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Alejandro Benavides; MEd, is an

Educ ation _Sp(*ci.zlist,‘ Hlinois State
Board of Education, where he is
responsible for providing t(‘('hn‘i( al
assistance in the development and
impl(*m‘enl(nion of bilingual bicultural

" programs in the swte. He iy also

currently involved in developing a
bilingual special education program

-model and best prdctices procedures

for serving the limited English”
proficient exceptional student in
Hlinois. Mr. Benavides recewed his
training at Northern lwo.is University
and the National Cdllege of kducation.
He has seved on numerous program
evaluation teams and conducted
inservice training on bilingual special
education models, cross cultural
communications, and altegnative
approaches in multilingual 7
multicultural programs. Prior teaching
experience included work with the
trainable meritally handicapped and

with' limited English proficient students.

.

Margaret Beyer, PhD, iv Director of the
DC Coalition for Yputh, an advocacy
and training organization that has.
developed a network among youth-
serving staff in Washington, [3( .
During the past ten years, Dr Beyer
has worked with adolescents in
individual, group, and family .-
counseling, crisis intervention, pretrial

detention, sex educ ation, and drug ,

education. She has heen active in +
planning youth services, particularly
within the juvenile qustice system. Dr.
Beyer was previousiy Assistant Director
for Research, "National Youth Work
Alliance, Wavhington, DC . She has
authered reports on teenage

© prostitution, abused adalescents, and

life stress for_teenagers. In addiHm, she
has conduc ted research on the
psychosodial problems of teenagp
runaways and the longterm care
provided by youth-yerving agencies

jaround the country.

!

Hewitt 8. (Rusty) Clark, PhD,
administers a comprehensive mental

health pragram for children” and their
pdrents (Children’s Behavioral Services
in Las Vegas, Nevada). Under the
umbrella of the National Imching'-
Family Association, Dr. Clark has
established the Desert Regional
Teaching-Family Iraining Site to
acchmmodate the staff training needs
of 15 group homes serving youth
referredd because of emaotional or
delinquency. problems. He continues to
maintain an active role in the
education of undergraduate and
graduate students through his adjunet
professorship in the Department of *

Special tducation at the University of - -

Mevada. Dr. Clark recently returned
from a guest professorship in West
C.ermdny, where he helped adapt the
Teaching -Family madel to the (.erman

“cubture. He-has published extensively

on such topics as innovative ¢ lasérpom
tedhniques, language development with

: SN
retarded Children, parent training,
sacial skill development, childrearing .
advice matertals, and quality controf in
human service systems. .

s

5



Q

- ERIC

Aruitoxt provided by Eic:

»

Larry L. Dye, EdD, is Director, Youth
Development Bareau, Administration
for Children, Yéuth and Families,
Office of Human Development
Services, in the Department of Health,
Education, and Welfare, Washington,
DC. Prior to this, he was Deputy
Director for Rehabilitative Services,
New York State Division for Youth,
Albany. Dr. Dye has been consultant to
institutes and agendies involved with
youth services and corrections in
Massachusetts, New Yerk, Washington
State, Washington DC, California,
Illinois, Ohio, and Florida. He served
as principal investigator and-project -
advisor to maodel educational
rehabilitation programs and juvenile.
opportunities extensioh programs. Dr.
Dye’s publications, presentations, and
Congressional testthony have

" addressed the offender as a

carrectional manpower resource in the
ddministration of justice, as well as
new strategies-for youth services..

-

Frederick E. (Joe) Glassfosd, MS, has
heen Director,;Wabash & Ohio Valley
Special Edt)ion District, Norris City,
inois, sinse 1974. Prior to that time
he uﬂ/ employed by the lllinois State
Office of the Superintendent of Public
Instruction as Re;giondl Resource
Coordinator, Supervisor, and State-
Director of Special Education. Mr.
Glassford has done post graduate work
a& Southern llinois University in
special education and administration,
;and;is certified in both areas. He is

- past president of the Illinois

Administrators of Special Education,
and has also served on the Southern
Illinois Developmental Disabiity
Planning CCommission dnd the Board of
Directors of Southern Hlinois, Special
Olympics. ’

¥ . .

- R
Vivian Gold, PhD, is a ¢ linical
psychologist in private practice and, a
faculty member at the California
s¢hool of Professional Psychology, San
Francisco. She received her doctorate
at Columbia University, Teachers o
College. Prior teac hing experience
inc ludes a Peace Corps professorship at
the University o( Panama’, Dr. Gold's
teaching intarests center around
psyc hotherapy, psychodynamics,
psyc hology bf women, group therapy;
and crisis inlervo‘nti()n.‘ Her research
experience has been in behavioral :
therapy with autistic children,
preschool education, and drug
addiction. Current research interests
involve vwaomen’s issues and the .

‘ rolationshib hetween intrapsy©hic and

intespersonal behavior. Professional
activities include numerous
compultancies, community service,
publications, and workshop
presentations. i
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John L. johnson, EdD, is Professar of
Special Education, College of
Education and Human Ecology,
"Universily of the District of Columbia,
Washington, DC, coming to that
-position from one of Senior Program
Officer and Director, Education for the
Handicapped Progtam, Robert R.
Motnn Memosrial Institute. He is also a
member of the Executive Committee -of
the Washington-Baltimore Center of

_ the A_ K. Rice Institute, and editor of

The Journal of Persondlity and Social
Systems. Dr. Johnson has served as
professor, administrator, and behavioral
science researcher at Michigan State
Univérsity and the Youth Development
Center of S\y‘racuse University.
Administrative experience includes
positions as associate superintendent of
a major urban school system, director
of a children’s mental health cenger,
director of Afro-American studies, and
assistant provost for minority group
Laffdirs. Dr. Johnson has been a member
of The Council for Exceptional Children
dince 1959, and was a ‘fo&nding officer
of the division, The Council for
Children with"Behavioral Disorders.”
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Gary D. Meers, Edlf‘is Associate
Professor of Spectal Vacational Needs,
University of Nebraska at Lincoln.
FSrmer President of the National
Association of Vocational Education
Special Needs Personnel, he I o
currently serving on the President’s
Committee on Employmeant of the

‘Handicapped and the Mayor’s Council

for Youth Development. Dr. Meers has
directed numerous research projects
and government training grants dealing
with program modets for assisting
vocational teachers, parents, and

employers of the educationally .

disadvantaged, handicapped, and
minorities. His publications and
conference presentations give strong
emphasis to inservice and evaluation of
teacher effectiveness of vocational
education special needs personnel.

’

Esther Rothman, PhD; s Prifcipgl of
Livingston Special School for
Emotionally Hatidicapped Students. In
addition, she is presently Research
Director and Project Administrator of
the Teac hers Hot Line, a federal grant
funded by the Department of Health,
Education, and Welfare. She held the
same position previously with the Crisis
Intervention by Use of Telephone
Therapy Projeéct. She has also taught
psychofogy and education courses at
colléges and universities. Dr.
Rothman’s career includey that of
Classroom teacher, psychplogist, and
educ ational researcher and consultant.
She worked with prison personnel in
dmt‘loping education programs for
adolescent and adult offenders, and
with Job Corps personnel in developing
educational films. Her print
publications and appearances on
national media such as the Today
Show, David Susskind Show, National
tducational Television, and (BS News
focus heavily on the disturbed
adolescent and youth in trouble.

7 .



,
-
[ 3

Vil

M ¥
]
\‘ -
R )
3
// 3
. o -
i ‘ o~
N [ ]
Rosemary C. Sarri, PhD, is Professor of
. Social Work, University of Michigan,
r Ann Arbor. During the past decade, Dr. v
. Sarrt has carried major teaching’
_David AsSabatino, PhD, is Professor responsibilithk in the areas of criminal ‘ _
and Chairmah, ’)epartment of Special justice and corrections, complex . [ /
. Education, Southe\;?n Ilinois University organizations, research in human
at Carbdndale. A'three degree graduate.  service organizations, innovation and -
of Ohio State University, Dr. Sabatino change, information processing and -
} was Beofessor and Department * decision making, program evaluation, . N
Chairman at Northern lllinois Regional . social change, &nd group work. She . - -
Resource Center. He has also served 4s  has been consultant to the President’s
cochairman of the Regency Doctoral Commission on Crime and Criminal
Program in Special Edugation with lustice, to the Federal Bureau of
Hltnots State University(}fm”training Prisons, and to the Child Welfare
coordinator of the National Regional League of America. Her research
Ll Resource Center of Pennsylvania. Dr. experience includes a comparative -
Sabatino has tagght at Catholic study of correctional progran')s for
University, University of Nevada, - youthful offenders in federal - ¥
Pennsylvania Statee University, and institutions, a¥our year national "
Ohio States University. He is agthor and  assessment of juvenile cdrrections, and .~
editor of several books and numerous a comparative study of guvenile justice P
publications in special education. Dr. programs in South Australia. Dr. Sarri r .
Sabatino serves as associate editor of has prepared and presented public
the Journal of Special Education, media and television training films on
Psychology in the Schoals, Journal of juvenile delinquency, and has .
Learning Disabilities, and Exceptional published extensively in the areas of * .
Children, and has directed training, correctional programing, treatment
Yesearch, and service projects on both strategies, and social welfare .
< the state andfederal level. < administration. @
, }
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0 Corfcern with disruptive, delinquent, and/or predatory and vuolent behavior
of youth is prevalenit throughout the United States, as well as in several other
Western countries._School dropout rates are said to have doubled in the
past decade. A recent study by the Carnegie Foundation emphasized that
the public school has become a custodial holding enterprise, much like a
prison, in many US communities.

The'youth unemployment rate continues to soar particularly for minorities,
females, and other disadvantaged youth. Additional lndlqators of serious
social problems include rapidly increasing mental illness, suicide, and sub-
Stance abuse. Public concern appears to focus on how youth can be con-
trolled so that their behavior will not offend or interfere with the dominant
adult society. Because social policies and youth programs reflect greater -
concern for coercive social control than for enhancing youth socialization for
adult roles, many students of youth socialization have observed- that son/
of the more urbane communities appear to “dislike” children and youth.

Elementary and secondary schools play an increasingly critical role. They
are expected to educate all youth regardiess of ability, interest, or.prior
education, and often with minimal-resources. Moreover, in recent years ed-
ucation has been center stage with respect to one of the more persistent
social problems in this society, namely, the lackof social integration and the
incomplete gxpansion of full civil rights to all' persons.

. The ideologies of key actors, as well as the organizational pattérns of
schools, make the occurrence of delinquency nearly inevitable. Assumptions
are made about youth, theis abilities, behavior, and the ways in which they
should be educated. Some youth are quickly identified as bright, creative,
and responsible. Others are described as culturally deprived, troublesome,
and apathetic. These characteristics become labels that may be used to
describe entire families or even neighborhoods, with many negative con-
sequences ensuing for those who are so labeled. )

Confronted with frequent and serious problematic behavior, school per-

sonnel may come "to rely more and nvore on formal social institutions, such

" as the police and juvenile court, ® handle youth misbehavior. Even under

optimal community conditions, one seldo'm encounters truly comprehensive
and concerted efforts to aid youth in trouble outside the justice system. Yet
the juvenile justice system itself is largely a processing organization whose
impact is most often negative.

Soci pears to expect organizations within the juvenile justice system
to solve most of the youth problems assigned.to them. However, they are

. 9 « . |
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expected to address these problems with Ilmuted resources, inadequate tech-

nologies, and often in social environments that are antithetical to the appro-
priate delivery of effective services.

All youth-serving organt2ations, and most partlcularly the public schools, -

must be in @ position to facilitate the treatment and socialization of youth in
troubte. In the past, the school has all too often failed to provide an adequate
education for these students. When they express their concern through non-
attendance or disruption, they are often charged as vandals and truants.

It is within this'context that The Council for Exceptional Children's Invisible
College Conference on Education’'s Hesponslbmty for Disruptive, Alienated,
and Incarcerated Youth was convened on January 8 and 9, 1979 in Carmel,
California. Eleven individuals from the fields of education, social work, public
policy, and psychology came together to:consider the situation of alienated
and disruptive youth in our secondary schools. They identified critical issues
and problems anﬂ then considered a variety of alternatives to resolve those
‘problems. Dlsru;:mre ¥outh in School is a product from this Invisible College
.Conference.

The convening 5’f an Invisible College is-an approach The Council fer
Exceptional Children has successfully used for the development of timely
publications. The procedure involves the identification of people who are on
the cutting edge of knowledge on emerging procedures and practices in a
particular topic area. Tapping into this resource should reduce the gap be-

* tween research and implementation, as well as reduce the time between
innovation and practice. The group meets in a closed two day session. Each
Invisible College participant makes a 20 to 30 minufe presentation on an
‘mssigned topic. The total group serves as discussants ang reactors to each
presentation. :

'~ The chapters in this k are based on the presentations delivered at the
Gonference and"were prepared for publication as a result of the questions,

- discussion, and mteractuon of the College. John L. Johri®on, David A. Sa-
batino, and Rosemary C. Sarri planned the content, identified parjicipants,
and chaired the Conference. s

In this volume, the authors propose that the resources and expertise ol
the schools sho e heavily involved in education arid treatment program-
ing for troubled youth"The College adopted a-forward perspective—where
we would like to be and how we can get there! ;

b Rosent . Sarri
- ) June ordan

. | 10
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~ juvenile "
justice:
where we
- have been
| and are
. | today

>

rosemary C. sarri
\ o . ‘ ’ .‘ ‘
A national assessment of juvenile justice programs revealed the proliferation of
a diversity T goals, ‘policies, and procedures. The inherent incompatibility 4
between social control and social rehabilitation ideologies inevitably leads to
conflict and confusion, preventing the courts from serving either the
community or its youth effectively. Is the juvenile justice system the

appropriate responding agency for the mqjority of youth p\)blerﬁ‘ referred?

Other munity institutions, includ.i»g\igf schools, must participate in a
'reneweﬁ concerted effort toward creative problem solving.
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THE JUVENILE JUSTICE sY8TEM [ THE juvenile justice systems in the United States, Canada, and much of
",,-’Wéstqrn Europe have attracted public, political, and scholarly attention in
¥« recent ygars. In alf cases, this interest has evolved both criticism and pro-
e osals for change. As yet, however, no one appears to have designed a
oy ‘jsystzﬁ effective in meeting all major expectations. -

The trend has hevn toward formjif :

N

“

o *

. - Ingrkased usge of formal control mechanisms through the juvenile court
eontrol mex htznigf&&?:’, %}gé‘been the tren‘& in t\'le United States during the past two decades. Change
- " in this direction was fqstered by decisions of the Supreme Court in the Kent
. ‘ _..(1966), Gault (1967), Winship (1970), and other cases. By and large, the
R f’ - ‘results have been far less than was expected (President's Commission,
o PO 1967), despite the utilization of vastly increased resources. As a result, many
/ } I alternative arrangements have been proposed. Some advocate greater con-
o trol and punishment (Wilson, 1975). Others encourage more rigorous ad-
ter herence to dug process guaranteesg(Juvenile Justice Standards Project,
t " 1977). Still others encourage restriction of the domain of coercive -state
agencies to violations that are also'legal violations for adults. From this point
of view status offenders and children in need of care and control would not
- be targets of coercive control by the juvenile court.
Changes in Western g‘,’Ur()pt* were in the While the United States was embracing increased formalization in the
oppositd direction. " juvenile justice system, changes in many Western European countries, par-
s ticularly in Great Britain and Scandinavia,” were in the opposite direction.
, . These countries moved from a more legalistic approach toward greater in-
: ( ; formality. Through the development of various. social mechanisms outside
o, ' the court, community lay persons and human resource professionals as-
sumed mare critical roles in decision making. With the emphasis since 1974
“on increased “diversion,” it could be asserted that the United States is also
moving in this direction with respect to selected categories of youth. Never-
Movement'in the US is more  theless, the movement in the US is far less consistent and more fragmented
: fragmented.  than in most European countries.
- , The failure of various intervention systems to reduce delinquency and
" ‘ ‘ crime has led to the syspicion that court correction and prevention.programs
) : j : are not working as intended. Thus, frequent proposals for innovatiori and
' ' 'change are offered. Of even greater importance, perhaps, are proposals for
restricting state intervention. , o _ ‘
There is uncertainty, abpulNpe.state’s There is increasing unc&!ainty about the state's-ability to control or to help
ability ¢o controll orhelp troubled  troubled youth, as well as a sharper‘w g@areness of the unintended negative
" youth. . effects of state intervention into the lives of children and youth. Recent re-
ports of the Children’s Defense Fund (1978) provide sobering evidence re-
— . garding the failure of well meaning intervention. The desire to help young
people has resulted in the coercion of large numbers*into a variety of so
v called “treatment” or “resogialization” .programs, regardless of individual
o ‘ needs. Frederick Wiseman's 1974 docunentary film, entitled Juvenile Court,
Q‘ "+ contained an. apt remarli by a juvenile courit judge in talking to a young
_— - defender. {Regardless of whether you did this, we've decided you need help,
to-straighten out your thinKing." ‘ .
- - This chapter highlights some of the influential historical events that facili-
. tate an underdtanding of the current situation. The' nature and extent of
delinquency are then summarized, followed by an examination of findings

-

.

‘L@ . . from a national survey of juvenile courts and correctional progfams. Attention
) ) is also given to stdffing issues and problems in resalving conflict between
’ rehabilitation and social ol ideologies. Lastly, issyies of relevance re- -
© garding the inteﬂraction betwe?w the elementary/seéondary school and the
. juvenile justice system are mined. :

..
o
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& The begnnnmg and end of the 19th century wrtnessed the .establrshment © HISTORICAL DEVELOPMENT OF
,.g. of three social institutions af critical importance to an understanding of ju-  JUVENILE JUSTICE SYSTEMS
yenrle justice in the United, States today. .These include thet child caring - - .
institution, the 1uven|le court; ‘and the public elementary and secondary ) '
school. Those who helped shap..the public schdols. sought to devélap an
tnstrtutron that would sérve a rapltdly growing frontier 00untry during a penod . .
. of trémendous lmmngratron assimilating persons of vdstly different cultures o :
* ~and language. The designers and founders of the juvenile justice system Founders <6ught mechanisms to reduce
: sought new mechamsm.s.to reduce harsh ,and undlfferentlated treatment of - .harsh treatment. & .
juveniles. . ‘ N . - ‘ ’

Social reformers in the area of )uvenlle justice were both |deaI|strc and
optimistic about what colld be dchieved through state intervention into .the
lives of youth. They sought-to advance the welfare -achildren by removing
them from the jurisdiction of the criminal court and providing new institutional ~
mechanisms #o encourage “fehabi|itative rather than .punitive intervention.:
These reformers were also concerned.about social:control and the moral .
development of immigrant and working class children who were floodrng the  Jhe tate had the Fight to intervene

cities. They believed that the state had a. nght to intervene benevolently to ‘benevolently. »

gee that children were “pr‘oper’ly" socrallzed fo assume ‘the- adult roles .

needed in an industrializing society (Kgsberg & Austin, 1978; Platt, 1976; - - T

Rothman, 1971). ; \ - .
~ *  The first child caring institutions, the Houses of Refuge, were established

in 1824 for children who were deemed to need institutionalization because : .

of such varied factors as dependency, neglect, delinquency, iliness, or need
for moral guidance. Modeled after English~{acilities, they spread rapidly
throughout the Eastern United States. One of the early child savers, Charles
Loring Brace, strongly believed that delinquency could be eliminated if va-*
grant and poor children were gathered up and placed on farms with families /
who were settling the new frontier. Thus, a secohddry movement was un-
derway regarding the handling of children. _ T ‘
+ The period from 1880 to 1920 is often labeled the Progressive Era It was 18801920 A tme of change in social |
a time of great change in social structures. Laissez faire capitalism domi-  structures. ' '
nated society, but it was challenged by many who sought more rational :
reform of inadequate and ingffective social welfare institutions. Develop- |
ments in education, social work, and the social sciences produced consid- _— . . “
erable optimism concerning the treatment and rehabllrtatron of troubled and _ . : .
delinquent youth. ‘ S
The concept of parens patriae, interpreted as the right of the state to
power of g;é.lardlanshrp, was widely accepted with regard to the juvenile
court's handling of youth. The definition of delinquency was extremely broad  The definition of delifquency was
and ambrguous encompassing everything from serious felonies to smoking,  broad and ambiguous.”
idlipng one's time, or assocrslng with immoral persons. The court had wide
aythority and discretion to’terminate parental rights, to institutionalize, to -
place on probation, or to dismiss. While females were most often processed
for minor deviénce..they were typically treated in a more punitive fashion  Females . .. were treated more
than were malgs. pOnitively than males..
The new social mechanisms that emerged during this period for the han-
dling of youth drew support from optimistic social theorists, sincere social
reformers, and elites who perceived a need for social controls. Throughout . »
the early part of the 20th century, new programs and approaches were
initiated,’in the hope that they would benefit youth and society.
Much greater skepticism characterized juvenile justice programs and pol-
icies in the period from the close of World War |l to the present It became

»'
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Much greater skepticism characterized increasingly apparent that the system-was not succeeding as tad been
&% iuvenile justice programs afeer World expected. However, there werg no fundamental efforts at change until the
‘ ' war .~ mid 1960's, with the simultaneous, onset of the War 'on Poverty, the passage &
_ . of the Elementary and Secondary Education Act. and the trend setting de-
. ‘ . - cisions of the US Supreme Court. :
U _ - Community based- corrections came to be widely accepted. The 1367
. ' President's Commission on Law Enforcement and .the Administratioh of Jds-
- tice accepteg the policy that institutions should be phased out as a means
) = of providing custody and treatrgent for juveniles, in‘favor of community based -
' approaches. The passage o{@e Juvenile Justi& and Delinquency Preven-

\ ) ' tion (JUDP) Act of 1974 signified the culmination of this movement. For the
Major federal legislation was passed firs)&me, a major piece of federal legislation was passed and implemented.
and implemented. It demanded a priority for community based approaches and strongly sup-

~

ported deinstitutionalization.
A recent analysis of the institutionalization of children and youth in the US
from 1790 to 1970 ravealed some remarkable patterns (Sherraden, 1976).
From 1790 to 1910, both the absolute number and the rate of institutionali-
zation of youth increased slowly and consistently. Since 1910 there has been
some decline, but this is due almost entirely to a rapid decrease.in the

. number and rate of institutionalized dependent youth. In fact, that decrease

was the'most significant change in™The history of ingtitutional care of youth
in the United States. '
Numbers and rate of institutionalization In the case of delinquent youth, both numbers and rate continued to -

are likely to continue to rise. crease until 1970, followed by a small decline that now appears to be halted,
: " and may even be rising again (Lefman, 1978). If present trends continue,
' the numbers and rates are likely to continue to rise, at least for a few years.
- s * Because of the declining child population, a pronounced decline in” absolute
: numbers, if not in rate, should be evident by the 1980's. Unfortunately, how-
* ' ever, the decline in the child population has not been as great for youth with
* a higher actuarial prediction for institutionalization for delinquency.

Institutionalization of youth for mental illness also gontinued to increase
through 1970, while the raté of institutionalization stgglized for mental re-
tardation and declined for sight and hearing hangdicaps. The fotal rate of

. institutionalization of youth under 21 years in the US was 3.95 per 1,000 in
a 1970 (1.5 for delinquency, .50 for mental iliness, 1.10 for mental retardation,
‘ ‘ * .61 for dependency: and .18 for sight and hearing handicaps):

The decade from 1965 to 1975 witnessed substantial decline in the na-
tion’s reliance on traditional juvenile correctional facilities. in 1975, the Na-
tional Assessment of Juvenile Corrections (NAJC) reported that the average
daily number of adjudicated youth confined in-state facilities had decreased
from 43,447 in 1970 to 28,000 in 1975 (Vinter, Downs, & Hall, 1976). The

' — . authors cautioned the reader to consider compensating changes that might

' be occurring in other facets of the juvenile justice system. More recent data:

from Lerman (1978) and others has indicated that an analysis of change

cannot be restricted to a single segment of the “youth-in-trouble” subsystem,.

since it contains both new and old elements associated with the field of

mental iliness and disability, special education, child welfare, and delin-
quendy. . »

One of the most significant aspects of these developments has been the

. contradictory role played by the federal government. Under the JJDP Act,

Inducements were offered to substantial inducements were offered to the states to deinstitutionalize status

deinstitutionalize. offenders and selectec'il other delinquents. States were also provided re-

sourcéds to develop community based- alternatives to institutions. But this

change was unwittingly accompanied by a dramatic increase in the allocation
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of federal child welfare dojlars for children in institutions. In fact, many more
millions were' provided under the child welfare mechanism for institutional
care than were provided under the JJDP Act for deinstitutionalization.

A recent US General Accounting Office report on children in foster care
(1977) indicated that the number of children receiving federally supported
foster care payments grew from 600 in 1961 to 115,000 in 1976, with at
least 30,000 of these children in institutions. The greatest amount of growth
took place in the mid 1970's, just wherfthe JUDP Act was being implemented.
Rapid increase in private sector placement was associated with this usg of

iige@elfare monies. The private sector increasingly served delinquents as

gL§s dependent, handicapped, and neglected youth. In the case af juvenile
diency, private institutionalization is estimated to have increased by

16% (US General Acgounting Office, 1977).
In summary, population m:gratnons industrialization, urbanization, racial

-conflicts, sexism, and economic events have all influenced the processing
* of'thildren. Despite shifting patterfs, .the juvenile justice system has contin-

ued to focus on the alleged pathological nature of delinquents, ignering the
relationship between the problems of youth and larger political and economic
issues. It appears probable that the future course of treatment, prevention,
and control programs for delinquents will be largely determined by the ways
in which the broader social structure evolves. Williams ({973, p. 480) re-
minded us that “history offers .no answer pengse; it only offers a way of

.encouraging people to use their own minds to make thels own history.”

g Although there is consensu§ among criminologists and other students of .
juvenile justice that delinquency is a widespread phenomenon, precise def-

initions of the term do not exist (Levin & Sarri, 1974). There is so much
variation ameong state laws and so much discretion given to judges and

prosecuters that nearly any misbehavior could be labeled as delinquent. .

Society today-faces a dilemma posed by the fact that so called “nuisance
behavior" (Rosenheim, 1976) is not differentiated from behavior otherwise
identified for adults as felohies and misdemeanors. To complicate matters
further, juvenile courts also process neglected dependent, and abused chil-
dren, often with the same staff and facilities used for processing delinquents.

Despnte these’difficulties, the more serious law violative behavior of youth
is clearly the primary responsibility .of the juvenile justice system. In 1977,
24% of all court cases in the US (2,170,193) involved persons under 18
years of age (US Department of Justice, 1978). There is little doubt that a
substantial proportion of all crime known to police is committed by juveniles,
and that the amount of crime perpetrated by youth is disproportionate to
their number in the total population. In 1977, youth 15 t0.18 years of age
comprised 7% of e population, but they accounted for 16% of all arrests
for violent crime against persons and 46% of all arrests for major crime
against property.

Although many adolescents are heavily involved in various criminal activ- @
ifies, the extent varies by type of crime. The peak age for crime against
persons’is higher than for crime against property. For example, the peak
age for homicide is'20, whe'(eas for burglary, larceny, and motor vehicle theft
the peak age is. 16 years, and for vandalism it falis even further to 15 years.

Serious juvenile offenders are far more often males than females, and of
minarity rathér than non#inority status. They are likely to be concentrated
in the central cities cmetropohtan areas. They are disproportionately poor
and have experienced failure in school and in employment situations.

.
<
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o between 1950 and 1974, while public institutionalization grew by only-
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The 1§60's and 1970s ev@enced a rapid- growth rate in juvenile crime -
. . - that appears to have stabilized and even declined during the late 1970's. As
. - . : a result of changes in the birth rate, continued declines in the total volume
' ' of .juvenile crime can be expected, although changes in the rate per 1,000
are far more difficult to predict. Because of the 1ag in the Black birth rate
-declire, proportionately more of the offending population may be Black be-
tween now, and the year 2000. Similarly, a more rapid decline in ‘property
. . _ -crime rather than in parson crime cani be anticipated. However, unemploy-
- o ' ment rates may. produce similar patterns in both types of crime. '
‘ ‘ The rate of female arrest is increasing. There is also evidence of increase
, in more serious offending by females, but these figures remain far. below
* male rates and are concentrated far more heavily in status offenses and so
: . . called victimless crimes. LR _ -
- Of particular interest to scheol personnel are the findings from a study of
’ : : collective crime by. juveniles (Miller, 1975; Ohlin, Miller, & Coates, 1976).
“The majonty of youth involved in Miller asserted that the majority of youth involved in grime are members of
crime are members of gangs. gangs or other groups. He further argued that it is this “street crime” that
- dlarms the public and provokes stringent sanctions that are often indiscrim-
inately applied to all juvenile offenders. Many of these groups are also in-
stigators of violent behavior in the s¢hools, a serious problem in many com-
i munities. Predatory crimes. by juvenile gangs are said to ‘account for nearly
half of all crimes against the elderly, but juvenile peers are the most frequent
targets for collective acts of violence (Miller, 1975).
. . Because adequate information proSedures are lacking at the local, state,
It is not possible to report accurately” and national levels, it is not possible to report accurately the number of
the number processed.  juveniles who are processed throutih the justice system each year. in 1976,
at 18ast 1,500,000 de_linquehcy cases were processed by the nation's juve-
nile courts..Adding the number of detinquents on probation or held in deten-
‘ ' tion facilities, jails, and institutions easily produbss a conservatlive estimate
' in-excess of two million cases. o \ 3
There is no way to determine the extent of overlap, and therefore no
reliable means of estimating an unduplicated count of individuals. However,
given an estimated child population of 52.8 million between the ages of 5
and 18 in 1972, it can be stated that 1 youth out of every 15 is potentially
processed as a deiinquent each year. For the high risk population between
10 and 17 years qld, it is estimated that upwards of 5% are rejgired {0
' juvenile justice agencies each year. Obviously, were it possible t ve an

]

. unduplicated count of delinquents, we would learn that some youtggare pro-
Some youth are processed many times cessed many times each year, while. the overwhelming majority are pro-
each year. others once or nqt at all.  cessed either once or not at all (Wolfgang, Figlio, & Sellin, 1972). .

Approxifmately 26% of juvenile court cases deal with females, and 65%
involve youth from urban areas. About 85, outh are committed to state
- , public residential programs each year, while 0.000 are handled in local and
' private residential units (Law Enforcement Qssistance Administration; 1977;
Pappenfort, Kilpatrick, & Kuby, 1970). The kumbers of youth processed as

d‘elinquents are staggering, and there-is littl evidence of parsimony inin- |

tervention.
~ ] .
A NATIONAL ASSESSMENT OF O] Between 1971 and 1977, the author and: Robert Vinter served as Co- .
h " JUVENILE JUSTICE .‘direcfors of a national assessment of juvenile justice programs at local and

state levels in all of the 50 states. Supported by a Law Enforcement Assis-
tance Administration (LEAA) grant, systematic efforts were undertaken to
examine how delinquency was officially defined, where and how delinquents
were processed by juvenile courts, and what happened to them following

.% 16
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- adjudication. An organizatioral perspettive provided"the‘framework for a
! . study of the various agencies in the pyblic and private $ectors charged with
‘ * responsibility for juvenile justice. An‘a}!tempt to encapsulate findings from ) '
selected aspects of that research ollow,s Theyjuvenile courts are examiried - '
first, followed by.a report on corr ttonal programs for youth.
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7" . Juvenile courts. Created under the concepts of informal prbcessing, individ-

ualized treatment,’and the philosophy of parens patriae, juveniie courts to- 'l

day present a conflicting kaleidoscope ¢f goals. policies, and procedures. Juveniles are processed wlthnut the
Lo Juvenlles are processed throygh the gourts in eyer increasing numbers with- provision of syste mém information {0

out the provnsuon of systematic information to deCision makers regarding the  decision mﬂkm i

relative meffectnt\)/xess of their ‘action (Sarri & Hasenfeid, 1976). 4 4
“Variability in structure and practice is perhaps the most noteworthy. :
finding from this research. ‘Moreover, that variation occurred not only be- - =

tween states, but within states. Some courts were small, heard less than 50
cases per year, and had a staff of 2 or 3 persons; thus, informality was not
a problem if the court sought to create such an environment. Other courts
had probation staff in excess of 500 and processed more than 8, 000 cases ° e
.each year. Informality and nndlviduahzatuon in a bureaucratic organization of S
.that size ig simply impossible to achieve. Courts with juvenile jurisdiction -
are of gll types and wer¢ logated at various levels in the structure of the
Judiciary.in many states. Very few states had a coherent structure permitting Few states had & coherent structure.
sumllanfy among juvenile courts ip aII counties within a state. : f o
Althqugh court staff generally concur that juvenile rights should be ac-
R _ 'knowledged it was observed that due process was inconsistently enforced
+ within and between courts, Court practice appeared particularly problematic  Due process was inconsstently
with respect to appeals, waiver, review, and postdispositional transfers. _enforced.
Due pracess-protéctions in the intracourt processing of youth were es-
pecially lacking in decision making at intake, detention, and disposition.
These lacks are particularly significant because, if the rights of individuals
( are not fully protected at all stages of processing, they may be jeopardized .
at adjudication, where tgday they are more fully enforced. However, there -
continues to bé gnuch inconsistency in decision making am@ng these several
stages in many courts. . -
The role of defense attorneys remains problematic, but the evidence sug-
gested rather clearly that the greater the influence and activity of the defense
attorney, the more |ikely it Is that procedural rights will be provided. Findings &

i

. .
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Youth with ~erious felomies were more
likely to have rights protecied.

" Non-White youth were three times
.- ﬂ. maore likely to be processed.

Ve

Judges do little to ¥ mplement their
goals for the court.

L18 . . t

.
Courts develop ¢ omplex and elaborate

decision making structures.

Courts estahlish procedures . .. but
adhere to few of them.

y Numerous courts processed (ases quite
informally.

L . N
. M ' - e
indicated that yputh charged with serious felonres were more likely to have

their rt'dtats fully protectéd than were youth charged with status offenses or
minor misdemeanors. Clearly, this is an’ unfortunate ang unanticipated con-

'seduence of the implementatién of due process in the present context.

,Findings concerning “mput and ° output of the-court were noteworthy
Law enforcement agencies were the prtmary referral- agents, followed far
below by parqnts and then by schools and other agencnes Non-White youth
were three times more Ilkely to be processed than White youth. While fe-
snales compriséd 6n|y one-sixth of the cases referred, they represented
about one-third of those detained. Status offenders comprised 40% of court’
referrals; and neatly 70% of those cases were handled ) formally, or dis-
missed. Based -on these findings, it can be estimated that dpproximately one
youth in_six appears as a delinquent in the juvenile court in any given year.

Juvenile court staff tend to view the mandate from the community to be
one of social control and detérrence, despite the fact that most cases re-
ferred to the courts involve minor affenses. In more affluent communities,
where crime rates are lower, there is some tendency for the court to define
its mandates more often in terms of treatment services. The juvenile court
judge plays a critical role in the court, but judges appear *to do little to im-
plement their goals for the court. Rather, they make decisions in an ad hac
manner, overwhelmed by ‘the numbers of youth who are processed.

Examination of the relationships betweenhe juvenile court and other key
organizations led to the cogclusion that courts operate in an isolated manner
with little dependence on other organizations. They react to the overtures
and actions of youth-serving agencies rather than reach out-in a proactive
manner. As a result, youth under court jufisdiction are more likely to be thrust
inte a narrow and limited pool of court services and are excluded from many
other community agencies. :

Soc:al control versus social rehabilitation. The natronal assessment was
repeatedly confronted with inescapable ambiguities and contradictions in the
Yeals, ideology, structure, and operations of juvenile courts. Courts operate
under the assurhption that they must protect the communlty yet the bulk of

-cases referred to them are-in fact “juvenile nuisances. ' Courts profess to .

assist troubled youth in receiving needed services, yet theytend to be quite
isolated from the community network of youth-serving agencies. Courts de-
velop- complex and elaboraté decision making stguctures, presumably to
identify the needs of the child"and determine the best approach %o meeting
those needs. Yet over half of all children referred to the courts are sent away
with little morerthah a friendly warning. Most of the rest are put on probation,
which amounts to ‘lille more than surveillance. Courts establish formal pto-’
cedures to maintain due process, but adhere to few of ‘them in practice.
Table 1 contrasis the facets of these two ideologies. v

The national assessment showed that on almost any dimension of oper-
ation, vast variations among courts exist, ralsmg doubt as to what constitutes
a juvenile court. At one extreme are courts solely designated, to process
juveniles, with a full complement of personnel trained tq carry out such a
mandate. At the other extreme are courts comptised of a part time judge
who hears juvenile cases in a court of limited jurisdiction, with few staff
designed to handle juvenile cases. In responding to juvenile offenders there
are courts that rarely commit a child to a cortection facility, as well as courts
that commit 1 of every 10 children referred.

In discharging their mandate, numerous courts_processed cases quite
informally, often with little regard for due procg;s./ Other courts closely re-

18
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. A
.TABLE 1"
- Dlmenslons of Control—Rohabllltaﬂon—Jusﬂbo Ideclogies
- - . - L.l Z {F =
Control ¥ Rehabilitation
"

Dimension

W

o

Justice .

" Primary goal

. Ideclogy o

- Perceptions of the problem -

Courts’ role in processing

-

Organizational outcome

&

Crime reduction
Protection of others

- - Parens patrige

, Police power

Youth viewed as endangering
peace and stability of
community

General and special
deterrence

" Retributive justice

Needs e:l'nd interests of youth
Parens patriae

Youth viewed as’

- handicapped, ill, or
disadvantaged, and victim of

environment and *
psychological forces -

Treatment; pravide resources
to protect against and
overcome adverse
circumstances

" . Informal

“High rates of detention nd
institutionalization

. High rates of detention*and

all types of postadjudication

Yauth and societal well baing

Equal justice; due procass;
procedural fairness ° Q
N 1 B °

Focus on behavioral
allegations and definition of

criminal behavior

Datermine guilt or innocence;
process fairly and quickly
Fotmal/informal’

-

4 “

Low rates dt detention;
dispositignal equaiity;

. ) programs
- ) , . <
. ' . . ’ } .
Corrtlation between offense Medium . - Little or none AR
and sanction . ' 4 e

-

»

sembled adult criminal courts in the formality of case processing. Few courts
LY attempted to develop an elaborate rétwork of services for )uvemle offenders.
A large number of courts offered nothing more than minimal probation serv-
ices. In short, beyond the common fact that a given court has jurisdiction
" over children within a thairi age range, there are vast variations on all other.
dimensions by which these courts may be characterized.
One key factor in these internal contradictions and ambiguities is the in-
herent incompatibility: between the social control objective and the social
- rehabilitation objective that juvenile ¢ourts are required to pursue. Put dif-
ferently, whit is “in the best interest of the child” inherently conflicts with
. what is “in the best interest of the community.” Juvenile courts are among
’ a small set of institutions asked to optimize both interests, and clearly they
seem to flounder in the pursuit of -both. It is apparent that when juvenile
courts attempt to implement both goals, they are bound to generate a system
riddled 'with internal inconsistencies and paradoxes, a system in which the
behavior of judges and probation officars often gems,capricious.
~ Inreality, juvenile courts fail to,accomplish eith&r objective. Thus, in seek-
ing to resolve the conflict, courts must opt for one objective at the expense
of \ae other. In the final analysis, such a dyal mandate prevents the courts
from effectively and efficient}y serving the community and its children.
Followirlg the public sciool, the juvenile court and the pyblic welfare
agency occupy central positions in the youth service nétwork. §t has been
~assumed that the juv’e'n‘ile court should bé the agent of last resort, because

-

o : . ’ \/19

least intrinsic means of
intervention -
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(.()’ur(s must opt for one objective at
the expense of the other.
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committed itatus offenses.
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Courts podsess neither expertise nor
resources to help such youth.

) 1

Victims of this policy are youth
Tl themselves.

-
. .
., .
- )

P

Program staff exhibited heterogeneity.

.

4

40% referred to juvenile courts had

€

it is .empb‘wered with the most severe tool ‘of intervention, hamely *the re-
. Vocation of the personal rights of the child and parent. Thus, it follows that

the<juvenile court should handle youth.who pose "a serious threat to them-
selves or the-commurtity. - =

. Empirically, hqwever, we found that 40% or more of youth referred to
juvenile courts had committed status offenses such as truancy, incorrigibility.
running away, curfew viejations, and alcohol violations. These offenses,. so
“aptly termed juvenile nuisances, can hardly be regarded as a serious threat

to the cOmmunity. The court thus becomes the “agent of first resort™ for -
many youth. While such hehaviors do demand attention and appropriate .

response, it is' difficult to comprehend why juvenile courts should be consid-
ered the -appropriate responding agency. Assessment data indicated that
juverﬁle courts possess neither the expertise nor theresources to help such
youth. In fact, the majority of survey respondents agreed that these problems
are more appropriafely-handled by social servick agencies. .

Court staff recognize that parents and other youth service agencies at-
tempt to use the court as a dumping ground for problem youth. They further
recognize that, i mosf cases, legal action is inappropriate and ineffective.
Hence, while the courts cannot stop the inflow of referrals, they certainly can
attempt to exit them with minimal court intervention or none at all. In adopting
such a revolving-door policy, referring agencies.can demonstrate their efforts
to cope with problem youth, while the court cah display its benevolent pos-
ture, representing “the best interest of the child.” The only victims of this
policy, unfortunately, are youth themselves, who are not likely to receive
needed services from eithep the referring 'aga.ncies or the court.

Correctional programs. The overwhelming fact that emerged from this study

of a representativp sdmple’of juvenile programs is their variabilityXVinter, :

_Kish, & Newcomb, 1976). Some wqye large; many were small. Some had a
wide range of educational, treatthant, and employment programs; others
existed with a bare minimum of resources. '

Program staff exhibited similar heterogeneity and 'diveré.ity. So;ﬁe were

field of correctiaps. Others did not. The national assessment revealed that
much variation dxisted within and among staft groups as to the objectives

of juvenile*pfog'r ms. Staff were disproportionately White males with several .

years experignce in corrections and minirpa[ educational preparation.
Heterogeneity and diversity also characterized youth in correctional pro-
,grams, aithough by and large these youtp were not strangers to the justice

system. Table 2 summarizes data concerping attributes of offenders.

"{. More than half (556%) belonged ta minority racial groups, with the highest
proportion (66%) of minorities #h day treatment units rather than institu-
tions or g‘r‘oup‘ homes. The overall percentageﬁf minority youth in cor-
rectional programs has increased substantidily over the past decadé.

2. The median age of youth in the sample units was 15.8 years, with a

- slightly older population in the open residential units. Little difference in '
median age between those in closed institutions and day treatmént cen-

ters was indicated. -

- 3. Offenses that led to commitment or present“status in the juvenile justice

systeny were reported by youth themselves (see Table 3). The most out-
- standing finding was that 30% were committed for status offenses (in-
corrigibility, truancy, promiscuity, and curfew violations). The average per-
centage of youth committed for property violations was 37%, 10% for

substance abuse, and 17% for crimes‘agaihst persons. Status offenses,”

20

lly trained, and considered themselves to be professionals in the
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K S TABLE 2 _ , n
« Attributes ot Offenders by Type of Correctional Program :

— 1

Commdnity Day
Institution res{dential treatment ‘ -
£ , : — :
’ Race v . )
Minority (%) T 54 46 T 86
White (%) ' 46 54 34
,Age '
Mean (years) . . 15,7 _ *16.7 16.2 _ :
Range (years) 8-24 13-24 12-22 r
Social class
Unemployed or working class )
parent (%) -’ 59 40 60 -
Sex *
Male (%) : 71" 62 84
Female (%) . 29 38 16
Prior correctional qxperiences
- ~ (mean number of times) - . .
Arrested - ' 8.0 63 6.0
Detention 4.5 48 - 34 . .
Jail . - 32 o 20 15 ‘
Court . 55 57 4,3
Probation . . 20 1.2 1.5
Group or foster home ~ 12 1.5 - 03
Institution . 1.7 1.0 0.5
(Range of N) . (1269-1341)  (145-152)  (224-238)

. \ A} .
rathetr than law violationé. were the reported offenses of 55% of the fe-
. males. The only gfference by program type was that drug violators:or
youth who committed crimes against persons were less likely to be found .
in day treatment programs. A high proportion of status offenders in day A high proportion . .. in day treatment
treatment programs were sph'ool truants, for whom such programs served  programs were school truants.
as an alternative to public school. : T
4. Closéd institutions obviously continue to handie the larger proportion of
adjudicateq offenders, with the ex&m‘mn of those under general proba-
tion supervision. Only 4 states had sufficient community based programs
1o serve even 50% of those who were committed to the state and who
uired a program other ‘than general probation. There is much discus-
sion concerning community based programs, but they are not yet a re-
alistic disposition alternative in most of the country. Moreover, community ~ Community based progmm's are not yet
based programs are often initiated with LEAA funds awarded on a short  a realistic disposition alternative.
termh basis, and many fade within a year or so. In a.sample of 16 states,
a total of 288 local community programs were identified. Only 43 of thege
. were day treatment, nonresidential programs. All others were group or
foster homes and various types of residential facilities.
5. Most youth reported a variety of prior contacts with the justice system.
They had been sanctioned more stringently than would seem necessary,
considering the nature of the offenses with which they were charged. The

*

ERIC | | 21



12

disruptive youth in ychool

r
- -

The majority have already had
considerable contact with the justice
system.

&
-

Females were overrepresented relative
- to seriousness of offense.

Ve ) . K ‘

| © TABLE 3’ 3 T .
Commitment Offense by P m; Type, and Sex

' ‘ (expressed in percentages)

- away, curfew violations, disorderly conduct. _ ,
. 7 .

: - v
" Probation Drugs
Status* or parole  Misde- or
offense viokation  meanor alcohot Property Péerson (N) {
} o
Institution - ‘ }
' Maley 23 4 2 .18 (832)
Female - 50 1 4 30 14 (349)
. B A
Community o R*‘gt-f " ‘ ]
rasidential ‘ R W
Male 50 3. . 10 (70)
Female : 67 3, - 0 3 (58)
. ¢ : - é‘” ) 5
Day treatment -, ' , N
Male 45 3 . 4 12 (164)
Female " 87 - 0 0 s 5 (37)
Total ) S y .
by offense 36 - 3 2 100 37 17 (1503)

'
'

( = e .

\IJo'te.' Determination of commitm@nt offense ba‘sed on youtﬁ response to the ques-
tion, “Why were you sent hera?" ‘ P

2 Status offenses include incerfigibility, dependent and neglected, truancy, running
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mean number of tirges in jail*(1.7 for those in institutions; .7 for those in
open-residential and day treatment units) and in detention (4.5 and 4.1
times, ragbectively) greatly exceeds the number of times.in a group home
or on probation (1.7 and .6 times, -respectively). .

Prior experiehce differences between youth ﬁn.institutio;ﬁpl versus com-

‘munity based programs are relatively small. Findings suggested, however,

that youth presently in institutions had been more frequéhtly sanctioned by
placement in jails and training schools. If it were.true that juveniles are sent
to training schools as a last resort, the study should have revealed more
frequent use of group homes and probation. Considering the median age of
these youth, the majority already had considerable contact with the justice
system, despite the small percentage who were committed for serious of-
fenses. ‘ . :

The concept of “minimal penetration” has become popular among juvenile
justice practitioners. This philosophy maintains that youth should experience .
the least possible penetration into the increasingly severe sanctions of the
correctional systém. Yet the study indicated that nearly the opposite was
experienced by youth, according to self reports. The probable consequences
of repeated experiences in jail, detention, and training school lead to pes-
sjmistic conclusions concerning the implications of this pattern.

-

6. Although minority youth were overrepresented, minority individuals were
underrepresented among program staff, particularly at the administrative .
level, as indicated in Table 4. Similarly, females were overrepresented in
all types of programs relative to the seriousness of the offense for which
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they. were committed. Among staff, howeiler. females were underrepre-
sented among administrators, even in all-female and c:oeducgtibnal pro-
grams. Overall, correctional programs had a more representative staff
than did the juvenile courts as far as affirmative action could be judged.

7. Examination of practices and services among all types ofprograms in-
dicated that they unevenly.protect and serve those fundamental rights of
youth that have been codified in standards of the National Advisory Com-
mission and other federal and state bodies. Considerable dissatisfaction
was expressed with the adequacy of education, treatment, and employ-
ment programs. Nearly half of youth surveyed expressed.dissatisfaction
with the availability of medical or dental services.

\

TABLE 4

Programs unevenly protect and serve
fundamental rights of youth.

+ Staff Characteristics by Occupationa; Subgroups

R -
Juvenile courts

Juvenile correctional programs

Clerical.
Court . Une Living & mainte-
adminis- Probation proba- Detention Treatment Unit nance .
- Judge trator  supervisor tioner supervisor  Executive  staff . Teachers staff staff
. — = —
. A
Median . .
age X 44 40 32 a2 34 30 35 34 39
% Male 97 79 72 61 82 80 68 56 52 43
% White 94 89 93 89 86 ° 84 68 70 68 76
% Married 93 85 82 68 1 61 55 66 .- 59 73
N = (274) " (237) (119) (388) ‘ 171) (52 (233)" (218) (302) (197)
N .
T T R

Sources: Sarri & Hasenfeld, 1976, p. 108; Vinter, Kish, & Newcomb, 1976, b. 54.
= Data unavailable :

- -

Control and discipline are “part and parcel" of carrectional programs, but
seldormare these elements examined from the perspective of long term
program effect on youth. Group homes and day treatment centers were
distinguished from institutions by the extent and quality of their control, pun-
ishment, and disciplinary practices. Institutions generally continued to rely
more on control and pugishment, with a clear tendency toward routinization
“of sanctions, regardless of the nature of individual misconduct.

Examination of the.“goodness of fit" between programs and youth re-
vealed that youth. with serious as well as mmor offenses are found in all
types of programs, including day treatment centers. One questionable prac-
tice involves the continuing use of closed institutions for status offenders.
Contrary to_sorme statements in the literature about their purportedly more
serious criminal backgrounds, data suggested that most status offenders
had committed fewer law violations than youth charged with other offenses.
However, as in other studieg, it was found that status offenders are dealt
with equally as stringently or more so than youth whose behavior presents
a genuine risk to the community. :

+
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Institutions generally rely on control
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Many correctional programs are filled  * Findings suggested that many juvenile corrections programs are filled with

with youth inappropriately placed.  youth who are inapproptiately placed. Results also supportéd assertions that
- . experience in the criminal justice system “hardens” youth or, at worst, so-

g S cializes them to more serious criminal, behavior. Thus, parsimony in inter- N
« vention appears to be called for in increasing measures. Correctional pro-

grams need to be explicit not only about the kings of cases they should -
' handle, but also about the kinds of cases that should not be handled within .
v . the justice system. Unless a firm 'stand is taken, it is unlikely that alternative
services will be developed by the appropriate agencies. .

! , Postprogram experience. In a followup survey completed with youth who
) ' had been interviewed in various juvenile correctional programs, sevegal-in-
teresting patterns appeared (Barton & Sarri, 1979). This survey was com-
pleted approximately 12 to 18 months after youth left the programs in which
they had been placed. They were subsequently’ interviewed by the NAJC
Followup youth were likely to have research staff. For the most part, youth were<ikely to have returned to their
returned to preprogram environments.  preprogram environments. Nearly half reported that they were living with
NGt _ parents, while 25% were living independently. These who had been resen-
P tenced to another correctional program represented 13%.

. Although 28% were in school and 56% were employed or in job training,
38% wefg: functioning in neither. setting. These unoccupied youth were dis-
proportionately male, nonWhite, and had .been placed in a closed institution
. ' rather than a community based program. Although all of these youth reported
Unoccupied youth were more heavibp - substantial deviant behavior, those who_were unoccupied were far more
involved in substance abus&and  heavily involved in all types of substance abuse and property crime. They
property crime.  were also arrested and involved with the justice syStem far more frequently.
Obviously, these data suggest that youth who have been processed by
., ~ the juvenile justice system need assistance in social reintegration as well as
’ in job training or employment ifﬁ\@y are to avoid further crimindl behavior.
The significant rates of unemployment experienced by urban working class
youth create a highly problematic situation- for youth who have been !abeled

and processed as delinquent or disruptive.

STATE LEVEL JUVENILE CORRECTIONS O Given the structure of federal-state relationships and the absence of op-
erational national policy, juvenile justice programs, policies, and problems’
are essentially either direct resultants of state government activity, or are

State control over correctional  local level events largely constrained or facilitated by state level policies and
programs is greater than recognized in conditions. State control over juvenile correctional programs is probably
the literature.  much greater and certainly much more extensive than has been resognized
L. . in the literature or among professionals in the field. In almost all states, the
overwhelming proportions of young offenders are committed to the state.
These youth are handled in diverse correctional programs directly operated
by the state corrections agency, or in programs funded wholly or in large
part by the state (Law Enforcement Assistance Administration, 1977). There-
fore, any examination of juvenile justice in general and juvenile corrections
in particular must address the role of state government.
. . Juvenile justice is a relatively marginal area of total governmental activity.
. This confounds the difficulty“ef identifying causes of change and clarifies the
discovery that little correlation exists between state policies in the area of
. . juvenile justice and other, fiscal and policy decisions. Regardless of how
Isues and dollars are insignificant  large certain justice budget line items may seem, or how salient litigation or
compared to gverall state resource code revision may appear, the issues and dollars involved are almost insig-
- allocations.  nificart compared to the level of state resources allocated to public education
or to programs addressing current issues of energy shortages, unemploy-
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ment, and even adult %rections. The reality of margindlity is also demon-
strated by the small prdportions of state LEAA funds allocated to juvenile
corrections. Onerst’ate legis|ator reported his difficulties in getting juvenile
justice on anyone's agenda, from the general public to the state legisl3ture.

Given this essential marginality, it is not surprising to find that juvknile
justice has no general constituency. Few interest groups regularly attehd to
it. Coalitions of interest groups and political and governmental leadérs sel-
doin form to push for change. Important events relating to juvenile justice
* (other than incidents of crime) are usually relegated to the inside or back
pages of the newspaPers. In a very real sense, it is much easier to explain
why progress does not occur in this area than it is to analyze varying direc-
tions and rates of change among the states.

The fact of marginality, however, has not offset the growth of state and
local bureaucracies, as well as numerous private agencies to deal with young
offenders. In many states, a marked series of disjunctures is evident between
the activities of these various agencies, especially between the state and
local levels. State systems often appear to be disjointed congeries of units
operating in partially autonomous ways, with little coordination at any level.

Furthermore, policy and program issues that are of concern in some states
differ substantially from those receiving attention elsewhere. The policy,
structure, or program ‘solutions chosen by some states may in fact represent
problgms rejected by other states. , ) : .
Extraordinary variations among the States were-particularly noteworthy.
Some states assigned 20 times more youth to institutions than did other
states. Rates of placement of youth in jails and detention varied'even more
widely, from 2.28 per 100,000 in one state to 114.62 in‘another—a difference
of approximately 50 to 1. Moreover, these variations did not correlate sig-
nificantly either with crime rates or with some of the usual social indicators.
Similarly, rates of placement in community based programs varied markedly
among states, from .2 to 20.5 per 100,000. Only eight states reported equal
" or greater numbers of youth in state operated or funded community based
dcilities as’ compared with institutional facilities (Vinter, Downs, ‘& Hall,
76). . :
The JJDP Act of 1974 mandated that deinstitutionalization of status of-
fenders be expedited. In addition, both the President's Commission on Law
Enforcement and the National Commission on Correctional Standards and
Goals have, in the past decade, recommended that community correction

be the preferable mode of treatment for juvenile delinquents. Therefore, the

'NAJC devoted considerable effort to investigation of deinstitutionalization in

all 50 states. Many variables thought to have a substantial effect turned out
to produce few explanations. Socioeconomic development, number of staff
professionals, budget size, and degree of centralization were found to be
largely unrelated to deinstitutionalization rates. '

Relevant variables, on the other hand, proved to be degree of socioeco-
nomic heterogeneity, level of interest group activity, degree of autonomy of
the state juvenile correctional agency, ang the correctional ideology and
. leadership of the agency director. Socioeconomic heterogeneity was a com-

posite measure of the following factors: percent Black in the state population; .

percent poor; percent undereducated; percent liberal vote; amount of income
inequality; and political culture of the state. These variables, taken together,
were negatively related to deinstitutionalization. They suggested that where
social class, race, and education differences are gréat, there tends to be
less tolerance for community programs and greater support for more punitive
responses through social control mechanisms. >
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' The more hdmogeneous a state’s population, the more likely it was
retajgegnd treat definquents within thgir home communities. However, other
factof§ were also iiportant. Interest group activity og beh If of juvenile cor-
rections was necessary, although not a sufficient factor in %ﬁ’f itself. More-
over, juvenile correctional agencles'coulg influence and proidte the activity

‘of external interest-groups. Keeping juvenile cotrections visible to the public

and to key decision makers was important. ‘ .
. The role and perspective of the executive was also a critical factor in -

deinstitutionalization. Directors had discreticm_én_d autonomy to effect changes

. "within their departments. Departrhents that had-undergone large scale re- .

Concern about overall expansionism is
warranted.

ISSUES IN THE INTERACTION
BETWEEN SCHOOLS AND JUVENILE
JUSTICE

organizations one or more times in the previous decade were likely to be
Jnore innpvative, implying that change promotes further -change. The as-
sessmeit survey of agency directors indicated 78% agreement with the
statement that “most adjudicated delinquents don't belong in an institution
at all.” The opinion that ‘‘community based pragrams were intrinsically better
than even the most effective ipstitutions™ found agreement among 54% of
respondents. 3 A E
One of the most provocative questions surrounding the gradual movement
toward community corrections is whether states that develop community
programs use them to replace training gchools or use them in addition to .
institutions. Morris (1975) suggested that unless proper safeguards are in-
stituted, the development of community based programs will resuit in the’
placement of more and more persons under surveillance. The national as~
sessment data suggested that increased use of community services did not
lead to lower than average use of institutions. Generally, as the population
served by community programs increased in number, so did the total pop-
ulzgion. Thus, the concern about overall expansionism is warranted.
opulati§Nisbeing handled through the juvenile justice system are cur-
rently increasing i’.many states, now that more government resources are
being allocated to this area, Simultaneously, however, resources in other
key sectors, such as-public education and child welfare, have been reduced.
Society is casting fpc widigynet, exerting social control more broadly than
necessary or desirfiigin a ocratic nation (Lerman, 1975, 1978).
Paradoxically, available evidence suggests that emphases on diversion
and community based programing for yguth in trouble may.actually be con-
tributing to the expansion of social control approaches. There is very little
true diversion from the system, although increased processing of juveniles
has necessarily resulted in diversion within the system. Pouring old vinegar
into new botties-misleads the public, corrupts the system, and confounds
-accountability and evaluation. :

.
]

O An examination of the contemporary staté of the art is not complete with-
out consideration of some of the critical isues involving the elementary and
secondary schools and their interactions with the justice system. Significant
issues include the following:
1. The public school is expected to educate all youth to be able to perform
complex adult roles in a changing postindustrial society. In recent years,
the schools have occupied center stage with respect to one of so¢iety's
most persistent social problems, namely, the lack of social integration
and the incomplete extension of full civil rights to all persons. The past
decade also witnessed dramatic changes in student rights and school
governance, although these were less pronounced in elementary and

26



N

4
L

secondary schools than in higher education. Declining academic .perfor-
mance and lack of interest in education has been a major area of concern.
All these events have had a profound and pervasive impact on education.
Coupled with social change directly reiated to the school have been in-
creasing crime rates in the larger society and more stringent intervention
by criminal justice agancies for delinquent behavior.

. Schools give disproportionate attention to negative rather than positive

aspects of youth behavior. Qbviously, schools are in a serious crisis

.. when issues such as violence in the schools, premature dropping out,

suspension, truancy, alienation, underachievement, and substance abuse
are aired almost daily by both professional and lay'media. Aithough strat-

. egies have beén devised to extinguish or eliminate specific problematic

behaviors, relatively little effort is directed toward explicit enhancement
of education for all youth. Instead, many schoals appear to be quite willing
to assume the role of another juvenile justice agency through the adoption
of explicit social control goals and technologies. Many assume that youth
must be made to conform to a single stereotype of the “good student,”
even though that stereotype is merely a reflectnon of middle class White
surburban lifestyles. ‘

The ideologies of actors as well as the organizational patterns of schools
make the occurrence of Helinquency inevitable. Assumptions are made
about children's abmtues behavior, and the ways in which they should be
educated. Some children are quickly identified as bright, creative, and
responsible, while others are described as culturally deprived, trouble-
some, and apathetic. These characteristics become labels which are
often applied to entire families. Unfortunately, many negative conse-
quences are experienced by those who are tagged with such, labels.

_A recent study in an Eastern metropolitan community (Ryan, 1976) ex-

amined a variety of procedures for the identification of gifted Black children
in early elementary grades. The following $ugnmary of findings bears con-
siderabte relevance to the issue of ideologies and organizations:

Available literature on Black children focused on problematic rather than
positive attributes.

Gifted Black children could be identified, but most were performing far
below their ability.

Wide variations existed among test scores and teachers’ nominations.

. Parents were the bes{ identifiers of gifted chlldren

It could well be anticipated that childrgqn who grow up improperly assessed
as to their ability and potential will.becoige frustrated and express that frus-
tratuon in delinquent behavior. '

4.

-
Tha exclusion of millions of childrer' from schools each year is a major
scandal, but is not recognized as such. The Children's Defense Fund
(1974) provided documentation on two million children who were identi-
fied by the 1970 census as not enrolled in school at all. Because this

. figure excluded..children who were expelled, suspended, truant, or un-

reported by parents, the number is all the more disturbing. Of.the total

" number reported, 75% were between the ages of 7 and 13. They rep-

resented about 3% of the total school age population in those years. Few
differences were observed from region to region, except for shghtl»y higher
percentages in Southern and rural areas.
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Nonenrolled children were disproportionately ?Fom poor, minority, and in-
ner city families. Among other barriers to attendance were physical handi-
caps, mental illness, and misbehavior. When school suspensions were ex-
amined, it was observed that most were unilateral, with juvenile and parent
rights seldom if ever addressed. The Children's Defense Fund recom-
mended federal monitoring of school systems regarding both enrollment and
disciplinary actions. to insure that youth who are the intended beneficiaries.
of education are not ignored or misserved. ‘ ’

A study of school suspensions in New Orleans (Stretch & Crunk, 1972),
revealed that insubordinate behavior during the first half of the year produced.
more suspengions than it did later in the year. In 1969, out of a total enroll-
ment of 88,317 youth, 1,075 were indefinitely suspended from school. It was
also noted that pupils who were suspended were already alienated from
school. Their parents were negative about education and unable to assist
their ghildren. One wonders, then, if suspension under such circumstances
is not entirely inappropriate.

Both these reports clearly indicate that nonenrollment, exclusion, and Sus-
pension 'are substantidl problems in American schools today. The recent
Supreme Court decision in Goss v. Lopez (1975) requires that schools at
least begin to take corrective steps to reduce arbitrary action. It is hoped that
other, more positive policies and practices will also be encouraged.

5. Community conditions shape the character of the juvenile justice- system
and can also escalate or alleviate the problems of this system. The
character of the juvenile justice system is critically shaped by the local
community, which can also escglate or alleviate the problems of this -
system. Community opportunitigs, resources, and sewyices define the
basic life conditions of childrery and generate the primary motives for
deviant behavior. %pmmunity tdleration of youth behaviox, or community
pressure to cope Wwith deviant behavior more strj?\gently, directly affect
the volume and rate of referral of cases presénted for fommnal handling
(Lerman, 1975, Morris, 1975).

. The responsiveness of community institutions and agencies determines
whether youth in trouble will be isolated within the justice system, or will be
offered helping bridges toward satisfying social life. The substance of state
law delineates which youth behavior may not be subjected to legal process-
ing, but forces within the community detersine how many and which youth
shall be channeled for such processing. Evidence from across the nation
can be interpreted, at worst, as suggesting collusion among influential com-
munity elements to send more and more youth into the justice system. At
best, the evidénce reveals a‘slow drift toward mor‘e‘%rzal handling and
processing of youth rather than serving them through basic normalizing so-
cial institutions. o

Even under optimum community-conditions, we seldom find truly compre-
hensive and concerted efforts to aid children in trouble outside the justice
system. Real diversion and effective community based"progr'aming require
a revitalizing of institutions and local commitment on behalf of all youth,
especially those with problems. New strategies for collaboration are needed
to serve youth in trouble outside the framework of the ceurts and correctional
agencies. R

A fundamental connection exists between the juvenile justice system and
community conditions, particularly those of the schools and community serv-
ice agencies. These units play a major role in validating the existence and
seriousness of youth problems that allegedly can only be served through
court intervention. In their acquiescence to such an assumption, they legi-
timize the operations of the entire system as it impinges on juveniles.
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Minors engaging in deviant but not illegal béhavior, especially status of-
fenders, could not be nominated or regquited into thie justice system without
the spoken or unspoken consent of professionals and agency spokesper-
sons whom the public regards as having expert knowledge of these matters,
and who acquiesce in assertions that there are.no other suitable means to
deal with these needs and problems. Such professionals and agencies know
well the real nature and origin of their problems, and why such youth have
not and will not be #erved adequately through conventional agencies, in-
cluding the schools. They should also know ‘(although many may not) what
is and is not happening within the justice system. Failure. to proclaim that

this system does not and cannot rémedy the problems assigned to it has

the effect of authenticating both its rationale and itsdperations. The acqui-
escence of such persons and agencies has been part of a “noble lie," and

“constitutes negligence if not culpability (Empey,-1978).

6. Decriminalization, diversion, and deinstitutionalization are perceived as
key concepts for action implementation almost simultaneously with de-
terrence, punishment, and retribution. Behavior associated with each of
these concepts can be observed in local and state governments through-
out the country. The pattern is usually haphazard, and the furdamental
contradiction implied by these two contrasting paths is larg8ly \ignored.
Implementation of strategies associated with the former set of concepts
should result in contraction, of the ju justice system. At the same
time, however, discussion of ‘-‘expané%and “punishment” continues
(Cressey & McDermott, 1974; Enipey, 1378); )
Comparative analyses revealthat the number of juveniles bein§ processed

into and through thessystem continues to be high, in spite of falling birth
rates and declining crime rates. Counties and municipalities can proceed, as
many are doing, to lock up more youth in jails. They can reproduce correc-
tional programs (under the guise* of community services) that rival any state
level program in punitiveness and ineffectiveness.

Community frustration with crime and ineffective past intervention may
result in the waiver of more youth to adult courts for processing into adult
programs. A recent New York statute‘makes it poszble to waive a 13 year
old for adult processing and imprisonment. In contrast to trends in most
European countries, the US appears to be blurring the differentiation be-
tween adults and juveniles for purposes of criminal court processing. When
no benels can be shown to accrue to society from such policies, one can
only conclude that punishment and control are primary motivations.

7. Concern with children's rights as well as their obligations is being in-

‘Ereasingly expressed by the courts and interest groups concerned with

-+ youth. Children cannot vote, and there are very few special interést
groups promoting their rights and welfare. The weaknesses of the system

and its susceptibility to constructive action are demonstrated by the strik-
ing court successes achieved in many states by vigorous juvenile litiga-
tion attorneys. But juvenile litigation is not a simple panacea for social
change, and precedential court decisions are only one way to effect prog-

. ress (Gaylin, Glasser, Marcus, & Rothman, 1978).

Provision for administrative litigation through use of ombudsmen or chil-
dren’s advocates would reduce the need for cumbersome and expensive
court litigation. Ombudsmen have been appointed by several state agencies
and in some school systems. Creation of these roles in every community
and large agency would provide more effective means for speedy redress
of grievances within and between agencies. In a bureaucratized mass so-
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ciety, however, the protection of rights and the promotion of special needs
also require an active constituency, which children do not enjoy in most
communities. Broader awareness that an sncreasing proportion of minority
youth are'being processed into the justice system, and that females are
discriminated against by the more “heroic™ forms of intervention and more
negative sanctions, should encourage adult representatives of these interest
groups to recognize that their own basic interests are also at stake.

. 8. Two interrelated elements should be includéd in a more effective com-
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youth in decision making that affects their lives, and (b) expanded choices
in youth oriented programs, including educational organizations. Those
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ness to tell the truth when questioned reépectfully (Barton & Sarri, 1979,
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approaches to the education ol youth for %@ponsible. successful adulthood.

Barton, W., & Sarri, R. Where are they now? A follow-up study of youth in juvenile
correctional programs. Crime and\Delinquericy, 1979, 25 (2), 162-177.

Children's Defense Fund. Childran
dren’'s Defense Fund, 1974. ih :

. Children’s Defense Fund. Children without homes: An examination of public re-

sponsibility in out-of-home care. Washington DC: Ghildren’s Defense Fund, 1978.
Cressey, D., & McDermott, R. Diversioh from juvenile justice. Ann Arbor: University

of Michigan, 1974. \
Empey, L. American delinquency: lts meaning and cohstruction. New York: Free

Press of Macmillan, 1978. S . .
Gaylin, W., Glasser, ., Marcus, S., & Rothiman, D. Doing good. New York: Pantheon,

1978. - | .
Goss v. Lopez, 1975, 419 U.S..565.

30

t of school in America. Washington DC: Chil-- ‘

L4



~

Jn Re Winship, 1970, 397 U.S. 358.

Juvenile Justice Standards Project. Standards for juvenile justice: A summary and
analysis. Cambridge MA: Ballinger;- 1977.

Kent v. United States, 1966, 383 U.S. 541.

KrisQerg, B., & Austin, J. The children of Ishmael: Critical perspectives on juvenile
justice. Palo Alto CA: Mayfield, 1978.

Law Enforcement Assistance Administration, US Department of Justice. Children in

" custody, 1975. Washington DC: National Criminal Justice Information and Statis-
tics Service, 1977.

Lerman, P. Community treatment and social control. Chicago: University of Chicago
Press, 1975.

Lerman, P. Changes in social welfare policy and the impact on juvenile corrections
and related subsystems. Paper presented at the meeting of the American Society
of Criminology, Dallas, 1978.°

Levin, M., & Sarri, R. Juvenile delinquency: A comparative ana/ys:s of lagal codes -

in the U.S. Ann Arbor: University of Michigan, National Assessment of Juvenile
Corrections, 1974.

Miller, W. B. Crime by youth gangs and groups in the U.S. Washington DC: US
Government Printing Office, 1975. ey

Morris, N. The future of imprisonment. Chicage: University of Chicago Press, 1975.

Ohlin, L..;Miller, H., & Coates, R. Juvenile corractional reform in Massachusetts.
Washington DC: Government Printing Office, 1976. (Stock No. 027-0000-0048-1)

Pappenfor}, D., Kilpatrick, D., & Kuby, A. Institutions for predelinquent or delinquent
children (Vol. 3). Chicago: University of Chicago, School of Social Service Admin-
istration, 1970. .

Platt, A. The child savers (2nd ed.). Chicago: University of Chicago Press, 1976. _

President's Commission on Law Enforcement and the- Administration of Justice. Task
force report—Juvenile delinquency and youth crime. Washington DC: US Gov-
ernment Printing Office, 1967.

Rosenheim, M. Pursuing justice for the child. Chicago: Univ. of Chicago Press, 1976.

Rothman, D. The discovery of the asylum: Social order and disorder in the New
Republic. Boston: Littie-Brown, 1971.

Ryan, J. The identification of intellectually gifted children. (Doctoral dissertation,
University of Michigan, 1976.)

Sarri, R., & Hasenfeld, Y. Brought to justice: Juveniles, the courts and the law. Ann
Arbor: University of Michigan, National Assessment of Juvenile Corrections, 1976.

Sherraden, M. A historical examination of “residual” child care in America. Unpub-
lished manuscript, University of Michigan, School of Social Work, 1976 ,

Stretch, J. J., & Crunk, P. E. School supervision: Help or hindrance? In R. Sarri &
F. Maple (Eds.), The schoal and the' community. Washington DC: National As-
sociation of Social Workers, 1972. d

US Department of Justice. Crime in the United States. Washington DC: US Govern-
ment Printing Office, 1978. '

US General Accounting Office. Children in foster-care institutions. Washington DC:
US General Accounting Office, 1977.

Vinter, R., Downs, G., & Hall, J. Juvenile corrections in the states: Residential pro-
grams and deinstitutionalization. Ann Arbor: University of Michigan, National As-
sessment of Juvenile Corrections, 1976.

Vinter, R., Kish, R., & Newcomb, T. (Eds.). Time out: A study of juvenile correctional
programs. Ann Arbor: University of Michigan, National Assessment of Juvenile
Corrections, 1976. ‘

Williams, W. A. The contours of American history. New York: New Viewpoints, 1973.

Wilson, J. Q. Thinking about crima. New York: Basic Books, 1975,

Wolfgang, M., Figlio, R., & Sellin, T. Delinquency in a birth cohort. Chicago: Uni-
versity of Chlcago Press, 1972

13

o 31

21

———— e A aeee e L - el

Juvenyle justice



youth
as a '~ - ' \
national

resource .

larry . dye

,;:' A focus on institutional rather than individual reform provides an appropriate
’ framework for dealing with the disaffection and alienation of our young
people. The critical need for a national policy on youth has been clearly
. demonstrated. Such a policy must seek to engage youth as valued and active
participants who have the right, responsibility, and capacity to contribute
constructively to the society of which they are a part. So long as we continue
to promote programs and policies that devalue youth, irreplaceable human

resources are wasted. a
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0O Asa potentua"y ej' national resource, America's young people.are
tragically underutilized. Yet. with appropnate national review -and revi-
sion of youth policies and programs, youth could contnt1ute importantly
_to our society and our economy. Increasing riumbers of alienated and
disaffected youth represent a “danger within" which, it is suggested,
should be taken as seriously as international threats. (Parham, 1978,

p. 9) .

- Recently, and with growing insistence, advocates of social justice are com-
pelling us to recognize and attend to the needs of American youth. Pearl
(1978) suggested that a valuing of youth requires meeting a range of neads
which include security, friends and other social supports, relief from pain,
and a sense of usefulness, competence, hope, and excitement. He further

.indicated that employment and education are ctitical areas in which youth

S

» ampl

must participate if these needs are to be filled. According to Pearl, youth ean’

have no value to society unless they participate in society. While youth must,
during adolescence, be given the oppgytunity to experiment with values,
beliefs, and roles, such experimentatioN must be personally ‘and sccially
beneficial. Young people must be encouraged to produce and perform, parti-

cipate and contribute, learn and grow. To the extent that these opportunities-

are guaranteed, youth will be valued and will come to value themselves.

The problem orientation of our youth programs is curious in light of the
almost universal agreement that adolescence is a difficult, stressful,
and uniquely important period of life. There seems to be wide recog-
nition that all youth experience some stress in making the transition to
adulthood, but this recognition has not been translated into a general
policy of developmental support which does not require for eligibility
overt acts of uhdesirable behavior. (Parham, 1978, p. 9)

Implicitly indicated is tha critical and immediate need for a national youth
policy which articulates and supports positive youth development. Such a
policy is in the interests both of the nation and of its youth. Statistics have
documentgd this need through increases in personally and socnetally dam-
aging behaviors of youth who, by their suicides, substance abuse, criminality,
or sexual promiscuity are illustrating the extremes of rage, disaffection, or
despair. In the absence of such a policy, the very fabric of society is threat-
ened by the alienation and disaffection of our young people. As addition
support for a national policy promoting positive 'youth development, one ¢
cite several types of institutional failure which impact upon youth. For ex-
tatistics document the .‘graduation” of many youth from the juvenile
justite system into the ranks of adult offenders and the “graduation” of
numerous illiterate and unskilied youth from the educational system into the
permanent ranks of the unemployed. It has been well argued that the ab-
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AN EXAMINATION OF YOUTH
NEEDS Y

A valuing of youth requires meeting a
range of needs.
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Youth must be given the opportunity to
experiment with values, beliefs, and
roles.

Society is threatened by the alienation
and disaffection of aur young people.
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sence of developmental support for youth js a major cause of these condi-

tions, and that it reinforces deviance and promotes disengagement.
'We must either move to engage our youth as valued and participatory
members of society today or contend with very expensive consequences
We must learn to use youth as  tomorrow. There is but one rational choice. We must not only consider youth
resources now.  as resources of the future but must learn to use them as resources now. It
is not enough to “prepare’” youth for adulthood and to delay their participation
in the economic, social, and political arenas. Neither is it enough to “reha-
bilitate,” “treat,” “reform," or “correct” those youth who are viewed as trou- )
bled or troublesome. We cannot wait and youth will not wait until all rites of

passage are comple:ed and the mantle of adulthood is conferred.

THE POSITION OF YOUTH IN O In some respects, American youth are currently nonpersons. This con-
AMERICAN SOCIETY  dition is, however, of recent origin. In the preindustrial economy, all but the
very youngest or handicapped children functicned as contributing members
of society as soon as they were able to perform useful work. Children as
young as six years of age were routinely assigned household tasks. Children
of this same age were frequently indentured tQ provide labor in exchange
for maintenance, and were apprenticed in order to learn trades. With the
ﬁadvent of manufacturing, young people became even more valued contrib-
It was not until the 20th cenfury that  utors 40 the economic system. It was not until the 20th century, with the
young people were expelled from the  synergistic impact of multiple social, economic, and political pressures, that
labor market.  young people were expelied from the labor market. Restrictive child labor
laws kept youth out of employment and compulsory education legislation
kept them iry'school. Together, these factors caused young people to lose
their economic value as producers, although youth continue to be highly
important to the prosperity of the economic system in that thiby constitute a
major consumer group. .

In the increasingly sophisticated, specialized, and technologically driven
society of the late 20th century, the processes of formal education (ie.,
socialization, skills development, and the acquisition of knowledge and in- ‘

: formation-in the classroom setting) have replaced employment as molders

Until the 20th century society offered  of the adult person. Until the 20th century society offered relatively few adulit
: few adult roles.  roles and provided limited opportunity ‘for role setection. It was therefore

- possible for young people to assume their essentially predetermined roles

at an early age and to move directly from childhood to aduit.status as soon

as those roles were mastered. Because this soCiety now affords a broad

range of adult roles, its nonaduit members have a protracted opportunity for

the selection of their adult roles apd must, additionally, be extensively pre-

pared to meet the responsibilities of those roles. The formal educational

system theoretically exists, in part, to provide opportunity for both role se-

lection and role preparation. Curiously, however, both processes occur.in -

essential Isolation from the ongoing processes of the economic, social, and

political environments wherein those roles are practiced. Critics of contem-

_porary education argue that this is irrational. They additionally argue that the

. The isolation of educational  isolation of educational experiences may actually impede the formation of
experiences may impede the formation  youth identity which, according to Erikson (1950), Is the primary task of
of youth identity.  adolescence. This argument is founded upon the premise that the schaol is

an artificial environment. A sense of identity developed in such an environ-

ment is therefore false, misleading, and potentially dysfunctional in other

settings. The remarks of Polk and Kobrin (1972) are illustrative. They stated:

Most conventional ‘tultural™and recreational activitieg are funneled
through the school. The consequepnce is that the school) and not the
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wide range of other community agencies or organizations, becomes in
many communities the principal and focal point around which any
sense of belongingness can develop. It is no wonder that the school
becomes a -major reference paint in establishing who the adolescent
is, and where he belongs. (p. 8)

.. The authors continued:

One severely restrictive aspect of this mede of identity formation is that
the educational process isolates young persons from the rest of the
community. This separation, institutionally imposed, impedes the most
simple of adult-youth communication processes. Youth are not permit-
ted to know from experience the real adult world of politics or work,
and conversely adults have little feeling for or understanding of the
social world of adolescents. (p. 8)

To the extent that the school, as a false environment, creates incorrect
perceptions of self, isolates youth within the school, and does not permit the
kind of exchanges which build a sense of reality, schools may be somewhat
unhealthy environments for the youth confined within them. This eriticism
becomes more acute when consideration is focused upon schools located
in the innermost urban communities. It is argued that schools are more

' pervasively and actively dangerous when they:

1. Are structured to promote competition among students and to guarantee
the clustering of young people intq groups most simply described as
“winners and losers™;

2. Promote segregation of youth based upon highly arbitrary and perhaps:

irrelevant variables of age, ‘sex, socioeconomic status, race, aptitude,
intelligence, or achievement tests; and, ‘
3. Provide life preparation which is inadequate and irrelevant.

~ '~ Each of these factors—alone or in combination—may have a disastrous

impact upon youth development. The young person who does not achieve
recognition for special ability (scholastic, athletic, artistic, etc.) may scon be
labeled as one of the, “losers.” The young person who is grouped with other
“losers” because of race, socioeconomic status, or test scores, is quickly
locked into an environme@'of failure. Upon leaving that enyironment, young
persons may learn that th@y are totally unprepared for the “real world." This
is especially true for youth whose entry into that world is not delayed by
education and training beyond the secondary lével, and even more acutely
true for those who leave school prematurely.

It is becoming increasingly difficult for young people to enter the world of

work. As society shifts its modes of production, and as credentialing be-
comes more elaborate, job opportu nities for young people decline. Moreover,
gmployment obtained by youth is frequently short term, occasional, less than
full time, and has limited career potential. If the employment picture for the
general population is somewhat bleak, for young people it is grim (Ginzberg,
1977):

1. In 1972, when the uﬂmployment rate for, the civilian labor force was
5.5%, it was 14.6% for youth between the ages of 16 and 19 years.

2. In 1977, when the unemployment rate for the civilian labor force was
.- 7.0%, it was 17.7% for youth between the ages of 16 and 19 years.

While employment options for youth in ge'neral are not promising, they are

. aven less encouraging for those young people who leave school prema-

turely, reside in the inner cities, and/or are members of certain ethnic groups.
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Schools may be unhealthy
environments for youth.

As society shifts, job opportunities for
young people decline.
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disruptive youth in school

Value placed on academic and
economic success guarantees failure for

many."’

[

" Having a job is often central to the

development of a positive sense of self.

Young people can clearly articulate
their needs.

‘,ﬁ

We are coming to understand the mérit
of fostering youth participation.

*

FEDERAL INITIATIVES ON BEHALF OF
CHILDREN AND YOUTH
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For these youth, employment opportunities may simply not exist at all. For
some young people, then, many opportunities for self definition, self esteem,
and pagitive growth are foreclosed both in the school and in the wider com-
munity. The insistent value placed upon academ}c success and later upon
economic success and status guarantees failure for many. Whether these
environments actively seek the destruction of these young people or merely
passively ignore them, the results are essentially the same. Loss of self
esteem, anger, rage, and failure (both short and long term) ensue. These
conditions, as Parham suggests, directly contribute to the “danger within."

Having a job, and being employed in an environment which offers chal-
lenge and provides opportunity for success and growth, is often central to
the development of a positive sense of self, particularly in this society, where
heavy emphasis and value are placed upon gainful employment. Self esteem
is also fostered by one's sense of worth or competency through other kinds
of participation in the social and political arenas. Until recently, youth involve-
ment in these areas has been somewhat restricted, but there are indications
that this id changing.

Increasingly, young people have become mote resistive to the constraints
placed upon them by society. Their lack of recognized social utility, limita-

. tions of opportunity structures, and presumed impotence to act upon the

disarray seen in the social, political, and economic systems has grown in-
sufferable. The civil activism of the early 1960's, with its promise of broader
social justice, and later, the Vietnam War gave youth issues upon which to
focus their energy. The possibilities of achieving social remediations and for
influencing the course of political decision making were appealing to many
young peaple. Angered by environmental crises and suspicious of the tra-
ditional order, young people mobilized and became actively,involved in work-
ing to achieve the changes they believed to be critical. Although the civil,
political, and social tensions which escalated toward crisis in the 1960's may
now be somewhat less acute, the problems have not been resolved. As a
heritage of those years, young people believe that they, like other groups,
have the right, responsibility, and capacity to participate in the structuring
and operation of the systems which act upon them and in which they func-
tion. Somewhat belatedly, it is coming to be recognized that young people
can clearly articulate their needs, will reject that which does not meet their
needs, and will depart from the most well intentioned efforts to “help” them;
they would prefer to assist themselves and to demonstraté their ability to
help others as well. ) _

Some of the activities of youth are damaging, some are ill advised, and
others appear irrational. With closer examinatiori, however, internal ration-
ality and the wisdom of private experience often become evident. In the past
two decades, youth have surprised some, and. embarrassed a few, in their
capacity to see, comprehend, and act to meet their own needs or to assist
others in achieving goals. We are coming to understand the merit of fostering
youth participation in many areas of life, but like the newly reemerging eco- .
nomic value of youth, this is of recent origin. Historically, youth have been -
viewed as a population requiring assistance and help. The federal govern-
ment, which is currenfly assuming leadership in programs designed to foster
youth participation, has historically been one of the major agents promoting
youth passivity.

0 Given the magnitude and diversity of contemporary federal support for all

manner of human services programs, it is somewhat surprising that prior to
the 20th century, the federal government steadfastly refused to participate
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in, or to support, such programs.cImportantly, however, one of the first and
continuing federal concerns in the~area o™hyman services was mobilized
around the health, safety, and weifare of youngsepple. Convocation of the
First White House Conference il 1909, followed in 1912 by the establishment
of the Children's-Bureau in the Department of Labor, signaled the beginning
of an ever stronger and more diversified federal commitment to youth. .

The level of federal commitment, the knowledge and value systems sup-
porting commitment, the ‘goals, and the strategies intended to promote at-
tainment of goals have, of course, shifted over time. Consistent, however,
has been an orientation toward youth which, while protective, has served to
devalue youth as self determining and capable individuals. Although risking
allegations of oversimplification, one might put forward the following obser-
vations concerning many youth focused programs supported by the federal
government since the beginning of this century:

1. These programs have tended to regand youth as recnpnents or benefi-
ciaries of goods and sefvices and have implicitly categotized young peo-
ple as incapable of articulating their needs or of actmg to meet their needs
ina constructive fashion.

2. These programs have cast youth into the roIe of victims or of potential
victims who, as a consequence, must be “pretected” from all manner of
abuse, neglect, exploitation, illness of mlnd and body, poverty, ignorance,
violence, and criminality.

3. These programs have operated from the vantage pomt of a presumed
adult wisdom which required that youth be acted:upon by adults and

permiitted service in accordance with a mutable understandmg of what °

might be in the “best interest” of youth served.
4. Remediation has often been the focus of these programs and negative
‘labeling of program targets has frequently been employed to differentiate
between those youth who are included within the population of interest
and those who, because they do not “need"” service, are not negatively
labeled.
5. Inadequate cooperation, coordmatnon. collaboration, and communication
of'program initiatives (at the federal, state, and local levels) have
a) Caused programs to work at cross purposes.
b) Created duplication of effort.
c) Failed to identify or address program gaps.

This situation, in turn, has reduced the effectiveness and efficiency of youth
programs. Implicit in the first four points is a pervasive distrust of youth, while
the final point may suggest a lack of mutual understanding among program
planners and policy makers at various levels. Also important is the reduced
likelihood of significantly m’tpactmg upon the resolution of pressing youth
problems.

As the turmoil of the 1960's moved toward anxious conservatism in the
1970's, it became clear that programs for young people which ignore the
lessons of activism learned in the previous decade would not be acceptable
to youth. Holistic approaches to issues must be considered—approaches
that deal with youth strengths -as well as their difficulties and engage youth
as participants in the identification of problems, the establishment of priori-
ties, and the development of problem resolutions. The importance of-youth
participation in this context lies in a recognition of the value of youth and in

respect for their rights and capacity to act responsibly. It is based upon.

commitment to honor this right and to promote the enhancement of youth
capacity.
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protective, has served to devalue
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The Youth Employment Demonstration
Act offers significint potential.

POSITIVE YOUTH DEVELOPMENT
AND THE YOUTH DEVELOPMENT
BUREAU

-HEW was persuaded that new action
was required,

Although we have been largely unresponsive to the needs of our young
people in the area of employment, there have, within the past two decades,
been some attempts to correct the deficiencies related to youth employment.
The Neighborhood Youth Corps and the Job Corps are two examples of
early federal initiatives in this area. While these programs did provide em-
ployment, they were flawed in that the jobs which were created tended to
have limited career potential. More recently, the CETA program not only
provides work but attends to educational and training needs more aggres-
sively than did the earlier efforts. ‘ .

The' most recent federal youth employment program, authorized by the
Youth Employment Demonstration Act of 1977, offers the most significant
potential for addressing many of the structural or institutional problems as-
sociated with youth employment. The scope and comprehensiveness of pro-
grams funded under this Act should not only provide immediate employment
but should overcome many of the problems associated with earlier programs.
Finally, it is anticipated that these programs will, in addition to overcoming
employment deficits, help restore to youth some of their former economic
value and promote the associated development of a sense of esteem and
self worth.

O The Department of Health, Education, and Welfare has had an ongsing
youth focused initiative since the early 1960's. Currently, major responsibility
for that initiative rests in the Youth Development Bureau of the Administration
for Children, Youth, and Families, which is becoming an advocate for youth
and for programs which support positive youth development. Until the es-
tablishment of the Office of Juvenile Justice Administration in the Department
of Justice, HEW was a major focus of programs for adjudicated youth as
well as for youth not involved with the juvenile justice system. By 1970, the
Secretary of HEW was persuaded that new action was required in the face
of disappointing results in the areas of delinquency prevention and control.

In order to consider this lack of success, the Secretary convened a small
conference at Sgituate, Massachusetts in the spring of 1970. Conference
participants speculated that instead of deliberating the causes of delin-
quency, it would be more productive to attempt discovery of the factors which

' helped youth to become contributing members of their communities. Tpe

]
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Scituate conference concluded that the following conditions were important
in fostering positive youth development (Center for Action Research, 1976):

1. Youth must have and perceive that they have, access to roles which
give them ‘a stake in the life of their community, bond them to so-
ciety, and generate commltment to generally conforrmng and ac-
ceptable behavior.

2. There are pracesses at work in our communities through which most
youth come to see themselves as competent and worthwhile. Some
youth, however, experience the application of negative labels by
family, teachers_ and others—labels which derive from incorrect ster-
eotypes or from premature judgéments about a single experimental
act of misbehavior interpreted as a pattern rather than as a single
act. Young persons who are prematurely or otherwise inappro-
priately negatively labeled come to see themselves in negative
terms and behave accordingly.

3. Youth who perceive that they have access to socially gratifying and
desirable roles and who develop self-identify, tend to develop into
productive, contributing adults. Youth who are denied access to
desirable community roles and who reteive inappropriate negative |
labels, experience alienation, frustration and despair. This experi-
ence may lead to the performance of undesirable and occasionally

~illegal acts in the community. '

‘4. The structure and processes which provide access to socially de-
sirable roles and which attach positive and negative labels to young
persons are frequently beyond the.control of young persons them-
selves . .. (and) .. . healthy youth development is directed by the
characteristics of community ‘social institutions rather than by the
personality characteristics of youth influenced by these institutions.

(pp.2-3)

The multivariable theory put forth in the Scituate conference focused upon
institutional rather than personal reform as the means to address issues of

- youth development and delinquency prevention. Conferees suggested that

many social institutions were programed to deny large numbers of youth
access to socially acceptable, responsible, and gratifying roles. Conference
pzic?pants argued that these institutions should strive to become more re-
nsive to youth needs, and further argued for programs that would assist
.mstntuhons in providihg new roles for youth and would assist youth in as-
suming such roles (Polk & Kobrin, 1972). Of equal importance, the strategy
emphasized the need to engage youth actively in such roles—not merely
prepare them té:assume those roles in some indefinite future. The conferees
thus confirmed the position that youth are capable of immediate social in-
* voivement and social utility. They have, in short, a value.
In 1971, shortly after the Scituate Conference, the Secretary of Health,
Education, and Welfare and the Attorney General signed an agreement

which transferred majar responsibility in the area of juvenile justice concerns

from the Department of Health, Education, and Welfare into'the Department
of Justice. The resulting division of programatic responsibility essentially
moved HEW more-aggressively and with unity of purpose toward the réfine-
ment and implementation of the strategy articulated at Scituate. In 1974, the
enactment of the Juvenile Justice and Delinquency Prevention Act gave
strong impetus to the Department's initiatives in this area; and the Runaway
Youth Program, which was a component of thé broader legisiation, was
entrusted to the Department. _ . v(

29

youth as a national resource

The focus is on institutional rgther than

personal reform.

14

Youth are capable of immediate social

involvement and social utility.
~



30

' disruptive youth in xch(x)l

The Runaway Youth Program was a
re sp()n\c to persistent and serious
problems.

Community based programs provided a
wide and growing range of
interventions.

Recent approaches promote positive
youth labeling.

Community centers became resources
for a broader consumer population.

The Runaway Youth Program, mandated by Title Ill of the Act, was a
response to the persistence and seriousness of problems encountered by
the_hundreds of thousands of young runaways who, by virtue of age, sex,
Ilmuted resources, and legal status were_highly vulnerable to exploitation and

‘dangerous encounters while beyond the bounds of parental control. The

program was intended to assist youth while helplng them to remain outside
the juvenile justice system, and was to address the following goals:

1. Alleviate the problems of runaway youth.

. 2. Reunite youth with their families and encourage resolution oj/ﬁﬁterfamlly

problems through counseling and other services.

3. Strengthen family relationships and encourage stable living conditions for
youth.

4. Help youth decide upon a future course of action.

Through community based programs, the Runaway Youth initiative has,
since the midyears of this decade, provided a wide and growing range of
interventions for youth and their families. These services have come to in-
clude both short term, crisis interventions exemplified by temporary shelter,
and longer term services focused uppn resolution of the chronic problems
leading to crisis through provision of aftercare, followup, and referral to other
community agencies for ongoing services. Over the years, these programs
have matured in operation and organization. Many that initially operated as
alternative service resources for youth have become integrated into tradi®
tional human service networks, and have broadened their scope of interest
to include families of youth. -

The increasing sophistication and comprehensiveness of such programs
have encouraged many of them to concentrate upon umplementatlon of var-
ious aspects of the Scituate strategy, and to address the issues of positive
youth development through institutional change. Their use of youmg people
as staff members or as members of advisory boards are but two éxamples.
Their attempts to work with local schools, employers; and representatives
of the juvenile justice system are other examples of approaches taken in the
areas of promoting positive youth labeling, preventing negative labeling, and
encouraging institutional change supportive of positive youth development.
Shifts in program organization and operation have also been brought about
as a result of the following factors:

1. Changes in the nature of the populations served and their needs.

2. Broadening of the legislative mandate and. establishment of program ‘
guidance materials, including program standards and promulgation of
rules and regulations.

3. Improved kil and knowledge based upon continuing support provided
through training and consultation, contmumg research, experimentation,
evaluation, and dissemination of information promoted by several means,
including establishment of a network involving tunaway, youth programs.

Although the Runaway Youth Program was initially intended to address
the crisis needs of runaways, the community centers quickly became ree
sources for-a broader consumer population, including youth who had been
pushed out of their homes, youth who had left home by mutual agreement,
potential runaways, youth desiring service for other reasons, and parents of
youth. These groups had needs and concerns somewhat different from those
presented by runaways, ‘and programs modified service delivery structures
to accommodate those needs.

The 1977 amendments to the Juvenile Justice and Delinquency Preven-
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tion Act included these other groups for service and for broadening the scope -

of service. The establishment ¢ program guidance, including standards,
rules, and regulations, helped create ;some guarantees of the nature and
quality of services being provided through the centers. While this, structure
permits maximum local autonomy, promotes flexible organiZation, and en-
courages innovative operation that is respensive to local needs and condi-
tions, it also insures a measure of uniformity between and among programs.
Because the insistence in these programs is upon meeting youth needs in
the.most creative, effective, and efficient manner, the need for ongoing train-
ing and technical assistance has been recognized and addressed. Research,
experimentation, and evaluation have promoted the development of an in-
créasingly comprehensive body of knowledge. which is made available to
practitioners in the field of youth services.

Another resource for improved organization and operation of the com-
munity centers is networking—both formal and informal—between and
among the centers. The cooperation, coordination, collaboratipn, and com-

munication thus fostered promes an exchange of information and support

which improves project operation and speaks for youth concerns at the na-
tional, state, and {ocal levels. This mobilization is viewed as one of the
important outcomes of the Runaway Youth Program initiative and is clearly
- Vital in the accomplishment of institutional change.
- Currently, the: R@aw'ay Youth Program.serves approximately 42, 000
youth annually through 165 community based centers. The program is ad-
ministerdd by the You;b DeveIOpment Bureau (YDB), which is additionally
responsible for: 7

1. Planning, developing,~and implementing an integrated program of
research, demonstration, and evaluation related to a broad range
of you% needs, problems, and developmental concerns.

2. Acting as an advocate for youth with the Administration tor Children,
Youth, and Families and other federal agencnes whose programs
impact upon youth. '

3. Analyzing and dnssemmatmg research, demonstratnon and evalu-
ation information relevant to youth .needs, problems, and program
approaches. (Youth Development Bureau, 1979)

Recent efforts in these broad areas now reveal a continuing need for the
kinds of community based programs being funded through YDB and have
also-uncovered a need for new initiatives which address highly focused youth
issues in the areas of participation and employment. Curfent economic and
political conditions argueé for céordination of the program interests of multiple
funding sources in a multifaceted assauit upon youth problems. In recogni-
tion of these factors, the Departments of Justice and Labor have joined with
HEW/YDB in the development of an intéragency agreement to support a
major expéerimental program in Youth Participation and Community Job De-
velopment. Established in 1978, the agreement provides funding for a one
year, nationwide demonstration effort using approximately 20 runaway youth
programs as experimental program sites, and for training, technical assis-
tance, and evaluatid¥or funded projects (Federal Register, 1979).
¢ This interdepartmental agreement provides support for experimentation
with two major youth employment modelg—the Youth Participation Program
Model and the Communlty Services Job Development Model. The program
model focusing upon youth participation addresses the employment needs
of young people.fesiding in communities in which these programs are lo-
cated. Such projects are to demonstrate innovative methods for employing
and trainlng youth in partitipatory work roles and responsnbnlmes in com-
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yauth as 4 national resaurce

Service delivery structures promote
flexibility, yet insure a measure of
uniformity.

Networking fosters cooggeration,
coordination, collabordtion, and
communication,

' Justice ang Labor joined HEW/YDB in

an interagency agreement.
N .
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The Youth Participation Program Muodel
addresses employment needs.
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" munity based programs and to provide supportive education and career
y development services for youth. The Community Services Job Development.
Program model provides an integrated, stabilized working and living envi-
ronment for youth at risk. This model will demonstrate job development,
The Community Services job  planning, and programing-technjques designed to establish linkages for sup-
Development Program Model focuses  plem ntary, coordinated educational and Qppportive services that seek to
‘on linRages for educational and  inCrease employability, career development, and self sufficienCy of youth
supportive services.  participants. .
‘ N These demonstratiory programs, their supportive training, technical
- _ asSistance, and evaluation components, are expected to serve multiple short -
term and long range needs. Most immédiately, they are expected to preduce
positive results for youth participants, project staff, and the conimunities
involved. The demonstration projects will afford participation and employ-
ment opportunities for youth that wil"help them to meet immediate ‘economic
needs. Other immediate needs which will be met lie in the area of improving
: self esteem, and facilitating self definition. It is also anticipated that the ex-
Participation will improve long range perience of participation and the variety of services provided will.improve
employment and career opportunities. long range employment and career opportunities for youth. For demonstra-
tion project staff (and indeed for other youth workers involved in the project),
their experimental efforts will bring them the kinds of training, technical as-
sistance, and informational resqurces that will enhance their job performan
in both the immediate and more distant future. They will develop more highl
refined knowledge and skills in working directly with youth and in promoting
institutional change.- _ '
. Because the demonstration projects will collaborate closely with other .
a S . community agencies, the demonstration initiative i§ anticipated to have com-
A community impact is anticipated.  Munity impact. It is expected that the mutual understanding developed
D ‘ among community agencies will be invaluable in helping to create an envi-
ronment conducive to institutional change. More immediately, the experi-
mental projects will provide a vehicle for the accomplishment of needed
community services. This, in turn, should enhance the status of youth by
demonstrating their capacity to contribute to community improvement.
Undertaking this demonstration initiative represents a continuation of HEW
. efforts to promote the valuing of youth and to meet the legisliative mandate .
. of the Runaway Youth Act. For the Department of Labor, the demonstration
‘ . program provides a special vehicle for carrying out innovative programs that
' test new approaches to the matter of youth employment. Similarly, for the
Department of Justice, the demonstration program permits exploration of
new approaches to delinquency prevention through the developmentof new
participation strategies. It is anticipated that the demonstration projects will
. - . prove fryitful in each of these areas. ‘
The multiagency approach will Additionally, it is expected that the multiagency approach, expressed in
dofument benefits of a new approach  the interagency agreement supporting the demonstration initiative, will doc-
to youth services.  ument the feasibility and benefits of a new approach to-youth services. It is
N - . - hoped that this -approach, characterized by cooperation, coordination, col-
_laboration, and communication among agencies with shared interests, will
. Yy promgte program effectiveness and efficiency by maximizing the utilization
' of program resources, overcoming the tendency of programs to work atgross
purposes, and identifying program and service gaps. Finally, if is hoped that
the mutual investment of these three departments of government will pro-
mote the increased Vvaluing of youth and will, in turn, help to form the basis .
of concern ahd awareness upon which a comprehensive national youth pol-
icy can be developed. .




O Briggs and Grant (1978) have suggested that the International Year of
the Child and the White. House Conference on Children and Youth create a
timely opportunity for the establishment of a natlonal policy on youth. They
noted that:

In the late 1960s, valuable opportunities were lost because of our re-
peated failure to listen to the Nation's youth and collaborate with them
in their efforts to promote social change. This time around, the oppor-
tunity must be seized to work with American youth, capitalizing on their
immense energies and latent talents. Encouragement must be given
to genuine participation in meeting emerging National priorities. To do

~ anything less would be a shocking waste of a vutally lmportant National
resource. (p. 310)

The authors suggested that ir the formulation of a national youth policy
we must reduce commitment to policies and programs which focus upon
suppressing dissidents and treating deviants through modification of per-
scnal behayior. Instead, we must concentrate upbn promoting those insti-
tutional changes that will insure that the critical needs of youth are met.
Briggs and Grant further argued-that an effective national policy on youth
must include seven essential criteria:

A national youth policy requires youth involvement.

A national youth policy must integrate youth programs.

A national youth policy must be concerned with all youth.

A national youth policy must be directed toward opening up oppor-
tunities for productive participation in society.

A national youth policy must serve national goals.

A national youth policy must break down the barrier between work
and education.

7. A national youth policy must treat youth as a resource, not as a
collection of problems to e solved by adults. (pp. 310-312)

N
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When calling for the involvement of youth, Briggs and Grant insisted that
young people must participate not only in the identification of social problems
but in their remediation, and in particular that youth should be engaged in
the solution of youth problems. They suggested that the fragmented, problem
focused orientation of many youth programs reinforces the notion that young
people are a social liability while |grﬁ5nng the fact that most youth—whether
stigmatized by labeling or not—must deal with the same institutions. Given
this fact, a preventive approach which moves toward mstltutnonal change is
perceived to be more beneficial than rehabilitative efforts. .

Briggs and Grant (1978), like many other youth advocates, argued that
education and work should be mutually reinforcing opportunities.

The alienation of youth and the need for labor intensive solutions to
social problems can be approached by creating participatory work op-
portunities, integrated with education, for all. Through such a merging -
of learning and doing, young people will become more directly involved
in cammunity problem-solving. Youth will thus gain the experience that’
they will need to deal with the complex problems of a ¢hanging world.
(p. 317)

The authors recognized that the development of a natlonal youth pohcy that
truly values youth calls for a massive investment. They suggested that the
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NATIONAL YOUTH POLICY
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We must concentrate upon promoting

. institutional changes.

Youth should be engaged in the
solution of youth problems.
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PRESENT REALITIES

We continue to promulgate policies
that devalue youth.

Are we willing to act upon a need to

value youth?
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Older Americans Act of 1965, which forms the basis for policy and program
development benefiting senior citizens, provides an instructive model for the
coordination of youth policy development and program activity on the na-
tional, state, and local levéls. This “Younger Americans Act” could be used
to articulate federal policy on youth and to implement this policy through
national, state, and local programs using new and existing agenciss in con-
cert, emphasizing cooperative functioning. with respect to positive youth de-

‘velopment and valued youth participation.

(1 While the notion of a “Younger Americaris Act” is highly attractive, with
all the promise it holds for the framing of a national youth policy which
promotes the positive develgpment of youth and clearly recognizes their
value, the fact remains that no such legisiation yet exists. More significantly,
despite encouraging changes, we continue to promulgate policies and pro-
grams that frustrate the positive development of youth and that degrade and
devalue them. So long as these practices continue, so will youth suicides,
drug abuse, criminality, sexual promiscuity, disaffection, and disengage-
ment. Until we are willing to act upon a need to value our youth and to foster
their development, some of them will continue to represent a “danger within”
our society. Others will simply fail to attain their greatest potential. In either
event, precious and irreplaceable human resources are lost. )
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Education has the capacity for serving either as an agent of alienation or of
socialization and positive development. A focus on group dynamics rather than
individual characteristics is of particular value in addressing the complex needs
of alienated and disruptive vouth. Education for self reliance, both as a
concept and as a mode of practice, is introduced in a group homé program for

seriously troubled youth. -
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EDUCATION: A BROAD PERSPECTIVE
\

Education is part and party to the
alienation of youth.

As a human assistance strategy, it seeks
to close gaps in development.

Education is perpetuated by those who
' have experienced its processes.

| 72

O Education is essentially developmental. At its ‘best, it leads toward inde-:
pendence, toward achievement of academic and social competence, and
most importantly, toward the capacity for self reliance. Education represents
an avenue toward the development of the intellect, the affect, and the eco-
nomic capability of many who are able to use it for their own growth. Each
of these aspects is essential to the alienated, disruptive, and incarcerated
youth whom educational, correctional, and therapeutic programs seek to
serve.

Moreover, since these youth are buffeted by antagonistic forces of de-
pendency, neglect, psychopathology, learning disability, super ego lacunae,
and early exposure to crime as a way of life, education becomes a critical
element of survival. Yet education also creates alienation. How does this
come about? If education, as a force for development, is part and party to
the alienation of youth, its roles and functions must be better understood
(Baus, 1974). . . . ’

Education is also an intervention, often thought to be essential to our
system of “treatment” of alienated and disruptive youth, and certainly of
those who find their way into the criminal justice system. Special education,
correctional education, and alternative education progragns serve this pop-
ulation in unique ways, combining socialization experiences (learning atten-
tion span, persistence, management of aggression, getting along with others,
self evaluation), direct education (study skills, reading communication, math-
ematics, social studies), and opportunities to identify and pursue occupa-
tiomal and vocational objectives. Presumably, the outcome is an individual
who is able to accommodate to the goals of society. in this regard, education
is one of the “human assistance strategies” developed in special and thera-
peutic ways to help close the gaps in development that bring these youth
into our remedial and reeducational systems.

Because education serves those who are labeled alienated, disruptive,
and emotionally disturbed, as well as those who exhibit serious behavior
disorders, it often assumes a complementary role with the professions of
mental health and social services. Each profession has its own unique char-

" acter, yet within the framework of its’ own “profgssional stance,” each has

an educative function, in the sense that education is seen as a process of
knowing oneself and achieving a place in society. The question of respon-
sibility for education within these professional groups is one of serious in-
ferest to the juvenile justice system, which attempts to utilize all three in
order to achieve its mission effectively. _ .

Education is carried out in both formal and informal settings: during school,
behind bars, in the street, in the home, in the military, at work, and, as the
psychoanalysts have demonstrated, even while asleep. it is a broadly con-
ceived psychological process ‘having unlimited and boundless properties.
For example, consciousness raising-may be viewed as an educational pro-
cess, as may religious education, in its ability to provide individuals, groups,
and organizations with essentidl purpose in life.

In the most broad and general.aspect, education is a central socializing
force. It promotes development; it is a professional undertaking that requires
considerable training; and yet, it is perpetuated by those who have them-

selves experienced its processes.

hd

How does education become a socializing force, a treatment force, a force
for vocational advancement, a force for developing self respect for youth, for
thosd individuals who serve them, and for the institutions (in the broad sense)
that bear the responsibility of addressing their needs?

Obviously, schools play an important role in this scenario. Schools and
schooling can be either an agent of alienation or an essential socializing
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force that brings about assimilation and accommodation to the primary task

of education. Either is possible. To make this declaration is axiomatic, but -

to understand the how and why behind the axiom is essential if we are to
support effectively an educational process leading toward the reeducation
and ultimately the self reliance of alienated, disruptive, and incarcerated
youth, with the ultimate goal of prevention. The scheols are merely instru-
"ments of educational process and educational philosophy. Therefore, the
major focus of this chapter is development of the concept of an education
for self reliance‘ for a special group of young people.

0" The notion of self reliance and its applications to education have impor-

tant historical and socioeconomic foundations. The implications of Emer-
son’'s (1841/1949) well known essay on self reliance are well grounded in
the history of American culture from which particular forms of alienation and
disruptive behavior emerge. Nyerere (1968) examines the implications o'}
providing technical and social education without creating new forms of -a
ienation. Education in this conte)gt is fundamental to the development of the
essential human resources necessary for individuals to become valued
beings, no matter how menial their work or miniscule their capacity for learn-
ing. Nyerere stresses the value of becoming a productive member of society
as an essential outcome of education. Makarenko's-work, Learning to Live
(1953), also has much fo offer concerning issues of alienation and how
- pedagogy. focused upon community living, provides opportunities for youth
development. _

Overall, concern is focused on educational processes and programs that
address the social and emotional needs of youth at risk. How best can
educators prepare these young persons for adulf' living? How can education
begin to function as a deterrept to incarceration and as a preventative mech-
anism. to disruption and self derogation? In this vein, education must be
more than mere provision of tools. It must provide the essential competen-
cies for living. Nyerere (1968) has stated:

The education provided must therefore encourage the development in
each citizen of three things: an enquiring mind; an ability to learn from
what others do, and reject or adapt it to his own needs; and a basic
-confidence in his own position as a free and equal member of the
society, who values others and is valued by them for what he does and
not for what hg ébtains. (p. 55)

This is, of course, akin to the notion in the field of behavioral disorders of
developing “content of character” and positive self image, both of which are
integral to proper education for life, as well as essential to the promotion of
self reliance. o

Self reliance is a concept that can be learned. It is especially relevant to
the education of troubled-children and youth. Educational institutions serving
such youth have a responsibility for promoting true self reliance, both as a
concept and as a.particular mode of practice.

O All forms of education occur within some specific context. Whilg it would
be very convenient to believe that we already promote the concept ofex

cation for self reliance within today's educational system, it may not be so. -

It may not be as direct and achievable an objective as it seems. Educational
services are provided in a context of changing values, the culture of narcis-
sism within special education, increasing needs and declining resources, a
plethora of court ordered programs, and a constant need to reevaluate the
theories upon which most of our practice is based.

2 47
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EDUCATION FOR SELF RELIANCE

Education is fundamental to the
development of essential human
resources.

It miist provide competencies for living.

Self reliar;ce can be learned.

CURRENT EDUCATIONAL PRACTICE:

" TWO SALIENT FEATURES '
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Two salient features bear upon the capacity ot educators to develop an
educational position leading to self reliant attitudes among troubled youth.
First, all education in the presept'circumstahce (and certainly in the decade
: of the 80's) occurs within an increasingly turbuient environment, brought
Rapid technological develépmem about by rapid technological development. With increasing technology, new
affects education.  industries are born, old industries are phased out, and new occupations are
developed. Increasing knowledge and increasing ignorance simultaneously
abound. Extensive youth unemploy{ﬁent and the prospect of an unemployed
(or at least an underemployed) intelligentsia are inescapable factors to be
considered. Increased competition for available economic resources means
that social programs are given second place to the development of national
defense programs. In addition, immigrants are becoming a-{grce in the labor
market, taking jobs previously designated for-the American w'orking class.

Change and technology are salient factors within special education. /
What then of troubled youth, many of whom display characteristics of
 fetardation or learning disabilities, have police records, exhibit antisocial be-
havior, inciuding drug and alcohol addiction, and basically are not even eli-
gible for today's all volunteer military service? In an increasingly complex

-~

What was once 4 realistic goal ... can . what was once a realistic goal for many troubled youth (learn a trade, -
7 no longer suffice. W8Tk with one’s hands”) can no longer suffice. The printing industry is
. computerized, and tailoring is done more cheaply and efficiently in Taiwan!

At the advent of the 80's, how can educators prepare youth for this world
and, at the same time, face up to the monumental task of dealing with the
alienation, violence, and crime that‘ead to incarceration?

Secondly, within special education’s parent system of general education,
there is a broad, generalized facus on the psychology of the individual. There
. is also, however, a group and institutional psychology at work in our field,
Institutional psychology . . . has been  and it has been seriously neglected (Johnson, 1976). Education has always
seriously neglected. ~ been a social process concerned about the develupment of persons who
share certain common characteristics. This is egpecially true in modery ed-
ucational practice, with its focus on “educating the disadvantaged,” “multi-
' .cultural populations,” “the children of the poor,” the mentally retarded, the

[ blind:. and all the other “individuals” named in Public Law 94-142.

More to the point, we are concerred about the alibnated, the disruptive,
the troubled. (The “disruptive child” has a unique group- identification found
in teacher's union agreements, thareby giving them special administrative
identity.) In special education the notion of groups of youngsters is recog-
nized by most, but has not been explored very carefully. The notion of group
. relations between the ablebodied and the handicapped has not come to the

' attention of workers in the field.-Likewise, the notion that there are relations
' ‘ and therefore authority issues (such as who speaks for whose interests)
making for differences between special and general education has received
insufficient examination. T . S
The concept of authority has always In the field of corrections, the concept of authority—whose, how much,
been a serious matter.  and its characteristic modes—has always been a serious matter. Judges,
_probation officers, and correctional officers may have one authority stance, ' -
’ : teachers, counselors, and social workers another; and mental health profes-
o _sionals and lawyers still another. Advocacy groups, tco, have very different
opinions about the question of authority. These group relations are based
on each interest group’s idea about its own authority. ..

While all will claim 'that the individual is the core of the focus, this chapter
seeks to state thé case for groups and organizations, operating from an
internalized concept of the exercise of authority, with authority defined as
the right to do certain work and to exercise power on behalf of others. The

3
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goals of “treatment-education—~incarceration” qperate mainly with the notion
. that au‘honty is given over a group and that thete are certain definable taskd,
* roles, power functions, Ieadéglp potentialities, and responsibilities present
within a system. Within thi ntext authority relates to group and sogial
system phenomena o v
The incarcera re a group. The disruptivein schools Are a group. Those
-prone to debilitating antfsocial a{:enat:on are a group! They share certain

predictable group, char stics,' | scientists have observed that
individual characteristics are sometimes group

what are often vigwéd s
"membershiffactors. In thg.light of significant group processes, a concentra-
tion on individual psychology )sqgmetlmes lesssthan haipful to \he undét-
standing and qjucatnon of troubled populations.

How, gtvep these two saliencies, does ohe approach troubled youth with
a progr r(ﬁ:gLed education for self reliance? Taking into account the in-
. creased compt
of delinquency; new addictions, more sophisticated psychological forces,
and the social group context within xich we must work), it seems appro-
priate to shift away from the usual corfsideration of individual characteristics
such as.psycHopathology, character defegf or learning disalfity. instead,
the focus becomes one that includes role and the role constellations carried
because of system properties. Role constellations are des:gnated by such
terrvis as aliénated,lower class, neglected, second class citizan, female, and
adolescent. The ways in which these groups are permitted to take and use
their personal authority in society becomes an important focus of study.
~ Youth who enter the systems of corrections, special education, and mental
~ health with such predetermined frequency are a class which is least self

reliant as a group. They {ack personal authority over the opportunities that.

could help th: ' to achieve positive self reliance. They suffer role strain, and
attempts to correct this condition come in the form of confinement by incar-
ceration, hosr talization, ‘boarding schools, and other means of “helping”
them o become productive citizens. Warehousing is a term which has been
ustd to describe how we deal with them.

O OQbservation and naturalistic inquiry have revealed that authority is a major
issue and that if one is going to understand and work effectively within the
educationat process, a familiarity with social processes is required. The
group context (the ecological context within which the individual functions)
‘'must be examined. This further leads to the need to reexplore the notion of
role and task.

. An examination of role is quite critical. It helps to differentiate system
properties from individual properties. For instance, undertaking a role analy-
sis mode suggests that special educators should examine the roles of
helper, server, educator, and counselor, much as mental health profession-
als examine the role of the troubled client through such processes as di-
agnosis and treatment. There are sets of roles and systems of roles in
educational enterprises, just as there are in treatment and correctional en-
terprises.

Mental health models and role constellations do not serve certain client
groups with enough depth to address their educational areas of difficulty.
Yet some of the, most complex role constellations come to bear in educa-
tiona) programs. For instance, in mental health, the basic unit is doctor-
-patient, and in no, way does this correspond to the basic educational unit of
teacher—class, in which there are x number of students. Whjle it would be
comforting to fantasize that education and schooling are as simple as

b
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Certajn group characteristics are
shased. “

A shift away from consideration of
individual characteristics is‘appropriale.
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Youth suffer role strain.

~ EDUCATIONAL ROLES AND TASKS
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An examination of role helps to
differentiate system properties from
individual propertigs.

Complex role constellations come to
bear in educational programs.
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A covert system of education exists in
' penal institutions.

¢
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The fundamental role oﬁucation
involves developing intellectual and
affective capacities.

~

DEFINING EDUCATION FOR THE
DISRUPTIVE, ALIENATED, AND
INCARCERATED
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Corrective education emphasizes
responsybility.
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teacher-student relationships, they are r@rkedly more complex than one
would like to admit, in addition, there are’discrete organizational environ-
ments in which “education qua treatment” must function. Anyone who has
worked ini an interdisciplinary setting will recognize the notion of host profes-
sion as a system grd role function of the organizational environment.

Education has a broad meaning, with both formal and informal activities
taking place within established programs. In institutions where men and
women are incarcerated, there is a covert system of education which is as
powerful as the more traditional one. Every priSoner wants to write a book.
The mastery of chess is phenomenal. Body building programs, religious
education, information and referral services (some legitimate and some il-
legitimate) all take place outside the purview of the formal educational sys-
tem. Youth are able to improve communication skills or attain a general

" equivalency diploma. As one group phrases it, “Every cell is a potential
university.”

The role and task of tion is more than imparting knowledge and
skills. It has more to do mng to live and trying to find a way-to move
from one group to another. Basically, it is the effort to attain self respect. In
this regard, the fundamental role that education plays involves developing
capacities, both intéllectual and -affective. Education has two tasks: first,
providing opportunities for acquisition of knowledge, attitudes, and skills, and"
second, providing opportunities for learning’how to learn. In its broadest and
most general sense, therefore, education seeks to promote self reliance and
individual development among youth whom the system has shunted aside.

O There are four particular notions of education that should be considered
and are, in some way, all operative in relation to the target group(s). They

_occur in no particular order and all operate with their own momentum and

processes. :
First, there is the notion of corrective education. It is exemplified inthe
following passage, taken from a Justice Department publication:

First of all, we would want to inculcate in the delinquent a value of
making rational decisions (as opposed to impulsive decisions). Sec-
ondly, we would want this person to tolerate working with problems of
any sort (ie. educational, sccial emotional) by staying with a problem
and by developing and testing alternative solutions. These goals are
based on the assumption that meaningful corrective learning mbe
internalized and not extrinsically directed. Corrective learning b4
intrinsically and immediately rewarding and not contingent on external
reinfoicement and activated by material promised or aversive conse-
quences, no Matter how well intended these may be. (Glavin, 1965,

There is a moral and ethical element to this notion, with responsibility as an
*integral factor. Ip institutional language and in other types of corrective pro-
grams for tr‘dubled or delinquent youth, it is phrased as the desire to “get
them to Be responsible.” NN '
Second, is the notion of education for self reliance. In this context, edu-
ion serves as a force for development of tha individual and for the com-
munity of which he or she is a part. It attempts to eliminate dependency
upon the covert external factors which created the condition. Education for

- self reliance seéks to:

1. Prepare youth to cope with varying situations and circumstances.
2. Assist with the critical period of transition from work (job) into a career
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orientation for the benefit of seif and society.

3. Focus on the person, with guidance from Maslow and Erikson.

4. Utilize action oriented methods such as adventure education or Outward
Bound modes which are used to develop individual survival potential.

Education for self reliance is basfally concerned with transforming the
individual/community forces, without neglecting one for the other. It is social
system oriented. For instance, those who propose education for self reliance
are concerned about the efficacy of providing highly individualized education
in special programs and then returning youngsters to the same social con-
ditions from which they came. These programs of self reliance attempt to

ange the social context and then to try to work on the “learning disability."
t is a process of Education for Critical Consciousness (Freire, 1973).

Third, there is the_notion of education as an environmental enterprise—
not simply as an application to people, but to organizations and systems. In
this type of education, the task is to educate the criminal justice system and
the educational system. The subject is problem solving, interdependency,
how to create a learning environment, and how to' promote human relations.

A curriculum involving concepts of large system change, attention to or-
ganizational climate, and ways of improving the processes of treatment and
education is important. The nature of the organizational world and how it

responds to change are educational targets. Environments that are unre-

sponsive to education create alienation, disrupt development, and incarcer-
ate the spirit of learning so essentia‘;léte youth and human resource devel-

part of its emphasis.

The fourth notion is the most neglected, and is aiso the one that creates
most difficulty for specil education as a field. Some call it optimal education
or the process of developing creative potential. Aithough infrequently con-
sidered important, it has been a part of the literature for some time. Slavson’s

- work, Re-Educating the Delinquent Through Group Community Participation

(1961), and his somewnhat bizarre notion of releasing creative potential is the
basis for this form of educational program. .

Troubled or delinquent youth reprasent one of the most resoyrceful and

creative populations to be found. They display leadership; they understand
human relations. These youth can identify a phony in a couple af seconds.
They can organize overtly and covertly, and often have a keen sense of
problem solving, including how to incorporate technology into their activities.
The task of releasing these creative powers invoives the reeducation of
value systems. It is often a matter of rehabilitating latent creative ability that
youth have developed in the course of growing up. HoWever.\thqlre is one
caution. This reeducational process binds all to it, both the teacher and
those who are taught. One cannot teach that which has not been personally
internalized. In order to release. creative power, in the sense of developing
optimal educational programs, special education has a fair way to go.

-

O The ideas and conceptsf‘ previously described were developed in the
course of direct work with alienated youth.. in one sense, they grew over a
three year period of observation and naturalistic inquiry involving a group
home for seriously troubled boys, the staff of the group home, and the de-
partment of social welfare .serving as court appointed guardians. In another
sense, these data are avajlahle in any setting where sensitive educators
wish to seek it out énd eﬁ:z-\l\s meaning. - '

-
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elopment and inservice training as

- education for self eliance

Programs of self reliance attempt to
change the social context. -

Education as an environmental
enterprise seeks to educate the criminal
justice and educational systems.

Delinquent youth represent a ]
resourceful and creative population.

QOne cannot teach that which has not
been internalized.

A PROGRAM FOR SELF RELIANCE
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Over a three year period, the author worked in the group home, first in a
traditional consulting stance based upon mental health consultation practice.
This included offering services in educational psychology, organizational de-
velopment, and weekly therapeutic case analysis. Once a background of
experience and a more careful needs assessment had been completed, a-
better understanding was reached concerning the problems and dilemmas
of providing a relevant program for these special youth, and a consultant
role was established to enhance development and growth. .
. Alienation is an appropriate conceptual framework for describing these
Alienation is far more debilitating than  youth. Taken literally, alienation means not belonging. This condition is far
. serious emotional disturbance.  more debilitating than serious emotional disturbance, which is our usu
' N special edycation rubric. These young people had experienced repe‘ateilg
involvement with the juvenile justice, mental health, social welfare, and ed-
& ucational systems. They were all urhan youth, all wards of the court, and
some had successfully engaged in a feral existence until caught. They were
‘ all Black -or of mixed parentage. Some knew of their parents and siblings,
while others did not. Alcoholism, drug dependency, violent crime, physical
abuse, prostitution, homosexuality, prison sentences, and court appear-
ances were prevalent and routine among these eleven or so boys, ages-t3 /
¥ 19. They fit into the formulation of the alienation syndrome described by .-
Gould (1964), which includes the following characteristics: ,
Devaluation of peers. \
Generalized distrust of others.
Rejection of socially approved modes of interpersonal conduct.
Sacial introversion. .
Psychic and somatic complaints. N
. % . Conflict and poor impulse control.

R A S

‘

These areas of concern, along with a pervasive cynicism, pessimism,
apathy, and emotional disturbance, were the sociopsychological factors fac-
ing those who were to work with these young people within the group home

Youth were alienated from others, from  context. These youth were alienated in a variety of ways: from others; from
the community, and from themselves.  the community, and from themselves. What was required was a special
' © program, which we began to call socioeducation..

Educationally relevant problem areas were reflected in long histories of
social, emotional, educational, and personal failure, some stemming from
the day of birth in those born to mothers who were young teenagers (13 to
14) themselves. Massive developmental problems (such as delayed speech),
upper respiratory diseases, child abuse, physical impairment, and rg;urring
problems 6f health and diet which negatively affected physical growth were

\ = _ also present. Many of these youth had been hospitalized for operations and

Although gaps existed, there were  illn@sses. Although gaps in socialization and education existed, there were

definite areas of intact ability. definite areas of intact ability, both intellectual and academic. Because of

g the prevalence of health problems, part of the program involved teaching

‘ health and nutrition, attending to physical complaints quickly, arranging and

. following through on medical treatments, and providing counseling about self
care, sanitation, and care of the body.

, Another constellation of factors involved a basic set of psychological prob-

. / lems growing out of interactions with people and institutions. These involved

Feelings of being discarded and  deep feelings of being discarded and unwanted, of being shifted from system

unwantéd were present. o System, from judge to judge. Many had lived for periods of time on hospital

and mental institution wards, in temporary foster homes, in the cottages of

institutions for the neglected, or in orphanages. They could describe nu- *

-
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merous relationships with foster parents, social workers, child care workers,
2 ‘the day shift, the night shift, student therapists, and other trainees who pro-
fessed genuine desire to be of help, but vanished when their training was
over. They had experienced several reorganjzations and reassignments of
personnel. . -
". “Consequently, these boys could not develop feelings or relat:onshnps The boys could not develop feelings or
based upon trust. They had lived and been socialized in environments of  relationships based on trust. oo
total mistrust and, as a result, had serious affective learning disabiities.
There was always a'boundary between “me" and “them.” We were often
told point blank that we could never understand them, and they were psy-
chologlcally correct. Educationally, we attempted to focus on the “here and
now'" of this experience, what is happennng in this ‘place, since, “home” was™
not a well developed concept among these youth. The attempt wastoenable ~ . =
these youngsters to become observers in their present environment and to. 4
verhalize their observations without making compansons to what had gone \\
on before.
Still another problem area was the tendency of the professnonal workers  Professional workers tended to view
to view these boys as objects. They were seen as part of a caseload, as  them as objects.
clients, and therefore quite different from the workers or their own children. _
While there was considerable rhetoric about empathy, there was usually the - ’ e .
feeling that these youngsters were “damaged,” The workers believed that . .
Bill and Joe were objects who were.im need of their services, objects who Q
had to be treated, psychologized, case worked, or court ordered. We His- .
covered that this was because the workers themselves could not bear the T
anxiety evoked by the hisforical case material .

/)..
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Youth themselves were foreed to bear
the brunt of worker anxiety.

AN

< L]

Monitoring of feelings was
undeveloped.

Resentment, hostility, and self
depreciation were prevalent.

These youth were repositories of
alienation rather than p%hology.

Workers participated in massive
' collusion.

" other problems will fall into place.

Obijectivation and projective identification were the defense mechanisms
used. Thus the boys themselves were forced to bear the brunt of worker
anxiety. They attempted to build up their own defenses against this uncon-
scious process, but it seldom worked. In the workers' attitudes and basic
beliefs, these youth were sociopsychological objects, altogether different
types of human beings from the professional workers. .

‘Related to this difficulty was the fact that these youth rarely developed the
kind of transference and countertransference that permitted them to form a
therapeutic alliance. They were essentially unable to identify with surrogate
figures, and could not put themselves in.the position of another, even for a
slight moment. Because of the constant shifting in their social and psycho-
logical lives, th@ had not been able to develpp symbolic processes leading
to identification. Their monitoring of feetings about relationships was not
merely shut off—it was in many‘cases undeveloped. .

Finally, as one would expect, the critical problem of developing self esteem
or core-identity was quite serious. “Poor self concept” is a cliché. Literally,

- these youth had very primitive self esteem systems, mainly generalized out

of their disadvantagéd existence. Resentment, hostility, despair, self depre-
ciation, and its ironic component “‘compensatory grandiose behavior” (Clark,
1965) were prevalent. This discovery was made as we began, naively, to
provide cdunseling and supportive therapy. We-were simply unaware that
the core of self esteem built upon alienating processes would be harmful. In
other words, as the counselinggorocess began to take effect, it exposed what
self esteem there was, to thé detriment of both the staff and the individual
youth. Neither could tolerate it, and all sorts of acting out took place.

These findings came, basically from weekly case conferences and from
staff involvement with the youhg.men. A social systems perspective was
adopted as a way of trying to understand the dynamics of the situation. First,
it was recognized that these youth were repositories of alienation rather than
patholegy. and that they were serving as representatives of the problems
found in every social situation. They had become educated and socialized
to be what they were, and it was not simply a matter of chance. .

Specific social and psychological processes had brought these youth to
their present circumstances. Processes in the schools had marked them as
“institution kids,” as products of family breakdown, as members of a class of
“charity-welfare” beings, dependent on the public for their essential caring.
The young men had grown up within these.gystems and now patrticipated in
continued alienation, with the charity-welfare metaphor as their vehicle to
becoming part of the system. - - : :

They had.become educated and socialized to expect foster home exis-
tence and institution&l security. They had Eome to expect that various work-
ers (with their clinical orientations) and schools (with their specigl education
orientation) would-agcommodate to their alienation. In this &?vey were correct.
There was a massive collusion in process, with all parties working diligently
to maintain the system that had been built up. In the author’'s opinion, this
is why 30% to 60% of these youth are assessed as learning disabled. There
exists the spurious notion that if academic learning difficulties are addressed,

. - [™]
The basic strategy developed was to shift f#om an’individual focus and',
approach the group as & whole and the community as a basic entity. Slav-
son's suggestion of group and community participation was accepted. A
Weekly study ‘group (one for the boys and one for the staff) promoted
learning about the group and the processes it uged to defend against study-

ing itself. Tensions experienced within the group and thosg brought about

by the daily issues of community existence were addressed. Since both the
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boys and the staff lived in thé same house, this was an important effort.
-chooling and education were discussed in terms of staff versus youth per-
ceptions. Each youth was required to participate in some sort of formal
cational program. . L '
Consulting staff. attempled to develop the outline of what constitutes a *
functional activity and to help differentiate between the principle of organi-
Qst(i)on (in the sense of coming to organize ohe's life) and the principle of  House rules and regulations weregd™
disorganization. Thus, housé# rules and regulations were jointly established  jointly established.
and debated. The notion of choice was invoked constantly. Because one
p  had control over thoices, one\tberefore was Tresponsible for those choices. :
Community meetings were regularly held. Staff, youth, and the consultant -
built and worked from an agenda of situations that were of concern to the
entire community. These meetings proved invaluable as a way of exploring _ '
the issues and dilgmmas of actual community living, especially the conflict
free realm of human relations that existed within the community. It took
almost a year to develop the recognition that there were indeed conflict free
~ humat relations taking place in this small community. '

: this learning process, the work of Harry Stack Sullivan (1953) and his
rpersonal Theory of Psychiatry‘wasecrucial because of its foundation in
e social sciences-and field theory. The concept of learning as the organi- _
zation\of experience was especially helpful. .Existing anxieties were em- Existing anxieties were employed as
ployed as part of the learning process, building in trial and suecess, rewards part of the learning process.

and purishments, and use of human examples of trial and etror found right
p" within the community. Once there was some basic understanding of-learning
as the organization of experience, other educational tasks could be undgr-
taken. ¥ Cot '
Through persistent interpretation and pointing out of the obvious, foresight
.and ability to predict causation.were developed. Over the first two years, a
major breakthrough for both staff and youth was the development of moti-
vation to achieve. Finally, we were able to' provide a reeducation program
* leading toward self assertion and aggression on behalf of self reliance. As-
piraﬁ'ons were developed, and reality testing became apparent. All the while, Reality testing became apparent.'
however, considerable anxiety existed which had to be carefully managed . '
in order to keep education alive in this program. > »
In group and community meetings, the focus of the consultant's work was
on authority and leadership. Youth were encouraged to-examine their rela-
tionships with those in authority: Staff were provided with opportunities to \ ,
. reassess their views about authority as expertigg rather than power or po-  « ‘
‘sition. Most of all, an effort was made to promote the notion' that creativity
and capacity for affective learning were the proper exercise of authority, and :
that its potential-already existed with the group and the community. By con- ~ The potential for creativity already
stantly providing interpretations dbout the unconscioug forces operating  existed.
within the group, and by becoming a working member of the community, the
&- consultant was able to provide data and make observatiaps in a continuing
pré&ess of action research. . .
Backup systems were also important. Individual counseling was provided ‘ 8
using the Life Space Interview (LSI) as a cou?wseling technique, focusing on N
one goal set by the individual in each session. Anticipatory guidance as a N,
strategy was the chosen method for carrying out LSI. A behavioral program, = A ‘behavioral program focused on
focused on activities of daily living, with the welfare department allowancé  activities of ddily living.
. as-a target/Community meals and periodic camping trips involving solitary
activities were also a part of the activity program. There was a required study
period each evening, as well as severe restriction on the use of television
by both staff and youth. Educational sessions were part of the community
meetings. Everyone was taught surface management of behavior, and com-

Q -
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munity expectations were created so that, in effect, everyone became every-

‘one else's manager. The central core of the socioeducational program was
the regular group and community meetings, where_ all problems and issues
were discussed within a framework of scrutiny, challenge, and criticism of
the group agd the community rather than a particular individual.

PROGRAM FINDINGS O Much was learned as ‘a result of experience with this group of alienated
' boys and dedicated staff. Some of these youth were enabled to become
morte self reliant. The house was a safer, cleaner, more comfortable place -
B to live after a few months. All of the youth were able to function better within
. . , . the educational system, including the development of college potential in a
: few. Others are functioning well in the armed forces and in the marginal work
force. Others still require considerable institutional support, particularly those™
i with histories of serious physical abuse. L ,
External support systems were External support systems were identified that contributed greatly to the
identified.  development of self esteem and determination for change. Alateens, a choir,
and a gym where swimming and weight lifting were available were especially
useful examples. Medications and outpatient psychotherapy were not. The
" ° ~ use of medications, even for enuresis, became part of the drug and alcohol
A\ . problem in the community, while psychotherapy carried the stigma of being
: crazy. i
Considerable difficulty was . Considerable difficulty was encountered in the effort to enlist the pubjic
encountered in the effort to enlist the  school as a partner in learning and as a positive force in promoting growth
public school as a partner.  and development. After several months, it was discovered that many of the

-

-

» . school methods of handling these youth were superficial and abusive. The

schools tended to deny the demography of abuse, neglect, and serious emo-

. ‘ , tional disturbance that were part of the problem. Teachers were insensitive
R : to the alienation syndrome. In many instanceg, they unwittingly reinforced

A and cooperated with this alienation. Rigid school suspension policies usually

existed. It was of great concern that the public schools would never parti-
cipate in our required study (homework) effort, and seidom would the teach-
. ers dttend. our community méetings. They were willing to attend case con-
" parochial schools were more  ferences, but not community meetings. Overall, parochial schools were
- concermed.  found to be much more concerned and sensitive to our sociceducational
program, particularly with their understanding and reinforcement of com-
munity as a concept. .
As these youth began to demonstrate increased self reliance in relation
3 . : to their acadeémic education, we found a need for a strong results-oriented
) tutoring program as part of the educational process and as a backup to
instruction given in the junior and senior high échools. Such a program
should be integral to the group home structure. - .
_ Special education services were not found to be especiall§( helpful, since -
The focus of special education services their focus was isolated from youth needs as staff had defined them. Such
was isolated from youth needs.  ideas as individualized instruction in reading and mathematics and assess-
x 5 . ment of interindividual cognitive abilities would not be helpful for youth whose
- major problem areas demanded value education are, methods to help com-
bat the.;charity-welfare beliefs that prevented them from experiencing the
relevance of academic learning. \ :
“Special education, it appeared, was filled with-as many shoulds and
\ ' oughts as regular education, Our young men wouldn’'t go near these pro-
y : © grams. It was impossible to ignore their vigorous protests that they were not
“retards” or mentally “off.” In most cases they were correct. Staff had great
difficuity explaining their decisions to the-special educators, given the mas-
siva evidence that had been compiled in their child study procedures.
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In addition, much was learned abouf staff, about their training and status
needs, and about the need to learn to manage stress in the living situation.
The regularly scheduled staff group, using the mode of looking at the here
and now of experience, was especially important. It was also important to
teach by example. Doing LSI's with staff around a given behavioral incident
was one of the most important strategies adopted. A staff support program
is essential, but the task'is not simply to be empathic but, more importantly,
to help staff handle their own alienation. An important task was to help them
identify their own unconscious projections into the youth, as well as vice
versa. Moreover, it was essential to stress staff authority, self reliance, and
creativityﬁnstantlx. since all three are required to get eight or more alien-
ated teenagers up in the morning and properly prepared for school.

The consuftant's own learning was extended and broadened during the

course of this work. For instance, it has been known for some time that food -

and feeding rituals, properly managed, are important. Persons who manage
food have special authority and respect. Experiences from residential treat-
ment settings were helpful. However, the extent to which feeding contributed
ta the feeling of being owed something was a new revelation. The boys told
- us, during one period of self assertion, that the social welfare department
gave us x amount of money per boy for food, and they were correct. It turned
out that several of the boys routinely checked the supermarket-tapes and
were acutely aware of the food budget. (Is this evidence of learning disabil-
ities?) Once this data became available in the community meeting, it was
Reouraged as an act of self reliance, and responsibility was rotated among
boys. However, the dynamics of feeding and being owed something by
th§ social welfare department were still present. Effective interventionin this
proCess was never achieved. . .
It was also learned that space is equally important as food, perhaps more
so. Room assignments, territory, and the ability to protect one’s living situ-
ation (one’s bed) were extremely important to these boys. As the relevance
of these forces were revealed, it was possible to better utilize powers of
naturalistic inquiry and observation to assess stages of growth and devel-
opment. Again, once-the affect around space was known, it was possible to
work on the self reliant features, using corrective and seeducational strate-
gies for some and concept building for others. ‘ *
- Finally, numerous needs were neither addressed nor fully understood dur-
ing the course of this work. Above all, it was learned that overt, observable
accurrences among either staff or boys were always precursors to further
Tearning, when properly understood: When a female coworker became preg-
nant, it was observed that many of the boys became tougher, harder to
manage, and more masculine. Others became protective and withdrawn.
Community meetings began to be filled with gender metaphors. Sexual iden-
tity had become an issue, and there was considerable anxiety over the
enforced look they were having to take at their own birth and existence as
males. This was especially-pertinent because the male staff were members
of a refigious order with vows of celibacy very much up front. The pregnancy
- of the worker (and her supervisor) became part of the exploration of sex.
Very quickly, it was learned that a deep.lack of sexual self esteem existed
among the youth and that there were conflicts about sexuality and gender

that were masked by bravado and street machismo. Intimacy was a problem -

for the entire community! As the process of organizing learning from these
experiences progressed, the entire community became more closely knit

and more cohesive in its working relatidnships. Had a sex education program -

N ‘-\‘

been initiated, it is likely that it would have failed miserably! .
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Much was learned . . . about the need
to manage stress.

It was essential to stress staff authority,
self reliance, and creativity.

Feeding contributed to the feeling of
being owed something.

®

Room assignments and territory were
impaortant.

Conflicts about sexuality and gender
were masked by bravado.
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CONVEYING ESSENTIAL MESSAGES

Education for self reliance is essential.

-~

~ -

Staff must be prepared to engage ih
direct advocdacy.

L

2

The milieu must achieve a balance
between treatment and education.

fJ

“Here and now’ content

S

<

) Intercultural education is essential, ~

provides data.

*® &

O This chaptedhas provided a description of one experience with alienated
youth. Because the action research process was not designed to seek out
absolutes, there are no final conclusions. it has been hypothesized that a
process of education for self reliance is essential to the development of these
groups of troubled youth. More work is required. Other experiments should .
be set up and other hypotheses tested. It should be emphasized that this
experience grew out of years of training in psychodynamics tempered by
social systems thinking, basically from a tradition deyeloped at the Tavistock
Institute of Human Relations (Rice, 1965, 1969). Others may have different
ideas. At this point, a list of essential messages is propeséd which can be
compared with the principles stated earlier in this chapter. These messages
may be separated into two groupings. The first relates to broad considera-
tions for socioeducational programing. :

1. The treatment of institutional and social forces that contribute to the per-
sistence of alienation among any group of youngsters must receive care-
ful attention. This is why education for self reliance is environmental in
nature. The process is to some degree sociopolitical, and staff in such
programs must be prepared to engage in direct advocacy on behalf of
youth. For instance, the public school was one of the uncooperative ele-
ments in this procjram and in the community at large. While staff in these
programs are likely to be paid by the same fiscal allocations as the public
school staff, they must negotiate for sufficient independence in order to
criticize and work against certain school practices. This message is es-
sential to the learning of political self reliance by youth. Staff in these
programs are surrogate parents. As such, they have a right to demand '
that schools do what they are charged to do for these youth. It is essential
for youth to learn that political and social change activities are as impor-
tant to them as to any other citizen, particularly when their rights to free
public education are eroded, as they often are.

2+ 2. The milieu of the group home must achieve a balance between treatment

- -and education. An effort was made to shy away from treatment, but it
could not be done. Socioeducation /s a more appropriate term. Sociali-
zation counseling is one strategy, but it should never take the place of
providing education. Staff in these programs must be sufficiently prepared
to understand that their own experiences have educated and socialized
them and that thersfore, the experiences of these youth, no matter how
terrible they may seem, have been part of an educational process. |t is
the process of learning t8 organize and understand experience which is
important in the milieu, rather than the content of the experiences. Staff
must learn to be jn constant touch with their experience. This requires a
treatment. orientation—that of listening with the third ear. The socioedu-
cation process uses “here and now" content as data. Nothing is privileged
or confidential, including staff experience. An essential quality of the so-
cial milieu ¢nust be the capacity to use experience for learning, no matter
how stressful it may be.

3. The sociceducational program must have a firm grounding in values and
culture. Values must be consistently clarified and discussed. The com-
mM as a whole must become acutely aware that culture is important
to the ways in which one values work, play, achievement, time, compe-
ition, affiliation, and power. An essential part of the process of education
for self reliance is some form of intercultural education as a basis for
problem solying. Among the boys in this project, the notion of self identitx
as an African people was useful. It provided a value and cultural base fo

' ~
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developing ethnic°identity and a sense of universal coliectiveness to re-

place the subcultural patterns of the ghetto that were contributing to al-
ienation. For all youth, regardless of ethnicity, there is a base of culture
that can be brought to bear on their situation. They should be helped to
experience it in order to learn that they are connected to the g’hole. to
the society, and to the community.

The second group of messages addresses more specific aspects ofa-

group home program.

1. Each individual is important to the group and community. This message
is essential in programs where staff and youngsters live together. It is all
the more essential where staff and youngsters do not Inve together and
the staff functions in shifts.

2. Structure and order are important. There is a place for rigidity about how )

things are done in the group living situation. Timé boundaries are essen-
tial; space management is critical; and personal time and-space must be
protected by structured and orderly means.

3. Group and community meetings are for everyone. No one is so alienated
or busy that he or she cannot attend.

4. Authority and its therapeutic exercise are vital. Authority means being in
tauch with the right to work, to learn, and to be self reliant. It also indicates

an organizational process whereby one's experience of authority be-

comes data for group inspection. It means involving various authorities

as part of the support system for the sociceducational process. Thus

family members have a role, as do the social welfare department, police,

community agencies, neighbors, and so forth. Developing a strong sense
. of authority and its exercise is essential to education for seif reliance.
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education for self reliance

Structure and order are important.

Authority means being in touch with

the right to work, to learn, and to be .

self reliant.
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- community
and school
_partnership:
youth rights
and the
‘role of

adébcates

margaret beyer

Institutionalized youth, youth with serious family and emotional problems,
those who exhibit severe academic deficiencies, and those who.are chronically
disruptive are desperately in need of sensitive and persistent advocacy. Case
and class advocacy provide two specific approaches to addressing the needs of
young people who are alienated from the school setting. Youth workers tan
facilitate collaboration among educators, parents, and human service agencies
to meet more effectively the unique néed; of individuals and to make school '
attendance a potentially rewarding choice for more young people in our
society.
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O A recent front page newspaper article presented a frightening critique of ADVOICATES FOR YOUTH
" the shortcomings of public education: -

.. .. Its Roger's secret. He hides it from his girl, the guys in his neighbor-
~ " hood, his boss at his pant-time job. . .and the other seniors at Eastern .

High School. . . . After 12 years .in Washington schools, Roger cannot
read. ‘If-| could read, I'd be a different person.’ . . .He has learned little
tricks to get someone ejse to read whatever it is out loud or to find
clues that will let him in on a secret code that everyone else seems to
know: the written word. . . . As each Rus pulls- up, the lanky 19-year-
old tries to figure out which one is the one he takes home every day.
He cannot read the ‘Sherriff Road’ sign that identifies his bus. . . .
Sometimes he looks for the U4 symbol at the top of the bus—he has
memorized that—or he looks for the faces he has seen-before on the
bus that will take him home. (Williams, 1978, p. A1)

What kind of preparation for adult responsibilities are we giving young people
if a graduating senijpr is forced to navigate the city wearing the blinders of
illiteracy? In Roger’'s predominantly Black high school, more than half the
student body has a reading problem; the typical student reads at the sixth
grade level. In 1978, 500 of the school's 1800 students took a “survival
course” to learn basic math and reading skills. Nationally, more than 40%
of all Black 17 year olds are functionally illiterate (Williams, 1978).
Youth-serving professionals were not surprised by this series of articlbs
on the D.C. public schools. Youth workers serve hundreds of teenagers who
cannot read, write, or do arithmetic above an elementary school leével.
Through case advocacy, community based youth services help individual  vouth worker serve many teenagers
young people like Roger compensate for serious academic deficiencies and  with . . . serious academic deficiencies.
school behavior problems. Youth workers broker services for damaged in-
dividuals before it is too late for these young people to participate produc-
tively in our society. Advocatas are also concerned about the broader situ-
ation beyond their individual clients. Class advocacy involves changing and Class advocacy involves improving
improving services for. large numbers of young people. Unfortunately, class  services for large numbers of young
advocacy takes a long time, and many individuals are victims of the un-  people.
changed system before the entire group benefits.
Any yauth worker can’be a case advocate. Educators, social workers,
court staff, mental health workers, and individuals in other youth-serving
agencies can help a troubled young person obtain needed services. A
teacher, for example, tan advocate ‘a special school program for a young
person. A youth worker in a community based counseling program can ad- -
vocate on a youth’s behalf in a school suspension hearing. Class advocates,
on the other hand, are found less frequently in public or private youth-serving
agencies. Class advocates can be lawyers, mental health professionals, or
individuals from a variety of other backgrounds.
Chronic truancy is a symptom of systemic school problems It appears  Chronic truancy is a symptom of
that about half the clients under 16 of youth-serving agencies in D.C. do not  <ystemic school problems. '
attend school. The fact that such a high percentage of young people want
to do something else more than they want to go to school reveals inade- 4
quacies in the school system. In 1976-77, published rates of absenteeism
in the D.C. public schools wére 15% in junior high school and 23% in senior
high school, with some junior and senior high schools averaging more than
one fourth of their students absent from school each day (D.C. Public
"S¢hools, 1978). Nationwide, a 5% truancy rate is typical. In D.C., the chief
attendance officer of the public schools attributed the sharp increase in
truancy in the seventh grade to students’ “trouble dealing with the transition
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disruptive youth in school

Many young people are alienated from

school.

Alienated young people generally have

o

no demonstrated intellectual
deficiencies.

Advoc ates push schools to offer
SUCCESS exporiences.

WHO ARE THE YOUNGC PEOPLE
NEEDING ADVOCACY?

Institutional schools are typically
inferior to public education,

-

from the closenress of a contained classroom to the reom-to-room freedom
of movement in the junior high schools” (Mullin, 1978, p. 225).

Many young people are alienated from school. Some stop attending school
in their early teens, primarily because they cannot do the academic work
and/or cannot conform to the structure of the school setting. Some attend,
but do not participate in the academic process—they are there for social
reasons. Some attend despite being academically far behind their agemates.
Why are Roger and -others like him advanced from grade to grade without
achieving the skill level of each grade? Some school officials indicate that
social promotions are comman, particularly for youth considerably older than
their classmates. .

Some young people have serious family and emotional problems that
interfere with school. Some are in or have been in correctional or mental
institutions and lack the needed special assistance to return to their home
schools. Some have become parents and feel excluded from school.

In general, these alienated young people have no demonstrated intellec-
tual deficiencies. Other obstacles stand in the way of their productive in-
volvement in school. Because they do not fit into the school environment as
it now exists, “a new category of classroom exile has been created—the
pushout, the student who through discriminatory treatment is excluded from
school or else is so alienated by the hostility of the school environment that
he or she leaves” (Southern Regional Council, pp. vii-viii).

The role of the advocate is to encourage schools to develop effective
educational strategies to reach this large group of alianated students. One
sophisticated high school dropout described the changes that advocates
should encourage in the schools.

What you have to write about is how there is nothing for us in school.
Why. did you go to school? Because your parents expected it? My
father's dead and my mother's in jail. . . . Because it's what everyone
else did? My friends are sniffing coke during the day and partying at
night. . . . Because you enjoyed being a good student? | have not at-
tended one day of school when | did not f&el put down; schools have
never had any use for me. ... Because you were going to college?
Welfare doesn't require a high school diploma, and hussling drugs, or
sex, or stolen property is where the good money is in this city. . .. You
have to make schools a place where we would want to go. -

It is the mesponsibility of advocates to make schools offer success experi-
ences. The standard against which schools should be measured is not
merely their effectiveness in teaching motivated students, but in how suc-
cessfully they reach young people with' few academic skills who are alienated
from traditional learning environments.

[O) Institutionalized youth. Young people, in correctional and mental institu-
tions have special school problems. First, institution. schools are typically
inferior to public education. They are often overcrowded, staffed by uncer-
tified teachers, and lacking in supplies, books, and other resources. The
curriculum is generally less creative and less individualized than in other
school settings. Second, such schools are frequently not connected to reg-
ular public schools, resulting in poor transition for youth. In D.C., for example,
the institution schools do not provide transcripts for return to public schools.
Even though hundreds of young people who are detained several months
while awaiting trial attend institution school every day, they are told thattheir
absence from public school attendance will cause tiem to lose that academic
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year. Third, the depression that often follows institutionalization makes
school performance difficult during and after incarceration. Institutionalized
youth need special support to function in school.

53

MONA

Mona has been a ward of the state for most of her 15 years. She was
removed from home as a battered child and placed in a public insti-
tution. She returned to her mother, but was later placed in a foster
family when drug abuse resulted in the mother's hospitalization. She
had learned to survive in institutional settings by looking out for herself
and she was more independent than her foster family could accept.
Mona's emotional neediness pushed her into relationships and street
activities that caused the court to declare her “beyond control." At age
12 she was placed in an institution for status offenders for nearly two
years until the institution was closed. She was returned to her mother,
but Mona found that they could not live together, and she went to a
private agency for help in moving out on her own. With a fifth grade
reading level and third grade arithmetic skills, she could not be placed
in junior high school. The two public schools she had attended had no
records, and institution schools gave no progress reports to facilitate
return to regular school.

Youth whose family and emotional problems interfere with school. A large
and ilt defined group of young people are those with family and emotional
problems th,a(t prevent them from participating in school effectively. Some,
but not all, of them are officially labeled “emotionally disturbed.” A compar-
ison of runaways with their non-tunaway siblings (Beyer, 1974) found that
those youth who left home had significantly more problems getting along
with parents, experienced more scheool difficulties, and were significantly
more depressed and lower in self esteem. Runaways' multiple problems
interact with each other. fighting at home promotes inattention and poor
motivation in school; poor academic performance antagonizes parents; and
parental criticism lowers self esteem. These data generalize to young people
who do not run away but whose disruptive emotional and family problems
adversely affect their school performance. Young people who are homeless
may be particularly unable to participate in school because their lives are so
uprooted. Increasingly, crisis intervention services are faced with the task of

pTéc“nng youth who can no longer live at home (Beyer & ®Ruritz, 1979).
w

TAWANNA
Tawanna stopped going to school when she was 13. Her mother was
an alcoholic and Tawanna had responsibilities for younger siblings. Her
nonattendance apparently did not originate with any learning disability.
She started coming to school late becau he was getting the family
ready in the morning. Missing Med to conflict with school
officials and her gradual withdraWal from school. The clash between
her home and school responsibilities was never understood by attend-

ance staff. A year later, Tawanna felt that school just didn't fit into her
life, regardless of her intellectual potential or educational needs.

\ 3
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Depression that often follows
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institutionalization makes school
performance difficult.

Runaways’ multiple problems interact
with each other.
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disruptive youth in school . 4

Youth with severe academic deficiencies. Many young people, especially
in urban sthool systems, fail to learn up to their potential. They often begin .

functioning below grade level in elementary scheol, but special assistance

with learning during these early years generally is not offered. Some theorists

have accounted for these difficulties with the “learning disabled” label, while

: : others have viewed them as the result of “cultural deprivation.” When un-

_ The learning problems of childhood derachievement is not diagnosed until high school, the learning problems of

" often are ohscured by social factors. childhood often are abscured by social factors, and remedies~that would

have been appropriate in elementary school have become impractical.

To be confident about the reading level of a teenager functioning far below
grade level, it is necessary to administer several reading tests. Youth often -
memorize 150 or more common words (usually many of those found on
reading tests) without developing any word attack skills. Consequently, their
reading problems may be disguised if only one measure of reading ability
is administered. For teenagers whose performance on tests indicates that

. they may have been learning disabled in childhood, visual perceptual training

T is probably no longer appropriate. What is needed is a creative approach to

' teaching basic reading. Project READ in Silver Spring, Maryland is a national
program disseminating such techniques among youth workers. .

Some young people performing poorly in_school have undiagnosed de-
velopmental disabilities such as retardation or other learning problems. Fail-
ure to achieve in school can also be attributed to a wide variety of other
factors. Physical problems, such as poor nutrition or lack of sleep, can in-
terfere with a young person's alertness in school. Many students do not
receive sufficient intellectual stimulatjon from family or peers. Television has
replaced reading as an afterschool activity, leaving many young people dis-

- interested in intellectual pursuits. : .

In many cases, poor performance is the result of the school's insufficient :
efforts to reach underachievers. The quiet underachiever can sit in the back
of the class for years, unnoticed by overwhelmed teachers, years behind
other students in academic achievement, and promoted with no gpecial as-
sistance. The acting out underachiever, however, is, noticed. Although the
student may be removed from the classroom, it is usually misbehavior that
provokes this response. School staff often do noksee that acting out behavior
is the result of their own inattention to learning problems. The responsibility -
lies with the school system to identify the underlying cause of failure to
achieve in school.

—_— | ' TYRONE
. Tyrone is 16 and illiterate. He was a walk-in at a youth employment

program where he indicated that he wanted to work in construction.
The job counselor helped him complete the application 4ithout realizing
the severity of his reading problem. Since Tyrone hag dropped out of
seventh grade, the counselor initially encouraged him to go to evening
adult education classes. On a second visit, when it was discovered that
Tyrone could not read, he was referred to a basic skills class for stu-
dents functioning below grade 4. His progress in the individualizg

program helped counteract his low self esteem and his hopelessne Rt

. \__,/l about the future.
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Youth excluded from schdol for other reasons. Youth who are consistently
disruptive or who become parents or prostitutes are examples of other young
people who need specigl assistance if they are to get an education. Young
people who fight or are explosive in school often want attention and/or feel
frustrated in the school setting. Disciplinary action is*less appropriate than
special attention directed td their frustration and need for attention. Unfor-

tunately, these youth are threatening to school staff and thus are often ex-

pelled without supportive assistance.
The school problems of teenage parents are numerous. Although it may
be personally less embarrassing than in the past for a student to participate

_in class through late pregnancy, teachers and administrators often remain

uncomfonablq,To the extent that the pregnancy is the result of the young
person’s desire to give meaning to her life, attendance at s
following childbirth may seem senseless. Most schools do little to counteract
the feeling of permanent exclusion for young peopje who redefine them-
selves as a result of parenthood. Schqols are generally not a resource for
parent education; few offer daycare; and most are not designed to fit the
schedule of a working parent or a parent who can only arrange childcare in

~ the evening. Adult education programs are typically not designed for parents

who are younger than 15 and who have special emotional as well as aca-
demic needs.

In general, the need for shelter, money, or someone to take care of them

are the motivations for téenage prostitution. Because of their immaturity,
adolescents may become dependent on adults who victimize them, but there
is little evidence to suggest that psychopathology is the origin of teenage
prostitution. Nevertheless, young people whose emotional neediness makes
them ulnerable to victimization should have couns®ling and alternative
housihg made available to them. School staff may be able to identify and
help these young people before victimization occurs. The school may be the
last agency in contact with a young person who drops 6ut to become a
prostitute. On the other hand, the school is not gn alternative to illicit activity;
it cannot provide shelter, money, or adult protection. Many young people do
not view the school as a vehicle for self improvement. Thus, the young
prostitute—in one of the few lucrative jobs available to teenagers—is likely
to turn away from school and find it difficult to return when illicit activity no
longer meets physical or.emotional needs.

L

DEB
Deb had always been an underachiever in school. She seemed bnghter
than her performance indicated. At 15, her school participation became
progressively worse. Initially she seemed more withdrawn and unin-
volved; then her attendance became irregular. One worried teacher
. asked her if she had problems at home, but Deb’'s response was
guarded. The teachers did not reach anyone at home, and were at a
loss about what to do. Deb was living with her boyfriend, and he had
asked her to support them through prostitution. At first her life was
stable enough to allow her to continue in school in a limited way, and
she was relatively satisfied. But when she wanted to leave her boy-
friend and cease illicit activities, Deb had already cut the ties with home
and school through which she might have obtained helé. '
- [

»
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Young people who fight often feel
frustrated in the school setting.

Schools are generally not a resource for
parent education.

Need for shelter, money . . . are
motivations for teenage prostitution.

School staff may be able to help before
victimization occurs.
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dissuptive youth in &« houl

YOUTH RIGHTS: THE PREMISE OF

ADVOCACY

Right to quality care iy the fundamental

principle behind advocacy.

Youth whose parents feel powerless
may need the support of advacates.

. Rights of young people have been
tested in areas of classification and

special education.

0 Mechanisms to insure quality education do not exist in many settings.
and young people, like other disenfranchised groups. are often poorly
served. That they have a right to quality care, however, is the fundamental
principle behind advocacy on their behalf. Justice Douglas, in a famous
Supreme Court case regarding the Amish (Wisconsin v. Yoder, 1972), es-
sentially established the framework for standards of quality care for youth:
“It is the future of the student—not the future of the parents—that is imper-
iled” (p. 246).

“The basic rights of young people are often vBtated.«F‘articularly vulnerable
are children and youth who lack support systems to help them fight for their
rights. Most young people with concerned, articulate parents who are not
overwr]elmed with financial problems do have the needed support; if they do
not get high quality care, their parents will struggle to get it for them. Youth
whose parents feel powerless.may need the support of advocates to obtain
quality services.

Traditionally, the law has defined a child’s best interests as synonymous
with those of the parents. (The major exception has been in situations where
the state is authorized to intervene in family life under the doctrine of parens

patriae.) Legal reform efforts have extended children’s rights and recognized
* the following unique interests of children as legally- enforceable: )

1. Protection for equal care. Young people have the right to expect care
equivalent to that given to adults.

2. Right to assert their own interests. Young people have the right to have
their interests heard separately from those of their guardians, teachers,
and others.

3. Guarantee of special care. Young people with special needs have the
right to receive appropriate assistance.

Over the past decade, these rights have been tested, particularly in the areas
of student classification and special education. Legal reform efforts asserting
the right of students to appropriate education have provided a foundation for
advocacy on behalf of students with special needs. :
Through ability grouping, special education placement, and exclusion of
“uneducable" children, schools have classified students out of quality edu-
cation:

Exclusion is almost invariably a one-way ticket out of school; movement
between special and regular programs or between slow and advanced
ability groups is infrequent. Second, their consequences are both sig-
nificant and difficult to reverse: the child barred from school as ‘ine-
ducable’ becomes more difficult to educate because of his or her ex-
clusion. . . . Third, the questionable bases for these softing decisions
suggest that the possibility of misclassification and consequent serious
injury to the child, |s-S|gnmcant . .Each of these classifications carries
the potential of stlgmatlzmg students (Kirp, 1974, pp. 284-285)

Biased classmcatuon systqms and stigmatizing exclusion from regular school
have been found to be in violation of children's rights, and the right not to
be excluded from regular classrooms because of special needs has been
asserted.

The most famous legal case challenging classmcatlon of students oc-
curred in Washington, D.C. (Hobson v. Hansen, 1967). Tracking in the D.C.
schools was abolished because it was found to be racially and economically
biased and caused educational harm to children. At that time, a study cited
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in that suit found that two thlrds of the students placed in special classes in
fact belonged in the regular program!

Another Washington, D.C. case, Mills v. Board of Educat:on (1972), ruled
that, based on the potential stigma of exclusion or assignment to special
classes, placement in a regular school program, supplemented with special
help, should be the usual process, inapplicable only when the school can
demonstrate that another alternative offers substantially greater benefit to
the individual. This case also specified the procedural tights of a young
person and parent when special education placement was to be considered.
- Although its intent was to avoid labeling children, in actua practice main- In practice, mainstreaming has given
streaming in the District of Columbia has given the school system an excuse  the school system an excuse not to,
not to serve children with ial needs. Only the most severely handicapped serve children.
are educated in special schools. Parents are assured that it is 8ocially ben-
eficial for a child with special needs to remain with- his or her glassmates .
with a minimum of special assistance. :

Legal reform in the area of student classification focused on ove nélusnon
of some children in separate schools which their needs did not jus\\ ' s
more recent federal law guarantees an appropriate education for all

capped students, although sometimes underinclusion results from the pre§- .

sure to mainstream. Youth advocates can play a vital role in insuring tha
the school offers a young person an individually appropnate education with-
out adverse labeling. . f

O The term “child advocacy” came into prominence as a result of the réport Hoyv'CAN AN ABVOCATE HELP
. of the 1969 Joint Commission on the Mental Health of Children. Advocacy =~ YOUNG PEOPLE WITH SCHOOL

was widely discussed at the 1970 White House Conference on Children and PROBLEMS?

the 1971 White House Conference on Youth. Lourie and Lourie (1972, pp.

401, 403) defined advocacy as “generally used to mean ‘making a fuss in

behalf of a cause’.... Almost any action toward realizing a goal still un-

realized could be called advocacy.” Basically, Lourie arid Lourie developel

the Joint Comniission's notion of internal class advocacy, as opposed to

individual case advocacy and external class advocacy descri#ed in this

chapter. The thrust of the Commission was to develop internal child advo-

cacy agencies within all levels of government to improve gervice delivery

systems. The Joint Commission played a role in the emerge the Office

of Child Development as a federal advocate. Nevertheless, di

input from the outside (from parents, youth-serving staff, and

to improve services continues to be a necessary form of adv
-The role of the advocate is to help the student (and parent) recelve all  The role of the advocate is to secure

needed services from the school. Throughout this chapter, youth needs are  needed services from the school.

defined as the focus of the advocate. Ideally, advocate and parent become

g'artners in obtaining better services from the schools. In many cases, it is

required that the parent—and not another concerned adult—request infor-

mation or action by the school\ln some cases, the advocste cannot work

with the parent, whose lack of cooperation should not be permitted to ‘render

the advocacy effort ineffective. Ideally, advocates and parents help improve

educational services to individuals and groups’ of youth. Such partnerships

require nurturing by parents and advocates who are willing to learn how to

communicate effectively with each other and how to combme their different

strengths to ‘ﬂ: advantage of young people.
Advocates can help individual young people negotiate the complex special

education process to obtain-a school program that is responsive to their

needs. Advocates can appear with students at disciplinary hearings to help

-avoid expul'sion\and to obtain school services and programs designed to
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Case-advocaCy pushes the school to
respond to the student as an individual.

.

P.L. 94-142 reduire.\ free, appropriate
education as well as support services.

Advocates must help student and
parent identify the school problem.

Advocates should pursue solutions
within the school bureaucracy.

prevent future behavior problems. A special education setting or counsellng
can be arranged by the advocate to counteract alienation in school. Basi-
cally. this type of advocacy, referred to as case advocacy, pushes the school
to respond to the student as an individual.

A young person experiencing difficulties in school may require the assis-

tance of a parent or youth worker to encourage the school system to respond
to individual needs. Public schoqls are required to provide help in learning, -
tailored to each youth’s unique ‘requirements, to every child ages 3 to 21
inclusive. Public Law 94-142 requires public schools to insure that all hand-
icapped children have avaulable to them a free, appropriate education and
any related support services (such as counseling, recreation, and limited
medical services for purposes of diagnosis and evaluation) necessary to
enable them to partncnpate effectively in that education. "

Obstacles to effective advocacy by, parents and youth workers on behalf
of youth with special education needs include:

1. Feeling overwhelmed by the school bureaucracy and cynical about get-
ting the school system to respond to student needs.

2. Unfamiliarity with the regulations governing special education.

3. Reluctance to encourage negative labeling of youth, coupled with lack of
awareness concerning the special services available (0 students with
problems.

4. Difficulties in fulfilling the role of Qonsnstant case manager in moving the
special education process forward.

The advocate working with an individual youn§ person must help the stu-
dent (and parent) identify the problems being experienced in school. These
should be described by the young person. Additional information, especially
concerning the history of the problem, should be collected from the parent.
Sympathetic teachers can also help identify the problem. Where learning
didhhbilities are s cted, educational testing will identi grade level at
which the young person is currently functioning, as well st and present
learning problems.

The advocate should then help the young person (ang parent) develop an
optimal solution to the educational problem. Does the young person want a
vocational education program, or would it be preferable to obtain half-day
school release for a separate job training program? Does the young person
want and need a special education classroom to learn basic reading and
arithmetic?

The advocate should pursue the solution within the school bureaucracy.
The advocate must (a) know the legally required ste?ﬁ in the special edu- -
cation process, (b) push for follow through at each step, (c) document what
occurs at each step, (d) go to a higher authority when necessary, and (e)
seek legal assistance when the school system is unresponsive.

Step 1: Initiating special education. If a young person needs special edu-
cational assistance, the advocate (and parent) should meet with the school

A

~—

principal. The problem and desired solutions should be presented, perhaps '

in writing. The school staff may indicate that the student's probl\ems are not

‘severe and can be handled within the school through special services. If the

parént elects to have the student try these school based services, another
conference and written progress report should be requested with school staff
after the student has participated for one ‘marking period or a length of time
not,exceeding three months. At that point the parent can elect to have the
student continue in the present school program or to pursue special edu-
cation outside that school.
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The advocate~rr;aj suspect that the school's suggestion of school based
programing is an avoidance of the. student's serious needs. (For example,
it may be unrealistic to.expect a young person who has been absent for
more than six months to return to public school.) Most school systems have
a method for the parent or advocate to request a formal special education
evaluation. Parent permission is usually required for schpol administration
of psychological tests. The advocate can contact the Directo® of Special
Education if the youth's school does not respond to a request for evaluation.
The advocate must note the date on which the form requesting special ed-
ucation evaluation was signed in order to decument tlm gxcessive time has
elapsed between request and evaluation. ‘

‘Step 2: The evaluation process. The law encourages parents and advocates

to participate in Qll discussions about the st In addition to
testing, the evaluation process relies on discyssions among sgecial educa-
tors and others concerned about the young person. .

The educational team that evaluates students for special education will
include school staff who administer tests, those familiar with treatment pos-
sibilities, and individuals brought to discyssions by the parent. Minimally,

such d%eam will include a special education specialist, a psychologist, and ‘

a school administrator. A vafiety of tests that are racially and culturally non-
discriminatdry are required by law to get a complete picture of the student's
educational needs. Assessments must take into account any special con-
ditions such as the child's inability to speak English.or a particular handicap.

' Asthe Children’'s-Defense Fund (CDF, 1978) has cautioned parents:

Poor and minority students have been misclassified as mentally re-
tarded by many school distri¢ts. Be stwa that the evaluation process
gets at allyour child's special needs. Be sure the program you agree
to provides alt the services your child needs. Do not let your child be
dumped in an inappropriate class because of racial or cultural discrim-
ination in your school district..(p. 10) .

The advocate can arrange to have an outside evaluator submit a report of
independent findings to the education team evaluating the young person, if
desired. .

When the evaluation is finished, the team will meet to decide whether or
not the young person is eligible for special educatior. This process should
take no longer than 30 days following the formal request for evaluation (de-
pending on school district rules}. and advocates stiould call the team to
insure that they are moving promptly. The advochte and parent should attend
the team meeting to discuss the test results. If they have questions about
the validity of the results' or of the decision regarding the need for special
éducation, they shquld ask for additional evaluation.

Step 3: The Individualized Education Program (IEP). The |EP is the written
statement that outlines, among other components, the specific eduéational
services considered appropriate for the student. The IEP describes (a) an-
nual educational goals and short term objectives far the student's achieve-
ment; and (b) specific educational services the scl%ool will provide to help
achieve those goals. The |EP also reports present levels of educational
performance and progress the student is expected to make, as well as ap-
propriate objective criteria and evaluation procedures. The IEP must be de-
veloped within 30 days of a determination that special education is required.

The law requires the school to notify the parent of the IEP development
mg‘eting, but parent and advocate should discuss the evaluation and tenta-
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It may be unrealistic to expect a young
person out of school for more than six
monthglo return.
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outside evaluator submit a report.
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Advac ate and parent should attend the
team meeting to discuss test results.



60 :-. : -

distuptive youth in school g /

. tive plans with individuals on the team and, if necessary, with outside con-
sultants. In the District of Columbia, the team meeting to decide whether the
. - evaluation justifies special education and the IEP development meeting oc-
Many parents are caught unprepared.  cur on the same day. Thus. many parents who attend are caught unprepared
‘ : to plan a speéial program for the young person. The advocate and parent
must have a tentative scheduﬂ for these meetings to enable them to be fully.

@ e ‘ _prepared. " ‘ '
- The parent (and advocate) stipuld have a copy of the IEP to facilitate
assessment of the student's progress and hold the school to what it prom-*
ises. In D.C., pgrental consent is required before the sGhool system can

move ahead onfthe |EP; any dissatisfactions with the school's plan should
+  be presented in writing, and, a hearing can be requested. -
Advocates should insure that the [EP is The advocate should insure that the IEP.includes detailed information

. detailed.  about what the youth needs, what the school will do to meet those needs,
‘what other support services are necessary, and how the program's effec-
tiveness will be monitored. ' s

For many parents, IEP conferences may be the first time they've been
at meeti;f_;s with schoel officials and professionals—and they may feel
unsure of themselves. It helps to remember that you, as a parent, have
a unique understanding of your child—and a point of view that must
be heard. . . . If you don't understand what the professionals are saying,
ask questions. . . . It's important that parents really are equal partners
with educators in exchanging opinions and evaluating what is pro-
posed. This takes preparation—advocacy groups in every state should
develop training programs for. parents to get down to the nuts and bolts
of school conference participation. (CDF, 1978, pp. 15-16)

Step 4: Special education placement. Although the taw requires implemen-
Advocates should request a hearing if  tation of the IEP as speedily as possible, the $pecial education placement
placement is not handled with often takes several months once parental consent has been recéived. The
appropriate speed.  advocate should request a hearing if the placement is not handled with
. appropriate speed. Within each school system, several types of special ed-

ucation resources may be available: ‘

1. Supportive, services provided in conjunction with regular classroom en-
roliment. : : ' -
] 2. Special, self contained classes in the regular school. rgbd :
. - 3. Special schools for mentally retarded, emotionally distu , learning dis-
abled, communicatioq@disordered. and physically handicapped youth.
- 4. Private schools. N : ‘

If there are no suitable programs within the public schools, the school system
N > is obliged to lecate and finance placement in a private program, often outside
One role for advocates is to locate and  the area. One role for the advocate is to locate and propose a private pro-
propose private programs.  gram that might meet the needs of the young person.
Participation in the special education placement process requires that ad-
. vocate (and parent) help decide which of these options is best for the stu-
dent. Separating a student with special needs from more “normal” class-
‘ Q mates can be a confusing issue for advocates wanting to act in the best
- * Yinterests of the student. )

‘ The law recognizes that it's important for your child to have the expe-

) rience of functioning ingthe real world with "all kinds of children. . ..
Schools are therefore rﬁquired to educate your child—to as great an

extent as possible~in regular school settings with non-handicapped

. children of the same age group. Only if your child's needs are 5o special
‘ : * , . - :
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that they can't be met in a regular class with additional aids and serv-
ices should placement in a separate area be considered. Even then
the special separate class placement should be limited. . . . This does
not mean that your child can be put in a regular class |ust to sit in the
back or to be ignored. (CDF, 1978, p. 9) )

Step 5: Monitoring the special education placement. To follow up imple-
mentation of the IEP, the advocate should make periodic checks with the
young person for the first six months. At minimum, a formal |EP review is
required annually. The pArent can request a review &t any point and shauld
do so if the placement appears not to be meeting the student's needs or if
the IEP should be altered because of changes in those needs. “Don't wait
a year. It's necessary to keep a dialogue between school and home going,
to observe what's really happening. Be alert and sensitive to how your child
is doing” (CDF, 1978, p. 17).

Step 6: What can the advocate do if the special education process seems
ihadequate for th# student? The parent and advocate may believe that the
student’'s specigl needs have not been thoughtfully evaluated -or that the
diagnostic or pjacement processes are taking too long. Sometimes the
school may notfe responsive to the parent's/advocate's complaints about
the special edygation process. If efforts to persuade the school systam to
comply with th®4aw have.failed, contact a legal representative through legal
sarvices (or through a local law school which may have supervised students
practicing in a legal clinic). A fearing may be requested by the parent at any
point during the special tion process. Since the decision of the hearing
officer ispased only on evidence presented at the hearing, advocates should
insure that as much information about the child as possible is presented,
including separate evaluations where necessary. Thg rights of parent and
student at such hearings include: -

1. The hearing must be scheduled at a convenient time and place.

2. The parent may examine the student’s school record and evaluations
prior to the hearings.

3. School staff presenting evidence may be cross examined by the parent

4. The parent may have a copy of the hearing record.

5. A lawyer may represent the student/parent.

Generally, impoverished parents should be able to obtain free Iegal' rep-
resentation at such a hearing. If the hearing_decision is not favorable, an
administrative appeal to the State Depaitment of Education is the appropri
ate next step, followed by a legal appeal to the district court if necessary.
Advocates can help in the filing-of a complajny/with the federal Office of Civil
Rights as well as a lawsuit against the school systefn for failing to provide
appropriate services for the student.

Example: Advocacy on behalf of suspended students. School suspensions
are an area where advocacy efforts have been effective. In a 1975 study,
The Children's Defense Fund found that the use of suspensions in public
schools has reached mammoth proportions. The vast majority of schook
suspensions were for nondangerous, nonviolent offenses that did not have
- sariously disruptive effects on the education process. Proportionately, the
study .revealed: that suspensions hurt more children who are Black, poor,
alder, and male. Policies regarding suspensions vary wndely. even between
schoqls in.one district, and are often not published.

The graat majority of suspensions do not serve any demonstrated valld
interests of children or schools. . . Suspensions . . . have become a
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Advocates c¢an push for alternative
approaches ather thdn removing the

student. .

1 4
Avoid the expediency of lumping
behavior problems and learning
handicaps together.

The first goal is to avoid lengthy”

exclusion.

crutch enabling school people to avoid the tougher issues of ineffective
and inflexible school programs; pcor communication with students, par-
ents, and community; and a lack of understanding about and commit-
ment to serving children from many different backgrounds and with
many different needs.. (CDF, 1975, pp. 9-10)

Advocates can push for alternative approaches to discipline other than
removing the student from school. The advocate should encourage school
staff to provide programs to meet the needs of youth who present chronic
disciplinary *problems. The Children’s Defense Fund describes a variety of
these alternatives, ranging from temparary inschool programs responding to
immediate discipline needs to out ¢f school programs providing a separate
setting for troubled students. Other alternatives to traditional handling of
school discipline problems include individual behavior contracts between
student and administration officials, an ombudsman to mediate betweep
students and teachers; and peer counseling to assist students in handling
stress. Special programs to instruct teachers in how to respond to the need
for attention expressed by students have also been successful. CDF cau-
tiens that for these programs to be successful they rhust be “impeccably
tailored to the local situation” (CDF, 1975, p. 108). Somae of these programs
could be adapted to respond to alienated studentyﬁfg are not served by
special education. Advocates should, however, guard against the expe-~
diency of lumping behavior problems and learning handicaps together.
Adapting the Children's Defense Fund recommendations to parents for ob-
taining fair disciplinary procedures and a reduction of school suspensions,
advocates can help young people and their parents to:

1. Know what information is available. (The Office of Civil Rights records
the nuthbér of suspended and expelled children.)

Make complaints to the Office of Civil Rights.

Refuse to accept bureaucratic excuses-for inaction.

Demand suspension reasons in writing.

Remind school officials that they are required to educate alt:students.
Remove the student from a troubling situation, but not from school.
Encourage redefinition of fair authority and disciplinary procedures, in-
corporating humanitarian flexibility.

Develop alternatives to suspension.

NoosrN

@

In some school districts where disciplinary codes and suspension proce-
dures have been developed, the student cannot be arbitrarily excluded and
has a right to a hearing with notice. An important role for the case advocate
is to help the student (and parent) present his/her own perspective on the
behavior that led to §uspension. Often in these cases the student has pre-
viously been in conflict with school staff, leading to a desire to push the
student out of school. -

The xﬁrst goal of the advocate in the hearing is to avoid lengthy exclusion
o'?e student. Second, the advocate should preserit a clear picture of the
student's needs. Perhaps frustration in the classroom results in acting out.
Perhaps the individual is experiencing serious family problems that are caus-
ing generalized hostility. Perhaps there is a personal conflict between the
student and a school staff person. The advocate's third goal in a suspension

_hearing is to reach agreement with the school about the specific response
to be made to the student's needs. The school’is required to educate, not

~
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exclude, the student. In some cases, the special education process should

be started. In others, the student should be given counseling outside the

school. Sometimes a school transfer is the best decision.

O An effort from outside the system to stimulate systemwide chahge_a on -

behalf of more than one individual is calléd external class advocacy. It in-
wolves the same techniques as case advocacy: clarifying the problem, per-
sistently pushing for appropriate responses to needs, and resorting to higher
authorities wheéin necessary.

During the process of case advocacy, similar needs shared by many stu-
dents may. become apparent. The casé advocate does not attempt to make
broad system changes, but pushes the system in its existing state to be
more responsive to the student. Faced with several underserved young peo-
ple, these individual efforts often appear inadequate. The advocate recog-
nizes that the system must be changed so that it is routinely more responsive
to young people who can be expected to continue to present the same
needs.

Class advocacy is more fluid than working on behalf of one client. Addi-

~tionally, the process often takes years, and rarely benefits the specific indi-

viduals in the original group on whose behalf advocacy was initiated. Fur-

thermore, class advocacy is difficult to sustain because it is rarely &

recognized eftort for which funding can be obtained, unlike the parent paying

for counsel or requesting federally reimbursed legal assistance on behalf of

a.child. Steps in pursuing class advocacy include the following:

Step 1: Identify the problem. Define carefully the common g£Rgracteristics
that describe the group needing advocacy. They must be convificingly por-
trayed as a group sharing common problems for which similar remedies are
necessary. Initially, for example, the advocate might be concerned about the
educational problems of all young people involved in the juvenile justice
system. The needs of this group are so varied, however, that the advocate
is unlikely to arouse concern or to get the school system to understand the
desired remedies. Consequently, youth in and released from juvenile insti-
tutions who have identifiable learning problems might be a narrower group
needing advocacy. Specific system changgs in response to the unmet needs
of that group of young people include (a) developing effective basic aca-
demic instruction at the institution; (b) building working liaisons between the
institution and public school special education staff (including the sharing of
assessments); (c) developing an education focused aftercare service; and
(d) providing skills leading to successful employqent following release.:
~ .

Step 2: Set anbcomplishable goal. Too often, advocates attempt to make
large systemwide changes. Particularly in a bureaucratic agency, it makes
sense to focus on accomplishable procedural changes. Of course, these

changes should be described to the public in'terms of large systemic rem- -

edies needed. But rarely will changes actually happen on a systemwide
basis. The successes of class advocates occur in frustratingly small incre-
ments. Setting accomplishable goals means starting an advocacy effort with
a little money and a lot of volunteers. Inmally. advocacy groups do not get
large grants to pursue ambitious targets. Finding individuals who volunteer
because the advocacy could help someone they care about guarantees
needed enthusiasm and persistence. Parents are particularly valuable in
class advocacy eﬂ'orts In addition, volunteers with technical expertise (such
as attorneys and ‘educators) must be involved.
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Class advocacy s more fluid than
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. . Step 3. Document the problem. It is essential that the class advocate have
—_ ‘ complete !@rmation about the problem. Requests for information should be
made and pursued with each federal, state, and local agency involved in the
problem. Accsrate numbers are necessary. How many young people attend
school? How many are not, but by law should be, attending school? How
. many are in special education programs and have been defined as handi-
: capped? How many are involved'in the juvenile justice system? How many
. of those attending institutional schools are considered to be handicapped?
Often the advocate uncovers discrepancies in these figures, particularly
where they are recorded by different agencies. Careful efforts must be made
to reconcile differing figures until as accurate a numerical picture of the.
o problem as possible is obtained. In some cases, it is worthwhile to initiate
An accurate numerical picture is @ special research effort to get reliable numerical documentation of the proY)—
important.  lem. Sometimes 'small research projects can be arranged through univessity. . _
professors, Local and state agencies sometimes have research funds or
small budgets of unexpended grant monies which can be allocated to small,
reputable research projects. Class advocates are often caught in the di-
lemma of how much time they can afford to spend on compiling information
and assessing needs. Good documentation, accomplished as efficiently as
Good documentation is essential.  possible, is essential. :

' Clarifying agency palicies is another necessary step of the documentation
process. The class advocate must describe, in understandable written form,
how the system currently handles the population in need. Usually, obtaining
am accurate picture of the agency's procedures requires the cooperation of
someone inside. How does the juvenile institution identify learning disabled
students? What steps are taken following this diagnosis? What written agree-

. ments exist between the juvenile institution and the public schools? What is
the actual school return procedure for a young berson of compulsory school

- age who is releéased from the institution? -
~  Describing typical examples is part of Describing typical examples of the problem is another facet of decumen-
documenting the problem. ~ tation. These examples lend richness to the numerical and policy analysis
" . of the problem. A typical young person with learning problems in a juvenile

institution, for example, should be described. The course of his or her prob-

- lems from childhood, to institutionalization, to release, to return to public
school should be outlined, including a presentation of some of the views of !
the staff involved with the student. '

Step 4. ‘Push for change. The class advocate must make judicious use of

this documentation in order to obtain system change. The advocate should

The advocate should make a public  make a public release of the findings, Including a press conference and
- release o? findings.  mailing the report to key individuals concerned about the problem. A meeting

with school staff and other responsible officials should be arranged imme-

. diately to discuss the findings. Class advocates should request specific rem-~
Class advocates should request specific  edies and a timetable for achieving them. The advocate should hold regular
remedies and a tiffetable for achieving.  meetings to review progress. Advocacy through administrative negotiation

them.  may occur if the advocate can get officials jo develop an interagency work *
- group to develop and monitor rémedies to the problem.

Why did they get in the door anywhere? First, because they had dene
the report and it was not only good but had also received a lot of
attention. In addition, it appeared that they had real staying power: they
woulcbnot get tired and go away. Equally impogant. they were reliable
and not ideological. Their work was well-writfen and solid, and their
advocacy did not ring with hostile allegations of conspiracy and bad

- o
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faith, however justified such allegations might have been. If they were
asked to drdft a regulation or a directive, their product was sound and
usable. . . . Overt radicalism may be all right for other kinds of strate-
gies, but it is inappropriate for advocacy with administrative officials.
(Edelman, 1973, p. 649) , s

The class advocate must resort to use of the media and to legal actipn

When the system is unresponsive to change efforts. Working with the press

is most effective through consistent contact with key reporters. The findings
of the report should be the basis of press releases.

Class action lawsuits are extremely time consuming, but are necessary
when system change efforts have not been successfyl. Monitoring compli-
ance with favorable court action will frustrate most advocates unless funding
and a legitimate role for an outside monitor can be developed. within the
system.

(0 Large numbers of students are saying, | am never going tq get a good
job. There is no futire for mé, so why should | go to school?” Thy time has
come for youth workers to assist school staff in making school responsive
to enough of a young person's varied needs to make school attendance a
desired choice. Perhaps this is an argument for multiservice centers replac-
ing schools. Thé opportunity system (particularly jobs and the welfare cycle)
and emotional difficulties may present such real obstacles to young people
that schools must confront these problems. Just as we build daycargcenters,
troubied employee counseling services, and credit unions into the world of
work, we must incorporate employment, counseling, and other asstétance
into - the schools to make academic achievement possible fof young
people.

The importance of having an education is being questioned by thousands
of young people who choose not to go to school. Schools can propably never
offer a real alternative to the rewards of illegitimate activity for some young
people. However, they must become more effective in offering young people
real passports into jobs with goad earning potential, stability, and meaning.

High school semors who cannot read are disabled. Because they tave .

problems functlomng in school, they need the assistance of advocates. Case
advocates can help obtain special education placement and alternatives to
suspension. Class advocates can help improveé educational services to a
group of young people whose needs are not being met. N

Giving schools a new role in the lives of young people raquires a part-
nership between schools and public and pnvate human service agencies. In
addition to assisting the parent in pushing the 3 schools to provide more ef-
fective services, youth workers can be involveddn the schools. They can
bring social services, including crisis intervention, peer counseling, and fam-
ily counseling, to students in cooperation with school staff. This partnership
is not automatic. It requires consistent collaborative effort by advocates and
school staff, effort that ultimately benefits students who are struggling in
school. -

When 14 year olds, say, “School is not for me,”
that they are committing themselves (with the help of an unresponsive social
and educational system) to being deskilled for life. We must not let them pay

~ for their entire lives because of adolescent shortsightedness. It is our obli-

gation to protect them from accepting the second class status that poor
social and educational systems impose on them. Particularly for minority and
low income students, we must make schools a support system for academic
and personal sucoess that offers smooth transition into productive work lives.
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entire lives because of adolescent
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effects of
gender .
on the
differential
development
of adolescent
boys and girls

vivian gold

Cultural attitudes toward the traditionally masculine and feminine in our
society have a tremendous impact on adolescents as they struggle with
emotional, sexual, intellectual, vocational, and moral issues. These crucial
aspects of adolescent development are experienced differentially by males and
femnales. The unique perspectives ¢f feminism, unconscious processes, and a '
social systems approach provide insight into the effects of gender on the
development of youth. Today, the currents of attitudinal change are beginning
to be felt, and the potential effects for all adolescents, deviant as well as
normal, are significant.
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O Adolescent males and fe#uale,s experience differential effects of sexual
stereotyping. An-exploration of the effects of gender upon the differential
development of boys and girls, men and women, fgrms the basis for an
examination of the implications of these differences Yor the period of ado-
lescence in particular. These implications impinge significantly on aspects
of treatment for deviant adolescents.

The similarities and differences experienced by male and female adoles-
cents may be approached from three general perspectives. One is a social
systems perspective that views the individual within .varied group, -institu-
tional, and cultural contexts. This approach is influenced by personal ex-
perience in group relations work within the framework of the Tavistock ap-
proach to authority relations in group and social systems {Colman & Bexton,
1975).

A second perspective focuses on unconscious motivation and group un-
conscious processes. Some of the related phenomena described may seem
fairly obvious once they are brought into focus, but are o
when'dealing with adolescence abstractly or with particular ado
Images of deviant youth often enter our minds, as, for example, the image
of an adolescent boy from a minority group. But whatever images come to
mind, they are much more specific than abstractions about deviant youth.
When we speak in abstractions, we often lose the richness of informal pro-
cesses or imagery. The informal often is not articulated, and thus remains

urrconscious to many people cdnsidering these issues.
~ Afeminist perspective provides a third approach to the topic at hand. Many

women are studying a variety of complex issues, and certainly no unified
approach exists. Currently, feminists have claimed roles for women that are
more numerous and much broader than those traditionally prescribed in our
_society. They claim the right to work in different o@8upations and professions,
the right to be intellectual, the right to equality with respect to status, power,
and finance. In other words, women are attempting to take on roles that
have been traditionally described as masculine.

However, an additional shift within the feminist perspective is a reeval-
uation of what has been traditionally labeled feminine and female. This reev-
aluation enhances in a much more positive sense the nurturing and care-
taking interpersonal roles in our society. Reevaluation of the traditionally
female within our culture is extremely important, and underfies this exposi-
tion. A more positive yet realistic, unidealized assessment of the roles
women have played in our society supports the involvement of both females
and males in performing traditional functions and encourages a greater focus
of societal resources on creating a less stereotyped ‘context in which ado-
lescents may develop.

Having prgsented the three perspectives that characterize thie approach,
the differential influences of gender on adolescent. girls and boys are ex-
amined next. Further on, the focus is on the effects of the fact that most of
us were raised primarily by mothers. with fathers playing a much less sig-
nificant role, especially in infancy. Following is an exploration of the conse-
quenices of the split between the perception of mastering the world physically
and intellectually as a task for men, and that of mastering the interpersonal
and emotional spheres as a task mainly for women. Finally, implications for
adolescent treatment are examined.

.~

- »
d There are dlStInCt di ifferences in the ways in which male and female youth
approach their vocational and mtellectual development, their emotionality,
their ‘sexuality, and theif, struggle with movat- issues.

.
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PERSPECTIVES ON ADOLESCENT
GENDER DIFFERENCES

-

A social systems perspective views the

* individual within a variety of contexts.

Images are more specific than
abstractions.

Reevaluation of the traditionally female
within our culture is extremely
important.

Mast of Oy were raised primarily by
mothers, with fathers playing a much
less significant role.

DIFFERENCES FACINC, MALE AND
FEMALE YOUTH
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Occupational development. The work of Douvan and Adelson (1966)*col-
lected on nondeviant adolescents in the late 1950’s, forms the basis for a
Isues central to boys are strikingly  number of the observations to be presented. Their primary finding was that
different from those facing girls.  issues central to adolescent boys are strikingly different from those facing
: adolescent girls.
Central to boys’ struggles is the search and concern for autonomy, as well
as interest in future occupational choice. These were reported to be the main
concerns of adolescent boys. It is therefore not at-all surprising that delin™ .
quency rates are highest among those boys whose backgrounds are eco- -
nomically deprived and/or who have learning or educational handicaps that
forecast an unpromising future. .
: . Girls, on the other hand, struggle more with future interpersonal roles,
Girls were more ambivalent about  particularly those of wife and mother. Douyan and Adelson nd that girls
occupational plans.  were much more ambivalent and vague about future occupational plans than
were boys. The implication is that their major identifying vocational role is
found within the institutions of marriage and family. Often it is very hard for
N a girl to make specific future plans or preparations. Society has considered
it necessary for her to remain uncommitted so that she could be more adap-
tive to whatever mate she would later find.

Erikson (1968) has written ‘about women and inner space, describing
women as focusing on what is internal, while men focus more on external
issues out in the world. Erikson has been criticized by some feminists .as if
his essay were prescriptive rather than descriptive, and as if the description
itself created the situation. While connecting female concerns with female
anatomy is controversial, it does seem that in our culture it has been nec-
essary for g?iJrls to be concerned with internal and interpersonal issues in
preparation for what they were prescribed to be when they grew up—wives
and mothers. ‘ .

' : If adolescent girls are preparing for the roles of wife and mother, it is not
surprising that when they get into trouble their difficulties are often reflected
in the areas of sexual deviance, promiscuity, and emotional disorders. It is

) also true that society defines and punishes sexual behavior in girls according
Society punishes sexual behavior in’  to @ double standard. What is considered sexual acting out or promiscuity
girls according to 4 double standard.  for the.female is often viewed as natural for the male.
Only recently, with changes in nuclear family structure, has there been an
increase in the incidence of female teenage delinquency related to previously
“masculine” crimes, such as assault and burglary. Rates of delinquency for
girls still remain far below those of boys in those specific areas, but the fact
that girls are committing more violent crimes may not be unretated to their
- increasing desire to find occupations for themselves beyond the role of wife
and mother. Such criminality may be just another of the areas, traditionally
identified as masculine that women are now entering, when other choices
do not appear promising.
Adolescence is characterized by a Adolescence is not only a time of preparation for adult life and occupations;
growth spurt in intellectual, emotional, it is also characterized by a growth spurt in intellectual, emotional, sexual,
sexual, and moral development. and moral development. However, social and cultural factors affect the prob-
" ability of mastdring these areas differently for boys than for girls.

Intellectual development. Experimental literature on sex differences in the
development of cognitive abilities has been surveyed by Maccoby and Jack-
, lin (1974). Consistent differences between genders were found in only three
- areas: (a) verbal skills, in which females begin to surpass males by age 10

or 11; (b) mathematical ability; and (c) spatial ability. In the latter two areas,

males outdistance females from adolescence on. The fact that these differ-
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ences occur later thari. was formerly believed suggests that social factors
and experimental conditions such as the, gender of teachers and experi-
menters have an impact on these. differences (Friezé, Parsons, Johnson,
Ruble, & Zellman, 1978). One experimental study documented a slight de-
crease in the intellectudl capacity of girls during adolescence, as opposed
to a slight increase for boys (Campbell, 1976). . :

It is important to note that the differences within each gender are much  Differences within are greater than
greater than differences between the genders. Thus, career or vocational’ differences between genders.
guidance should focus on the capabilities of a particular adolescent, rather '
than follow generalijes that support sexual stereotypes about intellectual - T

" development. ; . - ) : ' '

Interpersonal issues. The relative importance of interpersonal issues and

the style of relating to'these issues differ for adolescent boys as compared g .
with girls (Douvan & Adelson, 1966). Girls focused more directly on inter- Girts focused more directly on
persondl issues. In pafticular, they tended to become more involved during interpersonal issues. ’
adolescence with issues of popularity and pairing. Pairing with girls as well

as with boys was desired, in that girls were intent and sensitive about finding ' ¢

~3a best girlfriend as well as g bo\yfrie'nd. By contrast, boys focused more on
their roles within a group or gang of boys and were very interested in how
h _the status of their group compared with that of other groups within their, ' .
school or neighborhood. In other words, the male identity tended to be es-  Boys" identity was established in
tablished in relationship to his status within a group or system of groups,  relationship to status within a group.
while the female identity was often formed through her dyadic relationships. '
.. Boys struggled competitively for a place in the group hierarchy and/or
collaborated with others on group goals, according to Douvan and Adelsony
, -+ Often, however, when a girl joined a group, ostensibly to participate in a
group experience, what she really was most interested in was building re-
lationships with one or two others in the group. That goal became her primary
purpose for group membership, while she-was less interested in or identified
with the group's overt purpose or task. - /
These differe have adaptiva_implications, since in terms of the larger
society, bo reparing themselves for the institutions with which they
may later bS&ome associated. The style with which they approach group
membership serves as preparation for adulthood in terms of how they will
later make a name for themse*\;]es and establish their identity. Girls, on the
other hand, are typically preparing themselves for the institution of marriage
in which they have traditionally found their identity. It is understandable that®-
they are more interested in learning and practicing their role in dyadic rela-
tionships, as well as in becoming aware of what is hagbening between them-
selves and the individual with whom they are paired. This distinction also
suggests an interesting interpretation of the social dynamics of juvenile
gangs, with boys' behavior influenced by girls playing a supportive role on
the sidelines. "
In clinical work with populations involved in drug addiction, it is interesting
to note that the female addict is often viewed in terms of her interpersonal  Ihe female addict i+ often viewed in
relationships with and influence upon the male addict. In institutions in which  terms of her influence upon the male
the male addict is the primary recipient of treatment, the woman with whom  addict.
he is involved méy be regarded as a source of the problem or as an Influence
that maintains tie male in his addiction. The female is thus seen as the
keeper of the sphere of interpersonal relationships.
. > . ‘ '
Sexuality. An important difference between bays and girls is the manner in
s Which each has traditionally related to issues of sexuality. In general, the

-
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The male has a greater tendency to
split sexpality and intimacy than does
the female.

-
hana) $

. LI .
There are considerablke differences
between th( sexuak fantasies of boys
and girls.

’
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Sexuality. . . cannot be isolated from
= one's total sengg of self.

ERIC s

male has a gréﬁer tendency to split sexuality and intimacy than does the
female, and this leads to two quite different approaches to sexuality. Judg-
ments toward each gender often differ as well, in that a boy may be ridiculed
if he becomes too involved with a sexual partner, while a girl may be hu-

_ miliated or judged harshly if she is not emotionally involved with her sexual

partner.
The boy's greater ability to separate sexuality from interpersonal close-

‘ness may be regarded as a skill that frees him to experiment and to find out

more about his sexuality. It may also be seen as an emotional problem.
Thus the ability to divorce sexuality from emotional intimacy may actually
develop into an inability to be simultaneously sexual, emotionally caring, and
close to the same person. This can result in severe emotional problems that
many men as well as some women suffer from in our quiture. Women's lack
of propensity for separating sexuallty from intimacy may be, partly respon-
sible for the stereotypic assumption that the female sex dnve is less than
the male's, or that it develops later. These assumptions have been greatly
challenged by more current data.
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There are also considerable differences between the sexual fantasies of
boys and girls, as well as in the-manner in which they relate to such stimuli
as pornography and romantic tales. The stereotypic perception is that girls
have more of a poetic sensitivity to romanc®, and less lust and passion for
physical sex. Dinnerstein (1976) has discussed some possible underlying

ses for these supposed differences. . .

. The issue of sexual self esteem highlights anotﬁ%r important difference
between adolescent girls and boys As mentioned previously, the girl's con-
flicts with society are often related to hgr sexual behawor This results in
intense difficities m the area of self esteem, for one's sekuality is a vulner-
able, central part of the self that cannot easily be isolated ffom one’s total
sense of self. Konopka (1966) pointed out the girl’s extreme vulnerability‘in
this area. The boy's acting out, on the other hand, may enhance his sense
of self esteem. for the male rebel in our seciety has often been romanticized.

Society's currently shifting cultura). attitudes toward homosexuality also’
affect adolescents. ﬂadmonally.ée homosexual experimentation has
been viewed as normal ‘in adole s, to be discarded later irffavor of
heterosexuality. Continued homosexual attitudes have been considered a.

8¢
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* perversion. While this viaw still persists in much of our culture, there has
been greater recognition of homosexuality as a legitimate lifestyle. Tradi® ‘

- tionally, too, there has been more aversion-tg male than to ferale tiomo- [here has been more aversion to male
.sexuality .in our society, and female homosexuallty has tended to be more than to female homosexuality.
ignored. Today, recognition of homosexuality as an option is being increas-

, ingly aceepted, and this will be welcomed by some adolescents who now no

} longer need to feel so isolated in their sexual preference. At the same time,_
other adolescents may be very frightened by the possubuluty of increased

_options. - . o
A more open recognition of homosex@al optlons has play a Ieading role . )

in the breakdown of stereotypes and rigid perceptions of v
appropriate' for girls and for boys. Increased freedom of ch
great fears in adolescents. Even greater fear ang resi
among adults who depend on traditional social norm3A£o structure their own -
views of appropriate seiuality» This is a sensitive area in which the homo-
phobic attitudes of those who work with adolescems can have quite detri-
mental effects. "

Y

. s

. Morallty 4g;and adolescdence. The period of adolescence gas often been 4
<3 viewed ds a time  0f sfruggle with rgorality. This may be in part a cultural
- stereotype, or only true for some adolescents at particular historical times.
Douvan and Adelson (1966} gound that adolescents in the late 1950's did
not differ significantly from their .parents in their attitudes regarding moral
" isswes. It is not clear whether adolescent moral affitudes are eonsistent with.
- those of their parents in a given historical period The late 1960's, for ex-
ample, appears to have begen a time when many adolesceﬁfs were ques-
tioning their parents’ morality.
Elder's work on ageXcohorts (1975) londs a historicalpérspective to dif- Adolescents carry different moral
ferent generatlons who arrive at gach life stage in a shared historical context.  imperatives at different historical times.
One's age cohort is defined by one’s.year of birth. The extent and nature of
-y the adolescent s struggle with moral issues probably vanes according to the
age, cohort:within which the individual comes of age.
It may be true that adolescents carry different moral imperatives at differ-
ent historical times and that they therefore play a role in shaping the total
=~ soaety However, the popular ui‘tage of the adolescent struggling with moralas - 4
issués has, until recently, -been the image of the male striving to prepare for
adulthood. The female was assumed to have swallowed the morality of the
culture mere fully, while at thé‘ same time rgmaining open {o being swayed
from her position by the mfluence of others. An example of this is the Freud- ” ;
jan view of more complete superego development in men than in women. v
Rich. (1976) ha$ described men as the makers and“sayers of our culture, .
« =% and protested that women have not had access to pawer in creating. morallty Q‘«!
* 1+ forour society. The supportive role’of the female adoles@erit is well known. )
' e wEemales in.general have plaﬁéd thawrole of conservnng the eulture s morality
by teachurlg it to the young. - < PI ‘
~p - The assumptuon that women will play a merely supportive or conservmg . ¢
role has een challenged by thé womenfs"rnovemer'it in the 1970's. Young . Young women are bécoming more
- women, as well as their elders, are beginning to be more articulate in ex-  articulate in-expressing their world
pressing their world views. This ctimge is accompanied by a shiftin female;  views.” 4 °
‘adolescent attltud,es towart morality. The female i is additionally perceived as o
having a more cemtral. role in her own life rather than sumply a supportive
role for others.
« Anillustration of some of the ‘ditional relationships between boys and

. girls as articulators of culture is Tourd ingnhe myth of Narcissus and Echo. N
Y - LT ) Ut BN
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A quality of Echo may be involved in
the female struggle for independence.

STRUCTURAL ASPECTS OF SOCIETY
3 IMPINGING UPON GENDER
‘ DIFFERENCES

Careyof the infant s
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y Ther\e are important-implications if
both men and women are equally
responsible for the.care of infants.

. P

<

-

'S

4.

r

:
-

till rests primarily
with the mother.

3

v

, 4 )

In this story, Narcissus, the male character, falls in love with his own image.
Theoretically, professionals in the mental health field are aware of the role
of narcissism.in the character development of &oth boys and girls. It may
assume the dimensions of an emotional problem in those persons clinically
viewed as having a character disorder. :

In the eriginal myth, Echo falls in love with the fad who has fallen in love
with his own image. Her fate is to be robbed of the ability to speak except
by repeating what ‘others say. Thus she cannot express her desire for a

srelationship with Narcissus, but can only echo what he himself has to say.
Often, when -narcissism is enc;Oﬁgtered in the female, it may. relate to her
dependence on a male relatiorf$fiip for self identity and self definition.

Perhaps a quality of Echo is involved in the femate struggle to achieve
independence by copying male roles~—a struggle defined by the general,
patriarchal cuiture as a primary goal. The female may have a particularly
difficult tagi#k,simultaneously carrying cuIturaT\nandatés for dependency.
Her strafle may be characterized by imitating or echoing the male who is
atte g to define his identity in terms of autonomy rather than interde-
pendence. '

As shifts occur in traditionally masculine and feminine attitudes in our
culture, adolescent girls and boys may also shift in their interests and in their
attitudes toward morality. In a pericd of rapid change, such as the present,
the bulk of the changes and new responsibilities one hopes will be confronted
by adults in a partnership with youth. :

-

~»

“

O The differences between male and female adolescents that have been .

described rgflect some very basic underlying structures in the total society/
Because- adolescence can be viewed as preparation for adulthood, some
structural aspects of our culture as they relate to gender deserve exploration
in more depth. ) _ : ) '

In the patiarchal social system in which we live, there is'a gender splitin
which the male defines_the whole family’s place in society, while the female
is primarily in charge of the infant's care within the family. This is the image
commonly evoked when we think'of the traditional role structure of the

Ametican family, despite the fact that only approximately 20%:of farilies in

the United States fit into this category, according to US Census: Bureau
statistics (Who is the Real American Family?, 1978). The kind of .structure

referred to does not necessarily correspond to the varying family structures, °

such as single parent families, in which many of our youth actually live.

.» To alarge degree, the care of the infant still rests primarily with the mother
for both male and female infants. Dirlnerstein (1976) has argued that exclu-
sive ‘maternal care in infancy is the basis for the development of misogyny
within the cylture. IR a book called The Mermaid and the Minotaur: Sexual
Arrangements and the Human Malaise, she discussed the long term effects

of exclusively maternal early care on both the boy and girl child. The positive |

aspects of the mother become highly idealized, while negative.remem-
brances of the mother.who had so much control over the infant lead to

terrifying tantasies of the-dangers of women. The boy child faces the difficult

task of separating from the mother by identifying with the father, always
keeping “a principled and more dr less derogatory distance from women.™
The girl child “loosens her ties with her own sex to develop a worshipful,
dependent stante towards men" (Dinnerstein, 1976, p. 53).

_If both nfen and women were equally responsible and active in the care
of infants, important implications for our attitudes toward gender would result.

8q -
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* Making parenting a conscious -choice for young adults would decrease the
probability of girls' searching fer the nurturance they themselves may have
lacked by having a child and enjoying the infant's dependency vicariously.
Enabling adolescent boys to participate fully in-the planning for and future
nurturance of their offspring would be a Erucial change aftecting self expec-
tations and self image. Even more important would be the potential effects
on the future deablopment of individuals, who received both male and female
care from infancy on. .
Another structural aspect of our culture that relates to, gender is the ten-
dency to assign intellect and emotion to respectively masculine and feminine
_ realms in our imagination. This tendency relates to what has been dq,-scribe'd
by Hillman (1972) as Apollonic consciousness, a heroic mode that tlevalps
the masg:ulinéé;and devalues the feminine. Hillman presented the example
of Dionysian consciousness as a possibility of a different type of conscious-
" ness in which feminine and masculine elements are differently integrated.
On® of the major efforts of this chapter is to point out the possibility of
‘another typ?f awareness in which the intellectual is not associated exclu- What 1s suggested is an integrated
sively with & masculine style divorced from interpersonal and social con-  model of education.
sciousness. What is suggest®id is am integrated model of education that
values interp#teonal as well as intellectual development and fosters the per-
ception of both of these realms as primary to the development of every
youth, whethet male 3r female. o \
At present, our society as a whole is struggling with these com;ﬁx issues,
and there continues to be chaes as th&culture shifts. Nevertheless, the mare
common deviances of adolescent boys occur when the youth does not ex-
perience a vocational or intellectual development that is adaptive within our
» sociefy, and subsequently turns to sometimes violent behaviors expressive .
of conflict in these areas, Girls continue to express deviance stereotypically  In the future, attitudes toward treatment
in interpersonal and/or sexual spheres. Perhaps in the future our attifudes  of boys and girls may become more
toward the education and treatment of both boys and girls will become more  similar
similar than they are now. Were that the case, the problems presented by
deviant youth of both sexes would probébly also be relatively similar. Atti-
tudinal change will probably be resisted by many, because so many of our
social structures are based on keepidg our boys traditionally “masculine”
and our girls traditionally “feminine.” However, both sexes have paid a huge
. price for the particular way in which ‘our society defines gender. relations,
and attitudes are already gradually shifting. Nonetheless, basically patriar-
chal structures have domin%l;d the culture for over 4,000 years, and signif- :
icant changes will probably be both gradual and unpredictable. : : , : }

[

O Itis hard to move from a structural analysis of how adolescent boys and  IMPIIC ATIONS FOR TREATMEN]
girls differ in our society to specific recommendations for treatmeht. Of critical

importance is the need to become conscious of the differences in life ex-  We need to become conscious of
periences between male and female youth in our‘culture. Implications for  differences in life experiences hetween
.freatment are considered in the following sugggstions. _ male and female youth.

1. Expectations of male and female youth should focus on vocational and
interpersonal issues for both. The male’s involvement in the process of .
developing interpersonal relationships is as important as his vm%al
regiiness. The femalg .should have a variety of vocationat chotes
through which to defiife one aspect of her life, and should learn to valué
her intetpersonal sensitivity to a greater degre.g._

2. Deviant male and female youth should each have the opporiunity to in-

teract with adults of both sexes. It would be facile to ggcommend either _ s

segregated or coedycational treatmentacilities as always the right op- . )
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tion. However, it would be optital for each.youth to have the opportunity

to experience both same sex and mixed sex groupings on a regular basf$.

3. Adolescent females should be made aware of what to expect from
changes in their bodies at puberty. The meanings of menstruation and
female develoffment have carried hidden and negative connotations in
our culture, as witnessed by the overemphasis on female slimness and
beauty. The inCreased incidence of anorexia nervosa in girls and young
women is related to general negative attitudes toward a mature woman's
body. These attitudes can be changed somewhat through more open and
positive explorations of tha female body and sexuality with girls.

4 Males often have even less of an opportunity than females to explore
their feelings about sexuality in noncompetitive situations. The opportu-
nity for openness and for modeling this attitude may decrease the split
males may experience befween sexuality and intimacy. Experiences with
nurturing, open male adults as role models are even more imp@rtant.

5. Both female:and male youth should be taught at an early age to make

& responsible choices regarding offspring. Young parents may need help

. and acceptance as they encounter their new roles. Current trends toward
"active participation by both parents in the childbirth process and early
child care are positive beginnings. Recent films portraying unmarried
teenage fathers indicate the depth of these issues for males as well as
females.

6. Most imporiant is an open attitude toward individual differences among
adolescents regarding gender issues. A widmety of styles, interests,
and behaviors exists among adolescents, and adults cannot shape the .

v way youth will develop. At best, adults can provide a safe environment
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for youth in which individual internal proclivities can unfold and grow.

7. The real implications of gender issues lie-in major shifts in both work and
family structures for men and women. Parenting would involve both men
and women from the earliest stages. Work structures would be altered
to allow both genders to participate more creatively in meaningful work.
With such social -and cultural changes, adolescence- would perhaps be
less a time of crisis for so huge a portion of our youth.
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All fac;ts of educational programing shire the challenge of responding to the respons i b i I i ty ?

needs of troubled youth. Both teachers and students can benefit from a
clarification of educational goals and program options for each individual.

A

P

Availability of a full range gf specific and varied program opportunities will Y’J .
assist youth in moving téward successful, respomsible aduithood. gary d. meers )
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EDUCATION’S RESPONSIBILITY D‘ The day of responsibility and accountability has arrived upon the edu-
' : cational scene. Recent federal legislation (Public Law 94-142 4e Education
for All Handicapped Children Act; Public Law 94-482, the Vocational
Amendments to the Vocational Education Act of 1963; Seclion 504 of the
Vocational Rehabilitation Act of 1973) has mandated /that educators no
\ longer ignore or underserve those students who present a particularly difficult
. challenge to our educational programs, facilities;dgr personnel. No longer
No longer can educgtors pick and  can educators pick and choose whom they will cate. All students must
choose whom they. will educate.  be served. Disruptive, alienated, and incarcerated youth are individuals who
demand and deserve our best efforts. s &
_ YOUTH TO BF SERVED. O Disruptive and alienated youth are defined as thoge individuals who are
. ) " chronic nofm violators. Incarcerated youth are those whose violations have
. & resulted in a loss of freedom for'\a given period of time. Generally, these
, ' individuals have moved through thige related stages, which may be defined
o as disinterest, disillusionment, and disassociatiom )
- *  Disinterested youth are those who do n#t perceive any attivity or subject
The disinteresigd student looks for  matter within the school setting as personally beneficial. Thus, the student
some other setting.  looks for some other setting in which to find meaning and focus interest and
energy. Outside interests frequently bring the student into direct conflict with
teachers and other school officials. Lag@ night activities with peers may affect
‘ the student's daytime functioning in the formal school setting. Law violations*
. . may occur both in and out of the schoal setting, bringing both the schocl and  «
.~ .‘ Jaw enforcement agencies into a negative involvem h the disinterested
/ student that serves to_deepen the level of disinterest. If the home setting is .
¥ ' _ also unable to providé‘a source of ‘activit? and involvement, the dim&sions
7/ ) of disinterest are even broader. .. :
Flowing from disinterestis | Flowing from disinterest is disillusiorment. School may be viewed only as
disillusionment. & place for socialization with peers, a place to kill some time each, day. The ~
’ ' attitude that nothing of use or practjcality occurs at school establishes the
groundwork for the next stage, which is disassociation. ,
After repeated failures, conflicts with authority figures, and painful disap-
" pointments, troubled students disassociate themselves from the formal
. school setting.'Although disassociation may occur at any age, it occurs most
v ) . often between the ages of 14 and 16. In many states, the legal age to leave
] ) school is 16, but experience has taught many youngsters that leaving school:
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at an earlier age produces minimal consequences. The student may not

officially withdraw, but merely makes an appearance once every quarter or -
so in order to keep on the school roles. Lacking an allegiance to and an -

affiliation with school, the student is not really accepted as an adult in the
community, either. In effect, such youth float between childhood and adult-
“hood, without knowing for sure how to move in the direction of aduithood
and its subsequent responsibilities. N
Students who experience disinterest, disillusionment, and disassociation

may be very intimidating in their behavior toward teachers and fellow stu- _

dents.. Physical intimidation becomes a way of surviving within the school
setting. Irregular attendance, poor grades, a difficuk home life, and repeated

disciplinary problems within the school and community settings. additionally

contribute to the profile of individuals in conflict.

O Education has gone through a number of evolutionary changes in its
attempt to deliver quality training to and for youth. During the 1950’s, there
was a movement that stressed the “survival skills” that students needed in
order to master the rapidly changing world of that day. These survival skills
ihcluded‘compe.t'ence in reading, math, and communication. In addition, time
was spent in assisting students in making meaningful and realistic career
decisions. '

The 1960's saw education focusing on relevancy. The programs and ac-
tivities offered in the schools dealt with the application of knowledge in the
context of the real world. Out of this relevancy movement came the “Back

_ to the Basics” focus of the 1970's. This movement again had as its base

the development of competencies in reading, math, and communication.
Three major program areas operating throughout these movements re-
quire careful inspection. These areas include general (basic), special, and
vocational education.
o ~

General education. Basic or general education (henceforth the term gendkal
education will be used) has been defined as education through whictfone
acquires the ability to cope with one's environment in today's world (Evans;
1971, p. 51). In other words, it is assumed that general educatiort prepares
all students by helping them to develop needed skills to cope Suctessfully
with their immediate and future social and occupational enviﬁr\ments. Ide-
_ally, then, through successful integration ‘of both general and gpecialized
training, a student is ready to copé with a wide range of probldns that life
and society might present. To ynderstand why disruptive, alienated, and
incarcerated youth do not fit within the- educational framework and do not
possess the “ideal” skills to” cope with life, one must look at t'he historical
development of educational cbjectives. - '

. The major objective of public education in America has been to prepare
individuals for living, not to prepare individugls tQ make a living (Calhoun &
Finch, 1976, p. 87). Educators, since the Greek philosophers, have es-
poused the notion that a person who has'developed mind, body; and char-
acter through formal exercises in cultural and intellectuak’jisciplines will be
better suited to gnter an occupation than an individual who has not go ben-
efited. Sy"ch thinking resulited in a perceived hierarchy of &ducatiohal pro-
grams and curricula that altows disenfranchised yquth to slip through the
cracks. ) ) ‘ Loe

The college preparatory curriculum is placed at the top of the hierarchy. In

many cases, parentat aspirations detgrmine a student’s choice of the college

curricular route. If-the student does hot share the desire for a college edu-.
. L) - 1 - N
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The general curriculum. . . is an
in betwegn curriculum,
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General education should provide all
youth with skills to function at minimal
literacy- level.
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The goal of vecational education is to
train people to succeed in’ a chosen
occupation.
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catiori, or would prefer to be in &nother program, scholastic and social prob-
lems may snowball until the individual is labeled alienated and disruptive.

The next layer of the hierarchy is the general curriculum, designed for
individuals who do not choose either the college curriculum or a vocational
training program. It is an in between curriculum not specifically designed to
prepare the individual either for college or for employment after leaving
school. The general curriculum does have as its goal the preparation of

individuals;-;ho can function in society and who possess the necessary skills-

and competencies with which to make life directing decisions. .
Vocationa!l education provides preparation for gainful employment after
completion of a specifie\training program. Vocational education finds itselif

.at the bottom of the hieralchy due to the stigma it has carried as a dymping

.

the opportunity to choose among them.’

v

ground for academically less capable students.

General education finds itself sandwiched between a college preparatory
curriculum and vocational education. The challenge taging general education
is to provide quality educational opportunities to disruptive and alienated youth
so that these individuals can make meaningful and realistic life directing de-
cisions. -

One important part of the general education delivery system should be the
provision of career education to these youth. According to the American
Vocational Association Task Force (AVA Task Force, 1972), career educa-
tion should be designed to help individuals develop:

1. Favorable attitudes toward the personal, psychological, Zocial, and
ecanomic significance of work.

2. Appreciation for the worth of all types and levels of work.

3. Decision making skills necessary for choosing career options and
for changing career directions. : .

- 4. Capability of making considered choices of career goals, based on
development of self in relation to the range of career options. *

_ 5. Capability ot charting a course for realization of self established
career goals in keeping with individual -desires, needs, and opgpr-
tunities. ' : S '

6. Knowledge, skill, and attitudes necessary for entry MM success in.
a career. (p. 12) - . .

if general education accepts the challenge of providing opporturiities to ac-
quire these competencies, a major step will have been taken in trying to
reach disruptive and alienated youth.

General education should accept the responsibilify of providing all youth
with the necessary skills to function at a minimal literacy level. General
education n not bear this responsibility alone, but should participate ina

total programatic effort encorgpassing a variety & school offerings. Providing

comprehensive educational programs to disruptive and alienated youth will be
the only way they will be able to perceive a variety of altarnatives and have

.

Vocatio :"'I;education. Evans (1971) defined vocational education as “that
part of eéducation which makes an individual more employable in one group
of occupations than in another. It may be differentiated from general edu-
catian, which is of almost equal value regardless of the occupation which is
to be followed” (p. 53). .

Vocational education provides training for those occupations requiring less

than a RQaccalaureate degree. Its goal ‘s to train people to effter into and ’

Q N 90
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“distiusiorted student cannot see any relevance between school and the Ifs,
experienced beyond its bounds. Vocational education, by virtue of the traih-

3

A

succeed in a chosen occupation. These occupations are generally classifiéd;

in six major categories: vocational agriculture,;fome economics, health, oc-
cupations, trades and industries, business.afd office @ducation, and distrib-
utive education. _ > D

Vocational education has lpng suffered from the higrarchical stigma pre-
viously discussed. Working with one's hands has begn misconstrued as
being less desirable than working with one’s mind. This stngma which par-
allels blue collar versus white collar status judgments, is now changing for
a vanety of reasons (AVA, 1979):

s,

" 1. Vocational education offers advantages to vocational graduates
over nonvocational graduates. _

2. Vocational, education is training in occupational areas that are in
demand and reflecting the needs in today's work setting.

3. Vocatnonal education erfrolls women in nontraditional occupation .
areas. )

. 81
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4. Vocational education enrolls minority students jhto programs lead- ‘

ing to higher salaried and skilled oecupational dreas.

5. Vocational education is effective in working with existing employed
workers to upgrade their competencies, increase their productuvnty
and enhance promotability.

6. Vbcational education is effectnvely enrolling and working with hand-

" icapped students.

7. Vocational education graduates have a tendency to move into busi-
ness ownership following their occupational training and work ex-
perience. A .

8. Comprehensive vocational education programs have an impact ost
the economic growth and development in communities. (pp. 1-3)

-Vocational education has long been responsive to societal needs, chang-
ing, expanding, and modifying programs and training where necessitated by

. emerging warker and employment demands. Examples of this are the train-

ing-programs that have been offered for students in entrepreneurshlp The
growth of small business brought about the need for vocatippal training, not
only in the skill areas, but also in the forming and manaélmg of a small
business. Vocational education has continued to develop new training pro-
grams as émerging occupations have been{dentifiéd and employment needs
projected.

Vocatiohal education has a real challenge and clearly defined r
bility to serve the disruptive and alienated student. The disinterested

ing it offers and the methodology employed, is a logical deliverer of educa-
tional services to these troubled youth. Vocatuonal education involves not
only the cognitive aspects of learning, but the psychomotor and affective
domains as well. The bagis of vocational education is .activity, and this is
whagne troublesome student, in many cases, is seeking in day to day school
life. immediate transference from the school setting to the larger com-
munity is also apparent, be it through automotive repair skills or consumer
buying knowledge. |

Special education. Special education has been defined as “spe<‘lly de-
signed instruction, at no cost to the parent, to meet the unique needs of a
handlcapped child” (Federal Register, 1977). Special education has as its
intent and purpose to serve those individuals who have some type of hand-
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P. L. 94142 has helped to focus
attention on provision of servjces.

- A SYSTEM OF SERVICE

The educational process must include
& longitudinal assiince.
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icapping condition and who require specialized educational assistance in
order to develop their capabilities to the maximum degree possiple. Spe-
cializdd services may assume a variety of forms, but fust be offered in the
leastfestrictive environment appropriate for each individual.

Public Law 94-142 has helped to focus greater attention on the provision
of services for the disruptive and alienated student. In the not so distant past,
such students were frequently placed in special education classes prior to
eventual placement in a vocational program. During the past 5 years, there
has been a dramatic change in this kind of haphazard placement.

Special education’s responsibility for the education of these youth needs to

" be clearly defined in light of the services {gman offer. Careful placerent needs

to be made based on the individual needs of the student involved. Arbitrary
placements in special. education programs will no longer be acceptable. In
order for disruptive and alienated students to be effectively served in special

education, the following three strategies need to be followed:

1. The disruptive and alienated student must be carefully evaluated to insure
that the behavior being demonstrated is a symptom of a handicapping
condition. For example, disruption may be an effective coping skill for a
student whose learning disability creates a major barrier to successful read-
ing. On the other hand, negative behaviors may also be acquired as de-
fense mechanisms and may not be symptomatic of a handicapping con-
dition. Disruption in a reading class may in these instances be attributed
to a lack of self discipline and structure rather than a handicapping con-
dition. Thus, the critical need for careful student evaluation before place-

ment is underscored. :

2. If evaluation shows that a student is not handicapped buy'{\as .certain
academic deficiencies, special educators may still,be an informal re-
source to regular class teachers. Special education has developed many
stratbgies for working with a wide range of individual learning styles, and
these strategies need to be shared to their fullest.

3. Special education is properly only one part of the total educational plan.
It cannot and should not be asked to serve these youths alone. There
must be an integration of all the educational programs offered in schools.

« Through analysis, the specific offerings of each area can be set forth in
. conjunction with other curriculum areas so that the student can receive
the best of each area for his or her educational benkfit. Total educational
programing is a must. '

¢
. 3

.0 General, special, and vocational edycation, in order to assume their
- shared responsibility for the education of youth who have been categorized

as alienated and disruptive, must have assistance from a number of other -
individuals and agencies. The educational process must include longitudinal
assistance to these individuals. It is neither fair nor feasjble to relegate trou-
bled youth to certain areas within education, such as special or vocational
educatipn; and say “these students are your responsibility.” This is unfair to
the program, unfair to the teacher, and most of all, it is unfair to the student.

A system of service to these youth must begin early. It is in many cases
too late to redirect a 16 year old student with a long history of school diffi-
culties by placement in a new program as a last ditch salvage effort. Upon
entrance into the public school system, students should have a longitudinal
plan of educational options developed that will provide opportunities for
growth and maturity. These oppertunities should be clear in their purpose

9¢



and design. This educational option plan is not meant to be confinihg nor
restrictive, but simply a device through which students and parents can see
the various options that are available. Students can be deliberately and

- thoughtfully exposed to career and life experiences that will assist them °

along the educational pathway. .

Kindergarteners enter school with much bright eyed enthusiasm for learn-
ing and curiosity about the world around them. By age 8 or 9, however, the
child may have begun a journey toward increasing alienation marked by a
growing pattern of disruptive behavior. Thjs journey has as its point of de-
parture the repeated failures and frustrations encountered in the first two or

. three grades, problems that result from a number of interacting and influ-
encing factors within the home, school, and community setting. The school
needs to be sensitive to the changes that are occurring in students at this
Age and offer intervention programing to reduce this growing alienation.

General education, through a strong career education program integrated
with an equally strong academic program, can lay a solid foundation of
interest and exploration for the child. Career orientation can do much to
enhance the relevance of educational experiences for all students. Career
exploration in the classroom setting is carried directly into the community,
where students may visit with workers, view community businesses and
industry, and participate in community projects.

As the child finishes the elementary grades, a concentrated effort must be’

made by teachers to retain enthusiasm for learning and to make the tran-
sition from the elementary or middle grades to junior high school as easy as
possible. A new environment, for a student who is unsure and confused
about what lies ahead, may provoke disruptive behavior or the alienation o
which withdrawal is one symptom. '

" During the junior high years, general education needs to provide more
advanced career education experiences. The junior high years are a time of
rapid physical and cognitive growth. A comprehensive career education pro-
gram provides many opportunities for using this energy. Basic academic
skills can be practiced in a career context. For example, an English class
learns career survival words and uses them to interview a community worker.
Math skillg are applied in a real life situation when a student uses them to
- order lum
a newspaper ad for part time-employment. The same skills are used again
during the interview and later on thie work site. The use of these “school skills"
in the community often needs to be explicitly pointed out.

The student who is disruptive and alienated.must know what career op-
tions exist in order to make a meaningful and realistic career choice. While
a comprehensive career education pregram can do much to assist the stu-
dent along the decision making pathway, a strong prevocational program is
- necessary to facilitate maximum progress. Prevocational programs normally
include industrial arts, home economics, general business, and general ag-
riculture. Within these courses, students have the opportunity fo concep-
tualize, design, and construct various projects such as furniture, clothing, or
tools, which ultimately become the property of the students to share with
family and friends. For the alienated student who is searching for relevance,
for a source of pride, and for the self esteem bestowed by achievement and
approval of others, projects of this nature provide positive and rewarding
maturational experiences.

Through the informal sharing of materials and experiences, the spegial
education teacher can greatly aid general and prevocational teachers in their
work with troubled youngsters. If a given student is also officially designated
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as handicapped in the school setting, the special education teacher will be
directly involved through implementation of the individualized education prof‘

gram (IEP)." _ ‘ .
Work experience programs offer a Work experience programs can be of great assistance in involving and
variety of benefits. retaining the alienated and disruptive student. These programs are known by
' ' a number of names, such as Experience Based Career Education (EBCE),
Hands On Training (HOT), and Experience Programs in the: Community
(EPIC). Regardless oftitle, they have as their commori intent and purpose the
simultaneous involvement of the student in school and the world of work.
Specifically, such programs offer a combination of some or all of the following

benefits: ) .

1. Help the student gain exploratory occupational exgeriencé.
2. Assist in keeping the student in school.
. 3 Provide inschool support directly related to the employment site.
4. Provide personal development training in grooming, socialization skills, and
career planning.
Create a training base for cooperative occupational programs.
Provide a source of income. '
Allow students to develop a close relationship with school staff members.

/
N oo

Since many students leave school between the ages of 14 and 16, the
importance of a close student and teacher relationship needs to be empha-
sized. The transition from junior high to high school may be .facilitated
through teacher effort by introduding a student personally to the high schoal

f work experience or vocational teacher. This kind of visit is much different
from a quick orientation tour that may.be conducted for entering high school

. students. The change must be made carefully because, in spite of their

alienation and .disruption, these students are quite fragile inside, and they
\ need consistent and caring assistance. ; -
Close cooperation and articulatiorﬁﬂe Atthe high school level, clese cooperation and articulation among educators
essential.  in each segmentof the student’s educationai program are essential. The gen-

eral education and vocational teacher must each know and share what the

other is doing. Teachers in both programs may benefit from special education

resources. .

Public Law 94-142 has set forth that every handicapped child from the age

of 3 through 21 shall be provided a free and appropriate educational program.

A tool for monitoring the most appropriate program is the individualized edu-

cation program (IEP), containing such ‘components as long and short term

goals and objectives, length.of time of special services, and specific desig-

. nation of service providers. .- L

The development of a plan similar to In serving the alienated and disruptive student, the development of a sim-
the IEP could help.  ilar type of plan could do much to help remove the uncertainty and confusion

that surroungs just who Will do what for this student. Such an educational

. road map will not eliminate the sources of alienation, nor erase disruption

in total, but it will serve to bétter creaté an accurate educational picture for

"both student and staff of services to be provided. .

INCA*RCERAT £p YOUTH O Alienated and disruptive youth are being dealt with as the main focus
of this discussion because these are the students that the regular school will

be dealing with. Incarcerated youth are_educated in an isolated environment

- for the duration of confinement. They have the same educational needs as
' dothe nonconfined students. Within the penal system, there operate edu-

cational programs that include genéral. special, and vocational educators.

Teachers in this setting ne # cooperate and articulate in prog;aming for

'l L]
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their studehts just as publlc school educators do. The comments made on
public education and its responsibility hold true for those teachers and pro- |
grams involved with incarcerated youth. The needs in many cases are the
same. The opportunities for programing may be different, but the basic goal
remains that of reintroducing the incarcerated student,mio socnety as a useful " )
and contributing.citizen. ‘
The point of reentry into the h& envnronmenf is a very cntncal’ time for  The point of reentry is a critical fime.

the incarcerated student. Instructors from the penal center need to work in" ' :
cooperation with teachers in the regular school programs so that the tran-

. sition process is made as easy as possible. Cooperative. endeavors center
around exchanges of information concerning the student’s academic profi- -
ciencies, socialization’ abilities, and. career aSpnratlons Through this ex- ,
change will come information that will assist the regular school teacher-in. Exchanges of information assist the 1
developing an effective instructional strategy plan for the student much more .  ieacher. ’
quickly. In addition, all the involved teachers need to know the probatign or N
parole officer so that each i is aware of the other's involvement and influence.
O School filis a large portion of a young person s life, but there .are other ‘ OTHER INFLUENCING FAC TORS
environmental influences that affect the life of the student. The school should

- try to deal with these other influences to the best of its :a'mnty One way is §e aware of components of the
to be aware of the various components of the student's life. Poor school student’s life..
performance can be blamed on the general, special, of vocational teacher, !
“but if the student has an nmpossnble home sftuation, is invelved with thQaw
and-is associating w@ a questionable group of peers, then the placing of .
blame or responsibility becomes a game of pointing fingers. fhe schoaol, the ’
parents, and the court can all point fingers as to who is to blame, but the fact
remains that thére is still a deeply troubled young pergon in need of help.

There are 'many community - programs in existence for e¢pnomically dis- L ¥

advantaged youth between, the ages of 16 and 19, such as the Youth Com-

. munity-Conse n and Improvements Project (YCCIP) (Federal Register,
1978). Many of these programs originate from the Ddpartment of Labor, and
thus they must be coordinated with existing educational offerings. Not to be
aware of community programs will shortchange both the teacher and, the .

- student. The sthool must be aware of these programs, what their goals ar Not {o be aware of community
and how they serve youth. THis knowledge can serve to assnst teachers E\ ~ programs will shortchange both student
making better program decnsnons for students. \ : ) and teacher. :
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\ _ oL . - .
WHAT CAN BE DONE . D~£’II aducational personnel need to have their specific responsibilities de- L
_ ; ' findd in the context of the total educational "cBatinuum for disruptive and
. ' alienated youth. In order for these youth to be adequately served, teachers-
. Teachers oS to be properly prepared.  negd to e properly prepared. Teacher training (both preservice and inser- £ .
. vice) must include segments on discipline, classroom management, the ju- -
:  dicial system, and individual ‘evaluation. To do'a good job at any task, one
. _ : - p must be properiy predared. and this is especially._.;rué'for‘those who deal
: ' . with fellow hyman bein% 5 ' N L
School personnel need Yo look beyond their classroom walls and become
aware of their students’ broader activities, interests, and needs, In the same
. . Y{efn, stu%ints t be made aware of their responsibilities' in tefms of be-
( : ~-favior, ledrning, decision making. The school éQSould not merely spoon-
‘ feed these student$ a set of educational experience. without allowing them
bl the freedom to react as young aduits. {g:t: then mast realize that there are

-

both positive and negative consggquence that will result from their decisions.’
_ Youth must be responsible for their  They must be responsible for their -actions. The school can assist youth in
' actions.  dev&loping responsibility by providing 'decision making Opportun‘pjes thatsal-

. low students to see the results of their decisions.
P S - The future, with all its uncertainty, has one thing to’offer and that is chal- |
v The challenge is issued to general,  lehge. The challenge is issued to general, special, and .\gpéationall education s
: special, and vocational education eachers to help meet the needs of youth who are alienated, disruptive, and '
‘ teachers. % many cases i}nc‘ar"cerateh. The gducatioefl ‘commupity needs assistance -
) o all sectors of society in order to serve students in a comprehensive and ’

e . t . : <longitudinal way. Alienated, disruptive, and incarcerated youth are & respon-
sibility,f today &nd a challenge for tgmqrrow. Through acceptance of both
J respdnsibility and challenge, these .i‘ndiv"duals can and will be served.

aRE'FE RENCES~ American Vocational Association. Task fo(ce report on career education. Amerjcan
. ¢ Vocational Journal, 1972, 47 (1,12, " : X
: ' ~° American Vocational Association. Effectiveness of vocational education. Arlington
< . ﬁ‘) ‘ ) Y " VA: American Vocationa) Associgtion, 1974, o
" .2 Calhoun, C., & Finch, A. Vocational and cafeer education concepts and operations. ..
' : o -Belmont CA: Wadsworth, 1876. . * L , -
A _ Evans, R. Foundations of vocational education. Columbus OH: Merrill, 1971, . J
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. “tions for Rublic Law 84-142, Education of Handicapped Children).
Federal Register, Tuesday, September 26,1978, Subpart G (Rules apd Fieghlations :

for Youth Programs Under the Comprehensive Employment and Training Act). * Y
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_Expertence suggests that society’s professed concern for the education of

exceptional childrgn strangely falters when small handicapped children grow
into adolescence, and into the domain of secondary programing in the public

. schools. Troubhag any troublesome behavior 1 met with 1nc reasing negativism

on the part of adults who are charged with educating all youth. Mutual respect

Jin search of mutual reason represents a philosophy that holds promise of

making a beginping toward solving the problems that confront us. Attitudinal

change v naw critical for all secondary educdtors confronting the development

of programs for handicapped youth, especially the 40% to 50% who have
heen adjudicated. . .
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ADQUESCENTS. PROBLEMS WITH
SCHOQL AND SOXCIETY

The biolagical beginning and
psychological ending make
adolgscence a unique periexd.

.

The term Mienation creates one more
Labser!
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Adolescents exgeriment with limilx‘,
v.alqeﬂ&, and relationships.

Se('()ndafy youth are suspended and
expelled at an alarmigg rate.
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¥ Aggressive youth carinot be submitted

- - to the care of the streets.

(1 Adolescent youth have provided researchers, philosophers; and educators
with much to say. Adolescence is marked by a divergent break from child-
hood at puberty, culminating in psychological maturity at,age 21, about the
same period whel_'e'maturity under the law also begins. The biological be-
ginning and the psdychological ending make adolescence a unique_period, -
where a balanté of independence and dependence within selected social
and personai-relationships stabilizes. It is in this struggle betweer indepen-
dence and dependence, within the context of the social agency known as
the schogls; that adolescence appears to many educators as a period of
storm and stress. Rapid physical growth, newfound concerns for a place in
an enlé:ged world, the establishment of sex role relationships,.and intense
pressures from without to accept the adult world and declare an earned
place in it, all interact to create tremendous internal needs with which the
middle and secondary schools must cope. Add to those normal develop-
mehtal dimensions a combination of school and societal failure overlaid by
a handicapping condition, and it is little wonder that the secondary schools
remain academically oriented, functionally denying the existence of “problem

youth.”

In this country, literature from the-1950's onward described adolescents
who became aggressive toward the system or withdrawn from traditional
social structures as alienated (Bailey, 1969; Havighurst, 1970). Frankly, the
term alienation is troublesome because it creates one more label for youth
who may already feel different, and react to such labeling by in fact behaving
differently. The problematic concern with being different appears to be dou-
bly heightened for youth who fail to meet the® own expectancies or those
of society. In essence, the schools tend to amplify the uniqueness of ado-
lescence, especially when youth do not succeed within the system.

Research by Reckless (1967), substantiated by a number of other $tudies
(Jones, 1972; Rosenthal & Jacobson, 1968), pointed out the dangerous
influence of labels on students and teachers alike. Reckless essentially re-
ported that all adolescents experiment.with limits, values, and relationships.
Thosé who become chronic disruptive or norm violators, tend to hear the
expression bad associated with their behavior consistently more often. Could
it be that disruptive behavior ié initiated as a reinforcement of specific be-
havioral incidents? ' '

* Of more critical importance to the educator is the fact that once a range
of chronic disruptive, norm violating behaviors begin, the schools may not
have thé means of stopping them. What altgrnative treatment forms are
employed by secondary schogls for youth in trouble? First, such individuals
may be refhoved from the naormal flow or mainstream, to use a popular
special education expression. In shor, the system punishes a yagth for

" presenting froublesome behavior by removing the youth ffom the setting.

Secondary school age youth are susperided and expelled from school daily,
at an alarming rate (Splainé, 1975). The public schools appear to have the
attitude that education is a privilege, and therefore can be denied. The resylt
is that the street or some agency must now provide for youth who are well
under 21 years of age.'The mean age at which most youth eithe® drop™ or
“stop” attending school remains argound 14 years (Schreiber, 1968).

. At the other end of the behavioral coritinuum -are violenit or vandalistic
youth, who display norm violating and chronic disruptive behavior through ‘
overt aggression, placing a low priority both on other people and their prop-
erty. Aggressive youth cannpt be submitted to the care of the streets. The
public values property, the ability to control, and the capability to establish
viable norms for its futuré eitizens. Therefore, incarceration is the most com-
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- mon practice for dealing with aggressive youth who intimidate persons or

destroy property. Society naively believes that incarceration is a form of -

treatment. Incarceration may include treatment, but in itself is not treatment.
There are those in fact who believe that incarceyation only begets incarcer-
ation (Shore & Massimo, 1969), pointing to the recidivism rate, which re-
.mains at 75% to 80% (Moore, 1962). Statistical data simply suggest that
society is long on memory and short on alternatives.

The traditional professional response to chronic.disruptive, norm violating
adolescents is disappointing. There are no simple solutions to complex prob-
lems. Yet there are no solutions to any problems if not first sought. These
two principles hang in the balance, hung there by regular, vocationa}, and
special educators who must select an integrated professional posture. Cur-

“rently, that posture is that the secondary schools teachsubject matter, such
as math, chemistry, political science, metal or wood shop. The subject matter
is important, \and the student who does” not respond to it must make the
decision to come or go. That attitude places the secondary public schools
in direct conflict with the letter and intent of Public Law 94-142.

-

0 Public Law 94-142 is known as the Education for All Handlcapped Chil-
dren Act. It d?es not say the education for all handicapped children and
youth. Why?

There is a parallel between social dependence and handicapping condi-
tions which, many beheve can be broken by education. The very moral
beliefs of the nation. requ:re provisions for the least of its citizens, as well as
for those who have much to return to society. The conscience of an industrial
society prohibits the- creation of scrap piles, whether industrial or human. it
is not consistent with the ideology of our industrial society to be remembered
as the land of the free and home of the brave if we are unable to provide for
small, poor, h.andlcapped children.

‘But large, disruptive, troublesome adojescents are an altogether different
Jproposition. $ociety assumes that the moral principle of choosing the path-
way for one's life occurs at the age of reason (adolescence}. Choosing right
from wrong is the responsibility of an adolescent who must be held respon-
slble for the consequence of that decision. Attitudinally, then, a teacher or
- schdol system is justified in providing services for handicapped children, but
can justify neglegting services for youth who ¢hoose to be disruptive. Con-
sequently, services to secondary hahdicappéd youth currently fall below 58%
(National Center for Educatlonal Statistics, 1977). The nation's apathy is
somewhat reflected in the’Bureau for the Education of the Handicapped (US
Office of Educatlon) failure to list secondary special education as a priority
congern in the preparation of professional personnel, fesearch, and services.
Why does an amtude exist that supports differential treatment between ele-
mentary childr8n and secondary youth?

.The,phenomenon has at least one additional tte in‘reality—fear. Permit an
|I|ustrat|on Ellen Baistow, a teacher in the. public schools of Canton, Mas-
~ sathusetts, punished four members of her middle school class by keeping
. them after school. On her way home that'evening she was physically at-
tacked. Ejlen Baistow died from injuries sustained in that incident. Attitude
always efulates from tradition. The, point of interest COncernmg the Baistow
incident Is that it is a reality faced by every middie and secondary teacher
of today, Of course, you must realize the attack on Ms."Baistow occurred on
October 8,.1870.

In Senator Birch Bayh's report to a Special Congressional Subcommittee
investigation on juvenile delinquency (February, 1977), one descriptive sum-

.
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mary statement stands out: *‘A ledger of violence is confronting .our schgols
that reads like a casualty list from a war zone.or a vice squad annugf feport”
\(p. 5). Crime among youth has been on the upsurge, not only in sehools,
but everywhere. Juvenile arrests accourited for 51% of all property
in 1973, 23% of all violent crimes, and"45% of other serious cri
cording to FBI statistics, more, crimes are committed by-youth
by adults over 25.
Recent statistics from the National Center for Educational Stati
United States Office of Education (1977) reveal that 73% of t
cume every 5 months.  schools experience a major crime every 5 months. In fact+49 @&
, ‘ ) more than one major crime in a single semester. The range fro
state‘includes a high of 77.9% in Florida and a low 0f 25:5% if"North Dakota.
The' nationwide rate stands at a disconcerting 6.8% oftenses per 1000 en- *
soliment. . - o
The results of acts of vapdalism and violence are staggering. In 1969, the
/US Office of Education estimated that school vandalism accounted for over; ™
$100 miilion in property damage (Grieder, 1970). During the 3 year period " °
from 1970 to-1973, assaults on teachers increased 77.4%; assaults on stu-
dents were up 83.3%; personal robberies increaséd 36.7%: rapes and at-
tempted rapes increased 40.1%; homicides and confiscation of weapons ; -
jumped 18% and 54.4% respectively. These afarming increases reflect only
the reported data. Many school officials do not report’ less violent actg of
vandalism. In fact, many acts.of nonviolent vandalism are simply overlooked.
. Vandalism and acts of violence are somewhat difficult terms to define
operationally. Vandalism oecurs for many reasons, including nonmalicious
play and monetary and property gain. Bath are generally regarded as non-
violent acts against the school (Cohen, 1973, Goldman, 1960). Thus, a par- *
tial distinction can be made between property directed vandalism, including
theft, and personally directed violence. Yet, it is impossible to conclude that
vandalistic acts against property are totally impersonal. For example, prop-
erty directed acts of vandalism may be motivated by what the student feels
are unfair rules imposed by a contrgiling adult minority on youth, an unrep-
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Crime among youth has been on the
upsurge.

.

Statistic s reveal that 7 3% of the
nation’s schools experience @ major

Many sc hool ()lli( 1als do not report 1ess
violent acts of vandalism

‘ resentgd majority. Thus, the motives of vandalism may be violent while the
behavior itself is not so classified. /
/

L] Accompanying the attitude that small handicapped children must be pro-

vided special education services is a belief, even among special educators, .
that adoléscent troublesome youth are dangerous, a threat, and therefore,
cannot bd served. -

- . Alienation and incarceration are not one®and the same, but it does ngt

' require a leap in logic to perceive the two as associated on a continuum/of

troubled youth in the s¢hool setting. Nor does it require a substaggial review

WAIOSE PROBLEM? WHOSE FAULT?

There is a flow of youth . . . through

pubslic, private, or community agencics. -

~N

The average ¢ arceration is only 7

¢

months

of the literature to note that there is a flow of youth between, among, and
through & number of selected public, private, or community agencies. Many
youth do in fact attend public schools in r.egular or special ¢lasses, and
may be on the streets and well known to a half dozen or so social, )(velfare.
or health agencies, having been, or on the way to being incarperzzed. This
is especially so, since the average stay of incarceration for juvenile/ ffenders
is only 7 ronths (lllinois Commission on Children, 1977). :
Youth-failing in school (or failed by the schools) apparently t)éve several
realistic options. They may find successful employment, walK the streets,
enter an alternative school program if there is one, or go to jail. Whose
problem? The youth? Hardly. The community? If so, which agencies in the
1
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community? The school? Yet's examine the potential that the educational
organization may have for contributing to chronic disruptive behavior.

Ascertaining the effects of the school as a treatment agency may begin
by~eRamining the options or alternatives youth e while enrolled. There
has been a teridency for adolescents to seek identity in group relationships
that may result in their exclusion from membership in the societal main- ‘
stream. Secondary schools typically track or group youth, identifying, label- Secondary schaols track or group
ing, andfsubtly encouraging them to seek protection and understanding in youth : .
their own organizational structura. ¥ outh gangs are examples of group iden-
tity. that have been studied intensively (Tannenbaurr, 1966). An assumption
necessitating exploration is that the public.schools are a rule setting societal

" organization, and as such invite gang type antirule (or rule of the.gang versus
rules of the school). What initially promotes gang structure has not been
answéred to anyone's satisfaction (DeFleur, 1967). Speculative work on the- -
oretical construc'ts that gang membership prémotes delinquent acts has gen-
erally led researchers to believe that the laws of the gang must become
more important than the rules of the larger society (Empey, 1967).

Hirschi (1969) has advanced a control theory which postulates that ado- .
lescent behavior is an extensibn of the individual’s bond to society's weak-. 0
nesses as that individual determines them. This empirically tested approach .
is based on the theory that the bonds among humrarg; provide a belief in the

‘ values of the societal order that tends to produce the behavior observed in <

- secondary school age adolescents and their culture, particularly gangs.

These bonds include attachment, caring about the gpinions and expectations
of others, and the time and engrgy committed to self, school, work, family,
hobbies, and recreation. . )
Using the gang as a means of understanding péer norms, let us review
the nature qf the rapid increase in violent acts in the nation's schools. At-
tempting to provide one specylative view for suth an increase in violent 1
f behavior in the adolescent, .the position advanged is that the school has set  The school has set itself up as a target.
- jtself up as a target. Inadveftently, this reinforces most adolescents to direct :
feeling toward the inanimate being who makes, imposes, and enforces rules,
denying the very right of the governed to be hehrd in the rule making process. ¥
THerefore, public education could po$sibly be 'grand scale hypocrisy, viewing
itself as the very care of the democratic experience, while its learning ex- '
periences are rooted in the autocratic rule of the minority with power. The
end result is simply that the adolescent's natural curiosity to test, mqnipﬁlate. )
and probe rule regularity structures is directed toward the school, its con- ..

_ tents, and most of all, the:people who make the rules.

Such a view is neither anothér tiveory of delinquency, nor does it account
for all norm violating behaviors. It is advanced because if, as educators, we
may be inadvertently reinforcing obstreperous behaviors, then perhaps we
may be able to eliminate urﬂesirable adolescent behavioral responses by:

. ' . . '
1. Reducing the amount 6f external controls. . -
2. Increasing the amount of self regulatory behavior. . .
3. Providing environmental structures that reduce the likelihood of both , v

planned and mischievous vandalism.

A major consideration at this junéture is (a) to increase the student’s role in
self government, and (b) to attempt to tedch self reliance as. an objective,
aven to the extent of specifically including it in the individualized education
program (IEP) for secondary handicapped students.

Many norm violating yobth experience un;qccessful personal crises,

/
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HANDICAPPED YOUTH IN TROUBLE:
TRUANTS, DROPOUTS, SCHOOL
FAILURES
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meet academic and social competition, and face recurring, severe academic
underachievement. The response of many yoyth to the disastrous social and
academic experiences of school is to display such unacceptable behaviors
as vandalism, truancy, and aggression, ending the unpleasant
.by dropping out of sch8ol. Handicapped youth whio traditionally

erience
. ve been
“placed in special education programs are not intierently involved With such

activities. ‘*®tat the secondary level, behaviorally disordered, leamihg dis-
abled, and mildly mentally retarded students have accumulated histories of
school difficulties. School problems may be expressed in ovett attention
getting or passive behavioral responses, causing the secondary handi-
capped student to look, act, or appear to be indistinguishable from the
chronic disryptive or norm yiolating youth. In summary, secondary chronic
disrpptive/nzfm violating youth in €ocial or gcademic difficulty with the

" schools maYy be handicapped, may.have histories of school failure, may have

been dropped or stopped from school attendance, or may be chronically
truant. =,

O The search to fulfill unmet emotional needs is ehcounterqd by practically
all nggn violating youth, regardless of the causes or symptoms of their be-

.havior. Their interpersonal commitments and communicatiop skills are very

low, and they share little satisfactory emotional involvement with others. For
example, known secondary school age vandals evidence minimal ability to
demonstrate sympathy toward others, to stand alone when necessary, \to
have close friends, or to be aggressively constructive. This inability to relate
to others is supported by Goldman's 1960 study of the Syracuse Public
School system, in which the following factors were cited in relationship to
a high rate of alienation: frequent staff turnover, authoritarian administration,
and highly formal interpersonal relations.

Youth who are motivated‘by unmet emotional needs are characterized as
low academic achievers with poor self concepts. A significantly recurring
relationship between self concept and academic achievement has been ver-

ified to some extent (Brookover, Erikson, & Joiner, 1967). Shaw, Edson, and -

Bell's study (1960) of the self perceptions of achievers and underachievers
indicated that miale achievers feel relatively more positive about thefnselves
than théir underachieving counterparts. In a closer look at underachievers,
Taylor (1864) listed the following personality traits: they are self derogatory,

have depressed attitudes about themselves, and experience strong feelings .
. “of inadequacy and inferiority. General unhappiness with personal circum-

stances may leggd individual youth to seek peer acceptance and high self
esteem through violent acts. Cohen (1973) stated that such youth may even
display a group offense which is “situational in character and arises spon-
taneously out pf group interaction™ (p. 254).

A sex difference has also been noted. The fact that a negative view toward
oneself and one's abilities leads to unsuccessful performances in school
holds true more strongly for boys than for girls (Bledsoe, 1967, Fink, 1962;
Shaw, Edson, & Bell, 1960). This is consistent with studies in most Western
countries, where the ratio of male to female delinquents is about six to one.

-

I Thus far, it would appear that youth experiencing gifficulty with the aca-
demic and social response to school present four major, overlapping char-
acteristics. These include truancy, the experience of being dropped or
stopped from school attengiance, fistories of school failure (primarily aca-

" demic), and mild handicap.

)
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Fruants and dropouts. Truancy and dropout rates have remained at about '

the same level since compulsory school attendance laws were enacted ‘
(Splaine, 1975). The only significant variations from the approximate 20% . .
, to 30% figures (Washington, 1973) are with minority groups (Dysinger, -
1975), particularly with Hispanic'youth (DeGracie, 1974). It is interesting to .
note that most programs developed to curb dropouts have focused on the
academic and social adjustment of the dropped or stopped adolescent. y
Dauw (1970) reported a high school dropout prograntin the Pontiac, Mich-
igan schools directed at reducing the relatively high 17.1% dropout rates
. among disadvantaged students. The records of these students, along with ‘
those recommended by teachgrs and administrators, were examined. Stu-
~dents were scheduled for interviews until ‘45 youth were- selected. These
students were characterized by prior poor school attendance, law academic
achievement, and behavioral and/or socnopsychologlcal problems’ A daytime

academic remediation. and vocatjgnal trannnng program was provnded for
them in an inner cny housing ect.

Besant (1969) descu an occupation training program at the Rodman
Job Corps Center in New Bedford, Massachusetts, where nearly 85% of the,
youth who dttended two levels of successful study completed a high school
equivalency exam and qualified for a high school diploma. The Rodman
Center sought to benefit from observations that were made on teaching
dropout youth. Dropouts have a deep sense of school inadequacy which is
partially supported by a prior record of failure. It was hypothesized that if the
dropouts were to succeed in any preventative or remedial program they must If dropouts were to succeed, theyrgust
+ - experience early success. Failure was quickly identified and checked by experience early success.
recycling the student through the urtits that were not mastered.
Initia! instruction was verbal, with a gradual shift to written material as
. student reading ability intreased. Personal and vocational counseling played , ‘. .
[ an imporfant role. Individual and jqb related counseling was intensive, highly
personal, and realistic. Besant (1969) found that “six to nine months of ° .
classwork and concurrent on the job training were sufficient to qualify the
average 17 to 22 year old traunee for an entry level j6b in a range of office
skills™ (p. 52).
Douglass (1969) developed a junior high school dropout pre‘@‘entnon pro-
gram based on the premise that youth drop out because of -their inability  Youth drop out because of inability to
to learn to read and consequent failure in other subject areas. The major  read.
approaches recommended by Douglass in preVenting school dropout from y
occurring were:

AN

i

1. Improve pupil-teacher interpersonal relations.
2. Increase junior high school remedial work.
3. Offer special study habits and skill bunldlng gundance center preventlon
classes.
- -4. |Improve counseling relationships with an eye toward dropout prevention
systems. ¢
5. Increase the number of work study programs.

Milliops of dollars and over a halfycentury of programmatic efforts have s
been expended, and yet the dropout problem remains. Various proposals . ‘
have been brought forth as solutions to the problem, including abollshlngc
co{npulsory schooling laws and providing on the job training, career edu- y g
cation, and relevant curricula. As school personnel confront the issue today
it would benefit them to keep in mind the fact that school is not a panacea.
In fact, as the evidence suggests, it has been anythlng but that for Iower
socioeconomic class youth. .

103 . ‘
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Accordingly, while attémpting to improve the guality of schooling for all of

America's children, educators should refrain from misleading promises and
inaccurate statements. Furthermove, educators should consider the possi-
bility that, at least for high school age pupils, school might not be the best
place. Above all, school personnel should never engagg in a campaign
against dropouts which results in social stigmatization. Dropping out’ of
‘school may be said.to be a symptom of preexisting problems, rather than a
problem itself. In the opinion of many authorities, the source of that problem
may well be in the fiber of society, of which the schools are an integral part.
Programs that work must focus on attitude; if the school reinforces feelings
of inadequacy and continues to deny success, youth options dwindle to but
one. A few concerned teachers and an overworked counselor will make only
a small difference. If leaving school is viewed as a community problem that
must be addressed by all parties, courts, stores, employers, service agen-
cies, and schools, effective measures for prevention as well-as the job of

returning dropouts can commence. ,
d

o/

School failures. The academic skill level of adjudicated youth has been dem-

onstrated time and time again to exceed a fourth grade achievement level
only rarely (Berman, 1975). The problem, as Berman pointed out, is that
Basic reading, writing, spelling, and arithmetic skills (tool subjects) are 0
inadequate that they are unusable for purposes of daily living. More impor-

tantly, reading vocabulary is so weak tI;’at skill deficiencies actually multiply

as the youth grows older. -
That conclusion was borne out by the finding that at the eighth grade level,
achievement in disadvantaged areas was relatively lower than it had been
in the fifth grade. Concomitantly, the dropout rate in pr tljominantly Black.
urban high schools was equal to two-thirds of the entering ninth grade class
and was twice thﬁ:itywide rate. The reading and writing level of students
in disadvantaged areas was far too low for them either to advange in school
or to function effectively in society. As direct consequences of tHis illiteracy,
welfare programs, unemployment, poverty. and social and political isolation
are important variables to be considered in a dropout program. R

' ’ E XS

[)/Of the approximately 20% of youth experiencing difficulty in the second-
ary schools, at least half are handicapped and should be receiving special
education services in cooperation with either regular or vocational education.
A review of the literature in this context is enlightening. Morgan (1979) con-
ducted a survey of some 200 juvenile correctional agencies in all 50 states
and US territories to ascertain the known incidence of handicapped incar-
cerated youth. He found that 42.4% of the youth were handicapped accord-
ing to the categories delineated.in Public Law 94-142, with the prevalent
diagnostic categories being educable mental retardation, serious emational
disturbance, and specific learning disabilities, If youth labeled as handi-
capped are being received into institutions for the adjudicated, it may per-
haps be assumed that those handicaps are diagnosed by the public schodls
from whence they emanated. Since it is impossible to estimate which youth
have been handicapped and chronic disruptive in school, a review of the
handicapping conditions for those who are incarcerated may shed some light
on that incidence retrospectively.

Mentally retarded.offenders. The extent of mental retardatipn among known
delinquents ranges from a low of 3% (Santamour & West, 1@“0 a high

C
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of 27% (Atlanta Association for Retarded Citizens, 1975). The average was
reported at 9.5% (Brown & Courtless, 1971). The mean |Q for a general

- population of incarceratéd youth was reported to be 84.5 (Mann & Mann,

-~ 1939), with about 22% being retarded. The majority of those were in the
category of educable retarded (14%). Mesinger (1976) concluded that most
retarded delinquents also have severe psyc.hosocial problems. -

Learning disabled offenders.. Numerous studies have attempted to define
. the relationship between learning disabilities and juvenile delinquency. Grau-
bard (1967) reported that delinquent populations deviate from normals on
the communication processes and integrational levels of the lllinois Test of
Psychglinguistic Abilities. In Britain, Critchley (1968) noted that 60% of de-
linquent youth are 2 or more years below their expected grade level in read-
ing. Mulligan (1965) also found that a significant number of juvenile proba-
tioners were functioning at below normal reading levels. In one study alone,
53% of the sample population of 50 had significant reading disabilities, while
32% had specific learning disabilities (Duling, Eddys & Risko, 1970). Another
study concluded, that disabled readers and delinquent children possess sim-
ilar personality characteristics, such as emotional maladjustment, low toler-
ance Of frustration, and hostility (Miler & Windhauser, 1971). 7
‘Walle (1972) studied the incidence and severity of communication prob-
lems in a sample of t28 -male delinquents, observing that 63 youth had
sevgre communication problems, with 3.2% of this number having severe
language disorders. Compton (1974) assessed the incidence and type of

learning disabilities, noting a general pattern of 75% having a sudden drop

in achievement coupled by truancy before the sixth grade. He suggested
that truancy and academic achieyement problems noted in elementary age
children should serve to identify troubled youth in need of intervention. Hod-
rgenson (1974) also observed and measured a relationship between reading
failure and_"antisocial, aggressive behaviors.

Finally, Poremba (1974) contended that most delinquents in the United
States are learning disabled youth who have not been served. As many as
85% to 90% of &linquents have learning disabilities as opposed to 20%#o

. 25% of the school population. Jacobson (1974) provided more modest fig-
ures, placing 50% to 80% of delinquents in the learning disability group.
Jordan (1974) found 81% to be learning disabled. Mauser (1974) concluded
that not all delinquents have learning disabilities and not all who haverlearn-
ing disabilities are juvenile delinquents.

f

. 1Y
[ Career education, vocational education, guided group interaction (GGI),
job coaching, and the strengthening of field serviceiaison between school

and community agencies all represent useful programs. Alternative high'

schools, and the accompanying range of service delivery options, are seem-

ingly more often effective than traditionalxpulsion or suspension methods.

A change in building level attitude toward chronic disruptive youth, chronic

- disruptive youth with a handicap, and handigapped youth is essential. It is
' possible that additional information is needed to elicit attitudinal change, but
that assumption is not completely self maintgining. Attitudinal change in great

part can be deferred by that perpetual problem—denial. The defense mech-

anism that tends to block out the issues and perpetuate the denial of the
existence of troubled or troublesome youth may be nothing more than a
dependerice on an excuse to teach to ‘the curricupm,ﬁctademic subject
matter, and its achievemént, provides‘-a haven within which the rationaliza-

- . [
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-
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conflict, c onfrontation, maripulation,
- rebellion.
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dt the adult world.,

. Iho teac her must maintain and enforce
rules.

the adaolescent is conditined t t
suspect adult vlues.

?ion of the Teal problem can be hidden.
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That problem may well be fear—fear

of failure with those who are difficult to educate; fear of the indifference of

youth to adult authority; fear of the ch

the rute’breaker to the ruje maker.
Beybnd idle speculatlon it is clearly

‘the difference: The teacher is not only-

her very presenc

iors. Thus, it is £e _

strumental in changing student behavi

?llenge of the serf to the sovereign,
. -

the teacher and principal who make

a dispenser of reinforcers, but his or

is a reinforcer, model, and advocate for prosocial behav-
xiomatic that teachers and other school personnel are in-

or. Unfortunatély, such a basic truth

is not so obvious. The secondary public school is an achievement oriented

academic arena of departmentalized

rricula, where teachers tend to view’

pupils as good or bﬁ and percelve their own roles as behavioral change

agents to be minimal.

Aggression, mvanably displayed in vnolatlon of rules and in corgct un-

befitting the situation, rarpains as the

ultimate Yest of the human relations

aspect of teaching. The expression of aggressive acts implies conflict, con-

‘frontation, manipulation, and rebellion.

Human beings are constructed with

the mechanism to express anger, hostility, frustration, disappointment, and
despair. The school as a social institution seldom considers these expres-

sions appropriate in the classroom or
acts. Teachers, principals, counselors,

corridor and fails to condone such
and other school persohnel are po-

sitioned to support school rules. Similarlys schools have social orgamzatlon-

_ al pressures dictating that rules be en

forced at all cost. These rules do in

fact estahlish the norms for acceptable and unacceptable behavior.

A youth who-needs attention general

ly desires to strike out or back at the

adult world. Merely by breaking a rule an adolescent has tested and manip-
ulated the status quo. When a youth confronts another youth with verbally

aggressive, abusive language in a study hall, he breaks several rules, putt’igg/—/
teachers in a position where they are forced to intervene at the time of crisis.

* Is it possible that the relative position of defining behaviors as good or bad,

rather than describing behaviors, seriously limits the range of responses or
the alternative mode of responses availabfe to the secondary educator?
The secondary special educator has a doubly heavy load in maintaining

* both classroom control and a therape

utic enwironment. The task remains

complex. Specific teaching attributes such as fairhess, horesty, and rule
establishment enhance the teacher’s capacity to be effective with adoles-
cents. A reputation for fairness is constructed by keeping promises, assisting
students in regulating their overt behavior, upholding rules, and handling

broken rules in a consistent manner. Iti

must maintain and enforce rules. rules that are ideally

upon by the students. Theeacher wh
perform in a supetior fashion.

leished\or agreed

s indeed an absolute that the teacher
ixpect s;tudents to

o is tardy cann

Above all, adolescents respect honesty and avoid entrustlng personal
questaons to teachers who respond in a flippant manner or condemn and *
generalize on the basis of little evidence. The adolescent is conditioned to
suspect adult valugs and perfeives the hypocnsy in a dual value system
that adults accept so freely. If the consequences of behavior are to be under-’
stood the rules regulating those behéwo;s ust be #mple and readily under-
stood. Rules must pe made in relationship to a particular environment, and
. their relativity must be explained, since it cannot be readily understood.

"“>¢ . There are no simple cookbook solutions that ttansfer from situation to

situation concerning the elimjnation
are times to be firm and demanding,
compliance with rulgs. There are times

.

. /

onic disruptive behaviors. There
hot rigid or sarcastic, in expecting
n’students should be singtgd out
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and told what ig expected in most certain terms, with a line firmly drawn.
There are times when the approach should be softer and the issue ad-
dressed from ah individual perspective in the context of an array of behav-
ioral possibilitias, one of which the student selects. Chronic disruptive be-
haviors may frequently be reduced or eliminated when the teacher has made
the classroom~a secure pléce for students to express themselves and ex-
plore personal issues in a normal manner knowing that the teacher is their
advocate and is-supporting them personally. :

, O The school fails youth in several ways, inciuding a lack of commitment

to help low performing students; antiQquated methods and materials that fail
to address cultural, language, and motivationgl differences; failure to teach

“realistic personal,. social, and job survival sk/ls and the inability to provide
-alterndtive behaviors to displace persistent aggressive and disruptive be-
; haviors. The assumption commonly exists that youth who exhibit aggressive-

disruptive behavior in school will drop out or be expelied, thus ending the
problem. The failure of school personnel to understand that aggressive-dis-
ruptive behavior in school transfers to delinquent behavior in the community
is an additional probiem. . S
Studies on classroom interactions have shown aggressive behavior to be
related to teacher attributes, the physical structure of the classroom, and the
type of instructional materials used. In an early study on teacher personality,
Anderson, Brewer, and Reed (1946) found that a dominative teacher style
incited dominative behaviors by students, while an integrative teacher style

_____——Ppromoted integrative student behavior. inyessence, the verbal behavior dis-

-

.on anxiety

on achievement, and on the frequency of dlsorderly be-
by students.

‘played by t%rs has a direct influenc pupil attitudes toward the class.
!
lay

havior disp

_ 'Secondary special educators have recognized the importance of the phys-
. ical management of the classroom in establishing -a healthy, expressive at-

mosphere. In 6ne study, Underwood (1968) studied disruptive behavior as
related to increased range of action and movement space in the classroom.
The data suggest, as an alternative to the large group setting, that students
self gselect activities within a smaller group.

Classroom management strategies that teachers adopt maintain, de-

velop, or modify to control aggressive behavior are not important as strate-

gies in themselves, but are important in creating a classroom climate. What
secondary educators do or say before (antecedent events) or after (conse-
quent events) a behavior occurs directly influences the climate in the class-
room. In a review of antecedents of aggressive classroom behavior, Redi
(1969) described aggression as an interaction of the psychological dynamics
an individual imposes on the self. If long term planning is to be impiemented
to dispel aggression, the teacher must recognize the precursors of aggres-
sion. Redl hypothesized three such factors: -

1. Carryover aggression from the home, community, or playground that is
brought with the youth into the*school.

2. Explosive aggression from pent-up feelmgs emotions, or desires, fre-
quently associated with emotional dlsturbance

3. Aggression engendered by the classroom, teacher or youth

Red! dehneated two SUggQStiODS for managing aggressnon in the classroom:
cutting the contagion chain and signal interference. These strategies-were
viewed by Redl| as a means of getting the youth “off the hook'" before aggres-

sion spilled over into the classroom. The issue of the teacher as a possible

o
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A common assumption s that youth
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:Punishment signals the situation ls out
of the teacher’s ((m 20
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In most cases, adolescents st react
and are not sure why.

-are arbitrary rules, fend off fru

N
One salvation is a different behavioral
maodel.

- and more agile on their feet than the adolescent.

\?ge teacher has two responsibilities: (a) to gain control and. punish

_and others: One salvation.for aft

-"-\-1_ *

stnm;.{ (Q( sttmulator) of aggression is addressed as well as the importance
n§ in, teacher mte‘fennon i
"t{amcolhs (1972) vividly described the management of aggressive youth

a l§syc:h|a\trlc hospital setting. The staff rigidly intensified their activity level

Q tnE adolesceht patient at hand. Hartocollis suggested that the bellig-
eren%,‘ ,aﬁgresswe addlesc§nt can produce a loss of self esteem in staff

embers'by challenging a p;ofessnonal person. When the effect of that chal-
lepge {s sensed, the adolescent is reinforced and continues to reissue the

threat at will. The problem is the initial inability of staff to be tougher, smarter,.
7

Holland and Skinner (1961) described punishment as gither the withdrawal
of a pleasant reinforcer or the presentation of aversive stimuli. Generally
speaking, the use q_f punishment in schogh signals that the situation is out
of the teacher's coritrol. In short, there is no longer an interaction between
student and teacher promoting a human relationship growttt phenomenon.
Punishment will stop a behavior from occurring, but it does net lead to the
development of a more acceptable alternative response. Teachers must
have the option to punish, but they must also recognize that punishment is | *

" injurious to an increased repertoire of approprla\‘e behavioral responses.

The effects of verbal punishment on inhibition of aggression were exam-
ined by Hollenberg‘and Sperry (1951). The experiment demonstrated that

_ verbal punishment subsequent to aggression decreased that behavior..but

only temporarily. Research has tended to center on the importance of pun
ishment as a determinant of resistance to deviation. Resistance to deviatior
is defined as the ability to withstand pressure or the temptation to deviat
from a behavior standard in the absence of surveillance. Walters, Park, an
Cane (1965) substantiated the important role punishment plays in deterring-
resistance. They demonstrated that punishment is an effective means to
internalize social rules in children. Effectiveness is a function of timing when
punishment is delivered upon initiation of the act, rather than tarmlnatlonf -t
i
ssary; and (b) to determine, if possible, the triggering mechanisms. Thé
question of why a behavior occurs is inappropriate. To ask why implies that
there is rational thought that ;ﬁnded what may appear to be premeditafed ,
action. In most cases, adol€scents just reﬁ and are not really sure to
they are reacting. Maybe they are ‘responding to feelings that accompgny .

&Lméion, or express anger. Does it matt :r?_
lfa thggermg mechanlsm can be identified®nd eliminated, then ye$. If a

other models, their reaction under the stress of being aggressed, the
extent to which tha}r maintain the belief that people, no matter hqw.ifappro-
- priate their behavior, are worthy of dignified human relationships. Aggression

will never stand up-to a human interaction between teacher arld jstudent
where mutual respect is in search of mutual reason. .
The evidence is in. Chron1m§1ptuve behavior only reinforces feellﬁgs

“that generate additional chronic digruptive behavior. It.is destructiye to self

ankind is a different behavioral prodel. If,
as history records, the_behaviors of nations can be-shaped to &xpfess kind-
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+ ness on onge hand. or aggressnon on the other, through culture or'a ministry ‘ _ ‘.

of propaganda then schools can proche desired behavnoral outdomes. In .
the wnﬂﬁg of Pogo “I have met the enemy, and he isus.” - L : p
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The unique program and ph\:h)sophx of a New York City public day school for
emotionally handicapped adolescents provides fresh insight inton the dynamics
of aggressive behavior. The demonstrated farlure of techniques of repression

« and-coercion in the school setting demands an alternative approach. Young

pe(;ple must be given the freedom that enables them to internalize discipline.
Livingston S('hb()! offers an environment where. choices are made by students '
themselves, and where all feelings are acc éplod. At Livingston; students learn”

that they do indbed copiteol important aspedts of therr own lives. Only then are
they ready to work toward the ac hievement of meaningful personal and

" academic goals.
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. { L}vingston a public day school for young men and women.\ages 12

¢hrough 21, is the onIy coeducational school in'New York City for emotionally
handicapped adolescents. All students are refen{ég to' the school through

New York City Board of Education procedures. ln/compi ignce with federal
“ and state laws and regulations. :

The history of the school is an mterestlng one.-in 1957 in a wave of school
SUSpensio‘ns desugned to “clegan up the schools™ of disruptive clientele, one

thousand-studénts were suspended. One hundred of thése were girls, and
a separate ‘school was established’ to accommodate them. | came to the: -
school as principal:in 1958, and have written about its hnstory and the pro-)

gram we developed (Rothman, 1977). ] -
In 1975, [ was asked by the executive director of special education in New

York City to take over a boys’ school that was floundering in philosophy, .

treatment, and program. The schoou had been the target' of a lawsuit in-
volving allegatlons of poor programlhg and lack of treatment. | was asked
to integrate this school into the existing program at Luvmgston Accordingly,
for two years Livingston High Scheol consisted of two separate $choojs in
two separate buildings—a Livingston School for Boys and a Livingston

.School for Girls. | was principal of both.

Because it was my firm conviction that it was untherapeutic and unedu-

cationgl, as well as "unconstitutional, to maintain sexually segregated

schools, | integrated the two parts. Livingston is now housed in ong building,
on West End Avenue at 82r\d Street on New York City's upper west side.
Although the building is inadequate in terms of facilities, ywe are now coed-

ucational, and that is the important factor. There were a.few problems in the

process of integration, but not nearly as many as weve anticipated.

| see the beginnings of using the coeducational setting as a further means
of therapeutic intervention. One thing is certain. The young men and women
at Livingston, some of whom are parents, need to learn how to refate to
each other in meaningful emotional ways, other than purely sexual ones.
The school c¢an and does provide this social and emotional focus.

.,D Livingston students live in alf parts of the city and generdlly use public

transportation. Many students travel as much as one hour a day or longer
to come to school. MoSt live with their parents, while others live in group

resudenc&s Some are declared emancipatéd minors and are the heads of

. their own hous’eholds ’

Students are referred to Livingston from their local schools or other social
and service agencies through the Committees of the Handicapped, who are
the direct referring agencies. Presently there arg 32 such committees in'New
York City, one for each school district. Recommendation to Livingston Is
made, after complete evaluation of each student, but actual placement is
effected by the administrative units at the New York Clty Central Board of
Education.

In practical terms, the prqcess: as it now exists serves to keep students
out of Livingston; rather than place them in Livingston. Some studlents wait
‘as long as a year for the process of evaluation and placement to be com-

efed. Some wait at their local schools, in-their local classrooms, where
I{lr patterns of disruptiveness increase. Knowing that they have been re-

o ferred elsewhere, they feel that their presence is unwanted, Others, partic-

ularly older ones, wait in the streets, generally lost to the schobls and society
entirely. They become the dropouts, an economic, political, and social bur-
den to the city. The damage they do to themselves, however, is immeas-
ureable. X
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‘progiens, of the fodefal law, put because of inappropriate bureaucratic

Structurdggthat hinder rather than help effective enforcement.-The New York
City Board of Education is so fearful of being out of compliance with Public
Law 94-142 that the educational burgaucracy has.established procedures

) df"‘ﬁgercmhpliance that, in effect, keep children qut of proper placement. :

One example of overcompliance is refusal to accept clinical evaluations
from agencies other than the'Board of Educpt{on. A child can be kept waiting
for months to be given the same tests that have already been administered
in ariother setting. The tests this fime are administered by a school psy-
chologist rather than a psy¢hologistwho works in a hospitalor clinicag) setting.
Requiring that a child be placed in a simulated classroom for tr;purpose
of educational évaluation is another example efovercompliance. Irfthis case,
individyal children who don't know each other must relate to a teacher they
don't know in an unfamiliar classroom, setting.

Precisely because of the process to which they have been subjected, thd
students who finally come to Livinqstdn are ‘often angrier than they need be.
They may suffer from some specific pathology. such as “‘passive aggressive
personality,” which is as good-a diagnosis as any. Or, they may,_.not have

been diagnosed as suffering from any specific.entity, and are simply labeled -

’

“reaction to adolescence,” whatever that means. : :

Regardless of the specific diagnosis, they all fall ‘under the generic clas-

sification of “emotionally handicapped.” The termt’ of course, is relatively

meaningless. Certainly it is not a diagnostic category. A-diagnosis should

‘prescribe treatment. A diagnosis of pneumonia, for example, implies the.

presence of a specific bug, as well as a prescribed course of -treatment to
kill that specific bug. It is true that the doctor might choose from a variety of

treatment possibilities, but at least there is a course of action prescribed.-

What course of treatment does the term “emotionally haridicapped” pre-
scribe? Doés it mean that one method of special schooling will cure this one
educational illness? No, it means nothing of the sort, and should not. Gen-

- erally, it means that a particular student cannot be kept in a classroom with

other students because of the problem presented to the teacher in terms of

management. This is no reason to nurture the term. The label “emotionally

handicapped” should be discarded into the junk heap of old qducational
clichés. : _
How fuch simpler it would be for the placement process. and how much

«

kinder to the- student, to discard labels and speak in terms of needs. One

might then truly diagnose a student’'s needs, such as a need for the total
therapeutic environmgnt provided in a day treatmeht program. The term
“gmotionally handicapped” need not be used at all. .

At Livingston, “emotional handicap™ means aggression. Ours are the an-
gry youth who have utilized aggressive deferises that have not served them

well. They are the angry, powerless young people who feel vulnerable to

. gociety and impbtent in the face of thaf vulnerability. As a result, they are

most often deprbssed and agitated, a pbmbiﬁation that prdduces viotence.
Internal anger may stem from a variety of sources, but there is no doubt that
sorne of it also jstems from the external labiel placed upon them.

A great majority of these students, young women as well as young men,.

depending upary age. They have been adjudicated\into such classifications
as delinquent, felon, person in need of supervision, or neglected. The legal
label assigned to them is often dependent upon sheer circumstance. The
same crime committed by the same person in two different locations in New

have been in\:flved in court proceedings, both family and criminal courts,
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York City- mnght end up with two dlfferent kegal dispositions, d pendent upon
such vanables as the-arresting officer, the court, or the mta worker at the
time. :

Our students are the duslocated the allenated the dlsruptlve the volatlle
the perpetrators of street crime or of even more serious cnme the agitated
students of New York City, whom nobody really wants and ahnost evelybody~

~ fears, ineluding their own’ parents The students at Livingston have not

“made it" on their own terms in their own home schools. They may feel that
they have “made it" in the streets. They may even boast of “being_big,"
“doing.time," and they may be minor heroés 'in, thelr nelghborhoods At
school, however, they are all recognized failures, or they would not have
been referred. They have failed, not necessarily academically, but behav-
lorally. They have been unable to conform to school regulations. They have
adopted alternative social systems that may have served them well in the
streets, but ndt in school. Their street defenses did not wear.well in the
classroom. Lying, “conning,” stealing, fighting, were survival skills for the
street, but not for the classroom.

Not all our students are from ghetto areas, nor are they all from poverty

levels, although the majority are. Students from middle class families, par- -,

ticularly those whose parents have risen economically during the years of

their childhood, also become lost to the streets gven though they live in -

private homes or in “good" areas. They are young people in quest of some-
thing they do not have, and they search for it through peer relationships in
the social structure of the Street. P

- These youth have often expenenced a series of schools and. a series of
fallures Within'the context of the law, and within the mterpretatfns put upon

that law by the New York City Board of Education, students have gone from

regular classrooms to special service rooms to resource rooms to glasses
for emotionally handicapped students (generally self contained classes that
are kept segregated within the regular schools)—to Livingston. Most often,
this process has represented a dusserwce for it has prevented them from
receiving their treatment of choice from the beginning.

~ For many students, although not all, the treatment of choice has been a
special therapeutic day school from the very outset. For other students, the
treatment of choice has been residential, but for a variety.of reasons, among
them parental resistance or lack of facilities, such residential treatment was
not provided. Livingston then becomes the second best treatment of choice.

-

O Many students, partncularly those among them who are over 16 years
old, need a total school environmént. They should not be made to fail in
inappropriate settings before they get what they need. Because of overcom-
pliance strategies in New York City, students are locked into the sequential

" . process of moving from the east restrictive environment to*the most restric-

tive, and it has not served Yhem well. The logic in this case is analogous to
keeping a child gut of the hospital for surgery under the concept of “let's do
it at home first.”

The term “least restrictive” needs clarification. Many pr@lessionals who

"refer students to Livingston believe it is a prison-like facility for :'bad street
- kids.” Itis not. “Least restrictive” is a legal term. It simply points to the extent

to which any son suffering from a handicap is glven opportunities to
integrate with persons not suffering from a handicap.

It is commonfy agreed that handicapped persons should have as great ar‘
opportunity as possible'‘to benefit from all experiences, not simply schoo
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DIFFERENCES BETWEEN SEXUALLY
) SEGREGATED SCHOOLS

A school of aggressive boys is easier to
manage.

Girls fight at the drop of an eyelash.

Our Intervention technique uses
students as consultants.

P

experiences, with as large a group of nonhandicapped people as possible”
Thug, if an emotionally handicapped person can benefit from schooling with
persons who are not so handicapped, then that opportunity should be pro-
vided. The mainstreaming concept embraces this philosophy. Handicapped
students should attend_classes with nonhandicapped students whenever
possible, meaning when they can benéefit from such instructiorrand when it
is not destructive to them and te others. :

The term “most restrictive,” when appliéd to the setting at Livingston,

refers to the faét that all the students are emotionally handicapped and all |

attend one school. We are nat a prison or repressiv“e' in,any way. Yet we
receive referrals recommending that “this student must be made to con-

form.” or “envirenment must be carefully controlled.” We believe that stu-

dents who have been repressed need freedom, not more répression. Many

of our students have already been repressed. They have been in training

schools, prisons, remand centers, and other such settings. Repression has

not helped them. That is why they are at Livingston. We provide the envi-

ronment of free choice. We teach for self determination by free choice.

s

(1 During the two year period of administering two separate schools, | Came
to three major conclusions regarding the differences between these two
student groups. These opinions are based largely on clinical interviews and
interactions with students, teachers, and families. )

First, a school of aggressive boys is administratively easier to manage
than a school of aggressive girls. Boys can be told to stand in line, pass

papers, take tests, go to class. They may not do what you wish, but they ga

through the process of listening. For instance, | could address one hundred
young men in an auditorium and get the‘g;*attention. With girls—almost im-
possible! Girls do not take group direction as easily or as well as boys. Thus,
as a group, they do not listen as readily. | can talk to a group of twenty girls,
but only with extremely great effort do | maintain their attention. One

. hundred? Forg&titt y will ‘call out, heckle, refuse to sit, refuse to listen,.
and fight. ‘ . :
Girls fight at the_dropfof an eyelash. “She looked at me funny!” Wham—

a fight ensues that cannot easily be stopped. Girls fight with fury and passion.

‘and they do not let go. Their fighting often culminates in hysterical uncon-

sciousness, in petit mal type seizures that are not true seizures at all, or in

psychosomatic heart attacks. y

Boys fight less frequently and with greater cause, that cause usually being
rivalry among peers. When boys fight, there are most often rules that can
be delineated and understood. Boys talk a great deal about weapons, and
they bring them to School, particularly when they fear trﬂubler. Generally,
word spreads fast about Weapons, and we are able to iritervene. Intervention *
means “talking down" and “talking out.” Our intervention technique is coun-
seling, -using students as consultants to boys in trouble. | have a goodly
collection of knives, bullets, and toy guns that have been willingly surren-
dered, even though the students know they won't be returned. At times, a
real gun'has been seen in school, and then disappeared, But never given

- to me. In the past, girls have not generally carried weapons, but there now
‘appears-to be a trend in that direction.

Second, although it is easier to intervene in ongoing acts of violence
among boys, they are less willing than girlsto risk emotional exposure and
talk about it afterwards. Boys are much more closed in. They fight&nd it is
finished. They refuse to talk about it. These young men bear the cross of
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our culture. It is not manly to, express one's feelings, to cry, to resolve
conflict by ta!klng or to resolve unhappiness through individual treatment.

It is manly to pretend insouciance with an overlay of “macho”—any girl,
any age, a}\y time. Repression and denial are the psychological mechanisms
underlying this defense, resulting in pervasivé depression. The boys as a

grpup are much more clinically depressed than the girls, with overlays of *

“Street charm” and “'cool talk.” «

To uncover layers of defense with the boys is to reach past the street .

defenses of petty crime, slick talk, and indifference, ‘and to reach to the
depression, agitation, and sense of hopelessness that is underneath. Be-
cause our students have been predominantly Black in the past (although
this is changing), powerlessness often relates to the male’s historical social
impotence in White society.

These two factors lead to the third conclusion, namely, that boys are much
less amenable to treatment than girls because they have less access to their
feelings. Reaching deep levels of communication with boys is much harder
and takes much longer than with girls. Most girls will immediately tell the
truth as they see it or feel it. Boys will lie as a way of life. It is part of their

gettlng over,” part of the way they see their manhood, part of being superior.
Moreover, it is also part of the_street culture. “If you're caught at something—
lie.” The boys see talking about their feelings as “being caught,” and there-
fore treatment is inordinately more difficult.

It is Interesting to speculate on this aspect of differences between boys
and girls as it may relate to differences in academic &a_n‘ormance. It is. axi-
omatic to note that girls generally score higher on readin? tests than boys.
Academic teaching at Livingstort is therefore on a higher level with the girls
than with the boys. Perhaps access to feelings is related to access to mean-

ing derived from the printed word. Perhaps girls who are free to express.

their emotions are not frightened by emotions derived from reading, either
from the content of the material or from the act of reading itself.

»
-

L4

(O At Livingston, treatment and education become one. Defining education
as academics is missing the boat. Education at Livingston means treatment
of the individual with the goal af clinical change. Bruised egos are rebuilt if
" they exist at all. If they do not exist, they are nurtured and built upon. That
is-our.goal. Of course, it is not always achieved. Generally, however, when
we are successful, individual behavior changés. Students learn how to define
goals and work toward their achievement wnthout the presence of previously
self destructive elements.

How do you teach pdtsons to love themselve at is what the school
is all about. It is also the focus of our biggest battles with educational tra-
ditionalists who see, special education as remedial in nature, with teaching
geared toward overcoming clearly defined learning difficulties.

| recently had a conference with a Board of Education official who toldime
" | was too innovative, and that what the students needed was a more tradi-
tional ‘approach. That same week, | received a letter from anather official
who wrote, “I think that a school for the emotionally handicapped should
focus on academic education.” The words were underlined.

Both so called educators missed the point. Academic teaching is only one
part of education. It cannot profitably take place when emphasis is primarily
upon the academic, without emqticnal prerequisites. Granted, it can take
place unprofitably. Certainly, students can learn academics under trying
emotional conditions, such as fear of failure, but at what great emotional
cost to them! '
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. - Francis Pirozzola (1979) understands this point L\"ell.”Aﬁe} an exhaustive
study of the literature, he concluded: ;S‘q‘ ' :

oo Expecienée in the réhab%@tion of brain damaged patients has clearly
shown that the.most impdrtant factor is not the method but the patient’s

relationship with the therapist. The recognition that it is the psycholog-

. " ical contact between teacher and students that is the basis for learning,

"o - . rather than the program or methéd, is the most important practical
' _megsage that neuro-psychology has communicated. (p. 87) 5[

If his conclusion is true for brain damaged individuals, it is equal true for

: / the students a¥Livingston. There is no magic me't'hodology for o¥sccoming

- ’ .academic deficits. The magic starts with the asic relationship thatithe tal-
ented teacher establishes with each #jud * Withqut such a relififosfship,

©
>

without mutual respect, academic leari :ﬁ@does not take placg.

»

When academic learning is painful, the ™ oceur, it is only at great cost to the ego. Wrien academic learningAs painful.

e student
at “there, is
of learnihg

student feels stupid.  the student feels stupid—not because fhe"tgacher overtly calls.
o ,stupid, but pecause the implication.is here, loud and clear,
- o something wrong with you that‘nge_ds to be corrected.” That
is painful and damaging. , ! . /
Theprogram at Livingston is based first on finding the
in each person, then building upon those strengths, findirig others, and mov-
. ing toward goals One of those goals is the recognition of the need for
“ academic skills. . i I o
. . L '
> _ PAUL O Our basic philosophy is a belief ._tha/t students khave behaved in the ways
' they know,best. We must recognize the validity of their defense mechanisms.
‘In their place, would we have acted differently? S
- _ Paul, for instance, telisall the boys hevis a trusted youngermember of the
. - : Mafia. He tells it with such conyiction that all of us-believe him. He is men- -
. ‘ acing. He comes to school in a chauffeur driven limolsine, dressgs expen-
He is menacing, comes to school ina  sively, and wears afreal diamond on”his finger. He intimidates everybody.
chauffeur driven limousine ... When he is caught selling reefers, he tells me,” “Principals can be retired,
' . syou know." . Lo . , B
) ; ~ One Friday evening, | gave'a lecture at a college for teathers. During the
3 _ : course of a discussion on street crime, | described Paul, pointing out that
) ! young people are sometimes used by organized crime for various purposes
-' . because they are often not subject to criminal charges. | was asked if |
believed that this student was sexually abusadby older men. | stated no,
that professional criminal$ were not necessarily deviates. T
The following Monday morning at breakfast, Paul came directly to me and
thanked me for what | had said about him the previous Friday evening. | was
stunned. Paul seemed to know everything that had been said, both the
question and my answer. He thanked me for stgtirig that he was “straight.”
, o | could not-deny my remarks, and explained that | had not used his name,
’ but | was teaching teachers and these were the realities of teaching. He
readily accepted that explanation. When | asked how he knew about it, he
told me he “had friends.”” | was really very shaken, not wanting to believe
] was shaken, not wanting to believe _the evidence that appeared to indicate that Paul was indeed a member of
the evidence.  an,organized crime unit. ,

Later, | learned that a custodian who had listened to the lecture outside
the room, knew Paul and identified him by my description. After all, how
many 15 year olds arrive at school in a limousine? | pursued Paul's storigs

* further and discovered that the limousine belonged to a friend of his father's
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who was a chauffeur. He drove Paul-to school on his way to work. It was his
way of motivating Paul to like school. '

* Much later, when Paul and | began to trust each other (and I must say, |
had to overcome some personal fears), he told me his story was all & lie. it
was his way of avoiding fights with the ‘other boys at school and at hofme.
Paul, it turned -out, was extremely fearful of ‘physical violence. He felt he
could not defend himself in a physical confrontation, and so he built his own

. defense. It was a good one because he did not have to fight.

Before we really knew Paul, we held long clinical discussions. Paul had
been ‘(feferred to our psychiatrist for consultation. Was he psychotic? Was
his Matfia story all fantasy? Was he a psychopath, involved in serious crime
without conscience? Was he merely a boy reacting to his environment and
bent on a criminal career? ' S )

Paul, of course, was coping—"the street'way.” He was using menacing
tactics and manipulating people through lies. His defenses were’ certainly
creative. To pass moral judgment on Paul would only have alienate®® him
and intensified his defenses. This, in turn, would havesdriven an even deeper
wedge of alienation between him and the staff. Defense mechanisms must
always be understood, worked with, and respected for their validity. In Paul's
case. until relationships were established that developed into trust, there
was no way to transcend the hostility that masked his fear.

O Livingston cqhsists 'of two divisions: lower school and upper school. The

~ lower. school is the point of entry for all students, while the upper school is

.the work program. In the lower school, planning for the-day starts at break-
fast. All staff members are present, including teachers, paraprofessionals,
clinical staff, and guidance counselors. Not all students come to breakfast.
In fact, our lowest attendance rate is in the morning. Perhaps 40 students
out of a total enroliment of 200 might arrive between 8:30 and 9:00 a.m.,
when breakfast is served. Yet many of those 40 come just for_breakfast. If
we were to eliminate it, the 150 who don't come would scream the loudeést.
They want assurance that it is available to them, should they want it. They
need to know'they are worthy of beitg served, and this need has no rela-

* tionship to level of family income. It represents one symptom of their feelings

of rejection. Even children from middie income families can feel deprived.

,Breakfast is a period ofsacialization among students and facuity. !'t is also
clearly a time when teachers can respond to students who are in particular
need that day. It must be remembered that our students reflect the tenor of

« , the city. A headlined murdet that moming may reflect someone’s neighbor-
hood, perhaps even someone's family. The- full impact of the phrase, “Ask’

- not for whom the bell tolls, it tolls for thee,” can often be experienced during
breakfast at Livingston. A
After breakfast, students report to their homerooms with their official teach-

_ers, who are called agvisors. For the next fifteen minutes, each student plans

his or her daily program with the advisor. We call it the advisement period.
The concept is to teach students that they do indeed “walk in their own
shoes.” It is the program 6f decision making.. Students learn that decisions
have copsequences; that if they gog: reading, they will learn to read; that
if they do not’go to reading, the chances are they will not learn to read—
unless, of course, they learn reading in other ways, through art, music, or
songwriting, and this is always possible. :

Learning is approached through many avenues. The point is that our stu-
dents feel put upon. For the greater part of their school lives they have been
mandated td go to classes and to leam. For the.most part, learning did not
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take plat':e. even if they attended class. Most of the time they did not. A great
. majority of qur students have been inschool truants (cutting classes in
Mandated leaNggg did nog, work. 'school) or truants totally (cutting school entirely). Mandated learning did not
' . i work for them. In fact, if anything, it made them more rebellious.
The program of decision making seeks t0 teach the concept that students
do indeed control their own lives. They -may not control Jovemment elec-
\ tions, or national policy, or even all conditions of their persér]al home lives,
" but they do make decisions about themseives, even when they believe they
do not. The‘constant complaint of most of our students is that “teachers
make them sick,” “teachers don't teach,” “teachers pick on them." They
. project their failures in school upon teachers and the system. Our attempt
Learning or not learning is really an  is to teach them the concept that learnirg or not learning is really their
, individual choice.  individual choice; that all decisions have consequences; that if they continue
Q to blamefeverybody else for their failures, they themselves participate in the
s process of failure.

&~

hY
1

-Use of time. Dewey said, ““Learning begins at the fork in the road.” We often
use this sentence with our students. Which road will théy take today—to
what classes and for what putposes? What are their motivations? Many
points of choice requiring decision making come up during the day.

During advisement, each pupil spends a few minutes planning what
classes he or she will attend, taking time to plan for alternatives if perchance
Sormetimes if is beneficial to change  that class is 0t available. At the end of the day, pupil and teacher evaluate
) plans midstream. whetfier or not the daily plan was kept, and why er why not. Pupils do iearn

. that plans need not be kept, that sometimes it is beneficia__l,if not necessary,
»> to change plans midstream. For instance, if one goes to a particular class

. and finds that one’'s enemy for the day is there, is it better to walk away from

, o ». trouble? The answer may be decidedly yes. It is through this process of
' planning at the beginning of the day amd, evaluating at the end of the day
that the greatest teaching can take place.’

Students who come to Livingston most often have difficulties with their
sense of time. Disorientation in time is also one characteristic of emotional
disturbance that has been observed in mental patients. Our students have
a similar disloeatioff, not that they do not know the day or the time of year,
but they suffer from an inability to be rooted in time. One may make an
appointment with a student for “next Tuesday at 1 p.m.” The student arrives

o _ three Tuesdays later at 1 p.m. and is surprised that you weren't expecting
Time seems to be highly personalized.  him. Often parents have the ‘same disaffection for time. Time seems to be

highly personalized and not shared. Thus, in plannjng their daily programs,
teachers stress the time students wiil go to this class or that class. An old
saying among many-of our students is, “You do your crime and you pays
your time.” For them, time seems t0 have little meaning other than recom-
pense. Because nothing valuable happens within time. it therefore does not
have to be planned.

Our decision making curriculum Our decision making curriculum centers heavily on time, planning for it,
centers heavily on time.  and therefore planning for yourself. Very little happens that you don’t make
happen for yourself. Our main focus, therefore, is teaching the conse-
quences of decisions. We teach students that they do make decisions, &s-
pecially at those times when they feel they are not doing so. We are teaching
for self determination and self power. As students begin to plan successfully
for the first hour, they then plan for the first day, the first week, the first

month. They begin to plan for their own futures.
_ There are rib time restrictions on how long a student remains in any class.
. There are no mandated classes that each student must attend. Thus, one
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cannot cut classes because th88e are no classes to cut. Decisions are en- :
tirely the student's on how to spend time. We ask that students spend their "

time profitably. We don't care what is being learned as long as learning is
taking place. “Hanging out” is not learning. Going to a guidance office is—
or going to the psychologist, or sacial worker, or principal. If one does nqt )
want to go to a class, there are always alternative places to spend time well. . ~
Sometimes just having a smoke for a few minutes in someone’s office is v
spending time well, if that time prevents trouble later.
A decision making program does not mean bedlam, although occasionally
" bedlam does happen, and st&ff must know and accept that fact. Decision
making does mean that every student who went to reading, went because .
that student decided to read. It also means that students assume respon- Students. assGme responsibility for
sibility for themselves. They need the help of their Jgeacher advisors, of  themselves.
course. The role of the teacher advisor—of all teachers—is to point up con-
sequences of each decision. We all recognize that no oge can make anybody
do anything, efiless force is used. We also recognize that we can guide
others into drawing conclusions of their own. Socrates, the greatest teacher
of all, did simply that. b pointed out relevant courses of alternative actions,
and the learner made the 'decisions. .
- Thus, when Juan has spent every day in the gymnasium for the past five
- weeks, itis up to the teacher to point out that Juan may want to try something
\. else. It may npt be academics, it may be ag or music. Knowing Juan and
*his particular interests will guide the teacher in stiggesting other areas. There
-are infinite possible reasons that Juan acts the way. he does. He may be - -
fearful of other subjects. He may need the security of the one teacher he ~
likes. He may just like basketball. We try to find the reason and to help Juan .
move past the gym inta other productive learning areas. N
When students plan their own days with the help of their teachers, it is , L -
the beginning of their recognition of their own power. However, not all stu-  Not all students plan, particularly new,
dents plan, particularly new ones. “I don't plan nothin’, teach, Il do what | ones. ‘ .
.« fee il doin' when | feel like it." The counseling answer to that might be,
“T G’re planning notto plan, and that leads to trouble.” From that point,
" the ilities of what constitutes “trouble” might be explored.
As th§e are no scheduled 45 minute periods, there are no bells"except
for lunch and dismissal. Students walk about freely, going to classes when  Students walk about freely.
- they choose. Naturally there are always students in the halls, and classroom
' dynamics are always flexible. Teachers, except in-physical education, do not
accept more than 10 students in a class, and students who arrive after that
quota is filled are given appointments to come back. Thus, it very often
happens that some popular subjects are by appointment only.
A smorgasbord of subjects. Our classes reflect a smorgasbordof interests.
As we say to our students, “You like it—we will teach it.” An appetizing array
of subjects is offered. These include music (choral as well as instrumental),
songwriting, commercial art, fine art, ceramics, tailoWng, grooming, secre-
tarial studies, industrial arts, upholstery, and a full range of physical activities
including classes in weight lifting, ping porg, basketball, jogging, checkers
and chess, yoga, and meditation. English, speech, specialized reading, li- .
brary, mathematics, and sciences (including nursing and child eare) are also
/ offered. _ .
Our emphasis is on those subjects that are expressive of feeling, cathartic, :
and enjoyable. School must compete with the excitement of the street. If a  School must compete with the
boy or girl will spend five hours a day shooting baskets on'a neighborhood  excitement of the street.
playground, then let's get that student inside our kuilding to shoot thege '
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. same baskets. Ift's for five hours a day to start, then at least it will be five -

hours a daﬁn school. Wg can enly work with a stu?ent wgen we have him
Individualizgd teqching. .chvis'ement teachers also teach- subject areas. As
a matter of facf, students often establish andnitial relationship to & teacher .
adyisor through an area of interest. They may ask to be in advisement with .
a teacher whom they first met in beauty culture or songwriting. T
Instructiort is comﬂetely individualized. Because students come and go
as their own plans dictate, teachers cannot plan on group lessons, except
on rare occasions. This is just as it should be, because our students need
lessons geared specifically for them. Teacher planning is extremely difficult,
since one may not know when a student will arrive. Sometimes -a student
will come to ‘class every day, sometimes once a week. The important factor.
is the role of the advisor who works with the student. Eventually, a student
plans a realistic program and teachers know when to expect that student.
Naturally, consultations about student plans among staff are frequent. -

Distributive education. We also have a school store, which, in-educational
parlance, is our distributive education laboratbry. Popularly, known as the
Boutique, it was formerly called Livingston Square Business, meaning that
this is a serious operation. It is run by the students for students and the
general public. We sell candy, soda, school supplies, books, plants, arts and
crafts:made at school, hassocks and furniture made in the upholstery shop,
and ceramics and art work created in our art classes.

Students learn all aspects of distributive education in the store, including
merchandising, inventory control, bookkeeping, record keeping, advertising,
sales display, and salesmanship. In addition, they learn about such aspects
of consumer education as instaliment buying, comparison shopping. and
consumer fraud. These are skills our students need to know, for these in-

dividuals are most Iike|%n on instaliment plans and most likely to be
economically abused. ¥ === '

Fpr the first time in their Wes, rffany of them are dealing with the general
public. They learn to relate to consumers, to control their own tempers when
shoppers lose theirs, and to offer service. Taaching sales approaches is
often teaching good manners. Many students simply have not learned to
speak without using obscenities. The store is an appropriate place for stu-
dents to practice verbal skjlls. ' .

During the course of fhe school year, almost all students spend at least
one-month working part time in the store. They earn $7.50 a week. Yet they
do not work for money alone, but for the prestige. Sales from the store pay
for all expenses, including salaries. As_a result, there is very little stealing
by students, for to steal from the store~would be to steal from themselves.
Pride in the store is also self pride. :

The important point, however, is that teachers teach decision making pri-
marily and subject matter secondarily. They wie themselves as primary tools.
When subject matter becomes of primary cern to the student, then the
student asks for and is ready to entar into our upper school.

Seven Steps in Teééhing the Decision Making Process.

" 1. Teachers accept all feelings, emotions, and attitudes. Teachersknow that .

there can be no wrong feelings. Feelings are. Teachers, therefore, cannot
pass moral juggments on feelirigs. Certainly they can disapprove of de-
structive behavior, but behavior is an act. A feeling is a feeling.
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2."'Teachers help students 'acce&t their own feelings without guilt. For in-
stance, the teacher must hélp the student to understand that hating par-
. ents or having a “bad" feeling does not make one a “bad" person.
3. Tdachers recognize that all. behavior is meaningful, and serves some
", *fruitful end: No matter how inappropriate, bizarre, aggressive, damaging,
v o:_-.,.o,bjecti'onable.a particq_lar form of .behavior may seem from society's
‘ point of view, the student receives some gain from it. In some way, the
. apparently destructive behavior meets a need. .
4. Teachers confront students with their self destructive behavior (which, 3
0 often, is destructive to others) and then present alternative modes of
behavior. For instance, if a student has been pushed accidentally, the
teacher can point out the alternatives to fighting. The student can curse,
~ withdraw, ignore, or even joke about it.
5. Through adroit and therapeutic questioning, teachers help students rec-
A ognize the consequences of their decisions. Some consequences arg }
pleasant and rewarding; others are painful.. The question to be asked of
the student is, “Which do you want—to feel good or to feel bad?”
6. Teachers recognize that the answers to the questions, “What do you
want?” “What will you do?" are found in the process of self determination.
The student, through self insight obtained*with the help of teachers, has
made a decision. Admittedly, the student may have difficulty in maintain-
ing that decision, but the fact remains that a decision has been made. .
Teachers also recognize that nat maki® a decision represents a decision
in itself.
7. Teachers next elicit from the student a statement of the decision and a
commitment to a course of action. “Now you tell me yourself, what it is
you are going to do." in this process, the teacher always upholds reality
- as |t is commonly perceived. Certainly a particular child's reality may be
> ther teacher's. The child may live with an alcohalic father in a slum, while
the teacher's reality probably is better. The common reality, howev@r, has
a broader base. In a sense, it can be stated to the child as, “We are P
together in this school, in this classroom, in this time and space. Reality
states that you are a pupil and | am a teacher and we are here to learn
together.” This is a reality all pupils and tpachers can accept, and within
this frame of reference, teachers can begin to teach and students to learn
alternative behaynors .

¥ Decision making is a therapeutic educatjonal process. It is a process of _  Decision Raking helps students find .
“helping students find their own power. Decision making as a method of  their own po
‘teaching is also a process of helping students derive their own insights, :
® internalize discipline, and establish personal priorities of Iearnlng and be-
havior. When an individual learns that he or she does indeed have the ability
to make decisions, and learns the skills necessary for making them effec-
tively, self strength and self power are experienced. Individual ego is
strengthened. Self concept is enhanced. As a result, behavior becomes less

destructive.
Increased strength leads to increased learning; increased learning leads

to increased ego. A circular pattern is formed. The student is on the way to
healthful leaming, and is better able to funcfion in society. The student can
now accept rules because discipline has been internalized. '
Peer counseling. Success does not happen Qvernight in lower school. New
students are particularly prone to testing the program, and students enter at  They tesio find the limits of their own
all points during the school tarm. They “hang out,” they lie, they steal, they  acceptdnce.

o

1 N N
A

- 123




114

disruptive youth in school

1 .
The “‘have to”’ dictum has not

\ worked.

/\ ) We take students back to that

emotional period before the written
word.

The student’s preparedness for reading
is related to a readiness to give up'
»  gtreet crime.

4

.
~

curse, they fight. They test to find the limits of their own Scceptance. In this
testing process, itis the older students who are of most heip to them. Having
been in that same emotional spot themselves, they are able to help new
students find their own decision making powers. it is often exciting and
extremely rewarding to listen to a seasoned stu%‘ent counseling a new one.
Peer counséling complements teacher counseling which, in turn, comple-
ments clinical counseling offered by guidance personnel, social workers, and
a school psychologist. A psychiatrist is available to staff and students for:

consultation.
?

Critics of the programiThere has been criticism of the program from those
professionals who feel students “have to" learn, “have to" be told what to
do, “have to" conform. The truth is that the "have to" dictum has not worked.
The truth is.that our students have not conformed, no matter how many
“nave to's” have been laid on them. So we don't say they “have to" do
anything but die. Some students aren't certain they have to do that either.
As 16 year old Esther once said to me, “if 1 die." | mention it here not
because it's funny, but because it really spells out the egocentricity and the.
sense of “now" with which our students face the world. It is not always to
their advantage, but the staff has to deal with it and meet them on their level.
Otherwise they are lost to us forever. '

Roots of primitive communication. ' like to think that at Livingston we are
true classicists. We approach learning throughsemotion. We have learned
from ancient civilizations that knowledge can be transmitted through all arts.
In fact, music, drama, poetry, drawing, and physical games prec ed the

-written word. We follow the same sequences of primitive emotional Igarning

and communication. We take our students back to that emotional period
before the written word. Learning can be emotionally absorbed beforait is
cognitively assimilated, especially when cognitive approaches have failed.
Through expressive experiences we develop ego strengths.

in art and music, there are no wrong Or right answers. There may be
responses that are more pleasurable than others to most people, but there
can be no form of creativity that is wrong. A sound may be discordant and
perhaps even unpleasurable, but it cannot.be wrong; neither can any paint-
ing, poem, or even food. | remember making tea with a student and asking
her whether she wanted lemon or milk in her tea. She said both and then
proceeded to add raspberry. jam. For her, that was “right.” Who was | to
question her esthetic sense. of taste? :

Only when a student feels gratified through positive embtional experi-
ences, only when success is experienced through some form of expression,

-only then can that student accept deficits. When that point of self appraisal

is reached, academic remediation becomes acceptable, and students don't
fight it. Knowing this point in a student's development is dependent upon the
teacher's relationship with the student and upon the teacher's own eva[u'ation
skills. - o

When integsive academic remediation ‘is accepted by students, it is an
indication that they are less In need of instant gratification. They truant less, .
lie less, become lesg linvolved in street crime. Let me make it clear: It is not
that criminal activity decreases because a student learns to read, as one
might mistakenly conclude, but that the student's preparedness for reading
is related to aseadiness to give up street crime. After all, reading skill in and
of itself is not a basis for honesty.

124 .



0 The second level of the program is the Career Academy Program or CAP.
CAP also signifies cap and gown; or graduatiok from high school. Thus,
entry into CAP is the student’s declaration of the goal to graduate.

Students enter the CAP program after consultation with teachers and par-
ents, and after they have indicated that they are delineating serious aca-
demic goals for themselves. They have attended school regularly; they have
attended classes; they have utilized their time well: they have internalized
controls; and they want to work. Generally, students have to wait to enter
CAP until there i$ an opening. . *

In the CAP program, students work 15 hours a week and attend school
the rest of the time. Usually students work 3 hours a day and attend school
2V2 hours a day, but other combinations of work and school are possible.

Students work in nonprofit agencies ,such as schools, libraries, social
agencies, public agencies (including the Board of .Education), Police De-
partment, Board of Higher Education, and the Department of Housing. They
work as teacher aides, paraprofessionals, clerical workers, receptionists,
interviewers, medical assistants,; security guards. For the first time in their
lives many of our students are on'the “giving" side of society, instead of the
“taking” end. They see themselves as part of the establishment, the very
establishment they had once fought against. What a tremendous ‘achieve-
ment for them!

For their work, they receive minimum wage. Howeyer, we have built into
this program a series of increments, so that for jobssﬁdone. students are
promoted to different pay scales. It may be ho mor a twenty cent per
hour increase, but it does demonstrate that good work is rewarded.

This program requires. funding, and while we receive federal and-city funds
from various sources, it is never enough to keep 70 or BO students working.
The faculty, believing in the program and in the students, contribute heavily
toward funding. . ,

Yet we well know that students o not work for money alone. Many of
them can make more money on the streets in the variety of illegal subter-
ranean jobs that are available to them. They prefer, however, the .prestige
of a school job, of “belonging.” —

- CAP is the eventual choice of 80% of the students at Livingston. Of that
80%, 90% graduate. Over half go on to college. The others enter the job
yket. often in an area that is an outgrowth of their work experience. Civil

rvice is a viable avenué of employment for our students, and one goal of

our academic proggam is to prepare them for civil service examinations.
. Academic schoolwork for CAP students is integrated with their work as-
signments. As in the lower school, academic work in CAP is completely
individualized, except for some group instruction in driver education and in
our political stience program.

The political science program is a recent development. it grew out of the
increasing awareness of students that the only way they,can “beat the sys-
tem” is to join it. Accordingly, in 1979, we held our first conference, jointly
sponsored by the New York City Department of Correctional Services. It was
called “Beating the System-by Joining.” Our students organized it, invited

.opeakers, and held workshops. In general, they came to the understanding
that they must become visible voters in order to have a stake in society.

O The key to the program at Livingston is the counseling relationship that
gvery faculty member must establish with students. Teachers include not
only licensed teachers, but psychologists, social workers, parapréfessionals,
cooks, and custodial staff. All are teachers if we are doing our jobs correctly.
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THE WORK PROGRAM: UPPER
SCHOOL

Students work and attend school.

They see themselves as part of the
establishment.

»

Faculty contribute heavily toward
funding. '

80% eventually choose CAP.
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disruptive youth in school

Teachers must give students the power

of self determination.

The key is neverlgiving up.

WHY DOES LIVINGSTON WORK?

Our teachers don't say students must do anything, not even attend
classes, but teachers do say must for themselves. if we want to teach at
Livingston we must be willing to work with aggression, not be frightened by
it. We must be willing to reach students by tolerating their angers, hostilities,
and verbal abuse. We have to appreciate the concept that all aggression is
not bad, and that teaching itself is a very aggressive profession, particularly
teaching that is geared toward changing behavior. WhHat is more aggressive
than that? At Livingston, teachers must learn to recognize their own aggres-
sions and use them to divert hostile:behavior of students into aggressive

* positive behavior. Teachers must find self power and then teach students

the art of finding their own power. Giving powerless students the power of
self determination is what teaching decision making is all about. -
As teachers, we must ) -

Overcome our own fears of aggression, and learn to enjoy it. -

2 Learn to identify and empathize with the aggressor, to walk in his shees,
knowing that no one really wants to be bad, and recognize that no one’s
self perception is that of a villain. ‘

3. Understand that teacher manipulation of behavior is an overtly aggressive
activity.

4. Feel secure in our own healthy aggression. _

5. Overcome resistance to youth whose own aggression and resistance
sometimes offends us.

6. Reach down deep into the emotional lives of our students in order to
overcome that resistance. : .

7. Overcome our tendencies to preach our own value system. It only “puts '
off" our.students. They will not learn anything from us that way.

8. Develop the power Yo absorb the emotional punishment that an angry
student may lay on us.

9. Utilize our own power by givirig. power to students—the power of decision
making. ' ' :

oy,

Staff training is, of cousse, essential. Our major tool is role playing. We
meet weekly to discuss problems, programs, procedures, and case histories:
Staff must be willing to take risks with themselves and with students. They
must have faith in their own abilities and those of students. They must be
willing to risk failure, knowing that failure will not destroy them. The key to
these musts is faith—and never giving up on a student when that individual
steals, lies, or loses control. All we do is start all over again. Is teaching at

‘Livingston easy? No. Is it gratifying? Yes, for the following reasons:

-t

_ Because school is perceived as “normal.” Everybody goes to school. So
do our students. They are not “crazy” or “delinquent.” Sure, they have
been in trouble, and théy have not done well for themseives, but they go

“to school, don't they? Doesn't everybody?

o Because we are'coeducational, and our students range in age from 12
through 21. Students provide role models for each other, the older for the
younger. Peer counseling is an established practice.

3. Because we teach for decision making skills, and students who at first
felt powerless and vulnerablé, now have d sense of their own determi-
nation. ' '

4. Because school is a place where feelings may be expressedu’nd be-

cause no feeling is wrong. Only behavior can be wrong, but a feeling,

)
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never! When feelings are accepted, the individual is accepted even
/ though behavior may not be.

5. Because school is a place where communication is accepted, even verbal
abuse. Cursing and rage are often forms of communication. It is the
feeling that is accepted, while the words are minimized. Politeness can
be a barrier to communication. The yQuth who never gives vent to his
feelings can be extremely upset without the adult ever being aware of it,
until inner turmoil erupts. into violence. Murderers can be very polite, as

. the Son of Sam has demonstrated. - 4

6. Because school is a place where all staff members help students live :
through their moments of anger and violence. Most schools attempt to
repress anger. At Livingston, we help students contain their angers while
they keep their egos intact. “Talking a student down” i helping the in- . .
dividual come to terms with feelings, whilg reassuring apd pointing-out
that the ego is strong enough to tolerate frustration. The person who talks
the student down, or the critical intervener, is the pers@n who has the
best relationship with the student. Staff learn to use each other. We work °
as a team in using each other's skills.

7. Because school is a place where creativity is stressed. Creativity itself is
a process of divergence from the norm. With our students, their very

" disabilities and forms of divergence are often a creative process, as in -
Paul's case. Mental iliness. for instance, is an extremely creative process. ’
What is more creative than substituting a new individual réality for one
that is commonly perceived? Our students, by the very nature of their
emotional and social deviations, are extremely creative. By stressing the
process of creativity, we can help them relinquish destructive elements
and emphasize positive ores. Thus, our program concentrates heavily
on the arts and establishes a common reality we all share. .

8. Because school provides a caring, rurturing community family where we
share feelings and establish mutual trust.

9. Because school is a place where staff recognize the validity of individuat
defense mechanisms without making judgmental evaluations. We com-
municate to our students that they are understood and accepted.

-

Pirozzolo, F. The neuropsychology of developmental reading disorders. New York: REFERENCES

Praeger, 1979, _
Rothman, E. Angel inside went sour. New York: David McKay, 1977. ' . .
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the teachers |,

hot line:

teachers
~ helping -
teachers

esther p. rothman

The sense of frustratio)w and helplessness experienced by many youth in the
school settinf is increasingly shared by teachers, ds well. The Teachers Hot
Line provides a sorely needed resource for teachers who feel they cannot turn
to their supervisors for help. The Hot Line is based on the premise that other
teachers are the most effective resource for teachers in trouble. Telephone
counseling, individual and small group consultation, workshaps, and inservice
training are offered outside the framework of the educational bureaucracy,
preserving anonymity*and promoting hanest communication. The Teachers Hot
Ltne i« funded by a grant from the National Institute of Mental Health,
Department of Health, Education, and Welfare.
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O From 1971 through 1974, the staff of the Livin.gston Scheol for Girls op-

erated a progrant catied “Crisis Intervention by Use of Telephone Therapy.”
Funded by the National institute of Mental Heaith (NIMH) under the auspices
of the Citizens Committee for Children of New York, its purpose was to
provide emergency telephone counseling to-the students of Livingston
School, their friends, and their families.

During the period of the grant, and before the school became coeduca-
tional, Livingston served adolescent girls. The student body was comprised
of aggressive, often violent young women. The purpgse of the Hot Line was
to make available the therapeutic services of school¥staff at ail hours of the
day and night, as well as on holidays. Thus, the Hot Line was available on
a 24 hour basis, including weekends and school vacations.

One trend was immediately apparent. Teachers who heard about the Hot
Line became frequent callers. During the final year of the project, not only
did we handle over 10,000 calls from students, their friends and families, but
also received calls from all parts of New York City and environs. We
ere contacted by teachers, aides, paraprofessnonals, and pollcemen work-
iRg with youth. All needed help.
uidance counselors and social workérs requested information about the
schweol, as well as other referral information. A policeman asked for help in
reaching high school students. Working on a youth detail, he found himself
very frustrated by his inability to break through their supposed intransigence.
The largest number of calls, however, were from teachers who appeared
overwhelmed by school related problenis, even though they were trying their
best.

As a result of these spontaneous calls. and in order to ascertain whether
there was a real need for grass roots counseling (teachers counseling teach-
ers), the Hot Line staff placed a notice in a daily newspaper offering teacher-
peer counseling. On the following day, over one hundred calls were raceived.

From subsequent advertising and telephone consultation, it became ap-
parent that feachers were reluctant to seek help within their own school
structures. They considered it a sign of personal weakness and an admission
of inadequacy to go to principals, assistant principals, or department heads.
They preferred the anonymity of the telephone and the assurance that their
need for consultation would be kept confidential,
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The purpose was to provide telephone
counseling to students.

Teachers became frequent callers.
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Teachers were fearful of asking their
wupervisors for help.

¥

GOALS AND OPERATION

The name was ¢ hanged to Teachers
Hot Line.

Continuity in staff was preserved.

HOT LINE SERVICE COMPONENTS

Calls were received at all hours of the‘ .

night.

>

Moreover, teachers were fearful of asking their supervisors for help, par-
ticularly when these were the very people who rated them for salary in-
creases and tenure. In addition, teachers simply did not have confidence in
the ability of their supervisors to' provide assistance. These professionals
were perceived by many teachers as being too far removed from children
and from classroom problems to offer real help.

With reference to the value of college courses as they ‘might relate to
coping in the classroom, most teachers who called were disparaging in their
remarks. Here, too. they felt they could not ask help of professors who were
grading them. Here, too, they perceived both academic coursework and
college professors as being too far removed from the reality of the classrocom.

By contrast, the feeling that other teachers could be of help was commonly
expressed. Accordingly, a new grant proposal, “School Crisis Counseling by
Students and Teachers,” was submitted and accepted by NIMH under the
ayspices of the Citizens Committee for Children of New York. This grant is
now in its third and final year. '

.

. .0 :
] Goals of the Teachers Hot Line include the following:

1. To determine the hierarchy of teaching problems that are most trouble-
some to teachers. :

2 To determine whether teacher perceptions of stated problems are real-
istic. :

3. To determine whether students can serve as effective consultants to
teachers. ’

4 To determine whether teacher-peer counseling is an effective means of
teacher education. - o :

5. To specify those techniques through which teachers who teach tegehers
can be most effective. :

The Teachers Hot Line operates from a professional apartment in New
York City. Based on a response to teacher attitudes, the name was changed
from School Consultation Service to Teachers Hot Line. The telephone is
serviced on a 24 hour basis on weekends and scpool holidays, and from
4:00 p.m. to 8:00 a.m. on school days. The walk-in clinic is open from 4:00
p.m. to 8:00 p.m. on school days and from 9:00 a.m, to 7:00 p.m. on non-
school days.

The staff of the Teachers Hot Line represents essentially the same staff
who worked the Student Hot Line. Thus, continuity in staff and staff coun-
seling was preserved. All staff members.have worked at Livingston School
and are considered master teachers. Paraprofessionals are also staff mem-
bers, since they too are considered master teachers. Staff training is on-
going, with students serving as consultants. ’

-

O The four major components of the service include telephone counssling,
individual and small group consultation, workshops, and inservice courses
and lectures. '

Telephone counseling. Use of the telephone is generally the first contact
with the service. Calls are received at all hours of the night, although there
appears to be little relationship between severity of the problem: and the
particular time of day of the call. Some calls received during the night really
do not appear to qualify as emergencies. Although there were thousands of
single calls, many teachers were repeat callers. They learned when certain
staff members were servicing the phone, and would ask for specific person-

x
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nel. Counselors devaloped two general rules. Ftrst they never gave advice.
Second, they gave direct information, such as addresses of agencies, only
when it was specifically requested.

Generally, the goal of the telephone counselor was to help the caller solve
the immediate problem. If indicated, the counselor invited the client to come
to the office for individual consultation. All such consultations were held after
an original telaphone counseling session. However, many callers did not feel
it necessary to follow up with individual consultation. Their problems, they
reported, were greatly relieved by the telephone counseling session itself.

Specific techniques geared to use of the telephone were developed. These
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Individual consultations were held.

evolved into a system of godls. The first goal was identified as specifying -

the problem. Peaple often did not state the reason for their call, either be-
cause they didnot feel free to express it openly, or because they were

confused ‘and conflicted by their own feelings. They were often’ evasive,

saylng such thlngs as “You'll think this is silly, but. . .” or “l don't know if |
" can tell you.” Another way in which the caller often hud the real problem was
by asking direct questions that were only tangentially related to the issue at
hand. “When will | receive my next salary increment?". “When are reading
tests scheduled?” These questions often reflected only the tip of the emo-
tional iceberg.

Telephone counselors established the tollowrng procedures in seeking to
specify the problem:

Accept all feelmgs.

Accept all statements-of supposed fact.

Reflect and empathize with feelings.

Reflect statements, and ask questions to clarify both fact and feeling. (It
must be noted that in most cases the staff members did not know the
reality of the situatiorr to which they were being asked to respond.)

Through consistent application of these procedures, the problem finally
emerges. For instance, the teacher who asked about salary checks was
really concerned about a principal who had rated her poorly. .The parapro-
fessional who called with a question about reading really wanted information
on methods of teaching reading.

At no point in the telephone discussion is there an argument ora denlal
of feeling or fact. Contradictions.afl pointed out by the counselor dnd dis-
cussed for clarification. There was a marked decrease in anxiety on the part
of most callers, even if the problem was not solved They all said they felt
better.

Solving the problem became the second goal. Once the problem was
defined, alternative plans of action were evolved. In this process, the coun-
. selor placed no direct judgments on any suggested plan. The value system
represented was that of the caller. The counselor merely pointed out courses
of action that the caller may not have considered.-

hpLOD =

Individual and small group consultation. Many teachers requested consul-
tation after placing the original phone call. Staff were assigned according to
. specific competencies. For example, teachers who felt that their problem
was related to a specific curriculum area were assigned to staff members
who were specialists in those areas. Occasiohally, three or four teachers
came for a.group conference. Generally, one teacher initiated the call and
asked tq bring colledgues.
We had originally planned that students would be called in as consultants
to worlc with the client and peer counselor. it was felt that a student's per-
cephon of a teacher's problem would be of value, particularly if the problem

’ 13j
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Questions often reflected only the tip
of the emotional iceberg.

The value system was that of the caller.

Staff were assigned according to
specific competencies.
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"

Teachers were resistant to talking to a
student.

s [

Workshops centered on changing the
teacher.

Students were used as staff consultants.

€

<

P(c;blems reflected a sense of
J inadequacy.

related to student motivation or troublesome student behavior. This did not
prove to be the case. Teachers were resistant to-the idea of talking to a
student about a classroom problem. Moreover, the problems presented were
more frequently related to difficulties with supervisors. |pr those cases, stu- -
dent gonsultants would not logically be jnvolved. ‘ :

Workshops. As common needs, concerns, and problems were defined, work-
shops were held at the Hot Line office almost every Saturday during the
school year, with groups ranging in size from 10 to 30 participants. Selected
topics reflected the requests of teachers who used the telephone and con-
sultation services. The focus of the workshops centered on changing the
teacher rather than the student, as well as on teacher insight through selt
understanding and an increased understanding of the student.

The modus opeérandi for running the workshops avas to work in teams of
two or three. Various combinations of staffing were tried in order to select
the most effectiye teams. Unlike individual consultations, where teachers
rejected the presence of students, they did not openly resent student partic-
ipation in workshops. It was felt by staff, however, that workshops wgre more
offective when students did not participate. Therefore, students were used
as staff consultants rather than as direct consultants to teachers. -

Teachers have been exposed to a plethora of courses and professional
meetings devoted to learning behavior Qr development. Generally, these
efforts focus on the child or on global theory. Certainly, teacher insight and
application of that insight to practical classroom management procedures
have rarely resulted either from such professional meetings or from tradi-
tional college courses. ‘

Stemming from teacher cries for help, the workshops were titled: -

Don't Tell Me to Love Every Kid

Cursing in the Classroom .

The Finger (Body Language) : L

What to Do With the Rest of the Class When Handling the One

How to Handle Difficult Principals '

Reaching Difficult Children Through Art

The Barrier of Politeness

Why Don't They Listen?

¢ Sexual Problems in the Classroom

Using Drama : ‘ ' *
Getting Along With Colleagues

Some themes were more popular than others. The workshop on cursing,
for example, was held several times during the year. The workshop entitied

“The Finger" was an outgrowth of the one on cursing. It was requested by

a group of teachers who worked at a school for deaf children. Their problem

.was-cursing, too.

As with telephone questioning and individual consultation, emphasis in the
workshops was on defining the “real” problem. Although workshop themes
differéd, the problems that repeatedly emerged reflected the teachers’ sense’
of inadequacy in the classroom, feelings of frustration, and powerlessness.
Those who attended the workshops expressed great relief to find that their
problems were not unique.

Inservice courses and lectures. A manthly series of lectures was widely
advertised. Speakers were invited, and presentations were always followed
by question and answer periods. These sessions were much more formal
than the workshops. Topics included behavior modification, autism, reading,
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rating systems, hypnotism,.and psychdlogical testing for teachers.

Courses were given by Hot Line staff in connection with the Bank Street
College of Education. Inservice courses were also offered and approved for
credit by the New York City Board of Education. These mcluded the following
titles:

Methods Jf Teachin‘g Emotionally Handicapped Students
Counseling Techniques for Teachers _ .
Teaching Creative Writing
Teaching Spanish
Behavior Modification for Weight Control
Drama as a Therapeutrc Technique in Teaching Emotionally Handicapped
Children X
01 Teacheys have traditionally been told what to do. Having been told what THE HOT LINE CLIENTS
to do, they proceed to tell their students what to do. The problem is that the .
. system no longer works—if, in fact, it ever really did. Certainly it permitted -
management, but is that enough to be called teaching? Now, it does not g
even maintain control. Students are becoming more rebellious and teachers Teachers were becoming more
are becorming more defeated. Incidents of teacher abuse are more widely  defeated.
reported than ever before. The term “battered teacher” is mcreasrngly used. °
Counseling techniques centered on helping teachers discover their own
mechanisms of control, mechanisms that stem from their own $ense of au-
thority rather than from being told what to do and then telling others’ Thus,
these techniques focused on helping teachers éxperience the reality of their
own adult authority by teaching them the skills of decision making and help-
- ing them reach their own decisions.
We did not handle serious personal emotional problems or problems that
rightfully came under the jurisdiction of the teachers’ union. When indicated,
referrals were made tb the union or to other appropriate treatment agencies.
An analysis of the use of the Hot Line, based on initially established goals,
revealed a number of inferesting facts concerning the nature of clients served -
and types of pradblems reported.
1. Clients were predominantly classroom teachers, although school psy-
chologists, social workers paraprofessionals, youth workers, policemen,
and parents were also Served. The majority of clients were female, were  The majority. . .were experienced
teaching above the seventhr grade level, and were experienced teachers - teachers.
who had taught for a minimum of five years.
2. A small percentage of clients were supervisors who askéd Hot Line staff .
to develep workshops for their school faculties. Staff perceived such
workshops to bé less effective, because teachers felt imposed upon and
regarded these workshops as “just another faculty conference.”
3. A smail percentage of supervisors requested help with their own super-
visors as well as our assistance in intervening with so called-“poor” teach-
- ars. Frequently, these supervisors referred our service to such teachers ‘ Y,
and asked them to seek us out. They never did. Teachers did ‘notcome  Teachers did not come at the request
. to the Hot Line at the request of their supervisors. of supervisors.
4. The most prevalent problem presented by teachers was reflected in the:
statement, “My principal (supervisor) doesn't like me.” They defined their
greatest difficulty as one of poor interpersonal relanonshlps with ‘super-
visors. They further descr:bed‘ specific situations and expressed feelings ' ,
of guilt, depression, anxiety, and loss of self esteem. They appeared to ‘ )
mourn a period of competency that they felt they had once had, but lost.
5. The second most frequently reported problem was poor interpersonal
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Fears of losing face were expressed.

The abused teacher becomes the
' abusing teacher.

Those who used the service réporled
feeling more competent.

1

-

SETTING UP A HOT LINE -

_Hot lines must be independent of
educational establishments.

t

Staff must be clinically supervised

Service will be most effective. . .when
counseling is done by teachers.

relationships with colieagues. These teachers felt that other teachers did
not like them because the principal did not like them.
6. The third problem most often delineated related to discipline. Fears of
“losing face" in the classroom when the teacher lost control were often
* - expressed. Many incidents were reported of difficult students who dis-
rupted entire classes. Cursing was reported to be the main cause of such
disruption. . ' *
7. Demands placed upon teachers by parents were fourth in frequency of
reported difficulties.
8. The fifth most frequently reported problem related to subject matter and
methodology.

4

In exploring these problems, it was amazing to uncover the many ongoing

" teaching practices that were indeed damaging or harmful to students, in-

cluding the use of sarcasm, excessive punishment, and physical force. It -
was oyr general conclusion that teachers feel extremely victimized by their
supervisors, their students, and the system in general. They express concern
about physical assaults and report incidents of abuse. In reaction to this
abuse, they in turn become abusive and pu nitive in their dealings with stu-
dents. They project their own sense of vulnerability and powerlessness upon
their students, thereby increasing their own chances of being further victim-
ized. They create their own “discipline” cases by accusing their students of
being unable_to learn or obey. ' '

Thus, cycles are created. The abused, battered, and victimized teacher
becomes the abusing, battering, and victimizing teacher who then becomes
further abused, battered, and victimized. This cycle is similar to the cyclical
patterns of child-parent abuse.

Teachers do not feel that their supervisors can help them. Yet they look
to them for warmth and support. There is no doubt that the teachers who
sought our services had severe conflicts with authority figures in school and
were extremely confused about self authority.

These conclusions, however, cannot be construed to be applicable to all
teachers. They are based on the needs of those who used the service.
Those who did so reported feeling more competent after counseling. We
asked all our participants to rate our service by mailing in an unsigned rating
sheet. About 70% responded ta this request. A great majority of the ratings

were extremely commendatory.

(1 Many requests have been received from all parts of the country about
setting up a hot line. It is recommended that such hot lines be independent
of educational establishments such as Boards of Education or colleges and
universities. Teachers must be assured of anonymity. They must feel secure
in the knowledge that their confidences will not be shared with persons who
rate them or otherwise relate to them in a $upervisory fashion. If a hot line
is to be effective, it must be operated and funded outside the educational
establishment by staff who are themselves teachers and who are clinically
oriented. Staff must be clinically supervised.

A teacher hot line should not be primarily concerned with methodology,
resources, or curriculum. Such needs can best be served by the school
system itself or by universities. A hot line service will be most effective when
dealing with teacher affect and emotion as they relate 1o teaching, and when
counseling is done By other teachers who have credibility. Over and ovet
again, teachers stated that they felt that only other teachers understood their
problems and could truly help them.
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Bilingual educators share with special educators the xommon goal of providing
an appropriate education for all youth. For the language minority student,
. bilingual bicultural education represents an important avenue to reaching that
goal. In our pluralistic society, the instructional program must be sensitive and”
responsive to each student’s linguistic and cultural needs. '
== I}
(L '
(
»

bilingual
bicultural,
education:
the right to
a free and
appropriate
education

alejandro benavides
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A PART OF THE QUIET REVOLUTION

What criteria qualify children as
American?

One in five language minority persons
is of school age.

Equal opportunity means equal access
to differing resources.

°

‘The problem lias with the response of
the schools.

&

0 Special educators and bilingual educators are natural allies. The problems
encountered by both are similar. They include segregation, discriminatory
testing and assessment, and the exclusion of equal educational opportuni-
ties. Though the educational needs of the two groups they serve may differ,
their ultimate goal—the right to an appropriate education—is the same. Civil
rights has been the spearhead of their common cause. :

Dimond (1973) has spoken of the “quiet revolution.” The goal of this rev-
olution has been stated as “the right to an education for all American chil-
dren, and particularly those usually known as the handicapped” (Weintraub
& Abeson, 1976). What is meant by “the right to an education for all emer-
ican children"? What criteria qualify children as American? Is it proof of
citizenship, a letter of intent to become an American citizen, a loyalty oath,
or simply having the parents denounce their native country and language
and pledge allegiance to the flag?

There is reason for concern that the language minority student may not
receive equal educational opportunities because of the American ethnocen-
tric practice of perceiving and labeling these students as foreigners. Unfor-
tunately, that label or term is interpreted to meap that the individual is not

. American and, consequently, not protected by the provisions set forth under

the equal protection clause of the 14th Amendment to the US Constitution.
This clause represents the guarantee of equal protection of the law. for all
people, including the opportunity to receive an equal education.

According to data released by the National Center for Education Statistics
in 1978 on the geographic distribution, nativity, and age distributjon of lan-
guage minorities in the United States, about one in five language minority
persons is of school age. This statistical report indicated that there are over
five million such children in the, United States. More than four-fifths of them
were born in the 50 states, Puerto Rico, or another US territory.

s the “quiet revolution" really intended for “all American children,” includ-
ing language minorities, or is it specifically for American handicapped chil-
dren? If it is the latter, then the unique educational needs of the national
origin minority must be considered part of that revolution. Bilingual education
represents a significant educational need for the language mingrity student.

“One must not confuse or use the terms bilingual education and special
education synonymously. Though the goal of receiving equal educational
opportunity is mutual, the meaning differs. For special education, equal ed-
uéational,onponunity means.equal access to differing resources for different
objectives (Weintraub & Abeson, 1972). For language minority students,
equ§l educational opportunity means equal acgess to differing resources for
equal benefits. Equal access implies that everyone has an equal opportunity
to attgnd ‘an equally staffed school with equivalent resources. Equal benefits
are a reality only when everyone receives equal benefits from public edu-
cation. For the language minority student, bilingual education represents the
right to an appropriate education. ’ a i

In a relatively few years, bilingual bicultural education has gone from a
somewhat esoteric subject of debate at linguistics conferences te a recog- .
nized-educationally sound demand on the part of non-English speaking and
limited English proficiency minority groups. Nothing, however, alters the his-
torical fact that language and culture have been and continue to be used as
political and economic weapons against minority groups. This fact provides
the basis for concern regarding the meaning of the phrase, “the right to an
education for all American children.” What is new, however, is broadening
acceptance of the fact that massive educational deprivation is being suffered
by language minority children. Simultaneously, recognition is growing that
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the fundamental problem lies not with the fanguage and culture of the stu-
dents, but with the<esponse of the schools to youth needs. .

O Although there is no single universally accepted definition of bilingual

bicultural education, the term indicates a process of total self development
through which"an individual continues the learning process while rogted in
native culture, at the same time acquiring the ability to function succ‘:sw!
in another language and culture. L

The passage of Title V| of the~E_|émentary and Secondary Education Act
of 1967 provides a useful starting point for an examination of the history of
bilingual bicultural education. Although the Act itself was designed to fund
limited duration pilot programs in local districts, its passage focused national

~ attention on the demands of Native Americans, Chinese, Puerto Ricans,

Mexican Americans, and other groups for the implementation of bilingual
bicultural education programs. .
Three years later, the Department o\f‘%iealth.' Education, and Waelfare
(HEW) released an interpretation of Jitle VI of the 1964 Civil Rights Act that
attempted to clarify its applicability to language minority children who were
being denied the benefits of paricipation in federally funded pregrams. That
interpretatio® known as the May 1970 memorandum® made clear the avail-
ability of Title VI funding to advgcﬁtes' seeking the establishment of bilingual
bicultural programs. Unfertunatély, by stopping short of a clear requirement

-for such programs; HEW left opep the question of what type of language

program would satisfy requiremefits for nonexclusion of language minority

students. This amission, whilé regrettable, was probably an accurate reflec-

tion of the level of political acceptance of true bilingual bicultural education.
Many legislators and educators, however, were persuaded that equal edu-

_cational opportunities wgre being denied.” . v

The favored response during this period was one of éither a compensatory
or a transitional language program, with an eye toward enabling students to
function in English as quickly as possible. This has been the approach
adoptéd by most states that have.passed bilingual education legislation. It
is consistent with the Supreme Court's landmark but fragmentary opinion in
Lau v. Nichols (1974), which left operr the question of what type of program
would be required in meeting Title VI standards. )

In this landmark case, the petitioners asserted (a) that they in no sense
received a minimally adequate education;.(b) that being unable to commu-
nicate or understand the language of instruction, their educational opportun-
ities were wholly unequal to these of English speaking children; and {c) that
the fact that children from non-English speaking language minority groups
suffer great deprivation of educational opportunities is a national tragedy of
great proportions. - - . o .

In 1972, after a three year investigation into the way American public
education serves minority groups, the US Senate Select Committee on Equal
Educatipnal Opportunity completed its report. They concluded “that some of
the most dramatic, wholesale failures of our public school systems occur
among members of language fMRorities, . . .What these conditions add up
to is a consgious or unconscious policy of linguistic and cultural exclusion

.

«and alienation” (US Senate, 1972, p. 277). - X

Findings were amply supported by the weight of expert educational opin-
ion. The Committee found that Puerto Rican students comprised 23% of the

.. total school enroliment in New York City. Yet in 1963, only 331 (1.6%) of

21,000 academic diplomas granted were awarded to these students: In other
cities, the situation was no better. In Néwark, for example, there were 7,800
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GOVERNMENTAL ACTIONS

A starting point is Title VIl of ESEH.

HEW left open the type of language
program required. '

Sy

-

Conditions add up to. . . linguistic and
cultural exclusion.
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Y
Verbal communication evolves more
sJowly than comprehension.

" Development of reading skills will be
impaired.

Petitioners were receiving no language
instruction.

- £

The court called for affirmative action
to overcome language barriers.

\_
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Puerto Rican children enrolled in the public school system, but only 96 of
them survived to the 12th grade. In Chicago, the dropout rate among Puerto
Rican students approached 60%. y

Among Mexican Americans, the language barrier posed equally severe
educational difficulties. Approximately 50% of this gr 5up never went beyond
the eighth grade. In Texas, for example, 40% of th® Spanish speaking citi-
zens were described as “functional illiterates.” Among Cherokee Indians,
the dropout rate was as high as 75%, with illitgracy among adults at 40%.

Evidence indicates that verbal forms of co nication in children evolve
nfore slowly than actual comprehension. Thehatural sequence is for the
child first to develop understanding, and then form a concept requiring a
name or lapel. The older child begins to use language at an accelera 84 rate
for the purpose of prablem solving. S

When ideas are formed in one language, it is difficult to state them in
another. “Cognitive confusion™ may develop in the child’s understanding of
the concepts and reasoning tasks at hand. This confusion may lead to great,
frustration or anxiety and ultimately to loss of interest in attempting t¢ @xpress
an idea. When a school instructs in a second language before a student has
developed adequate cognitive skills in the native language, the student who
functions in botmanguages develops in‘only limited ways.

The educational harm suffered by the language minority student.is not
limited to inadequate development of verbal ability or limited comprehension
of orally presented subject matter. Research indicates that development of
reading skills will'atso be impaired when there is a mismatch between the
learner's spoken and written language and the language that the_teacher
regards as the proper basis for the learner's expected literate response
(Downing, 1973).

Educational experts have focused on several different methods of teaching
non-English speaking students. It is significant, however, that no support
could be found in the literature for simply allowing non-English speaking
youngsters to sit uncomprehendingly in the classroom without making infen-
sive efforts to minimize the mutual language. barrier. Although the Lau v.
Nichols case debated how best to serve the language minority student, the
petitioners were receiving no language instruction whatsoever, either by
English as a second language, bilingual education, or by any other instruc-
tional method. | ' '

The Supreme Court found that a school district's failure to provide non-
English speaking students with a program to meet their unique needs is'a
violation of the Civil Rights Act of 1964 (Lau v. Nichols, 1974). The court
held that “there is no equality of treatment merely by providing students with
the same facilities, textbooks, teachers, and curriculum for students who do
not understand English and are effectively foreclosed from any meaningful
education.” Even before the Lau decision, the Office of Civil Rights, HEW,
on May 25, 1970, issued regulations to eliminate discrimination based on
language proficiency. The regulations stated:

Where inabiity to speak andunderstand the English language excludes
national origin minority group children from effective participation in the
educational program offered by a school district, the district must take
affirmative steps to rectify the language deficiency in order to open its
instructional program to these students. (Fed. Register, 1970, p. 4595)

' In 1975, HEW sent a memorandum to all Chief State School Officers "

Educational Practices Which Deny Non-English Language Dominarice Stu-
dents Equal Educational Opportunities.” This memorandum stated in part:
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School districts found to be in non-compliance with the aforementioned
provisions of Title VI [regulations and May 1970 memorandum as con-
strued in Lau] will be required to develop specific voluntary compliance
plans to eliminate discriminatory educational practices (including the
effects of past practice). Voluntary compliance plans which set forth
educational strategies consistent with the approaches and which con-
tain the other elements specified therein, will be accepted by this Office.
School districts submitting voluntary compliance plans to this Office
which are not consistent with the outlined approaches or with other
required plan elements must demonstrate affirmatively, at the time of
submission, that such plans at a minimum will be equally. effective in
ensuring equal educatignal opportunity. (HEW, 1975, Attachment A)

As a whole, this memorandum contained sections on the following areas
of consideration:

-

. ldentification of a student's primary or home language.

2. Methods of diagnosing each student's educational needs and prescrib-
ing “an educational program utilizing the most effective aching style
to satisfy the diagnosed educational needs.” (pp. 2-3)

Implementation of appropriate educational programs.
Review of required and elective courses to show that they are not

+ designed to have a discriminatory efféct.

Examination of instructional personnel requirements.
Aspects of racial/ethnic isolation and/or identifiability of schools and
~ classes.

7. Notification to parents of students whose primary or home language is

not English. ‘

8. Evaluation.

hadl S

oo

{1 An unanswered and ciitical question is the extent to which courts will rely
on the standards set forth in the 1975 memorandum in formulating reliet. In
some school desegregation cases in the past, courts did rely on analogous
HEW standards. For instance, in Caddo Parish School Board v, United
States (1967), the court stated: : ~

In constructing the original and revised decrees, the court gave great
-weight to.the 1965 and 1966 HEW Guidelines. These Guidelines es-
tablish minimum standards clearly applicable to disestablishing state-
sanctioned segregation. These Guidelines an&our decree are within
the decision of this court, comply with the letter and spirit of the Civil
Rights Act of 1964, and meet requirements of the United States Con-
stitution. Courts in this circuit should give great weight to future HEW °
Guidelines when such guidelines are applicable to this circuit and are

within lawful limits.

The central issus, however, is the one left open by Lau. How far can the
courts g in mandating a meaningful program? The issue is not settled, and
decisions are not always favorable. (See, for example, the 1974 appellate
decision in Keyes v. School District No. 1, Denver.) A wide range of strongly
held and often conflicting opinions and convictions continues between pro-
ponents and opponents of bilingual education. E

In spite of these difficulties, HEW, in its most recent rules and regulations
for bilingual education, has defiried bilingual education as a program of
instruction in the elementary or secondary schools desigaed for children of

limited English proficiency (Federal Register, 1979). The regulations state .

that the program must include instruction given in English, as well as the
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How far can courts go in mandating a
. meaningful program¢?
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FIGURE 1
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study of English. They further require that the native language of students
of limited English proficiency be used to the extent necessary to allow these
students to achieve competence in the English language and to progress )
effectively through the educational system. Further, instruction must be pro- Instruction must be provided with
vided with appreciation for the cultural heritage of the children of limited appreciation for cultural heri}a"e.
English proficiency as well as other children in American society. i
The 1975 HEW Memorandum provided a section on appropriate program
implementation in"which the following educational program selections were
- recommended: (a) bilingual bicultural; (b) multilingual; (c) transitional bilin-
gual; (d) English as a second language (ESL). The latter was designated as
acceptable only at the secondary level, and it was further specified that if .
prerequisite skills have not been taught, those skills must be developed in Skills must be developed.in the native
the native language of the student. Figures 1 and 2 provide a descriptive  language of the student.
outline of program remedies for the elementary, intermediate, and secondary
grades. _ ' '
Following are brief descriptions of the programs suggested by the Lau
remedies for elementary and secondary levels, although at the elementary
and intermediate levels an ESL program alone is not acceptable. At the
elementary and intermediate levels, any one or a cdmbination of the follow-\
ing programs are recommended. ~

* ¢
[} i

N

Transitional bilingual education. Its goal is to incorporate limited English

proficiency students into the mainstream“of the English language* school

program as sdon as possible by developing-academic skills in the student's

native language while developing proficiency in English. The assumption is

made that the student will become proficient in the English language while The student will become proficient in

retaining the native language with educational support in initial phases of the  English while retaining the native

school’s instructional program. This goal is illustrated in Figure 3. language. « e
Concepts must be developed in the students' native language. The great-

est programmat ort is focused on teaching English and eliminating the

students’ nativ age usage in the classroom. Due to the transitional

nature and structure of bitingual instruction, an effort must be made to artic- .

ulate the program with thé rest of the school's instructional program. The

district must develop predictive data that demonstrate the readiness of stu-

dents to make the transition into English and to succeed educationally.

N .

* .
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- FIGURE 3 =
Goal of Transitional Bllingual Education Progtam
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Cultural pluralism is recognized.

-

T

©

Bilingual bicultural education (maintenance program). Its goal is to provide
students the opportunity to develep and maintain their native language and
culture while learning English and acquiring academic skills in both the native
language and in English. The assumption is made that the student will be-
come equally proficient in English and in the native language. The school's
instructional program seeks to enable the student to take courses with in-
struction in either language. The continued development and utilization of
both English and native language at all levels of instruction are stressed.
Cultural pluralism is recognized through the maintenance of the student's
native language and culture while learning English. The instructional pro-
gram is an integral part of the total school program. Figure 4 illustrates the
goal of the bilingual bicultural program. . -

»

FIGURE 4
Goal of Bllingual Bicuitural Education Program
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FIGURE 5
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Multilingual multicultural education. This program seeks to' provide students
the opportunity to participate in more than one culture and language, allowing
development and maintenance of the native language and culture while, at
the same time, acquiring English and academic skills in the native language.
In some states, a multilingual program refers to an instructional model in
which. students from various language backgrounds are provided with a bi-
lingual program, each language group being provided English and native
language instruction.

The assumption is made thét the student will become proficient in two or

, more languages (the native language, English, and one or more other lan-

guages). The educational program enables the student to take coursés,
other than foreign language classes, with instruction given in the student's
language as well as in other languages. This'pfogram must take into con-
sideration all of the languages and culturés in the school and maximize their
usage. Native language and culture are maintained while learning English
and additional languages and cultures. The program must have available
personneyrom a variety of language backgrounds. Figure 5 illustrates the

- objectives 6f this program:

English as a second language (ESL). Its goal is to provide instruction in the
official language used in the educational process and to develop competen-
cies that will enable students to function and achieve in the regular school
program. The assumption is made that the student will become proficient in
English while retaining the native language without any educational support
from the school instructional program, whose main focus is the teaching of
English. The student must learn the content area in the regular English
monolingual classroom, without the use of the native language. Although an

ESL program is an important facet of any program for limited English profi-

ciency students, it is not effective jn isolation because it only provides for
the student's English language development. The content areas are not
taught in the native language, but only in English. Figure 6 illustrates the
ESL concept. ' ‘

. FIGURE 6
Goal of English as a Second Language (ESL) Education Program
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. DEVELOPING A BILINGUAL
: BICULTURAL MODEL

Incompatibilities between student and
school must be considered.

-

The burden of adaptability has beén
placed on the student.

’

Children out of school are the product
of a system that fails to meet unique
' needs.

N

Programs at the secondary level must be developed with careful consid-
aration of the achievement level of students, their length of time in the district,
and.required and elective courses. Depending on Board policy and the needs
of the local population, districts can select a transitional bilingual program,
a bilingual bicultural program, or a multilingual multicultural program. High
intensive English language development is provided until students are fully
functional in English and can successfully move into the regular school pro-
gram. The major concern is development of &program that provides students
the necessary courses, in both languages, that allow participation to the
greatest extent possible in the total school curriculum. Due to the time factor
of graduation, the program should simultaneously provide selected courses
in the native language that fulfill a portion of the graduation requirdments.
Thus, continued content area development is fostered while English is baing
developed and acquired. . ’

N

0 When considering which bilingual bicultural education model is to be de-

“veloped and. implemented, one must weigh heavily the incompatibilities that

exist betwggn the language minority student and the school. The Cardenas-
Cardenas® ry of Incompatibilities, for example, is a tested belief that
failure can be attributed to a lack of compatibility between the characteristics
of minority students and those of nonminority students. This theory holds
that an instructional program developed for a White, Anglo Saxon, English
speaking middle class school population is not and cannot be adequate for
a non-White, non-Anglo, non-English speaking, or non-middie clags popula-
tion. To reverse the pattern of failure for atypical children, the characteristics
of the learner must be compatible, with the nature of the instructional pro-
gram. According-to Cardenas and Cardenas (1972), either the student must
be changed to fit the instructional program, or the instructional program must
be changed to fit the student. '

Past attempts on the part of school systems to devetop functionally re-
sponsive instructional programs reflect an eclectic philosophy. When atypi-
cality was perceived as a characteristic falling within the area of the dominant
culture group, the school responded by modifying its progRams to fit the
student. In the spirit of Public Law 04-142, we now commonly see barrier
free provisions for the physically handicapped, Braille materials for the blind,
and elaborate schemes, materials, and equipment to serve the needs of a
limitiess number of atypical children. Yet the school has placed the burden
of adaptability on the student when the atypical characteristic is attributable
to race or ethnicity.

Bilingual bicultural education offers a vehicle for implementation of the
concept of equal educag.gnal opportunity. it represents an effort to make the
instructional program compatible with the student's linguistic and cultural
needs. It offers equal benefits from an. instructional program that provides
continuing cognitive and skills development in the dominant language while
simultaneously enhancing English language proficiency skills. Thus, equal
access to educational opportunities is.provided. . b

The thrust of the equal benefits position calls for every student to be
assessed in order to determine uniquely individual needs. Children out of
school are the products of a system that fails to meet those unique needs.
Our educational institutions are providing a succession of frustrating expe-
riences that a growing number of students cannot handle.

Tommon characteristics of children out of school have been repeatedly
identified as including the following: frequent academic failure; reading dif-
ficulty; littie or no interest.in schoolwork: nonparticipation in extracurricular
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activities; absenteeism equal to or exceeding 20 days; hdstile, aggressive,
disruptive behayior exhibited at sch%and in the community; lack of home

security; minimal family education; low socioeconomic status. . -
During an invitational workshop held in lllinois in 1977, teachers possess- A
ing considerable experiendy with low achieving students of non-English lan-
guage background cited ollo“;jng characteristics as genetally descriplive
of such students: short attention spag; inability to express themselves orally
at an acceptable levél; poor audi memo&aﬁﬁ' iscrimination; low reading _
-achievement, both in, Engl and in the first language; poor comprehension
(unable to group. sqhtenc and main ideas); poor wntmg skills; and low
levels of interest and motivation. o~ 3 ? . !
No sungle cause can be isolated in explanation of, these difficulties. How-  No single cause can be isolated.
ever, a review of lhe:htemture indicates the following as causes cited most
frequently by teadherg;, *  * L "

: 'd
1. Z:dited experiential background and environmental stimulation (Cole-
an, 1968; Dentler, 1968; Kagan, 1970, 1§f2). .

2. Limifed access to appropriate Enghsh language @strucnon (Mase 19633

Noell, 1953; Smith, 1962). .
3. Limited accgss to oral English in the home enwronment (Burrows, et al.,

1962; Loban, 1963, Strickland, 1962).
4. Insufficient time spent on’ developing the child's first language skﬂls. con-

sequently limiting linguistic gkills in both languages (Bell, Lewis, & An-
~ derson, 1972; Spache, 1975).

5. Level of intellectual ability (Bell, Lewis, & Anderson, 1972; Bloom, 1970;

Cazden, 1970; Spache; 1975). .
6. Poor self concept (Drake, 1970; Grebler. Moore, & Guzman, 1970; Stod- )

dard, 1973).

-It is most unfortunate that the school requires of limited English proficient School success may depend on
students’ tasks and performances in which success depends on unfamiliar unfamiliar skills andhattitudes.
skills and attitudes. Simultanecusly, the school also fails to encourage stu-
dents to use and build on the strengths they already possess.

Carter (1970) indicated that cultural conflicts often occur between home
and school because the norms taught in ‘'school deviate from those taught
in the home, and défogate both family and peer group. Assimilation has long
_been an obsessive goal of ‘the American public schools. The schools have
operated with a determination to educate students in accordance with a
monolingual, monocultural view of society in which people of diverse ethnic,
cultural, and linguistic backgrounds are systematically transformed into a
homogeneous society.

At best, the schools have attempted to rescue, through aggressuve ac-
culturation, members of minority cultural and/or linguistic groups who are
perceived as deprived by virtue of their culturat or linguistic heritage. At

. worst, the schools have excluded those students seen as differing most  Schools have excluded students seen as
radically from the norm. This failure is not merely a matter of opinion or  differing most radically from the norm.

* theory. It has been proven h state and federal courts and upheld by judicial
opinion even at the level of the Supreme Court..

The myriad of problems encountered by the limited English proficient stu-
dent do in many respects reflect those experienced by children out of school.
" While the establishment of a bilingual bicultural program does not neces-
sarily assure that these students will stay in school, such a program does
provide an additional vehicle’ to meeting individual linguistic and cultural
‘needs. Unless such opportunities are provided, the limited English proficient

~
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Bilingual bicultural education implies

acceptance of the cu
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rosemary c. sarri

.

The jdvenile justice system must stress adolescent needs for self direction and
growth rather than a philosophy of coercion and control. Community based
residential programs represent a major and well established treatment
approach for deviant youth. While these programs vary widely in definition
and content, those that merit examination have in common the intent to serve
youth through an explicitly defined treatment technology and stated
organizational goals. Effective community links are essential for success.
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O Since 1958 the rate at which youth in the United States have been re-  COMMUNITY BASED PR( JGRAMS:
ferred to the juvenile court has steddily increased. More and more the court ~ PROBLEMS AND ALTERNAJIVES
has been expected to serve as the backup institution for the family, the
school, and other social institutions. Most of the youth who are processed
. are dismissed or placed under supervision in the community. Only a small
proportion are eventually committed to public or private facilities in their own
communities or elsewhere within the state in which they reside. However,
this small proportion totals thousands of adolescents and young adults each N
year. In contrast to comparable western European cou&ries. little has been Little has been accomplished in most
accomplished in most states to provide sufficient afernative community gates.
based residential care. In this chapter we will examine some of these alter-

—_native programs for alienated, disruptive, and delinquent youth. : -
t6]Juvennle corrections progfams have been moving steadily, albeit-slowly,
ard deinstitutionalization, but the community programs that have devel-  Community programs are often
oped to take the place of institutions are often mere appendages of larger  appendages of larger institutional
institutional systems (Bartollis & Miller, 1978; Fox, 1977). Nearly a decade  system-. .

ago, when community alternatives were first being considered seriously,
Richard Korn commented:

A word of caution. The development of these alternatives, designed to
divert offenders from institutions by means of community alternatives
should not be contr6lied by those presently in command of conventional
correctional systq"ns. Decisive participation by the private sector is in-
dispensable. Truq alternatives are competing alternatives: the correc-
tional system is poorly prepared, both by tradition and ideology, to
nurture its own replacement. (Quotation cited in Congressional Record,

1978, p. 326) - |

Since Korn's comment there has been rapid development of community
treatment for juveniles in the majority, of states, (Dixon & Wright, 1976; Em- N
pey, 19@). However, the problem to which he alluded has not been avoided '
even where the development took place largely in the private sector, as
occurred in Massachusetts with the closing of thespublic institutions for youth.

Many private programs have become equally custodial eventhough they are  Many private prograrms have become
labeled as community based treatment. Others have been highly selective  equally custodial.
in their choice of clientele they are willing to admit and serve. .

It is therefore apparent that one must examine some of the fundamental '
issues pertaining to the status and roles of adolescent youth in contemporary
American society. All too often it appears that adults prefer custodial pro-
grams and lack of legitithate opportunities for work and education. Few ap-  Few appreciate the negative
preciate the probable negative consequences for the society should such  consequences for society should such
policies and programs continue for another decade. - policies continue.

This chapter examines some of the alternative types of community based
resideiitial treatment programs that have been developed in recent years for
juvenile delinquents and other disruptive youth. The presentation does not
attempt to be comprehensive or representative in its consideration of alter-
native residential treatment programs. Rather it is illustrative of the range
and types of programs that have been designed and actually operated for
a year or longer. Wherever possible some summary of evaluative results is _
presented. -

P

=3
o~

. O The design and impleméntation of alternative types of residential care is ~ RESIDENTIAL FACILITIES F
not new in the United States. As early as the 1930's and 1940’'s AiChorn,  DELINQUENT YOUTH
Redl, Wineman, Bettelheim, and others had implemented model treatment
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Not until the late 195Q's and 1960’ programs for delinquent.disturbed, and alienated youth. However, itwas not _4
did programs develop sufficiently to until the late 1950’s and 1960Q's that these programs developed in sufficient
have impert.  numbers to havé a pronounced impgct. The 1966 survey by Pappenfort,
. Kilpatrick, and Kuby (1970) of ail residential facilities for children in the United
‘o A . States revealed that there were 441 institutionsserving predelinquent and
\ delinquent youth under both public and private auspices. The findings in
Table 1 present data from the Pappenfort survey in 1966 and from the Law
Enforcement Assistance Administration (LEAA) census of 1975. These data
are not entirely comparable since different response rates occurred and the
definitions of types of programs varied in some cases. Nevertheless, they
are useful heuristically, ahd along with Lerman’s recent analysis (1978),
. some trends are clearly apparent. ‘
o Facilities have grown faster than youth - The total number of tacilities has grown remarkably and far faster than the ¢
' .erved.  population of youth served, indicating that the large closed institution s no
longer the modal type that it once was. The mean size of programs has
dropped substantially. Growth in the private sector has vastly outstripped
Public and private institutions still differ  growth in public programs of all types. Public and private institutiens still
wubstantially.  differ substantially in that most of the former are closed institutions serving
youth on a short term basis in detention centers and on a long term basis
. in training schools. Most youth in private facilities are in long term care in
: open facilities such as halfway houses, camps, group homes, and residential
centers. The reasons for these two patterns are not entirely clear since other
data suggest that it is not merely the offense behavior of the youth (Vinter,
Kish, & Newcomb, 1976) that explairddifferences between programs under
public and private auspices. For example, Vinter (1979) recently observed
that youth who commit violent and other serious. crimes are mixed in all
types of facilities with large proportions of misdemeanants and status of-
fenders. It is probable that public facilities have greater autonomy in obtain-
-~ . ing adequate resources for on-grounds public schools, while private facilities
may be open because they need to use local public education résources.
% It must be borne in mind that these data include all 50 states and that
Males and fernales tend to be  there are vast differences within and between states. Likewise, males and
procesed differently.  females tend to be progessed differently, creating still another pattern. The
1 overwhelming finding from the National Assessment of Juvenile Corrections
- (NAJC) survey of a representative sample of correctional programs in the
United States was the heterogeneity and diversity among programs. Some
- 'were large, some small, some had a wide range of treatment, education,
- and other resources; others existed with a minimuth of resources (Vinter et
al.. 1976).

, staffing, there are as yet too few alternatives for the residential treatment of
There are too few alternatives for  delinquent youth in most siates. We begin with the assumptiong that (a)
residential treatment.  these alternatives are primarily interested in serving youth and in enhancing
.their well being; (b) that they are open, non-secure and community oriented
programs; and (c) that they have an explicit treatment technology which they
seek to implement to attain stated organizational goals. Thus, programs
whose primary concern is punishment, custody, or protection of society are  ©
not examined, although it is recognized that such programs continue to exist

ALTERNATIVE RESWL (ARt O Despite the heterogeneity and variability in size, auspice, location, and’

in all of the states to a greater or lesser degree. «
Community programs can be viewed as The development of community based treatment programs can be viewed
. a stable sociaMmovement.  as a relé‘ively stable social movement that is likely to persist as a major

treafiment approach for juvenile delinquents, dependent and neglected youth,
mentally ill and handicapped persons, and youth experiencing problems as-
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~ | .. TABLE1 : n
‘ . Selected Characteristics of Residential Facilities

-

. tor Juvenile Delinquents in 1966 and 1975

. 2 |
agrae ) o . . . r
Facilities : ] ~ 1966* . 1975°
Public o . 271’ 874
Private v~ : . 143 1277 ‘
Juveniles held in " . _ . '
Public 46,410 46,980
Short Term® .
’ Closed institutions - ' 12,525 »
5] Open institutions ) . . 200
Long Term ' :
~ Closed institutions . 26,748
Open institutions > 7,507 .
. 1
© o Private BT ! 8590 27,280
Short Term
Closed institutions » _ 830
Open institutions ot 669
Long Term ' ‘
Closed institutions . 3,660 ¥
Open institutions \ . 22800
* Source: Papperitort, Kilpatrick, & Kuby (1970} -
® Source: Law Enforcement Assistance Administration (1977)
Lo |
+ - sociated with stibstance abuse. One of the most problematic issues in ex- .
. amining and somparing alternative approaches is the lack of consensus ) S
*+  about the definition of community and community based service. One finds >
almost as many definitions as programs. For our purposes, community  Community programs are focused on
based treatment programs’are those which are focused on the nature of the  the links between program and locality.
~ links between the program and the locality in which it exists, as well as on SN
/ the quality, frequency, a irection of interpersonal relatlonshlps within the - '

- program and between the program and other residents in the Iocahty Such
programs seek to achieve tfie following:

. 1. Achleve greater effectlvaness in goal attaihment with reference p delin~
quency reductlon and social reintegration.
. 2. Makg. the criminal justice system more\fair, just, and humane.
"~ 3. ProwWde f inimal penetration of youth into the formal criminal justice

system relative to their oﬂense behavnon . ¥
« 4. Be more cost efficient, L v
"5, Increase the hkelihood of rnore successful reintegration. ' . .
134 i R s

© \
Community pased resndential care can be ‘considered in terms of a con-  Community residential care can be
tinuum of ‘multipte typés of programs to meet variable characteristics of - considered in terms of a continuum of
. clients and communities. Included are group homes of all types, halfway  multiple types of programs.
»houses, shelters, runaway centers, residential treatment facilities, work/em- ‘
ployment units, and speciallzed altemmative schools with a residential com- . -
ponent
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Table 2 presents a summary of key characteristics of the alternative pro-
- grams examined in this chapter, followed by a brief summary of the key
elements of each of the programs. A few obvious patterns are revealed in
these data: o "
+ . b . ’ . -
1. Most youth are referred by the juyvenile court or public agency responsible
: for handling juvenile delinquents.
* 2. Most programs are small rather than large, with few exceeding 30 clients
. at any given time. ' :
’ a 3. Although age range is variable, most programs tend to be age homo-
geneous rather than heterogeneous, with a median age of approximately
16 years. Older rather than younger youth are morée often reported as
successful in terms of outcome measures. ' s
4. Although a few coeducational programs exist, most continue to serve
only males or females, with the former the predominant group served.
5. Programs under both public and private auspices exist. Qutcome data do
not suggest that either type of auspice makes a significant difference.
> 6. Nearly all programs have one or more explicit service technologies that
A they seek to implement. Very few were reported to have ambiguous or
undefined means. -t
7. Length of stay is highly variable, ranging from a few weeks in most Out-
ward Bound programs to more than a year in many of the group home
programs. '
8. Outcome criteria and data were less exacting than one would prefer.
However, available data indicate that these programs are at least as
effective as other alternatives, and in the majority of instances have
- ‘ ~ higher rates of effectiveness. '

PROGRAM SUMMARIES  Highfields (McCorkle, 1958; Weeks, 1976) was perhaps the first successful
' model of a contemporary community based residential program. Highfields
was established by Lioyd McCorkle on the Lindbergh estate in New Jersey
in 1950. It initially served 20 males at a time, committed there by juvenile
courts from four urban New Jersey counties. They spent approximately 4
Days were spent in service oriented ~ months in thedntensive phase of the program. Days were spent working in
jobs.  a variety of service oriented jobs at a nearby mental hospita and during the
evenings intensive peer group counseling took place. ‘Guided grouprinter-
. : ¥ : action” was the service technology developed at Highfields. It was designed
’ as a short term, informally structured but intensive. peer group experience.
It was, at least-in part, an attempt to operationalize in an intervention modality

, the Sutherland theory of differential association. - ..
Highfields rodel was extended and . Subsequent to the relatively successful expérience at Highfields (Weeks,
developed.  1976), the model was extended and teveloped further in Essexfields, Col-
legefields, Kentfields, Provo, and in START in New York. More reocently,
guided group technology was reported to be one of the most frequently
. ' .. employed technologies in juvenile justice in the United States (Vinter et al.,

- 1978). £

L}

Achievement Place . .. is a family type ~ Achievement Place (Phillips, 1971; Wolf, Phillips, & Fixsen, 1§74) is a family
" group home.  educational environment designed to compensate for or ovgrcome the be-
b " havioral deficiencies of particular youth in the community. itis a family type
group home where, under the direction of a specially trained husband and

wife team, approximately six youth continue to participate in regular com-

munity schools and other youth activities. Thevarogram at the home is carried

out by teaching-parents trained in behavior modification procedures, reme-

e e B : . : :
R IR S . dial education tschn'que& juvenile law, and other areas. The parents estab-

’,'I'a . .
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™~ TABLE 2
Characteristics of Alternative Residential Programs for Youth

iy

Size of Length . Outcomes
Client Referral Service of Criteria Change
Program Pop. Age Sex Auspice  Agent Technology Stay '
Achievement 6-8 14-18  Male Local Court Sccial 10 mos. Police record
Place - (per Private  Social learning Court record
Lawrence, KS  unit) agency Behavior - School
School madification periormance
PORT 18 13-50 Male Local Court Contracting 9-12 " Police record H -
Rochester, MN Public Guided group  mos. Court record +
’ interaction Employment
Employment !
Silveriake 20 15-18  Male Private  Court Guided group  Variable Arrest +
Los Angeles, interaction Graduate -
CA Offense 0
reduction
. Oftense- +
seriousness '
Court record F
Highfields 15 16-18  Male Private  Court Guided group 4 mos.  Institutional +
Bergen, NJ interaction recidivism
. , Work Individual change 0
in attitude/ '
personality
Outward Bound -10-20 15-18  Male Public  Court Physical 20-40  No outcome
Boulder, CO Female and State training days results published
: private  agency Use of
environment
- Stress tolerance .
Peer group
R problem
. solving
uDIS Vanable 15-18  Male Public . Court Case 6-12 Intraprogram -
Chicago, IL Female and State management mos. deviance
private  agency Variable Postprogram +
services behavior
Contracting
Group Homes  6-15 10-18 - Male Public  State Variable’ 3-24 Recidivism 0 -
Massachusetts Female and . agency Family _mos. School +
Division .of Youth private parenting ., performance
- Services )
.4' " 1L L "'\;‘:& B
. B Y :
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Rewards or punishments are predicated
on actual hehavior.

The basic service technology was
guided group interaction.

L

PORT serves . . . persons adjudicated
for misdec*:anl and felony offenses.

rd

g P

lish close relatibnshi;ﬁvith teachers. Youth are encouraged to do well in
school, to develop their capacities for self government, to change problem-
atic behavior, and to cooperate in performing the necessary tasks of running
a home and living together. - : S .
In order to induce change, a token economy is established in which youth
earn or lose points that can be exchanged for conventional privileges. Re-

. wards or punishments are to be directly predicated on actual behavior. Fairly

rigorous evaluations have been ~campleted and the results measured on
several levels. Compared with- other conventional programs and with ran-
domly assigned control groups, Achievemefit Place has been very-guccess-
ful in producing positive outcomes. Like Highfields, this program and its
strategies are now being rapidly implemented in many communities.

Silverlake (Empey & Lubeck, 1971) was established in cooperation with Boys
Republic in California in the late 1960's. The Silverlake program sought to
deal in innovative Ways with serious delinquents. It was based on & specific .
theory of delinquency and sought to test that theory in relation to a particular
intervention approach. Only repeat offenders 15 to 17 years old referred by
the court were included. A total of 261 males participated during the period
of its existence. They were randomly assigned to experimental and .control
programs, and youth were compared on their social background character-
istics. -

The program served 20 youth at a time in a community residential center.
Youth returned to their homes on weekends and attended school in the
community. Staff interaction varied markedly both within the unit and in com-
munity’ linking activities. The basic service technology was guided group
interaction, with peer groups used both as a target and as a means of
change.

Although outcome findings were equivocal, they provided useful infor-
mation for planners and policy makers. Both programs overemphasized cus-
tody anid control. The experimentals achieved largely equivalent results in
an average of 5.7 months as contrasted with 12.6 in the control group. Youth
in the experimepial group encountered fewer reintegration problems and
there was a 73% reduction in the volume of delinquency as contrasted with
71% for the controls. Those who did not complete the ptbgram were more
likely to recidivate, and the experimental group had a higher percentage of
yogih who did not complete. .

Probationed Offenders Rehabilitation and Training Programs (PORT) (Hud-
son, Galway, & Lindgren, 19756) represents-one of the most successful of a
variety of age heterogeneous.eommunity based programs within the state
of Minnesota in criminal’justice, substance abuse, and mental health. PORT.
was initiated in Rochester to serve a three court area for juvenile and adult
offenders, persons adjudicated for both misdemeanant and felony offenses.
Located adjacent to a community college on the grounds of a mental hospitat
where empty cottages were available, the program was established for 18
residents and had 4 full time staff plus 15 college students who lived with
residents and worked part time as counselors.

Offenders voluntarily chose the program and were given a three week
probationary period. At the conclusion of this period of time, each completed ‘
a contract with the staff about what he would do in order to achieve accepted
goals. Al residents were expected to be employed and/or to go to school.
A “restitution” element was incorporated for the myjority of offenders.

~

~

- )
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~ The program was established as a community corporation“with a local

board representative of important persons in the community, lay citizens,
* and members of the law enforcement and judicial system. The board took
an active role in developing the program and in securing critical community
support, since this was an alternative to prison for convicted adult felons.

Several evaluations have been completed indicating that PORT is both an
effactive and efficient alternative to incarceration in prison. The counties it
serves have had very few commitments to state facilities as compared with
other comparable counties.

Of particular significance in this program was the fact that it was designed
to co-mingle adult and juvenile offenders. The age range of residents was
14 to 50.and older residents were deliberately invited to counsel and assist
younger residents with regard to delinquent behavior. Guided group inter-

*action and other .group techniques were used in_evening counseling ses-
sions, but not as exclusively as in other programs. Much emphasis was
placed on normalizing the program and on using the college students as
role models and links to positive community ekperience for offenders.

Unified Delinquency Intervention Services (UDIS) (Goins, 1978; Murray, -

1978) is an experimental public agency in lllinois that serves as a clearing-
house for a wide variety of community programs for chronic delinquents and/
or aggressive youth charged with serious crimes. One sample of participants
had a mean arrest rate of 12 and several experiences in detention and on
probation. The program incorporated a varisty of types of community based
intervention, including group homes, counseling, employment, wilderness
trips, and education, all of which were privately confracted as alternatives to
placement in state training schools in lllinois. UDIS was begun as a dem-
onstration research project in Ceok County but has now been extended to
.20 other lllinois counties. It was expected to Zduce institutional commit-
ments in Cook County by 35% and in the othef#counties by 50%.

Youth participate voluntarily in UDIS for 6 to 12 months, with termination
possible in a variety of ways. The community judge must approve the treat-
ment plan after a two week assessment period. Judges must also approve
termination. .,

YDIS was established to fulfill four basic premises (Goins, 1978): -

1. Any resources for diversion will be pcorly spent without consistent and
vigorous effort to identify and correct basic problems in management of
juvenile justice that violate constitutional, legal, or human rights of youth.

2. To fulfill the purposes of the juvenile court ong must have sound com-

munity based treatment readily available. ‘

Administrators must accept responsibility for defects in the justice system.

The administrative structure of UDIS must be designed to prevent or

make difficult administrative capitulation to pressures for self interest,

political interest, or bureaucratic isolation.

W

Much emphasis in this program is placed on public accountability of admin-
istration to insure that youth are really served in their respective programs.
The service network is monitored carefully to insure quality control and ac-
countability. - ' -

UDIS was initiated in 1974 and some evaluation has been completed
(Murray, 1978), but further work is under way. Findings reveal that with
respect to the characteristics of youth, the program selected those for whom
it was established. The majority (55%) were adjudicated for major felonies.
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The board took a very active role
<. I SeCUring community support,

)

It was designed to co-mingle adult and
juvenile offenders.

The program incorporated a variety of -
types of community based intervention.

/

Much emphasis is placed on public
accountability of administration.
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* " ) Mpst were property-offenders (83%) but a substantial proportion had com-
' mitted serious person crimes-(13%). Other results indicated that youth re-
moved from the gommunity and placed in various institutions periormed
better as far as intraprogram behavioral measures could determine, but that
may have been merely the result of reduction in opportunity to commit de-

ﬁ viapt acts. Conclusive evidence on outcomes is not yet available.
UDIS and a similiar program developed by Lindgren (1979) emphasize
‘Q . " the importance of continuous and accountable case management when
dealing with youth who have been convicted of serious crimes. They also
~ emphasize a brokerage model for implementation of the case management
strategy and active advocacy in behalf of the juvenile. Experience with this
. program has been enlightening with respect to the requirement for an effec-
An effective ongoing case management _ tive ongoing individualized case management approach with delinquents
. approach is required.  who have been adjudicated for serious crimes. A highly dedicated and com-
' p {i:! mitted staff was.one of the variables frequently mentioned by Goins (1978).

" o

Voo Outward Bound Wilderness Programs (Golins, 1978; Krajick, 1978a, 1978b)
. are perhaps the most innovative and unusual of all the alternative residential
- Some programs take place in programs. Some' take place in mountainous areas, whereas -others. have
mountains.. others along the ocean. developed in \communities along the ocean. Characteristic of all is a delib-
: erate attempt to use the environment as a critical part of the program to
. provide challenge, stress, and opportunity for youth. Although elements of
» thfs approach have been used for many decades, the first organized adven-
ture based program for delinquents was developed in Colorado in 1964.
Since- that time, 13 other states have implemented a varigty of outward

- bound wilderness programs.
_ Although programs vary widely, the standard wilderness experience is

Experience is built around a 20 to 40 built around a carefully planned 20 to 40 day program consisting of a series
® day program, - of programed physical and social problem solving tasks conducted in a high

: .. impact outdoor environment. Participants are immersed in very intense sur-

i vival exercises that precipitate clear physical, emotional, and interpersonal

* ' o crises. With problem attitudes and behaviors identified, trained instructors in

conjunction with the peer group encourage alternative behavior and provide

v linkage as to how these behaviors can relate to the youth's community en-

vironment. The problem situations -are planned to areuse curiosity, .to

Problems are concrete and  Strengthen competence, and to elicit cooperation. Problems are introduced

manageable. .incrementally and are concrete and manageable. -

.Y Youth are referred by the courts and participate in the program voluntarily.

Followup and continuing service is assehtial for youth who return to prob-
lematic environmental situations. ‘

Evaluations of Outward Bound programs have been limited as far as re-
gional assessment is concerned. However, positive results have been
achieved in several instances. As Selo's comparative study (1979) indicates,
these programs provide challenge and elicit positive response from youth.
The latter is seldom the case in delinquengy intervention efforts with juve-
niles.

w

Group Homes—Massachusetts (Coates, Miller, & Ohiin, 1978; Vinter et al.,
1976) provide a representative view of group home programs. Although
group homes are not at all a recent innovation in residential treatment of
delinquent youth, they are now used more extensively and rationally in a
large number of states. Perhaps the most thoroughgoing development of
this modality has occurred in Massachusetts, where all state public institu-
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“tions for juvénile delinquents were closed in 1971. Coates, Miller, and Ohlin

.- (1978) and Onhlin, Miller, and Coates (1976) have studied many facets of
" the Massachusetts reform, including their group home strategy. Their eval-
uation provides further insight concerning this type of program.

Of all the’community based programs evaluated in Massachusetts, group
homes were the most prevalent (55 out of a total of 131). It was observed
that group homes were quite varied, with some being isolated and others
thoroughly embedded in their iocalities. Some group homes used self help
therapy models and deliberately avoided close community ties. Considerable
variability in internal social climate and inservice technologies was noted.

These evaluations suggest that organizational variables were of critical
importance in the relative effectiveness of group homes. Variables examined
included auspice, development strategies, conflict resolution, site selection,
client characteristics, and community perceptions. In comparing group
homes that succeeded with those that failed, it was observed that auspice
was not critical, but the strategy of approach to the community was a key
factor. Comprehensive undgrstanding of the community was important, as
was careful selection of developmental strategies. Low profile entry plus

- communication with key persons helped insure success. Those group homes
~ that expected some community resistance and then worked on the devel-

opment of problem and conflict resolution strategies consistently fared better.

Group homes served all types of delinquents, and client characteristics
were seldom predictive of success or failure at the organizational survival
level. No single service technology predominated and etlectic approaches
were frequently observed.

J This review of’selec‘ted alternative residential programs for juveniles sug-
gests that there are many viable alternatives to placement in the usual state
public training school. Moreover, data from evaluations suggest that rela-
tively positive results have been achigyved and that costs tend to be equal
to or less thin those of custodial institutions today. Overall evaluation find-
ings indicate rather conclusively that all of these innovative and more hu-
mane programs do as well as more tradutuonal correction facilities. Perhaps

this must be accepted as the critical measure. In a society where youth -

unemployment is as high as it is, where youth are in the most crime vulner-
able age, and where family and community support systems are weak or
nonexistent, it i5 unwise to expect that any single program will be so eﬁectlve
in its impact that no further deviant behavior will occur.

The reports on these programs as well as resuits from the NAJC survey
(Vinter et al., 1976) indicate that programs such as those described face
critical survival crises that may be of greater significance than any other
single variable. Programs are often initiated on a shoestring with a time
limited grant or contract. Personnel are expected (unwisely, one might add)
to design, implement and successfully operate a program within a 12 month
time span. Obviously such a demand is wholly unrealistic. The experience
with the UDQIS program in Chicago is usefd! in developing prerequisites both
for effective service delivery.-and for effective management.

Examination of reports about aiternative approaches to residential care
indicates that the area of efiective service technologies based on tested
knowledge is still problematic (Tutt, 1975). Personnel quickly respond to
“fads" whether or not these are known to be based on valid knowledge.
Moreover, knowledge of internal validity appears far greater than knowledge
of external validity.
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Organizational variables were of
critical importance.

Low profile entry plus communication
with key persons helped insure
suCcess.

SUMMARY AND CONCLUSIONS

There are many viable alternatives.

-

It is unwise to expect . . . that na

further deviant behavior will occur.
f

The area of effective service
technologies is still problematic.



148 i
disruptive youth in schbol

Lack of effective interorganizational
referral and exchapge stand out.

Society expects juvenile corrections to
solve most of the problems of youth.

Society refuses to provide legitimage
roles for youth.

Adherence to the law cannot be based
solely on fear of punishment.

The lack of eftective interorganizational referral and exchange also stands
out. Service programs operate autonomously from the police, courts, and
state supervising agencies, despite the fact that each could benefit from
close and more frequent interaction. Few programs were observed to involve
lay citizens, school personnel, volunteers, legal services, or other human
service personnel. Little wonder that agencies confront hostile community
reactions when they attempt to implement new programs.

Policy and program recommendations include the following:

1. Diversion and deinstitutionalization should continue with more resources
allocated in nearly all states to the development of alternative services
for youth requiring residential treatment. '

. Programs should aim to reduce coercive control, discipline, and punish- ,
ment to a. minimum. They must provide data about their monitoring of
coercive conttol procedures (Lerman, 1975). ' )

3. Youth should only be placed in residential care (a) when they have com-

mitted a serious felony, and protection of society is essential; (b) when
they voluntarily elect a program; or (¢) when their age and status is such
that they need obvious care and protection. No arbitrary age can be
suggested at this time for such a decision.

4. Programs must provide continuing and frequent links to the community

and must seek to reconcile the youthful offender, the victim, and the .
community (Miller, 1978). :

pN,,

" 5. Programs must provide for the adolescent’s need for self direction,

growth, and opportunities to resolve identity crises. Goals must be posi-
tive, achievable, and recognized by clients as being in their own -self
interest, not merely that of society at large. ' T

6. Contracting, case management, and voluntary participation are all mech-
anisms to facilitate more effective receipt of services and more positive
orientation toward such services. Specific programs should be geared to
the differential needs and characteristics of youth and communities.

7. Community involvement is essential to successful community based
greatment programs, but that involvement must be planned for and sup-
ported in accordance with variable sociocultural characteristics of com-
munities. Evaluation results suggest that no single model or approach is
effective for the-highly variable types of communities in this country.

Many valid criticigms can be directed toward the operation of juvenile
corrections today, both because of its costliness and its relative ineffective-

_ ness in achieving positive goals for youth (Juvenile Justice Standards Proj-

ect, 1977). Society appears to expect organizations in juvenile corrections
to solve most of the problems of the youth who are assigned to them, but
they must do so with limited resoutces. inadequate technologies, and often
in social environments that remain antithetical to the appropriate delivery of
services known to be effective. At the same time, society refuses to provide

- legitimate roles for youth subsequent to their experience in juvenile correc-

tions. Thus, any progress achieved is quickly undone when youth return‘to
environments that are crime ridden and lacking in opportunity. Little wonder
that the response is greater hostility and continuing criminal behavior.

All youth-serving organizations, including juvenile corrections, must do far
more to facilitate greater implementation of the conditions necessary for
adolescent socialization and for legitimate roles in a postindustrial demo-
cratic society. Adherence to the law carinot be based solely on the fear of
punishment; yet in many ways the public school, juvenile court, and juvenile .. -
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correctional agencies operate on this assumption. We speak of the juvenile
justice system in a glib manner as if it really existed; but from the perspective
of thousands or perhaps millions of youth in many countries, the system is
viewed as operating exclusively for control and punishment, not justice.
Nonetheless, the ideal of justice must be fundamental to juvenile corrections
in a democratic society, far without it, people will not conform to those values
and norms that are essential to the viable continuance of that society.
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The ideal of justice must be
fundamental to juvenile carrections.
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All youth deserve a systematic socialization process designed to promote
prosocial interactions and prevent increasingly serious interactional problems.
The educational system has a unique opportunity to play a significant and
deliberate role in the social development of youth and families. A continuum
of socioeducational programs that offers social skills training, as well as
parenting, préparenting, and family living classes, can do much to ceunter the
difficulties experienced by youth in contemporary society.

the family
and
education:
new
directions

for promoting
healthy
social
interactions

‘hewitt b clark

randy wood
james northrop



152
disruptive youth in school

A PLANNED S,OCIALIZAT_IOIS O Present methods of sogialization of children and adolescents rely pri-
PROCESS  marily on nonstructured, informal social experiences encountered in schools,

homes, and the community. Obviously, many children, adolescents, and

adults have managed to develop an appropriate social repertoire despite

such haphazard conditions. However, it is also obvious that too many have

developed ineffective and inappropriate social behaviors upder these same

conditions. . !
Who iy attending to the socialization of Who is effectively attending to the socialization of youth? It does not ap-
youth? pear to be the family, as evidenced by increasing numbaers of runaway youth,
8 . early drug abuse, divorce, abandonment, neglect, child abuse, and mental

o health program referrals. It does not appear to be the school, with increasing
' violence, vandalism, truancy, and declining academic achievement. Neither
\ does it seem to be the system, since juvenile justice and welfare programs
report increased delinquency, recidivism rates, incarceration, and institution-
# alization.
Children deserve a systematic socnahzatlon process that provides such
opportunities as the following:

1. Acquiring prosocial skills that enable youth to negotlate with others rather
than aggress or submit.

2. Learning peer-to-peer interactional skills that strengthen the abnluty to
avoid peer pressure to commit illegal acts such as taking hard drugs or
stealing.

3. Practicing interactional skills that grant success in developing supportive
relationships with peers, siblings, adults, and authority figures. -

4. Receiving care, love, and education from parents who are knowledgeable
and practlced in theories and techniques of childrearing.

5. Learning abqut the many aspects of parenting before choosing to become
a mother or father.

The socialization process could~be An import’ant part of the socialization process could be facilitated through

ot ilitated through social skills ¢lagses. organized programs and classes in such ‘areas as social skills, parenting,

preparenting, and family living. Social skills classes could teach adaptive

peer-peer and child-adult interactional skills; cooperative play, sharmP hon-

esty, and fair play; prpblem solving skills and methods for resolution 'of con-

flict; cultural differences and cross sex ‘interactional styles; strategies for

coping with stress and leisure time; and guidelines for dealing with authority

! ) figures through techniques of cooperatlon negotlatlon and complaint
& (Combs & Slaby, 1977; Stephens, 1978).} v

' Parents of youth should be involved in parenting classes Specitic classes

Classes could be tailored for parents  could be tailored for parents with children of various age groups (infants,

with children of various age groups.  toddlers, preschoolers, elementary aged children, adolescents) and from

: various cultural backgrounds. Parenting classes could present such topics
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* as standards of appropriate social behavior for children; extensive'practice .

in positive childrearing techniques; negotiation and sharing of family respon-
sibilities; approaches to maximize family activities, fun, and ccoperation;
guidelines for selecting, employing, and training babysitters; guidelines for
choosing daycare settings; and communication skills with teachers, courts,
and other social service agencies (Arnold, Sturgis, & Forehand, 1977; Clark,
Greene, Macrae, Davis, McNees, & Risley, 1977, Forehand & King, 1977).

Family classes should be available for both youth and their parents. These
classes would teach positive interaction skills such as constructive griticism
by children and adults; negotiation of mutually acceptable activities family
decision making; techniqueso( positive reinforcement, rationales, and\shap-
ing; sibling communication and cooperation; and family responsibilities and
problem solving (Kifer, Lewis, Greene, &Phnlllps 1974; ChrlstOpherson ‘Bar-
nard, Ford, & Wolf, 1975).

Preparenting classes should be available for high school students aikd
young adults who wish to learn about topics such as developmental stages

and processes of physical, mental, and emotional growth; choices and ad-
justment to marriage and children; positive childrearing techniques; cuitural .

standards of acceptable behavior; and applied experience such as shad-
owing a parent or working in a preschool setting with infants or toddlers
(Albee & Joffe, 1977; Crowley & Peterson, 1979).

Organizing such classes and programs, whose goal is to promote healthy

" social behavior, could contribute to more successful socialization (Van Has-

selt, Hersen, Bellack, & Whitehall, 1978). The current status quo, which
applies a “catch as catch can” approach to acquiring necessary social skills,
only instigates and mamtams the social difficulties of disruptive and-alienated
youth.

O Prevention and remediation'of the problems encountered by disruptive,

. alienated, and behaviorally and emotionally disturbed youth require a broad

~

range of services, including social skills training classes and therapies, par-
ent training, family therapies, and- preparenting classes. Such servifes

‘should have several general, but important, foci that are essential to suc-

cassful interventions.

One important focus should be the prevention of initial and late™Qgast-
ment difficulties of students. Sccial skills training for youth may f
greater emotional stability.’ By equipping youth with appropriate soc
rational problem solving skills, they may more successfully engage ir
environment and shape their personal lives to preclude more restrictive treat-
ment later (Combs & Slaby, 1977).

Evidence suggests that “Band Aid” approaches, which by definition are
not focysed on prevention, have not been highly successful (Bronfenbtenner,
1976). Delaying treatment until a child or family exhibits serious impairment

severely limits success and is not a migimally restrictive treatment approach

(Joint Commission on Mental Health of Children, 1970). Violence in the
schools, child abuse, and delinquency are daily reminders of poor or non-
existent prevention planning.-Unfortunately, all these problems are quite re-
sistant to treatment once they become a firmly established repertoire.

O Our society has in the'schools a ready made dissemination system to aid
in prevention/intervention. Shifting the emphasis of certain classroom in-
struction to preparing youth for future success in stressful situations is an
important inoculation method. Importantly, the schoolgrare not burdened by
the stigmas attached to mental health.treatment ptjg:ams. Youth who are
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Family classes would teach positive
interaction skills.

tr

A “catch as catch can” approach
maintains social difficulties.

DESIGNING EDUCATIONAL SERVICES
FIR PREVENTION AND
REMEDIATION

The focus should be on prevention.

“Band Aid”-approaches have not
been successful.

PROGRAM IMPLEMENTATION
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Social skills training . . . is etter
conceived as an educationdl endeavor.

Social skills must have relevance to
students and families.

Training must equip youth with a range
of responses acceptable to a variety of
cultures.

DESICNING CLASSES TO MAXIMIZE
- EFFECTIVENESS AND
RESPONSIVENESS

.

Generalization does fot naturally occur
from training programs.

~—

learning social skills or parenting in a school classroom are not viewed by
themselves or others as sick or disadvantaged (LaGreca, 1978). Because
mandatory education begins early in every child's life, emotional crises may
be more easily*dverted, and child and family needs more carefully attended.
Because schools have children in their care many hours of each day, pre-
vention activities would be readily accessible to children and teachers, and,
one hopes, conveniently available to parénts as well. Finally, social skills

k training as a form of preyention or remediation is better conceived as an

educational endeavor rather than-as some magical therapy (Klein & Gold-
ston, 1976). Thus, the acquisition of social or parenting skills is comparable )
to the process of acquiring mathematical or other academic skills. |

The success of these proposed socioeducational services will depend on
their actual usefulness. Planning ‘and maintenance of effective socioeduca-
tional services demand careful consideration and evaluation of potential ef-
fects. For example, when planning services such as social skills training, the
language abilities of students will have a major influence on the impact of
training. Materials must be selected that maximize student accomplishments
and participation. Similarly, selected social skills musthave relevance to

. students and their families. Each family develops values and -expectations
. regarding the social relations of its members. Social skills traihing should

remain sensitive to familial needs and address such needs on an individual
basis. This sensitivity can be effectively ac ished through teacher in-
teractions with stydents and their families, followed by adjusting the social

skills curriculum to incorporate student and parent suggeftions.
“ - Society is not homogeneous. Numerous subcultures exist in a variety of

racial, ethnic, religious, and socioeconomic forms. A social skills training
curriculum that adopts, for example, a White, middle -income, suburban
American model for its content is of little use to the Chicano living in a
Spanish spétking urban ard. Social skills training must equip y ith a
range of responses acceptable to a variety of cultures (Ajberti, 19 ook,
1976). Such a diversified repertoire of social skills.will insuré a ent's
contifued success in a variety of future encounters.

A

O3 Another important consideration for any educational sgrvice program is
how to increase effectiveness by insuring that newly es ablished skillg will
be applied in a\lppropriate situations. This is usuallx termed generalization
(Beck, Forehand, Wells, & Quante, 1977 Rogers-Warren & Baer, 1976).
The rationale for emphasizing generalization is that “a functional behavioral
change, to be effective, often must accur over time, other person and other
settings, and the effects of the change sometimes should spread {o a variety
of selective behaviors” (Stokes & Baer, 1977). The two following examples
ildstrate the need for focus on generalization programing in all training,
remediation, and prevention strategies. '

Generalization does not naturally occur from most educational training
programs (Baer, Wolf, & Risley, 1968). For example, research Etudies have
indicated that socially deficient children.do not automatically acquire needed
social skills through integration with fegular 'students (Cooke & Appolloni,
1977). It has also been shown that behaviorally disordered children are often
ignored by their peers rather. than becoming involved in interactions that -
facilitate the development of appropriate social behaviors (Strain & Timm,
1974). . .

Thus, generalization is not a passive function where a skill, once taught,
magically appears and continues to appear forever. Generalization requires

-
¥
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an active role by the mstructor and must be programed into the teachmg Generalization requires an active role
situation. Unfortunately, the most common approach to generalization is by the instructor.. S
“train and hope.” In this approach; generalizaton is not specuflcally planned, @
but is hoped for. For example, a classroom of parent-child pairs might be
taught conflict-resolution and negotiation skills. If these dyads proceed to
use their new Skl||8 in conflict resolution and negotiation at home, it wo Id
be said that the skills were generalized with no specific training in the horke
setting. Generalization was desired, and in this case, unlike most, ‘did occur
o despite the fact that no systethatic programing was included to facilitate
o generalization.
Stokes and Baer (1977) descnbed several techniques and methods for
promoting generalization beyond the training setting, including maintenance
over time and transfer acraes settings. These generalization facilitators are
important to the success of any educational program designed to teach skills . o
to be applied outside the classroom. Thus, it is important that as many as It is important that generalization
possible of the following facilitators be mcorporated into social skill and par- facilitators be incorporated.
- enting classes.. '

I Teach repertﬁres that will be supported by the natural enwronment This
AR is one of the most. dependable and functional facilitation techniques. It is
* designed to insump that the new repertoire is supported and maintained
- by the natural contingencies currently operating in the youth’s environ- . »
ment. This is easily seen with social skills training because most of the
" skills taught will be-supported by parénts, other teachers, "and peers. For
example following the learning and practice of appropriate “compliment”
responses, a youth will probably experience many positive consequences " Positive consequences will maintain
from others that will serve to maintain and strengthen this skill. The results  and strengthen skills.
of poor-planning are~saen in-useless teaching efforts and unused skills
* it a particular social skill is not supported by the youth's environment (for
example, if the partncular compliment taught is not acceptable to peers
and friends). _
* - 2. Teach a variety of responses. Trannmg ope exemplar (one example or . s
one response form) of a particular social skill will result in mastery of the
specific exemplar taught. To obtain generalization, multiple exemplars
and responses should- be included in trammg until sufficient responses »
are learned and generalizatioh occurs to a variety- of novel.situations.
Many diversified responses can be taught in social skills education  Diversified responses canbetaught
“through behavioral rehearsal ‘(role playing) interactions that include a  through role playing.
wide variety of situations. Inclusion of many possiblg response interac-
tlgns for one particular. skill willincrease, the youth's ability to functuon
appropriataly with differant persons in diverse situations. By teaching a
@ * variety of fesponse forms for each social skill, the teacher is also being

~

. more responsive to cultural, religious, and ethnic backgrounds |n that
youth and their families can use whichever form they prefer.

3. Traln Joosely under varied conditions. Rather than controlling ajl the™di
:mensions of & training situation (which additionally limits the number of
exemplars taught), a variety of stimuli should be included. Using varied  Using varied conditipn. . . . increases
conditions white teaching (“training loosely™) can increase the genefal-  generalizability. ‘
izability of the skills being taught, in that they will be-associated with many
stimuli instead of a specific few. For example, some social skills training o

. is accomplished through the use of “scripts” that detail the specific situ-
ation and responsé for a particular social skill. To use the trairt loosely
approach, students_eventually initiate some of their own situations and

L
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responses.

responses (rather than having them supplied), thus insuring that some-
thing more than a script is being learned.

. Train across multiple persons and settings .common to the natura/ en: .

vironment. Generalization is facilitated by makmg the training situation as
similar to the natural envuronm?nt as possmle For example, inclusion of
peers from the natural school hoﬂe or neighborhoed environment into
a social skills class would provnde relevant common stimuli for the stu-
dent. Similarly, role playing might inclyde many different combinations of
partners (peer-adult, peer-peer, same sex, opposite sex, old and young,

. .mixed race, high st s-—low status, stranger—fnend) to approximate the

real world. Through use.of common $timuli, students learn to respond
to persons they will encounter outside the classroom. This increases

- generalizatiory beyond what would be obtained. if the students, for ex-

ample, only role played with the adult instructor as a partner.

. Fade training consequences to approximate natural contingencies. Al-

though an ever growing body of research emphasizes the importance of
immediate, frequent reinforcement contingencies in the acquisition of new-

- skills, the generalization of these skills appears to rely on the fading of

contingencies to approximate those operating in the natural environment.
One fading technique is to move gradually from continuous, reinforcement
to intermittent schedules or delayed reinforcement. As contingencies-are
faded, the student cannot easily discriminate between a training and -a
natural situation. Hence, students begin to perform similarly in all settings.
This approach could be incorporated into a flexible school curriculum in
the following manner. A social skills ‘class may ptovide special privileges
contingent on improvement in social skills. As the’ contingencies used in
the class are faded, they are applied at random times in other classes
throughout the day. Under these conditions, the repertoires learned in
the training class will generalize. Gradually, all contingencies will be faded
so that the skills are maintained by the natural social environment.

6. Reinforce accurate self reports of performance. Verbal mediation, such

as the reinforcement of self reports of on task performance, has_been
shown to increase a child's ability to engage in a task for Ionger penods
of time without interruption (Israel & O'Leary, 1973, Jewett & Clark, 1979;

Risley & Hart, 1968; Rodgers—Warren & Baer, 1976). These research
findings suggest that reinforcement of accurate self reports may igcrease
the generalization of target beh&yjors. For example, giving hofework
assignments is a useful verbal mediator in social skills training. After a
skill is taught in class, studentsare instructed to perform this skill outside
class. They later report their success and/or problems in applying the skill
outside the training situation. When self reports are reinforced, additiona¥
efforts outside &lass may increase. Both homework assignments and stu-
dent reports on performance are considered mediators that may enhance

transfer of learning to-the naturat environment.  ° -
. Train the ability to genexalize by reinforcing new appropriate applica- .

tions. This method involves teipforcirig,generalization itself as if it were
an explicit behavior. Role play situations used in social skills training are
usually specified by the instructor. However, students could also be rein-
forcel for suggesting responses other than those specified in scripts or
by the instructor. 'Such a procedure reinforces students for incorporating
additional exemplars into the training situation, thus increasing.generali-*
zation. Students are trained to generalize by exploring alternative re;

“sponses that are potentnally more sensitive to their particular socual en-

vironment.



In sﬁmmary, generalization is an essential feature of all socioeducational

: programs. Without generalization of newly established repertoires, they will
~ be employed only in the training setting, which is rarely the goal of a class-

;_‘.’

.roam program. Generalization should be programed rather than just “hoped

for." The generalization facilitators previously described must be an integral
part of all remedial and prevention oriented educational programs.

O If our public education system would assume a deliberate role in the
social development of youth and families, many benefits would accrue for
teachers, parents, principals, society, and espacially for youth themselves.
Teachers and principals who institute formal socialization procedures would
improve prosocial interaction among and between students and teachers in
the school setting. Disruption and aggres%non would decrease, allowing more
time for academic preparation and teaching. Rather than being precccupied
with trying to control disruptive behaviors, teachérs would be abie to focus

‘'more on strengthening both academic and social behavior.

JParents may see an increased relevance of school experiences, since
educators would now not only be teaching academics to be applied later in
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life, but also “here and now" social Skills. As-a function of this expanded |

relgvance, communication between parents and teachers should expand to
include both social and academic matters of importance. In the home, many
parents would be working with their children as they develop more adaptive
repertoires. Some parents could become actively: involved by assisting as
aides in social skills training classes_and/or by supporting their children's
use of bettgr coping skills, negotna.ﬁ%?i skills, and other positive behavuors
(Kifer et al., 1974; Robin, Kent, O'Leary, Foster, & Prinz, 1977). Better par-
enting skills woyﬁ in turn be reinforced, resulting in cumulative benefits.

Society in general would obviously benefit tremendously from increased
succass in preventing or decreasing delinquency, allenatlon and incarcer-
ation.“Large scale gains if improved socialization among youth would be
reflected jn a variety of social indices.

Another benefactor would be children and youth. They would develop
more'effective and appropriate social repertoires, enabling them to interact
successiully with more members.of their environmeht. They would develop
adaptive peer—peer interactions, coping skills for use in the adult world, cre-
ative use of leisure time, coping skills to deal with gtress and conflict, rea-
sonable ways of expressing differing points of view\ and problem solving
skills. With such a social repertoire, youth could contrib more fully to
society and maximize their personal and secial goals and happiness.

i In 1978, the Las Vegas Mental Health Center (L\\MHC), Children’s Be-
havioral Services (CBS), the Department of Special Educatipn of the Uni-
versity of Nevada at Las Vegas, and the Clark County School District pro-
posed a pitot project in the training of teachers in various techniques,
including social skills development. This training was offered to regular and
special classroom teachers in the Greater Las Vegas Valley area. Funded
by the Nevada State Department of Education, this teacher training program
has been generally viewed as essential in meeting the needs of troubled
youth, or those potertially at risk, and their families.

[0 As a preface to the detailed examination of this program, it should be
noted that great emphasis has been placed in this chapter on the school’s
assumption of respansibility for providing social skills apd other training of
practical importJo students and parents. Such reorientation of the educa-
tional system is not gasily accomplished. Existing school resources are often

?
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._minimal, or are already committed to meeting other demands. Teachers may
. not be trained in necessary skills, and administrators may be resistant to

moving toward areas traditionally considered the domain of psychologists,

.-;(_psychnatnsts and social service agencies. Such obstacles are often difficult
‘to ‘overcome. Nevertheless, they do not have to represent permanent bar-
“riers, particularly’if cooperative arrangements can, for example, be estab-
'lished between mental health and educational service agencies.

The goals of the Las Vegas professional training program aré .twofold.

" . First, selected classroom teachers and principals are taught to conduct social -

skills clagses. Second, special teachers who ‘work with children and youth
displaying emnotional and behavioral problems are equipped with skills and

Jra@atment approaches to assist those youth and their families. It was -antic-

ipated that training of teachers and principals would enhance educational
preventiort and treatmant, thereby reducing the duration of the student's stay
in structured classrooms and/or the need for continuing services.

4he teacher training program uses a team of instructors, including psy-
chologists from the school district and mental health center; a center psy-
chiatrist; special educatwn teachers with expertise in academic areas and
classroem: management techniques; and an administrative representative .

.from the school district's Special Student Services Program, who is familiar

with the various policies and procedures regarding the treatment and referral
of disturbed youth. Importantly, all center staff time is donated as a com-

- munity service, a basic element of the community mental health concept.

Teachers raceive training ard competency assessment in the following
areas: identification and measurement of emotional and behavioral disturb-
ances (observational techniques and {estmg) social skills training; class-
rom structure and management; prescriptive and educational programing;
relationship building; teaching interactions-(Phillips, Phillips, Fixsen, & Wolf,
1974); counseling tor parents and youth; and information on aicohol and
drugs and their.effects. Instructors conduct in vivé observations and cop-
sultations with teachers in their classrooms to assess the impact and use-
fulness of the training on teachers and students.

This program is &xpected to allow the classroom teacher to deal more
effectively with disruptive, alienated youth and their families. Thus, for ex-
ample, the deficits of an aggressive child, identified by the teacher, can be
alleviated by incorporating appropriate assertiveness and social skills train-
ing as part of the student's curriculum. Parents can aiso be counseled by
the teacher to support newly acquired skills in order to insure generalization
of the behavior from the classroom to the home setting. In this case, the
withdrawn child could be carefully guided toward more adaptive behavior by
both teacher and parents, reducing the likelihood of future adjustment prob-
lems.

Not all the problems of diskpptive and alnenated youth will be solved by
the education system's assumption of a more deliberate role in the social
development of children, adolescents, and their families. Many such youth
need more than a schoolwide program of social development, and their
parents need more than d course in positive parenting. Many problems are
related to*Si family’s employment, financial, marital, housirig, and health
conditions.

Nevertheless, the educational system can play a sngmflcant role in the
improved social development of a large proportion of youth and their families.
The impact can be even greater in concert with a comprehensive mental
health program for children, youth, and their families, as is the case with the

! N s
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Clark County School District, LVMHC Adolescent Services, and CBS.

Children and youth with behavioral and emotional problems are served
through a wide range of programs designed to provide early detection, pre-
vention, and treatment of youth and family interactional problems. The CBS
and LVMHC programs encompass preparenting and parenting education
courses; preschool and family therapy for abuse cases; individual and family
counseling; social skills development classes for children and youth; speciat
classroom education for autistic and other severely emotionally disturbed
children; and comprehensive group home treatment programs for children
and youth displaying severe home, school, or commumty problems (Phillips
et al., 1974).

O The educational system should play a larger, more organized, and better EDUCATION'S LARGER ROLE
ceordinated role in the socialization process of youth. The current approach
is a haphazard one that must be significantly modified. Education can make The current, haphazard approach must
an important contribution to Tamilies and- youth through a preventive and be modified.
remedial approach. Sccial skills classes, parenting and preparenting pro-
grams, and family classes need.to be made conveniently available to chil-
dren and families. Emphasis is placed on prevention because Band Aid
remedial approaches have not worked and are often applied far too late.  Etmphasis is placed on prevention.
Attempting to remediate behavioral deficits and excesses is far more costly )
and inefficient than preventing their initial development.

Research findings, as well as optimism among professionals, indicate that
prevention oriented programs may circumvent many socialization problems. .
It is hoped that educators, parents, mental health professionals, and social
service agencies will begin stronger efforts to develop socialization programs
before society is faced with an even larger population of disruptive, aliena
and incarcerated youth. , %
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Secondary schools serving learning disabled, behavior disordered, and
educationally handicapped students are in dire need of appropriate and
effective educatjonal models. Project SUCCESS, implemented in a largely rural
setting, has documented a highly successful means of serving these youth.
Employing the concept of least restrictive alternative, the program maintains

“ studentssin their home schools and bases educational goals on the standards
. ‘and objectives required for graduation by the regular school program.

L
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PROGRAM MODELS | AND It

This cooperative serves a rural, sparsely
populated area.

Learning disabled students were
programed with regular high school
students.

The models differed with respect to
services in the resource room.

Madel 1 students made greater gains in
learning skills. . .Model Il in
achievement.

Parental interest became more positive.

O Project SUCCESS (Successful Utilization of the Core Curricula in Edu-
cation of Secondary Students) was initiated by the Wabash & Ohio Valley
Special Education District. This nine county special education. cooperative
in the southeastern part of lilinois serves a rural, sparsely populated area
encompassing a total of 3,417 square miles. The economy of the region is
based on farming, oil production, and coal mining. Project planners sought
to identify, establish, and disseminate a viable programing, model for the
delivery of services within the educational mainstream to high incidence
handicapped secondary students, ,including those iﬁfied as learning dis-
abled, behavior disordered, and educationally han ped.

Project SUCCESS programs were referred to as Model | and Model Il
The models were alike in that students identified as learning disabled were
programed into core courses with regular high school students. Core courses
were classes required in order to complete the high school program. Also,
students in both models were programed to attend the special education
resource rcom for instguctional assistanoé. Each resource room was staffed
with special education personnel and one paraprofessional.

The models differed in the services provided in the resource room. In

Model .I, the regular class teacher did not provide any objectives for the .
instructional tasks required of students in the resource room. Special edu- -

cation personnel focused-on remediation of deficit areas in correlate learning
skills, such as auditory perceptual discrimination or visual perceptual dis-
crimination. Curriculum materials were developed to remediate identified
deficit areas. Students received small group instruction based on their spe-
cific deficit areas, intelligence quotient, achievement level, and emotional
and social compatibility. '

In Model Il, reqular class teachers were required to provide the curricular
objectives that formed the basis for instructional content in the resource
room. Instruction by special education personnel focused on core curricula
tasks specified by the regular teachers. Instructional methods and materials
used by special education personnekto assist students in achieving the
regular academic goals varied to complement each student's learning style
and ability. Resource room instruction was always provided on a one to one
basis.

Comparisons were made between Project SUCCESS Model | and Model
Il'over a year and a half period, to determine the most effective instructional
approach to mainstreaming-students identified as learning disabled. Stu-
dents in Model | made greater gains in correlate learning skills, such as
auditory and visual perception, as measured by popular test batteries. Stu-
dents in Model |l made greater gains in school achievement, as measured
by increased grade point averages. The percentage of students in Model Il
who remained in the program was greater than in Model |, and the absentee
rate dropped appreciably. Disciplinary referrals were drastically reduced.
Regular teachers' cooperation with special education personnel improved,
and willingness to inciude the student with learning problems in the regular
class increased. Parental interest and involvement in the educatuonal pro-
cess of the students became more positive.

As a result of these findings, Project SUCCESS Model Il was identified as
the most effective instructional approach to-mainstreaming learning disabled
students in the high school setting. Because of the promising effects evi-
denced by Project SUCCESS Model Il, an increased number of school dis-
tricts implemented the mainstreaming approach in local high schools. A de-
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scnptlon of pro;ect goals, |mplementa«on strategies, and evaluation results
are detailed in the following section.

Behavior disordered, educationally handicapped, and learning disabled
secondary students are often unable'{o learn proficiently using®e materials
and methods usually effective in regular classrooms (Johnson & Myklebust,

1967). Their difficulties, whether due to unacceptable behavior or to prob- Difficulties. . .interfere with use of

lems in perception, integration, and expression (either verbal or nonverbal), standard materials and techniques.

create distortions in the learning process that interfere with the ability to use
standard materials and accepted educational techniques ‘effectively.

Despite adequate intellectual potential, these students’ academic achieve-
ment generally falls significantly below expectation. Their specific behavior
and leamning problems interfere with mastery of required curriculum. These
handicapped adolescents require careful individual attention, both in terms
of definitive diagnosis and prescriptive educational programing and treat-
ment (Goodman, 1978). When such attention is not provided, many of these
students experience frustration, anxiety, anger, or hostility which results in
maladaptive behavior. According to the Department of Health, Education; upils whose achievement is poor are
and Welfare (Qliver, 1974), pupils whose school achievement is poor are likely to exhibit behavior problems.
about four times as likely to exhibit behavior problems of various kinds. :

The highly individual nature of the problems experienced by these stu- . ‘
dents is too complex to define their disabilities/handicaps arbitrarily in terms
of grade level discrepancies, as is so often being done today (Wiederholt &
McNutt, 1979). A student's eligibility for a special education program must
be based on a total review of collective data (individual standardized testing,
clinical observations, social-medical development, and academic histories),
rather than on oonsnderation of grade level performance as the primary de-
terminant.

Within the school setting, the problems of behavior disosgered, educatlon—
ally hantlicapped, and learning disabled students are often manifested in
unacceptable behavior, as well as in listening, thinking, and speaking deficits
leading to problems in readlng spelling, and/or mathematics. The primary
difficulty is neither a lack of opportunity to learn, nor the result of sensory
(visual or hearing impairment), motor (physical involvement), or intellectual * ‘
handicaps. Instead, the primary difficulty is considered to be either adaptive _ The primary difficulty is adaptive
behavior that significantly interferes with learning and/or social functioning  behavior or deficits in learning
or the result of deficits in higher learning processes that may or may not be  processes.
accompanied by demonstrable central nervous system involvement.

These difficulties require the application of techniques common to special ¢
education programing. Such special techniques include behavior change
strategies; adaptation of curriculum and/or required assngnmerﬁs utilization
of audiovisual materials and techniques to teach required curriculum tasks:

" and/or remedial trainjing within specific deficit areas such as auditory gjs-
crimination, auditory memory, visual memory and phonics. The individual
student's behavior, deficit area(s), and level of functioning are primary con-
siderations in the selection of behavior change strategies, téaching methods,
) and techniques.
Only within the last decade has attention been directed to the needs of
secondary handicapped students in the public high schools. Although it is
estimated that 8.9% of the secondary population evidences some type of . -
handicappirg condition (Sabatino & Mauser, 1978), Metz (1973) reported  Only 20% receiving services were at
that only 20% of tﬁ'ehanducapped students receiving special educatjpn serv-  the secondary level.
ices were at the secondary Tavel. |n. addition, these secondary students -re-
cenvnng the minimal services prov:ded ténded to be mentaly retarded, leaving
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the higher incidence handicapped (fearmning- disabled and behavior disor-
dered) underserved (Sabatino & Mauser, 1978). '

More recent information supports Metz’s_(1973) findings. Scraton and
Downs (1975) conducted a nationwide survey to determine the level of pro-
gram development for elementary and secondary school learning disabled
students. Results from over 10,000 districts in 37 states revealed that only
9% of the districts provided secondary school programing. In 1976, the
reader need only have scanned educational journals, medical reports, con-
ference reports, or any other resource, to conclude that there was very littie
constructive data based information reported on effective and efficient meth-
ods of educating these high incidence handicapped students in the junior
high and high school setting. Reasons for the lack of special education .
services for adplescents, are varied. They include the lack of effective ad-
vocacy, distasteful. anxiety-arousing behavior pattéms, limited professional
time, and finangjal commitments (Cullinan & Epstein, 1979).

Despite thesd problems, programing for these students represents the
fastest growing special education area in lllinais. In 1976, however, 90% of
the programs being implemented were at the elementary level. All of the
teacher training institutions in Hlinois who were preparing special education
teachers were training them to teach at the elementary level. Not one insti-
tution had a training program to prepare secondary special education teach-
ers (Miller, Lotsof, & Miller, 1976). This was, typical of the situation that
existed throughout the country at the time.

in 1976, several public universities in lllinois were planning programs to
prepare secondary teachers of the handicapped. Questions directed to uni-
versity trainers concerning recommended practices for teaching handi-
capped secondary students revealed as many uncertainties as existed
among local school district personnel. Nearly all of the books and materials
being published, sold, and used with these students were elementary in
terms of theme and appeal, and thus were inappropriate and deprecating for
junior high and high school age students.

in lllinois, the handicapped youngster generally falls within three of nine
handicapping categories (The School Code of lllinois, 1979):

1. Learning Wisability. The child exhibits one or more deficits in the essential
learning processes of perception, conceptualization, language, memory,
attention, impulse control, or motor function. .

2. Educatiohal handicap. The child exhibits educational maladjustment re-
lated to social or cultural circumstances.

3. Behavior disorder. The child exhibits an affective disorder and/or adap-
tive behavior which significantly interferes with his or her learning and/or
social functioning.

In 1976, the greatest overall programing need for handicapped youngsters
in the Wabash & Ohio Valley Special Education District was at the junior
high and high school level. Of the 89 instructional programs that existed, 7
were at the secondary level. Of these, 5 were self contained programs for ...
the educable mentally impaired. One learning disability program operated at
the high school level, and it followed the traditional arrangement of seif
containment. .

There were 213 identified secondary learning disabled students, 186 be-
havior disordered students, and 121 educationally handicapped students nat
recaiving any special education services.‘Calculations based on a conser-
vative estimate of the total secondary school population indicated that there

/ : 1 76
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should have been at least twice as many secondary students needing special
services in this nine county area.

Many constraints operated to discourage the |dent|f|cat|on program de-  Constraints operated to discourage
velopment, and placement of junior high and high school students in special  identification and placement.
programs. Primary among these were:

Long transportation routes between sending and operating districts.

Acute stigma associated with special education placement at the junior

high and high school levels. . T
High-costs.

Efficacy of existing instructional programs. . s

Appropriateness of curriculum.

Restrictions in normal peer relationships.

The tendency to leave school as a result of inability to function in the

regular program.

)

NoOOs®

Secondary programing for handicapped youngsters throughout the state
of llinois was in dire need of appropriate and effective instructional models
that wélld reduce many of the constraints to program development being
felt by school districts generally. Based on a needs assessment of the Wa-
bash & Ohio Valley Special Education District, the first objective, established
in 1976, was to design, implement, evaluate, and demonstrate two program
models for secondary age handicapped students. These models would elim-
inate or effectively reduce the many constraints to appropriate instruction. .

The fifst step of the operational plan was to develop and secure funding The Mt step was to develop an
for an applied research project to answer questions concerning “best prac-  applied research project.
tices” and to solve problems"éssociated with programing in sparsely popu- :
lated areas. This step was achieved when Prolect SUCCESS was written,

.funded, operated, and validated. )

Project SUCCESS. proposed to design, implement, evaluate, and dem- ' /
onstrate two innovative inglructional models for secondary school aged ,
learning disabled stud ese two models were to deliver effective and  Two models were to deliver services
appropriate instructiof ervices to 150 identified learning disabled adoles-  without removing students from the
cents withput removing them from their home district or from the mainstream  mainstream.
of the regular secondary school program. ‘

The two secondary learning disability 8ervice madels were proposed not
only as appropriate and effective instructional programs, but also as an .
economically feasible approach to the education of secondary learning dis-
abled students in a large, sparsely populated, rural special education district.

Secondary instructiocnal programing in this nine county cooperative tradition-

ally required transporting handicapped students many miles outside their

home districts. Special transportation of handicapped students, in itself, has  Special transportauon has negative
many negative effects on pupil growth and progress. At the secondary level, effects. ‘
these constraints become acute. :

Model | of Project SUCCESS was designed to provide instruction in the .~
remediation of deficit areas, to demonstrate effective means of grouping, '

- and to develop appropriate educational materials for secondary learning dis- ‘
abled students. Model |l wgs designed to assess the core tasks that a regular
classroom teacher expects! his students to achieve when assigning passing
grades for a given course. Instruction in Medel I, then, was directed toward
insuring that the learning disabled student achieved the core task expecta-
tions of the regular teacher. An extensive evaluation design was constructed
to determine and compare the academic, social, and emotional growth of
students placed in Models | and |l and those placed in existing special pro- o
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SUCCESS was submitted for validatign
at the end of its third year.

The classroom teacher defines essential .

mainstream skills.
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" Certain core tasks and classroom
behaviors receive special attention®
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Criteria vary from teacher to teacher.
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grams. The Model | program was implemented in three different secondary
schools, as was the Model Il program.
Models | and |l were each operated for six quarters, at which time students

in Model | schools were switched to the approach used in Model Il schools.

This amendment to the project was requested because the students in Model
| schools were not showing progress in any of the areas being measured,
while those in Model llischools were making signific ress in all meas-
ured areas. After three quarters in the Model |1l progtam, the former Model
| students were achieving at nearly the same level as their Model Il coun-

terparts. Project SUCCESS was submitted for validation at the end of its

third year of operation and is now on the dissemination. network under the
Model |l structure.
The SUCCESS program is a resource approach that emphasuzes the least

restrictive placement. Educators who encourage the development of fe-
source programs either believe that such models provide better instruction _

than other traditional models, or that"resource programs are better able to
help children achieve and progress in the educational mainstream. It is this
fatter advantage, and its many positive vicarious aspects, that the SUCCESS
model emphasizes.

A student in the educational maingtream is accepted as a member of* a
regular class. It is assumed that this acceptance is related to the fact that
the student is acquiring the same skills that every other student must master
to become a contributing member of society. In practice, the classroom
teacher defines the essential mainstream gkills, for the classroom teacher
is,empowered to recommend that a child be retained, socially promoted, or
removed to a special setting. Each of these alternatlves represents a degree
of rejection from the mainstream.

The significance attached to a particular skill varies among school districts,
schools, and even, classrooms and courses within the same school. Ac-

ceptable mainstream performance is, therefore, & relative matter. Neverthe-

less, it seems’that certain core school tasks and classroom behaviors receive
special attention from teachers. Regular teachers observe students perform-
ing these tasks, establish criteria .for acceptable performance and judge
performahce against these criteria. Assessnient for core tasks is informal,
just as it is for non-core tasks.

Core tasks are distinguished from non-core tasks by their consequences
Inadequate performance on core tasks.may lead a teacher to resort to ex-
traordinary measuras such as retention or referral to special cation, re-
sulting in rejection of the student from jhe mainstream. In E%r ox-
ample, core tasks inCludé reading orally upon request, reading sile and
answenn‘g comprehension questions concerning material read. A stude
failure to perform adequately on one or more of these core tasks alerts the
wacher to the fact that this youngster is not prograssing in the mainstream.
Criteria for acceptable performance on core tasks vary from teacher to
teacher. Some teacMers require more profncuent word_attack skills and/or

" reading efficiency than others. Similarly, reading comprehens;on questnons

often vary within ttfe same class.

The notion of core tasks established for different curricula with varynng
performance standards has enormous implications for the resource teacher.
Core tasks define what is to be taught and by what criteria success will be
judged. The resource teachef in the SU S model, using the diagnos-
tically determined student learning profile entrates instruction on colip

" tasks of the regular class while applying the classroom teachers perfor-

“a . . ’
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mance standards. Each subject matter teacher in the secondary schoel who
has a SUCCESS student enrolled in his or her course miust prepare in writing
a set of behavioral objectives to be achieved during the next two weeks. The
criteria and method of judging successful achievement of objectives must
also be developed and submitted:; -

Though the relationship between special educatlon services and main-

- -

e

& 5! Atream tasks may appear obvious, special education has traditionally relied

special curricula that bear only slight resemblance to the regular edu-

C cation curriculum. As a result, placement in special programs is more ofteri

the followrng

4

permanent than temporary. Students who are plac& in a curriculum
ebjectlves differ sngnlflcantly from those of the regular program have o

ices concentrate extlusively on reducing psychollngurstlc moto; or
tual deficits, they have little’ dlrect effect on core tasks required irpe Olar
class (Hammill & Larsen, 1973 Hammill, Goodman, & Wiederhidt, 1974. )

General differences between the two mltlally lmplemented models mclude

. ff

1. Model | réqunred mstructronarsxaff to develop appropriate curriculum ¥na-
" terials to remedlane identified deficits. Model Il used the curriculum es-

\r\}abhshed by the regular+edcher, but instructibnal approaches and tech-

niques were individually developed, based on each student s individual
ledrning profile. -

2. Model ] students were selectnvely grouped based on compatible needs
and strengths. Model Il students always received instruction on a one to
dhe basis (teacher to student, teacher aide to student, or peer tutor, o
student).

‘3. Model | focused instruction’ on ability deficits of closely compatible ,gmup-

ings, while Model |l focused instruction on core tasks established by the
regular class teachér who defined mainstream objectives.

Y A classroom teacher does not refer a student for special education serv-

ices because arrauditory sequential memory deficit, for example, has been
observed. Rather, the-teacher refers a stugent who reads poorly with a high

/ gate of error. For students with severe learning handicaps, however, a focus
. on malnstream tasks is very probably ifiappropriate. The population in this

prqect did not include the diagnostically se\cerely handicapped student, al-

" though those included in the Ongma.l t‘unqu project were in fact, failing a

majonty of itheir cours®s. : *
"Significant conclusions drawn from thns research prolect indicate that SUC-
CESS students; i ot

® v

s Fﬁﬂ% successfully in the regular high school program

>3

2 éseape the stxgma attached to specaq‘lfducatnon placement .at the sec-

? ondtry

3. Use curribulum materials appropriate in cﬁgnt and tormat for the sec- |

ondary school age student.:
4 Receive appropriate education in their local schéol distfict wnthout the
" need to transport them out Qf district for pro&rammg. '

. their nénhandicapped- peers.

” 6 Demonstrate satisfactory dcagemic funtioning in regular secondary

schoolclasses . ‘ . -
R 7 o
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., Participate in school activrtnee and functiops™with as much frequeacy as :

\ ‘project success

Special curricula bear slight )
resemblance to the regular curriculum.

e : o
The project populatiohk did not include
the everely handicapped student.
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- : 7. Show increased independence.
N . - * 8. Attend school more frequently than their previous histories indicated.

STATISTICAL RESULTS O The increase in grade point average (GPA) over tim.e,f’ both models was -
: . statistically significant after & and 8 quarters. A greater difference in the
increase for the Model Il interveption than for Medel | was observed. This
difference is statistically significant across all time periods. The significantly
T . . different rate of increase befween the two models indicates that the project
The Model Il intervention approach  intervention approach of Model il is superior to that of Model |. Considering ..
) is superior. Model | (traditional instructional approach) to, be a control group of sorts, the
. internal validity of the effectiveness of MBI Il is strongly substantiated. An
analysis of variance to test the difference in mean GPA under Model | in-
struction (Quarters 1 and 2) versus Model Il instruction (Quarters 3 and 4)
yielded an F value equal to 12.1412 (p <.001): Such a change provides
rather strong evide r the effectiveness of Model |I"tervention.

A possible soe#® 0t invalidity for_claims of successful project intervention
was the degred®f change in GPA without any project involvement. No con-
trol group is possible due to dropouts and the legal qbligation to serve all
who are eligible./Inorder to allay the possibility of a “normal” increase in
GPA, an attemp{ waS_made to assess the degree of change that could be
‘expected without prajectinvolvement. The project students’ GPA for the two
semesters prior to their involvement in the project were obtained. This per-
mitted an-éstimate of the normal change in GPA from one semester to the

. next for the target group. - '
.The mea$ GPA for the project students two semesters prior to enrotiment
_ was 25077, while the mean GPA one semester prior to the project was
- - 2.4186. The loss in mean GPA of .0261 was considered a sample value. An
" estimate of the poplation change wag obtained by establishing a 95% con-
fidence interval around that sample difference. -
Results indicated that the expected mean GPA improvement is quite likely
X P . no greater than'.05689. Because ' larger gains were found during Rroject
\, Intervention is responsible for intervention, the project intervention therefore is considered responsible for
AR : gains in GPA.  gains in GPA. Hence, if the assumption is true that the Best single predictor
' a4 of future grades is immediate past grade achievement, as is widely held and
o verified in other research (Klausmier & Goodwin, 1966), then one must as-
sume that the learning disabled students’ GPA in this project would have
continued to deteriorate slightly from semester to semester, as evidenced
by.the estimated negative tendency indicated by the 95% confidence inter-
val. Further support for this conclusion is found in an analysis of the 1976-
_ 77 studants who began the year under Model |, and changed to Model I
*  intervention at midyear. : B
The use of standard scores derived from -individually administered,
. = ' standardized, objectively scored evaluation instruments throughout the proj-
& > ‘ " edl by specifically trdined persons should tand to lessen the ameunt of un-
_f/‘ controlleq arror, especially as it relates to “adminigtrator effects.”
' Analysig bf change in achievement test standard scores was done on the
o standardized scores of the Wide Range Achievement Test (WRAT). Inas-
much as the norming procedure has accounted for differences in age among
the students, and that expected gain due to maturation and learning is elim-
_inated from the standard scores, such comparisons can be assumed to show
. ‘ - real gains in performance over and above the effects of maturation.
. The mean gain of 1.17 across all tests was significant at p <.05. Although
. [ S gains differed for the subtests, the significant main effect'gain supports the

& .

rlsb

§



. . 171 M
\_- . . project success

assumptlon that the project served to increase performance on the WRAT.
No differences were found between the two models.

The increase in the mean standard scores across all subscales from 86.47
to 87.93 was significant at p<.05. Although gains within subtests differed * ¥
across testing periods, such a mean effect gain adds credence to the inter-
vention as an explanation for gain in performance. No difference was found
between the two models.

All quantifiable basellm and post treatment dqta were subjected to statls-
tical treatment by a stepwise multiple regression.procedure in an attempt to
determine the best “predictor(s)” of school success (GPA). As was sus-
pected, total test scores were found not te be good preglictors of GPA. How--
ever, selected subtests were found to be very effective predictors of aca-
demic success. This finding has great educational significance in relation t0\ F
the state of the art ofidiagnostics in the field of learning disabilities.

Probably the most significant indicator supporting continuation is the gen-  The most significant indicator
eral enthusiasm shared by nearly everyone having contact with the project.  supporting continuation is enthusiasm.
The etiolody of this enthusiasm is, of course, multifaceted, and includes
progressively more solid backing from Iocal superintendents and building
principals.

- A very real spin-off of the program isgthe attitudinal change among regular -
secondary teachers amd administrators regarding what and how learning
disabled students achieve. For example, one superintendent stated, “The
SUCCESS class has helped3everal of our students improve their grades.” \
He also remarked that the SUCCESS teacher was able to integrate véd/
effectively with his existing staff. Administrati%e backing in terms of eliciting  Administrative backing was invaluable.
* cooperation from local fdculties was invaluable. One building principal stated ‘ '
that he was having to deal wuth numerous requests from other students and
parepts for sitilar kinds of instruction and attention for themselves. Addi-
tionally, two other high school administrators have requested to beeome - :
participating project schools: Pro;ect teachers have been anundated with |m- e
promptu referrals from their faculties. '
Parental support and coope n have been almost universal. Many pos- -
itive parent comments were offered\ “Something’ like this project has been
needed for years and I'm glad the schools are starting to use my taxes in
a useful way.” In addition, students have damonstrated willingness to co-
operate, improve their classroom behavior and attitude, and increase their-
attendance in both project and regular classes. i
Project students' grades have improved since our intervention. Even within
g the first year, there was a significant reduction (33%) in the number of mid- 2
term “progress” reports sent out to &arents of project students at one center. S }
. These reports alert parénts to behavioral problems and/or failing or near s
*  failing grades.in a particular class. :
. Positive comments from regular class teachers gve continued. an\ . '
teacher stated, “My students who are in the SUCCESS praject are taking © Students are taking better notes and
‘better notes and have better class participation.” Another teacher remarked  have better class participation.
that SWCCESS students are “actually” doing hgmework assignments. A . 3 _
librarian at ong site lauded the project's objectives and techniques, as wel :
as increased use of the library by project students and their improved, more oo
~ coyrteous behavior while in the library.
As a gauggo determine the relative effectiveness of each of the two
‘models and fie overall reactionclo the project, interviews were conducted
with students, regular teachers, counselors, and building principals. Patici-
pants were chosen on a random basis to assure ynbiased responses.

'
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Model Il responses were rated as more
positive.

PROJECT APPLICATIONS

A field based traihing program is
: underway.

Intervention should be limited
* to. . .legitimate interesls.
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After the responses were returned, they were typed, coded, and offered
to two outside professional evaluators, who rated the valence of the re-
sponses on a 1 to 5 scale. Both Model | and Model |l responses were rated
on the positive side, but Model Il responses were rated as more positive
than Model | responses. The difference was statistically significant (p <.05).

0 At the conclusion of the funded research project, the SUCCESS programs
were expanded to include both educationally handicapped and behavior dis-
ordered students with as much success as was experienced with learning
disabled students. The SUCCESS program is now a feature of a majority of
secondary schools in the Wabash & Ohio Valley Special Education District.

The expansion of Project SUCCESS has required the regular classroom
teacher to cope with a wide spectrum of student abilities and needs. To
assist in this transition, a field based master's degree training program is
currently being offered. Staff from Southern lllinois University at Carbondale
conduct‘theﬁorogram in a truly field basedssetting. Dual supervision of teach-
ers in trainifig is provided by central office staff and Special Education De-
partment staft from Southern lllincis University.

The program consists of three phases. The lengtirof duration of each
training phase is three regular term semesters and two summer term se-
mesters. Each participant has supervised practicum experiences in his or
her own classroom. '

Thé first phase of the training program involves 50 presw employed
secondary subject matter teachers, representing the fields story, Eng-
lish, ical education, industrial arts, math, and science. One assistant
princ also enrolled in the program. The goal of the first phase is to train
regular class teachers to work more effectively with students whese behavior
is such that their future education may be in jeopardy as a result of being
suspended or expelled from school. _ :

The newly trained teachers will not become special education teachers,
but will remain in their regular classroom positions. They will also serve as
a resource to other teaching personnel regarding proper and appropriate
techniques and methods to be used with students displaying inappropriate
and unacceptable behavior. .

Another very realistic resource assistance that these teachers can-provide
to students might well be teaching them how to influence and change teacher
behavior. When students speak politely angd_considerately, when they re-
spectfully request assistance concerning aterial they do pot understand.”
and when they demonstrate enthusiasmyfor newly acquired learning, their
own behaviors can effectively influence those of their teachgrs.

. The type of student whose behavior threatens her or his educational future
is faced with a serious life situation. If forced to leave’ school because of
behavior, the problem is severe, for the student is being denied a vehicle for
growth -and development. Yet intervening in a person’s life to cha;xde be-
havior is potentially a denial of liberty sufficient to raise constitutionmsues.
Intervention into a student's iife (even school life) for the purpose of ¢ ging
behavior should be limited to those acts that.are legitimate interests of the
public school and are overt, verifiable, and intolerable. Recent court deci-
slops suggest that the stigma attached to psychological treatment, and even

~ the.change in educational status that comes with placement in a special

program, affect an individual's liberty (specifically, the ability to associate
freely with others) to an extent sufficient to raise the constitutional issue. .
<Anyone who has been in a secondary ‘school during the last few years has I
witnessed behavior conflict between students and adults in positions of au-
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. those of their charges. They insist that certain ad

. <

thority. Often the values of teachers and adminis;ﬁtors differ greatly from
éscent behavior is intoly
erable, and thus in need of change. Sometimes these claims are rooted in
age discrimination, sex bias, and intolerance toward differing value systems
or adolescent lifestyles.
Certain behaviors are considered intolerable only when performed by girls.
Aggressive or sexually active girls are often.thought to be in" need of help,
while boys exhibiting the same behaviors are regarded as normal. A 17 year

old student 'who refuses to do what a teacher or parent says may ,be‘con-

sidered incorrigible. Yet at 18, the sarhe behavior is not considered intoler-
able, because as adults we may and do refuse to do what others demand
of us.

Such examples of age and sex intolerance are not as common as the
lifestyle bias held by many public school personnel. Schoo! authorities often
judge behavior r:)r social conduct to be intolerable, and thus in need of
change, on the basis of their own lifestyle bias. Dggired behavior change is
in some cases forced, by referral to the disciplinarian for punishment, or by
referral to the counselor or psychologist. This type of bias most often focuses
on personal behaviors and characteristics such as type of clothing worn,
length and type of hair style, or speech. :

Normatly, sych canflicts do not resylt in special education placement. They
do, however, result in a hardening of attitudes and opinions on the part of
students. Negative attitudes are reflected in level of student motivation, na-
ture and quality of verbal and written responses, body language, and aca-
demic performance. As attitudinal lines become more rigid, the likelihood
increases that situations leading to suspension or @xpulsion will occur.

The second phase of the field based training program offers training to 15 -

certified special edycatior], teachers who previously received their bachelor
of arts degree in the arege of behavior disorder and educational handicap.
The second phase-is-much more indepth and research criented than the
first. The purpose of this training is to prepare special education teaghers to
work in self contained and/or rasource settings with behavior disordered and’
educationally handicapped studénts. Their case load. will be stricfly limited
to those more severely handicapped youth who cannot function as an inte-
grated part of the regular curriculum due to severe affective disorders that
significantly interfere with learning.

Additionally, this phase emphasizes parent training as a major instructional
component.to be developed:by each teacher within her or his educational
program. With this level of severity of student problems, a total environment
approach is considered most effective. Work with community and state agen-

es for the" purpase -of providing community support services jo students

and their families:is also stressed. Chemotherapy as a medical treatment

. Strategy Is ‘emphasized as one behavior interventzon Identification of types

of medication used, expected effects on adapthe behavior, and possible

. side effects ‘gre expigred. An indepth study of the-legal issues involved in

" ‘diagnosing, blacmg, and treating behavior disordered and educationally

handicapped students is required.

The third phase.of the program trains a group. of8ight previously certified-

behavior disorder and: educational handicap ‘teachers to work with those
students who: rtequire residential treatment. This phase deals with many of
the issues addressed inl.the second phase, as well as othgr intervention
eletments necessary for appropnate and effective residential.¢are.
Participants in the third pHase. are expected to be involved in practicum

."experiencas that include: mdepth instrucnonal exposdre live-in resndentual
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Practicum expeniences are provided.  care experience, and an interiship in coordination of human services. The
first practicum involves a program that educates the student in a public
school setting and provides residential care in a family-like home during out
of school hours. The second involves a program established in an institu-
tional setting.

SUCCESS: A VIABLE ALTERNATIVE O Secondary school districts throughout the nation dnd the state of llinois
: that serve learning disabled handicapped students are in dire need of ap-
. propriate and effective educational models to reduce many of the constraints
Secondary school districts. . .need  to program development presently being felt. This need has been estab-
. effective educational models.  lished as a high priority on a state level.
- ‘ - ‘Project SURCESS, m'tplementmg the concept of the least restrictive al- -
- ternative, has effectively and efficiently eliminated and/or reduced the need
to transport students to special programs, the acute stigma usually associ-
ated with special programs at the secondary level, and restrictions in normal
peer relationships. At the sarge time, the -project has documented an in-
) creasb in performance on tw@measures of academic success (GPA gnd
achievement tests). LA .
Project SUCCESS represents a vnable alternative to the benign neglect of ’
Students endeaver to live up to  our secondary handicapped scheol population. The positive results
expectations.  project clearly reveal that students will endeavor to live up to the expectations
we have of them. A new approach to serving effectively the secondary hand-
icapped population is now a tested reality. -
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