
A ~pMPARISON OF ACHIEVEMENT, SELF-CONCEPT, AND 
PERCEIVED SCHOOL ENVIRONMENT OF STUDENTS ATTEND-
ING ALTERNATIVE AND NON-ALTERNATIVE ELEMENTARY 
SCHOOLS IN UNIFIED SCHOOL DISTRICT NO. 259 

By 

LEONARD HERBERT WESLEY,,JR. ,, < __, 

Bachelor of Science 
Pittsburg State University 

Pittsburg, Kansas 
1958 . 

Masters of Education 
Wichita State University 

Wichita, Kansas 
1956 

Submitted to the Department of Administration, 
Foundations, and Higher Education and to the 
Faculty of the Graduate School of the University 
of Kansas ·in partial fulfillment of the require-
ments for th~ degree of Doctor of Education. 

March. 20, 1980 
.~-.. 

Copyright 1980 

Leonard Herbert Wesley, Jr. 



ABSTRACT 

Name: Leonard Herbert Wesley, Jr. 

Institution: University of Kansas 

Date of Degree: May 19, 1980 

Location: Lawrence, Kansas 

Title of Study: 

Pages in Study: 145 

A COMPARISON OF ACHIEVEMENT, SELF-CONCEPT, AND 
PERCEIVED SCHOOL ENVIRONMENT OF STUDENTS ATTEND-
ING ALTERNATIVE AND NON-ALTERNATIVE ELEMENTARY 
SCHOOLS IN UNIFIED SCHOOL DISTRICT 259 
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Scope and Method of Study: With a limited data bank and research 
focusing on what might happen to the affective and cognitive 
domains of elementary school aged children attending alternative 
education programs, it was the purpose of this study to consider 
the effects of alternative education upon elementary children over 
a two-year period as compared to a similar group of non-alternative 
elementary children who remained in their neighborhood schools. 
Studies have given evidence that alternative education have not 
negatively effected children's achievement while self-concept has 
been enhanced. However, the research on the effects of alternative 
education of elementary school aged children and their achievement, 
self-concept and perceived school environment is practically nil. 

Criterion measures employed in this study in assessing achievement 
were composite, reading, and mathematics scores on the Iowa Test of 
Basic Skills. Self-concept was measured by the Children1"5' 
Self-Concept Scale; Sinclair's Elementar:{' School-Environment Survey 
(ESES) was the instrument used in assessing the children's percep-
tion of their school. Native and/or general ability (I.Q.) and 
attendance were obtained from the students' permanent records. 

Analysis of Covariance (ANOCOVA) was computed to compare achieve-
ment between the groups at each grade level with previous achieve-
ment and I.Q. held ~onstant. The t-ratio was computed to compare 
self-concept and attendance. The Mann-Whitney~ was computed to 
compare students'.perception~ of their school environments. Degree 
of confidence was establishid at the .05 level. 

Seventy-nine fifth grade and ninety-four sixth grade subjects in 
one Midwestern school district constituted the alternative school 
subjects and are referred to as the experimental group. One hundred 
twenty-eight fifth and seventy-nine sixth grade subjects constituted 
the· non-alternative school subjects and are referred to as the 
control group. The alternative subjects attended one of four 
element.a~~ alternative schools and the non-alternative subjects 
attended regular elementary schools in their neighborhood for the 
same two-year period. 



Findings and Conclusions: The data indicates that fifth grade alter-
native subjects performed significantly better in composite, read-
ing and mathematics achievement than a comparable group of regular 
elementary fifth grade students on the main effects and group with 
I.Q. and pre-test achievement as covariates. There were no signi-
ficant differences between the fifth grade alternative and non-
alternative subjects in self-concept and perceived school environ-
ment during the two-year period of this study. There were no signi-
ficant differences between the two groups relative to I.Q. and 
attendance. 

The data further indicates that sixth grade alternative subjects 
performed significantly better in mathematics achievement than a 
comparable group of regular elementary sixth grade students over 
the same period of time. There were no significant differences 
between the two groups in composite and reading achievement on the 
main effects by group with I.Q. and pre-test achievement used as 
covariates. There were significant differences between alternative 
and non-alternative sixth grade subjects in certain self-concept 
factors. The signJficant differences were in favor of the alter-
native subjects. No significant differences existed between the 
sixth grade alternative and non-alternative subjects relative to 
perceived school environment and attendance. 

These findings were sufficient to lend support to the proposition 
that alternative education does not negatively effect elementary 
school aged children in those aspects considered in this study. In 
fact, alternative educational experiences often enhance children's 
academic achievement and self-concept, while not negatively effect-
ing attendance. 
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CHAPTER I 

INTRODUCTION 

During the past ten years, a new concept has emerged in public 

education. In many communities today, students, parents and teachers 

are demanding options in public education. These forms of options have 

been labeled Alternative Education or Public Schools of Choice (Fantini, 

1974). Alternative public schools are currently operating in several 

hundred communities in over thirty states and Canada. Many more com-

munities are exploring, planning, and developing alternative public 

schools. The interesting facts about these developments are that they 

have developed with little or no planned communication with each other 

and without national or state coordination (Smith, 1973). Vernon Smith, 

et al. (1973) proclaimed that these developments have not come as a 

response to an educational crises, but have been developed to meet 

specific needs within their local communities (Smith, 1973 and Fantini, 

1976). 

Even though a national crises has not been declared, there has been 

a growing awareness on the part of the public and the profession that 

traditional schools are not responsive to the needs of students, parti-

cularly the dropouts or pushouts, the racially and culturally different, 

and poor, just to name a few of the obvious groups. The statistics and 

other information shared by S. P. Marland, the former United States 

Commissioner of Education, in 1970-71, indicated that 35% of the 800,000 

public high schools dropouts dropped out of school prior to the age of 

eighteen and 40% of those who completed high school and entered college 

did not graduate (Marland, 1972). A report on high school dropouts 



taken from the 1978 U.S. Bureau of the Census further illustrates the 

magnitude of alienation and dissatisfaction of the youth toward our 

educational system (U.S. Bureau of Census, 1978, See Table I). 

The Gallup Poll of 1973, as cited by Mario Fantini, revealed that 

60% of the American public continued to be satisfied with public schools, 

12% had no opinion, and 28% expressed dissatisfaction (Fantini, 1973). 

The Condition of Education: 1979 Edition, the annual report of the 

National Center for Education Statistics, reveals that the public con-

fidence in the people who run the nation's education system has fallen 

to its lowest point in the last six years. Only 28% indicated that they 

had 11 a great deal of confidence in its public schools 11 in 1978, while in 

1974, the confidence level was 49%. The percentage of the public who 

had 11 hardly any confidence in public schools 11 increased sharply from 9% 

in 1977 to 15% in ~978 (Condition of Education: 1979 Edition). The 

1979 Gallup Poll further focused on 11 major problems in public education 11 

and revealed that discipline is the perennial concern of the people 

(Gallup, 1979, Phi Delta Kappan, Vol. 61, No. 7, 1980). 

In an effort to cope with some of the dissatisfaction and to pro-

vide diversity in education, many school systems throughout the nation 

have gotten on the bandwagon for alternatives or schools of choice. 

They have established alternative schools with the hope of encouraging 

children and youth to continue their education and to meet the needs of 

the pluralistic society. The position of the Board of Education of 

Wichita, Kansas and its administrative leaders is also that of attempt-

ing to cope with the dissatisfaction of our educational system. The 

unhappiness, unrest, and discussion of dissatisfaction within the school 

community caused the Wichita School System to search for other approaches 
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to meet the needs of those who diverged from the normal patterns of 

TABLE I 

R ace & A ,qe 
1970 

TOTAL 4,670 

14-17 yrs 762 

18-21 yrs 2,138 

22-24 yrs 1,770 

WHITE 
Total 3,577 

14-17 yrs 603 

18-21 yrs 1,618 

22-24 yrs 1,356 

BLACK 
Total 1,047 

14-17 yrs 150 

18-21 yrs 500 

22-24 yrs 397 

High School Dropouts 14 to 24 Years Old, 

By Race and Age: 1970 to 1977 

N b um er o f D ropouts 10 0 ( 0 ) Percent of Pooulat1on 
1974 . 197_5 1976 191-7 1970 1974 1975 1976 

5,019 4,974 5,129 5,148 12.2 11.8 11. 5 11.8 

949 864 853 835 4.8 5.7 5.2 5.1 

2,487 2,557 2,618 2,607 16.4 16.3 16.2 16.4 

1,583 1,553 1,658 1,706 18.7 15.3 14.2 15.1 

3,998 3,861 4,128 4,161 10.8 11.0 10.5 11.1 

786 712 721 716 4.5 5.5 5.0 5.1 

·1, 969 1.980 2,115 2,094 14.3 15.0 14.7 15.5 

1,243 1,169 lr292 1,351 16.3 13.8 12.6 13.6 , 

930 1,024 ; .,, 924 911 22.2 17.3 18.5 16.4 

150 147 121 103 7.4 6.6 6.3 5.2 
\ 

465 540 479 481 30.5 24.7 27.0 23.2 
•, 

312 337 324 327 37.8 25.8 27.8 25.9 

1977 

11. 7 

5.0 

16.2 

15.2 

11.1 

5.1 

15.2 

14.0 

15.1 

4.4 

23.2 

24.9 

Source: U.S. Bureau of the Census, Current Population Reports, Series P-20, 
Nos. 190, 222, 286,303,319 and 321. Statistical Abstract of United 
States--1978, U.S. Department of Commerce-Bureau of Census, 99th 
Annual Edition. 
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learning. It was hoped that these new approaches would have the ingre-

dients which cause students to continue their schooling until graduation 

was attained. 

The Board of Education is charged with the responsibility to estab-

lish schools designed to m~et the needs of the.divergent youth and 

children with implicit features of humanitarianism that would cross 

lines of race, sex, handicap, economic status, academic failure and 

success. This charge further focuses on a need which stipulated that 

newly created schools would operate within the public school setting and 

be acceptable in the value structures of both children and youth as well 

as the adults of the community. Because of the differences of opinion 

throughout the history of education as to what constituted a need-

fulfilling program, it was determined that the purposes of this study 

were to review concepts of education that have been perceived as having 

dealt with individual needs. 

Humanitarian Movement 

The concept of humanitarianism with regard to education was an 

issue that permeated the American educational controversy since the 

Pre-Civil War days of Horace Mann. During the hundred years witnessed 

by the rise of Mann's common school and the progressive educational 

movement proposed by John Dewey, there continued to be educational 

inequalities along race, sex and class lines (Cremin, 1961). The fail-

ure of public schools to meet the needs of students along with the 

concern for students leaving school before completing their formal 

education were prominent issues of the times. 

In addition to the distant past, the educational deprivation of the 

black child and of other disadvantaged youth was a major concern of the 

4 



many writers of the 1960 1 s and 1970 1 s. They focused on the ways child-

ren were categorized with respect to their handicaps, and the literature 

contributed little to the understanding of how the schools failed 

(Silberman, 1971). 

The economically privileged as well as the intellectually gifted 

children suffered from a lack of understanding by the personnel of the 

schools which housed them. The concerns for the misfit or alienated 

child and youth increased~ The divergent behavior of the youth of the 

1960 1 s and 1970 1 s was beyond the comprehension of those who chose to 

believe the truism still prevailed. They declared that more and more 

knowledge was needed and desired (Heath, 1971). 

Alternative School Movement 

The search for a way to educate within the society of the 1960 1 s 

and 1970 1 s intensified as concerned parents, administrators, and teachers 

became uneasy about the growing unrest of students. The move from the 

traditional to the alternatives became nationwide. The National School 

Public Relations Association stated that there were some sixty districts 

in the United States operating 200 alternative projects (Watson, 1972). 

The 1977-78 National Directory of Public Alternative Schools revealed 

more than 5,000 unique alternative school projects existed in the United 

States and Canada (National Alternative Schools Program, 1978). The 

type of alternative varied from district to district, but all shared a 

common philosophy of allowing students and parents to make a choice as 

to the educational approach. 

For the most part, the alternatives had been developed to meet the 

needs of specific communities. Vernon Smith labeled the movement, "The 
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Quiet Revolution 11 , and observed that the alternatives developed in 

thirty states and Canada with little or no assistance from governmental 

agencies. Smith and Fantini further postulated that the alternative 

movement represented the first evolutionary thrust in education at the 

grass-roots level (Smith, 1973 and Fantini, 1978). 

Alternative schools assumed various forms that seemed to fall into 

recognizable categories. Smith, et al. identified them as follows: 

Open Schools--with learning activities individualized and 
organized around interest centers within the classroom or 
building. 

Schools Without Walls--with learning activities throughout the 
community and with much interaction between school and community. 

Magnet Schools, Learning Centers, Educational Parks-- with 
concentration of learning resources in one center available to 
all of the students in the community. 

Multicultural Schools, Bilingual Schools, Ethnic Schools--with 
emphasis on cultural pluralism and racial awareness. 

Street Academies, Dropout Centers, Pregnancy-Maternity 
Centers--with emphasis on learning programs for students in 
target populations. 

Schools-Within-A-School--could by any of the above organized 
as a unit within a conventional school. 

Integration Models--could be any of the above with a voluntary 
population that is representative in racial, ethnic, and 
socioeconomic class makeup of the total population of the 
community. 

Free Schools--with emphasis on greater freedom for students 
and teachers. This term is usually applied to nonpublic 
alternatives, but a few are operating within public school 
systems today. 

Although each alternative developed within its own community, most 

of the schools share characteristics. The likenesses were cited by 

Smith as the following (Smith, 1974): 

(1) They provided options within public education for students,. 
parents and teachers. Usually these choices are open to all, 
but there must always be a choice for some so that the alter-
native schools have a voluntary clientele. 
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(2) The alternative public schools have a commitment to be more 
responsive to some need within their communities than the 
conventional schools have been. 

(3) The alternatives usually have a more comprehensive set of 
goals and objectives than their conventional counterparts. 

(4) They are more flexible and therefore more responsive to planned 
evolution and change. Since they originated in today's scien-
tific age, the alternatives have been designed to rely on 
feedback and formative evaluation as they develop and modify 
their programs. 

(5) The alternatives attempt to be more humane to students and 
teachers. Partly because they tend to be smaller than con-
ventional schools, alternatives have had fewer rules and 
bureaucratic constraints for students and teachers. In many 
cases the alternative has been designed to eliminate those 
aspects of the culture of the school which are most unpleasant 
and oppressive to its clientele. 

It was during the national movement for alternative schools which 

were designed to meet the needs of certain children within specific 

communities that alternative programs in Unified School District #259 

had their beginning. The pressures from the parents, teachers and other 

interested persons spawned the creation of the following alternative 

programs in Wichita, Kansas in 1972 to 1979: (1) The Metropolitan 

Secondary Program Centers; (2) Munger Junior High Interest Center; (3) 

Isely Creative Alternative School; (4) Emerson Open Alternative School; 

(5) Kellogg Traditional Alternative School; and (6) Earhart Environmental 

Complex: A Continuous Progress Alternative School. 

The aforementioned alternative programs within the Wichita Public 

School System are supervised by the elementary and secondary education 

departments. Metro and Munger are under the direct supervision of the 

secondary department while Isely, Emerson, Kellogg, and Earhart are 

supervised and administered by the elementary education department. The 
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main focus of this study includes those alternative programs under the 

elementary department's supervision. 

Since the inception of the elementary school alternative programs, 

some parents have elected to send their children to one of the four 

alternative programs. The 3,600 students who have chosen to attend the 

four elementary programs have done so for the past seven years. Students 

in grades kindergarten through eighth have elected to attend these 

programs each year. 

The common characteristics or elements associated with alternative 

education, as cited by Smith in 1974 make each of the four elementary 

alternative schools in Wichita, Kansas appropriate as a treatment. The 

common characteristics are as follows: 

(1) They provide options or choices within the public schools for 
students, parents and teachers. 

(2) They have a commitment to be more responsive to the learning 
styles and teaching styles of the students and teachers. 

(3) They have comprehensive goals and objectives designed to meet 
the needs of their voluntary clientele. These goals and 
objectives are congruent with the goals and objectives of the 
Wichita Public Schools. 

(4) They are more flexible and responsive to planned changes. 
They are designed to rely on feedback and formative evaluation 
as means to develop and modify their programs. 

(5) They provide unique instructional methodologies for the diverse 
student population and tend to be smaller than conventional 
schools. They have fewer rules and bureaucratic constraints 
for students and teachers. 

There has been no comprehensive attempt by the local school district 

to evaluate the cognitive and affective development of students attending 

alternative school programs at the elementary level. 
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Justification for Study 

Since the emergence of thousands of public and nonpublic schools 

purporting to be alternatives to conventional educational institutions, 

·there has been limited comprehensive and systematic evaluations con-

ducted to determine the effectiveness of these programs. In fact, the 

theoretical and empirical evidence on the effects of elementary alter-

native education on student's .academic achievement, self-concept, and 

perceived school environment are almost nil. 

It was perceived that this study would add significantly to the 

limited data bank regarding alternative education and its effects upon 

elementary school student's academic achievement. In addition to 

achievement, there was a need to ascertain how students who attend 

alternative schools and students who attend regular elementary schools 

feel about their schools. This study also measured the self-concept of 

both alternative and non-alternative students• feelings. The preponder-

ance of available research was done to determine the affects of alter-

native education on students at the elementary level. Most studies 

revealed descriptive data with very little evaluation of comparative 

achievement and related variables. The variables measured in this study 

were achievement, self-concept, and perceived school environment. They 

are of paramount importance to any elementary school environment and 

central to the question of 11 How effective are alternative schools? 11 

Statement of the Problem 

The purpose of this study, therefore, was to provide data on six 

questions, using control techniques of random selection, past academic 
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performance and general ability I.Q. on the impact of elementary 

alternative education experiences of children who have attended alterna-

tive schools for a two-year period compared to a comparable group of 

students attending regular elementary schools. 

Answers to the following questions were sought: 

1. How does the overall educational achievement, as measured by 

the Iowa Test of Basic Skills composite score, differ when students 

attending alternative schools are compared to students attending regular 

elementary schools? 

2. How does the educational achievement, as measured by the 

Iowa Test of Basic Skills (ITBS) reading subtest, differ when students 

attending alternative schools are compared to students attending regular 

elementary schools? 

3. How does the educational achievement, as measured by the 

Iowa Test of Basic Skills (ITBS) mathematics subtest, differ when 

students attending alternative schools are compared to students attend-

ing regular elementary schools? 

4. How does the self-concept, as measured 'by the Piers-Harris 

Children's Self-Concept Scale, differ when students attending alterna-

tive schools are compared to students attending regular elementary 

schools? 

5. How does the perceived school environment, as measured by the 

Elementary School Environment Survey (ESES), differ when students attend-

ing alternative schools are compared to students attending regular 

elementary schools? 

6. How does attendance, taken from school records, differ when 

students attending alternative schools are compared to students attend-

ing regular elementary schools? 
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Basic Hypotheses 

Certain hypotheses were formulated and tested by a statistical 

analysis of the data collected. This study proposed to establish a 

basis for the testing of the following hypotheses: 

Hypothesis One. The !TBS overall composite academic achievement 

scores of students attending alternative elementary schools will not be 

significantly different from that of a comparable group of students 

attending regular elementary schools when I.Q. and scores from previous 

!TBS composite are held constant. 

Hypothesis Two. The !TBS reading achievement scores of students 

attending alternative elementary schools will not be significantly 

different from that of a comparable group of students attending regular 

elementary schools when I.Q. and scores from previous !TBS reading 

achievement are held constant. 

Hypothesis Three. The !TBS mathematics achievement scores of 

students attending alternative elementary schools will not be signifi-

cantly different from that of a comparable group of students attending 

regular elementary schools when I.Q. and scores from previous !TBS 

mathematics achievement are held constant. 

Hypothesis Four. The self-concept of students attending alterna-

tive elementary schools, as measured by the Piers-Harris Children 1 s Self-

Concept Scale (CSCS), will not be significantly different from that of a 

comparable group of students attending regular elementary schools. 

Hypothesis Five. The perceived educational environment of students 

attending alternative elementary schools, as measured by the Elementary 

School Environment Survey (ESES), will not be significantly different 
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from that of a comparable group of students attending regular elementary 

schools. 

Hypothesis Six. The attendance record of students attending alter-

native elementary schools will not be significantly different from that 

of a comparable group of students attending regular elementary schools. 

Definition of Terms 

For the purpose of this study, the following definitions were used: 

Alternative students--Consists of fifth and sixth grade students 

who have attended alternative schools for a minimum of two years. In 

1978, fifth graders were fourth graders and sixth graders were fifth 

graders. 

Regular elementary students--Consists of fifth and sixth grade 

students who have attended regular elementary schools for a minimum of 

two years. In 1978, fifth graders were fourth graders and sixth graders 

were fifth graders. 

Educational achievement--is defined as the student's score on the 

Iowa Test of Basic Skills (ITBS) composite, the Iowa Test of Basic Skills 

reading subtest, and the Iowa Test of Basic Skills mathematics subtest. 

General or Native ability (I.Q.)--is defined as the student's score 

on the California Test of Mental Maturity (CTMM). 

Self-concept--is defined as the manner in which one characteristi-

cally views and evaluates himself/herself or feels about himself/herself. 

It is formed through the individual's physical and social interaction 

with his environment, which includes the school. 

Educational environment--is defined as the conditions, forces, and 

external stimuli or situational determinants which foster the development 

o( individual characteristics. The environment can be described accord-

ing to the participant's perception of these determinants or stimuli as 
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measured by the subject's responses to the statements which depict these 

perceptions. 

Educational environment variables--are defined as five dimensions 

which describe some of the reality that exists in elementary schools. 

The dimensions are: Practicality, Community, Awareness, Propriety, and 

Scholarship. The five dimensions, as defined below, are taken from 

Robert Leo Sinclair's dissertation (1968). 

Practicality--The statements in this variable suggest a practical 

instrumental emphasis in the environment. 

Procedures, personal status, and practical benefits are impor-
tant. Status is gained by knowing the right people, being in the 
right groups, and doing what is expected. Order and supervision 
are characteristic of the administration and classwork. Good fun, 
school spirit, and student leadership in school social activities 
are evident (Sinclair, 1968, p. 26). 

Community--A friendly, cohesive, group-oriented school life is 

characterized by the combination of statements in this dimension. 

The environment is supportive and sympathetic. There is a 
feeling of group welfare and group loyalty, which encompasses the 
school as a whole. The school is a community. It has a congenial 
atmosphere (Sinclair, 1968, p. 27). 

Awareness--The items in this variable seem to reflect a concern 

with emphasis upon three sorts of meaning--personal, poetic, and political. 

An emphasis upon self-understanding, reflectiveness, and 
identity suggests the search for personal meaning. A wide range of 
opportunities for creative and appreciative relationships to paint-
ing, music, drama, poetry, sculpture, and architecture suggests the 
search for poetic meaning. A concern about events around the 
world, the welfare of mankind, and the present and future condition 
of man suggests the search for political meaning and idealistic 
commitment. What seems to be evident in this sort of environment 
is a stress of awareness--an awareness of self, of society, and of 
esthetic stimuli (Sinclair, 1968, p. 27). 

Propriety--An environment that is polite and considerate is sug-

gested by the statements in this dimension. 
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Caution and thoughtfulness are evident. Group standards of 
decorum are important. On the negative side, one can describe 
propriety as the absence of demonstrative, assertive, rebellious, 
risk-taking inconsiderate behavior (Sinclair, 1968, p. 28). 

Scholarship--The items in this variable described an academic, 

scholarly environment. 

The emphasis is upon competitively high academic achievement 
and a serious interest in scholarship. The pursuit of knowledge 
and theories, scientific or philosophical, is carried on rigorously 
and virgorously. Intellectual speculation, and interest in ideas 
as ideas, knowledge for its own sake, and intellectual discipline--all 
these are characteristic of the environment (Sinclair, 1968, p. 
28). 

Assigned attendance area--is defined as the geographical area 

within the school district, Unified School District No. 259, Wichita, 

Kansas, where the preponderance of the black citizens within the dis-

trict reside. The Isely Creative Alternative School is located in this 

area. 

An alternative school--is a school which students may choose to 

attend in place of the conventional school, that is significantly dif-

ferent from conventional schools, and typically emphasizes a high degree 

of staff and student involvement in decision making. (Alan A. Glatthorn, 

Alternatives in Education, 1975, p. 11). 

Alternative public school--any public school that provides alterna-

tive learning experiences to those provided by the conventional schools 

within its community and that is available by choice to every family 

within the total school community at no extra cost. Smith indicates 

that when a community has several optional alternative public schools 

available, the conventional schools become one of the options (Vernon H. 

Smith, Alternative Schools, 1974, p. 15). 

No definition can encompass all alernative public schools. Therefore, 

the three criteria and eight common characteristics specified in the 
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definition section were used for this study. The three criteria include: 

choice, difference, and representative enrollment. 

The eight characteristics of alternative public schools are stated 

by Smith, Burke, and Barr in Alternative in Education, 1976. 

While each alternative public school has been developed in response 
to specific needs within its community, most schools have the 
following common characteristics. Any school lacking these charac-
teristics would not meet the criteria for an alternative public 
schoo 1. 

1. The school provides an option for students, parents, and 
teachers. Ideally the choice is open to all so that the 
school has a voluntary clientele. When a school system pro-
vides enough alternative schools so that every family has a 
choice, the standard school becomes an alternative, too, as it 
then also benefits from a voluntary clientele. 

2. The alternative school exists because of a commitment to be 
more responsive than the standard schools to some perceived 
educational need within its community. Therefore, the school 
is different from the standard schools in the community in an 
identifiable way: in approach to learning, in curriculum, or 
in resources or facilities. 

3. The school's population reflects the racial and socioeconomic 
make-up of the entire community, unless the school is designed 
for a target group that is not representative of the total 
community population, such as dropouts. 

4. The school provides opportunities for students and teachers to 
participate in decision making relative to the school 1 s pro-
gram and participants' roles within the school. The result is 
more choice and more responsibility for each individual. 

5. The school usually has a comprehensive statement of goals and 
objectives. While alternative schools are concerned with 
developing basic skills and preparing students for college or 
careers or both, they are also concerned with improving self-
concepts; developing individual talent, creativity, and unique-
ness; understanding and encouraging cultural plurality and 
diversity; and preparing students for various roles in 
society--consumer, voter, critic, parent, and spouse. 

6. The school is flexible and therefore responsive to planned 
evolution and change. Because alternatives are being 
developed in the age of accountability, they rely on feedback 
and formative education or evaluation in developing and modi-
fying curricula and programs. 
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7. The school is usually smaller than the comprehensive school. 

8. Because they are smaller, alternative schools tend to have 
fewer rules and fewer bureaucratic constraints on students and 
teachers (Smith, et al., 1976, pp. 28-30). 

Smith, et al. further identifies terms used throughout the litera-

ture on alternative education in Alternatives in Education (1976). 

These alternative labels are as follows: 

Open Schools--utilize learning centers or individualized activities 
within the classrooms or building. 

Free Schools--emphasis on greater freedom for students and teachers. 
The term is usually applied to nonpublic alternatives, but a few 
are operating within public school systems today. 

Environmental Schools--because of the increasing concern about the 
environment and environmental deterioration, some communities have 
started alternative schools with a curriculum built around environ-
mental concerns. 

Traditional Schools--utilize traditional approaches toward retain-
ing the best of the past. The program is provided for the student 
who needs and prefers maximum structure. The environment might be 
described as 11 closed11 or "high structured. 11 (pp.32-37). 

Major Assumptions 

The following assumptions were applied to this study: 

1. Academic achievement is measurable by the Iowa Test of Basic 

Skills (ITBS). 

2. Self-concept is measurable by the Piers-Harris Children's 

Self-Concept Scale (CSCS). 

3. School environments are measurable by the Elementary School 

Environment Survey (ESES). 

4. The perceptions of individuals attending an alternative and/or 

regular elementary school are valid sources of descriptions of their 

school environment. 
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5. If the students agree by a 66% or more majority that a state-

ment is true about their school, then that statement is characteristic 

of their school. 

6. Irrespective of the curriculum or administrative organization 

of the school, such as departmentalized, open space, or traditional, the 

program is also characteristic of the self-contained classroom in which 

the student is a participant. 

7. Since all subjects, alternative and non-alternative, are 

randomly selected, both groups for this study are comparable in physi-

cal, social, and emotional development. 

8. Socio-economic status of all subjects is held constant through 

random selection procedures. 

9. There will be differences between the teachers that work with 

the subjects attending alternative schools as opposed to those who work 

with the subjects attending regular elementary schools. 

10. The tester-testee rapport and testing conditions for the 

Iowa Test of Basic Skills are hot prejudical to either group. 

Limitations 

The following limitations were applied to this study: 

1. Finding two samples of children, alike in all respects, and to 

control all intervening variables is most difficult. 

2. Changes in any of the variables measured in the investigation 

may be due merely to maturation. 

3. The analysis of pupils' perceptions of the school environment 

was limited to their performance on the Elementary School Environment 

Survey (ESES). 
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4. School records are vulnerable to error. The present study 

necessarily relied on these data under the assumption that such informa-

tion, recording, or transcribing errors as may have occurred were random 

and few and introduced no bias. 

Methodology and Data Analysis 

The following procedures were employed for the collection and 

analysis of the data: 

1. Sample--A random sample of 173 fifth and sixth grade pupils 

were selected from a list of approximately 800 alternative school pupil 

population. A comparable group of students were selected at random from 

approximately 7,000 regular attending elementary school fifth and sixth 

grade pupils. All subjects were attending school in the Unified School 

District No. 259 during the 1976 through 1979 school years. The unit of 

analysis for this study was on individual and group responses. 

2. Permission was obtained from the Wichita Public Schools' 

Research Council, Wichita, Kansas, to do this study. 

3. Teachers of the respective sample groups administered the 

Iowa Test of Basic Skills (!TBS) over the two-year period. The Iowa 

Test of Basic Skills (ITBS) is administered each year to all fifth and 

sixth grade pupils of Unified School District No. 259. 

4. Selected elementary school principals personally administered 

the Elementary School Environment Survey (ESES) to all elementary school 

subjects to assess the subjects• perceptions of their school environment. 

(See instrument attached.) 

5. Selected elementary school principals and teachers administered 

the Children's Self-Concept Scale (CSCS) to all elementary school subjects. 

(See instrument attached.) 
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6. The investigator personally collected and tallied all data and 

responses from all subjects relative to this study. 

7. Iowa Test of Basic Skills' Composite, Reading, and Mathematics 

constitute the criterion measure for the cognitive domain. Analysis of 

covariance constitute the statistical treatment on achievement with I.Q. 

and previous academic performance held constant. 

8. Elementary School Environment Survey (ESES) was used to deter-

mine and compare perceived school environment between alternative attend-

ing and regular elementary school attending subjects. The Mann-Whitney U 

was used to statistically treat the data collected. The instrument was 

sensitive in ascertaining whether or not the two independent samples 

were from the same populations with the same central tendency or from 

populations which differ in location of central tendency. 

9. The t-ratio was used to assess the differences in self-concept 

between the two groups. 

10. The t-ratio was used to assess the differences in attendance 

between the two groups. 

Summary and Organization of the Study 

Chapter I of this study has provided background information to the 

study. The purpose, as well as the hypotheses to be tested, have been 

identified. The terms used frequently in this study are defined. 

Finally, the major assumptions, limitations, methodology, and data 

analysis basic to this study have been stated. The format for the 

succeeding chapters are perceived as follows: Chapter II will treat the 

selected, related litera\ure which has been reviewed for this study. 

Chapter III relates to methodology and design of the experimental nature 
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of this study. Chapter IV presents the analysis of data collected for 

this study. Chapter V presents the finding and conclusions, and recommen-

dations for further research. 
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CHAPTER II 

REVIEW OF RELATED RESEARCH AND LITERATURE 

Introduction 

In Chapter I, the investigator portrayed the need for research in 

the area of self-concept, perception of school environment and achieve-

ment of students attending alternative elementary schools and how these 

,perceptions and achievement differ from students attending regular 

elementary schools. The second chapter· focuses upon relevant research 

and literature in these areas. Specific areas of the problem are dis-

cussed. These areas include: perception; the value of pupils' percep-

tions; self-theory; self-concept and achievement; self-concept; studies 

related to classroom environment; and environment and alternative edu-

cation. The review of each area includes actual research findings and 

views of authorities. 

Perception 

Earl Kelley (1947) reported on experiments at the Hanover Institute 

which provided laboratory proof of a number of visual facts which for a 

long time had been in the realm of conjecture and speculation. The 

experiments demonstrated that we do not receive our perceptions from the 

things around us, but rather our perceptions come from within us. 

More recently Kelly (1962) has proclaimed that 11 perception is the 

stuff of· growth for the psychological self. The perceptve process is 

the only avenue by which the self can be fed. 11 Kelley continues to 

identify the elements of perception by stating: 

One of the most revealing facts about percep-
tion is that it is selective. We do not see every-
thing in our surroundings. To perceive them 
(coincidences) all would cause pandemonium. We, 
therefore, would choose that which the self feeds 
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upon. The direction of the growth of the self 
depends upon choices. 

The choices seem to be on the basis of exper-
ience and unique purpose. There is ample evidence 
now to show that all living tissue have purpose. 
In perception, purpose operates automatically most 
of the time. And so, just as we do not eat every-
thing, our psychological selves are particular as 
to what they feed upon. What they take in has to 
suit their purposes, and has to fit into their past 
experiences. (Kelley, 1962, p. 14) 

Rath (1966, p. 9), in an attempt to elaborate on the meaning of the 

phrase 11 effective functioning 11 taken from the 1966 ASCD Yearbook Committee's 

question, 11 What is the relationship between curriculum experiences that 

youngsters receive in schools and the promotion of their effective 

functioning? 11 , identifies three relationships to reality for effective 

functioning person. One of the relationships is 11 perception of reality11 • 

The following quotation clarifies this definition of the term. 
11 ••• to be able to function effectively, a per-
son's perceptions must be relatively free from need-
less distortion. Mental health specialists have felt 
for many years that 11 correct11 reality perception is a 
valid indicator of the effective functioning of an 
individual. However, the word 11 correct11 need not 
connote that there is one and only one correct per-
ception. Rather, it suggests that however a person 
perceives the world, there must be some data avail-
able to him that serve to support his perceptions. 
This dimension implies an openness to experience and 
a tolerance of instances that run counter to currently 
held beliefs and positions. (Raths, 1966, p. 10) 

King and Kerber (1968), in their discussion of perception and 

attitude formation of the American child, identified four areas in which 

subcultural affiliation can significantly affect a child's perceptions 

and attitudes: race awareness and prejudice, sex awareness, humor, and 

food preferences. Their conclusion was that young children's attitudes 

seem to be shaped by their differing subcultural experiences. 
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In a recent investigation involving thirty-seven black children and 

thirty white children of preschool age, the relationship between race 

and perception of racially related stimuli was studied. The study 

involved two factors: first, a normative study which compared white and 

black children 1 s evaluations of assorted objects; second, an experiment 

to see whether or not good.objects were associated with white stimuli 

and bad objects were associated with black stimuli. 

The data gathered in the study (Stabler, 1969) supported the basic 

prediction that children would guess that the 11 good11 objects were in the 

white box and that the 11 bad11 objects were in the black box. The evi-

dence from the study further suggests that the racial attitudes of the 

larger society have been incorporated by preschool age children of both 

races, but by white children more so than by black children. 

Scheirer (1972) utilized Children's Attitudinal Range Indicator 

(CARI) to assess children's positive or negative feelings toward their 

open alternative school experiences. The CARI measured respondents' 

attitude toward school, home, peers, and his neighborhood (society). 

Scheirer, 1972, p. 20) 

Some previous research, as well as common sense, both indicate that 

such school-related criterion variables as achievement and personal 

attitudes are likely to be strongly influenced by factors in each child 1 s 

background that are not controlled by the school itself, specifically, 

his intelligence and socio-economic status of his family (Coleman, 

et al, 1966; Lavin, 1965). Thus, Scheirer (1972) indicates that any 

differences found between the open and traditional alternative schools 

on achievement or effective measures might be related simply to differ-

ences in the intelligence or socio-economic background of the students, 

rather than results of different educational structures. 
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The Value of Pupils' Perceptions 
In the Educational Schema 

An educational philosophy which embraces the belief that schools 

should be for children implies that what children think and perceive is 

important. This view of the purpose of schools, particularly in the 

alternative setting, seems to be gaining in acceptance. Casey and 

Murrow (1971) expound the same concepts in their book entitled, Children 

,Come First, which tells about the inspired work of the English Primary 

Schools. 

There is much recent evidence in educational research to indicate 

that to limit what we know about the reality which exists in a classroom 

is to limit what can be done to improve or create more optimum condi-

tions for children both in the realm of learning and humaneness. Stern 

(1970) points out that there may be some disparity between the perceived 

situation and the veridical one; however, for the pupils themselves the 

perception is the reality. 

There are other evidences to indicate that students• observations 

provide an accurate picture of the classroom environment. Studies by 

Remmers (1963) and Ehman (1970) reveal such results. Steele, House and 

Kerins (1970, p. 448), working with part of a large-scale evaluation of 

the state gifted program in Illinois, took the following approach in the 

development of the Class Activities Questionnaire (CAW): 

If social behavior, goals, attitudes, and interests 
are in large measure acquired through ~nvironmental 
conditioning, it would seem reasonable to identify the 
environmental press and structure the situation to be 
more congruent with the purposes of the school. 
(Steel, House, and Kerins, 1970, p. 448) 
The term 11 press 11 has been defined by H. A. Murray (1938, p. 

748) in the glossary of his book as: 
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The kind of effect an object or situation is exerting 
or could exert upon the subject. It is a temporal 
gestalt of stimuli which usually appears in the guise 
of a threat of harm or promise of benefit to the organism." 

The CAQ assesses four major dimensions of the instructional climate 

which relates to alternative educational settings as well as other 

eduation environment. The authors of the CAQ ~elieved that students are 

in a much better position than the teacher to report on the emphasis 

actually given to various class activities. They also stated: 

Moreover, the nature of the instructional climate 
depends in part on the way it is .perceived by the stu-
dents themselves. Not every student is an accurate 
observer, however, it is the consensus of student judgment 
that is of concern. (Steele, House, and Kerins, 1970, p. 448) 

Davis (1962) analyzed data from 33,982 graduating seniors sampled 

from 135 American colleges and universities in terms of campus dif-

ferences in true climate of intellectualism and perceived climate of 

intellectualism. One of the five major conclusions listed for the study 

was that "The perceived value climate is directly related to the 1 true 1 

value climate. 11 (Davis, 1962, p. 126) 

Walberg (1963) employed a new measure, the Classroom Climate Question-

naire, in an attempt to assess the relationship between the teacher 1 s 

personality and attitudes and their influence on the climate of the 

classroom. The conclusions of the study suggested several predictable 

relationships between teachers 1 personalities and classroom climates, 

which supported the hypothesis of the study derived from Getzels-Thelen 1 s 

socio-psychological theory. The hypothesis stipulated that 11The person-

ality patterns of the teacher, his needs, values, and attitudes, predict 

the climate of his classes. 11 Walberg further postulates that one justi-

fication for studying the classroom 1s climate, as perceived by the 

pupils living in that climate, could be to 11 tell the personality pattern 

of the teacher. 11 (Walberg, 1963, p. 167) 
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Self-Theory 

At the turn of the present century, there was a great deal of 

interest in the concept of self. William James (1914) wrote extensively 

on the concept of self and his writings came in a period that was on the 

verge of revolution concerning this concept. Freudian psychologists 

emphasized unconscious motivation. Introspectionists defend the process 

of introspection as a way of exploring consciousness, gestaltists believe 

in the value of insight and stress the selective perceiver, and the 

behaviorists attempted to cancel out all other schools of thought relative 

to self-theory by claiming that all systems except their own studied 

consciousness while only a person's tangible observable behavior was fit 

for scientific inquiry. 

In a span of time of approximately twenty years, (1920 to 1940), 

self as a psychological construct and other internal constructs were 

dropped as a worthy study. Purkey (1967) points out that when psychol-

ogy abandoned the self, so did education. He further stipulated that 

those who purported to believe in the self failed to report any rigorous 

experimentation. However, Mead, Lewin, Goldstein, and Maslow were a few 

exceptions. 

Those who supported a 11 self-theory11 and objected most to the behav-

iorists were the clinical-psychologists. Carl Rogers (1950) seemed to 

take the theory of self and developed the 11 client-centered11 approach to 

counseling and psychotherapy which he introduced in 1939. It was Rogers• 

work that has come to be known as 11 self-theory11 • It would seem that 

Rogers• linking of earlier and recent theory regarding self brought 

about a conscious return to the importance of self in counseling theory 

and practice, and to education, particularly alternative education. 
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In recent years, there has been a great increase in the number of 

self theories and the number of people in the field of psychology who 

have been influenced by self theories. It was not until the late for-

ties that empirical work was done. Since that time, there has been an 

increasingly large output of reports and investigations in this area. 

Symond (1949) in his attempts to conceptualize the self within, 

stated that the self as a concept developed according to what one's 

parents called one, is the core of' self, and provides possible con-

sistency to behavior. 

Sullivan's (1952) conception of self system emphasizes early inter-

personal relations and implies stability. His view of self is that 

which is built from reflected appraisals coming from the parents. 

Security measures from the self sanctions the 11 good-me behavior11 and 

forbids the 11 bad-me behavior11 • Since the self system (originally trans-

mitted from the mother) guards the person from anxiety, it is held in 

high esteem by the individual and protected from criticism. 

Wylie (1961) has summarized the problems involved in the measure-

ment of self-concept when a self-report method is employed. She points 

out that self-reports can be influenced by such irrelevant response 

variables as social desirability, identity of the examiner, response 

set, quality of the examiner's rapport, and the relationship of item 

content to the degree of revelation. Investigations such as the ones 

conducted by Goldsmith (1967) have dealt with the biasing effects of 

subjects defensiveness and irrelevant response variables through the use 

of what is called a lie score index. The items comprising the lie index 

are introduced into the self report and are presumed to be effective in 

identifying the subjects who are making false response. 
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Coopersmith (1967) further concluded that the problem of validity 

in ·self report appears more critical in theory than empirically. He 

stated that subjects tend to want social approval and did not want to be 

associated with the phenomenon known as low self esteem. 

Erickson's (1950) approach focused on a relationship of childhood 

and society that is pertinent to the development of self-concept. He 

notes that the development of self-concept in early years and stated 

that: 
11 The human child I s much more fragmentary patterns depend 
upon the process of tradition which guides and gives 
meaning to parental responses. These family patterns 
are established by tradition and to the institutions of 
the childhood milieu. 11 (Erickson 1950, p. 72) 

Both theoretical approaches and empirical findings indicate that 

the global versus specific aspects or actual versus self ideal discre-

pancy representing conflicts in conceptualizations of the self-

concept must be resolved before appropriate changes can be made. How-

ever, the basic concept of self is well established in the literature 

and relates specifically to the concepts of alternative education. 

Self-Concept and Achievement 

Laryea (1972) studied the relationship between academic self-

concept and achievement. His investigation focused on black and white 

students in the sixth grade. His study examined the relationship 

between reflected academic self-concept and the teacher's perception of 

the student's performance. 

Laryea (1972) determined academic self-concept (what the student 

thinks of himself in relation to school work) by using a seven-point, 

self-reporting instrument consisting of a number of 11 ! 11 statements made 

up of words that the sixth grade subjects used in describing what they 
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thought of themselves in relation to their work. He also determined how 

reflected academic achievement (what the student thinks his teacher 

thinks of him in relation to his work) was measured by using the Academic 

Self-Concept Inventory with appropriate modifications. An index of the 

teacher's perception of the student was obtained from a five-point 

rating scale completed by the teacher; achievement was measured by the 

student's composite score obtained on a standardized.arithmetic and 

reading test battery. 

Data collected and analyzed by Laryea was done separately by race 

and sex. The examination of the results revealed that black and white 

students emphasized different attributes in their self-perceptions 

relating to academic achievement in school. White students seemed to 

emphasize academic attributes whereas black students appeared to empha-

size non-academic attributes. 

Davidson and Lorig (1960) did a similar study when they studied the 
-.:.~ .;.t 

relation betwe~R children's perception of the teacher's feelings toward 

them and the variables, self-perception, academic achievement and class-

room behavior. Their sample consisted of 200 upper elementary students, 

both boys and girls, in the upper half of their respective grades in 

reading ability. Self-perception and perception of the teachers' feel-

ings were measured by an adjective check list containing words that the 

teachers and pupils had judged to be favorable or unfavorable. Achieve-

ment was determined by asking the teachers to rate each pupil on a 

three-point scale--very well, adequately, or below average. The investi-

gators found a positive correlation between children's self-perception 

of academic achievement and of the feelings of their teachers toward 

them. More importantly, they found a significant positive relationship 

between reflecte_d self-concept and academic achievement. 
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Bledson and Garrison (1962) also studied the self-concept of ele-

mentary school children in relation to academic achievement, intelli-

gence, interest, and manifest anxiety. Like Davidson and Long, they 

found a positive correlation between self-concept and achievement. 

Purkey (1967) reviewed the literature on self-concept as it related 

to academic achievement and concluded that there was a positive relation-

ship between attitudes of self and academic achievement. Most of his 

studies related to high school students and causation was never established. 

Fink (1962) studied self-concept as it relates to academic achievement. 

Pupils were matched on the basis of psychological test data and were 

analyzed for evidence of adequate or inadequate self-concept. He hypothe-

sized that adequate self-concept is related to high academic achievement 

and that inadequate self-concept was related to underachievement. His 

hypothesis was supported at the .01 level for boys and .1 level for 

girls. .. ~, 

Schei rer (-i'.972) conducted a study on academic achievement self-

concept and attitude toward school of children attending open and 

traditional alternative schools. Data was collected utilizing Stanford 

Achievement Tests, Children's Self-Concept lndicator, and Children's 

Attitudinal Range Indicator. She found no significant differences 

existed between 11 open11 and 11 traditional 11 alternative schools with the 

effects of intelligence and parental socio-economic status controlled by 

covariance methods. The study also revealed that both self-concept and 

attitude toward school were significantly less positive in the 11 open11 

school than in the 11 traditional 11 schools. However, these results were 

determined only tentative because of the very limited time that had 

elapsed between the introduction of open education and the collection of 

the data. 
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Johnston and Parker (1975) in their Phi Delta Kappan article 

entitled, 11Walden III: Alternative High School Survives Evaluation 

Quite Nicely--Thank You 11 , reveals positive results in the areas of 

academic achievement, learning ability and attitude-effective outcomes 

as compared with other group norms within the Racine, Wisconsin Unified 

School District. They report that the Walden III plan was implemented 

in the 1972-73 school year by serving 155 eleventh and twelfth graders. 

The enrollment reached 230 in 1973-74 and 1974-75. The ethnic popula-

tion of the school was comprised of whites, blacks, and Chicanos and 

characterized as middle to lower-middle class by the Hollingshead Index. 

The enrollment was open to any district student on a first-come first-

served basis. The school district had approximatly 7,000 high school 

students drawn from its 99 square mile area. It is reported that the 

district was a microcosm of the United States, showing much the same 

racial balance, extremes of wealth, and rural-urban division . .. 
~, 

Johnston atid Parker further reported that the Walden III plan 

features are much like those found in alternative high schools across 

the country. Student involvement in curriculum, school policy and 

environmental decisions are emphasized, as is the use of the community 

for learning experiences. Personal choice, freedom, and responsibility 

are maximized. Affective as well as cognitive outcomes are sought and 

interdisciplinary studies are encouraged. Schedules are flexible and 

personal, the atmosphere open and informal. The college-format schedule 

can be altered, interrupted, or canceled to meet the needs of individ-

uals, groups or the entire school. 

Evaluation of the first year centered on achievement ability, 

certain affective traits and attitudes. Students were administered 

published instruments on a pre/post basis. Additional data were ob-
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tained through student and parent questionnaires, as well as student 

record searches. All data, including significance tests, were processed 

by the school district's rese~rch and development staff. 

The authors further reported that the evaluation supported all 

their expectations. Achievement as measured by the Iowa Test of Educa-

tional Development CITED) yield results in reading, math, and composite 

data in addition to three background tests. The eleventh graders gen-

erally exceeded their expected gain scores. The twelfth graders exceeded 

all of their expected gain scores, and in three areas (total language, 

total math, and total composite) the excess was significant. 

The study also focused on learning ability as measured by the 

Analysis of Learning Potential (ALP). The results revealed statis-

tically significant findings in all four composite scores. 

Data was gathered-on Attitude-Effective Outcomes by utilizing the 

Maslow Security-]nsecurity Inventory (SI), Rotter Internal-External 
-JIii' 

Scale (IE), ancfintellectual Achievement Responsibility Scale (IAR). It 

was hypothesized that, in a personalized setting, students should become 

more secure, more internally motivated, and more willing to take respon-

sibility for their own academic success and failures. The hypothesis 

was borne out. Results further projected that the Walden III students 

were significantly more secure and more internally motivated than the 

comparison group. However, there were no significant differences in 

academic achievement. 

Parental response on a questionnaire revealed overwhelming support 

for the school total program. More than 80% of the responding parents 

were pleased that their children were attending Walden. It was also 

reported that parents felt their children were more satisfied with their 

school and that teachers were more cooperative than in previous years. 
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It was further reported that parents were satisfied with Walden's 

methods of communication concerning student achievement and over-all 

performance. 

In summary, research and the review of the literature relative to 

perception of the environment and self-concept of children in the educa-

tional experience indicate·much improvement when variables are controlled 

and examined. Improved perception and self-concept of students enhance 

their motivation to achieve more academically. However, empirical 

evidence is needed in determining how elementary alternative educational 

experiences effect self-concept and how they relate to academic performance. 

Studies Relating to Classroom Environment 

There is abundant evidence that individual differences in parti-

cular characteristics or behavior result from differences in environ-

ments in which individuals have lived. The need to recognize the diver-

sity which exist in elementary school environments is of particular .. _,.. 
theoretical sigflificance. Different environments affect children in 

different ways, and to ignore variance in school environment is to limit 

the understanding of behavior in different students. Because so little 

is known about the major ways in which elementary school environments 

differ, particularly in elementary alternative schools, it is difficult 

to determine exactly how particular environment variables affect the 

development of specific characteristics in elementary students. 

Ragan (1966) defines classroom environment as 11 those physical, 

intellectual, emotional, and social factors that directly affect living 

and learning in the classroom (p. 195). 11 He perceives the school to be 

a physical environment which constitutes the location, size, shape, 

construction and physical features of the room itself. It is to be 

understood that the physical environment of a school or classroom is to 
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have certain disadvantages or advantages. However, Ragan feels that the 

intellectual, social, and emotional climate are more important than the 

physical environment of the school. Ragan further expressed his beliefs 

in the following manner: 

Most of us are familiar with different class-
room climates for we have visited rooms so lacking 
in friendliness that we call them cold or chilly. 
We have seen stormy rooms too, where the air was 
electric and we felt a storm about to break; and 
foggy rooms, where the teacher and the children were 
anxious, jittery, and uncertain. You feel, after 
a visit to such rooms, that ... you are glad to 
get out into fresh air again. There are rooms 
where you feel that you have walked into a patch of 
warm sunshine ... These rooms have a temperature 
climate which is right for the optimum growth of the 
child--a climate in which the learning process 
flourishes (pp. 196-197). 

Bloom (1964) maintains that 11 the improvement of education and other 

environments is really the only means available to a civilized society 

for the improvement of the lot and fate of man (p. 6). 11 The range of 

environments g~s from the most immediate social interactions to the 

more remote cultural or institutional forces. These interactions may be 

physical, social and intellectual. He regards the environment as a 

force that is continually shaping and changing the individual. 

Sinclair (1968) studied the diversity and similarity of educational 

-environments in selected elementary schools in California and Massachusetts 

by using the Elementary School Environment Survey. The purpose of his 

study was to identify the educational environments of several schools 

and to analyze differences and patterns of commonality which exist among 

the schools. He defined educational environment as 11 the conditions, 

forces, and external stimuli which foster the development of individual 

characteristics." Environment was recognized as a complex system of 

situational determinants that exert an influence upon participating 
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individuals. These determinants include social, physical, and intel-

lectual factors. The environment described was interpreted from the 

collective perceptions of students participating in the study. Among 

the findings of the study were: (a) school environments are different 

when measured along selected variables, and (b) elementary schools may 

be grouped into environment patterns and each school may emphasize 

different dimensions of these selected variables. 

One of the most extensive studies on school environment was con-

ducted by Moore (1972). Moore used the Elementary School Environment 

Survey to identify the educational environments of Oklahoma elementary 

schools as perceived by fifth and sixth grade students who attended 

those schools. The purpose of his study was to determine whether or not 

any significant educational environments of schools became apparent when 

they were grouped together according to population size, socio-economic 

composition, sex.of principal, age of teachers, organizational plans, 

and amount of open space facilities. The five environmental variables--

Practicality, Community, Awareness, Propriety, and Scholarship were the 

same variables used by Sinclair (1968). Seven basic hypotheses were 

tested. The investigation found that there were differences between the 

educational environment of schools located in low socio-economic class 

settings and schools located in middle-class or higher socio-economic 

settings. There was a specific difference in the dimension of scholar-

ship. Moore also found a significant difference in educational environ-

ments in elementary schools located in urban settings as compared to 

elementary schools located in rural settings. 

Silvertooth (1974) also conducted a study using the Elementary 

School Environment Survey to determine what affective and cognitive 

effects school environment had on white fifth and sixth grade children 
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bused out of their neighborhood into formerly all-black elementary 

schools. His study focused on academic achievement, self-concept, and 

children's perception of their school over a three year ~eriod. This 

data was compared to a control group over a three year period. This 

data was compared to a control group who had not been bused from their 

neighborhood schools. 

Silvertooth 1 s data indicates that the fifth grade bused subjects 

were lower in reading achievement the first year of busing. There was 

no significant difference in reading the second year for the bused 

subjects, indicating that sufficient gains were made in reading after 

the first year of being bused. There were no significant differences in 

academic achievement across grade level for the fifth or sixth grade 

subjects other than reading. There were no significant differences 

between groups in self-concept or perceived school environment. A 

significant difference was found in attendance the third year between . -the fifth grade~bused and non-bused subjects. This difference was in 

favor of the bused subjects, simply indicating that busing does not 

adversely affect attendance. The findings of this study were sufficient 

to support the proposition that busing does not negatively affect white 

students in their educational experiences. 

Summary 

Much has been written in the past several years on the effects of 

perception, academic achievement, and environment. A review of the 

literature on alternative education in the aforementioned areas indi-

cates that the evidence is limited. However, the literature that does 

exist strongly supports the concept that alternative educational exper-

iences improve the self-concept of school children and does not inter7 

fere with their academic achievement. Alternative educational 
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experiences tend to provide greater opportunities for students to become 

active in making decisions which affect their lives, raise academic 

achievement, change behavior and attitudes, and generally improve the 

effective climate of the school and community. 

In relation to self-concept, alternative education tends to improve 

the self-concept of pupils: Self-concept has proven to be an important 

predictor and determinant of academic achievement. However, very few 

studies have focused on a particular dimension of the self-concept and 

its relation to achievement in the alternative education setting. 

The review of the literature on classroom environment indicates 

that classrooms and individual schools do differ in their perceived 

environments. A survey of the literature shows that few studies have 

centered around the dimension of alternative education and environment. 

The University of Indiana, at Bloomington, Indiana, maintains a center 

on alternative education and is a viable source for information on -alternative scnbol programs. 
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Chapter III 

Research Methodology 

Introduction 
11 The chief purposes for conducting research are: 

(1) to determine the status of phenomena (past and 
present); (2) to·ascertain the nature, composition, 
and process that characterize selected phenomena; 
(3) to trace growth, developmental history, change, 
and status of certain phenomena; and (4) to study 
the cause-and-effect relationships among and between 
certain phenomena. 11 (Turney, 1971, p. 2) 

This chapter deals with the description of the procedures used in 

conducting this study relative to the impact of alternative education on 

elementary school-aged children with respect to their achievement, 

perceived school environment, and their self-concept. It also deals 

with the selection of the sample, collection of the data, the instru-

ments used, and data analysis. 

Population and Sample Selection 

In the Spring of 1971, the Board of Education of the Wichita Public 

Schools, Wichita, Kansas, adopted a policy statement committing itself 

to completely reduce racial imbalance in elementary schools where racial 

imbalance existed. The action followed the previous two-year decision 

of the Board to create racially balanced junior and senior high schools. 

Prior to the board policy statement, there were seven predominately 

all-black elementary schools. These schools were located in tne north-

center city area and, as usual, the suburbs were almost entirely Caucasian. 

This geographic area of the center city of Wichita is referred to as the 

Assigned Attendance Area (AAA). In the Fall of 1971, Dunbar, Little, 

Fairmount, and Isely were the four of the seven all-black elementary 

schools that were closed as attendance centers. The three remaining 
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schools were left open to aid in the desegregation effort. Since the 

black enrollment in Wichita constituted approximately twenty percent of 

the total elementary enrollment, all elementary schools in the district, 

including the three schools in the Assigned Attendance Area (AAA), were 

to have approximately twen~y percent of their enrollment black and the 

remaining population white. As a matter of fact, the geographical plan 

was adopted to insure racial balan~e at every grade level, kindergarten 

through sixth grade, in every elementary school in the Wichita Public 

School System. 

Intense feelings from both the black and white communities began to 

build with regard to the closing of more than half of the black schools 

and the effects of cross-bussing of white children into formerly all-black 

schools. It was in the context of compromise that the Board of Education 

directed its administrative staff to work with interested community 

groups to establish an alternative educational program at Isely School. 

The alternative school at Isely opened in February, 1973. The program 

that was implemented was designed to provide new innovative approaches 

to educate students ranging in ages from nine through eleven years old 

and who had special talents, abilities, and interests in the academic 

areas and performing arts. The main objective was to provide a school 

that would meet the individual differences of the students selected to 

attend Isely. (Carriker, Personal Communication, April, 1978) 

In 1970, there was a growing movement among a group of parents 

expressing that the schools were not meeting the needs of their child-

ren. During this period of time, there were books on the market which 

focused on school reform. Some of them were titled: 11 Crisis in the 

Classroom, The Greening of America, Humanizing Schools, and Summerhill. 11 
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For a year, the parents shared their information with no one. It was 

during the next year that they formed into a group called PALS (Parents 

for Alternative Learning). They met with Dr. Alvin E. Morris, Superin-

tendent of Schools and other central office staff members. The PALS 

group was asked to permit the school system more time before demanding 

the establishment of another new alternative school. By the third year, 

the parents and central office staff had begun working on the alterna-

tive proposal. The proposal stressed concepts of the "open school 11 and 

child centered learning environment. It began, as most alternative 

programs, with the grass roots movement of the people not happy with the 

conventional schools. This is basically the means by which Emerson Open 

Alternative School had its beginning. (Ediger, Personal Communication, 

April, 1978) 

The Kellogg Traditional Alternative School, with grades kinder-

garten through eighth, was established in the Wichita Public School 

System by the Board of Education in 1975. The parents were the 

motivating force that brought about the implementation of the alter-

native program at Kellogg. The parents did not feel that the other 

schools were meeting the needs of their children. They desired more 

structure and teacher directed programs and learning environment. 

(Zimmerman, Personal Communication, April, 1978) 

A group of parents which called themselves, 11 Citizens for Choice11 , 

were instrumental in the development of Earhart Environmental Complex: 

A Continuous Progress Alternative School program. This alternative 

movement was dependent upon and motivated by the parents in the com-

munity. Earhart opened in the Fall of 1976 with special focus on a 

continuous progress method of instruction in basic skills and concept 

40 



development, environmental education, and personal development. It had 

an opening enrollment of 200 pupils in grades kindergarten through sixth 

and it also included special education program (TMH). (Osborn, Personal 

Communication, April, 1978) 

Three of the four ele~entary alternative programs which now exist 

in the Wichita Public School System came about as the results of paren-

tal pressure--a common thrust in the educational reform in the United 

States and Great Britian. They evidently did not feel that their child-

ren were receiving what they perceived to be the best education. There-

fore, community pressure may have influenced the actions of the Board of 

Education. 

Approximately 3,600 students have volunteered and have been assigned 

to attend the four elementary alternative schools since the inception of 

alternative education at Isely in February, 1973. For the past three 

years, there have been about 2,400 students who have volunteered to 

attend the four alternative programs. This student population repre-

sented the racial composition desired to maintain the racial balance in 

each school and was consistent with the efforts of the desegregation 

plan. 

It seemed quite appropriate to conduct a study to determine what 

effects alternative educational experiences have on students who have 

attended alternative schools for at least the last two years. There-

fore, a sample of 380 fifth and sixth grade alternative and 

non-alternative subjects were randomly selected for this study. An 

experimental group, consisting of 173 students vol~nteered and were 

assigned to one of the four alternative programs and remained in that 

program for at least two years, constituted the experimental group. A 
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group consisting of 207 students comprised the control group. These 

students identifed as non-alternative subjects, were eligible to volun-

teer and be assigned to an alternative program but had chosen to remain 
j 

in their neighborhood school for the same two year period. 

This study was limited to fifth and sixth grade students because 

each alternative and each regular elementary school contained grade 

groups at the fifth and sixth grade levels. Achievement scores were 

also available at these grade levels for the same two year period. The 

scores of the fifth and sixth grade alternative students were compared 

with.the scores of the non-alternative regular elementary school fifth 

and sixth grade students. Comparisons were made on standardized achieve-

ment test scores, self-concept, perceived school environment, and school 

attendance. 

Data Collection 

The Wichita Public Schools' Research Council of Unified School 

District No. 259, Wichita Public Schools, Wichita, Kansas, (Appendix B) 

granted permission for the investigator to use selected elementary 

subjects in the current study. Copies of the instruments used were 

given to the Council when the research proposal was submitted. 

After securing permission from the Council, the principal invest-

igator met with the Research Division for the Wichita Public Schools on 

March 29, 1979, to discuss the random selection of non-alternative and 

alternative fifth and sixth grade subjects. T~e rep~esentative for the 

Research Division assisted with the random selection of the two groups. 

The 207 non-alternative subjects were randomly selected from a list 

of regular 5th, 6th, and 5th-6th combination class groups sorted by 

section number. The class listing or group was made by starting with· 
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class group number sixteen (16) and selecting every eighteenth (18th) 

class group. The R199-025 Computer program (with modifications) was 

utilized to secure the randomly selected non-alternative sample. The 

207 non-alternative subjects represented twelve (12) class groups or 

5.6% of the 213 regular cl~ss groups of the fifth and sixth grade pop-

ulation. It also represents 3.8% of the total 5,422 regular fifth and 

sixth grade population. 

The investigator met with each elementary school principal and 

staff to discuss the details of the study and seek their cooperation 

(See Appendix E). These meetings were held during the first two weeks 

of April, (April 2-13, 1979). 

The principals and fifth and sixth grade teachers of the twelve 

regular elementary schools and the four alternative schools were per-

sonally contacted again by the investigator prior to the administration 

of the Piers-Harris Self-Concept Scale and the Elementary School 

Environment Survey. The time period for the collection of data from the 

sixteen schools (12 regular schools and 4 alternative schools) was 

established between April 23 and April 27, 1979. 

The principals and teachers of the sixteen schools were again 

contacted personally by the investigator upon delivery of the research 

instruments during the first two days of the week of April 16, 1979. 

Each principal consented to personally administer the Piers-Harris 

Self-Concept Scale and the Elementary School Environment Survey. 

Instructions for administering the two instruments appear in Appendix G. 

Principals were asked not to deviate from the instructions. This in-

vestigator picked up the data sheets and results from the two instru-

ments during the week of April 30, 1979. No difficulties were 
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reported in regard to the data collection and test administration by any 

of the sixteen principals. 

Data on achievement and attendance (Appendix F) were obtained from 

the permanent records of all selected subjects. The investigator and 

principals from each of the sixteen schools with the assistance of the 

classroom teacher obtained this data from the permanent records to 

insure that there were no transposition errors. 

Analysis of Data 

Data gathered on each student included grade level, alternative-

non-alternative status, the Iowa Test of Basic Skills (ITBS) Reading, 

Mathematics, and Composite Achievement scores; attendance, self-concept 

scores, and perceived school environment using the Elementary School 

Environment Survey. Data on the ITBS, intelligence, and attendance, 

were obtained from school files. 

The main analysis of this study is concerned with the following 

question: 

Do selected subjects who have been 

attending alternative elementary 

schools differ significantly in 

cognitive and affective development 

from a comparable group of subjects 

who have not attended alternative 

elementary schools? 

In this study, control through randomization was possible since 

assignments to groups, alternative and non-alternative, were not pre-

determined. The analysis of covariance design was selected to test the 

hypotheses with respect to any given criterion measure of academic 
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achievement and with previous academic performance (!TBS) and general 

ability I.Q. held constant. In an analysis of covariance design, the 

covariate is used to designate a metric independent variable and the 

factor is used to designate a nonmetric, categorical independent var-

iable. Most commonly, metric covari~tes are inserted intd a design to 

remove extraneous variations from the dependent variable. In this 

study, the control for previous academic performance (ITBS-1978) and 

general ability or native ability I.Q. was utilized. 

The t-test was used to analyze the differences between the two 

groups on the Children 1 s Self-Concept Scale (CSCS) and attendance. The 

Mann-Whitney~ Test was used to analyze the data obtained from the 

Elementary School Environment Survey (ESES). 

The level of confidence was established at the .05 level for all 

statistical analysis made on the data. 

Instrumentation 

Iowa Test of Basic Skills 

The Iowa Test of Basic Skills (ITBS) is a multilevel test designed 

for grades three to nine and administered each Spring in the Wichita 

Public Schools. Five areas of basic skills are emphasized: Reading 

Comprehension, Language Skills, Work-Study Skills, and Arithmetic Skills. 

Although there is overlapping, the tests are designed for specific grade 

levels. Ahmann and Glock (1971) state that the standardization of !TBS 

was made to represent all elementary children in public schools and 

include 74,174 pupils from 213 school systems in 46 states. All of 

these are included in the normative sample. Grade and percentile norms 

are available for each of the tests and for the composite of all tests. 
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Norms for school averages are presented for the beginning, middle, and 

end of the year. 

Reliability. Both the coefficient of reliability and the standard 

error of measurement for each of the 11 tests and the composite of these 

are given. The split-half method was used to determine the reliability 

coefficients and they range from 0.70 in Map Reading, grade 3, to 0;96 

in Reading, grade 4, for the subtests. The coefficient for the composite 

in grades fifth and sixth is 0.98. 

Validity. Ahmann and Glock (1971) relate that a great deal of . 
planning and careful consideration was given to the validity of this 

battery of tests. Instructional procedures, course of study, and text-

books were analyzed. The skills tests and subject matter content in-

cluded were identified and studied with considerable care. Cruciality 

and discriminating power served as the main criteria for items selected. 

Piers-Harris Children's Self-Concept Scale (CSCS) 

A positive self-concept is essential to effective learning and is 

considered paramount in the motivation of children to learn. One of the 

goals of any school system is to instill a positive self-concept in 

every student. This is particularly true in all concepts of alternative 

educational experiences. The Piers-Harris Children's Self-Concept Scale 

(CSCS) was administered as a way of measuring self-concept and to compare 

the degree of positive self-concept reported by both groups. 

The CSCS entitled, 11 The Way I Feel About Myself, 11 is a quickly 

completed (15-20 minutes) self-report instrument designed for children 

over a wide range. It requires approximately a third grade reading 

knowledge. It can be administered and scored by a responsible educator; 

but should be interpreted only with the aid of someone knowledgeable in 
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measurement and statistics, psychology of adjustment of children 1 s 

self-attitudes, and correlation of these attitudes. 

The items are written as simple declarative statements, e.g., "I 

forget what I learn. 11 Negative statements were included in order to 

reduce effects of acquiescence; but negative terms such as 11 don 1 t 11 were 
' 

avoided insofar as possible, in order to reduce the confusion of a 

double negative. (Refer to Appendix for a copy of the CSCS.) 

Reliability. The reliability and internal consistency of the CSCS 

was determined by the Kuder-Richardson Formula 21, which assumes equal 

difficulty of items. The resulting coefficients ranged from .78 to .93. 

The authors also employed the Spearman-Brown odd-even formula and found 

resulting coefficients of .90 and .87. 

Validity. The validity of the Piers-Harris Scale has been inves-

tigated through the comparison of the total scores of normal children, 

institutional retardates, and public school retardates. This use of the 

scale substantiated the hypothesis that differences in global self-concept 

scores would be evident for the three groups with the institutional 

retardates getting the lowest scores, the normal children the highest 

scores, and the public school retardates the middle scores. 

The systematic study of the various elements comprising the self-

concept of middle school children represented one facet of the research 

program with the Piers-Harris Scale. Six interpretable factors were 

reported by Piers (1969): 

! .... Perception of Intellectual and School Status 

11 .... Perception of Behavior 

111 .... Perception of Popularity 
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IV .... Anxiety 

V .... Happiness and Satisfaction 

VI .... Physical Appearance and Attributes 

Jersild (1952) attempted to build validity into the CSCS by defin-

ing the universe to be measured as the areas about which children reported 

qualities they liked or disliked about themselves. Items were written 

to cover all these areas but during item analysis non-discriminating 

items were dropped, so that the final scale no longer covers any area to 

the same degree. The Elementary School Environment Survey 

The Elementary School Environment Survey (ESES) was created by 

Dr. Robert Sinclair from the College and University Environment Scales 

(CUES) developed by Pace (1965). It was administered to all fifth and 

sixth grade groups selected for this study. 

There are two forms of the ESES instrument, each composed of 40 

statements about the instruction, curricula, rules and regulations, 

teachers, students, and other features of elementary school life (See 

Appendices Kand L). These statements are used to describe the environ-

ment as the students perceive it. There are eight statements for each 

of five variables. Both forms were used in the investigation. The 

variables are: 

(a) Practicality. This variable suggests a practical, instru-

mental emphasis in the school environment; procedures, 

personal status, and practical benefits are important. 

Status is gained by knowing what is expected. Order and 

supervision are characteristic of the administration and 

the classwork. Good fun, school spirit, and student 

leadership in school social activites are evident. 
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(b) Community. This variable reflects a friendly, cohesive, 

group-oriented school life. The environment is seen as 

supportive and sympathetic. A feeling of group welfare 

and group loyalty encompasses the school as a whole, and 

the school is a community with a congenial atmosphere. 

(c) Awareness. A concern for an emphasis upon three sorts of 

meaning--personal, poetic, and political--is emphasized 

in this dimension. Self-understanding, reflectiveness 

and identity suggests the search for personal meaning. 

The quest for poetic meaning is reflected by a wide range 

of opportunities for creative and appreciative relation-

ships to painting, music, drama, poetry, sculpture, and 

architecture. Concern about events around the world, the 

welfare of mankind, and the present and future condition 

of man suggests the search for political meaning and 

idealistic commitment. A stress stimuli was most evident 

in this environment. 

(d) Propriety. This variable suggests an environment that is 

polite and considerate. Caution and thoughtfulness are 

evident while group standards of decorum are important. 

Conversely, this environment is described by this vari-

able. The emphasis is placed on competitively high 

academic achievement with serious interest in scholar-

ship. Intellectual speculation, interest in ideas as 

ideas, knowledge for its own sake, and intellectual 

discipline may all be considered as characteristic of the 

environment. 
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Reliability. To determine reliability, the variance of the dis-

tribution of different schools was computed. Kuder-Richardson relia-

bility estimates for the subscales were: Practicality, .53; Community, 

.81; Awareness, .85; Propriety, .86; and Scholarship, .54. 

Validity. In an analysis by Pace of the psychometric properties of 

the College and University Environment Scales, it was found that the 

content of the measure is representative of the environment being con-

sidered. The ESES also supports the relevance of the relationship 

between the statements and the measured environmental variables. In 

view of this and the above criteria, the instrument is judged to have 

adequate content validity. 

In determining construct validity data correlations between the 

ESES and Halpin-Croft Organizational Climate scores were run using the 

Pearson Product-Moment formula to test for significance. Correlations 

significant at or beyond the .05 level were obtained in five of the 

subscale dimensions. 
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CHAPTER IV 

ANALYSIS AND TREATMENT OF DATA 

INTRODUCTION 

This Chapter presents the results of data obtained from investi-

gational procedures described in Chapter III. The focus was on the 

subjects investigated, the statistical treatment of the hypotheses, and 

each of the research questions. The data gathered were used for the 

primary purpose of assessing the educational effects, both cognitive and 

affective, of students attending alternative elementary schools in the 

Wichita Public Schools, Wichita, Kansas. The hypotheses stated in the 

null were given in Chapter I, page 9. 

Before viewing the findings as they are related to the hypotheses, 

it seems appropriate to view the populations and the demographic charac-

teristics of the two major groups--alternative and non-alternative fifth 

and sixth grade children. The sample used for this study consisted of 

380 fifth and sixth grade students. One hundred and seventy-three (173) 

are referred to as the alternative subjects and serve as the experimental 

group. These subjects were selected from the total population of fifth 

and sixth grade students who have attended the four alternative elementary 

schools in Wichita, Kansas, for the past two years, 1977-78 and 1978-79. 

A comparable group of students, two hundred and seven (207), were eligible 

to volunteer and be assigned to an alternative school, but chose to 

remain in their own neighborhood school for the same two-year period. 

The non-alternative subjects were randomly selected for this study 

(Appendix C) in March of 1979. These non-alternative subjects con-

stitute the control group. Basic information concerning distribution of 

subjects is presented in Table II. 
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The data were collected through the use of three instruments; 

achievement, Iowa Test of Basic Skills; perceived school environment, 

Elementary School Environment Survey; and self-concept, Piers-Harris 

Children's Self-Concept Scale. Additionally native ability and attend-

dance were obtained from the subjects' permanent record folders at their 

respective schools 

TABLE II 

DISTRIBUTON OF ALTERNATIVE AND NON-ALTERNATIVE 
SUBJECTS BY SEX 

ITEM 

Non-Alternative 

Alternative 

FIFTH GRADE 

Girls Boys 

66 

47 

62 

32 

SIXTH GRADE 

Girls Boys 

37 

50 

42 

44 

TOTAL 

(N= 380) 

(N= 207) 

(N= 173) 

As stated previously, this chapter presents tabulated results 

obtained from investigational procedures described in Chapter III. The 

format will include the stating of each hypothesis and the results 

obtained. 

Examination of Group Data 

The administration of the Iowa Test of Basic Skills (ITBS) to all 

subjects provided five scores which measure academic achievement for 

each subject. The test battery was administered during the second week 

of April in 1978 and 1979. This period of time (Fall, 1977 to Spring, 

1979) provided at least twenty-four (24) months of attendance in each 

educational setting. 

After the examination of the data reported in Table III on general 

ability of the subjects in this study, the investigator was convinced 
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that further controls were necessary to protect against unidentifiable 

differences between the two groups, alternative and non-alternative, 

other than random selection. The data on Tables IV and V further illus-

trated difference between the fifth and sixth grade alternative and 

non-alternative groups relative to general ability I.Q. or intelligence. 

TABLE III 

MEANS AND STANDARD DEVIATIONS OF CTMM SCORES 
FOR ALTERNATIVE AND NON-ALTERNATIVE SUBJECTS 

BY GRADE LEVEL 

Alternative Non-Alternative 

Grade 

5 

6 

N Mean 

79 102.6835 

94 105.3935 

SD 

12.681 

12.692 

TABLE IV 

N Mean 

128 100.2188 

79 97.4684 

A SUMMARY OF t TEST ANALYSIS BETWEEN 
ALTERNATIVE AND NON-ALTERNATIVE FIFTH GRADE SUBJECTS 

ON THE CTMM 

Group 

Alternative Subjects (N = 79) 

Non-Alternative Subjects (N = 128) 

*Critical!= 1.960, df= 205, P> .05 
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t* p 

1.43 0.115 

SD 

11. 671 

12.336 



TABLE V 
A SUMMARY OF t-TEST ANALYSIS BETWEEN 

ALTERNATIVE AND NON-ALTERNATIVE SIXTH GRADE SUBJECTS 
ON THE CTMM 

Group 

Alternative Subjects (N = 94) 

Non-Alternative Subjects (n = 79) 

*Critical!= 1.960, .df = 171, p< .001 

t* p 

4.14* .000 

In view of the critical t value of 1.960 and the obtained t value 

of 1.43 between fifth grade alternative and non-alternative subjects 1 

general ability I.Q., it was concluded that the two groups did not 

reveal any significant difference at the .05 level. However, the cri-

tical t value of 1.960 and the obtained t value of 4.14 between the - -
sixth grade alternative and non-alternative subjects 1 general ability 

I.Q. revealed a significant difference at .001 level. The mean of the 

fifth grade alternative subjects was 102.6835 with a standard deviation 

(SD) of 12.681 and the mean of the non-alternative fifth grade subjects 

was 100.2188 with an SD of 11.671. The mean of the sixth grade alterna-

tive subjects was 105.3936 with an SD of 12.693, while the mean of the 

sixth grade non-alternative subjects was 97.4684 with an SD of 12.336. 

In both cases, the fifth and sixth grades, the means were in the direc-

tion of the alternative subjects. 

Analysis of Covariance 

The investigator was convinced that a number of factors could have 

contributed to the differences in mean achievement scores obtained for 

the two groups. Among these were the experimental factor, grouping 

differences in prior knowledge or achievement, and general ability or. 
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intelligence of the two groups. 

The 1978 !TBS scores for both groups were established as the pre-

test factor for the comparison of the greatest consequence in this 

study. Consequently, it was decided to control the pre-test factor by 

adjustment of means throug~ the use of the covariance technique. In 

order to remove the uncertainty of how much prior knowledge or achieve-

ment and general ability I.Q. possessed by the two groups, alternative 

and non-alternative, had contributed to the overall achievement of the 

experimental and control groups, the analysis of covariance was utilized 

to analyze the effects of the mean post-test scores on the pre-test mean 

scores. The analysis of covariance was considered to be a more precise 

test than the analysis of variance and was employed to remove the doubt 

that some unknown factor was contributing to the mean differences in 

achievement and general ability I.Q. of the students in both groups. 

General Ability (IQ) and Previous Achievement (ITBS) 
As Covariates 

General ability I.Q., as measured by each subjects' score on the 

California Test of Mental Maturity (CTMM), and previous academic achieve-

ment, as measured by the Iowa Test of Basic Skills (!TBS), were estab-

lished as the two covariates used in this study to control for any 

differences which may exist between the alternative and non-alternative 

fifth and sixth grade subjects. The data presented on Table III on 

general ability and Table VI on achievement (ITBS) were selected as 

covariates for this study. The 1978 !TBS mean scores and the general 

ability I.Q. mean data were used to control for previous academic 

achievement and general ability I.Q. of both groups.· The data contained 

in Table VII reflect the 1979 post-test !TBS scores and were used to 
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compute the analysis of covariance on the mean of the post-test scores 

on the mean of the pre-test scores. 

Grade Date 

5 1978 
5 1978 
5 1978 

6 1978 
6 1978 
6 1978 

Grade Date 

5 1979 
5 1979 
5 1979 

6 1979 
6 1979 
6 1979 

TABLE VI 

IOWA TEST OF BASIC SKILLS 1978 RESULTS FOR 
FIFTH AND SIXTH GRADE ALTERNATIVE AND NON-

ALTERNATIVE SUBJECTS USED AS PRE-TEST 
COVARIATES 

Alternative Non-Alternative 

Test Mean SD Mean SD 

!TBS Composite 51. 0506 10.8650 47.7109 10.6217 
!TBS Reading 51. 2785 11.8201 50.2578 11.9178 
!TBS Math 48.4684 10.4327 46.1016 10.8037 

!TBS Composite 64.0745 12.9591 55.7468 12.2343 
ITBS Reading 63.5532 14.4509 54.6582 14.8599 
!TBS Math 61. 0532 12.9418 55.4937 11.8623 

TABLE VII 

IOWA TEST OF BASIC SKILLS 1979 RESULTS FOR 
FIFTH AND SIXTH GRADE ALTERNATIVE AND NON-

ALTERNATIVE SUBJECTS USED AS POST-TEST 
COVARIATES 

Alternative Non-Alternative 

Test Mean SD Mean SD 

!TBS Composite 62.5443 12.6154 56.5703 12.0534 
!TBS Reading 62.0380 14.3468 57.1172 13.2615 
!TBS Math 60.0886 12.3653 55.2422 11.4367 

!TBS Composite 73.2234 13,8083 66.2405 12.4973 
!TBS Reading 72.9255 15,6835 65,6835 13.1524 
ITBS Math 69.8511 14,3008 68.1519 13.3311 
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Academic Achievement 

Since academic achievement is of paramount importance in any ele-

mentary school, including alternative schools, the first hypothesis 

formulated for this study is stated: 

The !TBS overall composite of academic achieve-
ment of students attending alternative elementary schools 
will not be significantly different from that of a com-
parable group of non-alternative elementary school sub-
jects when previous !TBS Composite scores and IQ are held 
constant. 

Academic Achievement--Composite 

!TBS Composite--Fifth Grade 

The !TBS Composite presents the aggregate score for the complete 

test battery. The results of the analysis of covariance computation of 

the post-test mean on the pre-test mean of the !TBS Composite score for 

the fifth grade alternativ~ and non-alternative groups yielded signi-

ficant achievement in composite score by the alternative group over the 

non-alternative group. The covariates yielded (F= 418.011, df= 2/206, 

p.< .000) with I.Q. (F= 58.415, df= 1/206, p <.000) and pre-test 

composite (F= 174.710, df= 1/206, p< .000). The main effects yielded 

(F= 12.064, df= 1/206, p < .001) which were also in favor of the alter-

native group. Summary data for this test are shown in Table VIII. 

!TBS Composite--Sixth Grade 

The results of the analysis of covariance computation of the post-

test mean on the pre-test mean for the !TBS Composite score for the 

sixth grade alternative and non-alternative groups yielded significant 

achievement in Composite score by the alternative group over the non-

alternative group. The covariates yielded (F=405.647, df= 2/172, p< 

.000) with I.Q. yielding (F= 24.183, df= 1/172, p <.000) and pre-test 
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Composite (F=154.979, df= 1/172, p <.OOO). However, the main effects 

yielded (F= 1.575, df= 1/172, p >.211) which were insignificant. 

Summary data for this test are shown in Table IX. 

* 

TABLE VIII 
ANALYSIS OF COVARIANCE FOR COMPOSITE ACHIEVEMENT OF 
ALTERNATIVE AND NON-ALTERNATIVE FIFTH GRADE GROUPS 

WITH IQ AND PREVIOUS COMPOSITE ACHIEVEMENT 
HELD CONSTANT 

Source of Sum of Mean Significant 
Vari at ion Squares OF Square F of F 

Covariates 25936.059 2 12968.027 418.011 0.00 
IQ 1812.230 1 1812.230 58.415 0.000 

Pre-Test 5420.074 1 5420.074 174.710 0.000 

Main Effects 374.250 1 374.250 12.064 0.001 
Group 374.249 1 374.249 12.064 0.001 

Explained 26310.309 3 8770.102 282.695 0.000 
Residual 6297.707 203 31. 023 

TOTAL 32608.016 206 158.291 

TABLE IX 
ANALYSIS OF COVARIANCE FOR COMPOSITE ACHIEVEMENT OF 
ALTERNATIVE AND NON-ALTERNATIVE SIXTH GRADE GROUPS 

WITH IQ AND PREVIOUS COMPOSITE ACHIEVEMENT 
HELD CONSTANT 

Source of Sum of Mean Significant 
Variation Squares DF Square F of F 

Covariates 26447.008 2 13223.504 405.647 0.0 
IQ 788.328 1 788.328 24.183 0.000 

Pre-Test 5052.074 1 5052.074 154.979 0.000 

Main Effects 51. 348 1 51.348 1. 575 0.211 * Group 51. 347 1 51. 347 1. 575 0.211 * 
Explained 26498.355 3 8832.785 270.957 0.000 
Residual 5509.148 169 32.599 

TOTAL 32007.504 172 186.090 

Non-significant at the . 05 1 evel 
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Academic Achievement--Reading 

On the premise that reading achievement is essential to effective 

learning and that one of the major goals of an elementary school educa-

tion, including alternative education, is reading achievement, the 

second hypothesis formulated for the present study is stated: 

The ITBS Reading Achievement scores of students 
attending alternative elementary schools will not be 
significantly different from that of a comparable group 
of students when previous !TBS reading achievement scores 
and IQ are held constant. 

ITBS Reading--Fifth Grade 

The results of the analysis of covariance computation of the post-

test mean on the pre-test mean for the ITBS Reading Achievement score 

for the fifth grade alternative and non-alternative groups yielded 

significant achievement in reading by the alternative group over the 

non-alternative group. The covariates yielded (F= 226.152, df= 2/206, P< 
.000) with I.Q. (F= 5?.355, df= 1/206, p< .000) and pre-test (F= 93.639, 

df= 1/206, p< .000) which were significant in favor of the alternative 

group. Summary data for this test are shown in Table X. 

ITBS Reading--Sixth Grade 

The results of the analysis of covariance computation of the post-

test mean on the pre-test mean for the ITBS Reading Achievement score 

for the sixth grade alternative and non-alternative groups yielded 

significant achievement in reading by the alternative group over the 

non-alternative group. The covariates yielded (F= 183.07,1 df= 2/172, P< 
.000) with I.Q. (F= 16.856, df= 1/172, p< .000) and pre-test reading 

(F= 67.182, df= 1/172, p< .000). However, the main effects yielded (F= 

.046, df= 1/172, p> .830) which were insignificant. Summary data for 

this test are shown in Table XI. 
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TABLE X 
ANALYSIS OF COVARIANCE FOR READING ACHIEVEMENT OF 

ALTERNATIVE AND NON-ALTERNATIVE FIFTH GRADE GROUPS 
WITH IQ AND PREVIOUS READING ACHIEVEMENT 

HELD CONSTANT 

Source of Sum of Mean Significant 
Variation Squares OF Square F 

Covariates 2695.691 2 13479.844 226.152 
IQ 3120.615 1 3120.615 52.355 

Pre-Test 5581. 395 1 5581.395 93.639 

Main Effects 513.051 1 513.051 8.607 
Group 

Explained 
Residual· 

TOTAL 

513.051 1 513.051 8.607 

27472.742 3 9157.578 153.637 
12099.859 203 59.605 

39571. 602 206 192.100 

TABLE XI 
ANALYSIS OF COVARIANCE FOR READING ACHIEVEMENT OF 
ALTERNATIVE AND NON-ALTERNATIVE SIXTH GRADE GROUPS 

WITH IQ AND PREVIOUS READING ACHIEVEMENT 
HELD CONSTANT 

of F 

0.000 
0.000 
0.000 

0.004 
0.004 

0.000 

Source of Sum of Mean Significant 
Variation Squares OF Square F of F 

Covariates 25193.016 2 12596.508 183.071 0.000 
IQ 1159.827 1 1159.827 16.856 0.000 

Pre-Test 4622.605 1 4622.605 67.182 0.000 

Main Effects 3.188 1 3.188 0.046 0.830 * 
Group 3.189 1 3.189 0.046 0.830 * 

Explained 25196.203 3 8398.734 122.063 0.000 
Residual 11628.344 169 68.807 

TOTAL 36824.547 172 214.096 

* Non-significant at the .05 level 
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Academic Achievement--Mathematics 

On the premise that mathematical achievement is essential to effec-

tive learning and that one of the goals of an elementary education, 

including alternative education, is mathematical achievement, the third 

hypothesis formulated for the present study is· stated: 

The ITBS Mathematics Achievement scores of stu-
dents attending alternative elementary schools will 
not be significantly different from that of a com-
parable group of students attending regular elementary 
schools when previous ITBS Mathematics Achievement scores 
and IQ are held constant. 

ITBS Mathematics--Fifth Grade 

The results of the Analysis of Covariance computation of the post-

test mean score on the pre-test mean score for the ITBS Mathematics 

Achievement score for the fifth grade alternative and non-alternative 

groups yielded a significant achievement in mathematics by the alter-

native group over the non-alternative group. The covariates yielded (F= 

194.862, df= 2/206, p < .000) both I.Q. (F= 38.650, df= 1/206, p < .000) 

and pre-test mathematics (F= 94.456, df= 1/206, p< .000). The main 

effects yielded (F= 6.687, df 1/206, p <.Ol) which were significant at 

the .01 level and in favor of the alternative group. Summary data for 

this test are shown in Table XII. 

ITBS Mathematics--Sixth Grade 

The results of the Analysis of Covariance computation of the post-

test mean on th pre-test mean for the ITBS Mathematics Achievement score 

for the sixth grade alternative and non-alternative groups yielded a 

significant achievement in mathematics by the alternative group over the 

non-alternative group. The covariates yielded (F= 180.037, df= 2/172, p< 
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.000) with I.Q. (F= 26.866, df= 1/172, p <.OOO) and pre-test math-

ematics (F= 96.952, df= 1/172, p< .000). The main effects yielded (F= 

14.584, df 1/172, p < .000) which were significant in favor of the 

alternative group. Summary data for this test are shown in Table XIII. 

TABLE XII 
ANALYSIS OF COVARIANCE FOR MATHEMATICS ACHIEVEMENT OF 

ALTERNATIVE AND NON-ALTERNATIVE FIFTH GRADE GROUPS 
WITH IQ AND PREVIOUS MATHEMATICS ACHIEVEMENT 

HELD CONSTANT 

Source of Sum of Mean Significant 
Variation Squares DF Square F 

Covariates 19300.469 2 9650.234 194.862 
IQ 1914.087 1 1914.087 38.650 

Pre-Test 4677.777 1 4677.777 94.456 

Main Effects 331.184 1 331.183 6.687 
Group 331.183 1 331.183 6.687 

Explained 19631. 652 3 6543.883 132.137 
Residual 10053.246 203 49.523 

TOTAL 29684.898 206 144.101 

TABLE XIII 
ANALYSIS OF COVARIANCE FOR MATHEMATICS ACHIEVEMENT OF 

ALTERNATIVE AND NON-ALTERNATIVE SIXTH GRADE GROUPS 
WITH IQ AND PREVIOUS MATHEMATICS ACHIEVEMENT 

HELD CONSTANT 

of F 

0.0 
0.000 
0.000 

0. 010 
0. 010 

0.000 

Source of Sum of Mean Significant 
Variation Squares DF Sqaure F of F 

Covariates 21860.281 2 10930.141 180.037 0.0 
IQ 1631. 027 1 1631.027 26.866 0.000 

Pre-Test 5886.020 1 5886.020 96.952 0.000 

Main Effects 885.406 1 885.406 14.584 0.000 
Group 885.406 1 885.406 14.584 0.000 

Explained 2245.688 3 7581. 895 124.886 0.000 
Residual 10260.051 169 60.710 

TOTAL 33005.738 172 191.894 
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Self-Concept 

On the assumption that a positive self-concept is essential to 

effective learning, and that one of the goals of the school is to 

instill a positive view of self, the Piers-Harris Children's Self-Concept 

Scale (CSCS) was administe:ed as a way of assessing the degree of posi-

tive self-Concept for both alternative and non-alternative subjects. 

Therefore, the fourth hypothesis formulated for this study stated: 

The self-concept of students attending alternative 
elementary schools will not be significantly different 
from that of a comparable group of students attending 
regular elementary schools. 

The group characteristics for fifth grade alternative and non-

alternative subjects on the CSCS are reported in Table XIV. Group 

characteristics for the sixth grade alternative and non-alternative 

subjects on the CSCS are reported in Table XV. 

The data in Table XVI represents the analysis between the fifth 

grade alternative and non-alternative subjects on the CSCS total battery 

scores. In view of the obtained and critical! values, it was concluded 

that the two groups were not significantly different on the total scores. 

The data in Table XVII represents the analysis between the sixth 

grade alternative and non-alternative subjects on the CSCS total battery 

scores. In view of the obtained and critical! values, it was concluded 

that the two groups were significantly different on the total scores. 

The structure of the Piers-Harris Children's Self-Concept Scale 

allows the investigator to analyze the six factors that are related to 

self-concept. These factors are Factor I, Behavior; Factor II, Intel-

lectual and School Status; Factor III, Physical Appearance and Attri-

butes; Factor IV, Anxiety; Factor V, Popularity; and Factor VI, Happi7 

ness and Satisfaction. 
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TABLE XIV 
MEANS AND STANDARD DEVIATIONS OF FIFTH GRADE 

ALTERNATIVE AND NON-ALTERNATIVE SUBJECTS ON THE 
PIERS-HARRIS"CHILDREN 1 S SELF-CONCEPT SCALE 

ANTERNATIVE NON-ALTERNATIVE 

AREA N Mean SD N Mean so 

TOTAL BATTERY 79 57.2532 12.845 128 57.2969 14.553 

Factor I Behavior 79 13.1392 2. 772 128 12.3672 3.233 

Factor II Intellectual 
and School Status 79 12.0506 4.006 128 12.0781 4.033 

Factor III Physical 
Appearance & Attributes 79 8.1013 3.189 128 8. 5313 3.404 

Factor IV Anxiety 79 10.2532 3.342 128 9.8125 3.369 

Factor V Popularity 79 8.0886 2.450 128 7.8906 3.018 

Factor VI Happiness 
and Satisfaction 79 8.3544 2.155 128 8.0078 2.346 
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TABLE XV 

MEANS AND STANDARD DEVIATIONS OF SIXTH GRADE 
ALTERNATIVE AND NON-ALTERNATIVE SUBJECTS ON THE 

PIERS-HARRIS CHILDREN 1 S SELF-CONCEPT SCALE 

ALTERNATIVE NON-ALTERNATIVE 

AREA N Mean SD N Mean SD 

TOTAL BATTERY 94 61. 2872 11.418 79 55. 3165 11. 514 

Factor I Behavior 94 13.1383 2.920 79 12.3544 

Factor II Intellectual and 
School Status 94 13.3936 3.260 79 10.9494 

Factor III Physcial Appear-
ance & Attributes 94 9.0745 3.129 79 7.6582 

Factor IV Anxiety 94 10.7979 2.902 79 9.5190 

Factor V Popularity 94 8.8298 2.448 79 J8.1519 

Factor VI Happiness 
and Satisfaction 94 8.6590 1.799 79 8.000 

TABLE XVI 

A SUMMARY OF t-TEST ANALYSIS BETWEEN 
FIFTH GRADE ALTERNATIVE AND NON-ALTERNATIVE SUBJECTS 

ON THE PIER-HARRIS CHILDREN 1 S SELF-CONCEPT 
SCALE-TOTAL BATTERY 

Group 

Alternative Subjects (N = 79) 

Non-Alternative Subjects (N = 128) 

*Critical.!:= 1.960, df= 1/205, p>.50 
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t* 

-.02 

2.900 

3.427 

3.355 

3.084 

2.905 

2.287 

p 

.983 



TABLE XVII 

A SUMMARY OF t-TEST ANALYSIS BETWEEN 
SIXTH GRADE ALTERNATIVE AND NON-ALTERNATIVE SUBJECTS 

ON THE PIER-HARRIS CHILDREN 1S SELF-CONCEPT 
SCALE-TOTAL BATTERY 

Group 

Alternative Subjects (N = 94) 

Non-Alternative Subjects (N = 79) 

*Critical!= 1.960, df= 1/171, p <.001 

t* 

3.41 

p 

.001 

The data in Table XVIII represents the analysis between fifth grade 

alternative and non-alternative subjects, and the data in Table XIX 

represents the analysis between sixth grade alternative and non-alternative 

subjects on Factor I-Behavior. In view of the critical and obtained t 

value, it was concluded that the two major groups, alternative and 

non-alternative, were not significantly different on this factor. 

TABLE XVIII 

A SUMMARY OF t-TEST ANALYSIS BETWEEN 
FIFTH GRADE ALTERNATIVE AND NON-ALTERNATIVE SUBJECTS 

ON THE PIER-HARRIS CHILDREN 1S SELF-CONCEPT 
SCALE-FACTOR I BEHAVIOR 

Group 

Alternative Subjects (N = 79) 

Non-Alternative Subjects (N = 128) 

*Critical!= 1.960, df= 1/205, p> .05 

66 

t* 

1.76 

p 

.08 



TABLE XIX 

A SUMMARY OF t-TEST ANALYSIS BETWEEN 
SIXTH GRADE ALTERNATIVE AND NON-ALTERNATIVE SUBJECTS 

ON THE PIER-HARRIS CHILDREN'S SELF-CONCEPT 
SCALE-FACTOR I BEHAVIOR 

Group 

Alternative Subjects (N = 94) 

Non-Alternative Subjects (N = 79) 

*Critical!= 1.960, de= 1/171, p>.05 

t* 

1.76 

p 

.08 

The data in Table XX represents the analysis between fifth grade 

alternative and non-alternative subjects on Factor II--Intellectual and 

School Status. In view of the critical! value, it was concluded that 

the fifth grade alternative and non-alternative subjects were not sig-

nificantly different on this factor. While the data in Table XXI repre-

sents the analysis between the sixth grade alternative and non-alternative 

subjects on Factor II-Intellectual and School Status revealed significant 

differences in favor of the alternative subjects. 

TABLE XX 

A SUMMARY OF t-TEST ANALYSIS BETWEEN 
FIFTH GRADE ALTERNATIVE AND NON-ALTERNATIVE SUBJECTS 

ON THE PIER-HARRIS CHILDREN'S SELF-CONCEPT 
SCALE-FACTOR II INTELLECTUAL AND SCHOOL STATUS 

Group 

Alternative Subjects (N = 79) 

Non_Alternative Subjects (N = 128) 

*Critical!= 1.960, df= 1/205, p >.50 
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p 
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TABLE XXI 

A SUMMARY OF t-TEST ANALYSIS BETWEEN 
SIXTH GRADE ALTERNATIVE AND NON-ALTERNATIVE SUBJECTS 

ON THE PIER-HARRIS CHILDREN'S SELF-CONCEPT 
SCALE-FACTOR II-INTELLECTUAL AND SCHOOL STATUS 

Group 

Alternative Subjects (n = 94) 

Non-Alternative Subjects (N = 79) 

*Critical!= 1.960, df= 1/171, P < .001 

4.80 

p 

.000 

The data in Table XXII represents the analysis between fifth grade 

alternative and non-alternative subjects on Factor III-Physical Appear-

ance and Attributes. In view of the critical! value, it was concluded 

that the fifth grade alternative and non-alternative subjects were not 

significantly different on this factor. While the data in Table XXIII 

represents the analysis between the sixth grade alternative and non-

alternative subjects on Factor III-Physical Appearance and Attributes 

revealed significant differences in favor of the alternative subjects. 

Group 

TABLE XXII 

A SUMMARY OF t-TEST ANALYSIS BETWEEN 
FIFTH GRADE ALTERNATIVE AND NON-ALTERNATIVE SUBJECTS 

ON THE PIER-HARRIS CHILDREN 1 S SELF-CONCEPT 
SCALE-FACTOR III-PHYSICAL APPEARANCE AND ATTRIBUTES 

t* 

Alternative Subjects (N = 79) 

Non-Alternative Subjects (N = 128) 
-.93 

* Critical ! = 1. 960, df= 1. 205, p > .10 
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TABLE XXIII 

A SUMMARY OF t-TEST ANALYSIS BETWEEN 
SIXTH GRADE ALTERNATIVE AND NON-ALTERNATIVE SUBJECTS 

ON THE PIER-HARRIS CHILDREN'S SELF-CONCEPT 
SCALE-FACTOR III-PHYSICAL APPEARANCE AND ATTRIBUTES 

Group 

Alternative Subjects (N = 94) 

Non-Alternative Subjects (N = 79) 

* Critical !_1.960, df= 1/171, p < .01 

t* 

2.87 

p 

.005 

The data in Table XXIV represents the analysis between fifth grade 

alternative and non-alternative subjects on Factor IV-Anxiety. In view 

of the critical! value, it was concluded that the fifth grade alterna-

tive and non-alternative subjects were not significantly different on 

this factor. While the data in Table XXV represents the analysis between 

the sixth grade alternative and non-alternative subjects on Factor 

IV-Anxiety revealed significant differences in favor of the alternative 

subjects. 

TABLE XXIV 

A SUMMARY OF t-TEST ANALYSIS BETWEEN 
FIFTH GRADE ALTERNATIVE AND NON-ALTERNATIVE SUBJECTS 

ON THE PIER-HARRIS CHILDREN'S SELF-CONCEPT 
SCALE-FACTOR-IV--ANXIETY 

Group 

Alternative Subjects (N = 79) 

Non-Alternative Subjects (N = 128) 

*Critical!= 1.960, df= 1/205, p> .05 
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t* 

.92 

p 

.360 



TABLE XXV 

A SUMMARY OF t-TEST ANALYSIS BETWEEN 
SIXTH GRADE ALTERNATIVE AND NON-ALTERNATIVE SUBJECTS 

ON THE PIER-HARRIS CHILDREN'S SELF-CONCEPT 
SCALE-FACTOR-IV--ANXIETY 

Group 

Alternative Subjects (N = 94) 

Non-Alternative Subjects (N = 79) 

* Critical 1= 1.960, df= 1/171, p < .01 

t* 

2.81 

p 

.006 

The data in Table XXVI represents the analysis between fifth grade 

alternative and non-alternative subjects, and the data in Table XXVII 

represents the analysis between sixth grade alternative and non-alternative 

subjects on Factor V-Popularity. In view of the critical 1 value, it 

was concluded that the two major groups, alternative and non-alternative, 

were not significantly different on this factor. 

TABLE XXVI 

A SUMMARY OF t-TEST ANALYSIS BETWEEN 
FIFTH GRADE ALTERNATIVE AND NON-ALTERNATIVE SUBJECTS 

ON THE PIER-HARRIS CHILDREN'S SELF-CONCEPT 
SCALE-FACTOR-V--POPULARITY 

Group 

Alternative Subjects (N = 79) 

Non-Alternative Subjects (N = 128) 

* Critical 1= 1.960, df= 1/205 p> .05 
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TABLE XXVII 

A SUMMARY OF t-TEST ANALYSIS BETWEEN 
SIXTH GRADE ALTERNATIVE AND NON-ALTERNATIVE SUBJECTS 

ON THE PIER-HARRIS CHILDREN'S SELF-CONCEPT 
SCALE-FACTOR-V--POPULARITY 

Group 

Alternative Subjects (N = 94) 

Non-Alternative Subjects (N = 79) 

* Critical != 1.960, df= 1/171, p > .05 

t* 

1. 67 

p 

.098 

The data in Table XXVIII represents the analysis between fifth 

grade alternative and non-alternative subjects on Factor VI-Happiness 

and Satisfaction. In view of the critical! value, it was concluded 

that the fifth grade alternative and non-alternative subjects were not 

significantly different on this factor. While the data in Table XXIX 

represents the analysis between the sixth grade alternative and non-

alternative subjects on Factor VI-Happiness and Satisfaction revealed a 

significant difference in favor of the alternative subjects. 

TABLE XXVIII 

A SUMMARY OF t-TEST ANALYSIS BETWEEN 
FIFTH GRADE ALTERNATIVE AND NON-ALTERNATIVE SUBJECTS 

ON THE PIER-HARRIS CHILDREN'S SELF-CONCEPT 
SCALE-FACTOR VI--HAPPINESS AND SATISFACTION 

Group 

Alternative Subjects (N = 79) 

Non-Alternative Subjects (N = 128) 

* Critical != 1. 960, df= 1/207, p > . 05 
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TABLE XXIX 

A SUMMARY OF t-TEST ANALYSIS BETWEEN 
SIXTH GRADE ALTERNATIVE AND NON-ALTERNATIVE SUBJECTS 

ON THE PIER-HARRIS CHILDREN'S SELF-CONCEPT 
SCALE-FACTOR VI-~HAPPINESS AND SATISFACTION 

Group 

Alternative Subjects (N = 94) 

Non-Alternative Subjects (N = 79) 

*Critical!= 1.960, df= 1/171, p <.05 

Environment 

t* 

2.12 

p 

.035 

The major purpose of this section is to compare alternative and 

non-alternative students' perceptions of educational environment as 

measured by five unique variables of the Elementary School Environment 

Survey (ESES). Therefore, the fifth hypothesis formulated for this 

study stated: 

The perceived educational environment of students 
attending alternative elementary schools will not be 
significantly different from that of a comparable group 
of students attending regular elementary schools. 

The-data in Table XXX represents the analysis between fifth grade 

alternative and non-alternative subjects on the Elementary School 

Environment Survey. In view of the Z-scores derived, there is insuf~ 

ficient evidence of any significant difference on any of the five dimen-

sions between the two groups. 

The data in Table XXXI represents the analysis between sixth grade 

alternative and non-alternative subjects on the Elementary School Environment 

Survey. In view of the Z-scores derived, there is insufficient evideQce 

72 



of any significant difference on any of the five dimensions between the 

two groups. 

Dimension 

TABLE XXX 

A SUMMARY OF COMPUTED U VALUES RESULTING FROM THE 
MANN-WHITNEY U TEST RELATIVE TO FIFTH GRADE 

ALTERNATIVE AND NON-ALTERNATIVE SUBJECTS 1 SCORES 
OF.THE ESES INSTRUMENT 

U Value Z Score Probability Significant at: 

Practicality 0~5000 -1. 2247 . 2207 N.S. 

Scholarship 1. 0000 -1. 0000 . 3173 N.S. 

Community 1. 5000 -0.4082 .6831 N.S. 

Awareness 1. 5000 -0.4082 .6831 N.S 

Propriety 0.0000 -1. 5492 .1213 N.S. 

* One-tailed probability, double computed probability for two-tailed 
test,> .05 

TABLE XXXI 

A SUMMARY OF COMPUTED U VALUES RESULTING FROM THE 
MANN-WHITNEY U TEST RELATIVE TO SIXTH GRADE 

ALTERNATIVE AND NON-ALTERNATIVE SUBJECTS 1 SCORES 
ON THE ESES INSTRUMENT 

Dimension U Value Z Score Probability* Significant at: 

Practicality 1. 5000 -1.2247 .2207 N.S. 

Scholarship 1. 0000 -1. 0000 .3173 N.S. 

Community 0.0000 -1.6330 .1025 N.S. 

Awareness 1. 0000 -1.0000 .3173 N.S. 

Propriety 0.0000 -1. 5492 .1213 N.S. 

* One-tailed probability, double computed probability for two-tailed 
test,> .05 
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Attendance 

The sixth hypothesis formulated for this study stated: 

The attendance record of students attending 
alternative elementary schools will not be signi-
ficantly different from that of a comparable group 
of students attending regular elementary schools. 

Attendance data were obtained from each subject's permanent school 

record and recorded by the number of school days missed for each year of 

the two-year period. The data in Table XXXII represents the analysis 

between fifth grade alternative and non-alternative subjects. In view 

of the critical! value, it was concluded that the two groups were not 

significantly different in attendance during the first and second year. 

Even though there were no significant differences in attendance for the 

fifth grade alternative and non-alternative subjects during the two-year 

period, the means for the least number of days absent were in the direc-

tion of the alternative subjects. 

The data in Table XXXIII represents the analysis between sixth 

grade alternative and non-alternative subjects. In view of the critical 

! value, it was concluded that the two groups were not significantly 

different in attendance during the two-year period under investigation. 

However, the means for the least number of days absent over the two-year 

period were in direction of the sixth grade non-alternative subjects. 
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TABLE XXXII 
A SUMMARY OF t-TEST ANALYSIS BETWEEN FIFTH GRADE 

ALTERNATIVE AND NON-ALTERNATIVE SUBJECTS ON 
ATTENDANCE.OVER A TWO-YEAR PERIOD 

Alternative (N = 79) Non-Alternative (N = 128) 

Year Mean SD Mean SD 

1978 9.2911 7.569 10,3047 8.541 
1979 8.2658 7.386 10.3516 9.306 

*Critical!= 1.960, df= 1/205, p >. 05 

TABLE XXXI II 
A SUMMARY OF t-TEST ANALYSIS BETWEEN SIXTH GRADE 

ALTERNATIVE AND NON-ALTERNATIVE SUBJECTS ON 
ATTENDANCE OVER A TWO-YEAR PERIOD 

t* 

-0.87 
-1.69 

Alternative (N = 79) Non-Alternative (N = 79) 

Year Mean SD Mean SD t* 

1978 9.2340 7.741 8.9873 6.933 .22 

1979 11.2340 9.554 9.5949 9.623 1.12 

*Critical!= 1.960, df= 1/171, p >. 05 

Summary 

This chapter briefly reviewed the study and the two groups, alter-

native and non-alternative elementary school fifth and sixth grade 

students, selected for this study. Chapter IV also presented the pro-

cedural treatment and the statistical analysis of data collected through 

the use of the Iowa Test of Basic Skills, Pier-Harris Children 1 s Self-Concept 

Scale, Elementary School Environment Survey, and the permanent cumulative 

records of each student's attendance and intelligence. The null hypotheses 
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were reviewed and levels of rejection were cited. Statistical confi-

dence was specified at the .05 confidence level and the hypotheses were 

put to the test. 

Chapter V will present a summary, findings, conclusions, impli-

cations, and recommendations for further research in areas related to 

this study. 
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CHAPTER V 

SUMMARY, FINDINGS, CONCLUSIONS, IMPLICATIONS 
AND RECOMMENDATIONS, CONCLUDING STATEMENT 

Summary 

The purpose of this study was to assess the differences on speci-

fied variables, both cognitive and affective, between alternative and 

non-alternative elementary school fifth and sixth grade students. The 

investigation concerned itself with achievement, self-concept, and the 

perceived school environment of elementary school aged children attend-

ing alternative schools as compared to a comparable group of students 

attending regular elementary schools for the same two-year period. 

There were 380 subjects studied in this research design. One hundred 

and seventy-three (173) are referred as alternative subjects and con-

stitute the experimental group. Two hundred and seven (207) are re-

ferred to as non-alternative subjects and constitute the control group. 

All subjects were randomly selected from those attending the Wichita 

Public Schools, Wichita, Kansas, for the same two-year period--1978-1979. 

Academic achievement was based on test scores in the areas of 

composite, reading, and mathematics, as measured by the Iowa Test of 

Basic Skills; Self-concept was based on scores, as measured by the 

Piers-Harris Children's Self-Concept Scale. Perceived school environ-

ment was measured by scores from the Elementary School Environment Survey. 

Native ability and attendance were obtained from the subject's permanent 

accumulative record. 

The major objective of this study was to test the following null 

hypotheses: 
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1. The ITBS overall composite academic achievement scores of 

students attending alternative elementary schools will not be signifi-

cantly different from that of a comparable group of students attending 

regular elementary schools when previous ITBS composite scores and I.Q. 

are held constant. 

2. The ITBS reading achievement scores of students attending 

alternative elementary schools will not be significantly different from 

that of a comparable group of students attending regular elementary 

schools when previous !TBS reading achievement scores and I.Q. ·are held 

constant. 

3. The ITBS mathematics achievement scores of students attending 

alternative elementary schools will not be significantly different from 

that of a comparable group of students attending regular elementary 

schools when previous ITBS mathematics achievement scores and I.Q. are 

held constant. 

4. The self-concept of students attending alternative schools, as 

measured by the Piers-Harris Children's Self-Concept Scale, will not be 

significantly different from that of a comparable group of students 

attending regular elementary schools. 

5. The perceived educational environment of students attending 

alternative elementary schools, as measured by the Elementary School 

Survey (ESES), will not be significantly different from that of a com-

parable group of students attending regular elementary schools. 

6. The attendance record of students attending alternative schools 

will not be significantly different from that of a comparable group of 

students attending regular elementary schools. 
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The data were analyzed through the use of Analysis of Covariance, 

t-tests, and the Mann-Whitney U test. Significance was established at 

the .05 level of confidence. 

Findings 

The findings resulting from this statistical analysis of the data 

were: 

1. Null Hypothesis I, stated that there were no significant 

differences between fifth grade alternative and non-alternative subjects 

on ITBS Composite achievement when previous composite scores and I.Q. 

are held constant, was rejected. Refer to Table VIII for summary of 

these findings. 

2. Null Hypothesis I, stated that there were no significant 

differences between sixth grade alternative and non-alternative subjects 

on ITBS Composite achievement when previous composite achievement scores 

and I.Q. are held constant, was supported for the factor analysis of the 

main effects and group. It was rejected by Covariants, I.Q. and pre-test 

effects. Refer to Table IX for summary of these findings. 

3. Null Hypothesis II, stated that there were no significant 

differences between fifth grade alternative and non-alternative subjects 

on ITBS Reading achievement when previous reading achievement scores and 

I.Q. are held constant, was rejected. Refer to Table X for summary of 

these findings. 

4. Null Hypothesis II, stated that there were no significant 

differences between sixth grade alternative and non-alternative subjects 

on ITBS Reading achievement when previous reading achievement scores and 

I.Q. are held constant, was supported for the factor analysis of the 
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main effects and group. It was rejected by Covariants, I.Q. and pre-

test effects. Refer to Table XI for summary of these findings. 

5. Null Hypot~esis III, stated that there were no significant 

differences between fifth grade alternative and non-alternative subjects 

on ITBS Mathematics achievement when previous mathematics achievement 

scores are held constant, was rejected. Refer to Table XII for summary 

of these findings. 

6. Null Hypothesis III, stated that there were no significant 

differences between sixth grade alternative and non-alternative subjects 

on !TBS Mathematics achievement when previous mathematics achievement 

scores are- held constant, was rejected. Refer to Table XIII for summary 

of these findings. 

7. Null Hypothesis IV, stated that there were no significant 

differences between sixth grade alternative and non-alternative children 

on self-concept, was rejected on the Total Battery Scale score; Factor 

II-Intellectual and School Status; Factor III-Physical Appearance and 

Attributes; Factor IV-Anxiety; and Factor VI-Happiness and Satisfaction. 

Refer to Tables XVII, XXI, XXIII, XXV, and XXIX for summaries of these 

findings. 

9. Null Hypothesis V, stated that there were no significant 

differences between fifth grade alternative and non-alternative children 

on the environment variables of the ESES, was supported. 

10. Null Hypothesis VI, stated that there were no significant 

differences between sixth grade alternative and non-alternative children 

on the environment variables of the ESES, was supported. 
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11. Null Hypothesis VI, stated that there were no significant 

differences between fifth grade alternative and non-alternative children 

on attendance was, supported. 

12. Null Hypothesis VI, stated that there were no significant 

differences between sixth grade alternative and non-alternative children 

on attendance, was supported. 

Conclusions 

The following conclusions have been drawn from the findings of this 

study: 

1. The evidence obtained in this study indicates that there are 

significant differences between alternative and non-alternative subjects, 

with the exception of those listed below and in conclusions two and 

three. These exceptions reflect non-significant differences between 

alternative and non-alternative groups in the areas of the aggregate 

score performance and reading on the !TBS for the sixth grade subjects 

when analyzed by main effects and group. The significant differences 

favor the alternative group over the non-alternative group. This was 

particularly true for fifth grade subjects in composite score, reading 

and mathematics. There was a significant difference for the sixth grade 

subjects in mathematics in favor of the alternative group. 

2. The investigation disclosed non-significant differences in 

self-concept factors between fifth grade alternative and non-alternative 

subjects in the areas of Total Battery; Factor !--Behavior; Factor II--

Intellectual and School Status; Factor III--Physical Appearance and 

Attributes; Factor IV--Anxiety; Factor V--Popularity; and Factor VI--

Happiness and Satisfaction. The sixth grade alternative and non-alternative 

subjects revealed no significant differences between the two groups only 
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in self-concept factors in the areas of Factor !--Behavior and Factor V--

Popularity. However, there were significant differences between the 

sixth grade groups in favor of the alternative subjects in the factors 

of II, III, IV and VI. It was concluded that the fifth grade subjects 

reflected no significant differences in the total self-concept factors, 

while the sixth grade alternative subjects reflected a higher degree of 

self-concept than their non-alternative counterpart during a comparable 

period of time. It is assumed, to some degree, that self-concept factors 

are strongly influenced in the alternative elementary school setting. 

This may be particularly true when students remain in alternative program 

for a longer period of time. 

3. The investigation further disclosed that there were no signi-

ficant differences betwen fifth and sixth grade alternative and non-

alternative subjects in perceived school environment. 

4. Alternative and non-alternative subjects used in this study 

appear to be in a normal range with respect to national norms for stand-

ardized test of intelligence and academic achievement. 

5. Alternative students are bused out of their own neighborhoods 

to attend alternative schools of their choice. They are not adversely 

affected relative to or while attending alternative schools in the areas 

of academic achievement, self-concept, and attendance. In many instances 

academic achievement and self-concept are enhanced while attending 

elementary alternative shcools. 

6. The findings from the analysis of the data collected should be 

interpreted to apply only to the local school district in which this 

study was conducted. Generalizing to other populations and settings 

should be done only when there are comparable educational environments 

and student population. 
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Implications and Recommendations 

In light of the related literature and the results of this study, 

the following recommendations are suggested: 

1. The validity and findings of this study should be substan-

tiated through additional ~nvestigations of alternative and non-alternative 

elementary school children of other ages and in other sections of the 

country. 

2. Longitudinal studies of five years or more should be attempted, 

using control techniques, on the effects of alternative and non-alter-

native children in educational settings within their own neighborhoods 

as well as outside. 

3. An attempt should be made to develop an instrument that would 

be sensitive in measuring self-concept and perceived school environment 

of elementary school aged children. 

4. Research investigations of this type should be planned and 

conducted in such a manner that the educational experiences of the 

students, during the time they are studied, can be controlled. Educa-

tional experiences would include special programs, additional services, 

and school sponsored activities, such as field trips, cultural excur-

sions and scouting programs. 

5. School systems should offer in-service training and re-training 

for teachers and administrators desiring to implement alternative exper-

iences for children in their schools. 

6. Research should be conducted to investigate to what extent 

does parent involvement and shared decision-making have on children's 

learning, self-concept and school environment. 
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7. Research should be applied in determining the degree of open-

ness and structured environment within a school that facilitates mastery 

of basic skills and positive self-concepts of diverse student population. 

8. Research should be conducted on the educational and social 

impact alternative education is having on desegregation and integration 

of American schools. 

9. Descriptive analysis which focuses on the characteristics and 

decision-making styles of school leaders who have implemented successful 

alternative school programs should be investigated. 

Concluding Statement 

There may be limitations relative to the methodology, control, and 

choice of sample (plus obvious impacts from time constraints and other 
' 

countervailing influences) which might limit the ability to generalize 

from the data yielded by this investigation, there are important reasons 

for continuing-the efforts toward educational change in the form of 

alternative education. As pointed out in Chapter I, educational reform 

and the demand from local communities for more involvement in exploring, 

planning and developing educational programs or alternative education 

are on the rise in an effort to meet the needs of a diverse pluralistic 

society. This study may suggest that alternative education can be one 

of the vehicles for desired change. This investigator is aware that the 

end result of a quality education for all cannot necessarily come through 

the school alone, but that other social institutions have a responsibility 

in bringing about a well educated integrated society. While the American 

public school is a potent institution, it is only one factor in the 

solution of intricate and difficult domestic problems. From this study, 

certain generalizations concerning the educational process are noted 
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regarding the impact of alternative education. These are stated in the 

conclusions, but further research is imperative if this society is to 

work its way through the current set of problems related to our national 

education crisis. 
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RESEARCa PROPOSAL 

Investigator(s): Leonard H. Wesley, Jr. Date: Harch 8, 1979 

Mailing Address: 2401 ~forth Bluff 
\·!lchita, Kansas 672io · 

Telephone: 632-S79S 

!.~om~ .. anJ, Un~ver_si.ty/Col_lege/School, n·epartment: Dr. Herold Regier, De-;:,artrn•~mt or 
~duc~tional ,~ctrninistration, Foundations and Higr.er Education, Universitv of Kans~s· 
Dr. Kenneth Gleason, Personnel Services and Placement, Wichita State University~' 

Complete this form using brief, concise statements and send one copy to the Director 
of Research, Planning, and Development Services, Wichita· Public Schools, USO 259, 
for approv~l of the Research Council. The investigator·agrees to deposit a copy of 
the written report or abstract of research findings in the Office of the Director 
of Research, Planning, and Development Services, Wichita Public Schools, upon 
completion of the study •. 

1. Title and brief d~scrip.tion of the proposed study: 
Co~parison of A~hieve~ent, Self-Concept,.ar.d Perceived School Environment of 
Students Attending Altarnative ·Elementai-.r Schools and Students At:terrding Regular 
Elementary Schools in Unified School. Distric~ lio. 259. 

2. State.~ent of the educational problem: The oroblem to be studied ~dll focus on the 
effects alternative education have on eler.ieritar;:,r aged children ~-s cor:rpared to regular 
elementary aged children. First, a comoarison w.J.l· be-made on achieve~ent of students who 
attend alternative schools for a oeriod of two years with a com:)arabie groun of stulents 
attending regular eler.ient4ry schools for the sa~e period. $econd, co~:,~rison of perceived 
envirorur.ent. Third, comparison of self-concept of both ran<:i,ornly selected student groups. 
3. Specific purposes and expected outcomes (hypotheses to be tested may be 

stated): The pro?osed study will investigate the imoact of alternative education on 
fifth and sixth grade students with resoect to their achievement on the IT3S, ocrceived 
scr:ool envirorunent as measured by the Eiementar:r 5chool Environr~ent 1:.urvey, and students' 
self-concupt as measured by the Piers-Harris Children 1 s 8el.f-Concent Scale. This study 
will provide urgently needed data on both achievement and non-achievement variables when 
the independent variable is alternative educational experiences. 
4. Description of sample needed; administrators, teachers, pupils, and/or others 

to be contacted; school(s) desired; and/or class(es) to be involved: 
&chool 9uildings: Fout (4) elementary. alterr..a.tive schools 

Fifteen (15) element9!ry schools--.Cluster· s2rr.pli:ngior classroom groups 
Desired Location: Wichita., Kansas--USD #259 
School 5taff: 15 regular elenent~ry principals and 4 alternative principals 
Student ?09ulation: 300 regular and alternativ~ 5th and 6th grade pupils. 
5. Expected starting date, duration of atudy, and expected date of final report: 
&tarting Date: April, 1979 
Dura~io~ of 5tudy: ~arch, 1979 through August, 1979 RESEARCH OFFICE USE 
l:::cpected Date of Fir.al Report: August, 1979. 

Date Research Completed 

Date Reoort Filed 

(over) 



6. Materials and supplies needed. How financed?- Personal, .company, university/ 
college/school, department? All cost, incurred in ztudy ,-;ill be financed l:Jy the 
Imresti, .. ator. ,, 

I Item(s) Estimated Account of I 
D:1t 
Pie 
Z:le 

a-Gathering Forms (500)- - - - -
rs-Harris s·elf-Concept Scale - -
mcntary School EnYironment 
Survey - - - - - - - - - - - - -. 

Total 

Cost 
30.0~ 

100.00 
' 

7;.00· 

3205.00 

7. Procedures and methods to be employed. (What will be.dona by the investigatci;-
and the participants in the study, data to be gathered,. data-gathering instru-
ments to be used.} If possible, attach copies of instrements to be used in 
obtaining data._ InvestiP:ator: lfail letters to principals of selected schoo:.s to intro-

duce project, follow-uo by phone and visits to arrange date, time and ex.ola.in D'.lrpose of 
study to staff and students. Administer survey and scales and collect data or ra~ults. 
Data to be gathered: Teachers--ITBS achieverr:ent scores, CTHM scores and attendance. 

?rincioa.ls--School environ.-;-.ent survey, and :Self-conce?t dat:. of student~ 
?~te: S~ecial education students to be excluded from study. 
8. Data treatment and·analysis: All subjects and participating schools will be gu~rantee: 
strict anonymity. All data l-:ill be ha.'1dled in a strictly confic.ent:.al marmer and. under tr.:3 
sec'J.rity of the investigator at all time. Achievement-(IT3S) Co:::::iosite, Readir:g and Eath-
~r::.a:.ics~-Analysis of Covariance Enviror ..... e~t-(:,.:an,"1-i·.nitney U or other statistical test) 
ce?::.ral tendency of groups from data gathered by the :C:.SES. Self-Conceot-(CSCS) an:L!...ttenda:-.cEI 
'Ihe t-ratio will be used to assess the differences between the t\·to groups. _Signifiance .05. ,, 
9. Protection of hur:ian subjects: · 

a. Rights of privacy guaranteed Yes X N'o __ _ 
b. Permission for participation on record Yes x No __ _ 
c. Clearance by company, university/college/school Yes X No __ _ 

Approval Date 

Research Council Chairperson 
/,,,-) -__ ---,.f-:';-,--_ ---c.....:-:::-,--, --~ )---

Superintendent {.,/£-vz.,.v-t./ _ C/ · /J],i-t.,·v'-::i-
I 

Deputy Superintendent • < ~{ ·.,, ? ,_,, 
y ' ,' , ... 7-.... ~--! --,-.-, - , 

Director, Elementary Education"" ~,;_(k: .... {.\f!; .?:-... }J'{o_L. \~f-~_,, ___ +-:_;)_,:.._~-'1-'1 ... ,_c-:-t._. --JU i J Jilf} GJJ ' 
Director, Secondary E<!ucation • c} )) .: Ii i'p · ., J -; f 117>.,CA -:) =( J'' - 7,9 
Director. Curriculum Services d,,,.,,.r--, ....... /( ! _ __:·;_3:._;_·,:..1 .... )::;::-;.:.•zl::.:.:/2__.7-J,.,.f_ 

-~ I I 

Director> Personnel Services/----------,~-.-----------
/ \ I CJ. -·-<·/ ./ .t 

Director, Pupil Services ./1 //·v ;-,,, {' ,--·-r./1 .. • .. ,, p•;. 
\____ I , I 
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WICHITA PUBLIC SCHOOLS 
EDUCATIONAL SERVICES BUIIDING 

640 North Emporia 
WICHITA, KANSAS 67214 

Leonard H. Wesley, Jr. 
2401 North Bluff 
Wichita, Kansas 67220 

Dear Leonard, 

March 29, 1979 
Division of Research, Planning, and Development Services 

I am pleased to confirm the Research Council's approval of 
your research study, described as ''Comparison of Achievement, 
Self-Concept and Perceived School Environment of Students 
Attending Alternative Elementary Schools and Students Attending 
Regular Elementary Schools in USD 259, '' for c01r.pleting require-
ments towards your doctoral degree at The University of Kansas, 
Lawrence. 

Your population sample will be drawn from fifth and sixth 
grade students in the four USD 259 elementary alternative 
schools and approximately twelve of 213 regular classroom units. 
I. will have the added pleasure of working with you as your 
contact person in finalizing arrangements for your study. 
When you have completed your thesis, please furnish Bill Dirks 
with a copy for USD 259's research reference files. 

When you are ready to start the selection process, please 
let me hear from you. 9 ely, 

/ 

p ' 
Acting hairperson 
Research Council 

hlk 
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-WICHITA STATE UNIVERSITY 

COLLEGt: OF' EDUCATION 

Department of Personnal 
Services 

Box 28 

Dr. Ralph E •. Walker, Director 
Elementary ·Education 
Wichita Public Schools 
428 South Broadway 
Wichita, Kansas 07202 

Dear Ralph: 

WICHITA, KANSAS 67208 
PIIONE 316/uS!>-3300 

March 29, 1979 

I believe that you requested a list of the non-alternative elementary schools that will be used in my research study. As you know, my study calls for the administering of the Piers-Harris Self-Concept Scale instrument and the Elementary School Environment Survey to selected fifth and sixth grade students. I plan to administer these instruments during the week of April 23 through 27, 1979. Principals and teachers wilL be contacted at least one week to ten days prior to test-ing. 

The following non-alternative elementary schools will be contacted approximately ten days before the testing week as mentioned above: 

Caldwell 
Chisholm Trail 
Field 
Harry Street 
Kelly 
Kensler 

McCormick 
Rea Woodman 
Riverside 
Riverview 
Stearman 
White 

If you have any questions, please feel free to contact me at home during the week and;or weekends. My home telephone number is 316-682-5795. 
Sin':!erely, 

Leonard H. Wesley, Jr., 
Graduate Student 
University of Kansas 
Wi~hita State University 
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WICHITA STATE UNIVERSITY 

E:DLLEDt: or EDUCATION 

Department of Personnal 
Services 

Box 28 

Dr. Ralph E •. walker, Director 
Elementary Education 
Wichita Public Schools. 
428 South Broadway 
Wichita, Kansas 67202 

Dear Ralph: 

WICHITA, KANSAS 67208 
PHONE 316/689-3300 

~,1arc;h 29, 1979 

This is pursuant to your request for a list of alternative 
elementary schools that will be used in my research study. 
As you know, my study calls for the administering of the 
Piers-Harris Self-Concept Scale instrument and the Elementary 
.School· Environment Survey to selected fifth and sixth grade 
groups. I plan to administer these instruments during the 
week of April 23 through 27, 1979, Alternative school Principalf 
and teachers will be contacted at least one week to ten days 
prior to testing. 

The following are the alternative elementary schools to be 
used in my study: 

Earhart ·Environmental Complex: Continuous 
Prqgress Alternative 

Emerson Open Alternative 

Isely Alternative 

Kellogg Traditional Alternative 

If you have any questions, please feel free to contact me at 
my home during the week andlor weekends. My home telephone 
number is _316-682-5795. 

Sincerely, 

/2£)2,w.(~1/~#~. 
'i:'/on~rd H, Wesley, Jr., 
Graduate Student 
University of Kansas 
Wichita s·ta te University 
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Dear Parents: 

2401 North Bluff 
Wichita, Kansas 67220 
April 11, 1979 

The Department of Educational Administration, Foundations and Higher 
Education at the University of Kansas and the Wichita Public Schools support 
the practice of protection for human subjects participating in research. The 
following information is provided so that you can decide whether you wish to 
have your child participate in the present study conducted by Mr. Leonard H. 
Wesley, Jr. as partial fulfillment of his doctoral degree from the University 
of lCansae. You should be aware that even if you agree to permit your child 
to participate, you are free to withdraw your child at anytime. 

The study will investigate the impact of alternative education on fifth 
and sixth grade students in the Wichita Public Schools with respect to their 
achievement as measured by the Iowa Test or Baaic Skills (ITBS), parceiT~-
school environment as measured by the Elementary School Environment Surrey (ESES), 
and student'• self-concept as meaaured by the Piers-Harris Children's Self-Con-
cept Scale (CSCS). This study will provide needed infonnation about achieve-
ment and non-achievement variables where the independent variable is alternative 
educational experiences. 

Your child will be asked to respond to statements given on the Elementary 
School Environment Survey (ESES) and the Piers-Harris Children's Self-Concept 
Scale (CSCS). The response for each statement on both instruments will be 
answered either YES or NO and TRUE or FALSE. Your child's resnonses and ident-
ification will be coded to preserve his/her anonymity. Achiev~ent and attend-
ance data received !rem school records will be treated with strict confidence 
to secure anonymity as stated previously. 

Your child's participation is solicited, but is strictly voluntary. Do 
not hesitate to ask any questions about the study. Be assured th&t your child's 
name will not be associated in any way with the research findings. Iour child's 
teacher and principal should be contacted it you wish your·child NOT to partic-
ipate in this research study. The research instruments will be administered 
during the week ot April 23 through 27, 1979. We appreciate your cooperation 
very much. 

Sincerely, 

~~~9,,, 
Leona.rd H. Wesley, Jr., 
Principal Investigator 
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DATA-GATHERING ~ORM 

CTMMs I.Q. '.' STUDENT I.D. CODE 2ND 

)RD 
STUDENT CODE 

5TH 
SCHOOL CODE 

ITBS, ~EADING MATHEMATICS COMPOSITE 
ss % ss % ss % 

3RD 

4TH 

5TH 

6TH 

ATTENDANCE: NUMBER OF DAYS ABSENT 

JRD ______ _ 

4TH -------
5TH -------
6TH -------

TOTAL -------
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Dear Teacher and Principal: 

2401 North Blui'f 
Wichita, Kansas 67220 
April 11, ·1979 

Permit me this opnortunity to express my thanks to you for personally taking 
time from your busy schedules to administer the Elementary School Environment Survey 
(ESES) and the Piers-Harris Self-Concept Scale (CSCS). You may administer t.he 
instruments to both fifth and sixth grade students simultaneously. Please administer 
the two instruments during the week of April 23-27, 1979. Please do not deviate from 
the instructions to the students for both instruments. When you have completed the 
administration-of the two instrtL~ents and gather other pertinent information about 
your students, please forward all information to the Elementary Education Office 
located at 428 South Broadway by school mail in care of Mr. Leonard H. Wesley, Jr. 
Your assistance and cooperation in this research effort is greacly appreciated. 

INSTRUCTIONS TO STUDENTS (ESES) 

We are interested in your ideas about your classroomo We are .asking you to be 
a reporter and tell your thoughts about your classroom. 

Please understand that this is not a test, and there are no right or wrong 
answers. In fact, we do not even ask you for your name. We simply want your honest 
ideas about your classroom. 

How to Mark Sentences: When you think a sentence tells about your classroom, 
mark that sentence TRUE by circling the Ton your test. In other words, circle T 
if you thiruc the sentence tells the way things usually are in your classroom, what 
happens or might happen there, or the way people usually act or feel. 

Circle the Fon your test if the. sentence is FALSE or is not the way things 
usually are in your classroom, is not what happens or might happen there, or is not 
the way people act or feel. 

INSTRUCTIONS TO STUDENTS (CSCS) 

Here are a set of statements. Answer the items or statements as you really-
feel you are, not as you think you ought to be. Some of them are true of you so 
You are to circle the~• Some are not true of you and so you are to circle the 
.!2.2_. Answer every question even if some are hard to decide. Remember do not circle 
both~ and D2. for the same statement. Circle the~ if the statement is generally 
like you, or circle .!29.. if the statement is generally not like you. There are no 
right or wrong answers. Only you can tell us how you feel about yourself, so we 
hope you wi.Ll mark the way you really feel inside. 

Sincerely, 

op,,/4~!_ ~~-'½CM. 
Leonard H. Wesley, Jr. ,r 
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WICHITA STATE UNIVERSITY 

. COLLEGE OF EDUCATION 

Box 28 

Dr. Robert Sinclair 
Professor of Education 
School of Education 
University of Massachusetts 
~mherst, Massachusetts 01002 

·Dear Dr. Sinclair: 

WICHITA, KANSAS 67208 
PHONE 316/689-3300 

}larch 20, 1979 

110 

This letter is pursuant to our telephone conversation of Honday. March 19, 1979, 
at which time we discussed ray use of the Elementary School Environment. Survey (ESES), 
for the purpose of collecting data for my doctoral research study. My study focuses 
on the impact of alternative education on elementary school aged children in the 
areas of achievement, self-concept, and school environment. Hy proposal is to be 
reviewed by the Wichita Public School Research Council on March 28, 1979, for official 
and final _approval. This approval will permit me to pursue this topic to its com-
pletion. 

I would appreciate a forr.ial letter granting me permission to use the Elementary 
School Environment Survey (ESES) and any additional information, such as a bib-
liography, that rnight be helpful to me. This request would also apply for any 
study or studies that relate to alternative education. I believe you mentioned 
that appropriate nor.as, answer sheets, and other pertinent infornation relative to 
the survey would be sent to me upon recei~t of this letter, so as to comply with 
the legal I:ights of your documents. 

You also mentioned that'you had participated in the development of a study relative 
to alternative education in secondary schools which may be of some interest to me . 

. I would appreciate it greatly to have an opportunity to review that information as 
well. 

Again, may I express ny sincere thanks for your permission to use ESES and any 
additional material that you might send rae. Results of the study will be sent· to 
you as soon as they are complete. 

Sincerely, 
p I / • 

/"k'-<~ l'l M ~(-,':21 /lai!Jy : .. h. 
Leonard H. Wesley. Jr .. / '/ 
Graduate Student, Gniversity of Kansas 

LHH/nok 

cc: Dr. Herold Regier 
Chariman, Doctoral Com~ittee, ~niversity of Kansas 

Dr. Kenneth G. Gleason 
Professor of Education, Wichita ,State University 



Dr. Robert Sinclair 
Professor of Education 
School of Education 
University of Massachusetts 
Amherst, Massachusetts 01002 

Dear Dr. Sinclair: 

2401 North Bluff 
Wichita, Kansas 67220 
April 4, 1979 

111 

During our telephone conversation on April J, 1979, you reaffirmed 
your prior approval of March 19, at which time, you granted my use 
of the Elementary School Environment Survey (ESES) for the purpose 
of gathering information for my doctoral research study, I have 
shared the same with members o.f my doctoral committee and they have 
directed that I secure your written consent prior to my proceeding 
with your survey instrument. 

Therefore, I have enclosed a self-addressed stamped envelope and a 
form letter stating your permission for my use of the ESES instru-
ment and the amount of the nominal fee for its use. I would 
appreciate your returning the letter with your signature and the 
amount of the nominal fee or charge for the use of the survey at 
your earliest convenience. 

My committee was pleased to learn of your interest in being a member 
of my doctoral committee. Since the committee has already been 
established with members from Wichita State University and the 
University of Kansas, we feel it is somewhat late to change the 
structure of the committee at this time. However, we will assure 
you that we will send you a copy of the final project. 

We appreciate your interest, concern and cooperation relative to 
my study. 

Sincerely, 
y ,, > / /_7·:~L- ' ti n ,7'f~f'),Ul.-lvl 'l-¢1 , (24-c_o/ ':-ft , 

Leonard H. Wesley, Jr., 
Graduate Student, University of Kansas 
and Wichita State University 

Encl. 
LHW/bjw 
cc: Dr. Herold Regier, University of Kansas 

Dr. Kenneth G. Gleason, Wichita,State University 
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UNIVERSI'rY Or-' MASSACHUSETTS 
School of Education 

Amherst, Massachusetts 01001, 
April ..lL, 1979 

Mr. Leonard H. Wesley, Jr. 
Graduate Student 
Wichita State University 
Colleg~ of Education 
Box 28 
Wichita, Kansas 67208 

Dear Mr. ·wesley: 

113 

This letter is addressed to you granting permission for your use 
of the Elementary School Environment Survey (ESES) :for the purpose of 
gathering information for your·doctoral research study. It is 
understood that your study will focus on the impact of al ternati v.e 
education on elementary school aged children in the areas of 
achievement, self-concept, and school environment in the Wichita 
Public Schools. 

The nominal :fee or charge for the use of the ·ESES is $50.00 • 
My permission grants you the rights to reproduce copies of the ~SES 
providing you give credit to its owner and copyright. Your remittance 
of the ~ees should be paid to the order of Dr. Robert Sinclair. Ic is 
understood thac you will not use the ESES for profit-making purposes. 
It is :further understood that you will forward to me a copy of your 
study upon its comp+etion or as soon as possible. 

Our visits by telephone have been informative and I shall look :for-
ward to learning more about your study. 

Sincerely, 

/{,!,vi;t ;( _d,~,,c4,--vV (;d) 
Dr. Robert Sinclair, 
Professor of Education 
University of Massachusetts 

* I agree to the terms and conditions as stated above. 
'-

cjwzufi/ 
Leonar . 

rlt/v· 
date 



fJZ 7?rn1t?Jl.~t1Jlf o/ ~JJrt.dutMt& 

Ptm-~x0;7 t/ Jft.IJadtJeU_y 

~1/.!>'J"J~ (J/tJ!J2 
SCHOOL OF EDUCATION 

••.''Into is t:.ore respon;1ble than a gull -who finds 
and follo'lls a t1eanin3, ·a higher purpose for life? 
For a thousand years -we have scrabbled after fioh 
heads, but nO"~_-we have a reason to live-to learn, 
to discover, to be freel Give ~e ona chnnce, let 
tie show you \;hat 1 'va found ••• 11 

Dear Mr: Wesley: 

Jonatha~ Livingston Se~gull 
by Richard Bach, p. 35 •. 

April 4, 1979 

Thank you for your interest in my efforts to improve the ecucatic~al 
enviromn~nt in which children live and.learn. Thousands cf educatvrs 
throughout the United States and Ganada are looking for better ways 
to learn how our students feel about our classrooms and schools_. I 
want to support your efforts in the best way I can. 

I am pleased to give you per.nission to duplicate and use the "Elereentary 
School_Envirorunent Survey" (ESES). I am eY.cited about this co~tinuing 
research into the conditions in elementary schools, and would like you 
to send me the results of your study. To help in your ~iork, I ar:i 
enclosing environmental studies which will p.:-ovide conceptual and 
empirical support for your efforts. I hope you find these docunents 
helpful. 

Now a f<:!W brief cmr.ments about the administration, scorinih ar:c 
interpre~ation of ESES. 

The ESES is designed for use with fifth and sixth grade 
children. If you u_se it with younger children please 
make sure you read the items aloud. I have enclosed 
some sinple directions for you to read to your students • . 
Scoring of ESES is simple. You can tletermine a score on 
ea.::h variab-le for your classroom by coraputing the perc.:nt 
of students who answer accordfr1g to the keyed respo:1.se. 
If 66% or more answer in the keyed direction, your class 
gets a point for that ite~. However, if 66% or more 
answer opposite to the key, you take away a point. Sin!)ly 
add the pluses and subtract the minuses to deterninz the 
sea.:-~ for the variable. Thzn go to the next variaole and 
repc3t the process. By coo.paring all of the vari~ble 
scores you can see which varia?:lles are r.:ost intensive. 

(Over) 
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page two 

Also, you·can score ESES by using only percents. In othe~ 
words, determine the percent of students responding in the 
keyed direction to each item in each variable. Add the 
percent for each item associate with a variable a!ld divide 
by the number of items. 

Interpretation of your classroom scores can by of many types. 
Please- use your own creativity to make use of the information 
about how children see the.classroom. Some of the ways other 
teachers have used the results are: 

1. Match the student perceptions with what you and 
the students desire for the classroom. Use the 
student reports as an assessment of where you 
are at present and then project what you would 
like to change. 

2. Identify those students who view the classroom 
atmosphere in a very different manner than the 
majority of students. You can council with .. 
these individuals to determine what perceptions 
contribute to either positive or negative views 
of the classroom. Such knowledge will help 
you to work with individuals who are presently 
disconnected frOI:1 the curriculum and instruction. 

3. Use your envi_ronnental information when meeting 
with parents. You can share with them how their 
child perceives the classroom and how all students 
report the nature of the environment. This type 
of information could also be included in report 
cards. 

Again, tharik you for your interest in my survey. Best wishes in your 
continued efforts to make schools and classroom even more responsive 
to learners. 

Yours sincerely, 

7tf 
Robert L. Sinclair 
Director, Center for Curriculum 

and Organization 
Associate Professor of Curriculum 

and Instruction 

FiS/cms 
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CHILDREN'S SELF-CONCEPT SCALE 
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THE \~AV I FEEL ABOUT MYSELF 

NAME ••••••••••••••••••••••••• • (Student 1.0.) • 

AGE. 

GRADE . . . . . . . . 
DATE • • • • • • • • • • • • • • • • · • • • • • 

Piers-Harris.Children's Self-Concept Scale 

Copyright 1969 By Dr. Ellen V. Piers 

• SCHOOL. 

GIRL OR BOY •••••• . . . 
. . . . . . . . . 



Here are a set of statements. Some of them are true of you and so you will circle the 
~- Some are not true of you and so you will circle the no. Answer every question 
even if some are hard to decide, but do not circle both yes and no. Remember, circle 
the~ if the statement is generally like you, or circle the no""Tf the statement is 
generaTly not like you; There are no right or wrong answers~ Only you can tell us how 
you feel about·yourself, so we hope you will mark the way you really feel inside. 

1. My classmates make fun of me ••••••••••••••.•••••••• yes no 

2. I am a happy person . • . • • • • 

3. It is hard for me to make friends •••• 

I am often sad 

I am smart 

. . 
. . . 
. 

. . 
. . 
. . 

. . . . . . 
4. 

5. 

6. I am shy. . . . . . . . . . . . . . . . . . . . 

. • yes no 

yes no 

. . . . yes no 

. . yes no 

• ••• yes no 

7. I get nervous when the teacher call ori me •••••••••••••••• yes no 

8. My looks bother me .• . • . . -. • . . . . . • . . . • • • . • • • . yes no 

9. When I grow up~ I will be an important person •.••••.••••••• yes no 

10. I get worrted when we have tests in school .• • ••••• yes no 

11. I am unpopular .•• . . . . . . . . . 
12. I am well behaved ·in school . . . . . . . . . . . . . . . . . . . . . . . 

yes no 

yes no 

13. It is usually my fault when something goes wrong •••••••• ·• •.•• yes no 

14. I cause trouble to my family . . . . . . . . . . . . . . . 
15. I am strong . . . . . . . . . ... 
16. I have good ideas . . . . . •. . . . . . . . . . . . 

yes no 

yes no 

• . yes no 

17. I am an important member of my family 

· 18. I usually want my own way • • • • •• 

. . . . . . . . . . . . . . . . . . 
. . . . . . . . . . . . . . . . . . . 

yes no 

yes no 

19. I. am good at making things with my hands ••••• . . . . . . . . • • yes no 

20. I give up easily ••• ........... • ..... • • yes no 

21. I am good in my school work .. . . . . • • . . . . • . . . . . • .· . . . . . yes nc;, 

yes no 22. I do many bad things. . . . . . . . . . . . . . . . . . . . . . . . . . . . 
-

23. I can draw- well • • • • • • • • • • • • • • • • • • • • • • • •. • • • • • yes no 

24. I am good in music ••• . . . . . . . . . . . . yes no 

fS. I behave badly at home ••••• . . . . . . . . . . . . • ••• yes no 

26. I am slow· in finish1ng my school work •••• •• • • • • • • •. • • • • • • yes no 
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27. I am an important member of my class • 

28. I am nervous . • . • 

29. I have pretty eyes 

30. I can give a good report in front of the class 

31. Ih school I am a dreamer. . . . . . . 
32. I pick on my brother(s) and sister(s) 

33. My friends like my ideas. . . . . . . 
34. I often get into trouble. ·, . 

.. . . 
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. . . yes no 

. . . . yes no 

.••.••.••.•••• yes no 

. . . . yes no 

. . . . . . yes no 

yes no 

. . . . • yes no 

. . . . . • yes no 

35. I am obedient at home •••••••.••••..••.••.•.•.•. yes no 

36. I am lucky . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . yes no 

37. I worry .a lot .• .· . . . . . . . . . . . . . . . . . . . . . . . . . . . . yes no 

38. My parents expect too much of me ••..••.•••.•.••..•... yes no 

39. I like being the way I am . . . . . . . . yes no 

40. I feel left out of things . . . . . yes no 

41. I have nice hair . . . . . . . . . . . . . . . . . . . . . . . . . . . . . yes no 

42. I often volunteer in school yes no 

43. I wish I were different . . . . yes no 

44. I sleep well at night . . . . . . . . . . . . . yes no 

45. I hate school . . . . . yes no 

46. I am among the last to be chosen for games . . . . yes no 

47. r·am sick alot . . . . . . . . . . . . . . . . . . . yes no 

48~ I am often mean to other people. . . . . yes no 

49. My classmates in school think I have good ideas . . . yes no 

50. I am unhappy . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . yes no 

51. l have many friends . . . . . . . . . . . . . . . . . . yes no 

52. I am cheerful . . . . . . . . . yes no 

53. I am dumb about most things . . . . . . . . yes .no 

54. I am good looking . • . . . . . . . . . . . . . . . . yes no 

55. I have lots of pep . . . . . . . . . . . . . . . . . . . . . . . . . . . . yes no 



56. I get into a lot of fights . . . . . . . . . . . . yes no 
57. I am popular with boys . . . . . . yes no 

58. People pick on me . . . . . . . . . . . . . . . . . . . . . . yes no 

59. My family is disappointed in me . . . . . . yes no 

60. I have a pleasant face . . . . . . . . . . . . . . . . . . . . . . . yes no 

61. When I try to make something, everything seems to go wrong. . . . . . . . yes no 

62. I am picked on at home . . . . . . . . . . . . . . . . . . . . . . . yes no 

63. I am a leader in games and sports . . . . . . . yes no 

64. I am clumsy· . . . . . . . . . . . . . . . . . . . . . . . yes no 

65. In games and sports, I watch instead on play . . . . . . . . . . . . . . . yes no 

66. I forget what I learn . . . yes no 

67. I am easy to get along with . . . . . . . . . . . . yes no 

68. I lose my temper easily . . . . . . . . . . . . yes no 

69. I am popular with girls . . . . . . . . . yes no 

70. I am a good reader . . . . . . . . . . . . . . . . . . . . . . . . . . . . yes no 

71. I would rather work alone that with a group . . . . . . . . . . . . . . . yes no 

72. I like my brother (sister) . . . . . yes no 

73. I have a good figure . . . . . . . . . . . . . . . yes no 

74. I am often afraid . . . . . . . . . . . . . . . . . yes no 

75. I am always dropping or breaking things . . . . . yes no 

76. I can be trusted . . . . . . . . . ... . . . . . . . . yes no 

77. I am different from other people. . . . . . . . . . . . . . . . • yes no 

78. I think bad thoughts . . . . . . . . . .. yes no 

79. I cry easily .. . . . . . . . . . . . . . . . . . . . . . • yes no 

80. I am a good person . . . . . . . . . . . . . yes no 

Score: -..-------

Thanks for marking these sentences. 
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APPENDIX K 

FORM A-Sc, ELEMENTARY SCHOOL ENVIRONMENT SURVEY 
PRINTED AT VOCATIONAL-TECHNICAL CENTER 

WICHITA, KANSAS 
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ELEMENTARY SCHOOL EnVIBONM&'fl' SURVEI 

Pupil ID. ____ _ School Code 

1. Teachers watch the students closely when they work to make sure 
there are n~ mistakes. 

2. The attendance roll is called every day in class, 

3. Students often work in small groups of about three of four students 
without the teacher. 

4. Students try to get special favors rrom the teachers. 

Form A-Sc 

---
T 

T 

T 

T 

F 

F 

F 

F 

5. Bells ring during the day to tell students what classwork to do next. T F 

6. In this school students usually have to line up before going into T F 
the classroom or leaving the classroom. 

7. The subjects taught here do not help students learn how to solve T F 
real problems. 

8. In this school students quickly learn what to do and what not to do. T F 

9. Most students finish the projects and assignments that they start. 

10. Most students here have homework many times during the week. 

11~ Science is probably the most important subject in this ~chool. 

T 

T 

T 

F 

F 

F 

12. In this school it is easy to pass most subjects without working hard. T F 

13. Most students are happy if they do average work. T F 

14. When. schoo 1 work gets difficult students study harder. T F 

15. Most of the students in this school study a lot so that they can get T . F 
higher grades. 

16. Most students here do not care much about their school work. T F 

17. Many students like to stay around after school gets out. T F 

18~ Most of the teachers do not care abo~t problems that students are T F 
. having. · 

19. Students have many chances to help other students. T F 

20. In this school students have ~arties in class to telebrate birthdays T F 
or other important days. 

21. Teachers are kind and friendly w_hen they work with students. T F 

22. The students in this school feel like they are one big family. T F · 

23. Many of the students here are unhappy about the school. T F 

24. Students here are often remtnded to be careful about getting sick. T F 
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·11 
~5. Many interesting people visit the school to play music or to talk 

about their experiences. 

26. Students often talk about their own personal problems. 

27. Most teachers do not try to get students interested in what's going 
on in the United States. 

28. Many students often talk about what they think is right or wrong. 
) 

29. Quite a few of the teachers talk to students about concerts, plays 
and museums. 

30. Many students.talk about traveling to different parts of the United 
States. 

31. In many classes students talk about what they do outside of school. 

)32. Social studies is not a very important subject in this school. 

33. Students here are very quick to tell teachers about things that 
should be changed. 

34. Students do not pay much attention to school rules and regulations. 

35. Things like paper throwing or water fights are not likely to 
happen in this school. 

36. Most students here do not like to get into any kind of argument. 
.. -' 

37~ Students almost always wait to be called on before speaking in 
class. 

38. This school has a big program of sports or physical education 
activities. 

39. Students sometimes make plans to do something bad to the school. 

40. Student do not get any special favors in this school. 

Thank you for marking these sentences. 

Copyright 1969 by Dr. Robert Sinclair 12J 
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APPENDIX L 
FORM 8-Sc, ELEMENTARY SCHOOL ENVIRONMENT SURVEY 

PRINTED AT VOCATIONAL-TECHNICAL CENTER 

WICHITA, KANSAS 
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ELEMENTARY SCHOOL ENVIRONMENT SURVEY Form B-Sc 

Pupil ID. School Code -----
1. Many students say that they do not like the rules made by the 

teacher. 

2. Many students do not behave while they are on ·the playground. 

3. This school teaches students to be polite. 

4. Students here are careful about takfng good care of school 
property. 

5. Many students get into trouble with the teachers. 

6. Students know they s haul d check with the teacher before they do 
something that might break a school rule. 

7. Students often break. or mark school property. 

8. Students usually do not interrupt whi.le someone else is talking. 

9. Students have to stay after school if they break school rules. 

10. The teachers seldom check to make sure that students finish their 
schoolwork. 

11. Students here learn that they should put their ideas into action. 

12. Students that the principal and teachers know will have it easier 
in this school. 

13. One way to get good grades in this school is to be nice to t~e 
teachers. 

14. In many classes,. students sit in any seat they choose. 

15. People know who the sr.1artest or the best liked students are in this 
._school. 

16>Teachers will raise a student's grade if they think the student has 
worked very hard~ 

17 ~- Most of the teachers in this school are unfriendly. 

18. Many of the teachers go out of their way to help students. 

19-~ If students are unhappy in school, the teacher wi 11 cal 1 their 
parents. · -

20. The~teachers try to make sure that students get to know each other. 

21. This school seems to be an unfriendly place. 

22. Many teachers are too busy to talk to students about their problems 
or to give them extra help. 
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·23, In this school students ask other students to visit them at home. T 
FD 
24. Many students help each other with their classwork. T 
! 
15. Students often take field trips to interesting places. T 

26. In this school students have many chances to listen to music. T 

27. In this school it's important to be just like everyone else. T 

28. Students in this school do not think music is very important. T 
J 

12~. Most students have very little interes·t in knowing about the T 
problems of other countries. 

' I JO. Many students talk about traveling to different parts of the T 
United.States. 

:31. In many classes students talk about what they do outside of school. T 
') 

:32. Social studies is not a very important subject in this school. T 
' 
[33. students here are very quick to tell teachers about things that T 

should be changed. 

3~. Students do not pay much attention to school rules and regulations. T 
• 

3ij. Jhings like paper throwing or water.fights are not likely to T 
• happen in this school. 

~6. Most students here do not like to get into any kind of argument. T 

37. Students almost always wait to be called on before speaking in class. T 

38 .. This school has a big problem of sports or physical education T 
activities. 

39. Students sometimes.make plans to do something bad to the school. T 

40. Students do not get any special favors in this school. T 

F 

F 

F 

F 

F 

F 

F 
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F 

F 

Thank you for marking these sentences. 
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1972-73 ANNUAL REPORT, WICHITA PUBLIC SCHOOLS 



! Roll Call 

!Utilization of 
1scly Building 

PJ?.OC.EEDINGS OF TPE BOARD OF EDUCATION 
UNIFIED SCHOOL DISTRICT NO. 259 

Wichita, Sedgwick Co., Kansas 
Decc1nber 18, 1972 
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The Iloarcl of Education of Unified School District No. 259, Sedgwick 
CO\.mty, Kansas, met in regular adjourned session in the auditorium 
of the Central Vocational Buildii1g, 324 North E1nporia, Wichita, 
Kansas, at 7:00 p. rn., Monday, December 18, 1972, President Don 
L. Miller prqsiding. 

Men1bers present: Mrs. Jo Brown, John C. Frye, Mrs. Jeanette 
Hohnes, Darrell D. Kellogg, John M. Michener, Dr. Don L. 
Miller, Dr. Gary N. Pottorff, Mrs. Ruby Tate, Mrs. Evelyn 
Whitcomb::: · 

The administration presented the following recommendations concerning 
the use of the Isely Elcmenl:a ry School building effective January 15, 
1973. 

RECOivlivlENDATION . 

It is proposed that the Isely facilities be utilized in establishing a 
progra.1n for pupils with unusual abilities who are presently in grades 
4, 5, and 6. · Unus,rnl abilities, as used in this proposal, 1nay include· 
one or n1orc of the following: 

1. Pupils generally achieving near the 85th percentile or hig.hc: r. 
but not necessarily qualifying for the accelerated learning 
program now in existence, would be cli6ri.hle. 

2. Pupils with high ability in skill areas of language arts and 
social studies. 

3. Pupils with unusual ability and achievcn1cnt in such areas 
as science and mathematics. 

4. Pupils v:ith olitstanding ability and performance in one or 
mo re of the fine arts. 

In the initial effort to organize the school, equiprncnt and staff will 
be provided for 150 pupils of appro:-=imatcly 60 nonwhite and appn,:-:-
imately 90 white pl,pils. The building program will be initiated as 
near capacity for the pla.n as possible ,vi'thin the limitations imposed 
b)' a thne schedule of starting near n1iclschool yeat·. Integration level.· 
will hl! rnaintuined by admission proccdur~s. The pupil hody will he 
acquired L-~r recruiting qualified volunteers. Numbers from grades 
•1, 5, and 6 will he about equal. Highly qualified staff members, 
utili7.ini~ specially cquipp~cl classrooms and activity centers, will 
pro~·iclc both incliviclual an<l• group learning activities. Instruction 



1>Hlizatio11 of 
1scJy Building 
(contd.) 

PH.OCEEDINGS OF THE BOARD OF EDUCATION 
Dcccn1.bc r 18, 1972 

,vill be planned so that unusual abilities of pupils will be fostered. 
Glo.se working relationships will be maintained with institutions in-
volved in teacher education. 

Mr. Frye (Mrs. Brown) moved that: 

a) The Board of Education approve the proposal as presented by 
the ad1ninistration for use of the Isely Elementary School build-
ing for educati~nal purposes beginning with the second semester 
of the 1972-73 school year. 

b) The Board of Education approve the following addendum to the 
Statement of Basic Principles for Continuing the Elementary 
School Integration for 1972-73 (adopted by Board of Educ~tion 
action on May" 1, 1972)°: 

The Board of Education reaffirms its intent to continue 
iinplementation of policies and procedures established by 
its action in' May, 1972, for continuing elementary school 
integration. These policies will remain in force ,vith the 
following additi_on: 

The integration plan now in effect has demonstrated to date 
its capability of maintaining stability and continuity of en-
rollment from one school year to the next. The quality of 
the educational program at schools in the Assigned Attend-
ance Arca has already developed a holding pattern demon-
strated by the number of pupils volunteering to return aft('?r 
the first year's assignment. It is anticipated that an in-
creasing number of pupils will elect to return each subsequent 
year. However, in the event pupil turnover endangers the 
quality of the educational program, appropriate measu-res 
will be taken to ensure necessary minimum stability. 

c) The President of the Boa:::-d be directed to inform the appropriate 
offices of the Department of Health, Education, and Welfare o! 
the action taken. 

Yeas: Mrs. Brown, l'vlr . .Frye, Mr. Kellogg, Mr. Michener, Dr. 
Miller, Dr. Pottorff, Mrs. Tate 

Nays:. Mrs. Holmes 

Motion carried. 

t,: Mrs. Whitcom.b reported present. 
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BOARD CHARGE 

. .. 
The Board of Education, Unified ~chool District 259, approved an 

Ad Hoc Alternative Schools Task Force on September 7, ·1976. Each Board 

member had the authority to appoint one task force member and it was 

suggested that approved agencies appoint members who had children in 

school. The following charge was given to the task for~e: 

1. Establish 9pen lines of communication within the task force 
and within the community-at-large. 

The task force established regular meeting dates, places, and times 

to discuss agenda items that originated with the membership of the task 

force and with the chair. Subcommittees were established to study problems 

in greater depth and to spread the base of participation and discussion. 

Visitations were conducted broadening the lines of communication to 

the existing alternative sites and programs. Another evidence was communi-

cation with the public through the public survey. This permitted reaction 

from citizens-at-large and a separate survey was conducted. among the 

professional staff. The random survey provided the potential for any 

citizen to be chosen ~nd the staf,f survey provided the potential for every 

certified person to participate. Secondary school youth also were polled· 

on a random basis. 

All meetings have been open and the public media have been requested 

to attend to provide the public-at-large with the progress of the study. 

While the initial meetings were covered, the subsequent meetings have not 

been covered as often. 
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Another line of communication has been the members reporting back to 

their agencies. When members c'ould not attend meetings, minutes were 

mailed within three days of each meeting to provide up-to-date communi-

cation. Therefore, the charge has been met within the task force and 

within the community-at-large in establishing open lines of communication. 

2. Study data and.research findings regarding alternative schools. 

This charge was met through the preparation of an extensive biblio-

graphy, through establishing a reserve shelf at Wichita State University, 

and _through the purch~se of specific material for each member of the task 

force. Principals and staff members were brought before the task force 

to present testimony regarding the purposes, procedures, and merits of 

current alternatives in Wichita. Site visitations allowed in-depth 

observations and further investigation. Materials that were supplied 

relied heavily on Phi Delta Kappa publications; m~jor authorities in the 

field of alternative education; and the special report, .Alternative 

Schools. This research report was desfgned specifically to assist Board 

members, administrators, and task fo4ce members to understand the depth 

of the movement> the adva~tages> and the disadvantages. 

3. Prepare an i~terim report to the Board of Education by 
February 1~ 1977. · 

This charge has been met and the report appears in the Appendix. On 

January 31~ 1977~ the Board received the report and raised several questions 

in their discussion. With the interrelatedness of the three task force 

reports· some decisions were delayed until the final reports could be pre-

pared. An additional charge was suggested to determine whether alternatives 

could exist withi~ the same building and to prepare a comprehensive plan 
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that will allow the Board to make long-range decisions •. The charge was 

completed with the presentation of the interim report. 

4. Make recommendations regarding suggested policy changes by 
April 1, 1977. 

This charge has been completed through the work of the subcommittee. 

It has also been augmented with the work of the identification subcommittee. 

Dur~ng full task force hearings, amendments and suggestions were considered. 

Since Board policy is essential to establish a framework and to establish 

administrative implemental procedures, this charge had great significance 

and the committee recognized the responsibility by meeting many hours and 

several times. Therefore, the policy changes, appearing separately in 

this report, meet the requirements of the charge from the Board of Education. 

5. Prepare a final report and recommendations for the Administration 
and the Board of Education by April 1, 1977. ·:.<, 

The ad hoc alternative schools task force has diligently approached 

the challenge and charges given to it and has completed this final cha_rge 

by the submission of this report. 
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AD HOC ALTERNATIVE SCHOOLS TASK FORCE 
SUBCOMMITTEE FOR RECOMMENDATIONS 

The subcommittee to prepare recommendations' was charged to consider 
the research in the field of alternative schools and programs and the 
evidence presented before the entire task force by representatives of 
alternative schools and programs. Consideration was to be given to verify 
findings through personal visitation, subcommittee reports and, lastly, 
the members were to use their combined judgment to arrive at specific 
recommendations for the Board of Education. 

The subcommittee for recommendations urges the Board of Education 
to give serious thought and debate to the following items which have been 
approved by a majority of the task force. 

The-task force recommends: 

1. approval of the changes in Policy Pl214.00. 

2. that there shall be a Director of Alternative Education to encourage 
the success of a long-range comprehensive alternative program in the 
community and, in addition, to strengthen the public relations needs 
for alternative education and to unify the overall efforts for 
alternative education. 

3. strong support of the Alternative Education_Advisory Council. 

4. strong support of the Alternative Education Network. 

5. approval of.the Definition Statement. 

6. where a demonstrated need occurs for an additional alternative program 
that the Board shall move to meet the need. At this time we see the 
need for the expansi.on of the concepts typified by 

a. Emerson Alternative School 
b. Munger Junior High School 
c. Metropolitan High School 

7. alternative programs shall be geographically accessible to the school 
patrons to minimize transportation needs. 

S. ·amendment of current regulations to permit use of rental fees to apply 
to educational materials appropriate to alternative education programs. 
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SUMMARY AND CONCLUSION 

The task force did not attempt to prove one al~ernative superior to 

another alternative but rather to.promote options in education that would 

allow students, parents, and staff members to exercise preferences. The 

obligation of the Boar~ of Education to establish goals for the district 

was not diminished by the effort of the task force but rather supported 

by the members and their representative agencies. Time lines became 

important; as each decision was interrelated and dependent on other 

decisions. Delays would have caused tension in lateral operations and 

lessened the effectiveness of the task force deliberations. Added effort 

wad needed by committee members to bring the work to a timely conclusion. 

-The main report has been structured to include only those reports and 

recommendations approved by a majority of the task force members. 

Neil Postman wrote, "All of the refonns that will take place in 

education in the next decade will have their origins in the alternative 

school movement." 1./ The task force avoided the egalitarian impulse to 

be all things to everybody and recognized that effort to be impossible. 

In contrast, the task force work-may have centered too much on the present 

status of. alternative education in Wichita and less on what it might be, 

as demonstrated through successful models elsewhere. 

1'be Board of Education exercised its responsibility to seek broadly 

based citizen and parent participation. This effort has been rewarded 

l:../ "The Last Su?plement to the Whole Earth Catalog," as reprinted in 
Optional Alternative Schools, Phi Delta Kappa Educational Foundation, p.41 . 
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through a new base of support represented by task force members and their 
' constituent agencies. The task force concludes its work with. a petition 

to the Administration and Board to study the report, to seriously consider 

the recommendations, and to adopt those recommendations that will best 

serve the pupils and citizens of Wichita. 
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APPENDIX 0 

INTERVIEW QUESTION AND RESPONSES 



Interview Question 1.38 

Briefly des~ribe the founding, organization, and development 

of alternative education in Unified School District #259 with 

regard to the elementary program. 

It was during the Wichita's desegregation.ef:f'ort 
of the 1970's that Little, Fairmount;·IselyEl-ementary 
Schools were closed. However, it was only a short 
period of time, Little School was reopened as a Head 
Start Center.·· .·In-.:February 197.3, Isely reopened as an 
alternative center·with ·innovative approaches to edu::-. 
cate students who had special talents, abilities, and 
interests academic areas and creative and performing 
arts. The program was geared for 9, 10, and 11 year 
old students. The main objective was to provide a 
school that would meet the individual differences of 
all the students, in addition to compliment the 
desegregation effort. (Carriker, Personal Communica-
tion, April 28, 1979.) 

'.- : . · . .- In· 1970, · there was a growing movement· among a group 
of parents indicating that the schools were not meet-
ing the needs of their children. This was during the 
period of time when such books as Crisis in the Class-
!:.Q.Q.!!!. were quite popular in the market place. During 
the next year, the parents formed into a group called 
PALS (Parents for Alternative Learning). They met 
with Dr. Morris, Superintendent of Schools, seeking 
his approval to begin an open alternative school. 
After several meetings and planning sessions~ a 
proposal was written reflecting characteristics of 
an open school. The Emerson School was identified 
as the facility to house the new alternative program. 
It should be said that, Emerson Open Alternative 
School came into being due to grass root movement of 
the people who were unhappy with the· conventional 
school. (Ediger, Personal Communication, April 29, 1979. 

The Kellogg Traditional Alternative School with 
grades K through eight was established in the Wichita 
Public Schools by the Board of Education in 1975, The 
parents didn't feel that the other schools were meet-
ing their children's needs. (Zimmerman, Personal 
Communication, April JO, 1979.) 

Parents organized as Citizens for Choice were 
instrumental in the development of the Earhart program. 
This alternative movement was d~pendent upon -and moti-
vated by the parents in the community. Earhart was 
opened in the fall of 1977 with an enrollment of 200 
pupils in grades K through six and did include the 
special education program of TMH. (Osborn, Personal 
Communication, April 29, 1979.) 
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ADMINISTRATION 

Pl214.00 

BOARD POLICY: 

ALTERNATIVE EDUCATION PROGRAMS 
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THE WICHITA PUBLIC SCHOOLS SHALL PROVIDE ALTERNATIVE EDUCATION 
PROGRAMS TO MEET THE NEEDS OF INDIVIDUALS AT PRESCHOOL, ELE!-rENTARY, 
SECONDARY, POST-SECONDARY, AND ADULT EDUCATIONAL LE\'ELS. TH2SE 
ARE ALL FULL SERVICE PROGRANS THAT MEET THE OBJECTIVES Mm 
REQUIREMENTS OF A CONVENTIONAL PROGRi,M OF T~E SA}IE DEVELOPNENTAL 
LEVEL. ENROLLMENT IN THESE PROGRA~·!S IS AVAILABLE ON AN OPEN l\ND/ 
OR VOLUNTARY BASIS. ALTERNATIVE PROGRMIS MAY BE HOUSED WITHI~ 
THE CONVENTIONAL SCHOOL, IN SEPARATE FACILITIES FROH THE cm~VEN-
TIONAL SCHOOL, OR IN SHARED FACILITIES. A BUILDING PRINCIPAL Yu\Y 
PROVIDE ALTERNATIVE PROGRAMS WITHIN AN EXISTING AUTHORIZED SCHOOL 
PROGRA'N. THE TOTAL EDUCATIONAL OFFERING FOR AN INDIVIDUAL SCHOOL 
MAY BE AN ALTERNATIVE EDUCATION PROGRAM, WITH THE GENERAL SUPPOR:i.' 
OF THE COMMUNITY AND THE APPROVAL OF THE BOARD OF EDUCATION. 

Administrative Implemental Procedures: 

1. The Directors of Elementary and Secondary Education sJ)all assign 
line administrators to coordinate Alternative Education, to encour-
age the success of a long-range comprehensive alternatiye program, 
meet the public relations needs for alternative education, to 
unify the overall efforts for alternative education, and to verify 
program needs. 

2. A districtwide school-comsunity advisory committee will be formed, 
comprised of representation from each alternat'ive school. 'Member-
ship shall include the building administrator and representative 
groups of teachers, pupils at the secondary level, and com~unity 
members from each alternative school. A proper membership balance 
shall be maintained with an opportunity for volunteer participation> 
and with parents comprising at least;: fifty-one percent of the 
membership. The advisory com."'.littee shnll be involved in pu!>lic 
relations; pupil, parent, and staff awareness. The co:nmittce shall 
study and review proposals and shall assist in tha ve~ification of 
need. - The respective supervising principals cf Eleme-.1tary Education 
and Secondary Education shall serve as chairperson ~nd co-chairp~rson 
respectively. The com;:nittee shall act in an advisory capecity to 

; the Board of Education. ·· 

3. The Director of Curriculu;n Services Division will establish an 
Alternative Education Net,,:ork which will be maintain~d for tee 
purposes of being i~volve~ in program staffing, progr&m develap-
rr.ent, inservice training, and nutual st.ppo.:t. Henbership sh.111 
include staff menbers from all alternative progr~rns, appropri~te 
centr~l office and university personnel, and other interested 
professionals. A network council for govern3nce of the net~ork 
shall be selected by the membership ~t large. 

(ov~r) 
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4. A building principal is authorized to approve the operation of 
separate alternative education programs within a regular attendance 
unit if the programs do not alter appreciably the character of the 
total school. 

5. The designation of a total attendance center as an alternative 
• education program must be approved by the Board of Education. 

Proposals submitted to the Board of Education should satisfy these 
criteria: 

a. The proposed program should be developed •in response to a 
verified need. 

b. The program must differ from the conventional school in 
environment, structure, and/or teaching/learning styles. 

c •. Enrollment in the school must be open to all eligible pupils 
in the district on open and/or voluntary enrollment procedures. 

d.- Evaluation of the alternative program should include academic 
achievement, personal ana social growth and adjustment com-· · 
pared to standards for conventional schools. 

e. The school must comply with all Board of Education policies 
and procedures and the Civil Rights Act concerning nondiscrim-
ination with regard to sex, race, religi.ous and ethnic back-
ground, and Section 504 pertaining to the handicapped. 

f. -Community resources shoul':1 be utilized to the fullest extent. 

g. Any deviation from Board transpor·tation policies shall be 
determined by the needs of a particular center. 

h. Procedures for staffing should be considered. 

i. The proposal should present a plan.for implemental procedures. 

6. The Division of Curriculum Sei-vices is responsible for working with 
s.chool personnel to plan, maintain, or develop alternative education. 
programs for individual and group participation. 

7. The Department of Staff Development shall work cooperatively with 
colleges and universities to provide alternative education training 
classes, programs, and workshops. 

8. The Directors of Elementary Education, Secondary Education, and 
Vocational and Continuing Education are responsible for administra-
tion of alternative education programs involving elementary, 
secondary, vocational and continuing education. 

9. The Di•,ision of Pupil Services wil 1 provide services comparable to 
conventional school attendance centers. 

(more) 
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10. The Business Services Division should provide services· comparabla 
to conventional school attendance centers. 

11. The Superint2ndent of Schools will recommend for approval by the 
Board the necessary logistical plans to implement an alternative 
education program. 

9/76 October, 1977 
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ADMINISTRATION 

Pl214.00 

BOARD POLICY: 

ALTERNATIVE EDUCATION PROGRAi.~S 

THE WICHITA PUBLIC SCHOOLS SHALL PROVIDE ALTERNATIVE EDUCATION 
PROGRAMS TO MEET THE NEEDS OF INDIVIDUALS AT PRESCHOOL, ELEME~"TARY, 
SECONDARY, POST-SECONDARY, AND ADULT EDUCATIONAL LEVELS. THESE ARE 
ALL FULL SERVICE PROGR..<\MS THAT MEET THE OBJECTIVES AND REQUIREME'NTS 
OF A CONVENTIONAL PROGRAM OF THE SAME DEVELOPMENTAL LEVEL. ENROLL-
MENT IN THESE PROGR.Ai."'!S IS AVAILABLE ON AN OPEN AND/OR VOLUNTARY BASIS. 
ALTERNATIVE PROGRAMS MAY BE HOUSED WITHIN THE CONVENTIONAL SCHOOL, OR 
IN SHARED FACILITIES. A BUimING PRINCIPAL MAY PROVIDE ALTERNATIVE 
PROGRAMS WITHIN AN EXISTING AUTHORIZED SCHOOL PROGRAM. THE TOTAL 
EDUCATIONAL OFFERING FOR AN INDIVIDUAL SCHOOL MAY BE AN ALTERNATIVE 
EDUCATION PROGRAM, WITH THE GENERAL SUPPORT OF THE COMMUNITY AND THE 
APPROVAL OF THE BOARD OF EDUCATION. 

Administrative Implemental Procedures: 

1. "nle Directors of Elementary and Secondary Education shall assign 
line administrators to coordinate Alternative Education, to encourage 
the success of a long range comprehensive alternative program, meet 
the public relations needs for alternative education, to unify the 
overall efforts for alternative education, and to verify program 
needs. 

2. A districtwide school-community advisory committee will be formed 
comprised of representation from each alternative school and shall 
meet starting in September of each school year with subsequent meet-
ings called at the discretion of the chairperson. Membership shall 
include the building administrator and·representative groups of 
teachers, pupils at the secondary level, and parents from each 
alternative school, plus community lay people. A proper membership 
balance shall be maintained with an opportunity for volunteer partici-
pation, and with lay people comprising at least 51 percent of the 
membership. The advisory committee shall be involved in public relations 
and in pupil, parent, and staff awareness. The committee shall study 
and review proposals, assist in the verification of need, and shall 
study the status of current programs. The respective supervising 
principals of Elementary Education and Secondary Education shall 
serve as ex officio members of the committee and shall provide assis-
tance to the chairperson who shall be elected from the membership at 
large. The committee shall act in an advisory capacity to the Board 
of Education-and shall submit an annual report to the Board of Education 
and the Superintendent of Schools. 
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3. The Director of Curriculum Services Division will establish an 
Alternative Education Network which will be maintained for the 
purpose of being involved in program staffing, program development, 
inservice training, and mutual support. The network shall ineet in 
September of each school year with subsequent meetings to be determined 
by the network council. Membership shall include staff members from 
all alternative· programs, appropriate central office and university 
personnel, and other interested professionals. A network council for 
governance of the network shall be selected by the membership at large 
and the network shall make periodic reports to the Alternative Educa-
tion Districtwide School-Community Advisory Committee. 

4. A building principal is authorized to approve the operation of separate 
alternative education programs within a regular attendance unit if the 
programs do not alter appreciably the character of the total school. 

5. The designation of a total attendance center as an alternative education 
program must be approved by the Board of Education. Proposals submitted 
to.. the Board of Education should satisfy these criteria: 

a. The proposed program should be developed in response to a 
verified need. 

b. The program must differ from the conventional school in 
environment, structure, and/or teaching/learning styles. 

c. Enrollment in the school must be open to all eligible pupils 
in the district on open and/or voluntary enrollment procedures. 

d. Evaluation of the alternative program should include academic 
achievement, personal and social growth and adjustment :compared 
to standards for conventional schools. · 

e. The school must comply with all Board of Education policies and 
procedures and the Civil Rights Act concerning nondiscrimination 
with regard to sex, race, religious and ethnic background, and 
Section 504 perta~ning to the handicapped. 

f. Community resources should be utilized to the fullest extent. 

g. Any deviation from Board transportation policies shall be 
determined by the needs of a particular center. 

h. Procedures for staffing should be considered. 

i. The proposal should present a plan for implemental procedures. 

6. · The Division of Curriculum Services is responsible for working with 
school personnel to plan, maintain, or develop alternative education 
pr?grams for individual and group participation. 

(more) 
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7. The Department of Staff Development shall work cooperatively with 
colleges and universities to provide alternative education training 
classes, programs, and workshops. 

8. The Directors of Elementary Education, Secondary Education, and 
Vocational and Continuing Education are responsible for administra-
tion of alternative education programs involving elementary, 
second~ry, vocational and continuing education. 

9. The Division of Pupil Services will provide services comparable to 
conventional school attendance centers. 

10. The Business Services Division should provide services comparable 
to conventional school attendance centers. 

11. The Superintendent of Schools will recommend for approval by the 
Board the necessary logistical plans to implement an alternative 
education program. 

12. Because of the uniqueness of· each alternative program, when vacancies 
within the teaching staff occur after the alternative school is 
operational, special attention and consideration will be given to 
the filling of such vacancies with input from the building principal. 

10/77 October 1979 

Pl214.00 
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