSPENSIONS BY ALTERNATIVE
SCHOOLS WITH AND WITHOUT
VOCATIONAL COMPONENTS
Std - - 95% Confidence Interval

Type of Alternative School Mean Error Lower Bound Upper Bound
With Vocational Components ’ 4.59 57 3.48 5.70
Without Vocational Components 1.10 55 .03 “2.17
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Table XVII shows the mean differences in‘pre-/post—program courses cbmpleted
By grade, by alternative schools with and without vocational componénts, aﬁd by size of
school. All alternative schools both with and Without Vocétional éomponents' showed
}gains in pre-/post-program courses completed. The ninth grade metropolitan group with
vocational compbnents had the highest gainvwith a mean difference of 2.34 from pre-
program to post-program. The tenth grade rural group with vocaﬁonal components had
the lowest gain with a mean difference of .51 from pre-program to "post-program. The
range of gains for alternative schools witﬁ vocﬁtiOnal components was .51 for the tenth
grade rural gfoup to 2.34 for the ¢leventh gr_ademetropolitan group. The range of gains
for alternative schools without vocational components schopls was .55 for the eleventh
grade rural group t0 2.31 for the eleventh grade urban group.

Table XVIII contains the ANOVA summary compating mean differences in
pre-/post-program courses completed by gfade, by alternative schools with and without
vocational components, and by vsize of school. The calculated F-vaiues,showed no
statistical difference existed between grade categorievs, alternative schools with or without
~ vocational components, or size of school categories.

Table XIX shows the mean‘differen(;es in pre—/vpost-testn scores of the TABE by
grade, by alternative schoqls with and without vocaﬁoﬁal components, and by size of
school. All altemative schools Both with and without vocational components showed
gains in pre-test and post-test scorés on the TABE. The eleventh grade rural alternative
schools without vocational components gtoup had the highest gain with a mean
difference of 11.09 from pfe-test to post;test. The eleventh grade rural alternative group

with vocational components had the lowest gain with a mean difference of 2.14 from



pre-test to post-test. The range of gains for alternative schools with vocational

components was 2.14 for the eleventh grade rural group to 5.91 for the eleventh grade

metropolitan group. The range of gains for alternative schools without vocational

components schools was 3.18 for the ninth grade rural grdup to 11.09 for the eléventh

grade rural group.

TABLE XVII

MEAN DIFFERENCES IN PRE-/POST-PROGRAM COURSES
COMPLETED BY GRADE, BY ALTERNATIVE SCHOOLS
WITH AND WITHOUT VOCATIONAL COMPONENTS,

‘AND BY SIZE OF SCHOOL
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Type of Alternative Size of ~ Mean Standard
Grade School School Difference - Deviation N
Rural 64 262 11
With Vocational Components Urban - 2.00 2.32 14
9 Co Metropolitan 2.34 1.99 27
Rural 1.73 3.93 11
Without Vocational Components Urban 2.08 1.51 12
Metropolitan 2.22 3.53 23
Rural Sl 2.31 7
" With Vocational Components Urban 1.31 3.43 13
10 ' Metropolitan 1.87 2.68 46
, o o Rural 1.21 4.34 17
Without Vocational Components Urban . .83 3.49 23
’ Metropolitan 1.16 347 31
. Rural 1.71 2.87 14
With Vocational Components - Urban - 2.19 1.91 21
11 ' Metropolitan 1.59 2.20 54
= Rural .55 353 11
Without Vocational Components Urban 2.31 291 18
Metropolitan 93 2.89 42
. Rural .90 1.71 20
With Vocational Components’ Urban 1.00 2.46 34
12 Metropolitan 1.64 2.49 83
Rural 1.41 2.55 17
Without Vocational Components Urban .64 23.51 33
Metropolitan 1.61 2.64 89
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- TABLE XVIII

ANALYSIS OF VARIANCE SUMMARY TABLE COMPARING
MEAN DIFFERENCES IN PRE-/POST-PROGRAM COURSES
COMPLETED BY GRADE, BY ALTERNATIVE SCHOOLS
WITH AND WITHOUT VOCATIONAL COMPONENTS,
AND BY SIZE OF SCHOOL

Sum of Mean
Source of Variation ' Squares df Squared F
. Grade ' ‘ ‘ 47.71 3 15.91 2.04
Vocational/Non-Vocational . 1.54 1 1.54 20
Size ' 44,74 2 22.37 2.87
GradevrVocational/Non-Vocational : 15.81 3 5.27 .68
GradevrSize _ . 75.60 6 12.60 1.62
Vocational/Non-Vocationals¥Size ‘ 3.29 2 1.65 S.21
Grade¥rVocational/Non-Vocational ¥ Size 14.62 6 2.44 31
Error. - 75,046.60 647 7.80
Total - 6,624.00 671
Grade - _ F Critical (.05) = 3.03
Vocational/Non-Vocational F Critical (.05) = 4.28
Size : F Critical (.05) = 3.42
GradevrVocational/Non-Vocational . F Critical (.05)=3.03
GradewSize \ F Critical (.05)=2.53
Vocational/Non-VocationaltrSize F Critjcal (.05) =3.42
Gradevx Vocational/Non-Vocational v¢Size F Critical (.05) =2.53

Table XX contains the ANOVA summary comparing mean differences in
pre-/post-test scores of the TABE by grade, by alternative schools with and without
- vocational components, and by size of schoo.l. The calculated F-value revealed a
statistically signiﬁcént difference (:001) between pré-/post-test scores on the TABE for .
alternative schools with vocational compdnents and alternative schools without
vocational component. The calculated F-values showéd no statistical difference existed
between grade categories or size of school categories.

Table XXI shows the mean differences in pre-/post-test score increases on the

TABE for alternative schools with and without vocational components. The 2.63
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difference between the two means (6.99 minus 4.06) is statistically significant (as shown

in Table XX) as well as practically different. Students in alternative schools without

vocational components gained 2.63 more points on the TABE than students in alternative

schools with vocational components.

~ TABLE XIX

MEAN DIFFERENCES IN PRE-/POST-TEST SCORES ON
THE TABE BY GRADE, BY ALTERNATIVE SCHOOLS
WITH AND WITHOUT VOCATIONAL

- COMPONENTS, AND BY SIZE
OF SCHOOL
Type of Alternative Size of Mean Standard

Grade School School Difference Deviation N

Rural 4.63 552 11

With Vocational Components Urban 3.86 5.79 14

9 Metropolitan 5.63 13.83 27

Rural 3.18 9.73 11

Without Vocational Components Urban 6.67 6.81 12

Metropolitan 4.87 7.69 23

Rural 3.29 461 7

With Vocational Components Urban 292 1.98 13

10 Metropolitan 3.97 7.70 46
Rural 6.24 9.90 17

Without Vocational Components - Urban , 7.83 6.57 23

' Metropolitan-- 6.90 8.39 31

 Rural 2.14 449 14

With Vocational Components Urban 5.19 3.60 21

11 Metropolitan 591 7.41 54

Rural 11.09: 12.86 11

Without Vocational Components Urban 8.50 10.91 18

Metropolitan 6.98 11.36 42

: Rural 3.95 3.41 20

With Vocational Components. Urban 3.18 8.83 34

12 Metropolitan 410 8.72 83

Rural 7.41 10.45 17

Without Vocational Components Urban 5.12 8.04 33

5.51 8.27 89

Metropolitan
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ANALYSIS OF VARIANCE SUMMARY TABLE COMPARING MEAN

DIFFERENCES IN PRE-/POST-TEST SCORES ON THE TABE

BY GRADE, BY ALTERNATIVE SCHOOLS WITH AND

WITHOUT VOCATIONAL COMPONENTS,

AND BY SIZE OF SCHOOL
. Sum of Mean
Source of Variation - Squares df Squared F
Grade - 26285 3 8762 1.26
Vocational/Non-Vocational : - 768.21 1 768.21 11.01*
Size 4.40 2 2.20 .03
Grade¥Vocational/Non-Vocational 251.41 3 83.80 1.20
GradevrSize _ 95.78 6 15.96 23
Vocational/Non-Vocational ¥Size '164.43 2 82.22 1.18
Gradevr Vocational/Non-Vocational v Size 265.57 6 44.26 .63
Total

Grade F Critical (.05) = 3.03

Vocational/Non-Vocational F Critical (.05) =4.28

Size ' F Critical (.05) = 3.42

GradevsVocational/Non-Vocational " F Critical (.05)=3.03

GradevrSize ' : " F Critical (.05)=2.53

Vocational/Non-Vocational ¢ Size F Critical (.05)=3.42

GradevsVocational/Non-VocationalvtSize F Critical (.05) =2.53

*p<.05

TABLE XXI
MEAN DIFFERENCES IN PRE-/POST-TEST SCORE
INCREASES IN THE TABE BY ALTERNATIVE
SCHOOLS WITH AND WITHOUT
VOCATIONAL COMPONENTS
Std 95% Confidence Interval
Type of Alternative School Mean Error Lower Bound Upper Bound
With Vocational Components 4.06 57 ' 2.95 5.18
7.77

Without Vocational Components 6.69 55 5.61



Table XXII depicts the distribution of placemcnt and non-placement data of
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students from alternative schools with and without vocational components. The student

group from alternative schools with vocational components had 80 students representing

52.6 percent of the total sample, of which 76 students (95%) had placements and 4

students (5%) were classified as non-placements. The student group from alternative

schools without vocational components had 72 students represénting 47.3 percent of the

total sample, of which 61 students (84.7%) had placements and 11 students (15.3%) were

classified as non-placements.

TABLE XXII

DISTRIBUTION OF PLACEMENT AND NON;PLACEMENT
DATA OF STUDENTS FROM ALTERNATIVE
SCHOOLS WITH AND WITHOUT.

VOCATIONAL COMPONENTS
N=152
Type of Alternative School . Placements “Non-Placements Total
With Vocationa] Components 76 4 80
Without Vocational Components 61 11 72

Total » o ' 152

Table XXIII co_htains the Chi-square summary comparing placemehts and non-
placements of students from alternative schools with and without vocational
components. The calculated xobs revealed a statistically' significant diffe‘rence (.036)
between placements and non-placements of students from alternative schools wifh
vocational components and students from alternative schools without vocational

components.
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TABLE XXIII

CHI-SQUARE SUMMARY COMPARING PLACEMENYTS AND
NON-PLACEMENTS OF STUDENTS FROM
ALTERNATIVE SCHOOLS WITH AND

WITHOUT VOCATIONAL
COMPONENTS
Type of Student 0 E (O-E)
Vocational Alternative Student Placements ‘ 76 72.11 21
Vocational Alternative Student Non-Placements 4 789 1.92
Non-Vocational Alternative Student Placements 61~ 64.89 23
Non-Vocational Alternative Student Non-Placements 11 7.11 2.13
Total 152 152 4.49=y obs*

05%2(1)=3.84
*p <.05

Examination of the Null Hypotheses

The data presented in part’ione of this stlidy revealed statistically significant
differences between selected variables of pre-/post-program mean differences of the
treatment group (Vocatienal components) as compared to the control group (no vocational
components) in three of the five selected variables used in this study. As shown in Table
IV students in alternative schools with vocational components had a greater pre-/post-
program mean difference decrease in. studeﬁt absences than the students in alternative
schools without vocational compenents. The mean difference in the pre-/post-program
decrease invabs.ences was found to be statistically signiﬁeant (.000). There was no
statistical difference between grade categories or size -of school categories for student
absences. As shown in Table X VI students in alternative schools with vocational
components had e greater pre-/post-program mean difference decrease in student

suspensions than the students in alternative schools without vocational components. The
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mean difference in the pre-/post-program decrease in student suspensions was found to be
statistically significant (.000). There was no statistieal difference between grade
categories or size of school categor‘iesbfor student suspensions. As shown in Table XVI
students in alternative schools without Vo‘eational compenents had larger mean difference
gains between pre-tests and post-test scores on the TABE than students in alternative
schools with vocational components. The mean difference in the :pre-/post-test_score gains
was found to be statistically‘_ significant (.001). There was no sta;tisti:cal difference
between grade categories or size of school eategories for the VTABE. The mean difference
in pre-/post-program gains in Student GPA and Courses Completed between alternative
schools with and without vocational components showed no statietical difference.

The null hypothesis tested was H,: There are no differences, in terms of selected
variables, among students in alfernative education programs in‘Oklahoma with vocational
education components, as compared to students in alternative education programs in
Oklahonia without Vocatioﬁal education components. Based on the analysis of the data
from this study, the researcher‘failed to reject the null hypothesis in relation to the effect
of vocational components on selected variables of alternative students in ‘ﬂ‘ie State of
Oklahoma.

The data presented in part_ two of thie study revealed statistically signiﬁcgnt
difference between fhe placerﬁents of the treatment groﬁp (Vo_cetienal components) as
compared to the control group (no vocational components). Aé shown ih Table XXIII
students in alternative schools with vocational components had more placements than
students in alternative schools without vocational components schools. The difference in |

placements was found to be statistically significant (.001).
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The null hypothesis tested was H_: The are no differences, in terms of
placements, among students in alternative education programs in Oklahoma with
vocational education components, as compared with students in alternative education

programs in Oklahoma without vocational education cdmponents. Based‘on the analysis
of the data from this study, the researcher rejected the null hypothesis in relation to the

effect of vocational components on placements of alternative students in the State of

Oklahoma.



CHAPTER V
SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS
Summary

This study was conducted to determine 1f the integration of vocational educational
components into alternative education pfograms had an impact on student achievement as
measured by selected variables. A review of literature revealed a lack of well designed
scientific research regarding fhe effectiveness of vocational components in alternative
education programs. Although, through the review of literature it was discovered that
studies had been done pertaining to alternative education in general, none could be found
that compared the use of vocational components in alternative education programs to
alternative education programs which do not utiiize vocational components. As a result,
comparatively speaking, very little could be said about the effectiveness of vocational
components on alternatiye education students. This study provides an approach that
seeks to compare alternative schools using vocational 'components with alternative school
not using vocational components in terms of ‘sélecte_d variables highly related to dropping
out of school and placements.

The following research questions were developed to provide direction to the

study:
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1. Are there significant differences, in terms of selected variables, among

students in alternative education programs in Oklahoma with vocational education

components, as compared to students in alternative education programs in

Oklahoma without vocational education componentvs?

2. Are there significant differences, in terms of placements, among students in .

| alternative education programs in-Oldahoma with Vocational education .
components, as compared with students in alternative edUeetion programs in

Oklahoma without-vocatio'nal education components?

This study consisted of two parts.- The purposive sample for part one of the study,
consisted of 344 secondary students enrolled in seven public high school alternative
education programs in Oklahoma with vocational components and 327 secondary
students enrolled in seven alternative education pregrams in Ol(iahoma without
vocational components. An equal number of rural, urban, and large metropolitan
alternative schools were selected for each of the two groups.

Each of the fourteen alternative programs collected data using a pre-/post-program
procedure on five variables highly related to dropping out of school. The pre-program
data were collected from the most recent semester completed by the student prior to entry
into their respective alternative educetion progrnms. The five variables were: (1) prior
year grade point average; (2) number of courses passed in prior year; (3) number of .
overall absences in prior year; (4) instructional days missed due to disciplinary
suspension in prior years; and (5) standardized academic test scores.

The same data were collected at the endiof the school year, including an

additional standardized test. The TABE was used as the standardized academic test
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instrument. The TABE was used as a pre-test taken as students enter their respecﬁve
alternative education programs and the post-test at the end of the school year. Gain
scores were analyzed to determine the effects the independeﬁt variable (vocational
components) had on the five dependént variables (prior year grade point average; number
of courses passed in prior year; number of ‘overall absenceé ih prior year; instructional
days missed due to disciplinary suspension ip prior years; and, standardized academic test
scores).

Part two of the study was a comparison of placements from the fourteen selected
high school alternative programes, séven with Vbcétional educational components and
seven without vocational educational components. Successful placement was defined as
job attainment, entry int;) post-secondary education, or entry into the military.

Approxirﬂately three moﬁthé aftér exiting their alternative education program, a
questionnaire was mailed to 114 senior program completers from altemative programs
with vocational components and 111 senior program completers from alternative
programs without Vocatioﬁal components. A non-respondent follow-up letter was mailed
in mid September of 1998. The number of returned questiqhnaires totaled 152. This
represents a 67.5 percent return of the total sample. Placements were analyzed to
determine the effects the independent variable (vdcﬁtidnal cpmponents) had on the

dependent variable (placements).



77

Results of the Study

The results of the study were summarized in the following findings:

1. Students in alternative schools with vocational components had fewer
absences than students in alternative schools without vocational coniponents.

2. School size ér grade level bf students in alternative schools do not make any
difference in terms of absences.

3. Students in alternative schools with vocational compdnents had fewer
suspensions than students in alternative schools without vocational components.
4. School size or grade.levellof studénts in alternative schools do not make any
difference in terms of suspensions.

5. Students in alternative schools without vocational components had larger gains
between pre-tést and post-test scores on standardized academic tests than Students
in alternative schools with vocational components.

6. School size or grade level of students in alternative schools do not make any
difference in terms of standardized academic test scores.

7. There is no difference in terms of number ofb courses completed between
students in alternative schools .with or without vocational components.

8. School size or grade leQ'eI of students in altérnative schools do not make any
difference in terms of number of courses completed.

9. There is no difference in terms of grade point averages between students in

alternative schools with or without vocational components.



78
10. Grade level of students in alternative schools do not make any difference in
terms of grade point averages.
11. Students in metropolitan and urban alternative schools had larger gains in
grade point dverages than students in rural alternativé schools.
12. Students in alternative schools with yocational components had more

placements than students in alternative schools without vocational components.
Conclusions

Although’this study idehtiﬁed statistical differences in fhe two groups in some
selected variables, they also identified some questions which mﬁst be considered in .
drawing sound conclusions about the effect of vocational components on alternative
education students. The followirig cbncluSiE)ns should be interpreted with caution until
additional research is conducted that will providé investigation of areas targeted by the
questions.

Based on the study’s findings, the following general conclusions were derived:

1. Based on the ﬁ‘ndings that the integration 'of vocatiénal components into

alternative education programs had éome degree of positive impact on student

achievement as measured by all five of the selected variables, it can be concluded
that vocational components should Be incorporated into alternative education
programs because of the positive vimpact on significant workplace related
variables.

2. Based on the findings that although students in alternative schools with or

without vocational components posted standardized achievement test score gains,
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the students in alternative schools without vocational components posted larger
gains; therefore it can be concluded that although the vocational component has
some positive aspects’,‘ the vocational component does not fully focus on the
academic needs of the students.

3. Based on the findings that students in alternative schools with vocational
components have more placements than students in aiternative schools without
vocational components, it can be concluded that the integratioﬁ of vocational
components into’altefnative schools will enhance students’ readiness to enter the
workforce or post-seébndary education.

Based on the study’s findings, the following specific conclusions were derived:
1. Based on the finding that students in alternative education programs with
vocational components have-fewer absences and suspensions than secondary
students in alternative education programs without vocational components, it can
be concluded that vocational components should be incorporated into alternative
education programs to decrease student absences and studenti suspensions.

2. Althoﬁgh the findings indicated that both the experimental and' control group
posted pre-test and pOSt-tesf gains in standafdized academic test scores, the
students in alternative programs without vocational components achieved larger
gains than students in alternative programs with vocational components;
therefore, the results are inconclusive that vocational components should be
incorporated into alternative education programs.

3. Based on the findings, that no difference exists between grade levels in

alternative schools with or without vocational components, and the selected
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variables of: decreased absences and suspensions; increased grade point averages;
increased courses completed; and inCreased standardized academic test scores, it
can be concluded that grade level does not make a difference in student
achievemeﬁt. Therefore factors other than grade levcl may influence absences,
suspen_sibns, grade point averages, coﬁrses completed and standardized test
scores. |
4. Based on the findings, that no differenée exists between school size in
alternative schools with or without vocational components, and the selected
variables of: decreased.abs‘ences and suspensions; increased courses completed;
and increased standardized academic test scores, it can be concluded that school
size does not _méke a difference in student achievement other than grade point
averages. Therefore, factors other than school size may influence absences,
suspensions, courses completed and standardized test scores.

5. Based on the findings that secondary students in alternative education
programs with vocational components have more placements than secondary
students in altgfnative edubaﬁon programs without vocatiohal components, it can
bé concluded that vocational cdmpbnents should be incorporated into alternative

schools to enhance students’ opportunity for placement.
Recommendations

The State of Oklahoma has approximately 5,500 secondary students enrolled in
alternative education programs and this number will continue to grow. As per legislation,

all school districts in Oklahoma must develop and implement alternative education
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programs by the 2000-2001 school year. Since the curriculum regulations and delivery
guidelines for alternative education in Oklahoma are very autonomous at this stage of
development, creativity and réfOrm are béing ehcouraged as alternative education
programs are emerging. Therefore, it is imperative that monies be wisely invested in
programs that have the opportunity to be successful with students. As regulatory
agencies refine alternative education critéria and design future programs, they will be
assessing and evaluating components that have a positive impact on students. While it is
important to consider the effectiveness of alternative education program design and
implementation,v policy makers should keep in mind that alternative learning
environments only represent one piece of the entire edﬁcational system. If policy makers
want to ensure an effective educational system for all students, they need to explore not
only how alternative schools lead to success for some students, but how alternative
education fits into the education system as a whole. This study holds some implications
for assisting agencies and local school districts in their attempt to establish curriculum
components and instructional delivery systems for alternative education programs in the
State of Oklahoma. | | |

First, it is recommended that alternative education.program developers include
strategies to integrate vocational components into curriculum and instructional delivery
systems. The dafa in this study support the use of Vocationél components in alternative

education programs for positively effecting the selected variables of decreased student

absences and suspensions, increased grade point averages, increased courses completed,

increased standardized test scores, and increased placement opportunities; therefore,
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alternative education programs should consider the integration of vocational components
into programs.

Second, it is recommended fhat secondary schools in general develop strategies to
implement altematvive education practices and methoddlogy into traditionai instructional
delivery systems. The data in this study support the use of alternative education in
general for positively effecting the selécted Vafi‘ables of decreaséd student absences and
suspensions, and increased student grade point averages, increased courses corﬁpleted,
and increased standardized test scores. Since other research has shown a positive
relationship bétween alternative education and student achievement, secondary schools in
general should consider strategies to implement aitemative eduéation principles into
regular classroom instructional delivery systems.

Third, it is recommended that-altefnatiVe education pro gfams with vocational
components include alternative assessment methods to-evaluate student aéademic
achievement. The data in this study supports the use of alternative education programs
without vocational components for larger gains on standardized academic test scores;
therefore, alternative schools using vocational components should develop alternative
assessment methods to assess student academic and yocational competencies in a
contextual setting or re-examiné how the aééder_ﬁic skills‘ are addressed in the vocational

component.
Recommendations for Further Research

The findings of this study revealed topic areas where additional research could

assist in providing information to be used in the efforts as educators and policy makers
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design effective alternative forms of education. The ﬁndings of this study would be
greatly enhanced if further research was conducted in the following areas:

1. The findings of this study indicated that secondary students enrolled in
alternative schools with vocational components had statistically significant greater
pre-/post-program mean difference decreases in student absences and suspensions
than the students in alternative schools tlot using vocational components. Further
research is needed to determine which other factors may have influenced
decreases in student absenees and suspensions of the students in alternative
programs using vocational components. Factors that could be studied include the
different types of vocational components used in alternative schools, exposure to
counseling programs, use of mentors, web of support from adults, and parental
involvement.

2. The findings of this study indicated that secondary students in alternative
schools without Vocatienal vcomponents had significantly larger mean difference
gains between pre-/post-test scores on standardized academic achievemeht tests
than students in alternative schools with vocational compenents.’ Further research
is needed to determine which other factors may haye influenced larger mean
difference gains betweert pre-/post-test scores on standardized academic
achievement tests of students in alternative schools Withou‘tlvocational
components. Factors that could be studied include the type of standardized |
academic test being administered, utilization of tutors, computer assisted
instruction, type of academic curriculum, type of teaching methodology, and

student expectations of both academic and vocational teachers.
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3. The findings of this study indicated that secondary studénts in metropolitan
and urban alternative schools with or without vocational components had
statistically significant larger mean difference gains between pre-/post-program
studentvgradé point averages than students in fural' alternative schools with or
without vocational components. Further research is needed to determine which
other factors may have influenced larger mean difference gains between pre-/post-
program student grade point aver#ges of students in metropolitan and urban
alternative schools with or without vocatioﬁal components. Factors that could be
studied include expectétions of studeht.a‘chieven‘lent, access to a greater variety of
courses, access to additional community resources, and student expectations.of
teachers in urban versus rural schools.
4. The findings of this study indicatéd that secondary students in alternative
schools with vocational components had statistically significant greater
placements than students in alternative schools without vocational components.
Further research is needed to determine which other factors may have influenced
greater placerﬁents of students in alternative schools V\‘/ith‘vocational components.
Factors that could be.studied include the different types of vocational components
used in alternative education programs, exposure to career guidance, types of
placement, and access to transition services.
5. Further research is recommended that would determine which types of
alternative education programs produce the fewest dropouts. Although the study
did not look at retention rates of alternative schools, if additional research

concludes that alternative schools with vocational components are more
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successful in retaining students as compared to alternative schools without
vocational components, the structure of alternative education in general would be
greatly impacted.

The researcher holds the opinion that findings from the above recommendations
would provide in»_formaﬁon that would assist educators in their efforts to design and
structure effective alternativé education programs in Oklahoma. Effective alternative
education programs could be used as models to initiate broader educational reform. It is
hoped that the results of this study will profnote furthér research in the recommended
areas in an effort to address the nios_t effective initiatives to keep at-risk students in
school and adequately prepare them for the complex and highly technical workplace of

the twenty-first century.
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April 10, 1998

Jim McCharen
12425 Croydon Rd.
Midwest City OK 73130

(Director’s Name)
(Name of Alternative School)
(Address of Alternative School)

Dear (Name of Director):

As per our phone conversation, I am conducting a doctoral research project with support
from the Oklahoma Technical Assistance Center (OTAC) dealing with alternative
education programs in Oklahoma. I'am requesting that you fax Kelly Langley (OTAC) at
(918) 225-4711 with the following statement on your school letterhead with your
signature:

“Please release our student data to Jim McCharen with the condition that student or
school names will not be used”. :

This document must be on file at the OTAC office to allow that agency to release student
data to me at the end of the school year.

If you have questions please contact me, Kelly Langley, or Kathy McKean. Again,
student names or school names will not be used in this study. Thanks in advance for your
help.

Sincerely, |
Jim McCharen

cc: Kelly Langley, OTAC
Kathy McKean, OTAC
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May 1, 1998

Jim McCharen
12425 Croydon Rd.
Midwest City, OK 73130

(Director’s Name)

(Name of Alternative School)

(Address of Alternative School)

Dear (Name of Director):

As per our phone conversation, I am enclosing letters of instruction, student consent
forms and blank envelopes, for graduating students who would consent to participating in
a follow-up survey regarding their placement status approximately three month after

~ graduation. Please distribute these items to the appropriate students willing to participate
and return addressed envelopes and consent forms to mie in the enclosed stamped manila
envelope.

If you have questions please contact me at 405/769-9882. o

Thanks in advance for your assistance.
Sincerely,

Jim McCharen



APPENDIX D

LETTER OF GENERAL INSTRUCTIONS TO
STUDENTS REGARDING PARTICIPATION

IN PLACEMENT SURVEY

98



99

Letter of General Instructions To Students
(For Graduating Students Only)

I am conducting a research project with support from the Oklahoma Technical Assistance
Center. An important part of this study revolves around information about what students
are doing approximately three months after graduation. Your help and support in getting
this information returned to me will hopefully provide meaningful direction in improving
education programs in the state of Oklahoma. '

If you are willing to participate in a very short questionnaire please put your name and
address on the provided envelope and sign the consent form. Please write legibly. You
will be mailed a short questionnaire in August, 1998. All responses will be kept

confidential and the questionnaire will not contain names or require signatures.

Your input for this project is valued. Thanks in advance for your cooperation.

Sincerely,

Jim McCharen
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Student Consent Form

I, . , hereby authorize the release of my
(Name of Student) =

mailing address to Jim McCharen for the purpose of receiving a questionnaire after

graduation. This questionnaire‘will contain a few questions concerriing»my employment
situation approximately three months after graduatidn. I understand that my name will
not be requiredlqn the Questionnaire. I_understand that participatioh is voluntary, and that
there is no pena’l}ty for refusal td particibate. I have read and fully understand the consent

form. A copy has been given to me.

Signed:

(Signature of Student)

Date:
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August, 1998

Jim McCharen
12425 Croydon Rd.
Midwest City OK.73130

Dear Former Student:

This is a follow-up to the survey in which you agreed to participafe last spring. Asa
reminder, I am conducting a research project with support from the Oklahoma Technical
Assistance Center. An important part of this study is information regarding what
graduates are doing approximately three months after graduation.

Please read all the possible choices and check the appropriate box. Return the completed
questionnaire in the stamped, address envelope provided. All responses will be kept

confidential therefore, do not put your name on the questionnaire.

Parents, if your son or daughter no longer lives at this address, please forward this letter
to them or if you know the appropriate response please complete and return to me.

Your support in completing this questionnaire will provide meaningful direction in
improving education programs in the State of Oklahoma.

Thanks in advance for your quick response.

Sincerely,

Jim McCharen
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STUDENT PLACEMENT QUESTIONNAIRE

Please check the appropriate box that best describes your current situation.

D Iam currently enrolled in an area YOCatidnal-teghnical school as an adult student.
D I am currenﬂy en%olled ina "[woyear or four year college/uni\}ersity.

I:I I am currently in the military or Will b-¢ repé‘rtivl‘lg_ to the military in the bnea"r future.
D I am currently employed and work at least 30 or more héurs per week.

D I am currently not enrolled in any type of school or not employed more than 30

hours per week.

I:I Other situation not described in any of the above statements. Please describe.

Please place your completed questionnaire in the stamped, addressed envelope
and mail. Thanks for your help.
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Jim McCharen
12425 Croydon Rd.
Midwest City OK 73130

September 15, 1998

Dear Former Student:

This is a follow-up to the questionnaire I mailed to you approximately three weeks ago.
Hopefully, you recall agreeing to participate in this survey last spring by addressing an
envelope at your school. .

Just as a reminder, [ am conducting a research pfoj ect with support from the Oklahoma

Technical Assistance Center. An important part of this study is information regarding
what graduates are currently doing approximately three to four months after graduation.

I have enclosed another letter of instru@:tidns and g uestionnaire for your convenience. I
would be most appreciative if you would take the time to respond and mail the

- questionnaire back in the stamped addressed enVelop_e. It is very important that I receive
as many responses as possible for the integrity of this project.

All responses will be kept conﬁdéntial and no names or schools will be used in this
project.

Thanks in advance for your important respdnse. If you have already mailed your
questionnaire please disregard this letter and thanks for your help.

Sincerely,

Jim McCharen'
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TRACKING FORM

PLACEMENTS AND NON-PLACEMENTS FOR STUDENTS IN ALTERNATIVE
SCHOOLS INTEGRATING VOCATIONAL COMPONENTS AND STUDENTS IN
ALTERNATIVE SCHOOLS NOT INTEGRATING VOCATIONAL COMPONENTS

Voc Alternative Placement Status Non-Vo¢ Placement Status
Student Number - lor2 Alternative lor2
Student Number

1= Placement

2= Non Placement
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