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ABSTRACT
The following study investigates students’ perception of the alternative schools they attend
through the lens of Self-Determination Theory. This research assesses current 18- to 21-year-old
students attending alternative schools in the Pacific Northwest using a quantitative approach. The
study, based in the Pacific Northwest with data collected specially in Idaho, utilizes a survey that
gathers demographic data and student responses to a five-point Likert scale focused on self-
determination and its subscales: autonomy, relatedness, and competence in an alternative school
setting. This study addresses the gap in literature regarding Pacific Northwest alternative schools,

their students, and the effectiveness of these schools.
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Chapter I: Introduction

Historically, dropout has been an issue in education (Kumm et al., 2020; Long et al.,
2018; Poyrazli et al., 2008). High school dropout is defined as leaving school prior to completion
and has a variety of negative long-term personal consequences including unemployment, long-
term poverty, and shorter life expectancy (Dupéré et al., 2018; McDermott et al., 2019). Students
in the United States can drop out of school between the ages of 16-18 depending on the state they
reside in (National Center for Education Statistics [NCES], 2021a). Dropout can be caused by
internal and external factors including struggling with school engagement and difficult home and
family dynamics (Dupéré et al., 2019; Zengin, 2021). More specifically students who leave
school before completion often face issues with bullying, unstable home lives, substance abuse
issues, and are often minorities, males, and students with disabilities (Cavaco et al., 2021,
Foreman-Murray et al., 2022). High school dropout rates are a problematic issue in the United
States and other countries (Motevalli et al., 2021; Zeinalipour, 2022; Zeldin et al., 2018).
Dropout rates have fluctuated over the last fifty years; however, decreases have not been
consistent (Amitay & Rahav, 2020; Hickman & Anderson, 2019; Staff et al., 2020). Notably, the
status dropout rate, which is the number of students who left school during a surveyed year in
2010, was 8.3, and in 2021 was 5.2 (NCES, 2021a). While there was a decrease over the last
decade the rate of dropouts remained in the 5% range from 2017 to 2021 with an increase from
5.1 to 5.2 occurring between 2019 and 2021 (NCES, 2021a). Students who dropout of high
school experience negative life outcomes including earning less, struggling with health issues,
and negatively impacting the community in which they live financially (Cavaco et al., 2021;

Lagana-Riordan et al., 2011).



Realizing the impact of dropping out, many researchers have dedicated studies to
preventing dropout and understanding the factors that lead to it (Hsieh et al., 2021; Yavruturk et
al., 2020; Young-sik et al., 2018). Internal factors that can lead to dropout include engagement,
low motivation, mental health, lack of belonging, and other social and emotional influences,
while the external factors often include school issues, criminal activity, having to support a
family, becoming pregnant, or bullying (Dupéré et al., 2018, 2019, 2021). The implementation of
alternative education programs was introduced in the late 1900s as one solution or support
system for these students (Lange & Sletten, 2002; Porowski et al., 2022). To support the students
who were struggling to be successful in school, the United States started implementing
alternative school programs. Alternative schools/programs can be defined as any program or
school that provides alternative pathways to high school completion (Aron, 2006; Lange &
Sletten, 2002; K. L. Wilkerson et al., 2018). Since their inception, alternative programs and
schools have diversified to meet the needs of struggling students and provide alternative
experiences including vocational and arts-based programs. (Lea et al., 2019; Nada et al., 2020).
For the purpose of this study, alternative schools serving at-risk youth will be the focus, as they
are directly created to support potential dropouts (Afacan & Wilkerson, 2019; Ahn & Simpson,
2013; Booker & Mitchell, 2011; Hoge & Rubinstein-Avila, 2014; Kennedy & Soutullo, 2018;
Novak, 2019; Stevenson et al., 2021; K. Wilkerson et al., 2016).

Despite their longevity, many alternative schools have not been thoroughly vetted for
effectiveness due to their ever-changing structure and the difficulties with student attendance and
retention (Ahn & Simpson, 2013; Hsieh et al., 2021; Lange & Sletten, 2002; K. Wilkerson et al.,
2016). Specifically, recent literature has indicated that most alternative schools serve a student

population that is predominantly male, low income, and has special needs (Afacan & Wilkerson,



2019; Rubens et al., 2019; Staff et al., 2020). The overrepresentation of these underserved
populations in alternative education indicates a need for further research on these schools and
their effectiveness (Doll et al., 2013; Frank, 2019; McDermott et al., 2019). It is important to
note is that students who drop out are often targeted as “at risk.” The term “at risk” is used in
educational environments for those students who are at-risk of dropping out of school (Donnelly,
1987; Trauth & Harris, 2019). Current literature available on dropouts and alternative schools
coincides with research done on at-risk populations as students who are at risk may also be
placed in or choose to attend an alternative school setting (Dupéré et al., 2018; Glavan, 2019;
Staff et al., 2020). Substantial research has been conducted on factors contributing to dropouts as
well as understanding who dropouts are (Antoni, 2021; Paraman & Hussain, 2022; Staff et al.,
2020; Szlyk, 2020; Vera et al., 2016; Zengin, 2021). Additionally, there has been emerging
qualitative research on alternative schools and the experiences of students attending those
schools in major cities and large urban areas, as well as sections of the United States including
the Midwest (Ballard & Bender, 2022; Cantey, 2022; Conner et al., 2022; Fortner, 2022;
Paraman & Hussain, 2022; Ramsdal & Wynn, 2022; Runkle, 2022). However, there is a gap in
the research on alternative schools from a quantitative perspective, including rural alternative
schools. This purpose of this study is to use the perspectives of current alternative school
students in the Pacific Northwest (PNW) to better understand what effective elements of
alternative education are and how these elements lead to a student's completion of school. This
chapter will define the current issue and related terms and determine the study’s significance

followed by brief insight into the study’s methods.



Statement of the Problem

Understanding the cause of student dropouts is critical to continuing to reduce the
dropout percentage, which is important because of the negative impact dropping out has on
society and the individuals who leave school (Cavaco et al., 2021; Lagana-Riordan et al.,
2011).While there has been an overall decrease in dropout over the last decade, the dropout
numbers remain consistent among minorities, students with disabilities and students living in
poverty (Dameron et al., 2019; Dupéré et al., 2019; Jordan et al., 1994). Dropping out of school
can have adverse effects on the individual and society in general. Notably, the estimated cost per
dropout to the economy is approximately $272,000 per individual over their lifetime (National
Center for Education Statistics (NCES, 2021a). This means that during 2020, when two million
students dropped out of school, the cost was approximately 544 billion dollars, about $1,700 per
person in the US (NCES, 2021a). Students who drop out negatively impact the socio-economic
development of a country by contributing to what is considered an untrained workforce (Zengin,
2021). Moreover, students who drop out of high school experience health issues as well as
challenges with employment and homelessness (Marlow & Rehman, 2020; Runkle, 2022; Vinas-
Forcade et al., 2021).

Alternative schools are one of the resources available to support students at risk of
dropping out of school (Flores & Brown, 2019; Lagana-Riordan et al., 2011; K. Wilkerson et al.,
2016). Alternative schools were designed to meet the needs of students not finding success in the
traditional school setting (Aspiranti et al., 2021; Hsieh et al., 2021; Mann & Whitworth, 2017,
Perzigian & Braun, 2020). The Pacific Northwest states which include Idaho, Washington and
Oregon, all have state laws in place that support the placement or choice of students at risk of

dropping out to participate in alternative school programs. Numerous studies have been



conducted on the reasons leading to students dropping out of high school. However, there is a
lack of data indicating the effectiveness or ineffectiveness of alternative programs that have been
put in place to prevent dropout (Antoni, 2021; Duke & Tenuto, 2020; Flores & Brown, 2019).
The importance of further research on alternative schools has heightened due to the increase in
dropout students and at-risk students following the impact of COVID-19 on vulnerable
populations (Antoni, 2021; Chiu, 2022; Colao et al., 2020; Edge, 2020; Outhwaite & Gulliford,
2020). In a recent article, 20 of the 26 states where data is available, graduation rates fell in 2021,
and while further comprehensive national data will likely not be available until 2023, there are
early indicators that this trend will continue (Barnum, 2023).

The combination of the continued high percentages of high school dropouts, the number
of alternative schools housing a disproportionate number of marginalized communities, and
emerging social issues, primarily the social and emotional impacts of COVID-19, indicates a
need for research on the effectiveness of alternative schools as a form of dropout prevention
(Dupéreé et al., 2021; McDermott et al., 2019; Szlyk, 2020; Yavrutirk et al., 2020; Young-sik et
al., 2018). Due to the wide variety of types of alternative schools' programs, it is imperative to
isolate what specifically is effective in supporting students at risk of dropping out of school
(Amitay & Rahav, 2020; Duke & Tenuto, 2020; Griffiths et al., 2019; Henderson et al., 2018;
Hickman & Anderson, 2019; Joslyn et al., 2019; Newton et al., 2017; Trauth & Harris, 2019;
Young-sik et al., 2018). The purpose of this study is to better understand alternative schools and
how they support students at risk of dropping out. These schools house students who have been
unsuccessful in school due to their academic struggles, behavior difficulties, and social and
emotional challenges, making them an important sample for the study of school effectiveness

from the student perspective (Ahn & Simpson, 2013; Poyrazli et al., 2008; K. Wilkerson et al.,



2016). Students in alternative schools are a vulnerable population due to their at-risk status, so
for this study, only the perspectives of current 18- to 21year-old students will be included in the
population. The goal of the study is to better understand if students who attend alternative
schools in the Pacific Northwest were able to complete their education because of the self-
determination elements present that were specific to the alternative school they attended.
Furthermore, research that is focused on the quantitative measuring of students’ perspectives of
the effectiveness of alternative schools as a form of dropout prevention is needed to add and
support the current primarily qualitative research on alternative schools (Cantey, 2022; Fortner,
2022).
Background and Theoretical Framework

Historically, the tracking of high schools' dropouts began in the 1960’s through the
National Center for Education Statistics (NCES, 2021b). There was a pattern of consistent
dropout rate throughout the decades following. Starting in 2010, there has been a steady decline
in the dropout rate. The dropout rate has consistently declined, but the numbers for students from
American Indian/Alaska Native, Hispanic, and Black households are significantly higher than
those of other ethnicities. The most recent NCES dropout rate was collected in 2021 and was
5.2%, which is lower than previous years (NCES, 2021a). A potential correlation and reason for
the consistent decrease in dropout rates is the implementation of alternative schools. Alternative
schools became a prominent fixture in United States Education in the late 1960s to assist in
dropout prevention and to serve those who were not successful in traditional schools (Doll et al.,
2013; Lange & Sletten, 2002; Vogell, 2017).

Students who attend alternative schools must qualify as at-risk students, which can

include students who participate in criminal activity, substance abuse, truancy, are victims of



poverty, have experienced adverse childhood experiences (ACES), and racial inequity, all of
which lead to educational barriers and credit deficiency (Afacan & Wilkerson, 2019; Aspiranti et
al., 2021; Frank, 2019; McDermott et al., 2019; Rubens et al., 2019; Staff et al., 2020; Tierney,
2020). The term at-risk formerly refers to a student at risk of dropping out of high school and
those students who lack the social, economic, or foundational skills to be successful in the
traditional education setting (Churchill et al., 2021; Deli et al., 2021; McBath, 2018; Messner,
2018; Ohrt et al., 2020).

School engagement and belonging are strong indicators of student success in traditional
and alternative settings (Hsieh et al., 2021; Novak, 2019; Walker & Graham, 2019; Yavrutlrk et
al., 2020). Both terms relate to the idea of students having a sense of ownership and belonging in
their educational environment and the immediate success it has on student achievement and
attendance (Moffatt & Riddle, 2021; Perzigian & Braun, 2020; Stevenson et al., 2021). When
these concepts, ownership and belonging, are studied in an alternative school setting, beneficial
findings can be discovered, including a better understanding of how to facilitate student
engagement and retention. (Afacan & Wilkerson, 2019; Tierney, 2020; Yavrutiirk et al., 2020).

Thirty-eight states have developed statutes that support the implementation of alternative
programs to support students who have not been successful in traditional schools (Kannam &
Weiss, 2019). More specifically, research has been conducted on alternative education and
successful school strategies that support at-risk students, but there is a gap in the literature
combining the concepts and assessing them from the alternative student’s perspective in
populations of mixed demographics, specifically a population that represents both rural and
urban areas (Cantey, 2022; Farrelly & Daniels, 2014; Fortner, 2022). Many qualitative studies

have been conducted in the United States on alternative schools but there have been no studies



on the alternative schools in the Pacific Northwest, which is defined as Idaho, Oregon, and
Washington (Cantey, 2022; Farrelly & Daniels, 2014; Fortner, 2022; Glavan, 2019).

The Pacific Northwest houses over 100 alternative programs in rural and urban areas.
These areas also include two states with dropout rates higher than the national average and one
that aligns with the national average dropout rate. NCES (2021a) indicates that Oregon and
Washington have a higher than U.S average of dropouts, with both being more than 6.5%. Idaho
closely follows, meeting the U.S average at 6.0%. Figure 1 illustrates the status dropout rate in
the United States.
Figure 1

NCES Status Dropout Rate Map

ACS high school status dropout rate: 2013-2017
°> [[] Lower than the U.S. average (23)

HL 3.9 [ Not measurably different from the U.S. average (12)
’ [l Higher than the U.S. average (16)

Note: The map above shows the state status dropout rates as provided by NCES (2021a).

No permission required.



Additionally, students in Idaho can drop out at age 16, while students are mandated to
attend school in Washington and Oregon until they are 18. (NCES, 2021a). The Office
of Superintendent of Public Instruction in Washington (OSPI) collects annual annual data
surrounding the dropout rate in Washington. In their 2022 report, they found that 85,240 students
began the 9" grade in the 2018-2019 school year and 70,121 completed on time with their
original cohort (Came, 2019). This is a dropout rate of approximately 18%. Specifically, 20.8%
of the students dropping out of Washington schools are American Indian/Alaska Native.
Hispanic, Black, and Native Hawaiian students, as well as those students who identify with two
or more races, are also represented in the dropout pool, with each race ranging between 9.8-
12.9%, while only 9.7% of students who drop out are white (Office of Superintendent of Public
Instruction [OSPI], 2019). Students were also classified into certain state-identified student
groups, including foster care, homeless, low income, migrant, multilingual learner, and special
education students (Came, 2019). Similarly, Oregon has a higher percentage of American
Indian/Alaska Native dropouts than other demographics, accounting for 7.83% of all Oregon
dropouts, and 11.8% of Oregon dropouts were indicating homelessness (Oregon Department of
Education [ODE], 2023). With an overall completion rate of 81.3, Oregon is behind Washington,
which has a completion rate of 82.3% (Miller, 2023; Velez, 2023). Idaho falls behind both states
with an overall completion rate for 2022 of 79.9%. Idaho schools have shown a consistent uptick
in high school dropout rates, with an overall dropout rate of 20.1% in 2022, the highest it has
been since 2015. The dropout demographics are similar to those seen in the other Pacific
Northwest states, with students who are economically disadvantaged, with disabilities, in foster

care, experiencing homelessness, English learners, or migratory having graduation rates below
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the state average. This was also true for students who are American Indian or Alaskan Native,
Black, Hispanic or Latino, two or more races, or male (Flandro, 2023).

The national and state data provided and the diverse populations in these states solidify
the need for research on the Pacific Northwest focusing on alternative schools and student
dropouts in these states. Furthermore, this study focuses on a large but diverse demographic
group of current 18-to 21-year-old attendees from the Pacific Northwest through a quantitative
lens to help identify current and emerging successful factors related to self-determination in
alternative schools that are instrumental in preventing dropout and helping students successfully
complete school.

Theoretical Framework

A theoretical framework is the foundation on which a study is built, and without it, the
direction of the study is unclear (Grant & Osanloo, 2014). Self-Determination Theory (SDT) was
used as a theoretical framework to guide this current study. Self-Determination Theory is defined
as a framework for understanding the factors that promote motivation specifically and when
applied to education, focuses on students’ engagement in learning, if a student values education,
and a students’ confidence in being successful in school (Deci et al., 1991; Ryan & Deci, 2017).
Self-Determination Theory is focused on factors that influence student learning, such as human
motivation and wellbeing, both intrinsic and extrinsic, and more narrowly focuses on autonomy,
competence, and relatedness/belonging (Niemiec & Ryan, 2009). SDT is based on the belief that
human beings are inherently proactive and endowed with a natural tendency to learn, and that
social conditions and environments have a significant impact on a person's ability to learn
(Howard et al., 2021; Ryan & Deci, 2009). SDT emphasizes students taking credit and

accountability for their own learning (Chiu, 2022; Farrelly & Daniels, 2014). Using this
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theoretical framework allows a focus on how Self-Determination Theory is rooted in student
motivation, and how students’ connection and engagement lead to student retention and
completion (Close, 2001). For this study, SDT is embedded into the survey questions to better
understand from the student perspective how levels of self-determination factors are correlated
with alternative school students.

SDT comprises behavior regulation, human needs, intrinsic and extrinsic motivation.
Many studies have used Self-Determination Theory as a basis for assessing students’ perceptions
of schools and to look exclusively at motivation and its impact on engagement (Afacan &
Wilkerson, 2019; Howard et al., 2021; Krettenauer & Curren, 2020; Van Ryzin et al., 2009).
Specifically, SDT theorizes that when a student experiences autonomy, competence, and
relatedness, they have increased intrinsic motivation and, overall, more engagement in school
(Ryan & Deci, 2009) (see Figure 2).
Figure 2

Three Innate Needs of Self-Determination

Autonomy Relatedness

The feeling one has choice The need to f‘eel conneFted
and willingly endorsing and belongingness with

one’s behavior others

(Mayo et al., 2022; Ntoumanis et al., 2021)
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Autonomy is focused on one’s ability to choose and, in a school environment, can look
like allowing someone to have control over their own choices. Competence is a feeling of
mastery and, in a school setting, it is evident when there are a variety of choices and chances for
students to find success and try new, challenging things. Relatedness is a student’s sense of
connection, and in a school, how well a student connects with students and teachers shows
evidence of relatedness (Mayo et al., 2022; Ntoumanis et al., 2021). SDT and the three focused
elements of autonomy, relatedness, and competence are an appropriate framework to use to
better understand the alternative school population because most alternative school students
show disengagement from public schools and increased social and emotional challenges,
potentially more so now because of the impact on motivation for students since COVID-19
(Ewing et al., 2021; Flores & Brown, 2019; Glavan, 2019; Vera et al., 2016; Zeinalipour, 2022).
In previous studies, student voice in alternative education has been one of the more commonly
used lenses for understanding the effectiveness of alternative schools. (Afacan & Wilkerson,
2019; Cantey, 2022; Ewing et al., 2021; Glavan, 2019; Zeinalipour, 2022). Recent dissertations
on alternative schools have used a qualitative approach to gauge what the students in these
alternative school's view as effective (Cantey, 2022; Farrelly & Daniels, 2014; Fortner, 2022).
Furthermore, research indicates that the level at which students are engaged in their own learning
and education has an impact on their success, which shows that there is a connection between
students being motivated, feeling heard, and being engaged in alternative settings (Conner et al.,
2022; Flores & Brown, 2019). Students who are attending alternative schools are at risk of
leaving school for reasons that can be directly tied to a disconnect from education (Amitay &

Rahav, 2020; Cockerill, 2019). Self-Determination Theory as the theoretical framework could
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provide a base understanding of alternative schools through a lens of autonomy, competence, and
relatedness.
Research Questions

The purpose of this quantitative study is to understand if 18- to 21-year-old students in
attendance at alternative schools have a sense of autonomy, relatedness, and competency.
Additionally, this study aims to understand the relationship between the demographics of
students attending alternative schools and the components of Self-Determination Theory. While
there has been previous research done on alternative schools from the student perspective, the
literature indicates a need for further research on a larger, more diverse sample size and from the
quantitative perspective (Cantey, 2022; Doll et al., 2013; Farrelly, 2013; Glavan, 2019; Huerta &
Hernandez, 2021; Morrissette, 2018; Tierney, 2020). The following research questions were
developed with the goal of understanding the profile of students who are currently attending
alternative schools in the Pacific Northwest, but more importantly, how they perceive their
experience at alternative schools through the lens of Self-Determination Theory.

1. Do 18- to 21-year-old students attending Pacific Northwest alternative schools have a
strong sense of autonomy, relatedness, and competence?

2. Do demographic factors gender, free and reduced lunch, special education services and
ethnicity have an impact on self-determination factors; autonomy, relatedness, and competence
for 18- to 21-year-old students at Pacific Northwest alternative schools?

Description of Terms
The author has provided definitions of several terms that will aid in the understanding of the
study. The following terms are reflective of what is found in the literature on this topic, as well

as others that are important for the understanding of this study:
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Adverse Childhood Experiences (ACES). Adverse childhood experiences, or ACEs, are
potentially traumatic events that occur in childhood (0-17 years). These traumatic events,
depending on their level of severity and how many ACEs a child experiences, have a direct
impact on brain development and affect how the body responds to stress, which could have
detrimental long-term effects, including, but not limited to, medical issues and generational

social and emotional issues (U.S. Centers for Disease Control and Prevention [CDC], 2024).

Alternative Education. Defined as a public elementary/secondary school that (a)
addresses the needs of students who typically cannot be met in a regular school; (b) provides
nontraditional education; (c) serves as an adjunct to a regular school, or (d) falls outside the
categories of regular education, special education, or career/ technical education” (NCES,
2021b).

At-risk Youth. Students not experiencing success in school who are more likely to drop
out of school (Donnelly, 1987).

Academic Focused Alternative Schools. Alternative schools designed to provide
academic support to students who experience credit deficiencies or are behind in school (K.
Wilkerson et al., 2016).

Autonomy. The need to feel that one’s behavior and resulting outcomes are self-
determined, or self-caused, as opposed to being influenced or controlled by outside forces
(Johnston & Finney, 2010).

Basic Needs Satisfaction at Work Scale. This scale assesses the satisfaction of
employees’ basic needs in the workplace (Johnston & Finney, 2010).

Behavior Focused Alternative Schools. Alternative schools that serve students
unsuccessful in other school settings due to low academic achievement coupled with significant

behavior challenges (K. Wilkerson et al., 2016).



15

Completers. The term includes students who achieved a high school diploma or another
form of high school equivalency (NCES, 2021a).

Competency. An individual’s need to feel effective and capable of performing tasks at
varying levels of difficulty (Johnston & Finney, 2010).

Dropout. Students who leave school before they complete their high school education

(NCES, 2021a).

Event Dropout Rate. The event dropout rate is the percentage of 15- to 24-year-olds in
grades 10 through 12 who leave high school between the beginning of one school year and the
beginning of the next (NCES, 2021a).

Free and Reduced Lunch. During the school year, qualifying children can receive free
and reduced-cost meals while at school (Idaho Department of Health and Welfare [IDHW], n.d.).
Students qualifying for free and reduced lunch are an indicator of poverty and the inability to pay
for their meals, and this provides an index for schools on low-income students (NCES, 2021b).

Free and Appropriate Public Education (FAPE). Fair and equitable education is
ensured through a variety of federal mandates and educational policies. FAPE is an education
policy that ensures that students are provided education at public expense (free); are provided in
conformity with an appropriately developed individualized education program, or IEP
(appropriate); are provided under public supervision and direction (public); and include an
appropriate preschool, elementary, and secondary education that meets the education standards,
regulations, and administrative policies and procedures issued by the State Department of
Education (Idaho State Department of Education [SDE], 2018).

Pacific Northwest. Commonly defined as Oregon, Washington, and Idaho (Misachi,

n.d.).



16

Positive Behavior Incentive System. A function-based prevention and intervention
approach that seeks to replace challenging, disruptive, and aggressive behaviors with prosocial
skills (Griffiths et al., 2019).

Pull Out. Responsibilities that compete with students’ education, such as caring for a
relative or needing money to support their families (McDermott et al., 2019).

Push Out. Includes failing classes, suspension or expulsions, and teachers or school staff
who pushed students out (McDermott et al., 2019).

Engagement. According to the National Association of Independent Schools (National
Association of Independent Schools [NAIS], 2018), engagement is defined as meaningful
student involvement through the learning environment (Stevenson et al., 2021).

School Climate. The National School Climate Center broadly defines school climate as
the quality and character of school life and is a phenomenon strongly associated with student
achievement (Perzigian & Braun, 2020).

Status Dropout Rate. Percentage of students who are 16 to 24 who have not completed
high school or some other form of high school credential (i.e., GED) (NCES, 2021b).

Relatedness. The need to feel connected to, supported by, or cared for by other people
(Johnston & Finney, 2010).

Significance of Study

Educators, administrators, and those involved with educational policy aim to meet the
needs of all students. Currently, there are students in the Pacific Northwest that are not finding
success in school, both in the traditional and alternative settings, as evidenced by the graduation

rates of the last four years (see Table 1).
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Table 1

All Student Graduation Rates in the Pacific Northwest 2019-2022

2018-2019 SY 2020-2021 SY 2021-2022 SY

Idaho 80.5% 82.1% 79.9%
Washington 80.9% 82.9% 82.3%
Oregon 82.6% 80.6% 81.3%
National Average 94.8% 94.7% 94.8%

Note. This table illustrates the dropout rates from the Pacific Northwest from 2018-2023. All
data was collected from the State Department of Education website for each state (Came, 2019;
SDE, 2018; Oregon Department of Education, 2023)

This study will provide districts in the PNW with crucial information on alternative
school students, and the data collected will also illuminate if self-determination is a successful
strategy in aiding student motivation and retention. This is an important step in the process
toward ensuring all students complete high school. Current research exists on who high school
dropouts are, what are some of the social, economic, and personal challenges they face are, and
how that impacts their ability to be successful in school (Amitay & Rahav, 2018; Hoge &
Rubinstein-Avila, 2014; Nada et al., 2020; Tierney, 2020). Additionally, there are several
emerging studies focused on traditional schools and the potential choice to have a student placed
in an alternative school and potential pitfalls of recent education-impacting events. Specifically,
students are facing new challenges due to COVID-19 (Antoni, 2021; Bera et al., 2022; Bouter et
al., 2022; Colao et al., 2020). Currently, no research has specifically focused on the Pacific
Northwest alternative school population from a quantitative perspective. In addition, the majority
of the current research on alternative schools is focused singularly on the qualitative approach to
alternative student success. These factors, aligned with the percentages of high school dropouts

and at-risk students and states using alternative education as an option for students falling into
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these categories, indicate a need for research on Pacific Northwest alternative schools. This will
allow for an overarching understanding of practices that are effective with this population from
the current attendees who are finding success in these programs. This could lead to a greater
understanding of alternative education and its ability to support at-risk youth and inform future
implementation of effective interventions for this population. These findings can also impact
traditional school approaches to at-risk youth within their settings, by informing if SDT in
alternative school aided in their retention and in their potential completion of school. The
findings of this study would benefit students, parents, administrators, and policymakers.
Overview of Research Methods

This current research examined Pacific Northwest alternative 18- to 21-year-old students
who have are on currently attending alternative schools. The researcher sought and gained
approval from the Institutional Review Board at Northwest Nazarene University (see Appendix
A). The researcher used representative sampling for this study, which allows for a greater
understanding of the larger population of students attending alternative schools (Urdan, 2016).
To gain participants for this study, the snowballing method was used. Snowballing is the practice
of involving others in the collection of participants, specifically superintendents or principals
aiding in student identification (Creswell, 2019). The researcher contacted 45 districts in the
Pacific Northwest to gain access to their schools (see Appendix B). Once permission was
granted, the researcher traveled to or put in place an in-person liaison to administer the electronic
survey, which housed the informed consent and collected demographic data. To answer the
research questions, quantitative data was collected through an adapted version of the Basic
Needs Satisfaction at Work Scale (BNSW-S) survey (see Appendix C). The researcher has

permission to use this survey (see Appendix D). This adapted BNSW-S survey assesses the
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student’s perceived satisfaction of autonomy, relatedness, and competence in their school setting.
The instrument used in this study was previously developed, validated, and used in a similar
study using Self-Determination Theory (Cantey, 2022; Farrelly & Daniels, 2014). Demographic
data was collected to further understand the population of students attending alternative schools.
All the data was analyzed using descriptive statistics and one-way MANOVA to assess the
relationships between all demographic factors and student perceptions from the survey. The
questions on the survey are scored utilizing the quantitative Likert style approach to numerically
quantify students' feelings about school and provide specific information about the subscales
associated with SDT. The students’ Likert median scores were then compared to the
demographic data to understand the relationships between each of the demographic variables and
the students’ school experience. This allowed for an analysis of the demographic variables and
how they had an impact on the students’ alternative school experience. The study was designed
to analyze from a large-scale quantitative perspective what retains and aids in the success of at-
risk youth in school at alternative schools in the Pacific Northwest. This study reveals if
relatedness, competence, and autonomy have a positive impact on alternative school students.
All these findings will add to the primarily qualitative literature on students’ experiences in
alternative schools as well as provide updated demographic data on current potential dropouts
and alternative school attendees.
Conclusion

Dropout rates have decreased, but the decrease has not been consistent, which indicates a
need for further research on dropout prevention programs (Amitay & Rahav, 2020; Hickman &
Anderson, 2019; Staff et al., 2020). Historically, alternative schools have been one of the main

dropout prevention programs in the United States and in other countries (Joslyn et al., 2019;
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Newton et al., 2017; Trauth & Harris, 2019). While studies have been conducted in these
schools, there is a need for further research on these schools in areas yet to be studied, such as
the Pacific Northwest. This quantitative study aimed to better understand the perspective of
current students, all 18 years of age or older, of alternative education programs in the states of
Idaho, Oregon, and Washington. This sample has not been specifically studied and will provide
valuable insight into alternative schools in these states and others. There is a wide breadth of
literature focusing on who high school dropouts are and what internal and external factors lead to
potential dropouts, covered in Chapter Two of this dissertation. This chapter shows the research
that illustrates and supports the concepts that students at risk of dropping out of high school are
often disengaged from school and struggle with social and emotional issues (Conner et al., 2022;
Howard et al., 2021; Zeldin et al., 2018). Additionally, the chapter details how a student
dropping out of school negatively impacts the student and society (Cavaco et al., 2021; Lagana-
Riordan et al., 2011). Chapter Two will be followed by an overview of the study conducted in
Chapter Three, which will detail the participants and site selection of this study, as well as
provide information on the instrument utilized to gather quantitative data. Following this will be
an in-depth explanation of the analytical methods used in this study to better understand the
effectiveness of alternative schools from the student’s perspective through a lens of Self-
Determination Theory. Chapter Four will illustrate this analysis's findings, including the specific
demographics of students currently attending alternative schools in the Pacific Northwest and the
result of the quantitative survey Likert response. Finally, in Chapter Five, the study will address
the connection between the research questions, theoretical framework, and the findings of the
study and explain the overall importance of the study and how these findings add to the literature

available on high school dropout, alternative schools, and at-risk youth.
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Chapter I1: Review of the Literature

In 2021, the United States’ dropout rate for high school students was 5.2%, and that year,
there were 2.0 million dropouts between the ages of 16 and 24 (NCES, 2021a). Dropout is
defined as students who leave school before they complete their high school education, which is
the opposite of a completer, who is someone who has successfully completed their high school
path through traditional, alternative, or GED pathways (NCES, 2021a; Runkle, 2022; Zengin,
2021). The age of dropout varies by state, but in some states, students can drop out as early as
age 16 (NCES, 2021a). Students who are at risk of dropping out of school struggle with a variety
of internal and external factors, and certain populations are more susceptible than others
(Foreman-Murray et al., 2022; Morrissette, 2018; Ramsdal & Wynn, 2022). Studies have shown
that students at risk of dropping out of high school are often disengaged from school and struggle
with social and emotional issues (Conner et al., 2022; Howard et al., 2021; Zeldin et al., 2018). If
a student drops out of school, it negatively impacts the student and society (Lagana-Riordan et
al., 2011). Students who do not successfully complete school can experience a variety of health,
financial, and emotional issues that impact the people around them and put stress on the
community they live in (Cavaco et al., 2021). Since the early 1900’s, alternative schools have
been used to support students who are not successful in the traditional school setting (Cantey,
2022; Fortner, 2022; Hofer et al., 2021). Alternative schools are programs tailored to meet the
unique needs of at-risk students through credit recovery, social and emotional programs, and
flexible scheduling (Foley & Pang, 2006; Franklin et al., 2007; Mills et al., 2017). Alternative
education and the student’s experiences at their schools have been qualitatively assessed in
sections of the United States and other countries to understand what makes these students and

schools successful (Cantey, 2022; Foley & Pang, 2006; Fortner, 2022; Glavan, 2019;
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Morrissette, 2018). There is a gap in the literature focusing on the alternative school experience
from a quantitative perspective. There is a need for further research on the near-completer
perspectives on the effectiveness of alternative schools in the Pacific Northwest due to their
experience in schools and nearness to successful completion. The following review of literature
will provide a description of Self-Determination Theory, the theoretical framework for this
study, a profile of students who commonly drop out, and an overview of alternative schools.
Theoretical Framework

A theoretical framework is considered the blueprint for inquiry and provides a guide and
direction for research design (Grant & Osanloo, 2014). For this study, the theoretical framework
is the Self -Determination Theory with a specific focus on the Basic Psychological Needs
Theory. Psychologists Richard Ryan and Edward Deci are the authors of the Self-Determination
Theory (SDT) of motivation. Self-Determination Theory is a social cognitive theory focused on
behaviors and whether they are chosen or forced, specifically if they are intrinsic or extrinsic
(Hofer et al., 2021). Self-Determination Theory has adapted and grown to encompass six mini
theories: Cognitive Evaluation Theory, Organismic Integration Theory, Causality Orientation
Theory, Basic Psychological Needs Theory, Goal Contents Theory, and Relationship Motivation
Theory (Krettenauer & Curren, 2020). Self-Determination Theory, when applied to education,
focuses on students’ engagement in learning, students’ value of education, and the students’
confidence in their ability to succeed in school (Deci et al., 1991) (see Figure 3). SDT consists of
behavior regulation, human needs, intrinsic motivation, and an understanding of extrinsic
motivation. SDT differs from other motivation theories in behavior regulation (Ryan & Deci,
2009). While most motivation theories focus on what motivates a person to do things, SDT

focuses on the nuances of intentionality versus motivation (Deci et al., 1991). Specifically, the
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theory separates self-determined and controlled intentional regulation; self-determined is a
choice to regulate, whereas controlled is often a choice to defy or comply (Ryan & Deci, 2017).
Figure 3

Self-Determination Theory

Competence
Feeling effective at one’s
activities
Autonomy Motivation Enhanced
Having a choice, being and performanc.:e and
able to be yourself Engagement well-being

Relatedness
Feeling connected to
others, sense of belonging

Note. Ryan & Deci, 2017

There are several types of motivation, both intrinsic and extrinsic, that are relevant to this
theory (Deci et al., 1991). For this theory’s purpose, intrinsic motivation is the desire to
accomplish something for one’s satisfaction. Furthermore, these ideals are the basis of SDT
because it explicitly states that some motivations are internal and that they come from a self-
imposed place (Alivernini & Lucidi, 2011). Extrinsic motivation was not originally a part of
SDT; after further research, four types of extrinsic motivation are pertinent in the understanding
of SDT: external, introjected, identified, and integrated forms of regulation (Niemiec & Ryan,
2009; sp& Deci, 2009). External regulation is the concept of students doing things because of an
outside reward, making it the lowest form of SDT. Identified regulation is the idea that if
something is valued and there is meaning to the action and direct results, someone is motivated
to do it. This directly applies to Self-Determination Theory as it is an extrinsically applied

motivation, but it causes an internal motivation to occur (Ryan & Deci, 2009). Lastly, integrated
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forms of regulation are two types of extrinsic motivators that tie together to form a more
inherent, almost internal motivation. Internal and integrated still differ in how internal is self-
imposed, whereas the base of integrated is extrinsic (Deci et al., 1991).

Basic Psychological Needs Theory (BPNT), which is a theory associated with SDT,
illustrates motivation through the SDT subscales of autonomy, competence, and relatedness
(Krettenauer & Curren, 2020). Autonomy is a crucial element of Self-Determination Theory due
to its direct connection to intrinsic motivation; SDT theorizes that students who have autonomy
in schools are more likely to be successful because they are intrinsically motivated to succeed
(Hofer et al., 2021; Krettenauer & Curren, 2020). Competence is defined as feeling confident in
one’s ability, specifically, a student feeling that they can participate in the educational
environment and succeed in it (Howard et al., 2021; Krettenauer & Curren, 2020; Niemiec &
Ryan, 2009). Relatedness in SDT and BPNT suggests that students make a connection with the
school and the material taught (Van Ryzin et al., 2009). Relatedness and belonging are used
interchangeably in the literature due to the similarities in their definitions (Cockerill, 2019;
Keyes, 2019).

SDT suggests that these human needs are essential to students' motivation in schools.
Specifically, the theory supports that the needs of autonomy, competence, and relatedness must
be met for students to be appropriately motivated and successful in school (Howard et al., 2021;
Krettenauer & Curren, 2020). Many studies have used Self-Determination Theory or theories
based on the analysis of the principles present in SDT to assess students’ perceptions of schools,
and a few were utilized to look exclusively at how they relate to motivation (Krettenauer &
Curren, 2020; Van Ryzin et al., 2009). Studies have found that student achievement and

outcomes were positively correlated with Self-Determination Theory (Howard et al., 2021,
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Niemiec & Ryan, 2009). Other studies indicated that students reporting high levels of self-
determination had better GPAs at the university level and were more successful in online
learning settings (Brockelman, 2009; Chiu, 2022). These findings indicate that a study utilizing
Self-Determination Theory to understand students attending alternative schools' perspectives on
their educational experience could help in understanding the overall effectiveness of those
schools and their students’ success. A few studies have also utilized Self-Determination Theory
to look at alternative schools and their students and have indicated that the participants
experienced many connections to competence, autonomy, and relatedness, and that it helped
them to complete their education or find success during their time at an alternative school
(Farrelly & Daniels, 2014; Hofer et al., 2021; Statos, 2022). These studies were conducted on
one or two alternative high schools, which indicates a need for a study to be conducted on
multiple alternative schools to increase generalizability in relation to the effectiveness of SDT in
alternative school settings.

Autonomy

Autonomy is a form of intrinsic motivation and refers to performing an activity for the
sake of doing it and the positivity it may bring (Ryan & Deci, 2009). Autonomy refers to a
person feeling as though they have a choice. The opposite experience is feeling controlled in
your decisions and choices (Mayo et al., 2022; Ntoumanis et al., 2021). Autonomous types of
extrinsic motivation, as well as intrinsic motivation, lead to positive outcomes for students; SDT
autonomous motivation is seen as a precursor to students’ mastery and performance. The more
students take pleasure in or value learning activities, the more they experience positive outcomes
at school (Guay, 2022). Perceived autonomy is another element of improving student behavior
and motivation. More precisely, the expected relations between autonomy support and

autonomous motivation, and between autonomous motivation and outcomes, have been
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supported in a variety of contexts. Environments that have a culture of autonomy support provide
students with choices and the freedom to act on their own (Statos, 2022). Researchers have
shown that autonomous motivation predicts if students will work towards individual mastery by
working on their own skills, and a lack of autonomy can indicate mastery avoidance, in which
the student strives to avoid learning (Ciani et al., 2011). Positive examples in schools of
autonomy include teachers praising signs of improvement and mastery and creating opportunities
for students to work in their own way. Students with autonomy-focused teachers not only show
increases in autonomy, but also heightened levels of classroom engagement, school persistence,
creativity, psychological well-being, deep learning, and self-regulated learning (Hofer et al.,
2021).
Relatedness and Belonging

Belonging or relatedness refers to the need to feel connected to others (Ryan & Deci,
2009). This need for relatedness includes a feeling of closeness with significant others and a
desire to feel a part of a group (Ryan & Deci, 2017). The human need to belong has been
identified as one of the most important human motivations, and fulfilling this need can have a
major impact on how people think and behave (Cockerill, 2019). Belongingness becomes
especially important to overall well-being as students enter their adolescent years. At this age,
the ability to establish and maintain positive peer relations is directly connected to higher levels
of sociability, perceived competence, and self-esteem, and reduced hostility, anxiousness, and
depression (Van Ryzin et al., 2009). Belongingness in school can also help students to adjust to
new surroundings and have a general sense of well-being. One way teachers can accomplish this
is by encouraging students to: work with one another to achieve goals; help each other with

tasks; and reflect on and talk about one another’s experiences- (Dubow et al., 1991). Another
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example could be when a student has a gift for mathematics, and when taught or raised in an
environment where a sense of belonging or relatedness is present, the natural mathematical
ability will flourish rather than diminish (Deci et al., 1991). Belonging need satisfaction is
correlated with many positive outcomes, many of which are supportive of at-risk youth in
schools (Hofer et al., 2021).

Competence

A sense of efficacy, otherwise known as competence, is an integral part of the process of
becoming internally motivated (Statos, 2022). Competence refers to a student’s perception that
they can impact outcomes and achieve goals (Ryan & Deci, 2009). The need for competence is
defined as the desire to interact productively with one’s environment (Guay, 2022). When
individuals feel competent, they are more likely to feel self-determined because they have
experienced the link between what they do and what they are able to accomplish (Ryan & Deci,
2009).

Guay (2022) conducted a study that indicated elementary school children who perceive
themselves as competent at school accomplish a higher level of education later in their lives.
Students are more likely to participate in activities if they feel that they can do well in (Deci et
al., 1991). Classrooms that promote competence allow students’ opportunities for their choices,
interests, and needs to be a part of their classroom activities as opposed to being structured with
inflexibility, intimidation, and control (Hofer et al., 2021). Students’ sense of competence is
maximized when teachers’ expectations are structured around students’ abilities and students are
provided with clear direction about classroom expectations, consequences, and how to be
successful in activities (Hofer et al., 2021). Competence in the classroom is supported by

educators’ bringing in learning activities that are challenging, to allow students to test and to
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increase and strengthen their academic capabilities (Niemiec & Ryan, 2009). Students need to
feel able to be successful in their environment for competency to exist in the school setting
(Krettenauer & Curren, 2020).

Due to the alignment of this theoretical framework with student engagement and success,
Self-Determination Theory was chosen as the theoretical framework for this study. The primary
focus of this study is to better understand alternative school students’ experiences, and by using
the theoretical framework of Self-Determination Theory, more information will be gathered on
the crucial elements that alternative school students are finding present in these alternative
settings. Students who attend alternative schools are often dropouts from traditional schools or
were at risk of dropping out (Glavan, 2019; Zengin, 2021). The exclusive lens of the Self-
Determination Theory, being focused on engagement through the components of autonomy,
relatedness, and competence allows for a deeper understanding of what specifically is retaining
students in alternative school settings.

Demographics of Recurring High School Dropouts

Understanding who drops out of high school is crucial to understanding alternative
schools' clientele. Specifically, one of the qualifications for attending alternative schools is to be
at risk, which is defined as students who are potentially at risk of dropping out of school (Amitay
& Rahav, 2020; Donnelly, 1987). Students can qualify as at risk for multiple reasons, including
but not limited to credit deficiency, attendance issues, and legal issues, and are often the students
who will be the least able to succeed in a traditional school setting (Ahn & Simpson, 2013;
Szlyk, 2020). Current literature on students attending alternative schools suggests that many of
the students are either male, special needs, minorities, or students who qualified for free and

reduced lunch (Afacan & Wilkerson, 2019; Frank, 2019). Further research needs to be conducted
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to fully understand how demographic data contributes to a better understanding of which
students are unsuccessful in schools and which students are being placed in alternative schools
(Rubens et al., 2019; Staff et al., 2020). Understanding why students are not successful in general
education is also informative for the work being done in alternative schools to help all students
complete their high school education (Nada et al., 2020). The following sections review the
literature around gender, special needs, and minorities to better understand the demographics of
the populations attending alternative schools and isolate how these factors may contribute to a
student not being successful in school.
Gender and Ethnicity

Gender is not an all-encompassing factor that indicates if a student will be at risk or not,
but current literature suggests that gender can be an informative factor in understanding the
challenges faced by students in school (Cavaco et al., 2021; Poyrazli et al., 2008). Males are
more likely than females to face in-school disciplinary issues that lead them to drop out of
school; males have been cited for more school suspensions, and participating in behavior that
would lead to expulsion (Booker & Mitchell, 2011; Dameron et al., 2019). Male students are also
indicated to have more issues with classroom disruptions, poor attendance, and disengagement
from educational settings (McDermott et al., 2019; Rubens et al., 2019; Zengin, 2021). Research
indicates that females at risk of dropping out are impacted by experiencing nonacademic issues
such as bullying and family problems but are less likely to drop out of school (McDermott et al.,
2019; Walker & Graham, 2019). Females who drop out of school struggle with teen pregnancy,
attendance tied to taking care of other family members, or social issues with friends that
negatively impact their educational experiences (Dupéré et al., 2019; Zengin, 2021). Current

literature suggests that gender can be a predicting factor regarding dropout and alternative school
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placements; further research would add to the understanding of the success of both genders in
alternative schools (Cavaco et al., 2021; Dameron et al., 2019). While data is limited on the
gender differences for dropout in Idaho, Washington, and Oregon collectively these states report
over a one percent difference between male and female dropout numbers, with the males being
on the higher end (ODE, 2023)

In 2020, the dropout rate nationally was higher for males, specifically, dropout rates
were higher for males than for females for Hispanic and Black students, but there was not a
noticeable difference between students who were classified as white, two or more races, or Asian
(NCES, 2021a). Asshown in Table 2, in 2021, males were more present in dropout statistics
than females across all races (NCES, 2021a).
Table 2

Status Dropout Rates of 16- to 24-Year-Olds, by Race/Ethnicity and Gender: 2021

Race/Ethnicity Male Female

Total 6.1 (0.07) 4.2 (0.06)
American Indian/Alaskan

Native 12.1 (1.05) 8.2 (0.84)
Asian 2.5(0.22) 1.7 (0.16)
Black 7.2 (0.24) 4.5 (0.19)
Hispanic 9.5(0.17) 6.0 (0.16)
Pacific Islander 7.4 (2.11) 7.8 (1.86)
White 4.6 (0.09) 3.5(0.08)
Two or more races 5.9 (0.31) 3.8 (0.27)

Note. This table illustrates the demographic data for status dropouts in 2021. No permission
required (NCES, 2021a).

High school dropout and alternative school’s enrollment rates show a disproportionate number of
minorities, specifically Hispanic and Black students who are attending these schools (Frank,

2019; Huerta & Hernandez, 2021; Long et al., 2018).
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As is indicated in Table 2, studies have been able to isolate that the ethnicities
experiencing the lowest dropout rates are Asian and white, and all the other races are
overrepresented in the dropout population, as well as alternative school enrollment (Perzigian,
2018; Vanderhaar et al., 2014). Understanding the ethnic demographic of students who drop out
of school and attend alternative schools is crucial to support these populations in their
educational journey (Bianchi et al., 2021; Trinidad, 2022). Additionally, students who are
attending alternative schools due to being pushed out of traditional schools or dropping out are
more commonly Hispanic, Native American, or Black (Booker & Mitchell, 2011; Perzigian,
2018). Included in this are the issues faced by first- and second-generation dropouts; students
who have parents that have immigrated to the country and did not complete school struggle to
find success in education and have a higher likelihood of dropping out (Archambault et al.,
2017). Research indicates there is a higher population of students of color dropping out due to
negative bias from educators, as well as a fear in public education of white parents and
retaliation if their students are not successful in school, as well as low resources in schools that
serve predominantly students of color (Sarette, 2022).

Special Education Population

Schools in the United States are required federally to provide a Free and Appropriate
Public Education (FAPE) for all students. This is defined as students being provided at public
expense (free); being provided in conformity with an appropriately developed Individualized
Education Program (IEP) and including an appropriate education that meets the education
standards, regulations, and administrative policies and procedures issued by the State
Department of Education (SDE, 2018). By law, schools are to provide students with access to

education regardless of the limitations or challenges they may experience. Students attending
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school experience various challenges that make access to educational material challenging, such
as ADHD, emotional disturbance, mobility issues, and other impairments (Ballard & Bender,
2022; Hoge & Rubinstein-Avila, 2014; Ohrt et al., 2020). A disproportionate number of special
needs students end up unsuccessful in traditional schools and are placed in alternative school
settings due to their behavior challenges in traditional education settings (Afacan & Wilkerson,
2019; Flores & Brown, 2019; Foreman-Murray et al., 2022; K. L. Wilkerson et al., 2018). The
dropout rate for students with the previously mentioned disabilities is 10.7%, which is more than
twice that of the dropout rate of students without disabilities, 4.7% in 2019 (NCES, 2021a).
Alternative schools and dropout students often fall into the category of emotional behavior
disorder/disturbance and students with specific learning disabilities (Foreman-Murray et al.,
2022; Hoge & Rubinstein-Avila, 2014; K. Wilkerson et al., 2016). Students at risk of dropping
out are placed in alternative schools to support their academics and help with behavior concerns
(Ahn & Simpson, 2013; K. Wilkerson et al., 2016; Zengin, 2021). The most common disabilities
seen in alternative schools relating to special education are emotional disturbance, anxiety, or
Other Health Impairments (OHI), which translate to issues with traditional educational
attainment (Afacan & Wilkerson, 2019; Ahn & Simpson, 2013). These students have often
struggled to be successful in the traditional school setting and, therefore, are placed in alternative
school settings to assist them with the completion of their education, indicating a need for further
research on how alternative schools are assisting these students successfully from the student
perspective (Booker & Mitchell, 2011; Hoge & Rubinstein-Avila, 2014).
Poverty and Free and Reduced Lunch

Students qualifying for free and reduced lunch is an indicator of poverty and an inability

to pay for their meals, and it provides an index for schools on low-income students (NCES,
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2023). This indicator is used in the literature available on dropout and alternative education to
better understand how poverty impacts students who are not finding success in school. More
specifically, extensive literature indicates that alternative schools serve a high population of
students who qualify for free and reduced lunch (Churchill et al., 2021; Long et al., 2018;
Rubens et al., 2019; Young-sik et al., 2018). This indicates that alternative schools serve
students living in homes at or near the poverty level. Students who grow up in poverty often do
not have access to the resources needed to succeed in school and are overall more at risk
(Churchill et al., 2021)In both rural and urban areas, students who come from families that do
not value education, struggle with poverty, and have limited access to social resources, struggle
with completing school (Jordan et al., 1994; Mokoena & van Breda, 2021; Nita et al., 2021)
Internal and External Influences on Dropout
While a student's success in school can be predicted by looking at demographic

information, the understanding of the external and internal influences that students have to
navigate to succeed in school is even more enlightening. A student is at elevated risk of leaving
school if they have been in close contact with someone who has dropped out of school in the last
year, and students who experienced school-related stressors, family conflict, peer, and legal
issues are also at risk (Dupéré et al., 2018, 2021). Specifically, students who struggle with social
pressure and issues, substance exposure and use, having to work while in school, as well as
challenging societal limitations to educational access, are more likely to not complete their
education (Antoni, 2021; Johnson et al., 2019). These findings are significant because they allow
school leaders to target students who have friends, romantic partners, or siblings who have
dropped out, as well as understand the relationship between school, society, and students

choosing to drop out (Staff et al., 2020).
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A student is at an elevated risk of leaving school if they have been in close contact with
someone who has dropped out of school in the last year, because the negative impacts of
dropping out are not instantly apparent (Dupéré et al., 2021; Paraman & Hussain, 2022).
Additionally, research shows that parents who do not value education or did not complete school
themselves create a higher chance for dropout (Nita et al., 2021; Stacy et al., 2019). On the other
hand, strong peer relationships and supportive families aid in the retention of students and their
overall success in schools (Bianchi et al., 2021).

Another contributing factor to dropout can be a student who needs to have a job outside
of school. Research supports that students who come from homes with a high level of poverty
may be more likely to work while they attend school and be at higher risk for dropping out
(Moro Egido & Navarro, 2023; Staff et al., 2020). Studies have shown that students who work
intensively (more than 20 hours a week) while attending school may experience lower GPAs and
that their odds of dropping out increase significantly (Doll et al., 2013; Staff et al., 2020; Warren
& Cataldi, 2006).

Moreover, research shows that students who engage in illegal activities in high school are
at a higher risk of dropping out (McDermott et al., 2019; Paraman & Hussain, 2022; Tyler &
Lofstrom, 2009). Studies indicate that many alternative schoolteachers believe that students who
attend alternative schools participate in criminal activities in rural and urban populations (Dupéré
et al., 2019; Kennedy & Soutullo, 2018). In a 2020 study of three National Guard Youth
Challenge residential alternative schools in Michigan, Georgia, and South Carolina (n = 905), it
was revealed that 44% of students had court-related issues prior to attendance (Berk et al., 2020).

Substance abuse contributes to student dropout and is a common reason a student can be

expelled from school or placed in an alternative program (Davis & McCaul, 1990; Goulet et al.,
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2020; Johnson et al., 2019; Weybright et al., 2017). One study found that 47% of the 515
students at one alternative high school were considered low users of substances, and a fifth to a
quarter of those students admitted to using alcohol, vapes, and marijuana (Johnson et al., 2019).
Students attending alternative schools have been cited as being more likely to engage in
substance abuse behaviors, putting themselves at risk of legal implications that may take them
out of school or cause disengagement from school (Arpawong et al., 2015; Goulet et al., 2020;
Johnson et al., 2019; Weybright et al., 2017). One study of 366 students found that rural
populations were 2.5 times more likely to be impacted by peer-related events compared to the
urban population, who were three times more likely to be impacted by legal events (Dupéré et
al., 2019). The study indicated that rural students are more impacted by social relationships and
are often exempt from delinquency due to the nature of their environment, such as family
connections, and less punitive legal nature, while their urban peers were more impacted by
delinquent behaviors and environments that were less forgiving, leading to long-term legal issues
(Dupéreé et al., 2019).
Stressful Life Events and Mental Health

The experience of stressful events can impact and influence a student’s decision to drop
out of school (Dupéré et al., 2018; McDermott et al., 2019). Stressful life events and Adverse
Childhood Experiences (ACESs) can include family issues, peer issues, abuse, neglect, moving,
and society-wide stressful events, which can lead to poor mental health, school disconnect, and
overall student dropout or placement at alternative schools (lachini et al., 2016; McDermott et
al., 2019; Sahle et al., 2022).

After experiencing a stressful or traumatic event, a person may have difficulties with

anxiety, depression, or other mental health issues, which may lead to decreased ability to attend
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school and student dropout (Ramsdal & Wynn, 2022; Sahle et al., 2022). Students struggling
with suicidal ideation and mental health are at risk of dropping out of school or worse. Due to
factors that lend themselves to poor mental health and suicidal ideation among students who
attend alternative schools, further research is needed on their impact on these students and what
schools can be doing to support them (Jordan et al., 1994; Szlyk, 2020).

Adverse Child Experiences, otherwise known as ACEs, also contribute to student dropout
(lachini et al., 2016; Morrow & Villodas, 2018). ACEs are defined as potentially traumatic
events that impact a child between the ages of 0-17, including but not limited to experiencing
violence, abuse, or neglect, witnessing violence in the home or community, having a family
member attempt or die by suicide, growing up in a home where a parent or guardian struggles
with substance use problems, mental health problems, or instability due to parental separation, or
household members being in jail or prison (CDC, 2024). Experiencing this type of trauma during
childhood development years can impact a person’s health and ability to be successful in
education, and students who experience ACEs are more likely to drop out of school (Bae, 2020;
Morrow & Villodas, 2018). A study conducted on 211,376 adults across 34 states indicated that
ACEs were more prevalent among multiracial individuals and those with lower educational
attainment and income (Giano et al., 2020). A study conducted by the CDC and Kaiser
Permenante (2024) indicated that ACEs have a profound impact on student learning and
behavior in the classroom. Specifically, students with three or more ACEs are five times more
likely to have attendance issues, six times more likely to have behavior problems, and three
times more likely to experience academic failure. Based on the literature available on the

demographics of students attending alternative schools and the literature supporting that students
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who attend alternative schools struggle with attendance and behavior problems, it can be inferred
that students who attend alternative schools have one or more adverse childhood experiences.
COVID-19 Pandemic

There is estimated to be a three percent increase in secondary students not returning to
school due to COVID-19 (Antoni, 2021). Some emerging studies are available on COVID and its
impact, but there is room for further research due to upcoming data from the 2024 graduation
year and beyond (Antoni, 2021). COVID impacted the most vulnerable (minorities, free and
reduced, and special education) populations significantly. Specifically, in the case of academic
performance, COVID will have a negative impact on students who were already at risk for
dropout (Outhwaite & Gulliford, 2020; Panagouli et al., 2021). It is important to understand the
impact of COVID on at-risk populations because, as has already been illustrated, these
populations were already at higher risk of dropout and alternative school placement due to social
and emotional factors, and potentially are at an increased risk due to academic deficiencies that
were caused by COVID (Bera et al., 2022; Bouter et al., 2022). It is possible that the potential
impact of COVID could increase dropout and alternative school enrollment, but further research
will need to be conducted to understand the full impact of COVID school closures on at-risk
populations (Colao et al., 2020).
School Issues that Contribute to Dropout

Traditional schools and alternative schools struggle to keep students for many reasons.
Students who are at risk of dropping out of school have poor attendance and difficulty behaving
in school, and for these reasons, are pulled or pushed out of traditional schools and placed in
alternative school settings (Afacan & Wilkerson, 2019; Marlow & Rehman, 2020). Many

students placed in alternative schools have encountered behavior or disciplinary issues in
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traditional schools (Ahn & Simpson, 2013; Flores & Brown, 2019; Free, 2014; Griffiths et al.,
2019; Vinas-Forcade et al., 2021). More specifically, students who attend alternative schools
may have been suspended or expelled from traditional schools because of behavior issues,
leaving them with limited options for education outside of alternative schools (Dameron et al.,
2019; Novak, 2019; Vanderhaar et al., 2014; Welsh, 2022). The behaviors that led to these
expulsions or suspensions can include classroom disruptions, fighting, defiance, gang activity,
and using illegal substances in school (Stevenson et al., 2021; Vanderhaar et al., 2014; K.
Wilkerson et al., 2016).

Attendance in school is an indicator of student success (Marlow & Rehman, 2020).
Students who have a higher rate of attendance perform better in school (Lohmeier et al., 2022;
Stevenson et al., 2021). Furthermore, it was found that students who have a positive family
process are less likely to drop out of school due to attendance issues (Glavan, 2019). Attendance
issues have been directly correlated with school connectedness, because students who have
significant relationships with other students and teachers are more likely to regularly attend
school (Yavrutlrk et al., 2020). Students who are pushed out of school and ultimately become
dropouts state that this was directly tied to issues the school had with their attendance (Flores &
Brown, 2019). Other research has been conducted on what causes dropout or success in school,
but the results have been inconclusive because the students being studied often have attendance
issues, which indicates a trend in at-risk students and attendance (Lohmeier et al., 2022; Ohrt et
al., 2020). It is clear in the literature that there is a strong relationship between absenteeism,
school climate, and a student’s decision to dropout (Churchill et al., 2021; VVanderhaar et al.,

2014)
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School Push out vs. Pull out.

Dropout and alternative school placement can be due to what are considered push-out and
pull-out factors. Push-out is defined as a student who experiences challenging situations within
the school and ultimately receives consequences that push the student out (Rouse, 2019). This
can potentially include tests, attendance, and discipline policies, and even consequences of poor
behavior. Adversely, students can be pulled out when factors within the student cause them to be
unable to complete school. Factors that are contributors to school pull-out include financial
worries, out-of-school employment, family needs, or even family changes, such as marriage or
childbirth. Often, when students put a greater value on something outside of school, they do not
complete school (Doll et al., 2013; Flores & Brown, 2019).

Students at risk of push-out are over-aged, have few credits, behavioral issues, absences,
and a variety of personal issues (Lukes, 2012). Students indicate they have been pushed out of
traditional schools because those schools felt that their issues outside of school were more than
they could take on or make excuses for about attendance or behavior (Duke & Tenuto, 2020;
Flores & Brown, 2019; Tierney, 2020).

Pull-out is defined as issues such as teenage pregnancy, family finances, illness, and
student mobility among other outside of school factors that “pull” students out of school (Rouse,
2019). Pull-out has become a more prevalent reason for dropping out since COVID-19 (Barnum,

2023).
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School Engagement, Connectedness, and Belonging

While understanding the demographics and social and emotional factors behind high
school dropout and the need for alternative schools, it is imperative to isolate what is happening
in schools to cause this dropout risk to occur (Ahn & Simpson, 2013; Dameron et al., 2019; Doll
et al., 2013). When considering high school dropouts, it is essential to understand the school's
role in a student's decision to leave education (Conner et al., 2022; Glavan, 2019). School
engagement, connectedness, and belonging are the ideas that students feel connected to their
school. Factors that play into school belonging include school climate, relationships, and a
school's ability to provide autonomy for students (Flores & Brown, 2019; Lohmeier et al., 2022;
Long et al., 2018; Ramsdal & Wynn, 2022). There is a positive relationship between school
connectedness and academic performance (Novak, 2019; Yavrutlrk et al., 2020; Zeinalipour,
2022). Low enrollment size of schools was a positive element contributing to school climate and
connectedness, and it attributed personalized instruction and one-on-one advising as crucial
elements of alternative school success (Flores & Brown, 2019; Perzigian & Braun, 2020).

Relationships with teachers contribute more to school connectedness than peer
relationships and family relationships (Yavrutirk et al., 2020). Teachers are an important part of
the connection between student engagement and trust (Keyes, 2019; Zeinalipour, 2022).
Relationships between students and teachers and outside mentors are crucial parts of students'
success, and that teacher care is an essential element of the engagement of students (Conner et
al., 2022; Henderson et al., 2018; Williams, 2019). Importantly, a recent study conducted on
traditional and alternative schools in the Pacific Northwest indicated that there is a significant
relationship between school success and student and teacher relationships (Pham et al., 2022).

Other studies found that students who had no adult connection faced more tardiness and higher
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absentee rates, as well as had more failed courses, issues with mental health, and often did not
complete their education (Churchill et al., 2021; Holen et al., 2018). These findings are crucial in
assisting traditional schools and helping alternative schools be successful by isolating the need
for strong relationships between students and teachers to prevent dropouts (Flores & Brown,
2019; Glavan, 2019; Huerta & Hernandez, 2021; Walker & Graham, 2019).
Alternative Schools

Many studies have detailed the negative impact of dropouts on society. Specifically,
studies have shown that being a high school dropout has a negative impact on the individual and
the community in which they live (Lau et al., 2021; Mokoena & van Breda, 2021; Trinidad,
2022). Students who drop out of school often struggle with physical and mental health, social
conflicts, and unemployment (Ramsdal & Wynn, 2022). Those who do not complete high school
earn less on average than those who do complete their education (Foreman-Murray et al., 2022).
Incarceration is also common among those who drop out of school before completion (Runkle,
2022). From a societal perspective, those who drop out of school are considered a deterrent to
social development and economic growth (Zengin, 2021). To combat these societal and
individual challenges, students are often placed in or elect to attend alternative schools prior to
dropping out.

Historically, alternative schools were considered an option for solving racial inequity in
education, but alternative education settings have developed significantly in the last several
decades (Duke & Tenuto, 2020; Lange & Sletten, 2002). Specifically, in 1965, funding was
solidified for alternative education settings through the Elementary and Secondary Education
Act. Alternative schools have developed to include a wide variety of types, including but not

limited to: self-contained schools, residential facilities, psychiatric facilities, and juvenile justice
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facilities (Afacan & Wilkerson, 2019; Ahn & Simpson, 2013; Booker & Mitchell, 2011; Hoge &
Rubinstein-Avila, 2014; Kennedy & Soutullo, 2018; Novak, 2019; Stevenson et al., 2021; K.
Wilkerson et al., 2016). Placement or a student's ability to attend these schools has also varied
due to the specific needs of the students and differing state requirements. Foundationally, Kumm
et al.’s (2020) study utilizes the U.S. Department of Education definition of Alternative schools:

"public elementary/secondary school that (a) addresses the needs of students who
typically cannot be met in a regular school; (b) provides nontraditional education; (c) serves as
an adjunct to a regular school; or (d) falls outside the categories of regular education, special
education, or career/ technical education” (p. 1).

While this provides a broad definition, it is noted in the literature that there is no one
definition of an alternative school (Lange & Sletten, 2002).
Types of Alternative Schools and Students

Studies have been conducted on why and how students are placed in alternative school
settings, including substance abuse, illegal activity, academic difficulties, behavior issues.
Additionally, research exists on what the diverse types of alternative schools look like, including
academic and behavior remediation, residential, disciplinary, and others that are more in
alignment with vocational and artistic pathways (Glavan, 2019; Johnson et al., 2019; Kumm et
al., 2020; K. Wilkerson et al., 2016; Xia et al., 2015). Academic alternative schools are defined
as schools that provide academic remediation, credit recovery, and social and emotional support.
Behavior alternative schools focus on behavior remediation. Disciplinary schools are similar to
behavior alternative schools but serve to correct or manage students with behavior issues
(Afacan & Wilkerson, 2019; Booker & Mitchell, 2011; Hoge & Rubinstein-Avila, 2014; K.

Wilkerson et al., 2016).
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Alternative schools are focused on behavior or disciplinary issues are designed for
students who exhibit social or behavioral difficulties, and schools are designed to provide
academic support to students who experience credit deficiencies or are otherwise struggling to
stay on track for high school completion (K. L. Wilkerson et al., 2018). Recent literature has
identified juvenile justice facilities as a form of alternative education (Kumm et al., 2020). Other
literature indicates that some of these school types overlap, and school can play one or all of
these roles (Berk et al., 2020; Kumm et al., 2020). There is no one-size-fits-all for alternative
school students and attendance varies by state. In some states, students can be placed in
alternative school settings while in other states, students can choose to attend alternative schools
but must meet certain qualifying factors, which often include being at risk of dropping out of
school. Four main ways that lead to placement in alternative education include IEP meetings,
expulsion, legal consequences, or mental health referral, and indicate that alternative schools are
often relied on to support schools in managing difficult behavior students as an alternative to
expulsion (Booker & Mitchell, 2011; Cockerill, 2019; Kumm et al., 2020; Welsh, 2022).

Alternative schools have become the option for students unsuccessful in traditional
education, indicating they are at risk of dropping out of school (Donnelly, 1987; Ewing et al.,
2021; Vinas-Forcade et al., 2021). Alternative schools have worked to develop interventions at
the school and classroom level to support these students (Griffiths et al., 2019; Long et al., 2018;
Szlyk, 2020). Many of these schools have focused on social and emotional learning interventions
and classroom management techniques that have been effective in other school settings

(Perzigian, 2018; Yavrutirk et al., 2020).
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Alternative Educational Interventions

Emerging studies have begun to look at the social and emotional and behavioral
interventions in place in alternative schools, both effective and ineffective. Identified in the
literature is the support for Social and Emotional Learning (SEL) programs in mediating
behavior issues, and that alternative school settings have better outcomes with these
interventions than their traditional education peers (Aspiranti et al., 2021; Ballard & Bender,
2022; Ohrt et al., 2020). Studies have begun focusing on mindfulness as a practice in alternative
schools to provide behavioral and social and emotional support; these studies indicated positive
findings in relation to mindfulness practices in alternative school settings (Long et al., 2018;
Wisner & Starzec, 2016). The students indicated increased emotional regulation, stress
management, self-awareness, and better relationships with peers, parents, and teachers (Ohrt et
al., 2020; Walker & Graham, 2019; Wisner & Starzec, 2016).

Social and emotional support is also embedded in school-wide programs. Current
literature surrounding Positive Behavior Incentive systems (PBIS) as behavior support shows
that as a Tier I, which are school-wide culture-focused supports; elements of the structure can
help avoid what might be viewed as punitive and physical restraints that are currently used in the
alternative education setting for students who have an Emotional Behavior Disorder (Balenzano
et al., 2019; Frank, 2019; Griffiths et al., 2019). The findings further indicated that PBIS could
effectively lower suspension rates and truancy but concluded that the research on PBIS in
alternative education is still lacking due to the small number of high-quality studies previously
conducted (Grasley-Boy et al., 2021). Adversely, schools that tried to use extrinsic motivation

through the Good Behavior Game, an in-class reward system that gave students incentives for
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good behavior through providing rewards for good behavior, saw little success in deterring poor
behavior in alternative schools (Joslyn et al., 2019).

Another emerging alternative school approach is restructuring schools to include the
community and parents. This was done through community-school partnerships, parent
education courses, and activities that involved students in the community (Hogan & Forbes,
2021; Lohmeier et al., 2022). Primarily, the findings indicate that connection to their community
and finding a reason school was meaningful were successful practices. Students and parents
indicated that duration in both the school and provided programs positively correlated with credit
attainment. Lastly, involving parents in schools helped them to understand how to support their
students (Newton et al., 2017; Stacy et al., 2019).

Whether it is emerging curriculum or diverse structures, alternative schools are working
to create a different environment for at-risk students to be successful. Further research is needed
on alternative school best practices, as well as how these practices are helping students who are
not successful initially to find their place in education.

Teacher and Administrative Perspectives on Alternative Education

Alternative schools are unique in their structure, which lends itself to further
understanding of those who are working in these schools (Kennedy & Soutullo, 2018). Studies
have been conducted to analyze the perspectives of alternative school administrators to identify
effective practices for creating a supportive community for students and staff alike (Bascia &
Maton, 2016; Duke & Tenuto, 2020). Findings of recent studies revealed intentional actions on
the administrator's part to create communities of support in their alternative settings, such as
creating a culture of high standards, establishing a vision that is shared by leadership, teachers,

and parents is key to the initial charge of a school (Duke & Tenuto, 2020; Hsieh et al., 2021).
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Staff professional development and cultural awareness were essential to the school's success, and
innovative approaches to past curriculum and educational ideals are crucial to school adaptation
(Duke & Tenuto, 2020; Hsieh et al., 2021). Contrasting studies have been done on teachers’
perspectives of alternative schools and their students. More specifically, some studies found that
teachers enjoyed the flexibility and challenge that alternative schools presented and felt a strong
connection with their students, while others found the work of supporting at-risk youth
overwhelming (Bascia & Maton, 2016; Cavaco et al., 2021). Limited literature is available from
the administrative and the teacher perspectives on alternative schools and their students.
Student Voice on Alternative School Experiences

Present in the literature is the idea that student voice could clarify what elements of
alternative education are the most impactful, and student perspective is essential for
understanding alternative schools’ effectiveness (Farrelly & Daniels, 2014; Tierney, 2020;
Welsh, 2022). Universally, qualitative studies on students' perspectives on alternative education
indicate that suspension and expulsion are ineffective in creating a positive school culture, and
that school leaders must evaluate other options that keep students in school (Szlyk, 2020;
Vanderhaar et al., 2014). Importantly, many of the students' issues began in middle school, and
their experiences in the middle level alternative schools were positive, including teacher
interactions (Afacan & Wilkerson, 2019; Churchill et al., 2021; Kennedy & Soutullo, 2018).
Specifically, teachers and administrators were vital in placing these students in alternative
settings (Cantey, 2022; Cockerill, 2019). Previous research indicates that grade performance,
attendance, and disruptive behavior were all identified factors for student placement in
alternative settings. Many students attributed a significant portion of their high school success to

being placed in an alternative setting and did not have an adverse reaction to being placed in the
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alternative setting (Flores & Brown, 2019). Some shared benefits that contributed to students’
success included implementing transformational leadership, strong relationships, and increased
social and emotional support. All the students interviewed indicated that to improve their
experience, the schools could have done more to assist with transitional services post-attendance
at the alternative school (Glavan, 2019). Similarly, present in the literature was the idea that one
size fits all education does not work, and that a flexible structure is needed for students to work
and complete school and address familial concerns (Moffatt & Riddle, 2021). Notably, another
idea presented was that if a school identifies ineffective elements of traditional education and
uses them to help students redefine their view on education and adult relationships, they will
have more success in helping students to adapt to alternative education (Ramsdal & Wynn, 2022;
Tierney, 2020). Students felt they were placed in alternative school settings due to already
feeling displaced in traditional schools, and that school belonging was a crucial part of their
success in alternative school settings, and that they left alternative schools feeling empowered
(Fortner, 2022).

Studies have found that students who attended alternative school programs experienced
better forms of basic need satisfaction, more support, and a greater sense of belonging (Anderson
& Baggett, 2020; Cockerill, 2019). Other studies indicated that students attending alternative
schools felt greater autonomy, belonging, and competence and, therefore, higher motivation,
which aligns with and supports the Self-Determination Theory (Farrelly & Daniels, 2014; Hofer
et al., 2021; Statos, 2022). Additionally, intrinsic motivation and an autonomous approach to
education and students were successful predictors of student achievement. Notably, it was found
that extrinsic motivation was the most harmful to student motivation and was bad for student

well-being (Conner et al., 2022; Hofer et al., 2021; Howard et al., 2021; Van Ryzin et al., 2009).
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Overarchingly, it is indicated that student perspective studies and Self-Determination Theory can
be beneficial for the research on alternative education. However, based on the current literature,
there is a need for more quantitative approaches to gathering this data to ensure the validity of
the information collected and provide generalizability across the population.

Conclusion

The purpose of this literature review was to inform about the demographics related to
dropouts and provide context on alternative schools, all to frame the idea that further research is
needed on alternative schools from the quantitatively assessed student perspective. From the
review of the literature, several things can be concluded. While dropout is impacting all students,
there is a concerning trend with males, special needs, minorities, and students who qualify for
free and reduced lunch (Afacan & Wilkerson, 2019; Frank, 2019; McDermott et al., 2019;
Rubens et al., 2019; Staff et al., 2020). Several studies indicated the potential need for updated
research on alternative education due to the transient nature of schools, the work world, and the
original implementation of alternative education being more than fifty years ago (Doll et al.,
2013; Staff et al., 2020; Welsh, 2022). Due to the focus on the number of qualitative studies
focused on student voice, more research on alternative education is needed from a quantitative
perspective to validate and generalize the findings.

Additionally, further research on alternative schools as a form of dropout prevention,
explicitly looking at how students perceive alternative education as an effective form of dropout
prevention based on their firsthand experiences from a large-scale quantitative approach, is
needed (Cantey, 2022). More research conducted on alternative schools could add to the
literature on alternative schools to aid in their effectiveness and support the work being done in

traditional schools regarding their work with at-risk students (Lagana-Riordan et al., 2011; K. L.
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Wilkerson et al., 2018). Finally, a study that utilizes Self-Determination Theory to analyze a
sample of students to determine how autonomy, competence, and relatedness in a school impacts
current alternative schools' students would allow for a better understanding of what specifically

in those schools is effectively retaining students (Farrelly & Daniels, 2014; Nada et al., 2020).
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Chapter I11: Design and Methodology

The purpose of this quantitative study was to better understand alternative school
effectiveness from the student perspective, utilizing a lens of Self-Determination Theory and its
subscales of autonomy, relatedness, and competence. This study investigated the perspectives of
current 18- to 21-year-old students attending alternative schools in the Pacific Northwest. Using
the students’ perspective, the goal was to add to the literature on the effectiveness of alternative
schools as a form of high school dropout prevention. This information is crucial because students
who drop out of school have a negative impact on society and themselves, including but not
limited to health issues, incarceration, and unemployment (Foreman-Murray et al., 2022; Runkle,
2022; Trinidad, 2022). Alternative schools have been a popular option for students who have not
found success in the traditional school and are at risk of or have already dropped out (Afacan &
Wilkerson, 2019; Cantey, 2022; Fortner, 2022). This study was designed to gather quantitative
data on demographics of alternative school students as well as the impact of competence,
relatedness, and autonomy on the student's experience and retention in school, as this is a current
gap in the literature available on alternative schools. Many of the studies on the topic of
alternative education conducted in the last few years were qualitative and indicate a need for
further research on similar or the same populations to be able to better understand the students
attending these schools (Balenzano et al., 2019; Castagno, 2021; Hickman & Anderson, 2019;
Hsieh et al., 2021; Huerta & Hernandez, 2021). This current study was conducted in the Pacific
Northwest, a combination of rural and urban demographics. The goal of this chapter is to
elaborate on the selected design, participants, sites, data collection, and analysis conducted on

the findings of this study.
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Research Questions
This study will address the following research questions:

1. Do 18- to 21-year-old students attending Pacific Northwest alternative schools have a

strong sense of autonomy, relatedness, and competence?

2. Do demographic factors gender, free and reduced lunch, special education services,

and ethnicity have an impact on self-determination factors; autonomy, relatedness, and

competence for 18- to 21-year-old students at Pacific Northwest alternative schools?
Research Design

This quantitative study was a descriptive research design, which is the process of
describing relationships without defining the cause (Vera et al., 2016). Descriptive research aims
to describe a chosen variable. Studies with this design provide information about a sample by
describing the distribution of one or more variables, without attempting to determine causation
(Aggarwal & Ranganathan, 2019). This type of research design was specifically selected for this
study due to this study’s aim to understand the sample population of alternative school students
through their demographics and their levels of self-determination. The variables included the
demographics of alternative school students attending Pacific Northwest alternative schools
between 18- to 21-years of age and the components of Self-Determination Theory. Each
demographic variable was evaluated to better understand which students demographically were
attending alternative schools. The SDT scores were also evaluated for each student and separate
demographic groups to better understand which elements of the Self-Determination Theory:
autonomy, relatedness, and competence are present in alternative schools. These variables were

compared to better understand the relationship between students attending alternative schools
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and their levels of self-determination, and if there was a relationship between individual
demographic groups of alternative school students and their levels of self-determination.

Specifically, this study focused on current 18- to 21-year-old students who are attending
alternative schools in the Pacific Northwest. Due to the literature available on alternative schools
being primarily qualitative, this quantitative approach was utilized to add and expand upon the
current studies (Amitay & Rahav, 2020; Ewing et al., 2021; Jordan et al., 1994; Ramadas, 2023).
Importantly, a need was indicated by recent studies for a quantitative approach to understanding
alternative schools to add to the currently available qualitative data. Quantitative research allows
for a concrete numeric interpretation of the sample (Ballard & Bender, 2022; Runkle, 2022).
Participants and Research Sites

Selected participants were 18- to 21-years old current attendees of Pacific Northwest
alternative schools intentionally to isolate what specifically impacted these students' retention.
These students were selected for convenience due to proximity, as well as to add new data from a
sample that had not collectively been studied previously. This form of sampling is utilized when
the sample is conveniently available to the researcher (Andrade, 2021). For the researcher, it was
convenient to study the Pacific Northwest, which includes the states of ldaho, Washington, and
Oregon, due to accessibility and professional connections that would allow ease of contact with
the students and sites selected. The Pacific Northwest is diverse in geographical locations, as
well as less diverse demographically than other areas of the United States. There are 65
alternative schools in Idaho, 33 programs in Oregon, and 16 alternative schools in Washington.
To conduct this study, the lists of alternative programs were assessed to determine the site’s
“gatekeeper” to determine who to contact for site permission (Creswell, 2019). The researcher

used representative sampling for this study, which allows for a more in-depth understanding of
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the larger population by focusing on a specific sample of that population. Representative
sampling is the selection of participants to represent a specific sample of a population (Urdan,
2016). In this case, the population for this study was students who attend alternative schools, and
the representative selection was focused on students who attended alternative schools in the
Pacific Northwest which includes the state Idaho, Oregon, and Washington.
School Selection and Identification

Oregon and Idaho house an updated repository of the most current alternative schools for
each year and both are publicly available on their websites; the researcher utilized lists from the
states of Idaho (Appendix E) and Oregon (Appendix F) for selecting sites. Washington does not
keep a complete list, so alternative schools in this state were located through searching
“alternative schools in Washington.” Once the list of schools was compiled, their school districts
were contacted, followed by the schools being contacted using a uniform email and letter
regarding the study and its purpose. This initial contact was made to connect with the district
contact to secure permission for the study (see Appendix B). After approval, contact was made
with the principal of the alternative school to set up a time to administer the study in person or
remotely (see Appendix G). Table 3 indicates the number of schools from each state who gave
permission for the study by state:
Table 3

Number of Schools and Students Participating by State

States Included Number of Schools in Study Students
Idaho 9 127
Washington 0 0
Oregon 0 0
Totals 9 127
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As can be seen in Table 3, data was not collected in Washington or Oregon despite the
researcher's best efforts to include schools from these states in this study. Contact was made with
multiple Washington and Oregon schools, but of the schools who agreed to participate from
these states, none followed through with survey administration. Research approval was also
denied by several schools in both states due to lack of time and resources as stated by the
districts. The participating schools were a combination of traditional alternative schools, an
online/ hybrid program, and a residential program. A traditional alternative school functions
similarly to a traditional high school, with the differentiating factors including class size, flexible
schedules, and alternative approaches to credit attainment and instruction. Residential alternative
schools house students for a specific period and provide social and emotional instruction outside
of the school day. Online/hybrid alternative schools allow their students to complete some of
their course work online and only require minimal time inside a classroom setting. Only one of
the schools was residential, one was an online/hybrid program, with the other seven being
traditional alternative schools. Two of the seven can be considered rural schools, while the others
were all in urban areas.

Participants

Since this study focused on the experiences of students attending alternative schools, all
participants included in the study were attending an alternative school. Students’ current
enrollment made the questions about the schools relevant and timely to their lived experience.
Students who attend alternative schools are defined as at-risk, which indicates that they are at
risk due to social, emotional, or societal reasons for dropping out of school (Cantey, 2022;
Donnelly, 1987). Additionally, students who attend alternative schools are considered at risk due

to their exposure to trauma, poverty, and challenges in academics, which led to the choice to
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only include students who are 18- to 21-years-old to help provide a layer of protection to the
overall sample while still maintaining the integrity of the collected data due to their recent
attendance (Aspiranti et al., 2021; Flores & Brown, 2019) Intentionally, the nature of the survey
questions was focused on the positive interactions students have with school and did not address
the reasoning for their placement in alternative education other than the collection of
demographic data, which allowed for data collection that did not negatively impact the
potentially vulnerable population. All students 18- to 21-years old at participating schools were
given the opportunity to complete the survey either remotely or in person, and all students had to
give informed consent to participate.
Data Collection
Instrumentation

Basic Psychological Needs Theory, which is a sub theory of SDT, was utilized to create a
survey instrument that is entitled the Basic Needs at Work Scale, which has expanded since its
inception from a purely work satisfaction assessment tool to a way to assess students’ overall
satisfaction and success in schools. For this descriptive quantitative research study, the
researcher utilized the updated instrument that originated from the 2014 study “Understanding
Alternative Education: A Mixed Methods Examination of Student Experiences” conducted by
Farrelly and Daniels. Permission to use this instrument was given by the primary researcher
(Appendix D). The original survey was created to measure the participant’s perceived
satisfaction of autonomy, relatedness, and competence in an alternative school setting. Farrelly
and Daniels (2014) adapted the Basic Psychological Need Satisfaction at Work Scale from a 21-
question survey that utilized a 7-point Likert scale to assess work conditions through the lens of

Self-Determination Theory. The Basic Needs At Work Scale had eight autonomy items, six
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competence items, and seven relatedness items. Farrelly and Daniels (2014) adjusted the survey
to be a five-point Likert scale and reworded the language to fit a school setting. Farrelly and
Daniels (2014) piloted this study with 122 alternative school students. A reliability analysis was
conducted and indicated that three items for each subscale appeared to best measure basic
psychological needs satisfaction in this context. Farrelly and Daniels (2014) made this
adjustment based on the piloted study’s results on a factor analysis and new reliability analysis
for each subscale and the total scale showed acceptable Cronbach alphas at .92 for the entire
survey (Farrelly & Daniels, 2014). The fully adapted survey included three questions developed
by the researcher, but for this study, only the Likert-style validated questions were included. The
instrument utilized by the researcher included the collection of informed consent, demographic
data, and survey questions from the modified version of the Basic Needs at Work survey
(Appendix C) to assess student perspectives on their alternative school experience in alignment
with Self-Determination Theory.

The instrument was comprised of 9 questions with three questions each being directly
aligned with the different elements of Self-Determination Theory: autonomy, competence, and
relatedness. Table 4 illustrates the questions from the survey and which area of Self-

Determination Theory they addressed.
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Table 4

Instrument Questions and Self-determination Categories

Autonomy Competence Relatedness
| am free to express my ideas  People at this school tell me I 1 really like the people at this
and opinions at this am good at my school.
school. schoolwork.
My feelings are taken into I have been able to learn new | consider the people at this
consideration at this and interesting things at school to be my friends.
school. this school.

| can pretty much be myself ~ Most days | feel good about ~ People at this school are
at this school. the work I do at this friendly to me.
school.
Note. Farrelly & Daniels, 2014; Mayo et al., 2022; Ntoumanis et al., 2021

All these questions were answered on a five-point Likert Scale giving the students an
opportunity to answer 1=not at all true for me, 2= not true for me, 3= somewhat true for me, 4=
true for me, and 5= very true for me.

Data Collection

The sample was collected through gaining site permission from Pacific Northwest
alternative schools and a combination of in person and remote data collection. Both in-person
and remote data collection was conducted through a digital survey provided to the students by
either the researcher or the on-site designee through a letter explaining the study and a QR tied
directly to the survey (see Appendix H). Data was collected in person for three of the schools,
and remote data collection took place for the rest. As a part of the survey, students provided
informed consent and indicated they met the age requirements before accessing the survey

questions.
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Analytical Methods

After informed consent was collected, data was collected remotely or in person with the
digital survey. The data was then cleaned to remove incomplete responses and to adjust any non-
digitally collected data that was incorrectly inputted. Data analysis began by exporting all
responses from Qualtrics and formatted into SPSS data. No names were collected as a part of this
survey, but the school names were collected to be able provide individualized results to
participating schools. The data was first analyzed to understand the demographic data collected
on the sample to better understand which students are currently attending alternative schools.
While this is not directly tied to a research question, it adds to the literature on alternative school
students. Descriptive statistics were then run on the available data on the students’ levels of Self-
determination and the subscales. The data was then analyzed to be able to see if there were
significant levels of self-determination for the sample, followed by analyzing through descriptive
statistics if individual components of self-determination were more present than others with the
sample. Then, demographic data was compared to the subscales of self-determination to better
understand the relationship between levels of specific self-determination factors and isolated
demographic groups. The process for each of these data collections, as well as their connections
to these research questions, are explained in the upcoming sections.
Research Question One

To answer the research question one, descriptive statistics were conducted to understand
the overall data regarding the self-determination scores, the subscales, and the demographics of
the alternative school student. Specifically, the mean of all the students’ responses was assessed
to understand if students in this sample had a strong sense of self-determination as a whole. The

5-point Likert-style survey included 9 questions, which made the highest possible mean five. On
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the scale, the three indicated “somewhat true for me” which would not indicate a significant level
of self-determination. For that reason, if the sample’s overall average score was between 3.41-
5.0 from the Likert scale, this would indicate that the students stated that the questions were true
for them or very true for them, which would indicate a very high level of self-determination. But
if the students did not answer less than 3.40 on any questions, there could still be a moderate
level of self-determination. Based on these numbers, if the overall mean for all students was
greater than 3.40, students attending alternative schools would have a positive level of self-
determination. This classification of Likert responses analysis was supported by previous
research conducted on evaluating and determining Likert scale responses. Table 5 below
illustrates the Likert scale interval with the Likert scale descriptions from this study (Pimentel,
2010).

Table 5

Likert Interval Scale

Likert Scale Description Likert Scale Likert Scale Interval
Not at all true for me 1 1.00-1.80
Not true for me 2 1.81-2.60
Somewhat true for me 3 2.61-3.40
True for me 4 3.41-4.20
Very true for me 5 4.21-5.00

Descriptive statistics allow for all the students to be assessed on their level of self-
determination but also allow for further understanding of the specific factors related to self-
determination. To better understand the individual sub scales, descriptive statistics were
conducted by gathering the mean of the responses to the questions which were directly tied to
autonomy, relatedness, or competence to understand if one element of self-determination was
more present in alternative school students. More specifically, descriptive statistics were run to

collect the overall mean on the three questions that were tied to each component of self-
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determination to be able to see if one element was more prevalent than the other two. This was
done by grouping the responses for the three questions tied to autonomy, relatedness, and
competence and analyzing the mean. If the overall mean was higher than 3.40, it could be
determined that the students had a strong sense of that specific component of self-determination.
For example, if the sample overall mean for the questions related to autonomy was between
3.41-5.0, then the data would indicate that Pacific Northwest alternative school students have
high levels of autonomy.
Research Question Two

For research question two, the goal was to understand if there was a relationship between
specific groups of 18- to 21-year-old alternative school students and self-determination. A one-
way MANOVA for each demographic category was used to compare the overall self-
determination score with the demographic category to understand if self-determination was more
present with specific demographic groups. Participants were classified into gender
(Male/Female), Ethnicity (Black, Caucasian, Hispanic, Asian/Pacific Islander, Native American),
receiving special education services or not, and qualifying for free and reduced lunch or not.
Once sorted, descriptive statistics were conducted to gather the mean self-determination scores
by individual groups. These scores were then compared within groups using one-way MANOVA
to see if there was a significant relationship between the demographic groups and their self-
determination scores. For example, if either gender showed high levels of SDT more so than the
other. Outliers were assessed by boxplot, data was assessed for normality of distribution for each
group, by Shapiro-Wilk test, and homogeneity of variances, was assessed by Levene's test of
homogeneity of variance. One-way MANOVA for each individual group was chosen because the

dependent variable in this study, the self-determination scores, is continuous and there are more
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than two groups being compared. By keeping the groups separate, we ensure that the data meets
the assumptions needed to conduct an MANOVA, which requires that the groups have the
independence of observation, which ensures that there is no overlap of participants in groups. For
example, male students’ scores were compared with female students’ scores and ethnicity groups
were compared with other ethnicity groups but not with gender. The MANOVA test shows
significant differences in the means of each demographic group’s scores (Laerd Statistics, 2015).
Further analysis was conducted through identical descriptive statistics collection on specific
demographic groups and the SDT subscale responses to see if demographically there was more a
more significant presence of autonomy, competence, and relatedness for specific demographic
groups. One-way MANOVA was also conducted with the means of each of the elements of self-
determination and the specific demographic groups separately to understand if there was a
relationship between gender, special education services, ethnicity, free and reduced lunch, and
autonomy, relatedness, and competence. For example, did students receiving special education
services indicate a higher level of relatedness than those students who did not? Due to the
purpose of this study being focused on demographic group relationship with self-determination
factors specifically, the data was not analyzed to assess how multiple demographic factors
influenced a self-determination score, but this could be done to better understand this population.
Limitations

While the researcher took every precaution to ensure validity in the study, limitations are
unavoidable in any study.

e This study's original intent was to have the sample represent three states in the Pacific
Northwest. Despite the effort of the researcher, only Idaho schools completed the data

collection phase of this study. While this impacts the generalizability of the data for
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Pacific Northwest schools, due to the number of participants in Idaho schools, there is a
gap for future research to include more Pacific Northwest schools to better understand the
population.

While the focus on 18- to 21-year-old students was put in place to protect the population
and focus the study, it may have narrowed the study's perspective.

Conducting this study in schools far away from each other and in various locations, on-
site research was not able to be conducted at all those locations, making follow-up, and

administering reliability difficult.
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Chapter 1V: Results

Dropout rates have fluctuated over the last several decades and remain a prominent issue
within the United States (Amitay & Rahav, 2020; Hickman & Anderson, 2019). Alternative
schools have become one of the most common options to support students at risk of dropping out
of school (Flores & Brown, 2019; K. Wilkerson et al., 2016). While alternative schools are
increasing in popularity, the research on their effectiveness is still limited and inconclusive
(Hofer et al., 2021; Shapiro, 2023). Prior research conducted on alternative schools has been
primarily qualitative with an emerging number of mixed methods studies. Many of these studies
have been conducted in large urban areas, but no purely quantitative studies have been conducted
in Pacific Northwest alternative schools. One lens used to study these programs is Self-
Determination Theory (SDT) due to its focus on motivation and engagement. SDT indicates that
schools that include elements of autonomy, relatedness, and competence have higher student
engagement and motivation (Chiu, 2022; Howard et al., 2021). Research has been conducted on
high school dropouts as well as alternative education, but limited research has been conducted on
overall alternative school effectiveness through the lens of Self-Determination Theory from the
student perspective (Anderson & Baggett, 2020; Cockerill, 2019). This quantitative study's
purpose was to use Self-Determination Theory to better understand elements leading to
motivation and engagement of students attending alternative schools in the Pacific Northwest.
By analyzing 18- to 21-year-old students in this population, a targeted picture of self-
determination in alternative schools is presented and a gap in the literature is closed for the
schools in this geographical area. This quantitative descriptive research study aimed to answer

the following research questions:
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1. Do 18-to 21-year-old students attending Pacific Northwest alternative schools have a

strong sense of autonomy, relatedness, and competence?

2. Do demographic factors gender, free and reduced lunch, special education services,

and ethnicity have an impact on self-determination factors; autonomy, relatedness, and

competence for 18- to 21-year-old students at Pacific Northwest alternative schools?
Through a Likert survey, quantitative data was collected on a student’s overall self-determination
score and for each of the self-determination factors: autonomy, relatedness, and competence.
Data was also collected on all students’ demographic factors including race, gender, free and
reduced lunch status, and special education services. This chapter details the findings of the
descriptive statistics available on the studied population and the data analysis conducted to
answer this study’s research questions.
Participant Profile

In this study, all participants were part of a representative sampling of 18- to 21-year-old
alternative school students who are a part of the larger population of alternative school students
(Urdan, 2016). Students are either placed or choose to attend these schools because they are at
risk of dropping out of school or are facing some barriers to school completion including
poverty, attendance issues, disciplinary issues, legal issues, or are behind in credits (Glavan,
2019; Johnson et al., 2019; Kumm et al., 2020).

The Pacific Northwest is made up of the states Idaho, Washington, and Oregon. The
Pacific Northwest has 100 alternative programs in rural and urban areas. Students attending these
programs are at risk of or have already dropped out of schools in these states. All of these states
house students that are representative of minority groups as well as students that experience a

variety of external and internal factors that create barriers to school completion. Specifically,
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20.8% of the students dropping out of Washington schools are American Indian/Alaska Native.
Hispanic, Black, and Native Hawaiian, as well as those students who have two or more races are
also represented in the dropout pool, with each race ranging between 9.8-12.9% while only 9.7%
of students are white. Similarly, Oregon has a higher percentage of American Indian/Alaska
Native dropouts than other demographics sitting at 7.83 % of all Oregon dropouts and 11.8% of
Oregon dropouts indicating homelessness (ODE, 2023). With an overall completion rate of
81.3%, Oregon is behind Washington, who has a completion rate of 82.3% (Miller, 2023; Velez,
2023). Students were also classified by belonging to certain state identified student groups
including foster care, homeless, low income, migrant, multilingual learner, and special education
students (Came, 2019). For this specific study, the participants came from alternative schools in
Idaho. School locations and names will remain confidential to protect the identity of the
participants. Idaho falls behind both Oregon and Washington with an overall completion rate for
2022 of 79.9%. The dropout demographics are like those we see in the other Pacific Northwest
states and students who are economically disadvantaged, with disabilities, in foster care,
experiencing homelessness, English learners, or migratory had graduation rates below the state
average. This was also true for students who are American Indian or Alaskan Native, Black,
Hispanic or Latino, two or more races, or male (Flandro, 2023). The participating schools were
representative of all of the geographical areas of Idaho as well as the different types of
alternative schools present in all of the Pacific Northwest. All schools were coded numerically to
protect the study’s participants. Table 6 indicates the nine schools as well as the number of

students who participated from each location.
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Table 6

Participating Schools

School n %
School 1 20 15.7
School 2 3 2.4
School 3 4 3.1
School 4 12 9.4
School 5 19 15.0
School 6 34 26.8
School 7 6 4.7
School 8 13 10.2
School 9 16 12.6
Total 127 100.0

Survey Participants

This study utilized a quantitative survey to better understand students’ levels of self-
determination utilizing a five-point Likert scale. The survey was digitally administered both in
person and remotely by the researcher or a school-designated official. The students who
responded to the survey were 53.5% male and 44.1% female with varying races including white
43.3%, Hispanic 37.8%, Native American and Asian Pacific Islander 3.1%, Black 2.4% and
10.2% who preferred not to share their race (see Table 7). The sample also indicated that 74% of
the students did not receive special education services and that 73% qualified for free and
reduced lunch services. All these students were between 18- to 21-years-old and attended an

alternative school in Idaho.
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Table 7

Participant Demographics

n %
What is your race? Black 3 2.4%
Hispanic 48 37.8%
Caucasian 55 43.3%
Asian/Pacific 4 3.1%
Islander
Native American 4 3.1%
Prefer not to say 13 10.2%
What is your gender? Male 68 53.5%
Female 56 44.1%
Did you receive Yes 25 19.7%
special education No 94 74.0%
services while in Prefer not to say 8 6.3%
school?
Did you qualify for Yes 93 73.2%
free and reduced No 26 20.5%
lunch during high Prefer not to say 8 6.3%

school?

Data Collection Instruments
Survey Instruments

The instrument utilized by the researcher included the collection of informed consent,
demographic data, and survey questions from the modified version of the Basic Needs at Work
survey (Appendix C) to assess student perspectives on their alternative school experience in
alignment with Self-Determination Theory. This survey was adapted from a 2014 study entitled
“Understanding Alternative Education: A Mixed Methods Examination of Student Experiences”
conducted by Farrelly and Daniels. The original survey was created to measure the participant’s
perceived satisfaction of autonomy, relatedness, and competence in an alternative school setting
and was adapted from the Basic Psychological Need Satisfaction at Work Scale, a 21-question

survey that utilized a seven-point Likert scale to assess work conditions through the lens of Self-
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Determination Theory. Farrelly and Daniels (2014) adjusted the survey to be a five-point Likert
scale and reworded the language to fit a school setting.
Survey Validity and Reliability

Farrelly and Daniels (2014) piloted this study with 122 alternative school students. A
reliability analysis was conducted and indicated that three items for each subscale appeared to
best measure basic psychological needs satisfaction in this context. Farrelly and Daniels (2014)
adjusted the 21 question Basic Needs at Work Scale based on the piloted study’s results to a
nine-question survey that passed factor and reliability analysis for each subscale with a Cronbach
alpha of .92 for the entire survey (Farrelly & Daniels, 2014). A reliability analysis was conducted
and indicated that three items for each subscale appeared to best measure basic psychological
needs satisfaction in this context. Farrelly and Daniels (2014) made this adjustment based on the
piloted studies results on a factor analysis and new reliability analysis for each subscale, and the
total scale showed acceptable Cronbach alpha of .92 for the entire survey, which indicates high
internal consistency between the survey questions (Farrelly & Daniels, 2014). Table 8 shows the
alignment between questions and which area of Self-Determination Theory they addressed.
Table 8

Instrument Questions and Self-determination Categories

Autonomy Competence Relatedness

I am free to express my ideas  People at this school tell me I 1 really like the people at this
and opinions at this am good at my school.
school. schoolwork.

My feelings are taken into I have been able to learn new | consider the people at this
consideration at this and interesting things at school to be my friends.
school. this school.

| can pretty much be myself ~ Most days | feel good about  People at this school are
at this school. the work | do at this friendly to me.

school.
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All of the questions were answered on a five-point Likert scale giving the students an
opportunity to answer 1=not at all true for me, 2= not true for me, 3= somewhat true for me, 4=
true for me, and 5= very true for me. See Appendix C for the list of 9 questions and see
Appendix D for the permission granted to use this instrument within this research.

Results for Research Question 1: Demographics and Sense of Self-determination

To isolate if the specific school had a significant impact on the students’ SDT scores or

the subscale scores, a MANOVA was conducted to understand the PNW alternative school

students' sense of self-determination (see Table 9).
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Table 9

School Specific SDT Results

Dependent  Type 111 Sum of Mean .
Source Variable Squares df Square S1g.
Corrected Model ~ Autonomy 6.280% 8 .785 1.006 436
Competence 6.840° 8 855 1.736 .097
Relatedness 9.492° 8 1.186 1.853 074
SDT Score 5.075¢ 8 634 1.375 214
Intercept Autonomy 1042.575 1 1042.575 1335.835 <.001
Competence 1048.000 1 1048.000 2127.595 <.001
Relatedness 941.845 1 941.845  1471.094 <.001
SDT Score 1009.934 1 1009.934 2189.162 <.001
School Autonomy 6.280 8 .785 1.006 436
Competence 6.840 8 .855 1.736 .097
Relatedness 9.492 8 1.186 1.853 074
SDT Score 5.075 8 .634 1.375 214
Error Autonomy 92.095 118 .780
Competence 58.124 118 493
Relatedness 75.548 118 .640
SDT Score 54.437 118 461
Total Autonomy 1974.806 127
Competence 1836.556 127
Relatedness 1708.000 127
SDT Score 1814.316 127
Corrected Total Autonomy 98.375 126
Competence 64.964 126
Relatedness 85.039 126
SDT Score 59.513 126

& R Squared = .064 (Adjusted R Squared = .000)

b R Squared = .105 (Adjusted R Squared = .045)

¢ R Squared =.112 (Adjusted R Squared = .051)

4 R Squared = .085 (Adjusted R Squared = .023)

The researcher collected overall SDT scores and descriptive statistics. These were used
too for the analysis of SDT levels and to better understand if the sample had a strong sense of

SDT and ultimately answer the first research question: Do 18- to 21-year-old students attending
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Pacific Northwest alternative schools have a strong sense of autonomy, relatedness, and
competence?

For analysis of the Likert scale responses, Table 10 below was used from previously conducted
research on Likert scale intervals (Pimentel, 2010).

Table 10

Likert Interval Scale

Likert Scale Description Likert Scale Likert Scale Interval
Not at all true for me 1 1.00-1.80
Not true for me 2 1.81-2.60
Somewhat true for me 3 2.61-3.40
True for me 4 3.41-4.20
Very true for me 5 4.21-5.00

The results for the overall SDT score and the subscales of this framework, which include
autonomy, competence, and relatedness are reported in Table 11 with the corresponding
identifying Likert scale description. The table below indicates what the overall mean for each
category was, the standard deviation of the responses, and what the numbers translate to in
correspondence with the pre-identified interval range defined in previous studies (Pimentel,
2010).

Table 11

Likert Interval Scale Results

Scale Item M SD Likert Scale Description Likert Scale Interval
SDT Score 3.717 .685 True for me 1.00-1.80
Autonomy 3.844 .880 True for me 1.81-2.60
Competence  3.735 715 True for me 2.61-3.40
Relatedness  3.575 .818 True for me 3.41-4.20
4.21-5.00

Based on Table 11, students who attend alternative schools included in this sample have

positive levels of self-determination. Specifically, students who attend alternative schools
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indicated they had a mean overall SDT of 3.717 with a standard deviation of .685. The SDT
component of autonomy had the highest mean of 3.844 with a standard deviation of .880,
followed by competence, which had a mean of 3.735 with a standard deviation of .715. The
lowest self-determination component for this sample was relatedness with a mean of 3.575 and a
standard deviation of .818.

Results for Research Question 2: Impact of Demographic Factors on SDT

For research question two, the goal was to understand if there was a relationship between
demographic categories of survey participants and self-determination levels. A one-way
MANOVA for each demographic category was used to compare the overall self-determination
score with the demographic category to understand if self-determination was more present with
specific demographic groups. Participants were classified into gender (Male/Female), ethnicity
(Black, Caucasian, Hispanic, Asian/Pacific Islander, Native American), receiving special
education services or not, and qualifying for free and reduced lunch or not. Once sorted,
descriptive statistics were conducted to gather the mean self-determination scores by individual
groups. These scores were then compared within groups using one-way MANOVA to see if
there was a significant relationship between the demographic groups and their self-determination
scores.

In order to conduct a one-way MANOVA, certain assumptions must be met. The first
assumption required by a one-way MANOVA is to have two or more dependent variables that
are measured at the continuous level (Laerd Statistics, 2015). In this data set, the dependent
variables are the overall SDT score and the individual scores for autonomy, relatedness, and
competence. The next assumption required by a one-way MANOVA is to have one independent

variable that consists of two or more categorical variables. For this analysis, the independent



73

variables of gender, race, special education status, and free and reduced lunch status, which each
have two or more categorical levels, were compared with the dependent variables of SDT and the
aforementioned subscales. The last assumption to be able to conduct a one-way MANOVA was
independence of observations, which was considered in the analysis of this data, and when data
was analyzed no two groups were compared against each other.
Results for Race and SDT

Race demographics were collected for all the sample’s participants to see if there was an
impact of race on self-determination factors. A one-way multivariate analysis of variance was
run to determine the impact of race on self-determination factors (see Table 12). Four measures
of self-determination were assessed: overall SDT Score, autonomy, relatedness, and competence.
Six different racial groups were considered: Black, Caucasian, Hispanic, Native American,
Asian/Pacific Islander, or Prefer not to Say. The “Prefer not to say” category was removed from
the data set due to n=17 and there was no significant difference in the analysis with its removal.
Table 12

Race and SDT Categories - Multivariate Tests?

Hypothesis Partial

Effect Value F yp Errordf  Sig. Eta
df

Squared

Intercept Pillai’s Trace 886  268.544° 3.000 104.000 <.001  .886

Wilks’ Lambda 114 268.544° 3.000 104.000 <.001  .886

Hotelling’s Trace 7.746  268.544" 3.000 104.000 <.001  .886
Roy’s Largest Root  7.746  268.544° 3.000 104.000 <.001  .886

Race Pillai’s Trace .079 .954 9.000 318.000 .478 .026
Wilks” Lambda 923 .948 9.000 253.259 484 027
Hotelling’s Trace .083 941 9.000 308.000 .489 027

Roy’s Largest Root .058 2.056° 3.000 106.000 .111 .055
& Design: Intercept + Race

b- Exact statistic

¢ The statistic is an upper bound F that yeilds lower bound on the significance level.
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The differences between the groups on the combined dependent variables was not
statistically significant, F(9, 253.259) = .948, p = .484; Wilks' A = .923; partial n2 = .027
Results for Gender and SDT

This survey collected data on students’ gender to better understand if there was a
significant difference in self-determination for males versus females. A one-way multivariate
analysis of variance was run to determine the impact of gender on self-determination factors in
18- to 21-year-old alternative school students (see Table 13). Four measures of self-
determination were assessed: overall SDT score, autonomy, relatedness, and competence.
Gender was divided into two sections: male and female. The original results included a Prefer
not to say category, but these answers were removed due to low sample size (n=3).

Table 13

Gender and SDT Categories - Multivariate Tests?

Effect Value F Hypcc)j';hesw Errordf  Sig.
Intercept  Pillai’s Trace 970 974.094° 4.000 119.000 <.001
Wilks” Lambda .030 974.094° 4.000 119.000 <.001
Hotelling’s Trace 32.743  974.094° 4.000 119.000 <.001
Roy’s Largest Root 32.743  974.094° 4.000 119.000 <.001
Gender Pillai’s Trace .080 2.580° 4.000 119.000  .041
Wilks” Lambda 920 2.580P 4.000 119.000 .041
Hotelling’s Trace .087 2.580° 4.000 119.000  .041
Roy’s Largest Root .087 2.580° 4.000 119.000 .041

& Design: Intercept + Gender
b-Exact statistic
The differences between the genders on the combined dependent variables was statistically

significant, F(4, 119) = 2.580, p <.041; Wilks' A =.920, partial n2 =.080) (see Table 14).



Table 14

Differences Between Gender and SDT Subscales — Tests of Between-Subjects Effects
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Dependent Type 111 Sum Mean .
Source Variable of Squares df Square F SIg.
Corrected Model  Autonomy 5.5262 1 5.526 7.482 .007
Competence 2.942° 1 2.942 5.906 017
Relatedness .690° 1 .690 1.030 312
SDT Score 2.662¢ 1 2.662 5.860  .017
Intercept Autonomy 1815.531 1 1815531  2458.268 <.001
Competence 1716.469 1 1716.469  3445.715 <.001
Relatedness 1574.202 1 1574.202 2351941 <.001
SDT Score 1699.977 1 1699.977  3741.704 <.001
A5 Autonomy 5.526 1 5.526 7.482 .007
Competence 2.942 1 2.942 5.906 017
Relatedness .690 1 .690 1.030 312
SDT Score 2.662 1 2.662 5.860 017
Error Autonomy 90.102 122 739
Competence 60.774 122 498
Relatedness 81.657 122 .669
SDT Score 55.429 122 454
Total Autonomy 1908.806 124
Competence 1782.556 124
Relatedness 1665.000 124
SDT Score 1761.020 124
Corrected Total ~ Autonomy 95.628 123
Competence 63.716 123
Relatedness 82.347 123
SDT Score 58.091 123

& R Squared = .058 (Adjusted R Squared = .050)
b R Squared = .046 (Adjusted R Squared = .038)
®R Squared =.008 (Adjusted R Squared = .000)

4 R Squared = .046 (Adjusted R Squared = .038)

The Bonferroni Post Hoc tests showed that Autonomy scores (F (1, 122) = 7.482, p <

.007; partial n2 = .058), Competence scores (F(1, 122) = 5.906, p <.017; partial n2 = .046.) and

overall SDT scores (F(1, 122) = 5.860, p <.017; partial n2 = .046.) were statistically
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significantly different between different genders, using a Bonferroni adjusted a level of .025 (see

Table 15).

Table 15

Significant Differences between Gender and SDT — Multiple Comparisons Bonferroni

95% Confidence
Interval
Dependent () What is (J) What is Mean Std. Sig. Lower Upper
Variable your gender? your gender? Difference (I- Error Bound Bound
J)

Autonomy Male Female -4242* 15439 021 -.7989 -.0495
Prefer not to -.1.0343 50474 128 -2.2593 .1906
say

Female Male 4242* 15439  .021 .0495 .7989
Prefer not to -.6101 50702  .693 -1.8406 .6204
say

Prefer not to Male 1.0343 50474 128 -.1906 2.2593

say
Female .6101 50702  .693 -.6204 1.8406

Competence Male Female -.3095* 12687  .048 -.6174 -.0016
Prefer not to -.6389 41477 .378 -1.6455 .3677
say

Female Male .3095* 12687  .048 .0016 .6174
Prefer not to -.3294 41664  1.00 -1.3405 .6818
say

Prefer not to Male .6389 41477  .378 -.3677 1.6455

say
Female .3294 41664 1.000 -.6818 1.3405

Relatedness Male Female -.1499 14881  .948 -.5110 2113
Prefer not to -.1618 48649 1.000 -1.3424 1.0189
say

Female Male .1499 .14881  .948 -.2114 5110
Prefer not to -.0119 48869 1.000 -1.1979 1.1741
say

Prefer not to Male .1618 48649 1.000 -1.0189 1.3424

say
Female .0119 48869 1.000 -1.1741 1.1979

SDT Score Male Female -.2944 12146 .050 -.5892 .0003
Prefer not to -.6123 39709  .377 -1.5760 .3514
say

Female Male .2944 12146 .050 -.0003 .5892
Prefer not to -.3179 .39888 1.000 -1.2859 .6502
say

Prefer not to Male .6123 39709  .377 -.3514 1.5760

say
Female .3179 .39888 1.000 -.6502 1.2859

Based on observed means.

The error term is Mean Square (Error) = .453

*The mean difference is significant at the .05 level.



77

Specifically, when comparing means, we can see that females have higher levels of
autonomy, competence and overall SDT. There was not a statistically significant difference
between the genders and relatedness scores (F(1, 122) = 1.03, p < .312, partial n2 = .008).
Results for Special Education and SDT

The survey collected data on if participants received special education services during
their time attending alternative schools to be able to isolate if there was a significant number of
special education students attending these schools and to illuminate areas of strength and
weaknesses for this population in self-determination. A one-way multivariate analysis of
variance was run to determine the impact of special education services received on self-
determination factors (see Table 16). Four measures of self-determination were assessed: overall
SDT score, autonomy, relatedness and competence. Three different special education categories

were considered: Yes (receiving services), No (not receiving services) and Prefer not to say.



Table 16

Special Education and SDT Categories — Multivariate Test?

78

Effect Value F Hyp((thfhesw Error df  Sig. Pgrtlal Eta
quared
Intercept  Pillai’s Trace 927  372.126" 4.000 118.000 <.001 927
Wilks’ 073  372.126" 4.000 118.000 <.001 927
Lambda
Hotelling’s 12.614 372.126" 4.000 118.000 <.001 927
Trace
Roy’s Largest 12.614 372.126° 4.000 118.000 <.001 927
Root
Special Pillai’s Trace .032 478 8.000 238.000 .871 .016
Education Wilks’ .969 475P 8.000 236.000 .873 .016
Lambda
Hotelling’s .032 472 8.000 234.000 .875 .016
Trace
Roy’s Largest  .025 T47° 4.000 119.000 .562 .024
Root

& Design: Intercept + Special Education

b- Exact statistic

“The statistic is an upper bound F that yeilds lower bound on the significance level.

The differences between the groups on the combined dependent variables was not

statistically significant, F(8, 236) = .475, p = .873; Wilks' A =.969; partial n2 = .016.

Results for Free and Reduced Lunch and SDT

Understanding how students attending alternative schools represent students impacted by

poverty allows for a more in-depth awareness of how to serve these students. A one-way

multivariate analysis of variance was run to determine the impact of free and reduced lunch

status on self-determination factors (see Table 17). Four measures of self-determination were

assessed: overall SDT score, autonomy, relatedness, and competence. Three different free and

reduced lunch categories were considered: Yes (qualified for free and reduced lunch), No (did

not qualify for free and reduced lunch) and Prefer not to say.



Table 17

Free and Reduced Lunch Status and SDT Categories - Multivariate Test®
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Effect Value F Hypc()jtfhesw Error df  Sig. Pgrtlal Eta
quared
Intercept  Pillai’s Trace  .927  372.908° 4.000 118.000 <.001 927
Wilks’ 073 372.908° 4.000 118.000 <.001 927
Lambda
Hotelling’s 12.614 372.908° 4.000 118.000 <.001 927
Trace
Roy’s Largest 12.614 372.908° 4.000 118.000 <.001 927
Root
Free Pillai’s Trace .022 334 8.000 238.000 .952 011
Reduced Wilks’ 978 3320 8.000 236.000 .953 011
Lunch Lambda
Hotelling’s .023 .330 8.000 234.000 .954 011
Trace
Roy’s Largest .019 B577° 4.000 119.000 .680 .019
Root

& Design: Intercept + Free Reduced Lunch

b- Exact statistic

“The statistic is an upper bound F that yeilds lower bound on the significance level.

The differences between the groups on the combined dependent variables was not

statistically significant, F(8, 236) = .332, p =.953; Wilks' A = .978; partial n2 =.011.

Conclusion

This descriptive quantitative study was conducted to have a better understanding of who

are the students currently attending alternative schools in the Pacific Northwest, what level of

self-determination is present for students in these schools, and how their demographic factors

impact their levels of self-determination. The five-point Likert-style survey, which was a school

adapted version of the Basic Needs at Work Scale, collected data on these alternative school

students' perceptions of their own self-determination and provided data on their levels of

autonomy, relatedness, and competence. The survey results indicated that the overall mean of
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Self-determination in alternative school students attending alternative school in Idaho is high,
with a mean of 3.717. Students from this sample also indicated high levels of autonomy,
relatedness, and competence. The results also indicated that there was a significant difference
between levels of autonomy, competence, and overall self-determination, but not relatedness,
between males and females (p=.041). Females overall had higher levels of autonomy (p=.021)
and competence (p=.048) which caused their overall self-determination levels to be higher, with
a p value =.05. When analyzing that data, there was no indication of a significant difference
between race and the SDT score and subscales, (p=.484). Additionally, there were no significant
differences between the groups of special education recipients regarding self-determination,
(p=.873). Lastly, there were also no significant differences between the groups receiving or not

receiving free and reduced lunch services (p=.953).
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Chapter V: Discussion

Despite the downward trend of high school dropouts in the United States, the percentage
of students not completing high school continues to be an issue in education today (NCES,
2021a). Dropout is defined as students who leave school before they complete their high school
education (NCES, 2021b; Runkle, 2022; Zengin, 2021). Students who are at risk of dropping out
of school struggle with a variety of internal and external factors, which are more prevalent in
minority groups, males, and students receiving special education services (Foreman-Murray et
al., 2022; Morrissette, 2018; Ramsdal & Wynn, 2022). Dropping out of school can adversely
affect the individual and society in financial, social, and emotional ways. (NCES, 2021a).
Understanding the causes of student dropouts is critical to continuing to reduce the dropout
percentage, which will positively support students and the economy (Cavaco et al., 2021,
Lagana-Riordan et al., 2011).

One specific strategy in place to reduce dropouts and aid in students’ completion of high
school is enrolling students in alternative schools. Numerous studies have been conducted on the
reasons leading to students dropping out of high school. However, there is a lack of data
indicating the effectiveness or ineffectiveness of alternative programs that have been put in place
to prevent dropout (Antoni, 2021; Duke & Tenuto, 2020; Flores & Brown, 2019). These schools
are an alternative to dropout for students who are struggling to find success in the traditional
school setting. Current literature on students attending alternative schools suggests that many of
the students are either male, special needs, minorities, or students who qualify for free and
reduced lunch (Afacan & Wilkerson, 2019; Frank, 2019). The combination of the inconsistent
decline of high school dropouts, and the volume of alternative schools housing a disproportionate

number of marginalized communities, and emerging social issues suggests research adding to the
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literature of the ineffectiveness of effectiveness of alternative schools as a form of dropout
prevention is needed (Dupéré et al., 2021; McDermott et al., 2019; Szlyk, 2020; Yavrutirk et al.,
2020; Young-sik et al., 2018). This study was designed to narrow the gap in the literature by
focusing on the following research questions:

1. Do 18- to 21-year-old students attending Pacific Northwest alternative schools have a

strong sense of autonomy, relatedness, and competence?

2. Do demographic factors gender, free and reduced lunch, special education services,

and ethnicity have an impact on self-determination factors; autonomy, relatedness, and

competence for 18- to 21-year-old students at Pacific Northwest alternative schools?

This study focuses on the effectiveness of alternative schools through Self-Determination
Theory (SDT). SDT is the theory that utilizes the Basic Needs at Work Scale to gauge levels of
engagement and motivation through the elements of autonomy, relatedness, and competence.
SDT suggests that these human needs are essential to students' motivation in schools.
Specifically, the theory supports that the needs of autonomy, competence, and relatedness must
be met for students to be motivated and successful in school (Howard et al., 2021; Krettenauer &
Curren, 2020). Studies have found that student achievement and outcomes are positively
correlated with Self-Determination Theory in both alternative and traditional settings (Howard et
al., 2021; Niemiec & Ryan, 2009). A few studies have also utilized Self-Determination Theory to
look at alternative schools and their students and have indicated that the participants experienced
many connections to competence, autonomy, and relatedness and that it helped them to complete
their education or find success during their time at an alternative school (Farrelly & Daniels,
2014; Hofer et al., 2021; Statos, 2022). This study adds to the current literature on alternative

schools and SDT, but also expands on SDT in the school setting.
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Summary of the Results

This quantitative study was a descriptive research design, which is the process of
describing relationships without defining the cause (Vera et al., 2016). Specifically, this study
aimed to isolate if there were levels of self-determination present with alternative school students
in the Pacific Northwest but not what caused those levels. While this study focused on two
specific research questions, there were findings throughout the study that were outside of the
research questions but closed the gap in literature on Pacific Northwest alternative schools. This
study's findings provide insight into who is attending alternative schools and a more in-depth
understanding of Self-determination Theory in the alternative school setting. Specifically, there
are new findings on Idaho alternative school students and new insights on what elements are
contributing to their students’ engagement and motivation. Demographic information was
collected through this study, expanding on the research that exists regarding students who are at-
risk of dropping out of school, as well as students who are attending alternative schools who were
at-risk of dropping out prior to enroliment.
Results of Research Question One

The instrument in this study collected Likert responses for nine questions relating to Self-
Determination Theory and the subscales of autonomy, relatedness, and competence. The data
collected was sorted into an average SDT score for each respondent as well as mean scores for
each of the SDT subscales. Studies have found that student achievement and outcomes are
positively correlated with Self-Determination Theory (Howard et al., 2021; Niemiec & Ryan,
2009). Previous literature indicated that alternative schools and their students who have high
levels of SDT were able to complete their education or find success during their time at an

alternative school (Farrelly & Daniels, 2014; Hofer et al., 2021; Statos, 2022). These studies
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were conducted on one or two alternative high schools, which indicated a need for a study to be
conducted on multiple alternative schools to increase generalizability in relation to the
effectiveness of SDT in alternative school settings. To expand and better understand the research
on alternative schools in the state of Idaho, the nine participating schools' results (n=127) were
compared. In the analysis of the school results, there were no significant difference between SDT
scores or any of the subscales, and all the schools that participated indicated high levels of SDT
and the subscales. Table 18 illustrates the significance levels between schools by overall SDT
and the subscales.

Table 18

SDT and School Differences

SDT Category Significance between Schools
Autonomy 436
Competence .097
Relatedness 074
Overall SDT 214

Research question one was focused on if 18— to 21-year-old students attending Pacific
Northwest alternative schools have a strong sense of autonomy, relatedness, and competence.
This research question is answered with the overall mean of SDT (m=3.717) indicating high
levels of self-determination for the sample. Students in these schools feel that they have high
levels of autonomy (m= 3.848) and competence (m= 3.735) with somewhat lower, but still
significant, levels of relatedness (m=3.575).

The component with the highest overall mean was autonomy with a score of 3.844.
Autonomy is a type of intrinsic motivation in which a person feels ownership in their decision-
making (Mayo et al., 2022; Ntoumanis et al., 2021). Environments that have a culture of

autonomy provide students the freedom to act on their own (Statos, 2022). Autonomous types of
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intrinsic motivation lead to positive outcomes for students, which stipulates that students
attending these schools are more likely to be successful in this setting due to the high levels of
autonomy present (Guay, 2022). In this study, students in this sample of Idaho alternative
schools have high levels of autonomy, feeling more control over their own educational decisions.
Even though some of the students in this study are older than traditional high school ages, their
strong sense of autonomy may help them graduate from their chosen alternative school.

With an overall mean of 3.735, competence is considered at a high level for students
attending alternative schools in this sample. Competence indicates that students believe that they
can impact outcomes and achieve goals (Ryan & Deci, 2009). When individuals feel competent,
they are more likely to feel self-determined because they can make a connection between what
they do and what they are able to accomplish (Ryan & Deci, 2017). Students’ sense of
competence is heightened when teachers’ expectations are structured around students’ abilities,
and clear directions about expectations and consequences are present (Hofer et al., 2021).
Students who attend alternative schools are often at risk of dropping out due to feeling a lack of
competence in schools as this is evident through credit deficiencies and low academic
achievement. If this is true, then Idaho alternative school students who experience a high sense
of competence, like those in this study, should be more likely to persist in their current school
settings.

While relatedness is the lowest scoring component of the SDT (m=3.575), it is still in the
“true for me "range (3.41-4.20) indicating that there is a presence of relatedness in alternative
schools in Idaho. Relatedness, also known as belonging in literature, is the connection students
have with the people they attend school with and the teachers by whom they are taught

(Cockerill, 2019). Relatedness benefits well-being as students enter their adolescent years, as it
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helps maintain positive peer relations which can be connected to higher levels of sociability,
perceived competence, and self-esteem, and reduced hostility, anxiousness, and depression (Van
Ryzin et al., 2009). Students who attend alternative schools often struggle to feel connected to
the school they were attending prior, which could be for reasons relating to friendships, teacher
relationships, or lack of belonging in the school setting. This study shows that Idaho alternative
school students do feel connected to the material or people within their current school, which
should help students to stay enrolled in Alternative school settings.

Research Question Two Summary of Results and Discussion

The demographic data collected in this sample was similar to the currently available
research on the demographic data of students who are attending alternative schools in some areas
but differed in others. Previous research indicates that students who attend alternative schools are
primarily male, minorities, receive special education services, and qualify for free and reduced
lunch (Afacan & Wilkerson, 2019; Frank, 2019). This study found that of the nine schools that
participated, the 18-21-year-old students were 53.5% male and 44.1% female with varying races
including white 43.3%, Hispanic 37.8%, Native American and Asian Pacific Islander 3.1%,
Black 2.4% and 10.2% who preferred not to share their race. The sample also indicated that 74%
of the students did not receive special education services with 6.3% preferring not to respond,
but 73% qualified for free and reduced lunch services.

As previously noted, the current literature indicates that there is a higher percentage of
male students attending alternative schools than females (NCES, 2021b). The findings of this
study found that 55% of the respondents were male which would correlate with previous
literature. Important to note is the minimal difference between the male and female populations

in the current study with only a 7% difference between the two genders. According to the ldaho
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Department of Education 51.1% of students in Idaho are male and 48.9% are female. Similarly in
Oregon, 49% of students are female, and 50% of students are male and in Washington 48% are
females and 52% are male. These findings compared to the different states data would suggest
that in the Pacific Northwest there is not a disproportionate number of male students attending
alternative schools. Conversely the percentage of students receiving special education services,
19.7%, was significantly less than the data found in other studies on alternative school students.
But when this study’s findings are compared to the percentage of special education students
currently in the state of Idaho, which is 11.6% of the population, it is slightly higher. The
national average for students receiving special education nationally is 15% (NCES, 2023). All of
the available data compared with the sample and previous research indicates that while the
findings of this study indicate lower levels of special education students than other studies, it
may be due to Idaho having less students receiving special education services than other states in
the nation.

For this sample, 37.8% of students indicated they were Hispanic and 43.3% indicated
they were Caucasian. Demographically the students in this sample were representative of the
population of students attending schools in the Pacific Northwest as students in Idaho are
primarily Caucasian at 73.8% with the highest minority group being Hispanic at 19.2% (SDE,
2018). In this study, a much higher concentration of Hispanic students is being educated in
alternative schools than in comprehensive high schools in Idaho. In Oregon and Washington
schools, the primary ethnicities are Caucasian with the Hispanic population also being the most
prevalent minority, which would indicate that if they data was collected in these states they
would be consistent with the findings of this study (ODE, 2023). Outside literature has also

indicated that there are high levels of Hispanic students in alternative school settings (Frank,
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2019; Huerta & Hernandez, 2021; Long et al., 2018), and the sample in this study supports this.
Students qualifying for free and reduced lunch is an indicator of poverty and provides an index
for schools on low-income students (NCES, 2023). With a percentage of 73.2%, the sample is
consistent with previous studies' findings on students attending alternative schools experiencing
poverty, but considerably higher than the Idaho and Washington percentages which sit at 43.8%
and 49.7%. Which would indicate that this sample is consistent with the literature in serving high
numbers of students at or near the poverty line (Churchill et al., 2021; SDE, 2023; Young-sik et
al., 2018).

While the study provided important data on which student demographically attended
alternative schools in Idaho as well as the Pacific Northwest, the goal of the study was to
understand if there were specific demographic groups that had higher levels of self-
determination, and if there were any connections between demographic groups and the subscales
of Self-Determination Theory. The following research question was the basis of this research:

Do demographic factors gender, free and reduced lunch, special education services, and

ethnicity have an impact on self-determination factors; autonomy, relatedness, and

competence for 18- to 21-year-old students at Pacific Northwest Alternative schools?

Gender. The results of the study indicated that there was a significant difference between
male and female students attending Pacific Northwest Alternative schools for SDT, autonomy,
and competence (p=.017). The data indicated that females in these settings have higher levels of
SDT overall. Having a higher level of SDT overall indicates that the female students attending
alternative schools in Idaho are more engaged and motivated in their school setting than the
males who attend those schools. Before attending alternative schools, these students needed to

qualify as at-risk for dropping out. These findings would suggest that females attending
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alternative schools in Idaho are less likely to drop out of school and should be more likely to
complete their education due to the presence of SDT. The findings indicate that there is a
significant difference in the levels of competence with females and males in this sample
(p=.017). Students need to feel able to be successful in their environment for competency to exist
in the school setting (Krettenauer & Curren, 2020), and these findings indicate the females in
Idaho alternative schools feel that they can be successful in their school environment. As
mentioned previously, there was a significant difference between males and females overall, but
also found in this study was that females attending alternative schools in Idaho have high levels
of autonomy which is illustrated by the overall mean for autonomy in the sample being m= 3.884
and the significance of the difference between males and females being p=.007. Positive
examples in schools of autonomy include teachers praising signs of improvement and mastery
and creating opportunities for students' choice. While the findings of this study are not specific
on what specially these school are doing, females attending Idaho alternative schools feel that in
their school settings, they are experiencing things that create a sense of autonomy. Overall, 18—
to 21-year-old females attending alternative schools in Idaho are more motivated and engaged in
the alternative school setting due to overall self-determination, their ability to have autonomy,
and feel competent in their schoolwork. There was not a significant difference between male and
female levels of relatedness in these settings. Relatedness being the only component of SDT that
is not statistically significant, this is an important finding. Students attending alternative schools
in Idaho have a high level of relatedness overall (m=3.575), but it was the lowest mean of all the
components.

Race. High school dropout and alternative school's enrollment rates show a

disproportionate number of minorities, specifically Hispanic and Black students, who are
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attending these schools (Frank, 2019; Huerta & Hernandez, 2021; Long et al., 2018). In
answering research question one, it was noted that for Idaho alternative schools, there is also a
disproportionate number of minority students with 37.8% of students indicating they were
Hispanic.The findings of this question indicate there is no statistically significant difference
between the race of the participating students with overall SDT score or any of the three
components. That said, the overall findings of this study indicate moderate to high levels of SDT
and the subscales. Based on these findings, it can be determined that race does not significantly
impact if students experience autonomy, relatedness, or competence in the Idaho alternative
school settings.

Special Education. In 2019, the dropout rate for students with disabilities is 10.7%,
which is more than twice that of the dropout rate of 4.7% for students without disabilities.
(NCES, 2021a). This study collected data on students attending alternative schools in Idaho were
students with disabilities and if there was a significant difference between the experiences of
those students with disabilities and those without through a lens of self-determination and the
corresponding subscales. The findings of this study did not indicate a high volume of special
education students with only 19% of the sample indicating they received services. But the
findings also did not indicate a difference between SDT or the subscales scores for those students
who identified as receiving services or not. So, while the pool of special education students is
small, overall, the sample indicates high levels of SDT and the subscales which indicates that the
student’s perception of their autonomy. Relatedness, and competences are not impacted by their
special education status. This finding may also indicate a lack of awareness or understanding of

what qualifying for special education means within this sample, as during the survey
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administration there were students inquiring about what “receiving special education services”
meant and if it applied to them.

Free and Reduced. Extensive literature indicates that alternative schools serve a high
population of students who qualify for free and reduced lunch (Churchill et al., 2021; Rubens et
al., 2019). The state of Idaho has 43.8% of students receiving free and reduced lunch (NCES,
2023). Seventy- three percent the study participants qualified for free lunch and reduced lunch,
but there was no statistically significant difference between the group that indicated they
received free and reduced lunch than those who indicated prefer not to say or no they did not
receive free and reduced lunch with p=.953. Due to the overall data indicating that there are high
levels of SDT and the subscales, the lack of significance in the differences of this demographic
population confirms that students in these settings do not have inequitable access to autonomy,
relatedness, and competence for monetary reasons.

Conclusions

Self-Determination Theory suggests classrooms that support autonomy, competence, and
relatedness are more likely to engage students in learning (Chiu, 2022). Students who attend
alternative schools in the Pacific Northwest are attending these schools due to being at risk of
dropping out of school (SDE, 2023; ODE, 2023). This study’s findings indicate that 18- to 21-
year-old students attending alternative schools the Pacific Northwest have a strong sense of self-
determination and the subscales autonomy, relatedness, and competence. However, due to the
study design, causation is not indicated. Furthermore, this study’s findings can conclude that the
Self-Determination Theory is an effective lens for assessing alternative school students’ levels of
autonomy, competence, and relatedness. Since all the schools that participated in this study are

geographically different parts of Idaho, it could be stated that alternative schools in Idaho have
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significant levels of self-determination as well as notable levels of autonomy, relatedness, and
competence. Prior studies have been conducted at one or two alternative high schools at a time
and in different geographical regions (Farrelly & Daniels, 2014; Hofer et al., 2021; Statos, 2022).
While the data collected is limited to Idaho, the findings of this study and its conclusions can be
applied to the Pacific Northwest for a variety of reasons. Idaho, Washington, and Oregon serve
similar demographic populations. The aforementioned states also have similar challenges
regarding graduation rates, specifically with their rates falling between 79-82% over the last
three years. Additionally, the PNW states are aligned in how they define at-risk youth and place
students in alternative school settings. All of these schools seek to support students who were not
able to be successful in a traditional school setting due to a variety of internal and external
factors that qualify them as at-risk of dropping out of school. While the findings of this study are
generalizable across the PNW, there are findings and conclusions within this study that are
specific to Idaho.

Students in ldaho attending alternative schools need to qualify as “at risk.” These
findings, combined with previous literature, allow for the assumption that Idaho alternative
schools are aiding in improving student achievement and outcomes for students who might not
otherwise graduate high school. Based on this data and previous literature, we can generalize that
students attending these schools are more motivated and engaged in their alternative school
settings due to the self-determination factors present in these settings.

Students attend alternative schools due to a lack of motivation or engagement in
traditional schools but in this setting, are more likely to complete school due to autonomous
factors. Students in alternative schools in Idaho have the freedom to make choices and have

strong decision-making abilities within their school setting. Previous research indicates that
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competency can be developed through clear expectations, student choice, and challenging tasks
(Hofer et al., 2021). The findings of this study, intertwined with previous literature, suggest that
Idaho alternative schools are implementing practices that allow students to have choices within
their education, to be challenged, and to be provided with clear expectations. The results show
high levels of competence and confirm that students in the Idaho alternative schools feel more
competent in this setting. Previous studies have indicated that students who experience
competency are more likely to be successful in school (Guay, 2022; Hofer et al., 2021). This
study’s findings combined with previous research suggest that Idaho alternative schools’
students are potentially more likely to complete school due to this factor. Alternative schools in
Idaho show a significant level of relatedness, meaning that these schools may have better
retention and completion success rates for students who previously felt disconnected from other
school settings. With no statistically significant difference between groups and a lower overall
mean, it can be concluded that while students attending alternative schools in Idaho indicated
some level of relatedness, it is not the most impactful component of the alternative school
student experiences, therefore, may not be one of the contributing factors in dropout prevention.
Autonomy, competence, and relatedness are crucial elements to infuse into Idaho alternative
schools because students who are attending these schools now feel they have a say in their
education as well as the skills to complete the work, which in turn could indicate a higher chance
of successful completion of school, reducing the number of dropouts in Idaho.

Also, this study adds to the literature with demographic information on who attends
alternative schools in Idaho. The findings from the study indicate that over 45% of the sample
was a member of a minority group. This percentage is an important finding due to the expansive

literature on dropouts within minority populations. It can be concluded from the high levels of
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SDT, and the percentage of minorities represented in this study that alternative schools in Idaho
aid minority students in Idaho completing high school. The percentage of students receiving
special education services in Idaho alternative school is 19.7%. The findings of this study add to
the literature on alternative schools regarding special education students and specifically relates
to the alternative schools in Idaho, indicating that Idaho’s placement of special education
students in alternative school settings may be more equitable than in other states. The results of
this study are also important as it can be concluded that students attending alternative schools in
Idaho have high levels of SDT regardless of special education service status, indicating that there
is equity in these settings for all students and that students experiencing disabilities perceive their
experience to be the same as those without disabilities.

Students who qualify for free and reduced lunch are experiencing poverty in the home,
which increases the chance of high school dropout (Churchill et al., 2021). With 73% of the
sample stating they qualify for free and reduced lunch, it can be concluded that there are a
disproportionate number of students experiencing poverty in Idaho alternative schools, which
matches the other available literature on alternative schools. However, the findings of this study,
which indicate high levels of SDT, confirm that all students attending alternative schools in
Idaho experience the positive impacts of having experiences that create autonomy, competence,
and relatedness regardless of socio-economic standing. Students living in poverty experience
barriers to school completion, and the alternative schools in Idaho are working to provide
opportunities for success for all students (NAIS, 2018).

The findings of this study would support the suggestion that Self-Determination Theory

and the subscales of autonomy, relatedness, and competence should be utilized in all school
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settings to increase engagement and motivation for students who are struggling to find success in
school.
Recommendations for Future Research

The findings from this study are a potential springboard for future research on Self-
Determination Theory and alternative schools. Specifically, this study indicates that SDT is
present in these settings but not the specific strategies or practices that lead to causation. Further,
research could be conducted on what specifically causes high levels of self-determination and the
subscales in the alternative school Setting. Understanding what causes high levels of SDT in
Idaho alternative schools would be beneficial so that it could be applied to in the Idaho traditional
settings to increase graduation rates. Conducting this research in traditional schools in Idaho
could allow for comparative research to be done on the impacts of SDT for all students.
Specifically, research should be conducted on what Idaho alternative schools are doing to
increase the levels of autonomy and competence with their students and how these elements
might be applied in the traditional school setting to retain at-risk students and prevent dropout.
More research is needed to better understand the lower levels of relatedness in Idaho alternative
schools and determine the impacts this may have on this student population.

Due to the similarities between Idaho, Washington and Oregon, and the limited research
on the other states, a Pacific Northwest look at alternative schools through a lens of SDT would
be beneficial. Research should also be conducted to include Oregon and Washington schools
using the same instrument to better understand the Pacific Northwest alternative school students
as a population and solidify the findings of this study. This study adds to the literature available
on alternative schools and suggests that more research should be conducted on all alternative

schools to better understand if there are high levels of SDT universally in these settings.
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Echoing previous studies, there is a need for further research on the disproportionate
levels of Hispanic students in alternative school settings. Further research needs to be conducted
on what these schools are doing to create experiences that enhance autonomy and competence for
those students coming from minority groups. Also, more research is needed on the
disproportionate levels of students in poverty attending school in alternative school settings.
These findings could be impactful in the alternative and traditional school setting to support
minority students as well as students that face educational barriers due to poverty. Further
research would also need to be conducted to understand the specific factors leading to differences
in special education student presence in alternative schools in this sample versus the literature
available. Research and the findings of this study indicate higher numbers of male students in
alternative school settings. Research on why female students have higher levels of SDT,
autonomy, and competence than males in these settings and what specially these practices are
that are creating higher levels would aid other alternative schools in their attempts to support
males at-risk of dropping out of school.

This study was also only conducted on 18- to 21-year-old students. More research is
needed on students below that age bracket to better understand all students attending alternative
schools. Due to the sample of students being older and closer to completion, that may impact
their levels of self-determination. Specifically, students who are in the lower grades of schooling
may struggle with competence due to failed courses and lack of positive school experiences.
Additionally, the drop out age in Idaho is 16 which means the students in this sample have
preserved through the drop out age and have made it to the end of their time in education. To
understand how SDT in alternative schools can be beneficial for all ages further research on the

younger student population would be needed.
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Implications for Professional Practice

The findings of this research can be used to make recommendations for all levels of
education. State entities, administrators, and teachers are all working to support students in
alternative school settings and the findings of this study allows for guidance on how to support
the students attending these schools through Self-Determination Theory.

Teachers can and should be using SDT at the classroom level to support students. There
are many different strategies that teachers can use within the classroom to help support the
development of SDT within their students. Based on the alternative school experience, the
following suggestions are specific for alternative school teachers to help build SDT
characteristics in their students. Teachers can support autonomy by creating opportunities for
student choice and providing clear expectations. Students who have student choice and clear
expectations are more personally vested in their education. Teachers can create competence by
creating assignments that help to build mastery. Educators also need to personalize learning and
use flexible approaches to the traditional curriculum (Cantey, 2022). When competence building
strategies are used within the class, students’confidence grows and students feel more capable in
those settings (Hofer et al., 2021). Goal setting for students is also a supported practice that helps
create autonomy for students and potential building of competence in students (Farrelly &
Daniels, 2014). Teachers can help students be more successful by building relationships with
students. This can be done through working to create a safe place where students and faculty can
interact in a way that forms positive relationships, which will help to retain students who feel
disconnected to school (Fortner, 2022). Based on the findings of this study and the provided
review of literature, it can be concluded that the concepts of autonomy, relatedness, and

competence support students who are the most at risk of dropping out, making these changes and
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practices valuable for all students. Due to the study’s focus on 18- to 21-year-old students and
findings that indicate high levels of SDT with these students, teachers should be intentional
about exposing younger students to SDT supported strategies to proactively support students as
they begin their schooling to prevent future dropout.

The research suggests that student perceived levels of self-determination specifically the
basic psychological needs theory can predict well-being, engagement, and academic achievement
which correlates to engagement and academic achievement (Farrelly & Daniels, 2014). For that
reason, school principals should be aware of the levels of SDT in their school setting and utilize
SDT supported strategies to support the students in their school who are struggling to stay in
school. This could look like flexibility around attendance, controlling class sizes, and creating a
welcoming environment for all students (Cantey, 2022; Hofer et al., 2021). Additionally,
administrators can ensure that teachers are professionally trained in self-determination focused
strategies to support students in their school setting (Close, 2001). Administrators could utilize
the instrument in this study to better understand the current levels of SDT and its subscales in
their current setting.

The demographic findings of this study as well as previous studies indicate a need for
more focused attention of who is being placed in alternative schools. Disproportionate levels of
minorities and free and reduced lunch students attending alternative schools should be a sign to
states that a review of policies and procedures on alternative school placement should be done.
This work should be conducted to better understand why these students are unable to find
success in the traditional school setting as well as determine if there are harmful exclusionary

placement practices in place.
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The instrument from this study has proven to be an effective tool for measuring levels of
SDT and the subscales but not the cause of those levels. Those involved at the state level for
alternative schools should consider using SDT to better understand the students attending
alternative schools, not just those who are 18- to 21-years-old. Specifically, state level officials
should utilize the Self- Determination Theory tools such as this instrument with all grade levels
in alternative schools to assess the levels of SDT across age groups. These findings would be
beneficial for state level officials to better support all students in the state, by painting a clear
picture of SDT and the subscales in alternative school settings. State level officials should also
consider supporting SDT focused professional development opportunities for administrators and

teachers, to equip them with skills that are proven to support at-risk youth.



100

References
Afacan, K., & Wilkerson, K. L. (2019). The effectiveness of behavior-focused alternative middle
schools for students with disabilities. Behavioral Disorders, 45(1), 41-52.

https://doi.org/10.1177/0198742919846619

Aggarwal, R., & Ranganathan, P. (2019). Study designs: Part 2 — Descriptive studies.
Perspectives in Clinical Research, 10(1), 34-36.

https://doi.org/10.4103/picr.PICR 154 18

Ahn, S., & Simpson, R. (2013). Relationships between risk factors, perceptions of school
membership and academic and behavioral engagement of students who attend an
alternative school for behavioral and emotional challenges, The Journal of Special

Education Apprenticeship, 2(1), 1-15. https://scholarworks.lib.csusb.edu/josea/vol2/iss1/6

Alivernini, F., & Lucidi, F. (2011). Relationship between social context, self-efficacy,
motivation, academic achievement, and intention to drop out of high school: A
longitudinal study. Journal of Educational Research, 104(4), 241-252.

https://doi.org/10.1080/00220671003728062

Amitay, G., & Rahav, G. (2018). Attachment and relevant pedagogical practices as elements of a
successful alternative school through the narratives of its students. Psychology in the

Schools, 55(10), 1239-1258. https://doi.org/10.1002/pits.22200

Amitay, G., & Rahav, G. (2020). Being a meaningful presence in the world: Applying successful
agentic practices among youth in distress. Preventing School Failure: Alternative
Education for Children and Youth, 65(2), 135-145.

https://doi.org/10.1080/1045988X.2020.1848777



https://doi.org/10.1177/0198742919846619
https://doi.org/10.4103/picr.PICR_154_18
https://scholarworks.lib.csusb.edu/josea/vol2/iss1/6
https://doi.org/10.1080/00220671003728062
https://doi.org/10.1002/pits.22200
https://doi.org/10.1080/1045988X.2020.1848777

101

Anderson, A. J., & Baggett, H. C. (2020). “I just put my head down, but they still get on to me””:
Navigating silence in an alternative school in Alabama. Journal of Critical Thought and

Praxis, 9(1), 1-20. https://doi.org/10.31274/jctp.9563

Andrade, C. (2021). The inconvenient truth about convenience and purposive samples. Indian
Journal of Psychological Medicine, 43(1), 86-88.

https://doi.org/10.1177/0253717620977000

Antoni, J. (2021). Disengaged and nearing departure: Students at-risk for dropping out in the age

of COVID-19. Planning & Changing, 50(3/4), 117-137.

Archambault, 1., Janosz, M., Dupéré, V., Brault, M. C., & Andrew, M. M. (2017). Individual,
social, and family factors associated with high school dropout among low-SES youth:
Differential effects as a function of immigrant status. British Journal of Educational

Psychology, 87(3), 456-477. https://doi.org/10.1111/bjep.12159

Aron, L. (2006). An overview of alternative education. (Alternative Education Series, Issue 1).

The Urban Institute. https://files.eric.ed.gov/fulltext/ED500807.pdf

Arpawong, T. E., Sussman, S., Milam, J. E., Unger, J. B., Land, H., Sun, P., & Rohrbach, L. A.
(2015). Post-traumatic growth, stressful life events, and relationships with substance use
behaviors among alternative high school students: A prospective study. Psychology &

Health, 30(4), 475-494. https://doi.org/10.1080/08870446.2014.979171

Aspiranti, K., Mayworm, A., & Gadke, D. L. (2021). Analysis of behavioral interventions in
alternative school settings. Psychology in the Schools, 58(12), 2273-2292.

https://doi.org/10.1002/pits.22591



https://doi.org/10.31274/jctp.9563
https://doi.org/10.1177/0253717620977000
https://doi.org/10.1111/bjep.12159
https://files.eric.ed.gov/fulltext/ED500807.pdf
https://doi.org/10.1080/08870446.2014.979171
https://doi.org/10.1002/pits.22591

102

Bae, S. M. (2020). Long-term effect of adverse childhood experiences, school disengagement,
and reasons for leaving school on delinquency in adolescents who dropout. Frontiers in

Psychology, 11, 1-6. https://doi.org/10.3389/fpsyg.2020.02096

Balenzano, C., Moro, G., & Cassibba, R. (2019). Education and social inclusion: An evaluation
of a dropout prevention intervention. Research on Social Work Practice, 29(1), 69-81.

https://doi.org/10.1177/1049731518767326

Ballard, S. C., & Bender, S. L. (2022). A systematic review of social, emotional, and behavioral
interventions and outcomes for students in alternative education. Preventing School
Failure: Alternative Education for Children and Youth, 66(2), 136-149.

https://doi.org/10.1080/1045988X.2021.1980850

Barnum, M. (2023, March 13). ‘I got pulled away’: Amid COVID disruptions, SOme states see

dropout rates rise. Chalkbeat. https://www.chalkbeat.org/2023/3/13/23634232/dropout-

rates-high-school-student-pandemic-graduation

Bascia, N., & Maton, R. (2016). Teachers’ work and innovation in Alternative schools. Critical

Studies in Education, 57(1), 131-141. https://doi.org/10.1080/17508487.2016.1117004

Bera, L., Souchon, M., Ladsous, A., Colin, V., & Lopez-Castroman, J. (2022). Emotional and
behavioral impact of the COVID-19 epidemic in adolescents. Current Psychiatry

Reports, 24(1), 37-46. https://doi.org/10.1007/s11920-022-01313-8

Berk, J., Kahn-Lang Spitzer, A., Stein, J., Needels, K., Geckeler, C., Gutierrez, I., & Millenky,
M. (May 2020). National guard youth challenge and job challenge program evaluation.

Office of the Assistant Secretary for Policy, U.S. Department of Labor.


https://doi.org/10.3389/fpsyg.2020.02096
https://doi.org/10.1177/1049731518767326
https://doi.org/10.1080/1045988X.2021.1980850
https://www.chalkbeat.org/2023/3/13/23634232/dropout-rates-high-school-student-pandemic-graduation
https://www.chalkbeat.org/2023/3/13/23634232/dropout-rates-high-school-student-pandemic-graduation
https://doi.org/10.1080/17508487.2016.1117004
https://doi.org/10.1007/s11920-022-01313-8

103

https://www.dol.gov/agencies/oasp/evaluation/completedstudies/national-quard-youth-

challenge-job-challenge-evaluation

Bianchi, D., Cavicchiolo, E., Lucidi, F., Manganelli, S., Girelli, L., Chirico, A., & Alivernini, F.
(2021). School dropout intention and self-esteem in immigrant and native students living
in poverty: The protective role of peer acceptance at school. School Mental Health, 13(2),

266-278. https://doi.org/10.1007/s12310-021-09410-4

Booker, K., & Mitchell, A. (2011). Patterns in recidivism and discretionary placement in
disciplinary alternative education: The impact of gender, ethnicity, age, and special
education status. Education and Treatment of Children, 34(2), 193-208.

https://doi.org/10.1353/etc.2011.0016

Bouter, D. C., Zarchev, M., de Neve-Enthoven, N. G. M., Ravensbergen, S. J., Kamperman, A.
M., Hoogendijk, W. J. G., & Grootendorst-van Mil, N. H. (2022). A longitudinal study of
mental health in at-risk adolescents before and during the COVID-19 pandemic.
European Child & Adolescent Psychiatry, 32(6), 1109-1117.

https://doi.org/10.1007/s00787-021-01935-y

Brockelman, K. F. (2009). The Interrelationship of self-determination, mental illness, and grades
among university students. Journal of College Student Development, 50(3), 271-286.

https://doi.org/10.1353/csd.0.0068

Came, D. (2019). Graduation and dropout statistics. Office of Superintendent of Public
Instruction, Washington Superintendent of Public Instruction.

https://ospi.k12.wa.us/sites/default/files/2022-12/2019-01-

GraduationDropoutStatistics.pdf



https://www.dol.gov/agencies/oasp/evaluation/completedstudies/national-guard-youth-challenge-job-challenge-evaluation
https://www.dol.gov/agencies/oasp/evaluation/completedstudies/national-guard-youth-challenge-job-challenge-evaluation
https://doi.org/10.1007/s12310-021-09410-4
https://doi.org/10.1353/etc.2011.0016
https://doi.org/10.1007/s00787-021-01935-y
https://doi.org/10.1353/csd.0.0068
https://ospi.k12.wa.us/sites/default/files/2022-12/2019-01-GraduationDropoutStatistics.pdf
https://ospi.k12.wa.us/sites/default/files/2022-12/2019-01-GraduationDropoutStatistics.pdf

104

Cantey, T. D. C. (2022). At-risk students’ perception of the effectiveness of Alternative schools.
(Publication No. 28969485) [Doctoral dissertation., University of South Carolina].

ProQuest Dissertation and Theses Global.

Castagno, A. E. (2021). Liberal ideologies and federal school reform: Following individualism,
meliorism, and neutrality through SIG policy to Adelante alternative school. Urban

Education, 56(3), 370-392. https://doi.org/10.1177/0042085916685762

Cavaco, C., Alves, N., Guimaraes, P., Feliciano, P., & Paulos, C. (2021). Teachers’ perceptions
of school failure and dropout from a gender perspective: (Re)production of stereotypes in
school. Educational Research for Policy and Practice, 20(1), 29-44.

https://doi.org/10.1007/s10671-020-09265-7

Chiu, T. K. F. (2022). Applying the self-determination theory (SDT) to explain student
engagement in online learning during the COVID-19 pandemic. Journal of Research on
Technology in Education, 54(supl), S14-S30.

https://doi.org/10.1080/15391523.2021.1891998

Churchill, E. D., Rogers, M. R., & Pristawa, K. A. (2021). High schoolers’ and middle
schoolers’ connections in their schools: relation to tardiness, absences, disciplinary
referrals, and failed courses. National Youth-At-risk Journal, 4(2), 22-43.

https://doi.org/10.20429/nvyarj.2021.040203

Ciani, K. D., Sheldon, K. M., Hilpert, J. C., & Easter, M. A. (2011). Antecedents and trajectories
of achievement goals: A self-determination theory perspective. The British Journal of

Educational Psychology, 81(2), 223-243. https://doi.org/10.1348/000709910X517399



https://doi.org/10.1177/0042085916685762
https://doi.org/10.1007/s10671-020-09265-7
https://doi.org/10.1080/15391523.2021.1891998
https://doi.org/10.20429/nyarj.2021.040203
https://doi.org/10.1348/000709910X517399

105

Close, W. M. (2001). Integrating self -determination theory and social cognitive theory to predict
urban high school students' distress, achievement, and retention. (Publication No.
3033204) [Doctoral dissertation., The University of Wisconsin-Milwaukee]. ProQuest

Dissertation and Theses Global.

Cockerill, T. (2019). Pupils attending a shared placement between a school and alternative
provision: Is a sense of school belonging the key to success? Educational and Child

Psychology, 36(2), 23-33. https://doi.org/10.53841/bpsecp.2019.36.2.23

Colao, A., Piscitelli, P., Pulimeno, M., Colazzo, S., Miani, A., & Giannini, S. (2020). Rethinking
the role of the school after COVID-19. The Lancet Public Health, 5(7), e370.

https://doi.org/10.1016/s2468-2667(20)30124-9

Conner, J., Posner, M., & Nsowaa, B. (2022). The relationship between student voice and
student engagement in urban high schools. The Urban Review, 54(5), 755-774.

https://doi.org/10.1007/s11256-022-00637-2

Creswell, J. W. (2019). Educational research: Planning, conducting, and evaluating quantitative

and qualitative research (6" ed.). Pearson. New Jersey.

Dameron, M. L., Foxx, S. P., & Flowers, C. (2019). The impact of race, gender, and
socioeconomic status on school counselors’ alternative learning program placement
decisions: An experimental study. The Urban Review, 51(5), 699-723.

https://doi.org/10.1007/s11256-019-00502-9

Davis, W. E., & McCaul, E. J. (1990). At-risk children and youth: A crisis in our schools and

society. (ED330757). ERIC. https://eric.ed.gov/?id=ED330757



https://doi.org/10.53841/bpsecp.2019.36.2.23
https://doi.org/10.1016/s2468-2667(20)30124-9
https://doi.org/10.1007/s11256-022-00637-2
https://doi.org/10.1007/s11256-019-00502-9
https://eric.ed.gov/?id=ED330757

106

Deci, E., Vallerand, R., Pelletier, L., & Ryan, R. (1991). Motivation and education: The self-
determination perspective. Educational Psychologist, 26(34), 325-346.

https://doi.org/10.1207/s15326985ep2603&4 6

Deli, W., Kaur, A., & Awang Hashim, R. (2021). Who delivers it and how it is delivered: Effects
of social-emotional learning interventions on learning anxiety and dropout intention.
Malaysian Journal of Learning and Instruction, 18(1), 1-27.

https://doi.org/10.32890/mjli2021.18.1.1

Doll, J. J., Eslami, Z., & Walters, L. (2013). Understanding why students drop out of high
school, according to their own reports: Are they pushed or pulled, or do they fall out? A
comparative analysis of seven nationally representative studies. SAGE Open, 3(4),

https://doi.org/10.1177/2158244013503834

Donnelly, M. (1987). At-risk students. https://digitalcommons.unomaha.edu/slceslgen/305

Dubow, E. F., Tisak, J., Causey, D., Hryshko, A., & Reid, G. (1991). A two-year longitudinal
study of stressful life events, social support, and social problem-solving skills:
Contributions to children’s behavioral and academic adjustment. Society for Research in

Child Development, 62(3), 583-599. https://doi.org/10.1111/j.1467-8624.1991.tb01554.x

Duke, R. T. R., IV, & Tenuto, P. L. (2020). Creating communities of support within alternative
settings: Perspectives of practicing alternative school administrators. Journal of School

Leadership, 30(1), 23-41. https://doi.org/10.1177/1052684619858756

Dupéré, V., Dion, E., Cantin, S., Archambault, 1., & Lacourse, E. (2021). Social contagion and
high school dropout: The role of friends, romantic partners, and siblings. Journal of

Educational Psychology, 113(3), 572-584. https://doi.org/10.1037/edu0000484



https://doi.org/10.1207/s15326985ep2603&4_6
https://doi.org/10.32890/mjli2021.18.1.1
https://doi.org/10.1177/2158244013503834
https://digitalcommons.unomaha.edu/slceslgen/305
https://doi.org/10.1111/j.1467-8624.1991.tb01554.x
https://doi.org/10.1177/1052684619858756
https://doi.org/10.1037/edu0000484

107

Dupére, V., Dion, E., Leventhal, T., Archambault, I., Crosnoe, R., & Janosz, M. (2018). High
school dropout in proximal context: the triggering role of stressful life events. Child

Development, 89(2), e107—e122. https://doi.org/10.1111/cdev.12792

Dupéré, V., Goulet, M., Archambault, 1., Dion, E., Leventhal, T., & Crosnoe, R. (2019).
Circumstances preceding dropout among rural high school students: A comparison with
urban peers. Journal of Research in Rural Education, 35(1-20).

https://doi.org/10.26209/jrre3503

Edge, S. (2020, October 28). Young students lost ground in reading during COVID-19

disruptions. Idaho Education News. https://www.idahoednews.org/coronavirus/young-

students-lost-ground-in-reading-during-covid-19-disruptions/

Ewing, E. L., Davis, B., & Guz, S. (2021). “T hope I make it”: Alternative school students’
attendance and the need for an expanded accountability. Urban Education, 58(6), 1383-

1414. https://doi.org/10.1177/00420859211027618

Farrelly, S. G. (2013). Understanding alternative education: A mixed methods examination of
student experiences (Publication No. 3555148) [Doctoral dissertation, University of

California, San Diego]. ProQuest Dissertations & Theses Global.

Farrelly, S. G., & Daniels, E. (2014). Understanding alternative education: A mixed methods
examination of student experiences. Education Leadership Review of Doctoral Research,

1(1), 106-121.

Flandro, C. (2023, January 26). Idaho’s 2022 graduation rate shows continued stagnancy. ldaho

Education News. https://www.idahoednews.org/news/idahos-2022-graduation-rate-

shows-continued-stagnancy/



https://doi.org/10.1111/cdev.12792
https://doi.org/10.26209/jrre3503
https://www.idahoednews.org/coronavirus/young-students-lost-ground-in-reading-during-covid-19-disruptions/
https://www.idahoednews.org/coronavirus/young-students-lost-ground-in-reading-during-covid-19-disruptions/
https://doi.org/10.1177/00420859211027618
https://www.idahoednews.org/news/idahos-2022-graduation-rate-shows-continued-stagnancy/
https://www.idahoednews.org/news/idahos-2022-graduation-rate-shows-continued-stagnancy/

108

Flores, M. E., & Brown, C. G. (2019). An examination of student disengagement and
reengagement from an alternative high school. School Leadership Review, Article 5, 62-

77.

Foley, R. M., & Pang, L. S. (2006). Alternative education programs: Program and student
characteristics. The High School Journal, 89(3), 10-21.

https://doi.org/10.1353/hsj.2006.0003

Foreman-Murray, L., Krowka, S., & Majeika, C. E. (2022). A systematic review of the literature
related to dropout for students with disabilities. Preventing School Failure: Alternative
Education for Children and Youth, 66(3), 228-237.

https://doi.org/10.1080/1045988X.2022.2037494

Fortner, M. (2022). Measuring life satisfaction of former alternative high school students in
Idaho: A qualitative study (Publication No. 29064230). [Doctoral dissertation, Northwest
Nazarene University]. ProQuest Dissertations and Theses Global.

Frank, J. L. (2019). Establishing empirical benchmarks for disciplinary infractions in alternative
school settings: Findings from a national sample. Preventing School Failure: Alternative
Education for Children and Youth, 63(3), 242-253.

https://doi.org/10.1080/1045988X.2019.1579166

Franklin, C., Streeter, C. L., Kim, J. S., & Tripodi, S. J. (2007). The effectiveness of a solution-
focused, public alternative school for dropout prevention and retrieval. Children &

Schools, 29(3), 133-144. https://doi.org/10.1093/cs/29.3.133

Free, J. L. (2014). The importance of rule fairness: The influence of school bonds on at-risk
students in an alternative school. Educational Studies, 40(2), 144-163.

https://doi.org/10.1080/03055698.2013.858614



https://doi.org/10.1353/hsj.2006.0003
https://doi.org/10.1080/1045988X.2022.2037494
https://doi.org/10.1080/1045988X.2019.1579166
https://doi.org/10.1093/cs/29.3.133
https://doi.org/10.1080/03055698.2013.858614

109

Giano, Z., Wheeler, D. L., & Hubach, R. D. (2020). The frequencies and disparities of adverse
childhood experiences in the U.S. BMC Public Health, 20(1), 1327.

https://doi.org/10.1186/s12889-020-09411-z7

Glavan, J. A. (2019). Silent voices: Perspectives of at-risk students who participated in an
alternative education program [Doctoral dissertation, Youngstown State University].

http://rave.ohiolink.edu/etdc/view?acc num=ysul555927752391974

Goulet, M., Clément, M.-E., Helie, S., & Villatte, A. (2020). Longitudinal association between
risk profiles, school dropout risk, and substance abuse in adolescence. Child & Youth

Care Forum, 49(5), 687—706. https://doi.org/10.1007/s10566-020-09550-9

Grant, C., & Osanloo, A. (2014). Understanding, selecting, and integrating a theoretical
framework in dissertation research: Creating the blueprint for your “house.”
Administrative Issues Journal: Connecting Education, Practice, and Research, 4(2), 12—

26. https://doi.org/10.5929/2014.4.2.9

Grasley-Boy, N. M., Reichow, B., van Dijk, W., & Gage, N. (2021). A systematic review of tier
1 PBIS implementation in alternative education settings. Behavioral Disorders, 46(4),

199-213. https://doi.org/10.1177/0198742920915648

Griffiths, A. J., Diamond, E. L., Alsip, J., Furlong, M., Morrison, G., & Do, B. (2019). School-
wide implementation of positive behavioral interventions and supports in an alternative
school setting: A case study. Journal of Community Psychology, 47(6), 1493-1513.

https://doi.org/10.1002/jcop.22203



https://doi.org/10.1186/s12889-020-09411-z
http://rave.ohiolink.edu/etdc/view?acc_num=ysu1555927752391974
https://doi.org/10.1007/s10566-020-09550-9
https://doi.org/10.5929/2014.4.2.9
https://doi.org/10.1177/0198742920915648
https://doi.org/10.1002/jcop.22203

110

Guay, F. (2022). Applying self-determination theory to education: Regulations types,
psychological needs, and autonomy supporting behaviors. Canadian Journal of School

Psychology, 37(1), 75-92. https://doi.org/10.1177/08295735211055355

Henderson, D. X., Washington, K., Hamit, S., Ford, S. J., & Jenkins, K. (2018). Modeling
resilience in an alternative education context. The Urban Review, 50(4), 675-692.

https://doi.org/10.1007/s11256-018-0461-1

Hickman, G., & Anderson, S. (2019). The perceived impact of educational management
organization mentors among former high school dropouts who subsequently graduated

high school. Journal of At-risk Issues, 22(1), 1-8.

Hofer, G., Perry, N. E., Mykkanen, A., & Brenner, C. (2021). Youths’ perceptions of how their
self-determination was supported in alternative programs. Journal of Education for

Students Placed at Risk (JESPAR), 26(1), 45-69. https://doi.org/10.4471/gre.2014.49

Hogan, E., & Forbes, S. (2021). Using a community farmers’ market to engage students from an

alternative school. Journal of Higher Education Theory and Practice, 21(9), 91-99.

Hoge, M., & Rubinstein-Avila, E. (2014). Out of sight, out of mind: A case study of an
alternative school for students with emotional disturbance (ED). Qualitative Research in

Education, 3(3), 295-319.

Holen, S., Waaktaar, T., & Sagatun, A. (2018). A chance lost in the prevention of school
dropout?: Teacher-student relationships mediate the effect of mental health problems on
noncompletion of upper-secondary school. Scandinavian Journal of Educational

Research, 62(5), 737—753. https://doi.org/10.1080/00313831.2017.1306801



https://doi.org/10.1177/08295735211055355
https://doi.org/10.4471/qre.2014.49
https://doi.org/10.1080/00313831.2017.1306801

111

Howard, J. L., Bureau, J. S., Guay, F., Chong, J. X. Y., & Ryan, R. M. (2021). Student
motivation and associated outcomes: A meta-analysis from Self-Determination Theory.
Perspectives on Psychological Science, 16(6), 1300-1323.

https://doi.org/10.1177/1745691620966789

Hsieh, C. C., Tseng, H. K., & Chen, R. J. C. (2021). Transformation from traditional schools to
Alternative schools: Curriculum leadership of the principals of Taiwanese aborigines.

Asia Pacific Education Review, 22(1), 53-66. http://dx.doi.org/10.1007/s12564-020-

09663-9

Huerta, A. H., & Hernandez, E. (2021). Capturing the complexity of alternative schools:
Narratives of Latino males in an overlooked educational space. The Urban Review, 53(5),

814-837. https://doi.org/10.1007/s11256-021-00596-0

lachini, A. L., Rogelberg, S., Terry, J. D., & Lutz, A. (2016). Examining the feasibility and
acceptability of a motivational interviewing early intervention program to prevent high

school dropout. Children & Schools, 38(4), 209-217. https://doi.org/10.1093/cs/cdw033

Idaho Department of Health and Welfare. (n.d.). School Lunch Program.

https://healthandwelfare.idaho.gov/services-programs/food-assistance/school-lunch-

program

Idaho State Department of Education (SDE). (2018). Special education manual.

https://www.sde.idaho.qgov/sped/sped-manual/

Idaho State Department of Education (SDE). (2023)._https://sde.idaho.gov



https://doi.org/10.1177/1745691620966789
http://dx.doi.org/10.1007/s12564-020-09663-9
http://dx.doi.org/10.1007/s12564-020-09663-9
https://doi.org/10.1007/s11256-021-00596-0
https://doi.org/10.1093/cs/cdw033
https://healthandwelfare.idaho.gov/services-programs/food-assistance/school-lunch-program
https://healthandwelfare.idaho.gov/services-programs/food-assistance/school-lunch-program
https://www.sde.idaho.gov/sped/sped-manual/
https://sde.idaho.gov/

112

Johnson, K. E., Sales, A., Rew, L., Haussler Garing, J., & Crosnoe, R. (2019). Using polytomous
latent class analysis to compare patterns of substance use and co-occurring health-risk
behaviors between students in alternative and mainstream high schools. Journal of

Adolescence, 75(1), 151-162. https://doi.org/10.1016/j.adolescence.2019.07.010

Johnston, M. M., & Finney, S. J. (2010). Measuring basic needs satisfaction: Evaluating previous
research and conducting new psychometric evaluations of the Basic Needs Satisfaction in
General Scale. Contemporary Educational Psychology, 35(4), 280-296.

https://doi.org/10.1016/j.cedpsych.2010.04.003

Jordan, W. J., Lara, J., & McPartland, J. M. (1994). Exploring the complexity of early dropout

causal structures. PsycEXTRA Dataset. https://doi.org/10.1037/e422902004-001

Joslyn, P. R., Vollmer, T. R., & Kronfli, F. R. (2019). Interdependent group contingencies reduce
disruption in alternative high school classrooms. Journal of Behavioral Education, 28(4),

423-434. https://doi.org/10.1007/s10864-019-09321-0

Kannam, J., & Weiss, M. (2019). Alternative education in ESSA state plans: A review of 38

states. American Youth Policy Forum. https://www.aypf.org/wp-

content/uploads/2019/06/Alternative-Education-in-ESSA-State-Plans-A-Review-0f-38-

States.pdf

Kennedy, B. L., & Soutullo, O. (2018). “We can’t fix that”: Deficit thinking and the exoneration
of educator responsibility for teaching students placed at a disciplinary alternative school.

Journal of At-risk Issues, 21(1), 11-23.

Keyes, T. S. (2019). A qualitative inquiry: Factors that promote classroom belonging and

engagement among high school students. School Community Journal, 29(1), 171-200.


https://doi.org/10.1016/j.adolescence.2019.07.010
https://doi.org/10.1016/j.cedpsych.2010.04.003
https://doi.org/10.1037/e422902004-001
https://doi.org/10.1007/s10864-019-09321-0
https://www.aypf.org/wp-content/uploads/2019/06/Alternative-Education-in-ESSA-State-Plans-A-Review-of-38-States.pdf
https://www.aypf.org/wp-content/uploads/2019/06/Alternative-Education-in-ESSA-State-Plans-A-Review-of-38-States.pdf
https://www.aypf.org/wp-content/uploads/2019/06/Alternative-Education-in-ESSA-State-Plans-A-Review-of-38-States.pdf

113

Krettenauer, T., & Curren, R. (2020). Self-Determination Theory, morality, and education:
Introduction to special issue. Journal of Moral Education, 49(3), 275-281.

https://doi.org/10.1080/03057240.2020.1794173

Kumm, S., Wilkinson, S., & McDaniel, S. (2020). Alternative education settings in the United
States. Intervention in School and Clinic, 56(2), 123-126.

http://dx.doi.org/10.1177/1053451220914895

Laerd Statistics. (2015). Ordinal logistic regression using SPSS statistics. Statistical tutorials and

software guides. Retrieved from https://statistics.laerd.com/

Lagana-Riordan, C., Aguilar, J. P., Franklin, C., Streeter, C. L., Kim, J. S., Tripodi, S. J., &
Hopson, L. M. (2011). At-risk students’ perceptions of traditional schools and a solution-
focused public alternative school. Preventing School Failure: Alternative Education for

Children and Youth, 55(3), 105-114. https://doi.org/10.1080/10459880903472843

Lange, C. M., & Sletten, S. J. (2002). Alternative education: A brief history and research

synthesis. (ED462809). ERIC. https://eric.ed.gov/?id=ED462809

Lau, M. A., Temcheff, C. E., Poirier, M., Bégin, V., Commisso, M., & Déry, M. (2021). School
dropout: The role of childhood conduct problems and depressive symptoms. Psychology in

the Schools, 58(12), 2313-2327. https://doi.org/10.1002/pits.22594

Lea, C. H., Ill, Malorni, A., & Jones, T. M. (2019). “Everybody is an artist”: Arts- based
education and formerly incarcerated young black men’s academic and social-emotional
development in an alternative school. American Journal of Community Psychology,

64(3/4), 333-347. https://doi.org/10.1002/ajcp.12378



https://doi.org/10.1080/03057240.2020.1794173
http://dx.doi.org/10.1177/1053451220914895
http://dx.doi.org/10.1177/1053451220914895
http://dx.doi.org/10.1177/1053451220914895
https://statistics.laerd.com/
https://doi.org/10.1080/10459880903472843
https://eric.ed.gov/?id=ED462809
https://doi.org/10.1002/pits.22594
https://doi.org/10.1002/ajcp.12378

114

Lohmeier, J. H., Oh, B., Thompson, S. R., & Newton, X. (2022). Factors promoting academic
credit attainment in an urban full-service community school initiative. Preventing School
Failure: Alternative Education for Children and Youth, 66(2), 150-159.

https://doi.org/10.1080/1045988X.2021.2016569

Long, A. C. J., Renshaw, T. L., & Camarota, D. (2018). Classroom management in an urban,
alternative school: A comparison of mindfulness and behavioral approaches.

Contemporary School Psychology, 22(3), 233-248. https://doi.org/10.1007/s40688-018-

0177-y

Lukes, M. (2012, September 6). Pushouts, shutouts, and holdouts: Adult education pathways of
Latino young adults. Online Journal of Migration Policy Institute.

https://www.migrationpolicy.org/article/pushouts-shutouts-and-holdouts-adult-education-

pathways-latino-young-adults

Mann, S., & Whitworth, J. (2017). Responsibilities and training of paraprofessionals in

Alternative schools: implications for practice. Journal of At-risk Issues, 20(2), 25-34.

Marlow, S. A., & Rehman, N. (2020). The relationship between family processes and school
absenteeism and dropout: A meta-analysis. The Educational and Developmental

Psychologist, 38(1), 3-23. https://doi.org/10.1080/20590776.2020.1834842

Mayo, N. L., Russell, H. A., Holt, K., & Williams, G. C. (2022). Implementation of a self-
determination based clinical program to reduce cardiovascular disease risk. Journal of

Health Psychology, 27(13), 2898-2908. https://doi.org/10.1177/13591053211068124

McBath, G. L. (2018). Using a mixed methods study to improve K-12 alternative education

instructional design. Journal on School Educational Technology, 13(4), 1-9.


https://doi.org/10.1080/1045988X.2021.2016569
https://doi.org/10.1007/s40688-018-0177-y
https://doi.org/10.1007/s40688-018-0177-y
https://www.migrationpolicy.org/article/pushouts-shutouts-and-holdouts-adult-education-pathways-latino-young-adults
https://www.migrationpolicy.org/article/pushouts-shutouts-and-holdouts-adult-education-pathways-latino-young-adults
https://doi.org/10.1080/20590776.2020.1834842
https://doi.org/10.1177/13591053211068124

115

McDermott, E. R., Donlan, A. E., & Zaff, J. F. (2019). Why do students drop out? Turning
points and long-term experiences. Journal of Educational Research, 112(2), 270-282.

https://doi.org/10.1080/00220671.2018.1517296

Messner, E. (2018). An enrollment snapshot of youth in alternative schools for selected
California urban school districts. Data Brief. In John W. Gardner Center for Youth and

Their Communities. John W. https://eric.ed.gov/?id=ED604085

Miller, E. (2023, January 26). At 81.3%, Oregon graduation rate up slightly after last year’s

decline. Oregon Public Broadcasting. https://www.opb.org/article/2023/01/26/oregon-

high-school-graduation-rate-ticks-up-slightly/

Mills, M., te Riele, K., McGregor, G., & Baroutsis, A. (2017). Teaching in alternative and
flexible education settings. Teaching Education, 28(1), 8-11.

https://doi.org/10.1080/10476210.2016.1263613

Misachi, J. (n.d.). Which states are in the Pacific Northwest? WorldAtlas.

https://www.worldatlas.com/articles/which-states-are-in-the-pacific-northwest.html

Moffatt, A., & Riddle, S. (2021). Where are they now? Flexi school graduates reflect on their
experiences of alternative education. International Journal of Inclusive Education,

25(13), 1463-1474. https://doi.org/10.1080/13603116.2019.1615564

Mokoena, P., & van Breda, A. D. (2021). School dropout among female learners in rural
Mpumalanga, South Africa. South African Journal of Education, 41(3), 1-9.

https://doi.org/10.15700/saje.v41n3al1842



https://doi.org/10.1080/00220671.2018.1517296
https://eric.ed.gov/?id=ED604085
https://www.opb.org/article/2023/01/26/oregon-high-school-graduation-rate-ticks-up-slightly/
https://www.opb.org/article/2023/01/26/oregon-high-school-graduation-rate-ticks-up-slightly/
https://doi.org/10.1080/10476210.2016.1263613
https://www.worldatlas.com/articles/which-states-are-in-the-pacific-northwest.html
https://doi.org/10.1080/13603116.2019.1615564
https://doi.org/10.15700/saje.v41n3a1842

116

Moro Egido, A. I., & Navarro, M. (2023). Intergenerational transmission of economic strain and
high school dropout. ThE Papers, 23(7).

https://econpapers.repec.org/paper/grawpaper/23 2f07.htm

Morrissette, P. (2018). Pursuing a dream: The lived experiences of early leavers and their return
to alternative high school. The Qualitative Report, 23(2), 422-438.

https://doi.org/10.46743/2160-3715/2018.3148

Morrow, A. S., & Villodas, M. T. (2018). Direct and indirect pathways from adverse childhood
experiences to high school dropout among high-risk adolescents. Journal of Research on

Adolescence, 28(2), 327-341. https://doi.org/10.1111/jora.12332

Motevalli, S., Ghani Hamzah, M. S., Roslan, S., Hamzah, S. R., & Garmjani, M. G. (2021). The
effects of study skills training on qualitative academic achievement among students.
Asian Journal of University Education, 17(3), 130-141.

https://doi.org/10.24191/ajue.v17i3.14512

Nada, C. I, Santos, S. A., Macedo, E., & Araujo, H. C. (2020). Can mainstream and alternative
education learn from each other? An analysis of measures against school dropout and
early school leaving in Portugal. Educational Review, 72(3), 365-385.

https://doi.org/10.1080/00131911.2018.1508127

National Association of Independent Schools (NAIS). (2018). NAIS report on the 2018 high

school survey of student engagement. https://www.nais.org/articles/pages/research/2018-

nais-report-on-the-high-school-survey-of-student-engagement/



https://econpapers.repec.org/paper/grawpaper/23_2f07.htm
https://doi.org/10.46743/2160-3715/2018.3148
https://doi.org/10.1111/jora.12332
https://doi.org/10.24191/ajue.v17i3.14512
https://doi.org/10.1080/00131911.2018.1508127
https://www.nais.org/articles/pages/research/2018-nais-report-on-the-high-school-survey-of-student-engagement/
https://www.nais.org/articles/pages/research/2018-nais-report-on-the-high-school-survey-of-student-engagement/

117

National Center for Education Statistics (NCES). (2021a). The NCES Fast Facts Tool provides
quick answers to many education questions. U.S. Department of Education, Institute of

Education Sciences. https://nces.ed.gov/fastfacts/display.asp?id=16

National Center for Education Statistics (NCES). (2021b). The Condition of Education 2021
(NCES 2021-144), U.S. Department of Education, Institute of Education Sciences.

https://nces.ed.gov/pubs2021/2021144.pdf

National Center for Education Statistics (NCES). (2023). Concentration of public school students
eligible for free or reduced-price lunch. Condition of Education. U.S. Department of
Education, Institute of Education

Sciences. https://nces.ed.qgov/programs/coe/indicator/clb.

Newton, X. A., Thompson, S. R., Oh, B., & Ferullo, L. (2017). Improving opportunities for
bridging social capital: The story of a full-service community school initiative at an
alternative high school. The Educational Forum, 81(4), 418-431.

https://doi.org/10.1080/00131725.2017.1350235

Niemiec, C. P., & Ryan, R. M. (2009). Autonomy, competence, and relatedness in the classroom:
Applying Self-Determination Theory to educational practice. Theory and Research in

Education, 7(2), 133-144. https://doi.org/10.1177/1477878509104318

Nita, A.-M., Motoi, G., & llie Goga, C. (2021). School dropout determinants in rural
communities: The effect of poverty and family characteristics. Revista de Cercetare Si

Interventie Sociala, 74, 19-32. https://doi.org/10.33788/rcis.74.2



https://nces.ed.gov/fastfacts/display.asp?id=16
https://nces.ed.gov/pubs2021/2021144.pdf
https://nces.ed.gov/programs/coe/indicator/clb
https://doi.org/10.1080/00131725.2017.1350235
https://doi.org/10.1177/1477878509104318
https://doi.org/10.33788/rcis.74.2

118

Novak, A. S. (2019). The association between disciplinary alternative school placement and
youth outcomes: A meta-analytic assessment. Journal of School Violence, 18(3), 421-

439. https://doi.org/10.1080/15388220.2018.1512416

Ntoumanis, N., Ng, J. Y. Y., Prestwich, A., Quested, E., Hancox, J. E., Thagersen-Ntoumani, C.,
Deci, E. L., Ryan, R. M., Lonsdale, C., & Williams, G. C. (2021). A meta-analysis of
self-determination theory-informed intervention studies in the health domain: Effects on
motivation, health behavior, physical, and psychological health. Health Psychology

Review, 15(2), 214-244. https://doi.org/10.1080/17437199.2020.1718529

Ohrt, J., Wymer, B., Guest, J., Hipp, C., Wallace, D., & Deaton, J. (2020). A pilot feasibility
study of an adapted social and emotional learning intervention in an alternative school.
Preventing School Failure: Alternative Education for Children and Youth, 65(1), 48-57.

https://doi.org/10.1080/1045988x.2020.1818179

Oregon Department of Education (2023). Alternative Education.

https://www.oregon.gov/ode/learning-options/schooltypes/alted/pages/default.aspx

Outhwaite, L., & Gulliford, A. (2020). Academic and social and emotional interventions in
response to COVID-19 school closures. Centre for Education Policy & Equalising

Opportunities. https://discovery.ucl.ac.uk/id/eprint/10114837/1/cepeobn5.pdf

Panagouli, E., Stavridou, A., Savvidi, C., Kourti, A., Psaltopoulou, T., Sergentanis, T. N., &
Tsitsika, A. (2021). School performance among children and adolescents during COVID-
19 pandemic: A systematic review. Children, 8(12), 1134.

https://doi.org/10.3390/children8121134



https://doi.org/10.1080/15388220.2018.1512416
https://doi.org/10.1080/17437199.2020.1718529
https://doi.org/10.1080/1045988x.2020.1818179
https://www.oregon.gov/ode/learning-options/schooltypes/alted/pages/default.aspx
https://discovery.ucl.ac.uk/id/eprint/10114837/1/cepeobn5.pdf
https://doi.org/10.3390/children8121134

119

Paraman, M., & Hussain, R. B. M. (2022). Peer’s pressure effects: Secondary school student’s
dropout behaviour and young offenders. e-Bangi Journal of Social Science and

Humanities, 19(2), 142-159. https://doi.org/10.17576/ebangi.2022.1902.08

Perzigian, A. (2018). Social competence in urban Alternative schools. Penn GSE Perspectives on

Urban Education, 15(1), 1-13.

Perzigian, A., & Braun, M. (2020). A comparison of school climate ratings in urban alternative
and traditional high schools. Journal of Educational Research and Practice, 10(1), 351-

364.). https://doi.org/10.5590/JERAP.2020.10.1.22

Pham, Y. K., Murray, C., & Gau, J. (2022). The Inventory of Teacher-Student Relationships:
Factor structure and associations with school engagement among high-risk youth.

Psychology in the Schools, 59(2), 413-429. https://doi.org/10.1002/pits.22617

Pimentel, J. (2010). A note on the usage of Likert Scaling for research data analysis. 18, 109—

112.

Porowski, A., O’Conner, R., & Luo, J. L. (2022). How do states define alternative education?
National Center for Education Evaluation and Regional Assistance, U.S. Department of

Education. https://eric.ed.gov/?id=ED546775

Poyrazli, S., Ferrer-Wreder, L., Meister, D. G., Forthun, L., Coatsworth, J. D., & Grahame, K.
M. (2008). Academic achievement, employment, age and gender and students’

experience of alternative school. Adolescence, 43(171), 547-556.

Ramadas, V. (2023). Kaliyuva mane: An alternative school that transforms lives. Journal of

Unschooling & Alternative Learning, 17(33), 58-81.


https://doi.org/10.17576/ebangi.2022.1902.08
https://doi.org/10.5590/JERAP.2020.10.1.22
https://doi.org/10.1002/pits.22617
https://eric.ed.gov/?id=ED546775

120

Ramsdal, G. H., & Wynn, R. (2022). Attachment and school completion: Understanding young
people who have dropped out of high school and important factors in their re-enrollment.
International Journal of Environmental Research and Public Health, 19(7), 3938.

https://doi.org/10.3390/ijerph19073938

Rouse, M. (2019). Pull and Push Factors That Influence a Student’s Decision to Drop Out of
School. [Doctoral dissertation, Walden University]. Walden Dissertations and Doctoral

Studies. https://scholarworks.waldenu.edu/dissertations/7071

Rubens, S. L., Miller, M. A., Zeringue, M. M., & Laird, R. D. (2019). Associations of bullying,
victimization, and daytime sleepiness with academic problems in adolescents attending
an alternative high school. American Journal of Orthopsychiatry, 89(4), 508-517.

https://doi.org/10.1037/0rt0000305

Runkle, M. A. (2022). Case study of the factors contributing to graduation from a secondary

dropout prevention program. https://vtechworks.lib.vt.edu/handle/10919/110065

Ryan, R. M., & Deci, E. L. (2009). Promoting self-determined school engagement: Motivation,
learning, and well-being. In Handbook of motivation at school (pp. 171-195).
Routledge/Taylor & Francis Group.

Ryan, R. M., & Deci, E. L. (2017). Self-Determination Theory: Basic psychological needs in

motivation, development, and wellness. Guilford Press.

Sahle, B. W., Reavley, N. J., Li, W., Morgan, A. J., Yap, M. B. H., Reupert, A., & Jorm, A. F.

(2022). The association between adverse childhood experiences and common mental


https://doi.org/10.3390/ijerph19073938
https://scholarworks.waldenu.edu/dissertations/7071
https://doi.org/10.1037/ort0000305
https://vtechworks.lib.vt.edu/handle/10919/110065

121

disorders and suicidality: An umbrella review of systematic reviews and meta-analyses.
European Child & Adolescent Psychiatry, 31(10),1489-1499.

https://doi.org/10.1007/s00787-021-01745-2

Sarette, N. (2022). The relationship between race and high school and college drop out rates.

Perspectives (University of New Hampshire), 14(1), 37-50.

Shapiro, C. (2023). Adverse childhood experiences, alternative schooling, and the impact on
behavior in children during COVID-19 (Publication No. 30530914). [Doctoral
dissertation, The Chicago School of Professional Psychology]. ProQuest Dissertations

and Theses Global.

Stacy, J., Gutierrez, L., & McMillian, D. (2019). Parent University in alternative schools: Asset-
based programming for parents of formerly-incarcerated youth. Preventing School
Failure: Alternative Education for Children and Youth, 63(2), 133-141.

https://doi.org/10.1080/1045988X.2018.1523127

Staff, J., Yetter, A. M., Cundiff, K., Ramirez, N., Vuolo, M., & Mortimer, J. T. (2020). Is
adolescent employment still a risk factor for high school dropout? Journal of Research on

Adolescence, 30(2), 406-422. https://doi.org/10.1111/jora.12533

Statos, J. H. I. (2022). Resilience and self-determination of at-risk students at a Central Texas

alternative high school (2022-13246-131; Issues 4-A). ProQuest Information & Learning.

Stevenson, N. A., Swain-Bradway, J., & LeBeau, B. C. (2021). Examining high school student
engagement and critical factors in dropout prevention. Assessment for Effective

Intervention, 46(2), 155-164. https://doi.org/10.1177/1534508419859655



https://doi.org/10.1007/s00787-021-01745-2
https://doi.org/10.1080/1045988X.2018.1523127
https://doi.org/10.1111/jora.12533
https://doi.org/10.1177/1534508419859655

122

Szlyk, H. S. (2020). Suicidal ideation among youths at-risk of school dropout: Impact of student
demographics, stressors, and academic self-concept. Health & Social Work, 45(4), 240-

248. https://doi.org/10.1093/hsw/hlaa028

Tierney, G. (2020). Ideational resources and alternative definitions of success: Reorienting to
education and developing identities in an alternative high school. The High School

Journal, 103(4), 241-261. https://doi.org/10.1353/hs}.2020.0015

Trauth, J. N., & Harris, K. (2019). Lighthouse Community School: An in-depth look at

successful strategies used with at-risk students. Multicultural Education, 27(1), 25-29.

Trinidad, J. E. (2022). Spatial analysis of high school dropout: The role of race, poverty, and

outliers in New York City. SocArXiv. https://doi.org/10.31235/0sf.io/9nwst

Tyler, J. H., & Lofstrom, M. (2009). Finishing high school: Alternative pathways and dropout

recovery. The Future of Children, 19(1), 77-103. https://doi.org/10.1353/foc.0.0019

U.S. Centers for Disease Control and Prevention (CDC). (2024, May 22). About Adverse
Childhood Experiences. U.S. Health and Human Services.

https://www.cdc.gov/aces/about/index.html

Urdan, T. C. (2016). Statistics in plain English (4" ed.). Routledge. New York.

Van Ryzin, M. J., Gravely, A. A., & Roseth, C. J. (2009). Autonomy, belongingness, and
engagement in school as contributors to adolescent psychological well-being. Journal of

Youth and Adolescence, 38(1), 1-12. https://doi.org/10.1007/s10964-007-9257-4

Vanderhaar, J., Munoz, M., & Petrosko, J. (2014). Reconsidering the alternatives: The

relationship between suspension, disciplinary alternative school placement, subsequent


https://doi.org/10.1093/hsw/hlaa028
https://doi.org/10.1353/hsj.2020.0015
https://doi.org/10.31235/osf.io/9nwst
https://doi.org/10.1353/foc.0.0019
https://www.cdc.gov/aces/about/index.html
https://doi.org/10.1007/s10964-007-9257-4

123

juvenile detention, and the salience of race. Journal of Applied Research on Children:

Informing Policy for Children at Risk, 5(2). https://doi.org/10.58464/2155-5834.1218

Velez, M. (2023, February 22). WA high school graduation rates are up. Here’s who saw the

biggest gains. The Seattle Times. https://www.seattletimes.com/education-lab/wa-high-

school-graduation-rates-are-up-who-saw-the-biggest-gains/

Vera, E., Shriberg, D., Alves, A., Montes de Oca, J., Reker, K., Roche, M., Salgado, M.,
Stegmaier, J., Viellieu, L., Karahalios, V., Knoll, M., Adams, K., Diaz, Y., & Rau, E.
(2016). Evaluating the impact of a summer dropout prevention program for incoming
freshmen attending an under-resourced high school. Preventing School Failure, 60(2),

161-171. https://doi.org/10.1080/1045988x.2015.1063039

Vinas-Forcade, J., Mels, C., Van Houtte, M., Valcke, M., & Derluyn, 1. (2021). Can failure be
prevented? Using longitudinal data to identify at-risk students upon entering secondary
school. British Educational Research Journal, 47(1), 205-225.

https://doi.org/10.1002/berj.3683

Vogell, H. (2017, December 6). How students get banished to alternative schools. ProPublica.

https://www.propublica.org/article/how-students-get-banished-to-alternative-schools

Walker, S., & Graham, S. (2019). At risk students and teacher-student relationships: Student
characteristics, attitudes to school and classroom climate. International Journal of

Inclusive Education, 25(8). https://doi.org/10.1080/13603116.2019.1588925

Warren, J. R., & Cataldi, E. F. (2006). A historical perspective on high school students’ paid
employment and its association with high school dropout. Sociological Forum, 21(1),

113-143. https://doi.org/10.1007/s11206-006-9005-7



https://doi.org/10.58464/2155-5834.1218
https://www.seattletimes.com/education-lab/wa-high-school-graduation-rates-are-up-who-saw-the-biggest-gains/
https://www.seattletimes.com/education-lab/wa-high-school-graduation-rates-are-up-who-saw-the-biggest-gains/
https://doi.org/10.1080/1045988x.2015.1063039
https://doi.org/10.1002/berj.3683
https://www.propublica.org/article/how-students-get-banished-to-alternative-schools
https://doi.org/10.1080/13603116.2019.1588925
https://doi.org/10.1007/s11206-006-9005-7

124

Washington Office of Superintendent of Public Instruction (OSPI). (2019). Data Portal.

https://ospi.k12.wa.us/data-reporting/data-portal

Welsh, R. O. (2022). Overlooked exclusionary discipline: Examining placement in alternative
schools, expulsions, and referrals to hearing in an urban district. Educational Policy,

36(3), 550-586. https://doi.org/10.1177/0895904820901481

Weybright, E. H., Caldwell, L. L., Xie, H., Wegner, L., & Smith, E. A. (2017). Predicting
secondary school dropout among South African adolescents: A survival analysis
approach. South African Journal of Education, 37(2).

https://doi.org/10.15700/saje.v37n2a1353

Wilkerson, K. L., Afacan, K., Perzigian, A. B., Courtright, M. R., & Lange, L. E. (2018).
Alternative and traditional high school enrollment: An analysis of one urban district.

Journal of At-risk Issues, 21(2), 13-19.

Wilkerson, K., Afacan, K., Perzigian, A., Justin, W., & Lequia, J. (2016). Behavior-focused
alternative schools: Impact on student outcomes. Behavioral Disorders, 41(2), 81-94.

https://doi.org/10.17988/0198-7429-41.2.81

Williams, T. (2019). Five effective ways to support at-risk and wounded students in thriving at
alternative high schools and earning their diplomas! Contemporary Issues in Education

Research (CIER), 12(3), 76-78. https://doi.org/10.19030/cier.v12i3.10313

Wisner, B. L., & Starzec, J. J. (2016). The process of personal transformation for adolescents
practicing mindfulness skills in an alternative school setting. Child & Adolescent Social

Work Journal, 33(3), 245-257. https://doi.org/10.1007/s10560-015-0418-0



https://ospi.k12.wa.us/data-reporting/data-portal
https://doi.org/10.1177/0895904820901481
https://doi.org/10.15700/saje.v37n2a1353
https://doi.org/10.17988/0198-7429-41.2.81
https://doi.org/10.19030/cier.v12i3.10313
https://doi.org/10.1007/s10560-015-0418-0

125

Xia, J., lzumi, M., & Gao, X. (2015). School process and teacher job satisfaction at alternative
schools: A multilevel study using SASS 2007-08 data. Leadership & Policy in Schools,

14(2), 167-203. https://doi.org/10.1080/15700763.2014.997935

Yavrutiirk, A. R., ilhan, T., & Baytemir, K. (2020). Social support and school climate as
predictors of school connectedness in high school students. Bartin University Journal of

Faculty of Education, 9(2), 334-351. https://doi.org/10.14686/buefad.653345

Young-sik, K., Hyun-Jun, J., & Lee, S. (2018). School factors related to high school dropout.

KEDI Journal of Educational Policy, 15(1), 59-79.

Zeinalipour, H. (2022). School connectedness, academic self-efficacy, and academic
performance: Mediating role of hope. Psychological Reports, 125(4), 2052-2068.

https://doi.org/10.1177/00332941211006926

Zeldin, S., Gauley, J. S., Barringer, A., & Chapa, B. (2018). How high schools become
empowering communities: A mixed-method explanatory inquiry into youth-adult
partnership and school engagement. American Journal of Community Psychology, 61(3—

4), 358-371. https://doi.org/10.1002/ajcp.12231

Zengin, M. (2021). Investigation of high school students’ dropout risk level. Shanlax
International Journal of Education, 9(S1-May), 59-68.

https://doi.org/10.34293/education.v9is1-may.4000



https://doi.org/10.1080/15700763.2014.997935
https://doi.org/10.14686/buefad.653345
https://doi.org/10.1177/00332941211006926
https://doi.org/10.1002/ajcp.12231
https://doi.org/10.34293/education.v9is1-may.4000

126

Appendix A: IRB Approval

Northwest Nazarene University <reply-to+520637ec-¢7c4-4072-98fd-0f585cdfeT3b@email submitable.com> Thy Mar 3, 951AM  §% 6

. fome

Submittable

Dear Rebecca,

The IRB has reviewed your protocol: 0334. You recaived "Full Approval'.
Congratulations, you may begin your research. If you have any questions, let me
know.

Northwest Nazarene University
Rick Boyes

IRB Member

623 S University Bivd

Nampa, D 836686

REPLY VIEW SUBMISSION

Submission ID: 35970751

Sent by Submitiable.
111 Higgins Ave #300, Missoula, MT 59802

Help Center | Terms and Conditions | Contact Us



127

Appendix B: Site Permission Request

Rebecca Kosinski <rkosinski@nnu.edu>

Site Permission for Doctoral Research
23 messages

Rebecca Kosinski <rkosinski@nnu edu> Tue, Feb 21, 2023 at 5:40 AM
Bec: kzeller@sd273.com, marianne southwick@cdaschools.org, kelly fisher@Iposd.org, gkramasz@lewistonschools.net, scheppers nicole@westada org, carpenterr@cossaschools.org, wayarbrough@nsd131.org, bimel@mdsd.org, georrigan@msd134.org,
kcheney@caldwellsmools org, dalelyn allen@vallivue.org, adaangel@cassiaschools.org, drichardson@buhlschools org, janet stockton@frco k12 va.us, johnsore@sd25.us, mpauley@sd251 org, d91zone2@sd91.org, leslielehnertz@pathwaysedu org,

hools.org, Daniel M. oregon.gov, pjordan@coic.org, info@portiandoic.org, School. Board@camas wednet edu, Schoolboard@spokaneschools.org, belcherj@cersd.org, kellyg@wapatosd.org, board@tacoma k12 wa.us,
pecchivj@puyallup k12.wa.us, InfoWYA@mil.wa gov, “mwhi 208.0rg" 208.0rg>, lorri.prescott@jeromeschools.org, kootenaibridgeacademy@amail. com, Woolstes@93 k12.id us, shanjame@sd91.org, kresb@d55 k12.id.us,
dfryberger@sd251.0rg, lance harnson@psd201.0rg, pat chartion@jeromeschools.org, david.carson@buhischools.org, milsandr@cassiaschools.org, dickinsonbr@tfsd.org, jramsey@minidokaschools.org, coby.dennis@boiseschools.org, lisa.boyd@vallivue. org.
mgee@msd134.org, epingrey@mdsd.org, grusseli@nsd131.org, bub.derek@westada org, Ihansen@lewistonschools.net, becky meyer@Iposd.org, DNaccarato@sd273.com, Isexton@lakeland272.0rg

To Whom it May Concern:

My name is Rebecca Kosinski and I am a current Northwest Nazarene University doctoral student hoping to do research on the effectiveness of Alternative Schools from the Pacific Northwest students' perspective. As a current
Altemative School Principal at the Idaho Youth Challenge Academy I believe this research will help all who work in Alternative Education to be able better serve their students as well as provide crucial information on how to
support At-Risk students in the traditional setting. I have attached a one page synopsis of my research if you are interested in further details on the study.

In order to conduct this work I will need permission from the school districts/programs in which these schools are housed.
That is where you come in. If you are receiving this email you have been identified as a person in your district who could provide me with more information on how to secure permission in the district or program you are a part of.
Please let me know the specific process for obtaining this permission or forward this to the person who would best be able to assist me.

If you are the person able to grant permission and are comfortable with me conducting my study with your current and former students please see and fill out the attached letter template or respond to this email stating I would be
allowed to conduct my study at Alternative Schools in your district.

Please do not hesitate to contact me with any questions you have.

Sineerely,
Rebecca Kosinski, Ed.S.
Idaho Youth Challenge Academy Principal

rkosinski@pnu.edu

1-208-464-1463



128

Appendix C: Basic Needs Satisfaction at Work Scale (BNSW-S) Survey

RATING
1 2 3 4 5
Please read each question. Think about how true it is for you. not at not | Some- | truefor  very
Put an “X” in the box that seems to match what you think. M| e | W | e | Jue
for me for me

-

| really like the people at this school.

People at this school tell me | am good at my school work.

| am free to express my ideas and opinions at this school.

| consider the people at this school to be my friends.

| have been able to learn interesting new things at this school.
Most days | feel good about the work | do at this school.

My feelings are taken into consideration at this school.

| can pretty much be myself at this school.

© @ N O O s w N

People at this school are friendly towards me.

Note. Screenshot of the instrument used in the study. Reprinted from, Understanding alternative
education: A mixed methods examination of student experiences by S. G. Farrelly, 2013. Used

with permission — see Appendix D.
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Appendix E: Idaho List of Alternative Schools

2022-23 Alternative Schools ~ Regular Session
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Building # | School# School Grades Principal Email Email Received | Approved |  Lener iy | Diploma on  |Exp.Date| on
6/30/2024
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491 1104 |Mountan View T ] 185 [Paul Uzzi i s Amols org | 572312022 | 62012022 x Y ¥ Y Yes | 6/30/203
BO1 1232 | Keotena) Br Acaden -1 350 harles Kenna BHA/2022 | 7/28/2022 x Y Y Y Yes 6/30/2023
491 1037 _|venture righ School -1 shockenficsaschoois.org | 6/21/2022 | 71282022 x Yes. Yes Yes. Yes | 6302022
4871 1138 _|St Maries Communty Educatol _5-1 615/7022 | 71212022 « o ¥ v N
il [ evmi2022 | y ¥ y ok yel
491 1045 __|Lake Pand Orelle High School -1 100 Do Mies ™ [Backy Meyer 61172022 | 712812022 x v y v Yes | 6/30/20%6
4071 612 _|Paradie Cresk g & 34 [Bnen Smen org Gren Badey 1om 425,202 | 413712022 x Y Y Y Yes | 6/30/2025
4627455 _| 1362 _|idaho Youth Chalenge Academ| 61 500 i [Or_Mike Garrelt 710w 12007 | 612012022 % Y Y Y Yes | 6/30/20%5
5 1 111 |Greg Kramaz st L TN2022 | 7282022 x M ¥ M Yes | 6aoiaon
- 392022 X M Il M Yes | 6/30/202
3Ha2022 x Y Y m Yes | &/30/20m
X ¥ ¥ ¥ Yes 6/30/2025
X s ¥ ¥ Yes | 6/30/20%5 |
x kd N Yes 2072
220 |Gregq Russel |_smzoez | x Y 1 Y Yes 6/30/2022
100 o tasar og Gibert 5/27(2027 | 6/20/2022 x m ¥ m Yes | 6/30/2035
481 1264 |Heartiand High School X 35 [Pn Enc Pingrey ™ 6122022 | 6/2012022 x n Y Yes 613021
401 1188 iddieton Academy 5 154 Dr. Glen Croft 1340y [Mare Gee 1134 org 862002 | 82012022 x ¥ Y ¥ Yes 30/2024
489 1287 | Rebound School of Opportunty| 6~ 167__|Michael Hanneman |hanneman michaswestada org | Or. Derek Bub bub derek@westadaorg | 6772022 | 6/13/2022 x Y n Y Yes | wanote
481 1080 | Canyon Springs Figh School 5 Z10__[Christine WcMilen _[cmemilen @calowellschoos o [Snatene French nirenchicaidwelschook of_6rai2022 | 712712022 X Y y Y Yes 20
481 5017 |va 5 140 [Ratee) Gasbaca _|glo s Boyd lsabowivabvicory | 6/02022 | 7i27/7022 3 M Yes 20
480 1420 __|Elevate Acad 4BB__|ClWatson [Monica Whis 08.om | 602022 | 772712022 |DN v 2 Y Yes 20
481 81 harter High - 300 | Dennis Witson dwison @irmckenna ory Dennis Wilson TH4/2022 | 7/28/2022 X ¥ N Yes [20;
48t 675 |Frank Church High Schiool - 291 [Nate Denns NATHAN DENNIS @B OISESEHOO| Coby Dennis by ¥ Y Yes | 63002028
402 1118 Initial Pomnt High School -1 100 | Jason Redd, reddyfilkunaschools.om W endy Johnsan inaschools.org Y ¥ Yes 6/30/2023
481 1265__|Black Canyon Jr'Sr High School 1. EE E R_J s 221 et [Craig Woods. et Y v n Yes 6/30/2026
453 1145 |Grossroads Middle School 68 150 |Joseph Palea D Derek Bub [ s | 47202022 | E13/2022 X n Y HA A
480 564 |Pathways Middie School 3 1 . Dereic Bub bub wg | arza03z] enamozz x NA v HA
sde Wison 4282022 | 6720 « N ¥ Y N
& Baye 6732002 | 71172022 x [ vy [Shared -Fruitiand AS
L ee Morrs o 72003 | 71037 x ) n Y No.
obin Glbert 442007 | BI10/2027 % v i3 ¥ No.
12com S5M1/2022 | 8/29/2022 x Y ¥ k] April 2014
Kathieen M. Alisor el | emmoer | erpamozs 3 1 Ned own
61132022 | 772712022 . y F] v Yes | 61302026
| Sewels Carperier |} [ eravz0z | 7izia0zz [ v ) Y ot et
yick BM4/2022 | 7/28/2022 X Y ¥ Y Need Own | 6/30/2023
[ 30 [Ryenkunz | 62072022 X n NA ki NA
60 [Ton Boush 3082022 F3 M ¥ M Yes | 6302053 | Have
175 6/112022 | 612012027 x m n Y es | 6302012 | Have
682022 | 702712022 x Y Y Y Yes | 6/a0/0as | Have
o 61132022 | 72712022 x Yes | 6/30/2023 | Have
e [ima T T ] -
ko rbrgtisd org SHEE022 | 712022 x A ¥ NA. WA NA
4 et 5172022 | 62012022 x v ¥ v NO Yes
a8t 1272 |Fals Ciy y y N 1 pat 632002 | 8/30/2022 x ¥ v ¥ nreview | Jerome Yes
a8 848 |Figh Desert High School 51 10b. ] Br32022 | 712772002 % Y Y Y Yes | 6/30/2026 | Ve
481 1078 | Gooding Alternative Learning C: 1. spencer larsen figood ingsd /1572022 | 7/28/2022 X Y Y Y Share Yes
[ag | dar omerstone High Schoal 35 26201y | BI1S2022 | 77262022 X ¥ M ¥ Need Yee
1__| G844 _|Frankin County High School | ¢ 4 it peen 50201009 lence hamsoni® psd201 or] 4142022 | /1272022 X ¥ ¥ T/1/2008_| 632022 | Have
1002 School Amy Prescoll rescoam@ed2s us Dougias Howell howeldofied35 us 52022 | 3722022 E3 N A m NA, NA
261 |American Fals Acad - Randy Jensen oo Dedia 2 B e | 4N32022 | 6132022 x 0 Y m Shared o
404 | Clover Craek High Schoal 3 Luke Kelsey net ry Brog: ad.net 6712002 | 7/14/2022 X n ' Shared No_
1141 __|New Horizon High School 3 260 Amy Prascott d25.us Douglas Howell d25.us 3152022 | 32212022 X ¥ Y ' Yes 6/30/2032 Yes
91 1479 | Sh ‘Work Based Academ; 9-1 40 Michael Messick mmessickiflshelleyschools.or Ti13/2022 X N N Y no Yes
h ICTE Prep School- Soda %} F3 M'ﬁm% 2012022 X N 2 v ot et Possibly
481 1143 | Jsflerson High School 61 284__|Don Fryberger Lo Chad Martn 1o 312112022 | 32212022 x v y v Yes | 630202 | ave
401 9015 _|Cential High School 1 162 bennettm@msd321 com Randy Loros loigsrfmss321 com 313112022 | 61012022 x Y ¥ Y Yes | 6/30/20%5 | Have
491 9006 1 200 | Josh Tomaren Erian Kress lasb@dssiizidy: | 62002 | 72712022 X ¥ y ¥ es 5/30/20% | Have
491 1048 |Emerson High School - 265 sa81 org shan|smedisso1 o 6132022 | 702772022 x Y ¥ Y es | 6/30/20%6 | Have
491 Sci X 33 [Bnen Ashion 4014 I Q112008 61302022 | 7/26/2022 x Il Y Need Have
481 14 |Russ Bradshaw 41502022 | 61312022 « o Y Y No no
4971 70| ance Mier Dr._Scoft Wocistenhul AIZB2022 | 62072022 x Y n ¥ Yes | 6/30/20%6 | Yes
48z 5 31 [lay Chester Bradshaw 62022 | 712712022 x I y I No | 6/30/202¢ [[Wes
912 19 |Scott Corgatedi [Mark ress 812212022 | 1052022 n n ¥ Share Na

Note. Screenshot of the list of alternative schools in Idaho. Reprinted from, Alternative Schools

by Idaho State Department of Education, retrieved 2023.



School / Program Name

Alternative Youth Activities

COIC Bend

COIC LzPine

COIC Prineville

COIC Redmond

COIC Skills Lab (DCIC)

CREATE

Deer Creek

DePaul Youth Treatment Program
Fifth Corner Academy
Graduation Alliance

1 BarJ Boys Ranch

1 BarJ Ranch at Sisters

Kartini School

Looking Glass Center Point School

Appendix F: Oregon List of Alternative Schools

Website

hittp:/fwww.aya-or.org/

https://www.coic.org/femployment-training/alternative-education/
https://www.coic.org/employment-training/alternative-education/
https://www.coic.org/employment-training/alternative-education/

https://www.coic.org/employment-training/alternative-education,

hitps:/ fwww. createsemices.arg

No website

https://depaultreatmentcenters.org/programs/youth/

https://fifthcomeracademy business site/

https://www.graduationalliance.com/
https://wwwjbarj.org/about-us /our-programs/
https:/fwww barj.org/about-us /our-programs/

https://wwwlookingalass.us/services/#education

Looking Glass Riverfront School and Career Cent https://www.lookingglass.us/services/#education

Looking Glass New Roads

Mt Seott

NAYA Many Nations Academy
OPEN School East

Oregon Qutreach Molalla
Oregon Qutreach Scappoose
Oregon Youth Challenge Program
Portland Youth Builders

Rosemary Anderson High School EAST

Rosemary Anderson High School LENTS
Rosemary Anderson High School New Columbia https://www.portlandoic.org/students/rosemary-anderson-high-school
Rosemary Anderson High School NORTH

Rosemary Anderson Middle School
Serendipity

Wellsprings Friends

YES House

Youth Progress

https://www.lookingalass.us/services/#education
https://mtscott.org/
https://nayapdx.org/services/many-nations-academ
https://openschoolnw.org/programs/open-school-east/
https://oregonoutreach.org/
https://oregonoutreach.org/

https://www.oycp.com/

http://pybpdx.org/

https://www.portlandoic.org/students/rosemary-anderson-high-school

Head of School Name

Scott Cooper
John Bouchard

John Bouchard

John Bouchard

John Bouchard

John Bouchard

Olivia Auclaire

Brandy Osborn / Thomas McGregor
Naomi Caster

Roxanne Wilson

Beth Baenen

Crystal Mooney

Crystal Moaney

https://www.kartiniclinic.com/eating-disorder-resources/kartini-alternative-sct Shanna Greene

Lynda Whitener
Cheryl Zwillinger
Erik Johnson

Dara Christy

Lisa Otero
Michelle Cardenas
Rebecca Black
Rebecca Black
Cindi Krauger
Jessica Burbach

Head of School Email address

educate@ayz-or.org
jbouchard@coic.org
jbouchard@coic.org
jbouchard@coic.org
jbouchard@coic.org
jbouchard@coic.org
olivia@createeducationservices.org
bosborn@roseburgphoenix.org
Naomi.Caster@depaultc.org
roxanne@fifthcorneracademy.org
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tmegregor @roseburgphoenix.com

beth.haenen@sraduationalliance.com

cmooney@academyatsisters.org
cmooney @academl@tsisters 0rg
sgreene@kartiniclinic.com

lynda whitener@lookingglass.us
chervl awillinger@lookingglass.us
erik johnson@lookingglass.us
dara.christy@mtscott.org
liszo@nayapdx.org

michelle.cardenas@openschoolnw.org

rhlack@oregonoutreach.org
rblack@oregonoutreach.org
Cindi. KRAUGER@mil state.or.us
jessica.burbach@pybpdy.org

https://www.portlandoic.org/students/rosemary-anderson-high-school

https://www.portlandoic.org/students/rosemary-anderson-high-school

https://www.portlandoic.org/students/rosemary-anderson-middle-school

http:/fwww.serendipitycenter.org/
https://wellspringsfriends.org

http:/fwww.milestonesrecovery.com/yes-house-residential-program/

https://www.youthprogress.org/

|Franky Gomez

|fgnmez@pnn\and0'\c‘org

Madison Liesinger
Carl Reinhold
Mykia Richards
Alvin Johnson
Megan Pine

Dante Zuniga-West
Douglas Carter
Robyn Eaton

mliesinger@portlandoic.org
creinhold@portlandoic.org
mrichards@portlandoic.org
ajohnson@portlandoic.org
meganp@serendipitycenter.org
dante@wellspringsfriends.org

douglascarter@milestonesrecovery.com

realon@[outhprogress.org

Note. Screenshot of the list of alternative schools in Oregon. Reprinted from, Alternative

Education by Oregon Department of Education, retrieved 2023.
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Appendix G: Email Request for Administration

To Whom it May Concern,

My name is Rebecca Kosinski and | am a current NNU doctoral student approved to do research
on the effectiveness of Alternative schools from the student perspective at your school. As a current
Alternative school principal at the Idaho Youth Challenge Academy | believe this research will
help all of us working in Alternative Education and to better serve our students.

| hope to conduct a study using information from former alternative school completers and current
18 year old students on track to finish their education. I plan to do so by having students complete
a digital anonymous survey that asks the students about their experiences in alternative school and
how it assisted in preventing them from dropping out. The instrument that will be used
anonymously asks for students' perspectives on their alternative school experiences as well as
details on their demographics. Although these students have a minimum age of 18, this particular
group of students have some vulnerabilities that could result in being triggered by questions asking
them to review their school experiences as well as their future plans. That being said | wanted to
make you aware of the study and ask that you share with all of your 18 year old students that if
they choose to participate you are available as a resource for their support. | have attached the
survey being utilized for your review and awareness.

Thank you for your time and help with this study. I will reach out and let you and your Principal

know the scheduled date for the survey. Please don’t hesitate to reach out with any questions or
concerns you may have.

Sincerely,

Rebecca Kosinski rkosinski@nnu.edu

208-816-6357



mailto:rkosinski@nnu.edu
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Appendix H: Instrument QR Code

Hello, my name is Rebecca Kosinaki and I am currently researching what makes alternative
schools effective. As a former alternative school principal and current public school principal it
is important to me to fully understand what is helping students complete school. Today you are
invited to participate in a survey focused on 18-21 year olds alternative school students. This
data will help alternative schools and traditional schools better serve students, All of your
responses will be anonymous.

Please use the following link to complete the survey :
hitps://mnu.col.qualiries.com/jfe/form/SV_6mbb4uiAMzrWOVE

Or use the QR code to take the survey:

Thank you for your participation.
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