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ABSTRACT 

The study was concerned with developing strategies 

that can be used to implement and operate a School Within A 

School (SWAS) program that may contain an action-learning 

component. 

The study began with an intensive search of the 

literature. Later, two data collecting instruments were 

developed: 1) a semi-closed-end questionnaire which was 

mailed to 112 SWAS programs as identified in the National 

Directory of Public Alternative Schools (Flaxman and 

Holmstead, 1978); and 2) an open-ended telephone interview 

instrument which was administered via telephone to ten 

respondents working in SWAS programs across the United 

States. Prior to use, the two instruments were submitted to 

a panel of five experts for review. 

Data from the semi-closed-end instrument were 

recorded and each telephone interview was tape recorded and 

then transcribed. A summary of the most significant 

findings, using data frbm both of the instruments follows. 

The majority of the SWAS programs were implemented 

to deal with a particular group of students in a more 

effective manner. A substantial number of programs were 

implemented to deal with attendance and drop-out problems. 

viii 
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Teachers proved to be the most likely group of 

professionals to call for a SWAS program. Teachers also 

proved to be the major stumbling block to successful program 

implementation. 

The respondents emphasized the importance of dealing 

with change effectively in order to successfully implement 

innovations. Involvement of the school community facili

tated program implementation. 

SWAS programs have been implemented and operated in 

the face of a district's declining resources. The operating 

expenses of a majority of the SWAS programs were equal to or 
V 

below operating expenses of the regular host school. 

The major problem encountered in implementing and 

operating a SWAS program is the philosophical division the 

concept promotes between faculty proponents and opponents. 

However, it was also found that by successfully dealing with 
i 

the fears and threats posed by change, program advocates can 

facilitate implementation and operation. 

Finally, it was found that SWAS programs offering an 

action-learning component can easily initiate and maintain 

communication and coordination with community resource 

personnel and on-site supervisors. 

Based on the findings of the study, it was recom

mended that: (1) SWAS programs be directed at providing 

either curriculum options or scheduling options; (2) prior 

to introducing the SWAS concept, a needs survey be 



conducted and school community participation be encouraged 

and fostered in all phases of planning, operation, and eval

uation; (3) once the SWAS concept has been introduced, steps 

be taken to reduce the stress and fear attendant to change; 

(4) accurate program evaluation procedures be established 

that are sensitive to the goals and objectives of the SWAS 

program; (5) a SWAS program operate with the same per-pupil 

expenditure ratio as the host school; (6) lines of author

ity and responsibility be clearly delineated in the program 

proposal; and (7) community resource personnel be involved 

in planning, operating, and evaluating any action-learning 

component.-



CHAPTER 1 

THE PROBLEM TO BE STUDIED 

Introduction 

Americans enjoy the right to choose from many 

options and alternatives in almost all important aspects of 

their lives. Freedom of choice abounds in the United 

States. Americans may choose where they live, work, play 

and worship. However, in the area of education, choice for 

most Americans is severely restricted. 

Education has ensured the democratic way of life in 

the United States. The fact that Americans continue to en

joy freedom of choice in so many areas of their lives is 

directly attributable to the success of American public edu

cation. In short, free public education has protected, ex

tended, and fostered American democracy. 

Now the time has come to extend the options so pre

valent in other realms of American life to public education 

and particularly to that institution of education so 

uniquely American—the public high school. 

Rationale for the Study 

Students learn in different ways and at different 

rates. This is an accepted fact among professional educa

tors. In view of this, the high school should provide 

1 



options for its students. This situation is addressed by 

Glatthorn (1975, p. 7). 

The argument, therefore, is simple and, 
hopefully cogent: students vary significantly. 
Learning is of diverse sorts. No type of teacher, 
method, or climate is inherently superior. Thus a 

. range of teachers, methods, and climates will bet
ter respond to the varied needs of students in 
mastering different types of learning. 

2 

Vernon Smith (1973) has noted that numerous national 

commissions, governmental and private agencies and such 

nationally known educators as David Clark, · Mario Fantini, 

Dwight Allen, Kenneth B. Clark, Christopher Jenks, and 

Shelly Omans have all called for alternatives and options in 

secondary education. 

In addition to providing options for secondary stu-

dents, high schools must seek to re-establish the link that 

once existed between the community and the school. High 

school students are isolated from the adult world and the 

world of work. Deutschlander (1974, p.33) has written 

that, 

For some years, perceptive education theo
rists and practitioners have been calling for vi
able alternatives to the traditional classroom 
activities of our secondary schools. Experiences 
for youth are needed that will put them in touch 
with adults and the world of work; and community 
participation experiences that will serve as brid
ges between the classroom and the real world of 
the larger community. 
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Educational experiences that take place in the com-

rnunity under the auspices of the schools, are commonly 

termed action-learning or experience-based education. 

Ralph Tyler and other participants at the Wingspread 

Conference (1974, pp. 74-77) have summarized the benefits of 

action-learning programs, 

1. They provide learning experiences that youth 
otherwise would miss; service to others, re
sponsibility for others ••• and becoming in
volved with the working world of adults. 

2. They provide some assurance to youth that 
adulthood is coming .•.• 

3. They broaden an understanding of the real 
world. 

Experienced-based education and action-learning pro-

grams may be of particular significance to schools and dis-

tricts experiencing declining enrollments and resources. 

Eisenberger (1977, p. 51) maintains that, 

Declining resources necessitate a closer look 
at all school-housed programs and will encourage 
the view that schools should not continue to du
plicate facilities found in the community or to 
simulate training which could be accomplished in 
more real situations at a more economical and ef
fective level. 

Further on, Eisenberger (1977, p. 52) adds that, 

Most of our local communities hold the poten
tial for rich and varied out-of-school student 
learnings in the form of work/study programs or 
community service activities. 

The schools-within-a-school (ffivAS) organizational 

concept can enable the high school to provide its students 

with options that may include an action-learning component. 
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"Small schools-within-a-school can operate successfully 

alongside the mainstream program in the typical comprehen

sive secondary school" (Hall et al. 1975, p.22). 

Glatthorn (1975) has noted that the alternative pro

grams approach or SWAS approach have the advantage of being 

less expensive to operate than alternative schools since the 

SWAS can share resources with the parent school. 

Pantini (1973) also addresses the advantages of the 

SWAS approach and points out that such a plan provides op

tions for students, teachers, parents, and administrators. 

In view of the evidence, the success of innovative 

alternative programs established to provide high school stu

dents with learning options and opportunities for action-

learning experiences would seem to be a foregone conclusion. 

However, the opposite is true with respect to almost all 

school innovations. 

Karmos and Jacko (1977) have found that many inno

vations including alternative programs have failed for want 

of comprehensive implementation plans. There is a need for 

specific guidelines for the' installation and maintenance of 

school innovations. 

Rubenow (1971, p. 157) surveyed over 800 educational 

innovations implemented in Chicago high schools and found 

that, 
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the secondary schools studied generally did 
not follow a well defined plan for the implemen
tation of educational innovations. There was'an 
understanding by personnel in schools regarding 
who had to approve new ideas, but established pro
cedures were not apparent relative to staff, stu
dents, or community development. 

Hopefully this study will provide guidelines for 

those seeking to introduce options into public secondary 

education. 

Statement of the Problem 

The purpose of this study was to identify the ingre

dients of successful SWAS programs that contain action-

learning components and to develop strategies that can be 

used to plan and implement such programs. 

Questions Investigated 

The following questions provided direction for the 

study: 

1. What origins and goals are common to SWAS 

programs? 

2. How is the SWAS concept presented to students, 

teachers, administrators, parents, and the 

school community? 

3. How are the changes inherent in establishing a 

SWAS program managed with respect to students, 

teachers, administrators, parents, and the 

school community? 



4. What types of evaluation procedures and instru

ments are required by SWAS programs? 

5 „ What financial requirements are unique to SWAS 

programs? 

6. How are the relationships delineated between ( 

the program, the host school, and the central 

administration? 

7. What major problems are encountered in planning, 

implementing, and operating a SWAS program? 

8. How were elements of the community involved in 

the organization of the community education 

component of the SWAS program and how is the 

community education component coordinated with 

the community? 

Assumptions 

The following assumptions apply to the study of the 

problem: 

1. Administrators involved in SWAS program are 

valid sources of data. 

2. The data collected with respect to programs, 

action-learning programs, and the change process 

will be applicable within the context of this 

research problem. 

3. On the basis of a review by the committee of 

experts, the questionnaire used for the 



7 

collection of data is considered valid for 

the purpose of this study. 

4. The strategies to be developed can be used rep-

etitiously to develop and implement multiple 

options within a secondary school. 

Limitations of the Study 

The following limitations will apply to this study: 

1. The study is descriptive in nature. 

2. The study was limited to secondary schools 

identified as offering a SWAS alternative pro

gram or an action-learning program. 

Definitions of Terms 

1. Alternative Proaramfs)/Qptionfs) 

These two terms will be used interchangeably 

throughout the study to mean: 

A unit within a larger and more conventional 
school, dependent upon the parent school for bud
get, resources, and authority, offering a program 
of studies significantly different from those of 
the conventional schools, elected voluntarily 
by students and their parents. The alternative 
program may encompass all or part of the students 
educational experience; its designation as a de
pendent program relates to its lack of autonomy 
in governance, budgeting, and decision making 
(Glatthorn, 1975, p.11). 

2. school(s)-Wittiiln-ft-SchQ9Jl (SWAS) 

This is one form that an alternative program may 

take at the secondary level. Smith, Burke, and Barr (1974) 

wrote that "schools-within-a-school operate when a small 
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number of students and teachers are involved by choice in a 

different learning program." 

3. Action-Learnina/Experience-Based Education/Experiential 

Learning/Community-pased learning 

These terms are used interchangeably throughout the 

study and mean: 

A carefully structured series of activities using 
community resource people and their work places to 
provide not only the setting for student learning 
but also the content. Facilities and expertise 
that already exist in the community are used to 
teach students skills they will need as adults— 
job-related skills as well as things they must 
know to function effectively as responsible citi
zens {Burt and Douglas, 1977,p. 3). 

4. Strategies 

For the purposes of this study, strategies are 

defined as methods of operation that lead to the successful 

planning, implementation, and operation of SWAS programs. 

The reader should note that the element of voluntary 

choice is a prerequisite for the existence of Alternative 

Programs/Options and SWAS Programs. Unless students, 

parents, teachers, and administrators can freely choose to 

participate in such programs, the programs are not deemed to 

exist within the context of these definitions as they apply 

to this study. 

Organization of Remaining Chapters 

Chapter 2 presents a review of the literature which 

has been organized into four categories: 
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X. Rationale for Alternatiave Forms of Secondary 

Education. 

2. The School-Within-A-School {SWAS) Concept. 

3. The Use of Community Resources and Action-

Learning Programs, and 

4. The Change Process. 

Chapter 3 presents the research procedures used in 

this study. A description of the sample and the instruments 

used to collect the data is also included in Chapter 3. 

The findings of the research are presented in 

Chapter 4. Chapter 5 discusses and summarizes the findings, 

and concludes with recommended strategies and recommenda

tions for further study. 



CHAPTER 2 

REVIEW OP RELATED LITERATURE 

Tnt rod nr. hi on 

The objectives of this study are focused on devel

oping and implementing strategies that can be followed to 

produce a SWAS program that contains an action-learning 

component. 

The research of the problem involves several ele

ments of contemporary educational study. These elements 

are: alternative education, the SWAS concept, action-

learning and use of community resources, and the educational 

change process. These elements will provide the organiza

tional framework of the Review of Related Literature. 

The first section of the Review will deal with the 

rationale for alternative forms of secondary education. The 

second section will review the SWAS concept. The third 

section will review literature that deals with adtion-

learning and the use of community resources. The final 

section will examine the literature concerning the change 

process in education. 

10 



IX 

Rationale for Alternative Forms of Secondary Education 

Definitions for alternative education exist for 

every form the various alternatives may assume. Glatthorn 

(1975, p.11) noted the distinction between alternative 

schools and alternataive programs, 

Alternative school: a small school which students 
may choose to attend in place of the conventional 
school, that is significantly different from the 
conventional schools, and typically emphasizes a 
high degree of staff and student involvement in 
decision making. 

The alternative program, Glatthorn (1975, p. 38) defined as 

"an educational program which is part of an existing school, 

significantly different from the mainstream program." 

Flaxman and Homstead (1978, p. 8) of the National 

Alternative Schools Program, defined the educational alter

native as, 

. A school or program offering some degree of choice 
to parents and students, based on a response to 
the student's individual needs. An alternative/ 
option is also different from the standard tradi
tional school in its district, except in cases 
where all schools in the district are distinct al
ternatives. 

Two elements are common to both of the definitions 

cited above. First, the alternative school or program 

offers something that is different from the conventional 

school. And second, the element of choice is mentioned in 

the citations. Most authors maintain that the true alter

native school or program must be an option that can be 

freely elected by all students. Flaxman and Homstead (197 8) 
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noted that the National Alternative School Program does not 

consider schools or programs as alternative in nature, if 

the schools are used as dumping grounds or, if students are 

faced with suspension or expulsion if they do not elect to 

attend the alternative. 
r 

Thus, the elements of difference and choice are 

important distinguishing characteristics of alternative 

forms of secondary education. Both elements must be present 

for schools or programs to be considered alternative in 

nature. 

Perhaps the most fundamental justification for pro

viding alternatives and options at the secondary level is 

that it is the democratic thing to do. Students, parents, 

teachers, and administrators should have choices with re

spect to the educational environments in which they learn 

and work. 

In a democratic society the schools should set the 

climate for democracy. However, as Fredrick Mayer (1973, p. 

27) noted, "the conventional school, with its rigidity and 

hierarchy, is a real obstacle to democratic living." 

Citizens should have choices in important aspects of 

their lives and yet, as Smith, Burke and Barr (1974, p. 5) 

pointed out "for over 90% of the families in this country 

there are no choices in elementary or secondary education." 

While not as fundamental as the demands of democ

racy, there are more immediate reasons for providing 
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alternatives and options in secondary education. During the 

1970's, several major commissions examined and then issued 

reports on the status of secondary education in the United 

States. Three of these commissions and their reports are 

particularly important. They are: 

1) Youth-Transition to Adulthood, the report of 
the Panel of the President's Science Advisory 
Committee, chaired by James S. Coleman. 

2) The Education of Adolescents, the final re
port and recommendations of the National Panel 
on High School and Adolescent Education, 
chaired by John Henry Martin and, 

3) The Reform of Secondary Education—A Report 
to the Public and the Profession, from the 
National Commission on the Reform of Secon
dary Education, chaired by B. Frank Brown. 

All three of the reports cited above call for the 

establishment of alternatives and options in secondary 

education. 

From the Coleman (1974, p. 145) report, the Panel 

noted that "no single environment for youth's transition to 
% 

adulthood would be beneficial to all youth or to the so

ciety." Further on the Panel wrote that their proposals "are 

made from the premise that diversity and plurality of paths 

to adulthood are important for the youth of any society" 

{Coleman, et al., 1974, pp. 145-146). The Panel purposed 

"the establishment of alternative environments for the 

transition to adulthood, environments . . . designed to 
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develop . . . cognitive learning [and] other aspects of 

maturation (Coleman, et al., 1974, p. 3). 

The National Panel on High School and Adolescent 

Education (Martin, et al., 1976, p. 40) clearly stated 

that, 

diverse learning options keyed to the special 
needs and interests of various students would have 
a marked effect on improving the relevance of the 
educational system, self-esteem, school atten
dance, drop-out prevention, and the return of 
drop-outs to school. 

Similarly, the National Commission on the Reform of 

Secondary Education held that "to impose a monolithic, 

unitary system of schooling upon young people is to deny and 

sultify individual and group differences which are the 

strength and promise of the nation" (Brown, et al., 1973, 

pp. 98-99). Continuing, the Brown Panel stated that, 

Secondary education should carefully consider 
the concept of alternativeness—the development 
of a wide-ranging system of alternative programs 
to give a meaningful freedom of educational 
choice to every student. Every adolescent should 
with proper guidance, be able to select those 
forms of schooling and learning most congenial 
to his basic learning style, philosophical orien
tation, and tastes (Brown, et al., 1973, pp. 99-
100) . 

In 1976 the Rand Corporation examined the recommen

dations of the three major panels cited above. The Rand 

review was not without criticism of the reports, however, in 

conclusion the Rand report supported the recommendations of 

the three panels (Timpane, Abramowitz, and Bobrow, 1976). 
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Perhaps the most demanding call for the provision of 

alternatives and options at the secondary level involves re

cognition of the differences among students. That students 

learn in different ways and at different times and rates, 

appears to be a universally accepted fact in the literature. 

Glatthorn (1975, p.6) agreed with this position and 

stated that because of it "we shall never find the ideal 

teacher, method, or climate for learning." In a similar vein 

Silberman (1971, p.332) wrote that "in short, there is, and 

can be, no one curriculum suitable for all time, or for all 

students at a given time*" 

Smith (1975, p. 334) simply stated that "different 

people learn in different ways." In view of this, it makes 

no sense to expect all students to learn in the same manner, 

at the same time, in the same environment (Smith, 1975) . 

If these things were known, Smith, Burt, and Barr 

(1974) asked, why are all the children in a neighborhood 

assigned to one conventional school? The answer proposed by 

these authors involves the rapid expansion of the secondary 

school's clientele during the last fifty years of this 

century. 

At the beginning of the 20th century very few youth 

completed high school. Other options existed. Vocational 

schools, apprentice programs and the labor market absorbed 

the vast majority of America's adolescents. However, 
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as the compulsory school age was extended, stud
ents were forced more and more to attend the pub
lic school to which they were assigned. By 1950, 
the vast majority of children had no other option. 

Within a relatively short time, certainly 
less than 30 years (1920-1950), those conventional 
schools which had been eliminating a majority of 
students before graduation from high school were 
expected to provide mass elementary and secondary 
education for all children and youth. As a na
tion we had committed our schools to an impossible 
task, but it took a while for educators, parents, 
and the general public to realize this (Smith et 
al., 1974, p. 7). 

Trump (1977, p. 213) recognized the impossible task 

facing conventional secondary schools and suggested that, 

Providing options makes the operation of a 
school a simpler process. A school that adopts 
and forces uniform policies and procedures on 
everyone brings unnecessary problems to those per
sons who are responsible for managing the enter
prise. 

For Trump "no defensible reason exists for forcing all 

students into any system" (1977, p. 213) . 

Many authors have advocated alternatives and options 

for dealing with the differences among students and easing 

the problems facing secondary education. Smith (1975) 

believed that every family in a school district should have 

choices among different programs and schools in the 

community. "Obviously, the advantage that the optional 

schools have over earlier reforms is that they do not 

require consensus" (Smith, 1975, p. 335). 

Alternative schools and programs will not replace 

the conventional school. Optional programs complement 
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conventionality and once established, the conventional 

program itself becomes an option (Smith, 1975). 

After examining the optional programs offered by 

Quincy Senior High II in Quincy, 111., Fantini (1973) listed 

the advantages of options and alternatives at the secondary 

level: 

1. The mass production factory system of schooling 
is broken up. 

2. Teachers work together in an atmosphere of 
shared interest and consent. 

3. The provisions of options humanizes the educa
tional process. 

4. Students and staff believe that they once again 
have some control over their lives and careers. 

/ 

Fantini (1973, p. 19) also pointed out that, "if handled sen

sitively options can help reduce the political conflicts ex

isting within the ranks of the professionals. . . and between 

professionals and the lay public." 

The National Commission on the Reform of Secondary 

Education (Brown et al., 1973, pp. 103-104) called for op

tions and alternatives at the secondary level and cited the 

following advantages of such a program: 

1. Alternative programs and schools seriously 
attempt to individualize education. 

2. Opportunities are provided for increased com
munity involvement in the operation of the 
school. 
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3. Students are encouraged to assume greater re
sponsibility for their own education through 
organizing and managing their individual 
learning experiences. 

4. Teachers assume the fully professional roles 
of diagnosing and prescribing for the individ
ual needs of students. 

5. interpersonal relationships between students 
and teachers are enhanced. 

6. Differentiated staffing is made possible by 
team teaching and the use of noncertified 
personnel as instructional aides. 

Almost all of the literature dealing with secondary 

alternatives and options stresses the advantages of such pro

grams for all involved. However, there are several specific 

considerations that must be dealt with when a school moves 

towards an option program. 

Certain organizational concepts and procedures can 

ease implementation of alternatives and help ensure their 

success. The National Commission on the Reform of Secondary 

Education (Brown et al., 1973, pp. 101-102) addressed a 

basic organizational concept of alternative programs and 

stated that, 

Enrollment in any format—a classical college-
preparatory school, a comprehensive high school, 
a career based program, or a newly minted free 
school—must be completely voluntary. Students 
should not be pushed into alternatives. 

Pantini (1973) suggested ground rules that optional 

and alternative programs and schools should follow from 

their beginning: 
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1. The individual schools and programs must share 
common and comprehensive educational ends such 
as basic skills, academic achievement, talent 
development, preparation for societal roles, 
and the development of personal identity. 

2. No option is legitimate • if it practices exclu
sivity in any form. 

3. Each option is equally valid. Personnel in
volved in one alternative must never belittle 
another alternative. This is particularly im
portant with respect to the traditional alter
native. 

4. Options must be based on choice. Students, 
parents, teachers, and administrators should 
have the right to choose. 

5. Each alternative must submit to evaluation. 

6. Each alternative must operate on the going per 
pupil expenditure rate of the district. 

Fantini (1973, p. 19) believed that if these ground 

rules are followed "successfully and implemented, alterna

tives by choice can advance significantly the noblest themes 

of contemporary education." 

Another organizational consideration is the basic 

form the alternative may take. Glatthorn (1975) divided the 

forms alternative programs can take into two major areas: 

1. Environment; here options revolve around the 
degree of openess and structure of the school 
or program and, 

2. Curriculum; in this example the central thrust 
of the curriculum provides the options and al
ternatives. 
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Glatthorn (1975) noted that by organizing the alternative 

programs in this manner students would not become stigma

tized by enrolling in them. Furthermore, 

The initial design for the comprehensive alterna
tive program should include three or four programs 
that vary significantly in environment and two to 
four that vary in forms of curricula thrust 
(Glatthorn, 1975, p. 54). 

Administrative considerations surrounding alterna

tive schools and programs are varied and have been examined 

by several authors. 

Writing about alternative programs, Glatthorn (1975) 

noted that such plans have not been widely adopted due to 

administrative difficulties. The school-within-a-school 

plan, Glatthorn (1975, p. 39) noted, was often used only as 

an administrative unit and there "was no attempt to differ

entiate offerings." Ramsey, Henson, and Hula (1967) des

cribed such a plan that was implemented in Topeka, Kansas. 

Watson (1972) also noted that sometimes the concept seems to 

have been implemented only to ease the administration of a 

large school. 

However, from a management standpoint, Burns (1980, 

p. 41) believed that "increasing the flexibility of the 

educational system would not be difficult to achieve. It 

would simply require commitment to providing what is best 

for the individual." 
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Trump and Georgiades (1978) supported the NASSP po

sition cited above. Experience with the Model Schools Pro

ject indicated that providing options and alternatives for 

secondary students was among the easiest changes implemented 

during the Project. 

Schools learned how to give some students much 
responsibility for their own projects and develop
ment while scheduling other students into rela
tively conventional restricted programs in the ; 

same school (Trump and Georgiades, 197 8, p. 31) . 

The delineation of the relationship between the al

ternative program and the parent school is an important 

administrative concern. 

Glatthorn (1975), Smith et al. (1974) and Riordan 

(1972) referred to problems that can develop as a result of 

the alternative program operating under one set of admini

strative guidelines and rules while the parent school oper

ates under another set. However, these authors maintain 

that such problems can be solved with adequate dialogue and 

understanding and with proper administrative leadership 

these problems can be entirely avoided. 

The evaluation of alternative programs, schools, and 

options are an important administrative concern. The liter

ature includes numerous references to the difficulty or 

inadequacy of evaluation plans for optional and alternative 

programs and schools. 

Smith, Burke, and Barr (1974) clearly stated that 

evaluation of alternative schools and programs has been 
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difficult since conventional techniques have been and are 

being used. They recommend that an evaluation plan be built 

into the planning and development stages of alternative 

schools and programs. This recommendation is in fact a re

quirement of the North Central Association and is cited by 

their Commission on Schools in the 1979 Policies and Stan

dards for the Approval of Secondary Schools-^1979-1980. 

Much of the problem of evaluation of alternative 

programs and schools stems from the practice of evaluating 

such programs with conventional evaluation techniques and 

standards. The Report of the Panel of the Presidents Sci

ence Advisory Committee {Coleman et al., 1974, p. 151) called 

for the development of new evaluation instruments and notes 

that alternative programs should not be evaluated, 

solely on the narrow objective of increasing cog
nitive skills. . . . But evaluation is only pos
sible if measures are developed for non-cognitive 
objectives analogous to those that now exist in 
school grades and standardized tests for cognitive 
skills. 

The National Commission on the Reform of Secondary 

Education {Brown et al., 1973, p. 105-106) stated in its 

report that, 

One of the main reasons for the low survival rate 
lof alternative programs] is that the effective
ness of these alternative programs is being 
assessed by the criteria for conventional school 
operation rather than by criteria that measure 
their own objectives. The negative results of 
such tainted evaluations frequently signal the end 
of the experiment or cast an unwarranted stigma of 
failure on what might otherwise be a viable alter
native program or school. 
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Riordan (1972) also cautioned against the use of 

standard evaluation procedures on alternative programs and 

wrote that advocates of alternative education must "develop 

procedures for systematic, supportive· evaluation and feed-

back (Riordan, 1972, p. 43). 

Those with administrative responsibilities should be 

aware of one final concern that is mentioned in the litera-

ture. Basically, this concern involves the potential middle 

class bias of many alternative schools and programs. 

Riordan (1972) and Brown et al. (1973) both cautioned about 

the potential of alternative programs becoming exclusive in 

nature. The root of this problem exists in the inability of 

those "outside the mainstream of middle America [not having] 

the knowledge or sophistication necessary to make educa-

tional choices" (Brown et al. 1973, p.l04). 

Riordan's (1972, p. 25) experiences at the Pilot 

School have shown that, 

students who respond best to the available choices 
and the absence of regimentation are likely to be 
from backgrounds similar to those of the staff-
middle class, college bound, school oriented, and 
verbal. 

The Reform of Secondary Education (Brown et al., 

1973, p. 104) cautioned that, 

Unless vigorous precautions are taken to keep 
all alternative schools fully representative of 
the diversity of the population, a system of al
ternative schools could easily become an apart
heid system fractured on lines of race, social 
casts, economic class, or culture. 
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The School-Within-A-School (SWAS) Concept 

Secondary alternatives and options take many forms. 

The purpose of this study is to examine one particular form. 

The SWAS concept will be examined along with the procedures 

to be followed in developing and implementing this type of 

option at the secondary level. 

Glatthorn (1975) identified two types of SWAS 

alternative programs: 

1. The Limited Alternative Program describes "the 
common situation in which one large school of
fers one or two alternatives to a relatively 
small number of its students" (Glatthorn, 
1975, p. 43). 

2. The Comprehensive Alternative Program describes 
"the less common situation in which the entire 
school is divided into several alternative pro
grams" (Glatthorn, 1975, p. 43). 

The advantages and benefits of the SWAS organization 

plan are identified by several authors in the literature. 

Hall (1975) noted that alternative programs that are 

organized within an existing school have a better chance of 

survival. 

Experience suggests that comprehensive options, 
commonly called alternatives, should not be di
vorced entirely from the mainstream school. The 
life of most alternative off-campus schools has 
been short, averaging about two years. Alterna
tive programs within schools, however, have been 
considerably more successful {italics not in 
original] (Hall, 1975, p. 23). 
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As a solution to the largeness of many secondary 

schools, Watson (1972, p. 19) suggested that, 

one answer to the behemoth school is the mini-
school. Instead of having 4000 students and 160 
teachers . . . why not try 20 mini-schools, each 
with only 200 students? 

Balsam, (1975, p. 40) described the SWAS program in 

the New York City High Schools and observed that, 

although humanization was not the primary purpose of 
most of these units, it has been one of the notable 
outcomes. Their small size enables the students to 
regain a sense of identity as an individual and of 
identification with a community. 

Balsam (1975, p. 43) added that the SWAS arrange

ment "opens an extensive range of specialized courses to 

every student, without costly duplication of facilities and 

personnel." 

The Panel of the President's Science Advisory 

Committee (Coleman et al. 1974, p. 147) suggested the 

establishment of SWAS programs and pointed out several 

advantages of such an arrangement. 

The possibility of differentiated schools (or 
subunits within schools) with choice among them, 
concentrating on different areas of activity . . . 
is intended in part to provide a setting more con
ducive to intense concentration on a chosen acti
vity than do current comprehensive schools. And 
the reduction in size of schools or substructuring 
of large schools is intended to encourage personal 
involvement of adults in the school with youth, as 
a set of personal resources on which youth can draw 
in times of difficulty. 
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Several organizational concepts of the SV7AS scheme 

are addressed in the literature and need to be examined 

here. 

Umans (1973) noted that each unit or mini-school 

should have a specific objective. 

Riordan (1972) listed several major organizational 

concepts and tasks that alternative programs must deal 

with. 

1. Alternatives must "gain the time and security 
to direct their attentions to their goals" 
(Riordan, 1972, p. 4). 

2. Alternatives must "clarify goals, priorities, 
constraints, and limits for everyone. . . . 
The built-in constraints of size, student 
body, and so forth, should be recognized, sta
ted, and planned for at the outset" (Riordan, 
1972, p. 42). 

3. Develop a structure and administrative guide
lines that complement the goals and constraints 
of the alternative program. Any alternative 
program must be designed so "that structure 
and discipline . . . are the prerequisites to 
building a viable alternative setting" (Riordan, 
1972, p. 42). 

4. Evaluation procedures applicable to the alter
native must be developed to provide systematic 
and supportive feedback (Riordan, 1972). 

Riordan (1972, p. 46) added a philosophic note of 

caution: 

The ultimate goal of alternative practices is 
not to control people more effectively, but to 
enable them to exercise control, to recognize 
their basic human right to transform their lives 
and institutions. 
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As with any educational innovation, the alternative 

program or SWAS approach presents certain problems and draw

backs. Although not as frequently addressed as the advan

tages and benefits of such a program, several authors have 

examined the problems surrounding the alternative program 

approach to providing options at the secondary level. 

Glatthorn (1975) identified three problems: 

1. For administrators, there are problems in
volving authority, commiunication, and power. 

2. Teachers in the alternative program may never 
be sure about the scope of their authority. 

3. Often there are problems that surround the ex
tension of personal freedoms to students 
involved in the alternative programs when stu
dents in the conventional program do not have 
such freedom. 

In work with the Pilot School, which is a school 

within Rindge High School in Cambridge, Mass., Riordan 

(1972, p. 18) found that the professed goals of the Pilot 

School "were inconsistent with its setting." Many practices 

that the Pilot School allowed "were prohibited in the ad

joining corridors of . . . the host school" (Riordan, 1972, 

p. 18) . 

The Pilot School was able to solve these problems 

during its third year by hiring an experienced director and 

by strengthening the skills and guidance components of the 

curriculum (Riordan, 1972). 
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In summary, Riordan (1972, p. 40) stated that those 

involved in planning and implementing alternative programs 

must "establish clear commitments and mutual expectations." 

And innovators must realize that, 

any new school begins with a set of built in fea
tures; size, location, funding relations, composi
tion of student body and staff, and the emerging 
history of the program—all of which exercise con
straints on what the school can accomplish (Riordan, 
1972, p. 40). 

It is these given constraints that make detailed prior plan

ning so vital to the success of any alternative program. 

In view of the advantages, problems, and limita

tions of the SWAS approach, the evidence of what can be 

expected from this form of alternative education needs to be 

examined. 

Sulack (1975) describes the success of the Learning 

Center Program, a SWAS at Anaheim High School. Objectives 

were met or exceeded. Attendance improved for seventy-five 

percent of the students. Sixty-seven percent of the 

students earned more academic credits than they had the year 

before in the conventional program. An attitudinal survey 

instrument showed that seventy-eight percent of the students 

had improved attitudes toward school and only seven percent 

of the students requested transfers back to the conven

tional program. 

Balsam (1975) described the College Bound Program 

which is organized as a school-within-a-school in 34 New 
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York City High Schools. The program was developed for stu

dents who are below grade but have shown motivation for 

achievement. The program emphasizes reading and math. Of 

2,102 graduates in June of 1974, ninety percent were ac

cepted by colleges and universities. It is important to 

note that these students were behind in the basics when they 

entered the program. The author discussed the reason for 

the success of the program. 

One significant factor is surely the persona
lizing effect of the program's small unit organi
zation as a school-within-a-school. College Bound 
works with youngsters who, though not the most 
alienated or the poorest achievers within the high 
school population, are among those to whom the 
rescue from anonymity can make the greatest dif
ference (Balsam, 1975, p. 43). 

The Focus Program is a SWAS program in Madison High 

School in Portland, Oregon. Nelsen (1975) reported the 

results of an evaluation by a national Title III validation 

team. The evaluation team found that 7 0.7% of the students 

improved attendance. There was an 81.9% increase of student 

participation in school activities. There was a 71.1% 

increase in student productivity while working with peers 

and staff in small groups and a 70.5% increase in students' 

ability to handle their own and others' feelings in a con

structive manner. Eighty percent of the students improved 

their reading skills while 62.5% improved math skills. 
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Nelsen (1975, p. 631) wrote that while the most im

portant targets of the FOCUS Program were in the affective 

realm, the evaluation results,. 

considered along with markedly improved student 
attitudes and attendance, substantiate the Focus 
belief that if a students' feelings of self-doubt 
are encountered and are resolved, significant ac
ademic growth can be expected. 

The Parkway Project was implemented as a SWAS pro

gram in the Parkway School District, St. Louis County, Mo. 

One objective of the program stated that, 

students participating in the program will at
tain basic skills in the areas of reading, writing, 
oral communication, and mathematics which are not 
inferior to such skills attained by non-partici
pating students. (Parkway Annual Interim Report, 
1977, p. 3) . 

An evaluation of the project revealed that, 

although the work with basic skills was 
limited during the first semester of the project 
the results of the basic skills section of the 
post-test given in May 1977 indicated that [the 
Project's] students attained a significantly 
higher level of mastery than did the control stu
dents (Parkway Annual Interim Report, 1977, p. 32). 

Napolitan (1977) described a community-based action 

learning program implemented as a SWAS program in the North 

Hills High School District, Pittsburg, Pa. One of the 

objectives of the program was to increase students' basic 

skills. Napolitan (1977, p. 5) noted that this objective 

was met and that, 
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students' attitudes toward school in general 
as well as academic study became more positive at
tested by increased G.P.A. average, much improved 
attendance, and overall increased positive school 
interest and citizenship. 

The identification of the successes and shortcomings 

of any alternative program is dependent upon an effective 

and fair evaluation instrument. As mentioned above, it is 

important that alternative programs be evaluated with in

struments compatable with the objectives of the programs. 

However, "alternative schools [and programs] will have to be 

assessed rigorously against their stated purposes and the 

needs of their students" {Brown et al., 1973, p. 102). 

As the National Commission on the Reform of Secon

dary Education (Brown et al.r 1973, p. 102) has stated, 

any secondary school program, whether advertised as 
solidly conventional or as explosively experimental 
must provide meaningful and coherent educational 
experiences for its students. These experiences 
must contribute to the goals of secondary education. 

Action-Learning And The Community 
As A Component Of The Curriculum 

Action-learning, experience-based education, exper

iential learning, and community-based learning all refer to 

programs that involve students in some aspect of their com

munities. 

Deutschlander (1974, p. 73) defined action-learning 

"as planned activities organized through a school that pro

vide a chance to learn by doing." 
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Moore (1974, p. 65) wrote that "action-learning can 

refer to instructional programs like cooperative education, 

work-study, exploratory teaching, and service learning." 

A more comprehensive definition was provided by 

Dollase (1978, p. 102) who wrote that, 
4 

action-learning is usually a cooperatively planned 
program, involving the adolescent, the school, and 
the community agency or business firm in develop
ing a learning contract which specifies roles and 
responsibilities and key learning outcomes. 

Kusler (1974, p. 47) addressed the role of the com

munity in action-learning programs and called on educators 

to view "the community as a part of the school and not apart 

from it." 

Kusler (1974) suggested that schools in urban envi

ronments consider the entire metropolitan areas as the com

munity and that the community, in fact, consists of four 

groups: 

1. the general public; 

2. the occupational partners that the school 
works with? 

3. non-commercial institutions such as social 
service agencies and; 

4. the non-professional teachers who come from 
the three groups above. 

Shoup (197 8) made a distinction between two types of 

action-learning programs. A community service action-

learning program implies servicing the defined needs of 
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people in the community. A community action, action-learning 

program implies investigation of community problems and 

taking the necessary action to begin to solve them. Shoup 

(197 8) also pointed out that the community action type of 

program can make a great many adults nervous. 

The literature that calls for providing secondary 

students with action-learning experiences is extensive and 

varied. In general, however, most authors indicated that "a 

good community learning program can provide links between 

learning and life that makes school more meaningful and ex

citing" (Shoup, 1978, p. 4). 

The National Association of Secondary School Prin

cipals (NASSP) (Hall et al., 1975, p. 18) took the following 

position on action learning. 

The Association believes that the identifi
cation and design of learning opportunities in 
the community must become a new curricular pri
ority for the school, and that the role of the 
school overall is to orchestrate these opportuni
ties for the education of youth. 

The NASSP indicated that action-learning programs 

should not be confined to vocational training or job orien

tation. In This We Believe, an NASSP document (Hall, et 

al., 1975. p. 18), the Association stated that, 

the purpose of community-based education is to 
offer youth a wide variety of opportunities to 
learn in the public world, to test theory with 
practice, to assume a partnership with adults, 
to deliver responsibilities of consequence, to 
gain a mutuality with other age and ethnic groups, 
to participate in solving problems rather than 
merely talking about solutions to problems, and 



to gain a deeper understanding of the possibil
ities and the limitations of society's institu-
tions and of the people they serve. 

Van Til (1976) identified nine crucial issues in 

/ 

secondary education. In the fifth of these issues Van Til 

(1976) noted that the secondary school must learn to draw 
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upon the resources of the community in order to provide the 

student with a total learning environment. 

Glatthorn (1975, p. 116) identified three comprehen-

sive reasons for secondary schools making use of the com-

munity. First, community-based learning is an excellent way 

of strengthening school-community relationships. Second, 

community-centered learning reduces in-school pressures, and 

third "community-based learning is real learning that makes 

more impact, carries greater weight, and provides deeper in

sights than the artificial learning of the classroom." 

In another NASSP publication entitled 25 Action 

Learning Schools (NASSP, 1974, p. 2), the Association iden

tified what they believe to be the most important benefit of 

action-learning programs. 

The interdisciplinary thrust of action-learning 
provides important opportunities for youth to un
derstand and to appreciate the constant interplay 
in the adult world between study and work. 

Williams (1975) cited the advantages of including a 

community-based learning program in the secondary curricu-

lum. Williams (1975) noted that community resources can: 
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1. encourage learning by inquiry and discovery; 

2. become a bridge between the work of the school 
and the work of the outside world? 

3. strengthen motivation for learning; 

4. provide an opportunity to learn out in the 
working world; 

5. extend the range of learning experiences; 
T» 

6. provide change and variety in the curriculum; 

7. improve the effectiveness of other instruc
tional materials, and; 

8. build respect for people and excellence where-
ever it may be found. 

As with any educational program, action-learning 

presents the educator with certain organizational concerns. 

Perhaps the most critical of these concerns involves the 

classroom component of action-learning programs. 

Several authors have addressed•the importance of a 

well organized classroom component to complement and support 

the field experiences of students. Moore (1974) wrote that 

the classroom component provides a base for in-school anal

ysis and evaluation of experience obtained by learners 

beyond the school. 

The classroom component is necessary for action-

learning to become an educational process. Time must be 

provided for reflection, and discussion of the field exper

iences so that these experiences can be translated into 

understanding (Moore, 1974). 
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Tyler {1974, p. 77) noted the importance of tying 

action-learning field activities to associated studies in 

the classroom when he wrote, "the activities are intellec-

tualized and the meanings of the activities are made evident 

and hopefully, accepted and built on." 

Dollase (1978) stated that a classroom component 

must be combined with the field experiences to allow stu

dents to reflect and conceptualize these experiences. 

Glatthorn {1975, p. 116) noted that "skillful 

teaching is required to integrate the community-based 

learning with the academic and to help the student make some 

sense out of his raw experience." 

Another area of concern involves the issue of aca

demic credit for action-learning experiences. The National 

Commission on the Reform of Secondary Education (Brown et 

al.r 1973) called for academic credit to be awarded for ex

periences outside of the classroom. 

Glatthorn (1975) believed that the policy making 

board of the school should establish the basic crediting 

policy. 

In their examination of twenty-five action-learning 

schools, the NASSP (1974) noted that the majority of the 

schools surveyed allowed credit for action-learning 

experiences. 
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Finally, Moore (1974) wrote that the question of 

whether or not to give credit for action-learning programs 

has not been resolved. The question of how to determine the 

amount of credit to award for action-learning experiences 

appears to be the major problem. 

Moore (1974) noted that there should be some better 

way of deciding the amount of credit to be assigned other 

than basing it on the amount of time spent in a program. 

However, this remains the most common method of determining 

the amount of credit to be awarded. 

Concern that students involved in action-learning 

programs are learning the basic academic skills is evident 

in the literature. 

Reiels (1974) noted that action-learning educators 

must take care that their students have or are acquiring a 

command of the basics. The school should be aware of those 

students lacking in basic skills, who are involved in action-

learning programs. Such students can be placed in action-

learning programs that stress the basics. 

Reiels (1974, p. 41) believed that action-learning 

programs could reinforce learning of the basics: 

action-learning gives the student a meaning
ful content for knowing and applying the [basic] 
skills and thereby provides greater motivation 
for learning them. 

Moore (1974, p. 66) disagreed with Reiels and 

pointed out that, 
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action-learning should not be thought of as a chan
nel for getting to those students who have great 
difficulty with the basic skills of reading and 
computation. The demands upon students in genuine 
action-learning experiences will require the same 
general masteries needed in the classroom. 

The fact that action-learning programs can lead to 

favorable academic and social achievement has been estab

lished in the literature. 

Hawke {1975, p. 6) reported on an evaluation of the 

High School in the Community Program in New Haven, Connec

ticut : 

The evaluation team has found that High 
School in the Community students compare well with 
their counterparts on achievement; more than 65% 
of the High School in the Community graduates are 
admitted to colleges and universities. 

Wasdyke (197 8) did not find increased academic 

achievement in students involved in a community based pro

gram. However, the educators and community instructors in

volved "uniformly expressed high opinions about personal and 

career development attributes" of the program's students. 

An evaluation team recommended that the project become inte

grated into the district and become an option for all stu

dents. 

The correlation between community-based learning and 

increased academic achievement has its focus in increased 

student motivation. 

Toffler (1974) noted that action-learning changes 

the source of student motivation. In an action-learning 

program, 
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the motive to learn is no longer the fear of 
a teacher's power to grade or the displeasure of 
the parent, but the desire to do something use
ful, productive and respected—to change the com
munity, to make a dent, if even a small one, on 
reality (Toffler, 1974, p. 16). 

The Change Process 

The most potentially rewarding educational innova

tions and programs are of little avail unless they can be 

implemented—and the essence of implementation is change. 

The act of implementation implies a change in behavior. 

Change then, is inherent in implementation and the change 

process is paramount in educational innovation. 

The literature dealing with educational change is 

voluminous and diverse. However, it is possible to identify 

a number of approaches to the study of the change process. 

Several authors have studied the conditions that 

must be present for effective change to take place. Benham 

(1976, p. 93) stated that "the school must be under control. 

Teachers working in an insecure atmosphere have no energy 

for trying new things." Both Benham (1976) and Georgiades 

(1980) noted that continuity in leadership is an important 

factor in affecting change. 

Howes (1976) listed eight questions that educators 

planning change need to address: 

1. Do the taxpayers show a willingness to pay for 
educational change? 



2. Are they basically interested in keeping taxes 
low? 

3. Are there conservative interests in the school 
district or among the faculty that fight 
change? 

4. How many teachers are interested in new tech
niques? 

5. Are controversial curricular innovations op
posed. by cliques of older teachers? By the 
union? 

6. How aggressive are the young turks among the 
faculty? 

7. Is the proposed change based upon the learn
ing needs of pupils or is it based on gim
mickry? 

8. Will released time be provided on a stated 
basis to facilitate the deliberations of a 
total faculty? 

Howes (1976, p. 50) added that, 

change can be motivated by almost any part of the 
organization and that the degree of success or 
failure depends to a large extent on the political 
environment existing within the school and the 
school district. 

Rogers and Sevenning (1969) wrote that educators 

planning change should assess existing conditions and con

sider the following questions: 

1. What is the source of the pressure for change? 

2. How is this pressure transmitted? 

3. What is the content and structure of the 
change message? 
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Other authors have addressed the difficulty of im

plementing change. One of the most limiting factors inher

ent in change is the fear that usually accompanies it. 

Trump and Georgiades (1978r p. 40) noted that "increased 

anxiety usually accompanies change." 

Georgiades, Hilde, and Macaulay (1977, p. 32) sug

gested three concepts that make it difficult for educators 

to abandon traditional practices: 

1. Sanctity of grade levels as the basis for 
organizing instruction. 

2. Agnonizing attempts to cover the material, 
whether or not the students understand it. 

3. Practice of evaluating student progress by 
comparison with other students. 

Trump and Georgiades (1973, p. 97) noted that "many 

efforts to change schools are destroyed by the political and 

personal problems in the community. Political and racial 

conflicts often militate against efforts to change 

schools." 

Brickell (1964) found that philosophical and per

sonal problems that exist within the schools can impede 

change and the implementation and operation of new instruc

tional programs. This author identified three phases of 

instructional innovation—design, evaluation, and dis

semination. 
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The circumstances which are right for one [of 
the phrases] are essentially wrong for the others. 
Furthermore, most people prefer the work in one 
phase, and find working in the others uncomfort
able if not distasteful. People preferring dif
ferent phases often have an abrasive effect on 
each other when brought into close contact 
(Brickell, 1964, p. 498). 

In view of these findings, Brickell (1964, p. 512) proposed 

"that separate circumstances be deliberately created for the 

design, evaluation, and dissemination of new instructional 

programs." 

Controversy over how children should be educated is 

not new. 

That education should be regulated by law 
and should be an affair of state is not to be 
denied, but what should be the character of this 
public education, and how young persons should be 
educated are questions that remain to be consid
ered (Aristotle, Politics). 

These words written many centuries ago by Aristotle still 

ring true. However, today a new concept has come upon the 

educational scene. The concept, educational options, when 

applied to the change process, holds the promise of quelling 

the age old controversy of how children should be educated. 

At the same time, options may inject an element of humane

ness into the schools. 

The provision of options in a school program intro

duces the element of choice into the educational process. 

When options exist, students, parents, and teachers are not 

all forced to accept the same program. Trump and Georgiadss 

(1978, p. 16) pointed out that, 
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too often in conventional arrangements the 
change process is used in the context of the total 
group: all students, all teachers, all subjects of 
the curriculum . . . and so on. School persons 
have developed the philosophy that all persons must 
be treated the same, an indefensible point of view 
in terms of the wide range of individual differ
ences that exist among students and staff members. 
Those differences require options in the school 
programs. 

Options can ease the change process. Options exist 

in most aspects of life and yet the public schools with a 

virtual monopoly on education offer few options (Trump and 

Georgiades, 197 8). 

In A School For Everyone. Trump (1977, p. 192) wrote 

that "systematically planned options help resolve differ

ences of opinion . . . thus facilitating the process of 

change." 

Further on Trump (1977, p. 198) noted that, 

forcing all students and all teachers into the 
same open or closed environment is neither demo
cratic nor humane. To serve the varying needs of 
every student and teacher requires ... a variety 
of teaching and learning situations with constant, 
constructive supervision of all personnel. Accep
tance of that point of view makes the change pro
cess easier because the entire school does not 
operate on one philosophy or the other. 

Trump (1977) suggested that just part of a school 

may be changed. The rest of the school can continue to 

operate in a conventional manner. In a large school sev

eral transitional schools can be established. In effect, 

this arrangement calls for the establishment of SWAS and 

such an arrangement eases the change process. 
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In summary, Trump and Georgiades (1978, p. 36) 

stated that, 

when alternatives are provided, a school for 
everyone comes closer to being a reality because 
no one person or group needs to feel threatened 
by having to conform to a standard applied to all. 
Change then becomes easier and more logical. 

Numerous authors have proposed various methods of 

introducing change into the educational process. 

Bassin and Gross (1979) introduced a plan comprised 

of seven steps that provide for on-going change and develop

ment by organizations. The seven steps of the plan are: 

1. Entry? the decision of the school to begin the 
process. 

2. Diagnosis? a process for identifying problems 
by the school community. 

3. Planning: the knowledge gained from step two 
is used to establish objectives, identify re
sources, and select alternatives. 

4. Research and Development? examines the prob
lems of the school and studies existing pro
grams. 

5. Implementation? programs are begun which are 
aimed at solving problems. 

6. Evaluation? the new programs are evaluated. 

7. Maintenance/Institutionalization? involves a 
broadening of the program to the entire staff 
of the school and continuation of planning. 

A different approach to implementing change was 

advocated by Benham (1976). This author suggested that 
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schools hire a full time change agent who becomes a per

manent on-site person. This approach has several 

advantages: 

1. teachers respond better to continuous help from 
a person they can learn to trust; 

v 
2. changes made by teachers who are working with 

a change agent tend to be more permanent? 

3. continuous support from the change agent means 
that actual change will take place (Benham, 
1976} . 

Georgiades et al. (1977, p. 47) listed the "Five X's 

of Innovation." 

1. Inform the school and community of the need 
for change. 

2. Inquire of the school and community their ideas 
with respect to change. 

3. Invite the community to view present educa
tional practices and help to plan alternatives. 

4. Involve the school and the community in the 
development of new programs. 

\ 

5. Interact with the school and community in 
bringing about new educational programs. 

Karmos and Jacko (1977) found that many innovations 

fail because of an inadequate plan to implement the proposed 

changes. These authors suggested an extensive change model 

with guidelines and roles for central administrators? on-

site administrators, teachers, developers, consultants and 

specialists. 
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Rogers and Sevenning (1969) made an extensive study 

of the change process and suggested seven steps that Cali

fornia educational planners could follow in managing the 

change process. The seven steps follow: 

1. define objectives of the change; 

2. investigate alternatives; 

3. define and evaluate the target—that is those 
individuals who will feel the direct impact of 
the change; 

4. select and employ appropriate communication 
techniques; 

5. investigate change in the on-going system; 

6. evaluate effects of the innovation; and 

7. diffuse the findings 
(Rogers and Sevenning, 1969) . 

A unique approach to change was described by Tippitt 

et al. (1978). These authors described a change model which 

is composed of three elements: assessment, on-the-job-

training, and articulation. 

The on-the-job-training element of this model con

sists of a 45 hour course of instruction. The course is de

signed to ease the necessary changes which were identified 

in the assessment stage of the program. The final phase of 

the program, articulation, "is a highly coordinated effort 

to keep the teachers, parents, school officials, and school 

board informed" (Tippitt et al., 1978, p. 73). 
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As noted previously, Trump and Georgiades (197 8) 

stressed the provision of options to ease the change pro

cess. Along with the provision of options, these authors 

suggested a four-step plan for changing schools. Trump and 

Georgiades (1978, p. 10) wrote that this plan "is simply 

good teaching." 

The four steps that need to be taken when attempting 

change are: 

1. develop the goals of the change; 

2. provide motivation for change by examining the 
purposes and potential outcomes of change; 

3. let involved individuals share in decision 
making and be sure that a variety of alterna
tives are available; and 

4. make plans for evaluating the changes (Trump 
and Georgiades, 197 8). 

Perhaps the most difficult aspect of educational 

change involves changing teacher behavior. Sarason (1971, 

p. 86-87) noted that, 

it is probably true that the most important 
attempts to introduce change into the school cul
ture require [author's emphasis] changing existing 
teacher-child regularities. When one examines the 
natural history of the change process it is pre
cisely these regularities that remain untouched.' 

Georgiades et al. (1977, p. 62) wrote that, 

on the entire educational scene, the toughest 
person to change is the teacher, because an alter
ation of methods touches his ego, his self-concept, 
his security, his life work, and everything that 
he has become throughout his professional career. 
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In light of this, these authors suggested that teachers who 

will not or cannot accept a proposed change should be moved. 

Cote (1977, p. 11) recognized the difficulties in

volved in changing teacher behavior and wrote that "a mini

mum of several years is necessary to study, plan, pilot 

test, experience, and refine any major change in any field." 
r* 

Cote (1977) believed that teachers and staff need time to 

become familiar with the change process and that sufficient 

time can lessen the threat of proposed changes. 

Shane (1973, p. 73) noted that administrators and 

parents can also restrict change and wrote that "the most 

formidable impediment to change in the secondary school pro

gram is likely to be found in the minds of some teachers, 

parents, and administrators." 

Change can threaten and arouse the fears of teach

ers. There is general agreement in the literature that 

teachers must be involved in all phases of the change pro

cess. Such involvement lessens teacher fear and resistance. 

Trump and Georgiades (1978) suggested that administrators 

involve teachers in the change process and work to develop 

coping mechanisms to help teahers deal with the anxiety that . 

accompanies change. These mechanisms "should be based on 

building confidence through positive actions (Trump and 

Georgiades, (1978, p. 40). 

Hatley (1979) agreed with Sarason and noted that ef

fective educational change must come in the area of teacher 
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behavior. And as Howes (1976, p. 45) pointed out teachers 

are people and "people cause change, people block change. 

Human will and human passion are the fuels that fire the 

action". 

In addition to involving teachers in the change pro

cess, many authors believe that parents and the school com

munity must also be involved. 

Georgiades et al., (1977) noted that when educators 

plan innovative curricula, the parents and the constituency 

of the school should play a significant role. "The curricu

lum innovator who ignores this segment is inviting failure— 

even disaster" (Georgiades et al., 1977, p. 64). As a 

further justification these authors noted that "an involved 

community is more likely to become a committed community" 

(Georgiades et al., 1977, p. 49). 

In How To Change Your School (Trump and Georgiades, 

1978, p. 34), injected the following note of caution, 

schools sometimes failed to explain adequately to 
persons in the community who supported their pro
grams why changes were made and what financial im
plications were involved. Schools are always 
favorite targets of persons who are unhappy about 
everything from tax bills to crime in the community. 

Jones (1977, p. 47) described the implementation of 

an innovative program in a high school in Indiana and noted 

that, 

convincing students and parents that there were 
better ways than the traditional methods . . . 
was imperative to the program's success. Nothing 
was to be done in secret. Evening ̂ meetings were 
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planned for parents that utilized the large-group 
presentation, followed by small groups of teacher-
led question and answer sessions. [Note the in
volvement of teachers in the change process.] 

Georgiades et al. (1977) pointed out that students 

must also be involved in the change process. These authors 

suggested five steps to be followed when preparing the stu

dents for an innovation: 

1. acknowledge the problems of the present or past 
program; 

2. clearly lay out the purpose of the innovation; 

3. introduce to the students, the idea that a bet
ter way exists; 

4. involve the students in the planning and eval
uation phases of the innovation; 

5. apply the Five I's of Innovation to the stu
dent [previously mentioned]. 

If there is one figure central and critical to the 

success of any change in a school, it is that school's prin

cipal. This fact is amply supported in change literature. 

Georgiades (1980) noted that the most important fac

tor bearing on the success of a change in a school is the 

individual leader who directs the schools day-to-day 

operation. 

Hatley (1979, p. 6) wrote that "the building 

principal is the key individual in the change process." 

This author added that, 

more than outside consultants, more than leg
islative mandate, more than all the efforts of 
university professors combined, the school 
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principal is in a position to influence the change 
posture of education—be that the posture of the 
innovator, change adapter, or change inhibitor 
(Hatley, 1979, p. 6). 

Trump and Georgiades (1978, p. 8) wrote that, 

"the head of the school more than any other 
individual determines the nature of the school pro-

: gram . . . [and] the fact remains that the person in 
charge sets the tone and the methodology of change." 

Trump and Georgiades (1978, pp. 38-39) added the fol

lowing conditions that must be met by a principal if a change 

is to be successful: 

First, the principal must be knowledgeable about 
what needs to be done to improve schools. 

Second, the principal must be committed to the fact 
that the change has potential for improvement. 

Third, the principal must believe fully that this 
school is a good locale for the change to occur. 
It can happen here! 

Fourth, the principal must spend a good deal of 
time away from the office, out in the school and in 
the community ... to help everyone to understand 
what is happening and to contribute towards reach
ing the goals. 

It is impossible for the principal to improve schools from 

his chair in the principal's office. "The principal must be 

where the action is and as appropriate, be a part of it" 

(Trump and Georgiades, 1978, p. 39). 

The time frame surrounding the implementation of 

change is an important consideration and is addressed in the 

literature. 

Georgiades et al. (1977, p. 64) noted that with re

spect to change, there will not be unanimity among the 
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school staff at first and that "three years, in many cases, 

is not too long to allow for many things that have to happen 

before one can successfully launch a new program." These 

authors added a further caution in that the implementation 

of a program not be permitted to go beyond the current 

ability or readiness of those affected by the innovation. 

Trump and Georgiades (197 8) suggested providing a 

flexible timetable that can accommodate individual differ

ences among persons who are responsible for implementing 

changes. These authors also pointed out that timing is 

important and that, 

if the leadership waits until all or most of 
the teachers are ready to act, or until other 
schools in the neighborhood engage in similar 
changes, time is needlessly lost. The construc
tive approach is to initiate a pilot program to 
help develop readiness, motivation, security, and 
ownership on the part of the staff and students, 
as well as the community, the central office, and 
all other persons involved (Trump and Georgiades, 
1978, p. 39). 

The topic of evaluation has been addressed in pre

vious sections of this review of the literature. However, 

it should be noted that there is agreement in the literature 

that evaluation of an innovation is an important part of the 

change process. As Trump and Georgiades {1978, p. 27) 

noted, "evaluation is basic to the change process in char

ting the directions in which education moves both for imme

diate improvement and in the decades to come." 



Summary 

This review of the literature has been organized 

into four categories: 

1. Rationale for Alternative Forms of Secondary 
Education, 

2. The School-VJithin-A-School (SWAS) Concept, 

3. The Use of Community Resources and Action-
Learning Programs, and 

4. The Change Process. 

t 

The pertinent elements of each category were examined and 

the literature relating to these elements was reviewed. 

This review of the literature was used to analyze 

the data and synthesize the results with respect to con

clusions and recommendations. 



CHAPTER 3 

PROCEDURES 

The procedures used in this study are described in 

the following sections: Population, Description of Sample, 

Development of Questionnaire Instruments, Data Collection, 

and Data Analysis Plan. 

Population 

The population represented those individuals iden

tified in the most recent National Directory of Public 

Alternative Schools (Flaxman and Holmstead, 197 8). This 

directory lists some 2000 public alternative schools across 

the United States. A sample of 112 SWAS programs was 

selected from the population. In addition to operating as a 

SWAS, each program in the sample was identified as having an 

action learning component. In actuality then, the sample 

represented the total universe of school(s) programs with 

action-learning components listed in the directory. 

Description of Sample 

Of 112 questionnaires mailed, 78 were returned. Of 

these 7 8, 64 were usable. This represents a return rate of 

69.6%. Thirty-four questionnaires were either not re

turned, contained unusable data, or were returned by the 

post office with no forwarding address for the addressee. 

54 
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Follow-up procedures were employed to insure a 

maximum response. Several of the returned questionnaires 

contained one or two incomplete items but were otherwise 

complete and useable. Respondents were also allowed to 

check more than one response on many of the items. These 

occurrences impacted upon and are reflected in the calcula

tions performed on the data. 

Once the deadline for the return of the question

naires had passed, ten respondents were selected for parti

cipation in telephone interviews. These ten respondents 

were selected on the basis of geographic location and size 

of the SWAS programs with which they were associated. Thus 

a broad national representation of SWAS programs was 

utilized for the purposes of this study. 

Development of Questionnaire Instruments 

An extensive survey of the literature was con

ducted. This survey resulted in the identification of 

several critical areas of concern with respect to alterna

tive education programs in general and SWAS programs in 
/ 

particular. The search covered materials such as ERIC 

documents, dissertations, current journals in education, 

and recent publications in the general field of alternative 

education. 

Once the critical areas of concern were identified, 

they were translated into items on a semi-closed-end 
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questionnaire instrument (Appendix A). A second question

naire for use during the telephone interviews was also 

developed (Appendix B). 

While the semi-closed-end instrument covered a broad 

range of concerns, the telephone interview instrument was 
\ 

limited to the four major areas of Action-Learning, the 

Change Process, Problems, Evaluation, and Recommendations. 

The telephone interview instrument utilized open-ended 

questions. 

The two instruments were then submitted to a panel 

of five experts (See Appendix C). Each expert was either 

currently involved, or had been recently involved with 

various forms of alternative education. Each panel member 

received the instrument and made corrections, additions, 

deletions, and recommendations. Revisions were made on both 

instruments and a final check of content validity was con

ducted by Drs. Donald Clark and Paul Allen, professors of 

Secondary Education at the University of Arizona. Clarity, 

appropriateness, and completness were checked and further 

final revisions were made in both instruments. 

Data Collection 

Data collection was conducted in two phases. Phase 

1 consisted of recording data collected from the semi-

closed-end instrument. Phase II consisted of recording data 

from the telephone interviews. 
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The semi-closed-end instrument was mailed to 112 

representatives of SWAS programs on October 10, 1980. This 

questionnaire contained a cover letter (Appendix A) 

explaining the purposes of the study and asking for the 

recipients' cooperation. A self-addressed stamped envelope 

was enclosed with the instrument. A second mailing was con

ducted three weeks later on October 31, 1980 and a return 

deadline was set for November 25, 1980. 

After November 25, 1980, ten respondents to the 

first instrument were selected to participate in Phase II of 

the data collection process—the telephone interviews. Ten 

telephone interviews were conducted with leaders of SWAS 

programs in California, Illinois, Massachusetts, Minnesota, 

Michigan, New York, and North Carolina. Student populations 

of the SWAS programs involved ranged from 23 to 1260. 

Respondents to the telephone interviews received the open-

ended instrument (Appendix B) via mail prior to the actual 

interviews. Once again a cover letter (Appendix B) was 

attached to the instrument explaining the purposes of the 

study. Appointments for the interview were established 

ahead to time over the telephone. 

The respondents1 responses to the telephone 

interview questions were tape-recorded and immediately 

transcribed. 

The telephone interviews began on January 5, 1981 

and were concluded on January 9, 1981. 
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Data Analysis Plan 

Data from the semi-closed-end questionnaires were 

recorded and charted. Descriptive statistics were employed 

to analyze the data. Graphs were constructed to visually 

depict twenty-six of the twenty-eight items on the semi-

closed-end instrument. Means and ranges were computed for 

items 27 and 28 on the semi-closed-end instrument. 

Data from the open-ended telephone interview ques

tionnaires were analyzed so as to provide answers for the 

"Questions Investigated" listed in Chapter 1 of this study. 

It is these "Questions Investigated" which provided direc

tion for the study. 



CHAPTER 4 

FINDINGS 

Data were collected from 64 principals and di

rectors of SWAS programs in 23 states between October 10, 

1980 and January 9, 1981. These data, which were collected 

from the semi-closed-end instrument and the open-ended 

telephone interview instrument addressed the "Questions 

Investigated" which provided direction for this study. 

Therefore, data from the two instruments are integrated in 

presentation so as to better address each "Question." 

In addition to surveying SWAS programs across the 

United States, programs and host schools of varying size 

were also surveyed. Items 28 and 29 .on the semi-closed-end 

instrument revealed that the mean student population of SWAS 

programs responding to the instrument was 200.37. Student 

population range of the SWAS programs was six students to 

4100 students. The mean student population of the host 

schools was 1670.3 and the student population range of the 

host schools was 280 students to 4100 students. 

Following are the "Questions Investigated" and a 

presentation of the findings and data relevant to each 

question. 
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1. What Origins And Goals Are Common To SWAS 
Programs? 

Item 1 on the semi-closed-end instrument asked re

spondents to indicate the overarching goal(s) of their SWAS 

programs. The respondents were provided with six responses, 

A-F: (A) 54.6% of the respondents indicated that intro

ducing alternatives into the regular school program was an 

overarching goal; (B) 64% of the respondents indicated that 

the optional program was initiated to deal with a parti

cular group of students in a more effective manner; (C) 

10.9% indicated that the optional program was initiated to 

reduce discipline problems; (D) 42.1% indicated that the 

program was initiated to increase attendance and reduce the 

drop-out rate; (E) 10.9% indicated that the program was 

initiated to increase opportunities for student partici

pation in extra-curricular activities; and (F) 18.7% indi

cated that the program was initiated for other reasons. (See 

Figure 1.) 
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Figure 1: Overarching Goals 

Other reasons for initiating the SWAS program included: 

1) giving students an opportunity to participate in the de

cision making process; 2) fostering a closer student-teacher 

relationship; 3) providing ungraded classes; 4) matching 

student needs and choices with teaching styles; and 5) 

reducing student apathy. 

Item 2 on the semi-closed-end instrument asked re

spondents to indicate the origin(s) of the concept of estab

lishing a SWAS program. The respondents were provided with 

six responses, A-P: (A) 79.6% of the respondents indicated 

that the concept originated with teachers; {B) 26.5% of the 

respondents indicated that the concept originated with stu

dents; (C) 39% indicated that the concept originated with 

school atministrators; (D) 15.6% indicated that the concept 

originated with parents; (E) 20.3% indicated that the 

54.6 64 

10.9 

42.1 

10.9 
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concept originated with central administrators; and (F) 

6.25% indicated that the concept had other origins. (See 

Figure 2). 
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Figure 2: Origins of the Concept 

Other origins included: 1) counselors; 2) proposal writers, 

3) professors of education; and 4) university graduate 

students in education. 

2. How Is The SWAS Concept Presented To 
Students, Teachers, Administrators, Parents, 
And The School Community? 

Item 4 on the semi-closed-end instrument asked re

spondents to indicate how the SWAS concept was presented to 

the school staff. The respondents were provided with four 

responses, A-D: (A) 20.3% of the respondents indicated that 

small-group presentations were used to present the SWAS con

cept to'the school staff; (B) 28.1% indicated that 
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large-group presentations were used; {C) 43.7% indicated 

that large and small group presentations were used; and (D) 

14% indicated that other means were used. (See Figure 3). 

20.3 
28.1  

43.7 

14 

G B 

Figure 3: Presentation of Figure 4: Participating 
Concept to Staff Personnel 

These other means included: 1) informing deans and coun

selors; and 2) not informing the staff so as to reduce com

plaints. Two of the respondents indicated that they did not 

know or could not remember how the SWAS was presented to the 

school staff. 

Item 5 on the semi-closed-end instrument asked re

spondents to indicate how personnel were obtained that 

participated in the development of the program. The re

spondents were provided with three responses, A-C; (A) 92.1% 

of the respondents indicated that personnel were selected 
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from a pool of volunteers; (B) 4.68% of the respondents 

indicated that personnel were assigned to participate; and 

(C) 9.37% indicated that some other means was used to obtain 

personnel. (See Figure 4). Other means included: 1) use 

of professional staff from outside of the school; 2) use of 

central administration personnel; and 3) recruitment of all 

voluntary personnel, with the exception of foreign language 

teachers. 

Item 3 on the open-ended telephone interview instru

ment asked respondents to describe how the concept of estab

lishing a SWAS program was presented and sold to parents, 

central administrators, students, and the community. 

A respondent from Minnesota indicated that the con

cept was presented to parents in a mass meeting. The par

ents were supportive and the program was initiated without 

informing the school board or the central administration. 

When the school board found out about the SWAS program, a 

process of justification began. A community-parent study 

group was established to monitor the program. 

A respondent from Michigan noted that summer work 

shops were held and the SWAS concept was presented to 

parents, central administrators, students, and the school 

community. 

A respondent from North Carolina indicated that the 

SWAS concept was presented to the various groups through 

mailings and P.T.A. meetings. This respondent indicated 
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that the concept had such "grass roots support" within the 

community that presenting and selling the idea to the cen

tral administration and school board posed no problems 

Parents had "made it clear" that they wanted a voice in 

"choosing an educational setting" for their children. 

3. How Are The Changes Inherent In Establishing 
A SWAS Program Managed With Respect To Stu
dents, Teachers, Administrators, Parents, And 
The School Community? 

Items 7 and 8 on the semi-closed-end instrument 

addressed the questions of dealing with change in the 

implementation of a SWAS program. 

Item 7 asked respondents to indicate whether or not 

they had available a specific implementation plan: 75% of 

the respondents indicated that they did have a specific 

implementation plan while 25% indicated that they did not 

have such a plan. (See Figure 5). 
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tation Plan 
Available 

Figure 6: Specific Change 
Plan Available 

Item 8 on the semi-closed end instrument asked re-

spondents to indicate whether or not they ·followed a spe-

cific plan to deal with the changes that had to be made in 

order to implement the SWAS program: 59.3% of the respon-

dents indicated that they did follow a specific plan in 

order to deal with change; 23.4% of the respondents indi-

cated that they did not follow a plan to deal with change. 

(See Figure 6). 

Item 4 on the open-ended telephone interview instru-

ment asked respondents if . they planned and followed a pro

cedure for implementing the changes necessa~y to bring about 

the ~lAS program. Four of the ten respondents to the tele

phone interview indicated that they had no specific plan or 

procedure for implementing change. 
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A respondent from Michigan indicated that after the 

first year of operation of his program, a summer workshop 

was held. During this workshop the subject of dealing with 

change was addressed. Some personnel initially involved in 

the program were removed. New personnel and the remaining 

personnel then arranged for a common planning period to 

facilitate dealing with problems. 

The respondent from North Carolina indicated that 

SWAS faculty members tried to ease the way for changes by 

justifying the need for the SWAS program. "A needs survey 

was conducted and sharing sessions were held with the host 

school faculty." The respondent noted that these sessions 

were not well received or successful. 

A second respondent from Michigan indicated that his 

program emphasized the high drop-out rate in an effort to 

justify the need for change. This respondent also pointed 

out that dealing only with teachers interested in working 

with the SWAS program facilitated change. 

A respondent from Illinois indicated that every 

effort was made to involve the total faculty in planning the 

SWAS program. Teachers were involved in a "think-tank 

situation" during the summer months and were paid for this 

experience. Sensitivity and communication activities that 

helped people deal with change were conducted for the 
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faculty. Seminars were held which were aimed at helping 

faculty members deal with and accept different points of 

view. 

As respondents discussed Item 3 on the open-ended 

telephone interview instrument, it became apparent that many 

had engaged in activities that helped facilitate change— 

even though they had previously indicated that they had no 

specific plan or procedure to follow in dealing with 

change. 

As mentioned above, Item 3 on the open-ended tele

phone interview instrument asked respondents to indicate how 

the concept of establishing a SWAS program was presented to 

the various groups of the school community. 

A California respondent to Item 3 on the telephone 

interview instrument indicated that the SWAS faculty worked 

for a year-and-a-half discussing philosophy and structure. 

This group held meetings where the concept was presented to 

the school community and questions of change were contin

ually addressed. The respondent noted that the meetings 

helped identify faculty members who could not philosophi

cally accept the program. "These people were later weeded 

out." The respondent also indicated that it was important 

to involve parents from the beginning as this provided 

grass-roots support for change. 

During another response to Item 3 on the telephone 

interview instrument, the respondent from Illinois indicated 
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that many meetings were held for parents to explain the 

necessary changes and to interact with their questions and 

concerns. This respondent pointed out that television, 

radio, and newspaper coverage also helped the school com

munity deal with change. 
t 
A respondent from New York indicated that only after 

broad community support was developed among parents and 

other community elements, did the local school board approve 

the SWAS program. A previous SWAS proposal had been unani

mously rejected by the board. In this case, the respondent 

noted, community support helped to bring about change. 

4. What Types Of Evaluation Procedures And 
Instruments Are Required By SWAS Programs? 

Items 11, 12, 13, 14, and 15 on the semi-closed-end 

instrument addressed the question of program evaluation 

procedures. Item 7 on the open-ended telephone interview 

instrument also addressed the question of program evalua

tion and Item 8 on the same instrument addressed the ques

tion of student progress evaluation. 

Item 11 on the semi-closed-end instrument asked 

respondents to indicate whether or not the program imple

mentation process had been evaluated: 60.9% of the respon

dents indicated that the implementation process had been 

evaluated and 34.3% indicated that the implementation 

process had not been evaluated. (See Figure 7). 
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Item 12 on the semi-closed-end instrument asked 

those respondents who had indicated that the implementation 

process had been evaluated to indicate how often evalua

tions had been made. The respondents were provided with 

five responses, A-E: (A) 14% of the respondents indicated 

that the implementation process had been evaluated once; (B) 

17.1% indicated that the process had been evaluated 2-3 

times; (C) 9.37% indicated that the process had been evalu

ated more than three times; (D) 23.4% indicated that the 

evaluation had been continuous; and (E) 3.12% of the respon

dents to this item indicated that they had not evaluated the 

implementation process. (See Figure 8). In accordance with 

the instruments' instructions, the respondents who selected 
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response "E" should not have responded to Item 12 on the 

semi-closed-end instrument. 

Item 13 on the semi-closed-end instrument asked 

respondents to indicate how often the SWAS program is eval

uated. The respondents were provided with five responses, 

A-E: (A) 9.37% indicated that the SWAS program is evalu

ated once every semester; (B) 54.6% indicated that the SWAS 

program is evaluated every school year; (C) 3.12% indicated 

that evaluation takes place every second school year; (D) 

7.81% indicated every third year; and (E) 26.5% indicated 

that the SWAS program is evaluated less frequently than 

every third school year. (See Figure 9). 
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Item 14 on the semi-closed-end instrument asked 

respondents to indicate which groups participated in the 
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evaluation of their SWAS programs. The respondents were 

provided with six responses, A-F and instructed that they 

could indicate more than one response: (A) 85.9% of the 

respondents indicated that teachers participated in the 

evaluations; (B) 68.7% indicated that administrators parti

cipated in the evaluations; (C) 78.1% indicated that stu-

dents participated in the evaluations; (D) 57.8% indicated 

that parents participated in the evaluations; (E) 17.1% 

indicated that other elements of the community participated 

in the evaluations; and (F) 18.7% indicated that an outside 

evaluation team participated in the evaluations. (See 

Figure 10). 
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Item 15 on the semi-closed-end instrument asked 

respondents to indicate whether or not the SWAS program was 

accredited: 75% of the respondents indicated that the 

programs were accredited and 15.6% indicated that the 

programs were not accredited. (See Figure 11). 
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Item 7 on the open-ended telephone interview instru

ment addressed the nature of the evaluations of the re

spondents' SWAS programs. The item asked respondents to 

describe how their programs were evaluated. 

A respondent from Minnesota indicated that for his 

program there was no formal district evaluation. However, 

once every five years the board of education in his district 

reviews all alternative programs. The SWAS faculty goes 
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before the board and makes a presentation. The board has an 

opportunity to ask questions. The respondent indicated that 

occasionally the SWAS faculty "did follow-ups on graduates" 

but there was "no formal statistical testing." 

A respondent from Michigan indicated that SWAS 

teachers met weekly to discuss "successes and failures". 

The respondent noted that these meetings are aimed at 

up-dating the SWAS program in order to keep up with student 

needs. 

A respondent from California indicated that during 

several years of operation, her SWAS program had never been 

evaluated. The respondent indicated that the teachers in 

the program had never had time to perform an evaluation. 

This respondent noted that although many questionnaires had 

been completed by graduates of the program "no one has had 

time to go over them and this has been an on-going problem 

for us." 

A respondent from Massachusetts noted that during 

the early years of his SWAS program, there were several 

in-depth evaluations for the purposes of federal funding. 

According to this respondent, the focus of evaluations of 

his program is "inside and informal". The respondent pointed 

out that parents and graduates participate in the program 

evaluations. This respondent also noted that the graduates 

of the SWAS program had a high success rate in entry into 

four year colleges. The respondent believed that this fact 
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provided for positive and continual evaluation feedback. 

The respondent also indicated that since each year the 

number of applicants to the program increased, this was in 

and of itself an effective evaluation measure. 

A respondent from North Carolina noted that a near 

by university assists in evaluations of her SWAS program. 

This respondent indicated that the SWAS faculty were 

concerned with evaluating the "end product and the process". 

"We set process goals and monitored them," the respondent 

noted. The respondent indicated that the SWAS staff uses a 

Stufflebeam model for program evaluations. 

Most of the intensive evaluations of the North 

Carolina SWAS program were carried out during the early 

years of the program. The respondent indicated that no 

formal evaluations have been conducted during the last two 

years. 

A respondent from Illinois indicated that his SWAS 

program was evaluated by testing student academic progress. 

According to this respondent, it was found that students 

were making academic progress and the particular optional 

program that a student was enrolled in "did not make much 

difference." 

Another California respondent stated that "evalua

tion is a constant everyday process in our program. We do 

it continually." This respondent indicated that twice a 

semester evaluation workshops are held for students, 
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parents, and teachers. Input from these workshops is used 

for making program changes. 

Item 8 on the open-ended telephone interview 

instrument addressed the question of evaluation of student 

progress in SWAS programs. The respondents were asked to 

explain how student progress is evaluated and how crediting 

is carried out. 

The respondent from Minnesota explained that stu

dent progress was evaluated every quarter on the basis of a 

learning contract drawn up between the student and teacher 

at the beginning of each quarter. The parents, students, 

and teachers are involved in the evaluation process. When 

the student has been involved in an action-learning pro

ject, much of the evaluation is done by the on-site commu

nity resource person. When all concerned parties agree that 

the student has met the terms of the learning contract, 

credit is awarded. 

A respondent from New York indicated that student 

evaluation is accomplished by means of a student/teacher 

conference. An agreement is reached on progress and credit 

is awarded on a semester basis. This respondent also 

pointed out that when students are engaged in independent 

study or small-group study projects, contracts are used to 

help determine student progress and facilitate evaluation. 

A California respondent referred to that state's 

emphasis on competency and pointed out that her SWAS program 
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used this as a "political ploy" to sustain support. This 

program's teachers stress the fact that they have been 

"doing competency for years because the kids only get credit 

for the work they've done." The respondent emphasized that 

the SWAS student evaluation process was much more elaborate 

than the student evaluation process in a regular high 

school. In the SWAS program, students, teachers, and 

parents produce written evaluations of student progress 

every seven weeks. Credit is awarded or withheld on the 

basis of these evaluations and the evaluations become a part 

of the students' permanent record. 

The respondent from Massachusetts indicated that 

student evaluation in his program was accomplished by means 

of a learning contract drawn up between the teacher and 

student. When students are involved in action-learning 

projects, on-site supervisors have input into the contracts 

and the subsequent evaluations. Letter grades and written 

evaluations are given each quarter and credit is awarded on 

a semester basis. 

The North Carolina respondent indicated that her 

SWAS uses a mini-course format. The mini-courses are 

grouped into the major discipline areas and the student must 

accumulate credit for a stated number of mini-courses in 

order to receive a semester credit in a major discipline 

area. Student evaluation is based on accomplishment of 

goals which have been agreed upon by the student and teacher 
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at the beginning of each mini-course. The mini-courses 

average one month in length. 

A respondent from New York noted that student evalu

ation in her SWAS program is not periodic but proceeds 

continually throughout the year. Open logs are kept on each 

students' progress. "At the conclusion of each semester, 

the school-within-a-school devotes a full week to student, 

teacher, and course evaluation." During this time, a con

ference is held between the student and the teacher. The 

teacher prepares a written evaluation of the student's pro

gress and these evaluations are used in place of grades for 

transcript purposes. The respondent emphasized that no 

letter or numerical grades are given in this SWAS program. 

5. What Financial Requirements Are Unique To 
SWAS Programs? 

Items 3, 6, 16, and 17 on the semi-closed-end 

instrument addressed the financial requirements unique to 

SWAS programs. In a closely related area, Item 18 on the 

semi-closed-end instrument asked respondents to indicate the 

status of the student populations in their respective dis

tricts. Problems somewhat related to financial matters 

revealed themselves during the telephone interviews. These 

problems will be addressed later under "Questions Investi

gated" number 7. 

Item 3 on the semi-closed-end instrument asked 

respondents to indicate whether or not funding and/or 
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released time were provided during the early stages of 

planning for the SWAS program. The respondents were pro

vided with four responses, A-D: (A) 10.9% of the respon

dents indicated that funding was provided during the early 

stages of planning; (B) 14% indicated that released time was 

provided during the early stages of planning; (C) 28.1% 

indicated that both funding and released time were provi

ded; and (D) 40.6% of the respondents indicated that neither 

funding nor released time were provided during the early 

stages of planning. (See Figure 12). 
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Figure 12: Early Funding and Released Time For Planning 

Item 6 on the semi-closed-end instrument asked 

respondents to indicate whether or not funding and released 

time were provided once the actual detailed planning for the 
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SWAS program began. The respondents were provided with four 

responses, A-D: (A) 17.1% of the respondents indicated that 

funding was provided once the actual detailed program plan

ning began; (B) 14% indicated that released time was pro

vided; (C) 32.8% indicated that both funding and released 

time were provided; and (D) 34.3% indicated that neither 

funding nor released time were provided during the actual 

detailed planning stages. (See Figure 13). 
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Figure 14: Start-Up 
Funds 
Provided 

Item 16 on the semi-closed-end instrument asked 

respondents to indicate whether or not start-up funds were 

provided for their SWAS progrms: 62.5% of the respondents 

indicated that start-up funds had been provided and 35.9% of 
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the respondents indicated that start-up funds had not been 

provided. (See Figure 14). 

Figure 15: Comparison of Figure 16: Student Popu-
Expenditures lation Trends 

Item 17 on the semi-closed-end instrument addressed 

the question of per-pupil expenditures in the SWAS program 

as compared to conventional programs. The respondents were 

asked to indicate how expenditures compared on a per-pupil 

basis between the SWAS program and the conventional host 

school: (A) 62.5% of the respondents indicated that expen

ditures on a per-pupil basis were equal in both programs; 

(B) 6.25% of the respondents indicated that expenditures 

were less on a per-pupil basis in the SWAS program; and (C) 
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23.4% of the respondents indicated that expenditures were 

more on a per-pupil basis in the SWAS program. (See Figure 

15) . 

Of the respondents to Item 17 on the semi-closed-end 

instrument, four indicated that the per-pupil cost in the 

SWAS program was less, however, these respondents could.not 

indicate how much less per-pupil expenditures were. Of the 

respondents to this Item who indicated that per-pupil ex

penditures in the SWAS program were more, the respondents 

specified that: 1) it was impossible to determine how much 

more was expended on a per-pupil basis in the SWAS program; 

2) the expenditures were "slightly more"; 3) they did not 

know; or 4) that expenditures were approximately 10%-15% 

more per-pupil in the SWAS program. 

Item 18 on the semi-closed-end instrument asked 

respondents to indicate whether their school district was 

growing, declining, or stable in terms of student popula

tion. The respondents were provided with three responses, 

A-C: (A) 6.25% of the respondents indicated that their 

district was growing; (B) 75% of the respondents indicated 

that their districts were declining; and (C) 17% of the 

respondents indicated that their districts were stable in 

terms of student population. (See Figure 16). 

6. How Are The Relationships Delineated Between 
The SWAS Program, The Host School, And The 
Central Administration? 
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Items 19 through 23 on the semi-closed-end instru

ment addressed the general area of relationships between the 

SWAS programs and other elements of the school systems. 

Item 19 on the semi-closed-end instrument asked the 

respondents to indicate'how many schools within their host 

schools were operating at the present time. The respondents 

were provided with four responses, A-D: (A) 62.5% of the 

respondents indicated that there was one school within the 

host school; (B) 18.7% indicated that there were two schools 

within the host school; (C) 17.1% indicated that there were 

three schools operating within the host school; and (D) 

12.5% indicated that there were more than three schools 

operating within the host school. (See Figure 17). 
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The Maximum number of schools operating within a host school 

was found to be six. This program is currently operating in 

Texas. 

Item 20 on the semi-closed-end instrument asked 

respondents to indicate in which areas, if any, their SWAS 

programs were autonomous. The respondents were provided 

with six responses, A-F: (A) 15.6% of the respondents 

indicated that their programs were automonous in the area of 

hiring staff; (B) 21.8% of the respondents indicated 

autonomy in budgeting? (C) 51.3% indicated autonomy in the 

area of curriculum development; (D) 59.3% indicated autonomy 

in the area of evaluation of student progress; (E) 34.3% 

indicated autonomy in student crediting; and (F) 47.3% 

indicated autonomy in the area of student discipline. (See 

Figure 18). 
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Figure 18: Autonomous Areas 

Item 21 on the semi-closed-end instruments asked 

respondents to indicate who the leader of the ~JAS program 
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is in their school. The respondents were provided with four 

responses, A-D: (A) 18.7% indicated that the leader was the 

principal of the host school; (B) 42.1% indicated that the 

leader was a designated director whom reports to the prin-

cipal of the host school; (C) 21.8% indicated . that the 

leader was a principal-teacher teaching in the program; and 

(D) 15.6% checked the "other" response. (See Figure 19). 
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Figure 20: Shared Services 

Leaders specified in the "other" category included: 1) a 

teacher-coordinator; 2) a department head; 3) two teachers 

along with an administrator; 4) an assistant superintendent; 

and 5) no leader. 

Item 22 on the semi-closed-end instrument asked 

respondents to indicate which services the SWAS students 

share with students in the conventional program. The 

respondents were provided with four responses, A-D: (A) 

92.1% of the respondents indicated food services; (B) 73.4% 

indicated gym facilities; (C) 70.3% indicated counseling 

services; and (D) 34.3% of the respondents checked the 

"other" response. (See Figure 20). Services specified in 

the "other" category included: 1) media; 2) nurse and 

health; 3) registrar; 4) shop; and 5) library. 
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Item 23 on the semi-closed-end instrument asked 

respondents whether or not students in the SWAS program 

participated in any courses or classes with students from 

the conventional program: 84.3% of the respondents indi

cated "yes", and 9.37% of the respondents indicated "no." 

(See Figure 21). 
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mentation 

Responses indicating "yes" on Item 23 specified that the 

shared courses spread across the discipline spectrum. How

ever, the most common shared courses were in the areas of 

foreign language, shops, science and business education. 

7. What Major Problems Are Encountered In 
Planning, Implementing, And Operating A 
SWAS Program? 
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Items 9, 10, 24, 25, and 26 on the semi-closed-end 

instrument addressed possible problem areas for SWAS pro

grams as identified during the review of the literature. 

Items 5 and 6 on the open-ended telephone interview instru

ment also dealt with problems encountered in implementing 

and operating SWAS programs. 

Item 9 on the semi-closed-end instrument asked respon

dents to indicate on how large of a scale the SWAS program 

was first implemented. The respondents were provided with 

six responses, A-F: (A) 17.1% of the respondents indicated 

that the SWAS program was implemented for ten to thirty 

students; (B) 60.9% of the respondents indicated 31-100 

students? (C) 3.12% of the respondents indicated that the 

program was first implemented in one subject area; (D) 37.5% 

of the respondents indicated 2 or more subject areas; {E) 

14% of the respondents indicated that the program was 

implemented on a school-wide scale; and (F) 26.5% of the 

respondents responded to the. "other" category. (See Figure 

22}. Specified responses in the "other" category included: 

1) 175 students and a total academic and elective program; 

2} eleventh and twelfth graders. 3) the program was opened 

to the entire district; and 4) all twelfth graders. 

item 10 on the semi-closed-end instrument asked 

respondents to indicate length of available planning time 

from the first planning stage to actual program implemen

tation. The respondents were provided with four responses, 
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A-D: (A) 17.1% of the respondents indicated one summer; (B) 

26.5% indicated one semester; (C) 45.3% indicated one school 

year; and (D) 10.9% indicated more than one school year. 

(See Figure 23). 
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Item 24 on the semi-closed-end instrument asked 

respondents to indicate whether or not the general racial 

and socio-economic character of the host school was re

flected in the student body of the SWAS program: 73.4% of 

the respondents indicated "yes"; and 20.3% indicated "no." 

(See Figure 24). 

Item 25 on the semi-closed-end instrument asked 

respondents to indicate on what time basis students in the 

SWAS program scheduled their classes. The respondents were 
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provided with six responses, A-F: (A) 18.7% of the respon

dents indicated that classes were scheduled on a quarter 

basis; (B) 51.5% indicated a semester basis; (C) 20.3% 

indicated a yearly basis; (D) 1.56% indicated a weekly 

basis; {E) 3.12% indicated a daily basis; and (F) 28.1% of 

the respondents responded to the "other" category. (See 

Figure 25). 

Figure 25: Scheduling Basis 

Responses specified in the "other" category included: 1) a 

varied scheduling process depending on the course; 2) stu

dents have options; 3) scheduling based on what is written 

into learning contracts; 4) eight, one-month cycles; 5) 

six-week modules; and 7) three times per semester. 
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Item 26 on the semi-closed-end instrument addressed 

the question of pay for students involved in action-

learning or community education programs. The respondents 

were asked to indicate how many of their students involved 

in action-learning programs were paid. The respondents were 

provided with five responses, fl-E: (A) 4.86% of the 

respondents indicated that all students in action-learning 

programs were paid; {B) 3.12% indicated that at least one-

half of such students were paid? (C) 9.37% indicated less 

than one-half; (D) 3.12% indicated more than one-half but 

not all; and (E) 64% indicated that none of the students in 

action-learning programs were paid. (See Figure 26). 
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Nine percent of the respondents indicated that Item 26 did 

not apply to their SWAS programs since they were not cur

rently operating an action-learning component. 

Item 5 on the open-ended telephone interview instru

ment asked respondents to describe major problems that were 

encountered in selling, planning, and implementing the SWAS 

programs. 

• A respondent from California indicated that excel

lent preparation smoothed the way for implementation of her 

program. This respondent noted that the host school admin

istration was included in the planning. "That was an impor

tant political move on our part." This respondent pointed 

out that the major problem in planning was the "enormous 

amount of time it took." "We must have spent hundreds of 

hours outside the school planning." 

This California respondent also noted that there was 

a good deal of philosophical conflict between the faculties 

of the host school and the SWAS. "Some of the host school 

teachers thought we were completely subversive." 

A respondent from Massachusetts noted that his SWAS 

program was set up in what had previously been an all male 

technical school with tight rules, regulations, and little 

tradition of student freedom. There was a conflict of edu

cational philosophies between the host school and SWAS 

faculties. "In the early days it was a continual process of 

selling to everyone." 
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The respondent from North Carolina indicated that 

"the major problem was the inability to sell our peers." 

This respondent noted that the SWAS program was threatening 

to many of the older faculty members "who had done the same 

thing for 25 years." The respondent pointed out that there 

were attempts by some host school faculty members to saba-

tage the new program. Some faculty members of the host 

school told students if they entered the SWAS program they 

would not be able to get into college. 

A respondent from Illinois indicated that in the 

beginning there was "overall skepticism." "The biggest 

problem was public relations—to gain acceptance in the 

community." This respondent also noted that the SWAS 

program was in a building with a ninth and tenth grade 

junior-high. This resulted in some problems since the 

junior-high faculty did not want to participate in the SWAS 

program. 

A respondent from New York noted that the major 

early problems involved host school faculty acceptance and 

"kids not in the program picking on those who were." 

A second respondent from California indicated that a 

major problem developed when the SWAS program was required 

to be approved by every department head in the host school. 

"Some of the department heads didn't want to lose people or 

autonomy." Other problems developed when it became known 



94 

that the new program would operate with different procedures 

than the host school. 

Item 6 on the open-ended telephone interview 

instrument asked respondents to describe major problems 

encountered during the operation of the SWAS program. 

A respondent from New York indicated that main

taining school and community support for the SWAS program 

continues to be a problem. 

A California respondent indicated that the major 

on-going problem is an image problem. Her program is often 

seen as a program for those "students incapable of making it 

in the regular school." More recently in this California 

program, there has been a problem of maintaining autonomy in 

selection of staff. The respondent indicated that as her 

district has begun to decline in growth, teachers not always 

sympathetic to the alternative program are transferred to 

it. The respondent noted that "seniority can lead to 

disruptive people [teachers] being put into the programs." 

A respondent from Illinois indicated that some of 

the alternatives offered within his SWAS program "stretched 

the imagination of the'community." The fine arts alternative 

in this program had to be dropped because "many students 

were taking it as a way out." 

The two major problems that continue to trouble this 

Illinois program are maintaining general community 
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acceptance and program cut-backs due to continuing financial 

troubles within the district. 

A respondent from Michigan noted that the major 

continuing problem facing his program is that "some students 

and staff see the program as Mickey Mouse." This respondent 

also pointed out a minor problem of mechanics. The SWAS is 

on a different schedule than the host school. This problem 

was somewhat alleviated by extending cafeteria hours. 

The respondent from North Carolina indicated that 

the major problem continues to be lack of acceptance by host 

school faculty. 

The respondent from Massachusetts indicated that 

there have been and continue to be budget problems. "It is 

becoming more and more of a battle each year to maintain our 

staff." This respondent indicated that this year, for the 

first time, they were prohibited from hiring from outside 

the district. The respondent noted that this year, due to 

the passage of a Proposition 13 like law, some 310-330 

teachers out of 900 in the district will lose their jobs. 

Security problems in the Massachusetts host school 

' have impacted upon the SWAS program. A stabbing death next 

to the host school closed the host school and the SWAS for a 

week this fall and "has resulted in us [the SWAS] having to 

contend with tighter security in the host school." 

Another respondent from California noted that 

students continue to enter the SWAS program for the wrong 
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reasons. Some students believe that they will not have to 

work as hard in the SWAS program and they take advantage of 

the freedom that the program offers. 

Another major problem indicated by this respondent 

from California is "keeping our teachers from burning out." 

The respondent noted that the time commitment required of 

teachers in the SWAS program is much greater than for 

teachers in the regular program. 

A respondent from Michigan indicated that selling 

the SWAS concept "to the entire school has been a constant 

process." This respondent noted that counselors still see 

the program as a "dumping-ground." "Students and faculty of 

the host school have misconceptions and we have to con

stantly work to re-educate them." This respondent pointed 

out that "it is a constant process of re-selling." 

Finally, a respondent from Minnesota noted that as 

the national economy worsened, "students have increased 

their hours spent in the regular program." This decreases 

students' opportunities to utilize the resources of the SWAS 

and the community. 

8. How Were Elements Of The Community Involved 
In The Organization Of The Community-Education 
Component Of The SWAS Program And How Is The 
Community-Education Component Coordinated With 
The Community? 
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Items 1 and 2 on the open-ended telephone interview 

instrument addressed the general area of management of the 

action-learning component of the SWAS programs. 

Item 1 asked respondents to describe how elements of 

the community were involved in the organization of the 

action-learning or community education component of the SWAS 

program. Item 2 asked respondents to describe how coordi

nation with the community is maintained as the 

action-learning component operates. Since these questions 

and responses are so closely related, information obtained 

via the two items is presented in an integrated manner. 

A respondent from Minnesota indicated that students 

in the SWAS program have primary responsibility for main

taining coordination with elements of the community involved 

in the action-learning component. The students contact 

members of the community to set up internships and work out 

on-the-job training programs. The respondent indicated that 

"we feel that it's part of the students' education to find 

his own resources." 

A respondent from Michigan noted that his students 

are involved in vocational programs and government intern

ships in city hall, the courts, and other city and county 

facilities. 

This Michigan respondent pointed out that the SWAS 

faculty members coordinate with the offices of the mayor, 
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city council, judges, and county officials as they operate 

the action-learning component. 

A respondent from New York pointed out that SWAS 

faculty members accompany students as they set up learning 

programs throughout the community. 

A respondent from California described an action-

learning program that places SWAS students in a Veteran's 

Hospital. SWAS faculty members organized the program with 

help from the hospital staff. Currently one SWAS staff 

member has responsibility for laison between the SWAS and 

the community. 

The respondent from Massachusetts indicated that 

students from his SWAS are working in hospitals, offices, 

and other community institutions. The SWAS faculty makes 

initial contact with members of the community. Two SWAS 

staff members are assigned the responsibiltiy of maintaining 

coordination between the action-learning component and the 

community resources. 

The respondent from North Carolina pointed out that 

SWAS faculty members set up their action-learning program 

with help from members of the community. Today each SWAS 

faculty member is responsible for laison with the community 

and this specific item has become part of their job descrip

tions. The respondent pointed out that each SWAS faculty 

member has a quota of minimum student contact time and the 
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"time students spend in the community in action-learning 

projects counts toward this quota." 

The respondent from Illinois noted that in the early 

days of his SWAS program, Wednesdays were set aside for com

munity activities. Students worked in rest homes, senior 

citizen's programs, and did internships in city government. 

Today the Illinois program is less structured but 

students are still involved in action-learning programs. 

The students set up the programs with advice from their 

teachers. Each student that is involved in an action-

learning learning project has a teacher sponsor. 

Another respondent from California noted that the 

action-learning programs are usually conducted within the 

context of some type of interdisciplinary study. Arrange

ments are made by the SWAS faculty to have the on-site 

supervisors execute written evaluations of the action-

learning programs and the student's work. The respondent 

indicated that coordination is maintained through these 

written evaluations and on-site visits by SWAS faculty 

members. In this program, parents also participate in the 

evaluation of student work in the action-learning programs. 

A final respondent from New York indicated that 

coordination of action-learning programs is maintained 

through a cooperative effort of teachers, students, parents, 

and resource persons in the community. 
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This concludes the presentation of the findings of 

this study. The findings have been organized and presented 

in a manner that addresses each of the eight questions that 

provided direction for this study. 



CHAPTER 5 

SUMMARY, CONCLUSIONS, RECOMMENDED STRATEGIES, 
AND RECOMMENDATIONS 

The study was concerned with developing strategies 

that can be used to implement and operate a SWAS program 

that may contain an action-learning component. 

The study began with an intensive search of the lit-

ertature. Later, two data collecting instruments were 

developed: 1) a semi-closed end questionnaire which was 

mailed to 112 SWAS programs as identified in the National 

Directory of Public Alternative Schools (Flaxman and 

Holmstead, 1978); and 2) an open-ended telephone interview 

instrument which was. administered via telephone to ten 

respondents working in SWAS programs across the United 

States. Prior to use, the two instruments were submitted to 

a panel of five experts for review. 

Data from the semi-closed-end instrument were re

corded and each telephone interview was tape recorded and 

then transcribed. 

Conclusions and Discussion 

Based upon the findings reported in Chapter 4, the 

following conclusions were drawn. These conclusions are 

presented as they relate to the "Questions Investigated" 

which provided direction for this study. 

101. 
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1. What Origins and Goals Are Common to SWAS 
Programs? 

The findings indicated that the majority of the SWAS 

programs were begun to deal with a particular group of stu

dents in a more effective manner and to introduce options 

into the regular school program. A substantial number of 

respondents also indicated that the SWAS programs were 

implemented in order to increase attendance and reduce the 

drop-out rate. 

Reducing discipline problems and increasing oppor

tunities for student participation in extra-curricula activ

ities elicited the lowest levels of response to the question 

of goals of the SWAS programs. 

Well over three-quarters of the SWAS programs orig

inated from concepts developed by teachers. While teachers 

tended to be the innovators and educational leaders with 

respect to developing the SWAS programs, teachers also 

proved to be the major stumbling block to successful program 

implementation. This situation will be addressed again 

further on in the conclusions. 

School administrators proved to be the second 

largest group responsible for developing the SWAS concept. 

The school administrators were followed by students, central 

administrators, parents and other groups in that order. 

2. How Is The SWAS Concept Presented To Students, 
Teachers, Administrators, Parents, And The School 
Community? 
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In most cases, the SWAS concept was presented to the 

school community through a series of large and small group 

meetings. It is interesting to note that one school did not 

bother to present the concept in an effort to avoid com

plaints. 

All of the telephone interview respondents indicated 

that presentation of the SWAS concept to the school commu

nity was an important step towards successful implemen

tation. The respondents uniformly stressed the importance 

of involving all elements of the school community in program 

planning. The findings indicate that it is important to 

make it clear to the school community that they are to be 

involved in the development of the program. This fact must 

be stressed during the presentation phase. An early com

mitment to total school community involvement eases the way 

for change. 

3. How Are The Changes Inherent In Establishing A 
SWAS Program Managed With Respect To Students, 
Teachers, Administrators, Parents, And The School 
Community? 

A substantial percentage of the respondents indi

cated that they had available a specific implementation 

plan. However, only slightly more than one-half indicated 

that they had a plan to deal with the changes necessary in 

order to implement the SWAS program. Almost a quarter of 

the respondents indicated that they did not have a plan to 

deal with change. 
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Plans to deal with change that did exist tended to 

be varied and rather informal. Only one of the telephone 

interview respondents indicated that a needs survey had been 

conducted prior to actual implementation of the SWAS 

program. 
* 

In general, the change plans that existed were char

acterized by school community meetings where sharing 

sessions were held and occasionally communication and sensi

tivity activities were conducted. Important aspects of 

these school community meetings were openness, a willing

ness to give and take, and emphasis on involvement and 

operating above board. Again, respondents emphasized the 

importance of involving the school community from the 

beginning. Such tactics help generate grass-roots support 

and facilitate change. 

4. What Types Of Evaluation Procedures And Instru
ments Are Required By'SWAS Programs? 

The search of the literature indicated that evalu

ation was a problem area for all types of alternative pro

grams and findings from the study support this (Smith, 

Burke, and Barr, 1974 and, Coleman et al, 1974). Sixty per

cent of the respondents indicated that they had evaluated 

the implementation process and slightly more than one-half 

of the respondents indicated that the actual SWAS program 

was evaluated at least once every school year. However, 
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respondents to the telephone interview indicated that gen

erally the program evaluations were haphazard and informal. 

In depth program evaluations tended to occur during 

the early history of the programs and were almost always 

tied to continued state or federal funding. After the funds 

were exhausted, both frequency and quality of program evalu

ations tended to decline. In general, the respondents 

indicated that no formal evaluation procedures existed other 

than those the host school were subject to for purposes of 

accreditation. Several respondents indicated that faculty 

members had little time for program evaluation. One respon

dent stressed the entry success of SWAS graduates into four 

year colleges or universities and cited this as an evalua

tive indicator. This respondent had little other evalu

ative data to offer. 

Two positive aspects of program evaluation evolved 

from discussions with the telephone interview respondents. 

When SWAS programs are formally evaluated, there tends to be 

broad representation of the school community on the evalu

ation team. Parents, students, and community resource per

sons are frequently involved in the evaluation procedures. 

In addition to broad representation of the evaluation teams/ 

several SWAS programs practice an almost continuous evalu

ation process. Weekly and sometimes daily conferences 

between students and teachers and occasionally parents and 
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community resource persons ensures rapid and continuous feed 

back to those responsible for operating the SWAS programs. 

Evaluation of student achievement and progress in 

SWAS programs tended to be more highly structured, detailed, 

and formalized than program evaluations. Student progress 

evaluation in a SWAS program was characterized by a high 

degree of interaction between the student, the teacher, and 

in many cases parents and community resource persons. In 

most cases, the interaction begins when the student enters a 

course in the SWAS program. Many of the respondents to both 

instruments indicated that student evaluation is based on a 

contract drawn up between the student and the teacher at the 

beginning of a course. At the end of the course, the stu

dent's performance is often evaluated in conferences. 

Written evaluations of student progress were used by all 

SWAS programs surveyed via the telephone interview instru

ment. These written evaluations became a part of the stu

dent's permanent record. Generally, letter or numerical 

grades were also given to indicate student performance, how

ever, one New York SWAS relied solely upon written evalu

ations even for transcript purposes. 

5. What Financial Requirements Are Unique To SWAS 
Programs? 

The most important financial requirement to be met 

by a SWAS program is that its per pupil operating cost, be 

equal to or less than those costs in the regular program. 
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The argument that alternative programs are too expensive for 

a district to operate simply was not borne out by the study. 

Almost seventy percent of the SWAS programs surveyed indi

cated operating expenses that were equal to or below oper

ating expenses for the regular host program. 

Neither can arguments that hold that alternative 

programs are too expensive for districts with declining 

enrollments be supported by the findings of this study. 

Fully three-quarters of the SWAS programs surveyed were 

operating in districts with declining enrollments. 

While funding and released time are obviously bene

ficial during the planning and development stages of a SWAS 

program these are not requirements for successful implemen

tation or operation. Over one-third of the SWAS programs 

surveyed indicated that neither funding nor released time 

were available during the planning stages. 

6. How Are The Relationships Delineated Between The 
SWAS Program, The Host School, And The Central 
Administration? 

With respect to the question of program autonomy, a 

majority of the programs surveyed indicated autonomy in the 

areas of curriculum development and evaluation of student 

progress. A near majority indicated autonomy in the area of 

student discipline and slightly more than one-third of the 

respondents indicated autonomy in student crediting. 
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Financial problems facing districts around the 

country seem to be eroding the autonomy of SWAS programs in 

the areas of budgeting and selection of staff. Several of 

the respondents to the telephone interview indicated that 

they are no longer allowed to hire from outside their 

districts. Therefore they are often forced to accept the 

transfer of teachers into their SWAS programs that may or 

may not be sympathetic to the goals and objectives of the 

program. 

Responses to the question of program leadership 

indicate that the SWAS leader is most likely to be a desig

nated director who reports directly to the principal of the 

host school. 

The vast majority of SWAS programs surveyed share 

both services and regular curriculum courses with the host 

school. Obviously, this is a factor in reducing the opera

ting costs of the SWAS programs. 

7. What Major Problems Are Encountered In Planning, 
Implementing, And Operating A SWAS Program? 

Regardless of the scale of implementation, available 

planning time, or organizational considerations such as 

student scheduling procedures, the major problem encountered 

in planning and implementing a SWAS program was dealing with 

the philosophical differences the concept generated among 

.teachers. In a paradoxical situation, teachers not only 

emerge as innovators and educational leaders but also as the 
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major stumbling block to successful implementation and 

continued operation of SWAS programs. One hundred percent 

of the respondents to the telephone interview indicated that 

acceptance of the SWAS concept by their fellow teachers in 

the host school was and in most cases continues to be a 

major problem. Other problems identified during the search 

of the literature and conduct of the research paled in 

significance when compared to the fundamental philosophical 

differences generated among teachers when the concept of 

options is introducd into a conventional secondary school. 

Many of the respondents indicated surprise at the tenacity 

of this problem. Phrases such as "a continual selling 

problem," or "a constant re-education process" were men

tioned by most of the respondents. 

As tough and enduring as the philosophical accep

tance problem may ber it is not insurmountable. Proponents 

of alternative education and SWAS programs in particular 

have met this problem and successfully dealt with it in a 

positive and constructive manner. The research indicated 

that the root of the problem is fear generated by the aspect 

of change and its attendant climate of uncertainty. Where 

advocates of SWAS programs recognized this fact and imple

mented programs to help the school community deal with 

change, the optional program was implemented and continues 

to operate. 
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Respondents stressed the necessity of involving all 

elements of the school community from the beginning. The 

questions and concerns of students, parents, administrators, 

and teachers must be understood and dealt with in a 

positive, professional, and sympathetic manner. The SWAS 

concept must not be forced upon anyone. To do so is to 

invite failure. 

One of the harshest criticisms of alternative pro

grams is that they tend to become elitest or non-represen

tative of the socio-economic make-up of the school in which 

they are instituted. This fear was found to be unjustified 

with respect to the majority of SWAS programs surveyed. 

Almost 7 5% of the respondents indicated that the student 

body make-up of their SWAS reflected the socio-economic com

position of the host school. 

One other major problem area was identified. The 

financial constraints being experienced by districts around 

the nation are impacting upon SWAS programs. Maintenance 

and selection of staff are areas that are particularly vul

nerable to financial constraints. However, on a positive 

note, those SWAS programs that have justified their exis

tence and have been successful in presenting their positive 

benefits to the school community have been able to adjust to 

these financial problems. Many SWAS programs continue to 

operate and provide options for the secondary student in the 

face of severe financial problems. However, some SWAS 
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programs have had to reduce the scope of their offerings in 

the face of declining resources. 

8. How Were Elements Of The Community Involved In The 
Organization Of The Community Education Compo
nent Of The SWAS Program And How Is The Community 
Education Component Coordinated With The 
Community? 

The findings of the study indicate that the pro

cedures used to initially involve community elements in the 

community-education component have been carried forward and 

currently serve to coordinate the on-going programs. In 

general, it was found that most SWAS programs operating an 

action-learning component have designated one or more staff 

members as coordinators. 

These coordinators are responsible for student 

placement and laison between the community resources and the 

SWAS program. Their duties may include setting up appoint-

ments, interviews, visitations, and student progress 

evaluations. 

In some cases students are responsible for initi

ating interviews and placing themselves in action-learning 

situations. Where this is the case, any SWAS faculty member 

may serve as a sponsor of a student involved in an action-

learning project. 

SWAS faculty members visit action-learning sites 

periodically and maintain coordination and communication 

with the on-site supervisors. 
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In almost all cases where an action-learning 

component is in operation, it was found that the on-site 

supervisors play a role in student evaluation. In many 

programs, parents are also involved in the evaluation 

process. 

Recommended Strategies 

These "Recommended Strategies" evolved from the 

research conducted during the course of this study. In 

addition to the support provided by the research findings, 

these "Recommended Strategies" are also supported by 

existing literature in the field of alternative education. 

The "Questions Investigated" which are stated in 

Chapter 1 provided direction for this study. The "Ques

tions" provided a framework for the presentation of the 

findings in Chapter 4 and the conclusions in Chapter 5. In 

a similar manner, the Recommended Strategies" are presented 

as they relate to the "Questions Investigated." 

The following is a presentation of the "Recommended 

Strategies" to be followed when implementing a SWAS pro

gram: 

1. SWAS programs should be directed at providing 

either curriculum options or scheduling options. 

SWAS programs implemented to deal with a parti

cular group of students have a tendency to become 

negatively identified with the problems of those 
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students. Therefore, the program is viewed from a 

negative stand point. The philosophical thrust, 

goals, and objectives of a SWAS program should be 

presented in a positive context. 

2. Prior to introducing the SWAS concept to the 

school community, a needs survey should be con

ducted. Advocates of alternative programs should 

determine in advance if the school community needs 

and desires an alternative program. Support and 

lack of support within the school, the central 

administration, and the school community should be 

identified at the earliest stages. The rules to 

follow with respect to concept presentation are 

openness, consideration, and welcomed involvement 

of the school community. School community parti

cipators must be encouraged and input must be 

dealt with in a sincere professional manner. A 

combination of presentation techniques including 

large and small group presentations and activities 

along with press and electronic media coverage are 

recommended. A key political consideration is to 

identify the powers within the district and then 

ascertain the degree of support by such existing 

powers. The wise innovator will extend a sense of 

program ownership to such powers. 
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3. In dealing with the changes inherent in estab

lishing a SWAS program, or any alternative pro

gram, reduction of stress and fear is the major 

consideration. Much of the fear and uncertainty 

generated by proposed change can be alleviated by 

dealing with the school community in an open and 

sincere manner. It is recommended that a specific 

plan be developed to deal with implementing change 

and that this plan be a part of the overall pro

gram implementation phase. Should involved per

sonnel believe themselves inadequate to deal with 

the problems created by change, it is recommended 

that district or outside personnel be consulted 

and sought for help and guidance. Personnel who 

cannot philosophically accept the concept of edu

cational options must not be forced to become in

volved with the program. All other personnel 

should be involved solely on a voluntary basis. 

Finally, as with the presentation of the concept, 

the question of change must be approached from a 

positive stand point. The rule is to accentuate 

the positive aspects of change while stressing the 

positive reasons for change. 

4. Insufficient and inadequate evaluation procedures 

and instruments threaten the potential successes 

of SWAS and other alternative programs. It is 
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recommended that a program evaluation procedure be 

built into any SWAS proposal. It is further 

recommended that a schedule of regular program 

evaluations be established, scheduled, and ad-

heared to. Data gained from regular program eval-
r 

uations can be used to alter the program as 

required. Such data can also be used to ensure 

and justify continued program operation. It is 

also recommended that all elements of the school 

community be invited and encouraged to participate 

in program evaluations. Care must be taken to en

sure that evaluative procedures and instruments 

are capable of measuring the goals and objectives 

of the program. If the program was developed and 

implemented to meet the needs of students in the 

affective domain, it is important that evaluation 

procedures and instruments be sensitive to the af

fective domain. Advocates of SWAS and other op

tional programs should recognize that data from 

accurate and appropriate program evaluations can 

justify and support program existence. No stron

ger ally than data from an effective and appropri

ate evaluation exists for educational innovators. 

Such data can be used to help close the philoso

phical gap that invariably develops between inno

vators and their critics. 
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With respect to student progress evalua

tion within a SWAS program, it is recommended that 

a combination of written and letter or numerical 

evaluations be issued. Student progress evalua

tion procedures should be philosophically compati

ble with the goals and objectives of the SWAS 

program. In many cases, student learning contracts 

may be appropriate. Approaching student evalua

tion from a positive frame of reference is recom

mended. Credit should be awarded on the basis of 

competency and achievement. In determining 

achievement levels, it is strongly recommended 

that each student be evaluated on the basis of 

personal achievement—not peer comparison. 

Finally, it is recommended that partici

pation in the student evaluation process include 

students, parents, and, on-site supervisors when 

appropriate, in addition to teachers. 

5. It is strongly recommended that optional programs 

operate with the same per-pupil expenditure ratio 

as the host school. Such a practice will go a 

long way toward facilitating change and program 

acceptance. It is also recommended that start-up 

funds be appropriated and released time be 

provided during the planning and implementation 

stages of an optional program. Teachers should 
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not be asked or expected to subsidize program 

planning and implementation. If a firm commitment 

of support in terms of money and released time 

cannot be secured from the district during the 

planning and implementation stages, the strength 
4 

of overall program support and need should be 

reexamined. 

6. It is strongly recommended that lines of authority 

and responsibility be clearly delineated and set 

forth in the SWAS program proposal. This infor

mation should be made known and understood by the 

entire school community. 

7. When an action-learning or community-education 

component is included in the optional program it 

is recommended that community resource personnel 

be included in all stages of planning and imple

mentation. It is also recommended that community 

resource personnel be involved in program and stu

dent evaluation procedures. It is recommended 

that an appropriate number of SWAS faculty members 

be designated as coordinators to establish and 

maintain laison with the community resource per

sonnel, agencies, and institutions. 

As noted above, these "Recommended Strategies" are 

supported by the findings of this study and an extensive 
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search of the literature in the area of secondary alterna

tive education. Various forms of secondary alternative 

programs have been established throughout the United States 

during the past 15 years. In far too many cases, these 

programs have failed to achieve their potentials. The edu

cational roadside is littered with their remains. Unfor

tunately it is relatively easy for a school or district to 

establish a SWAS or some other type of optional program. As 

in nature, the trick is survival. The findings of this 

study indicate that if educational innovators will follow 

the "Recommended Strategies" set forth in this study, the 

chances of their programs surviving and providing secondary 

students with choices, improved instruction, and a chance to 

control their destinies are vastly improved. 

Recommendations 

Based on the findings of the present study, the 

following suggestions for further research are made: 

1. A similar study of SWAS programs that have failed 

or have been discontinued should be made. 

2. A study that focuses more exclusively upon the 

change process involved in implementing alternative 

programs should be made. 

3. A study of financial arrangements established to 

support alternative programs should be made. 
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4. A study of evaluation instruments and procedures 

applicable to alternative programs should be made. 
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T H E  U N I V E R S I T Y  O F  A R I Z O N A  
TUCSON, ARIZONA SS721 

roui r.or. nr education 
nrPARIMRNr f»F jfeconimry FIJIICATION 

October 10, 1900 

Dear Principal: 

We are interested in identifying the various strategies that schools have used 
to implement alternative learning programs. We are particularly interested in 
those alternative programs that have been implemented as a 
school(s)-within-a-school program and integrate the resources of the ccrmunity 
into the curriculum. For these reasons, we are conducting a study oE the 
planning, Implementation, and evaluation procedures used by schools that have 
implemented school(s) -vithin-a-school programs that contain an action-learning 
or community-education canponent. It is hoped that the data collected can be 
used to identify strategies necessary to follow when implementing a program 
such as we have described. 

The study will be conducted in two phases. The first phase will involve 
completion of the enclosed questionnaire entitled, "Options in Secondary 
Education Questionnaire". Based on the results of the questionnaire completed 
in the first phase, principals of selected schools will be interviewed over 
the telephone regarding the Implementation and operation of programs in their 
Bchools. 

The first phase questionnaire is being sent to 112 selected schools across the 
United States. Hie completion and return of this questionnaire is most 
important as it provides the basis for completion of the second phase of 
research. 

Your response to the enclosed questionnaire by October 27, 1980 will be 
greatly appreciated. A self-addreGsed and stamped envelope has been provided 
for this purpose. 

Participation in thiB study is voluntary. Mailing in the questionnaire will 
acknowledge your consent to participate in the study. All answers vill be 
strictly confidential. We will be glad to share our results, conclusions, and 
recaniiondations with you. 

Thank you for your time and cooperation. 

Principal Researcher 
Dr. Donald C. Clark 
Director of Research 

JH/hem 
Enclosures 



OPTIONS IN SECONDARY EDUCATION QUESTIONNAIREt 
THE SCHOOL(S)-WITHIN-A-SCHOOL CONCEPT 

I am requesting your voluntary participation in the 
completion of this questionnaire entitled, "Options in Secondary 
Education Questionnaire." The purposes of this study are to 
identify the ingredients of successful school(s)-within-a-school 
programs that contain action-learning components and to develop 
strategies that can be used to plan and implement such programs. 
If you decide to participate, please answer as many of the 
questions as you are able to answer with confidence. About 20 
minutes of your time will be required for completion of this 
questionnaire and will indicate your consent as a willing 
participant in this study. All data received will be treated 
with anonymity and confidentiality. You are free to withdraw 
from the study at any time. 

SECTION I—ORIGINS AND GOALS OP THE SCHOOL(S)-WITHIN-A-SCHOOL 
PROGRAM 

1. The overarching goal of the optional program is tot (you 
may check more than one.) 

A. introduce alternatives into your school's program 
D. deal with a particular group of Btudents in a more effec

tive manner 
C, reduce discipline problems 
D. increase attendance and/or reduce drop-out rate 
E. increase opportunities for student participation In 

extracurricular activities. 
F. other, please specify 

2. The concept of establishing a school(s)-within-a-school 
program at your school originated witht 

A. teachers 
B. students 
C, school administrator(s) 
D. parents 
E. central administrator(s) 
P. some other group, please specify 

3. During the earlv stages of planning, 

A. funding was provided for the planners. 
B. released time was provided tfor the planners. 
C. funding and released time were provided for the planners. 
D. neither funding or released time was provided for the 

planners. 



SECTION II—PRESENTATION OF THE CONCEPT 

4. The school(s)-within-a-school concept was presented to the 
school staff by means oft 

A. small group presentations 
B. large group presentations 
C. large and small group presentations 
D. other methods .were used, please specify 

5, Personnel that actually participated in the development of 
the program were: 

A. recruited on a voluntary basis 
B. assigned to partaicipate 
C. other, please specify 

6. Once the actual detailed planning beganr 

A. funding was provided. 
B. released time was provided. 
C. funding and released time were provided. 
D. neither funding or released time were provided. 

*NOTEs If funding was provided, would you please specify the 
sou rce? 

SECTION III—IMPLEMENTATION 

7. Did you have available a specific implementation plan7 
Yes, No 

B. Did you follow a specific plan to deal with the changes that 
had to be made in order to Implement the optional program7 

Yes, No 

9. On how large of a scale was the program first implemented? 

A. 10-30 students 
B. 31-100 students 
C. 1 subject area 
D. 2 or more subject areas 
E. school wide 
F. other, please specify 
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10. From the first planning stage to actual implementation, how 
much time elapsed? 

A. one summer 
B. one semester 
C. one school year 
D. more than one school year. Please specify 

11. Was the implementation process evaluated? 

Yea, No 

*Note: If answer is "Yea", please answer 112. If answer is 
"No", skip to 113. 

12. How often was the imr'ementatton proceBB evaluated? 

A. one time 
B. two-three times 
C, more than three times 
D. continuous evaluation 
F. not evaluated 

SECTION IV—EVALUATION PROCEDURES 

13. How often ia the optional program evaluated? 

once every semester 
every school year 
every second school year 
every third school year 
less frequently than every third school year, please 
specify 

14. The following groups participate in the evaluations (You may 
check more than one). 

A. teachers 
B. administrators 
C. studentB 
D. parents 
E. other elements of the community 
F. an outside evaluation team 

15. Is the program accredited? 
Yes, No 

•NOTEi If answer, is "Yes", please specify the accrediting insti
tution. 
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SECTION V—FINANCIAL HATTERS 

16. Here Btart-up funds provided for your optional program? 
Yesr No 

•NOTE: if answer is "Yes", please indicate the source of funds 

17. How do per-pupil expenditures for the optional program 
compare with per-pupll expenditures for the conventional 
program? 

A.' Expenditures in both programs are equal. 
B. Expenditures are less in the optional program. 
C. Expenditures are morfi in the optional program. 

*NOTEs If per-pupil expenditures for the optional program are 
more or less than per-pupil expenditures for the conventional 
program, would you please specify how much more or leBS the 
expenditures are on a per-pupil basis? 

18. In terms of student population, is your district: 

A. growing? 
B. declining? 
C. stable? 

SECTION VI—RELATIONSHIPS 

19. How many "schools"-within-your-school are operating at the 
present time7 

A. one 
B. two 
C. three 
D. more than three, please specify 

20. Is the school (s)-within-a-school program operating in your 
school autonomous in any of the following areas? 

A. hiring of staff 
B. budgeting 
C. curriculum development 
D. evaluation of student progress 
B. student crediting 
F. student discipline 
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21. The leader of the school{a)-wlthln-a-^chool program I S J  

A. the principal of the host school. 
B. a designated "director" who reports to the principal of 

the host school. 
C. a "principal-teacher" teaching in the program. 
D. other, please specify 

22. Which of the following services do students in the 
school(s)-within-a-school program share with students in the 
conventional program? Please check all that apply. 

A. food services 
B. gym facilities 
C. counseling services 
D. other, please specify 

23. Do students in the school(s)-within-a-school program 
participate in any courses and/or classes with studentB from 
the conventional program? 

Yes, No 

*NOTEt If answer is "Yes", please specify the shared courses/ 
classes. 

2 A  

SECTION VII—STUDENT PERSONNEL 

Is the general racial and socio-economic character of the 
h o s t  s c h o o l  r e f l e c t e d  i n  t h e  s t u d e n t  b o d y  o f  t h e  
schoolts)-within-a-school program? 

Yes, No 

25. Do students involved in the school (s)-within-a-school 
program schedule their classes on at 

A. quarter basis? 
B. semester baBis? 
C. yearly basis? 
D. weekly basis? 
E. daily basiB? 
F. other, please specify 
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26. Of those students involved in an action-learning oc 
community-education component, how many are paid? 

A. all 
B. one-haIf 
C. less than one-half 
D. more than one-half, but not all 
E. none 

27. How many students are involved in your school{s)~ 
within-a-BChool program? Please specify 

28. What is the total student population of your school? 
PleaBe specify 

29. Hay I telephone you at a later date for further information? 
(I will pay for all phone costs,) 

Yes, No 

30. If 1 may call you at a later date, may I have the following 
information? 

Your name 
Position 
Phone I A R E A  C O D E  
Day of week and time of day most convenient for me to call 

Thank you, 

Jim Moffett 
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[dials 
] \ V \  f -  A  

^ I * i > , 

T H E  U N I V E R S I T Y  O F  A R I Z O N A  
T U C S O N ,  A R I Z O N A  8 5 7 2 1  129 

COLLEGE OF EDUCATION 
DEPARTMENT OF SECONDARY EDUCATION 

December 16, 1980 

Dear 

On our "Options in Secondary Education Questionnaire" you 
indicated that you would be willing to provide us with some 
further information. We thank you for this. 

Enclosed you will find a list of questions for a telephone 
interview. These are presented as a guide for our telephone 
discussions. 

Again, let me assure you that al'l information will be 
treated with anonymity and confidentiality. 

We deeply appreciate your time and efforts in this matter. 
When the study is complete, we will send you a copy of the 
abstract and results. 

Dr. Donald C. Clark James J. Moffett 
Director of Research Principal Researcher 

encl. 
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OPTIONS IN SECONDARY EDUCATION--TELEPHONE INTERVIEW 
QUESTIONS 

I am requesting your voluntary participation in the 
completion of this telephone interview. The purpose of this 
telephone interview is to supplement data obtained from the 
initial questionnaire entitled, "Options In Secondary 
Education Questionnaire". About 20 minutes of your time 
will be required for completion of this interview. All 
i n f o r m a t i o n  w i l l  b e  t r e a t e d  w i t h  a n o n y m i t y  a n d  
confidentiality. You are free to withdraw from the study at 
any time. The following is a list of the questions that 
will be posed during the telephone interview. 

Action-Learning & Community Education 

1) Briefly describe how elements of the community were 
involved in the organization of the action-learning or 
community education component of your program. 

2) How is coordination with the community maintained as the 
action-learning component operates? 

Change Process 

3) How was the concept of establishing a school or 
schools-within-a-school presented and sold to the following 
groups: 

a) parents? 
b) central administrators? 
c) students? 
d) the community? 

4) Did you plan and follow a procedure for implementing the 
changes necessary to bring about your program and will you 
briefly describe the procedure? 

Problems 

5) What major problems were encountered in selling, 
planning, and implementing your program? 

6) What major problems have you encountered during the 
operation of your program? 
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Evaluation 

7) Please briefly describe how your program is evaluated. 

8) How is student progress evaluated and how is crediting 
carried out? 

Recommendations 

9) What recommendations would you make to those considering 
implementing a program similar to yours? 
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PANEL OP EXPERTS 

Dr. Don Barnes—Professor of Secondary Education, University 
of Arizona. 

Mr. Henry Egbert—Retired High School Principal, Tucson 
Unified School District, Tucson, Arizona. 

Dr. Nick Guirl—Director of High School Alternative 
Education Programs, Tucson Unified School District, 
Tucson, Arizona. 

Mr. A1 Slawson—Director of Instructional Support, Regular 
Programs, Tucson Unified School District, Tucson, 
Arizona. 

Dr. Clyde Tidwell—Director of Senior High Accommodation 
School, Tucson Unified School District, Tucson, 
Arizona. 
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