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Paula Mitchell
Director
Santa Clara
County Office of Education

Dear JCCASAC Colleagues:

It has been a pleasure and an
honor to serve you this past
year as President of the Juve-
nile Court, Community and
Alternative School Adminis-
trators of California
(JCCASAC). As an incoming
president, I knew the tasks
before me would require me to
utilize the breadth of knowl-
edge, expertise and resources
which exists in our field.
JCCASAC is never about one
person or one program, it is a
culmination of the efforts of
all and our ability to work to-
gether to insure quality pro-
grams and services to our stu-
dents.

This year, as in years past, we
have been challenged by high
stakes testing. As the Califor-
nia High School Exit Exam
was implemented we were
faced with another “how are

Message from the
President

we going to do it” dilemma.
The resourceful nature of
JCCASAC members was
again exemplified as we rose
to the occasion and utilized
the resources and knowledge
in the field to meet the chal-
lenge, learn testing parame-
ters, and find ways to moti-
vate students to attend test-
Ing sessions.

The educational issues facing
our society continue to mount,
our budgets continue to
shrink, and demands on our
students, teachers and admin-
istrators continue to grow. As
such, JCCASAC plays an even
more important role in at-
tempting to pool the latest re-
search and ensure all county
programs serving students
enrolled in alternative educa-
tion programs have access to
the this knowledge and re-
sources.

Nothing is more valuable than
the role that each of you plays
in the success and future of
our students. It is important
that we remember why we
work in Alternative Programs
and to recommit ourselves to
the excellence our programs
provide. Nobody knows better
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than we do how many stu-
dents would fail if it were not
for the programs found in the
juvenile court and commu-
nity schools. Continue to do
what you do best. Continue
to be a voice for our students
and our programs, fighting
hard to overcome the daily
challenges and promoting ex-
cellence in everything you do.
Your passion, vision, and
commitment to alternative
education students are to be
commended.

Thank you to my Executive
Board for your teamwork,
support, dedication, guidance
and patience this past year.
You are the BEST!

I am so proud to have served
as your JCCASAC president
this past year.

Keep up the excellent work!
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Message from the
President-tlect

Maruta Gardner
Executive Director,
San Diego
County Office of Education

When | accepted the
position as Executive Director
of the San Diego County Juve-
nile Court and Community
Schools (JCCS) five short
years ago, | had little knowl-
edge about the programs and
services the County Office and
JCCS provided to the 42
school districts in San Diego
County. After 27 years as a
teacher and administrator in
regular comprehensive school
districts, | knew only that my
students who were expelled or
incarcerated went to county-
run programs. | had no idea
what that entailed and, quite
frankly, didn’t give those stu-
dents much thought. Out of
sight — out of mind! But oh
how that has changed! Like a
reformed smoker, | have be-
come zealous about the needs
of these most vulnerable stu-
dents and set out to learn as
much as possible about how to
provide the highest quality pro-
grams for them.

The foundation for my

growth and development has
been the JCCASAC organiza-
tion. My predecessor, Chuck
Lee, brought me to the
JCCASAC Executive Board
meetings my second month on
the job. There | met the amaz-
ing, knowledgeable, and dedi-
cated people who work together
to provide information and sup-
port for all of the administrators
and teachers in alternative edu-
cation programs.

As an organization,
JCCASAC represents our issues
through the Student Programs
and Services Steering Commit-
tee (SPSSC) and the California
County Superintendents Educa-
tional Services Association
(CCSESA), the Department of
Education, and state legislators.
But the personal connections
that JCCASAC provides are
even more valuable. The oppor-
tunity to meet colleagues at con-
ferences and meetings to share
ideas and problem-solve issues
helps all of us to provide better
services to our students. We
need to spread the message
that no alternative education ad-
ministrator or teacher is alone.
There’s a vast network of people
just an e-mail or phone call
away!

Attending mini-
conferences or state confer-
ences should be a priority, even
in tight budget years. There are
so many outstanding programs
being offered to students all over
the state and the conferences
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highlight these best practices.
Alternative education pro-
grams have evolved from
packet-driven work to stan-
dards-based direct instruction
that prepares our students to
pass the CAHSEE, receive a
high school diploma, earn a
GED, or return to their districts
with credit completions and
improved personal and social
skills.

Although we have be-
come data-driven and are held
accountable for the academic
achievement of the most at-
risk students, it is the hard-to-
measure personal and social
development of these often
angry and disillusioned young
people that provide the most
heart-wrenching moments in
our professional lives.

To witness the growth in self-
esteem and maturity of stu-
dents after being with innova-
tive, skillful teachers is most
rewarding.

The clear and simple
words of a recent graduate in
a San Diego Community
School to his teacher sum up
these thoughts:

“I owe you my life.
Thanks for not giving up on
me. Anything good that’s ever
happened to me is because of
you.”

Priceless!!! Let’s all go for-
ward and “continue making
a difference.”
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Under the direction of the County Superintendents, and as a sub-committee of CCSESA,
JCCASAC is a professional educational organization dedicated to preparing students who
are enrolled in county alternative educational programs to become self-sufficient adults
who lead healthy lifestyles, and are competent, caring, and academically prepared for their
futures.

The mission of JCCASAC is to support student success by creating a collegial network of County Office
administrators who:
Research and share best practices regarding new and innovative program options for at-risk students
Provide training, support and assistance to new administrators

Endorse and support legislation that advocates for the learning needs of all students

Give input and guidance to the Superintendents relative to the diverse needs of our student popula-
tion

Goals
Improve student achievement through research and sharing best practices
Support special projects that enhance instructional programs
Provide regular trainings for new county office administrators
Conduct successful conferences with statewide representation
Publish the JCCASAC Journal that informs superintendents, administrators, teachers, and affiliated
agencies of the latest research, effective teaching practices, methodologies, and showcases
successful programs
Provide scholarships to eligible graduating seniors in order to encourage lifelong learning
Represent JCCASAC through participation in statewide committees

Monitor legislation affecting County Office alternative education programs

Advocate for legislation and policies that support the unique needs of our student population
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Alternatives to the Paper Chase:
Teaching Special Education Students in
Court and Community School Programs

by Harold Jules Hoyle and Steve Johnson

Introduction

\ disabilities in court and community

- schools find themselves caught up in a
paper chase concerned primarily with legal
compliance, assessment, and the retrieval, up-
dating, and maintenance of records. The chase
leaves educators frustrated and exhausted.
And wondering when they will get to teach.
Teaching is what drew these educators to the
field, and is what their students need. What is
the real condition of special education in court
community schools today? Is it mounting
pressures to process paper? Isit meeting the
demands of the law, increasingly in a dance of
advocacy in which teachers and students be-
come pawns? Between the paper chase, end-
less meetings, and the latest dance, little time
is left to teach. So what do we do?

I N ducators seeking to serve students with
A,

It matters a great deal what we actually
do. The alternative to the paper chase is to
shift our focus back to the task of teaching.
When considering the lives of children whose
future we care about, what if we altered our
mindset to recall a teacher’s primary role really
as teacher rather than records and assessment
technician. We define teacher en loco parentis.
We expect teachers to act toward the students
in their charge with the same standard of care

we expect for our own children — children
whose future is entwined with our own. If we
knew a child’s future were entwined with our
own, wouldn’t we insist on teaching them to
msure their success?

The paper chase pervades special edu-
cation everywhere. We know that all this as-
sessment and documentation is useless
unless it leads to something. Like instruc-
tion, or self advocacy. Special education
could focus back on the task of teaching in
court community schools. To turn in this al-
ternative direction we will consider three
questions. First, why are so many students
with disabilities found in court community
schools? Second, what are the models for
educating students with disabilities, espe-
cially learning disabilities, in schools? The
first two questions will be considered histori-
cally. Third, what are some specific strate-
gies we ought to consider for immediate im-
plementation based on the most recent re-
search?

Why are so many students with disabilities
found in court community schools?

A key challenge facing educators in
correctional systems is providing appropriate
education for all disabled youth (Pasternak,
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Portillos and Hoff, 1988). It is estimated that
at least thirty percent of all juvenile detainees
qualify for special education services as learn-

ing disabled, emotionally disturbed, or in one of

the other 13 categories. The mandate for Free
and Appropriate Public Education does not
stop once the minor is incarcerated.

Three theories dominated historical dis-
cussions of the higher rates of learning dis-

abled students in the juvenile delinquent popu-

lation: the school failure theory, the suscepti-

bility theory and the differential treatment the-

ory. A fourth theory emerged focusing on cog-
nitive problem solving.

The School Failure Theory suggests
that learning disability pro- ~ ®
duces academic failure, - e
which results in delinquent -
behavior (Murray, 1976 and
Post, 1981). The move by
students from academic fail-
ure to delinquent behavior
was tested by Keilitz and
Dunivant (1986) in their lon-
gitudinal study on the rela-
tionship between higher incidents of learning
disabilities found in the delinquent population.
When looking at attitudes towards school,
Keilitz and Dunivant (1986) found no signifi-
cant difference between learning disabled and
non-learning disabled delinquent youth. They
were then unable to confirm the School Failure
Theory.

The Susceptibility Theory suggests
that youth with learning disabilities posses
specific cognitive and personality characteris-
tics. These include lack of impulse control, in-
ability to anticipate consequences or actions,
poor social perception, irritability and a ten-
dency to act out. These skills deficits become
the reason for our increased likelihood to en-
gage in delinquent activities (Murray, 1976
and Post, 1981). A longitudinal study indi-

cated that some effects of learning disabilities
on delinquent behavior were direct and inde-
pendent of school failure (Keilitz and Duni-
vant, 1986).

The Differential Treatment Theory
suggests that learning disabled youth are
more likely to be arrested and incarcerated
than their non-learning disabled equals. This
theory suggests that there is little difference
between the criminal behavior of non-
learning disabled youth and learning disabled
youth. However the learning disabled get ar-
rested at a higher rate. Once arrested, learn-
ing disabled youth are incarcerated at similar
rates to their non-learning disabled peers
who were also arrested (Keilitz and Duni-

vant, 1986).

The Fourth theory proposed
by Larson (1988) states
that “... youth with learn-
ing disabilities may be at
increased risk for delin-
quency because they are
more likely to be ineffective
in Social Cognitive Prob-
lem Solving [caps ours] skills.” (P.361) In
Larson’s (1988) review of the research she
noted delinquent youth have deficits in per-
spective taking (Chandler, 1973 and Little,
1979) impulse control (i.e., Hallahan, Kauff-
man and Llyod, 1985) and the ability to gen-
erate multiple effective solutions (i.e., Larson,
1985 and Freedman, Rosenthal, Donahoe,
Schlundt and McFall, 1978). Incarcerated
youth with learning disabilities lacked basic
skills for success in the worlds of school and
work.

Attention to success skills becomes an
important focus in light of this research.
There are several social skills program in use
with adjudicated youth. A bulk of these pro-
grams follows a similar formula (i.e., Larson,
1985 and Freedman, Rosenthal, Donahoe,
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Schlundt and McFall, 1978). Students in pro-
grams move through successive stages of social
skills training to reach behavioral success in
reading social cues, impulse control, defining
problems , generating appropriate solutions,
evaluating consequences, and self-monitoring.

Having considered four theories of cau-
sation, some action steps can be posited. At
least part of the reason that court community
schools serve such a disproportionate number
of students with learning disabilities is related
to a lack of basic skills for success in problem
solving: coping and cooperation skills in par-
ticular. These are teachable skills; if not
taught, the problem will likely perpetuate it-
self.

What are the models for educating stu-
dents with disabilities, especially learning
disabilities, in schools?

The basic process model posits that
learning disabilities are a result of a deficit in
one or more basic learning processes (i.e. audi-
tory, visual, motor or language.) Deficits that
are identified are then remediated through the
instructional program. Concurrently,
strengths are identified and used to compli-
ment remediation programming (Ludlow 1982).

The specific skills model attributes
the learning disability to the failure to acquire
critical skills in a sequential manner. Assess-
ment tools are used to identify specific skill
deficits. A task analysis is done to identify the
skills and the sequence in which training needs
to occur. Educational activities are then

planned to teach content as well as the skills
needed by the student (Ludlow 1982).

The compensatory strategies
model involves teaching students general-
1zed learning strategies (i.e. note taking, time
management, study skills), to allow them to
compensate for roadblocks to their learning.
The instruction includes more presentation,
portfolio, and assessment of content. Stu-
dents do less underlying process work.
Teachers are required to adjust their teach-
ing to incorporate multimedia as well as mul-
tiple modes of introducing content (Ludlow
1982).

The functional curriculum model,
recommended by Ludlow (1982) and Freder-
ick and Evens (1987), focuses on teaching
skills that will build success in the adult
world. Academic skills are identified that are
used in practical applications in the voca-
tional realm. A competency model is followed
in teaching these skill sets. A focus of this
model 1s practical social interaction skills.
Providing each student a base of social and
academic skills that produce success allows
students to increase functional behaviors as
they enter the world of work.

The strategies information model
founded by the University of Kansas Institute
for Research has focused on an intervention
model that provides students with skills al-
lowing them to be autonomously successful in
academic and social realms. The goal of the
program is to produce students who can learn
and perform tasks independently. Attention
1s also paid to appropriate social and personal

We spend a great deal of time preparing, holding and
documenting IEP’s. We ought to get more out of them. We
ought to use them as a primary means of instruction in self-

advocacy for our students.
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skills, earning well-deserved school diplomas
and making successful transitions to post
school settings.

Effective teaching of students with
learning disabilities, and other disabilities, in
court community school settings requires
matching the instructional model to the stu-
dents’ needed outcomes and circumstances.
The balance of programming is going to vary,
but as students age and have more experi-
ence of school failure, teachers will be less in-
clined to use basic process and specific skills
models, and more inclined to consider the al-

ess. If the student does not participate in de-
fining, working toward and monitoring their
IEP goals they are less likely to accomplish
those goals and objectives. “Just as students
with disabilities need direct instruction in ef-
fective learning strategies, they also need in-
struction and modeling in self-advocacy.” (Izzo
and Lamb, 2002)

Test, Fowler, Brewer, and Wood (2005)
found that self-advocacy involves building
skills, knowledge and beliefs that are goal di-
rected. A key component to this goal directed
approach is that the student along with the

ternatives.

What are some specific
strategies we ought to con-
sider for immediate imple-
mentation based on the
most recent research?

1. Teach self-
determination and self-
advocacy through instruc-
tion and the IEP process.

We spend a great deal
of time preparing, holding and
documenting IEP’s. We ought

Effective teaching of
students with
learning disabilities,
and other disabilities,
In court community
school settings
requires matching the
mstructional model to |peghler (1994) identified self-
the students needed
outcomes and
circumstances.

teacher regulate the progress to-
ward the goals rather that the
process being teacher-driven.

The teacher-guided and students-
directed approach aids in build-
ing autonomous behavior.
Autonomous behavior is more
likely to generalize to different
settings.

Van Reusen, Schumaker, and

advocacy skills as a crucial part
of transition planning. Juvenile
delinquents participate in signifi-
cantly more educational and

to get more out of them. We
ought to use them as a primary means of in-
struction in self-advocacy for our students.

Rutherford (1988) stresses that effi-
cient educational programming is critical for
all students who are achieving significantly
below their expected grade. These students
benefit most from a comprehensive interdisci-
plinary approach for programming that
builds success skills. These skills include
academic, social, and vocational skills.

Self-determination and self-advocacy
skills must be stressed. This can and should
begin with a self-advocacy focused IEP proc-

other transitions than non-
delinquent youth. Special Education students
tend to experience the most transitions of any
of our students. If students can build success-
ful school habits based in self-advocacy, per-
haps they will transition those skills to suc-
cessful workplace habits.

2. Successful school habits will tran-
sition to successful workplace habits.

We suspect that the habits that cause
failure in school will also lead to disaster on
the job. What habits could we focus on in
school that would lead to success in the world
of work?

11
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When looking at successful job perform-
ance for students with emotional and behavior
disorders, Carter and Wehby (2003) noted dif-
ferences between employer and employee per-
ceptions on a 50 Question Employment Skills
Questionnaire. Students and their work super-
visors both filled out the survey. The areas of
greatest discrepancy in performance and belief
about importance between student and super-
visor were: In work performance: perform-
ing job without having to be asked; working
continuously without getting distracted; work-
ing at the speed expected by the su- .
pervisor; completing quality work;
working well without the close su- e
pervision of others; working well
under pressure. In social skills:
accepting constructive criticism
without getting angry; talking
about job frustrations with a super-
visor. In work behaviors: show-
ing enthusiasm for the work; re-
fraining from personal business
while on the job; accepting unex-
pected schedule changes; calling
into work when sick or running
late; arriving to work on time.

Clearly building school habits in work
performance, social skills and work behaviors
could favor later work transition in these areas
identified by Carter and Wehby (2003). The
habits we’re asking are really: show up on
time, start work right away, follow directions,
finish what you start in a timely way, get along
with peers, get along with adults, demonstrate
good hygiene.

3. Teach vocabulary directly: insure
practice, reinforcement and extended

reading

Literacy is an important area for correc-
tional students. According to Jitendra, Ed-
wards, Sacks, and Jacobson (2004) the best

12

predictor of reading is still written language
abilities, not phonological awareness, nor
rapid naming, nor intelligence, nor memory.
The instructional techniques used by teach-
ers of adjudicated youth do make a difference.
Literacy increases through direct teaching of
word recognition, reading comprehension,
and writing. Intentional instruction with
positive reinforcement and extended practice
will significantly increase literacy. Most
critical of all is increasing student word stock
through intensive daily practice with vocabu-
lary that includes not only introducing vo-
cabulary, but thorough practice
and peer use of vocabulary using
as many modalities and language
processes as possible (Jitendra,
Edwards, Sacks, and Jacobson
2004).

Activities based instruction
and Computer Assisted Technol-
ogy based instruction have shown
mixed results. Direct instruction
that is goal-focused and incorpo-
rates visual, auditory, and se-
mantic scaffolding ensures the
best chance for students to increase their
reading comprehension and understanding.

With most learning disabilities being
language disabilities (McKinney, 1984), and
an over-representation of learning disabilities
in the court school population (Rutherford,
1988), language must be a focus of curricu-
lum. Oral language instruction is critical for
this population as misinterpretation of recep-
tive and expressive language contributes to
students’ difficulty with peers and authori-
ties.

Reading can be facilitated through vo-
cabulary growth which requires intentional
instruction, reinforcement and extensive
reading. Students must be taught the words,
the words must be reinforced and ultimately,
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We suspect that the habits that cause failure in school will also
lead to disaster on the job. What habits could we focus on in
school that would lead to success 1in the world of work?

they must read more (Jitendra, Edwards,
Sacks, & Jacobson (2004).

Each student eligible for special educa-

tion service in the correctional education sys-
tem needs intensive and additional instruc-
tion and programming in the area of func-
tional communication. Generally accepted
functional communication curriculum pro-
grams include instruction in social skills, in-
dependent living skills, and vocational skills.
Social skills training attempts to provide stu-
dents with skills for success in their school,
family, and community (Fredrick and Evans,
1987).

The Markkula Center for Applied Eth-
ics Character Based Literacy (CBL) program
1s one curriculum that incorporates this focus
on language, reading, writing and functional
skills. CBL uses engaging narrative with at-
tention to building pro-social skills, attitudes
and behaviors. The CBL program used
widely in California, aligns with state lan-
guage arts standards. Daily lesson plans are
organized around quarterly themes and ad-
dress each of the 6 languages arts. Quality
programs should address each of the 6 lan-
guage arts of reading, writing, listening,
speaking, viewing, and visually representing
(Tompkins, 2005).

4. Promote school completion
through continuous and systematic as-
sessment and intervention.

As students in special education move
from school to school, and program to pro-
gram, they often get lost, and the odds of

school completion and adult success are quickly
compromised. This is even more true when the
students are served by court community
schools and the courts are also involved. We
need to locate principles and procedures for
successful tracking, motivating, and coordinat-
Ing services in other special education pro-
grams, recognizing they will have to be greatly
modified for use in court community school pro-
grams.

Sinclair, Christenson, & Thurlow (2005)
found that if students participated in a Check
and Connect program they significantly in-
creased the completion of school programming.
The Check portion of the program focuses on
assessment of student engagement by measur-
ing attendance, suspension, grades, and credits
using daily and periodic tracking sheets.

The Connect portion of the program fo-
cuses on intervention guided by Check indica-
tors in consultation with school, family, and
community. Check and Connect advocates fol-
lows students in a longitudinal model through
middle and high school. An advocate main-
tains contact with the student, school person-
nel, family members, and community workers
throughout the high school years.

Key duties of the advocate included rou-
tinely monitoring changeable factors like ab-
sences, suspensions, credits; participating in
timely interventions, building relationships
with the students, family and all involved
agencies. It also included constant motivation
with the students and family; following stu-
dents from program to program, and teaching
problem solving. It especially involves promot-
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It matters a great deal what we actually do, because
our students, to us, matter a great deal.

ing identification with school (Sinclair, Chris-
tenson, & Thurlow, 2005)

The model has shown to be effective in
increasing school success for special education
students who were generally not successful.
Having a key person follow a student over a
long period of time from program to program
would obviously help. What is especially useful
in the model is the tracking process, forms and
interventions that could be implemented in any
program.

Thoughts

The paper chase can leave us all feeling
like we are processing kids instead of teaching
them. The alternative begins by recognizing
that we see so many students with disabilities
in our court community schools because the
same difficulties in problem solving, coping and
cooperation that make school so difficult, also
result in our students making choices that lead
them into conflict with the justice system and
the school system. Are we surprised that many
end up delinquent, expelled, truant or other-
wise in our care? We can teach problem solv-
ing.

What do we want the student to learn
and how can the student learn it? We always
consider basic process, specific skill, compensa-
tory strategy, functional curriculum and SIM
alternatives to find the best fit. But where to
start? We have to do IEP’s, and they take up a
huge amount of time. How about using them
to teach self advocacy. We want students to
succeed 1n their next school and work place-
ment. How about focusing on building the hab-
1ts most necessary to succeed in school and
work. We want students to be literate. No one
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can be literate without word power and with-
out reading. We want students to succeed
wherever they go next. We need to learn to
check and connect with our students. Taken
together, these practices could take us from
chasing paper to teaching as though our lives,
and our students lives, were entwined to-
gether. It matters a great deal what we actu-
ally do, because our students, to us, matter a
great deal.
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An Informational Solution to the
Human Cost in the Technical Model
of Education

by Steven R. Loomis, Jacob P. Rodriguez,

Manuel M. Arrellano, and Evan Nielsen

Abstract:

This article identifies the central mechanism behind the under-production of human capital in
large-scale, urban secondary schools. The authors suggest that Court, Community, and Alter-
native schools are organizationally and informationally poised to recapture previously lost op-
portunities on behalf of marginal, at-risk, and dropped-out students in urban environments.
Taking advantage of this historical situation will not only help such students and their families,
but as a secondary matter will also advance the increasingly complex economy of California.

What’s Really at Stake in Educational
Production?

It was the great management philosopher,
Peter Drucker, who recognized that 21st Cen-
tury American society and its polity would in-
creasingly rely upon the dynamic production of
knowledge and knowledge workers, and less so
on the more static factors of the ‘old’ economy.
He wrote in 1993 that “[ijndividuals must be
able at any stage in their lives to continue their
formal education and to qualify for knowledge
work.”’2 Yet the characteristics of knowledge
work require the kind of human capitals that
present day, large-scale urban schools cannot
typically provide to many of their students; the
type of knowledge and skills oriented around
what educational economists call “particular in-
formation.”s Such knowledge and skills entail a
person’s ability to possess understandings of
complex social and natural phenomena, possess
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adaptive capacities in both non-linear and
uniform environments, and possess metis (or
rule-of-thumb know how) skills which allow
a person to entrepreneurially command their
passions, desires, and talents that define vo-
cational life.

If, as some have implied,s large-scale urban
schools are having great difficulty providing
the informational environment necessary to
develop future knowledge workers, this
would appear to be a looming threat to
American economic productivity. Which
schools might model learning organizations
on a human scale until reform measures re-
define the urban school landscape? In Cali-
fornia, the authors believe that court, com-
munity and alternative schools are an excel-
lent location from which to fill that gap and
recapture opportunities for adolescents lost
to them in larger schools. These schools
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tend to offer smaller learning environments
that emphasize a Cheers effect: “you want to
[be] where everybody knows your name.” In
smaller scale education environments, indi-
viduals can invest in one another on a per-
sonal level, developing a caring and intimate
community where members (students, fac-
ulty, and administrators) look out for one an-
other—a personalization of the school envi-
ronment that leads people to take greater
ownership over their development and work.s
People are much less likely to feel alienated,
apathetic, or adversarial when they have op-
portunities to develop meaningful relation-
ships with other members of their commu-

for reasons only outlined here, California’s
court, community, and alternative schools
should avoid entering into the standardized en-
vironment dominating the greater institution
of education today (e.g., certain requirements
and incentives of the No Child Left Behind Act
of 2002). The economic and political stakes are
high; the global economy is shrinking informa-
tional borders and boundaries that will further
transform economic systems, including Califor-
nia’s. Hence school administrators in Califor-
nia would be wise to orient their organizations
around the complex informational require-
ments of particular students (i.e., their human
capital) and away from the standardization

nity.7 As sociologist James
Coleman recognized, social
capital (rich ontological re-
lationships) can nurture the
development of human
capital (knowledge and
skills).s The managers of
virtue understood this; the
managers of demand do
not.

This paper argues that
court, community, and al-
ternative schools in Califor-
nia may have a unique his-
torical opportunity set be-
fore them: that they might

People are much less
likely to feel alienated,
apathetic, or adversarial
when they have

opportunities to develop

with other members of

their community.

that often undermines real
human capital develop-
ment.

The Technical Model
and Inequality

It is difficult but not impos-
sible to empirically show
that U.S. education is un-

meaningful relatiOl’lShipS der-producing human and

social capital. Yet proving
a counterfactual using em-
pirical methods is what oc-
curred during an important
2005 symposium at Colum-
bia University’s Teachers

be intentional producers of the educational
good (e.g., the production of knowledge work-
ers, responsible citizens), particularly when
they fill the learning gap in urban areas on
behalf of marginal and at-risk students. As
authors will develop below, this opportunity
can be realized only insofar as informational
and organizational factors in these small-
schools (1) remain small in scale and (2) are
oriented around the particular informational
requirements of specific students. Universal,
standardized, and large-scale factors of pro-
duction actually threaten the education good,
especially when that good is linked to the
complex development of human capital. So

College entitled, “The Social Costs of Inade-
quate Education.”i0 Included among partici-
pants’ findings was that health related losses
for high school dropouts in the U.S. during
2004 alone neared $58 billion; annual losses in
federal and state income taxes exceed $50 bil-
lion; and high school dropouts have a shorter
life span by 9.2 years. What these and other
data show is the evident need for humane at-
risk, marginal, and dropout recovery programs
such as those offered by California’s court, com-
munity, and alternative schools; these schools
are critical to both human development and
the economy.
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Showing the underdevelopment of human and
social capital is one thing. Identifying the cen-
tral mechanism of underdevelopment is another
challenge altogether. The Columbia University
symposium did the former but not the latter; it
focused on the effects and less on the principle
of causation. Since nearly every effect has a
cause, we identify a cause for the costs associ-
ated with educational underdevelopment in
California and elsewhere. Knowing the cause
can position school administrators to avoid or-
ganizational and informational pitfalls and gen-
erate organizational and informational solu-
tions. If the reader will forego the formality and
ample data showing educational under-
development and stipulate that many large-
scale California secondary schools are under-
producing human and social capital, then
clearly there is a cost being born both by society
and by the individual students (and their fami-
lies) participating in those schools. That cost is
the unrealized capacities and untapped talents
of our fellow human beings, our fellow citizens
and, by extension, arguably leads over time to
poorer and less free human institutions.

The authors suggest that this is an institutional
problem having to do with how the scale of
schools affects decision making incentives and
informational priorities under conditions of
scarcity. Specifically, the quality of human re-
lations and human capital development—and
the health of institutions—are inextricably
linked and therefore dependent upon a rich and
diverse flow of information, information not
presently accounted for, for example, in many
large scale urban schools. Thus, even before
continuing calls for educational equality can be
adequately answered an initial understanding

of the informational problem as a mecha-
nism of inequality is warranted.

Perhaps the core inequality in the field of
education, one that has seemed to elude
many economic, political, and educational
theorists, has been the unequal distribution
of information (i.e., its division) whose ef-
fects, in turn, are a chief culprit of the under
-development of children in large-scale
schools, and which have helped to trigger in-
creasing social and economic inequalities,
e.g., between ethnic groups. Specifically, the
division of information is trading off local (or
particular) information for standardized (or
universal) information. Local information
consists of properties that are inherently
variable, irregular, uncertain, and hard to
measure; the kind of information that cannot
yield precise definitions, which has no exact
boundaries to measure, and is often irregu-
lar. This type of information finds expres-
sion in personal aptitudes, talents, desires,
and 1s discovered in making distinctions, in
accounting for independence, emotion, feel-
ings, improvisation, value judgments, moral
principles, acts of will—all the essential as-
pects and distinct individualities that make
up human personality and the intricacies of
human interaction. But it is the type of in-
formation absent in standardized environ-
ments.

Whereas local information is particular and
qualitative in nature, standardized informa-
tion is mostly quantitative in nature; it con-
sists of properties that tend to be constant,
common, linear, and measurable; character-
istics which correspond to uniformity, con-

That cost 1s the unrealized capacities and untapped talents of

our fellow human beings, our fellow citizens and, by extension,

arguably leads over time to poorer and less free human

1nstitutions.
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solidation, and integration; it is fundamen-
tally compatible with a capacity for generat-
ing order and stability, prediction, fixed pat-
terns of logical structures, and precise plan-
ning and control. Especially under an in-
creasingly hierarchical institution of educa-
tion, where the press of uniformity looms big
and efficiency is enchantingly coupled to the
term ‘accountability’ (a term of control), large
-scale schools cannot easily harbor local infor-
mation so vital to the particular educational
needs and development of students.

The process of information divi-
sion is initiated by the expand-
ing institution (in the macro
sense) with the demand for
sameness adjoined by universal
or standardized information
(including rules). A popular ren-
dering of this phenomenon is lo-
cated in Thomas Friedman’s
work, The World is Flat (2005),
where common metrics “flatten”
information and its communica-
tion. With respect to simple
goods—say the production com-
munication devices—a flat infor-
mational world enhances pro-
duction quantity and efficiency;

with regard to complex goods such as educat-
ing children, a flat informational world often
inhibits production quality and particularity.

What we have just said may be counter-
Intuitive to many administrators. But the
division of information has two primary char-
acteristics that join it to the logic of large-
scale production; these are: (1) its cost effi-
ciencies—that is, its ease (lower relative cost)
of handling or processing the exchange of
education; and (2) its capacity for developing
cooperation and trade on an impersonal level.
Large-scale schools and school districts prefer
standardized information because it has the
characteristic and function of lowering the

cost of production; it consists of properties and
attributes that tend to make rule making and
communication easier, that enable calculation
and trade to move forward toward simple and
impersonal exchange, and that reduce social
risk and raise production probabilities. A famil-
1ar example is when students become viewed as
sources of programmatic revenue (i.e., average
daily attendance) and professional teachers are
seen as interchangeable units of production,
none being more or less important to production
quality than any other (here, unions bear some
level of responsibility).

This technical model of produc-
tion gives us standardized infor-
mation; the sort of lower cost,
easy to manage and regulate in-
formation that helps to transcend
boundaries and barriers of educa-
tional trade. Rules, standards,
and a centralized, bureaucratic
control over curricula and peda-
gogy are examples of universal
information. Under one line of
thought, the universal and effi-
cient application of these rules is

thought to make access to educa-
E‘_ tion equal and accountable. Ad-

ministrators of court, community
and alternative schools may have even em-
braced these hierarchical rules, located within
accrediting agencies and elsewhere, in the un-
derstandable belief that their universal applica-
tion will help their programmatic constituencies
(e.g., jobs, accreditation of programs). While
greater efficiency is certainly achieved, applica-
tion of this model to education, perhaps espe-
cially to court, community, and alternative
schools, has likely resulted in significant losses
of very important information; the kind of infor-
mation and privately held preferences of pro-
gram participants which are higher in cost and
more difficult to trade, but which is necessary
for the complex human and social capital devel-
opment of marginal and at-risk youth.
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But it 1s important to raise a caution here: rates of educa-
tional attainment while efficient as a measure may not
be the most reliable predictor of educational progress in
the development of human capital.

At this point we have described the mechanism
of loss as located within the division of informa-
tion. But it is impossible to fully or even proxi-
mately calculate the actual cost occurring in the
system. This is primarily because it is impossi-
ble to calculate a complex alternative reality—
the counterfactual state of affairs under differ-
ent conditions of production; the many differing
variables, the near infinite multiplicity of
events that could have otherwise taken place.11
But the loss of individual development, includ-
ing the development of students’ responsible
autonomy, freedom and choice, is concurrent
with this standardized informational direction.

Thus the principle cost of the technical model
are those production costs rising against the in-
dividual participant (both producer and con-
sumer; both teacher and student). Each indi-
vidual human being must be regarded as a stan-
dardized unit of production, an androgynous be-
ing, one whose individual talents, desires, and
passions are not considered (probably cannot be
considered). Consequently, the informational
environment in the primary market of urban
education (e.g., large scale urban high schools)
1s poorer for individual students, particularly
for those students and their families who cannot
afford to access secondary educational markets
to recapture knowledge, skills, and experiences
lost to them in the primary market of education.

Now, a counter argument to our position might
entail reliance upon measures of educational
attainment: How is it that an educational sys-
tem—such as the one in California—can be un-
der-producing the good when rates of participa-
tion and attainment are so high? As one meas-
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ure of institutional progress, increased rates
of educational participation and attainment
do tend to signal increased system capacity
In preparing people for the labor market and
citizenship. But it is important to raise a
caution here: rates of educational attain-
ment while efficient as a measure may not
be the most reliable predictor of educational
progress in the development of human capi-
tal. In other words, higher rates of attain-
ment do not necessarily signal that there
1s—at the same time—no concurrent cost or
loss in human capital development. The
mere granting of more diplomas and degrees
does not by itself warrant a belief that edu-
cational progress is occurring. What was
once reliably thought to be a tight symmetry
between educational attainment and the
possession of knowledge and skills has now
given way to the growing realization by
many of an asymmetry between the two.12
The premise underwriting the Standards
movement has been to consciously tighten
linkages between knowledge and skills de-
velopment and attainment itself. But the
expansion of schooling may also signal, for
example, that institutional scale is under-
mining any prospect of creating a reliable
equilibrium between educational attainment
and the acquisition of commensurate knowl-
edge and skill levels. Scale may be creating
intense informational scarcities in produc-
tion so that more people are participating or
getting through schooling but not becoming
truly educated, i.e., having their individual
capacities realized and their unique talents
developed. In the U.S., for example, the
scale of schools may be undermining Latino
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human and social capital development.is

How is it that we reliably know that attain-
ment itself tightly signals competency in
knowledge and skills, especially when recent
educational history has suggested a growing

tieth century among virtually all population

segments in the U.S., as well as significant

paper.

asymmetry between the two? The Standards

movement since the early 1980s has been an
understandable, even rational approach to
try to achieve accountability and demon-
strate commensurability between attain-

ment and possession of
knowledge and skills; to
otherwise verify the out-
puts of educational produc-
tion. Yet as testing
(quantification) becomes
the primary criterion of
achievement and account-
ability, production criteria
do alter. The logic of the
testing criterion proceeds in
this direction: scarcity re-
quires measured outputs to
become heightened in im-
portance and whose central
effect is to force conformity
of educational inputs to the
new production aims. Pro-
duction agenda of schooling
then become oriented
around outputs (tests) not
inputs (complex exchange).

Dissimilar and complex inputs lose agenda
to simplified measures of outputs. At some

What was once
reliably thought to be
a tight symmetry
between educational
attainment and the
possession of
knowledge and skills
has now given way to
the growing
realization by many
of an asymmetry
between the two.

point, the magnitude of this investment

makes the direction of production appear un-

alterable. Path dependence becomes locked-

in. The various lines of production and asso-
ciated services and activities (Title I, special
education, counseling, district management
and funding, etc.) converge and organize
around the goal of increasing attainment, a
rational response to changing rules and in-
centives. While across-the-board attainment
of education has increased during the twen-
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gains made in management efficiency, this di-
rection has over time resulted in the counterfac-
tual cost to human relations described in this

While the theory of information behind this
phenomenon may be counter-intuitive for some,
its logic and practice is not in doubt. As the
greater institution of education expands it

makes an increasing capital in-
vestment in communication
channels organized around the
production of mere attainment
(e.g., an ascendant granting of
more diplomas or degrees). Cer-
tainly this commitment brings
about improvement in some
knowledge and skills develop-
ment in some areas of core liter-
acy. However, at the secondary
levels of schooling, the capital
investment in core areas of basic
literacy often works to exclude
other important and interesting
curricula, the kind resolved as
important by Deweyan Progres-
sives (1900-1930s); the kinds of
curricula which prove valuable
to students as they near produc-
tive citizenship and entry into
the labor market: music, foreign

languages, the fine and performing arts, sport,
and vocational studies.

An Informational Solution

American entrepreneur, Steve Jobs, suggested
that dropping out of college — or, more precisely,
dropping out of the standardized domain of col-
lege — was somewhat of a godsend, liberating
him from the required or scripted coursework,
which he found dispensibly boring, in order to
drop into courses, such as calligraphy, that he
found interesting. Following his unconven-
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tional interests helped to contribute to Jobs’
personal development (human capital) in ways
that later paid off professionally, particularly
during his creation of Macintosh computers
and other ventures such as with the animation
company Pixar. His central message to Stan-
ford University graduates took account of com-
plexity and perspectivalism, and whose mes-
sage 1s relevant to the career goals of students
in any secondary school: “Your time is limited,
so don’t waste it living someone else’s life.
Don’t be trapped by dogma — which is living
with the results of other people’s thinking.
Don’t let the noise of other’s opinions drown
out your inner voice. And most important,
have the courage to follow your heart and in-
tuition. They somehow already know what you
truly want to become. Everything else is secon-
dary.” 14

James Conant was wrong in the late 1950s and
early 1960s to assail small-scale schools and
heighten the importance of large-scale urban
schools.15 In his (then) widely-read analysis,
he did not factor in the critical informational
requirements which make human learning so
complex, diverse and unique to individuals.
His was a technical model of production con-
structed out of the cardinal virtue of efficiency.
But what we scholars and administrators need
to know today is that this model engages a
large volume but narrow range of information.
It can succeed in bringing together means-ends
relations, but must do so through a division of
information that thoroughly separates out par-
ticular (or local) from universal (or standard-
1zed) information. Yet it is the local or particu-
lar information that is vital to a complex good
such as education.

Our solution is simple but not simplistic; and
one currently being modeled in New Zealand
and certain districts in the U.S. (including the
Wallis Annenberg Charter High School in Los
Angeles): smaller, de-centralized schools that
locate information closer to the point of ex-
change. Court, community and alternative
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schools already have the benefits of being
small in organizational scale. Now they must
(continue to) emphasize each participant as a
valuable individual and orient nearly all in-
formation priorities around that point of ex-
change (school-family; teacher-student; prin-
cipal-teacher). This, of course, means
enlightened public policies that allow schools
to look and produce the good differently than
other schools look and produce the good. Ex-
emptions from tight uniformity, such as ex-
emption from certain standardized informa-
tion in rules and curricula (e.g., the NCLB),
would allow secondary principals and teach-
ers the professional opportunities to bond
themselves to the particular needs, aptitudes,
talents, and dreams expressed by individual
high school students and their families. In-
formational optimality would then enhance,
not diminish, accountability because it would
connect at the local level; the level of ex-
change.16

1 This essay was influenced by the forthcoming book:
The Cost of Institutions (in review). This book will in
more detail explain the central mechanisms and ef-
fects merely sketched in this article.

2 Drucker, (1993) Post-Capitalist Society. New York:
HarperBusiness, p. 206.

3 Gary Becker (1964) Human Capital: A theoretical
and empirical analysis, with special reference to educa-
tion (Third ed.). New York: National Bureau of Eco-
nomic Research.

4 See Jacob Rodriguez, Steven Loomis and Joseph
Weeres, The Cost of Institutions (now in review).

5 See, for example, Thomas Toch (2003) High Schools
on a Human Scale. Boston: Beacon Press; Debra Meier
(1998) “Can the Odds Be Changed?” Phi Delta Kappan
(January); and T. Gregory (1992) “Small is Too Big:
Achieving a critical anti-mass in the high school” in
Source Book on School and District Size, Cost, and
Quality. Minneapolis: University of Minnesota and
Hubert Humphrey Institute of Public Affairs, pp. 1-31
(ED 361 159).
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6 See, for example, Patricia Wasley et al. (2000) Small
Schools: Great Strides: A Study of New Small Schools
in Chicago. New York: Bank Street College of Educa-
tion; Kathleen Cotton (1996) School Size, School Cli-
mate, and Student Performance (School Improvement
Research Series [SIRS], Close-up #20). Portland, OR:
Northwestern Regional Educational Laboratory
(NWREL); and Valerie Lee and Julia Smith (1995)
“Effects of High School Restructuring and Size on
Early Gains in Achievement and Engagement” in Soci-
ology of Education, Vol. 68, pp. 241-270.

7 This may explain the altruistic effects of indirect re-
ciprocity. See Martin Nowak and Karl Sigmund (2005)
“Evolution of Indirect Reciprocity” in Nature Vol.
437/27 October, pp. 1291-1298.

8 Coleman (1988) “Social Capital in the Creation of
Human Capital,” The American Journal of Sociology,
Vol. 94, pp. 95-120. Briefly, human capital is devel-
oped through the acquisition of knowledge and skills
(see Becker 1964); social capital is obtained by develop-
ing social relations and experiences with others (see
Coleman 1988).

9 See David Tyack and Elizabeth Hansot (1982) Man-
agers of Virtue: Public School Leadership in America,
1820-1980. New York: Basic Books.

10 The symposium met October 24-25, 2005 and was
chaired was educational economist Hank Levin. For
further, see <www.tc.columbia.edu/centers/
EquityCampaign/symposium/resources.asp> on Janu-
ary 15, 2006.

11 This state of affairs is similar to the ‘butterfly effect’
of chaos theory. “The flapping of a single butterfly’s
wing today produces a tiny change in the state of the

atmosphere. Over a period of time, what the atmosphere
actually does diverges from what it would have done.
So, in a month’s time, a tornado that would have devas-
tated the Indonesian coast doesn’t happen. Or maybe
one that wasn’t going to happen, does.” Ian Stewart
(1989) Does God Play Dice? The Mathematics of Chaos.
Oxford: Blackwell, p. 141.

12 See, for example, J. Baer, A. Cook, and S. Baldi,
(2006) “The Literacy of America’s College Students.”
Washington, DC: American Institutes for Research,
January.

13 Richard Fry (2005) “The High Schools Hispanics At-
tend: Size and Other Key Characteristics.” Washington,
DC: Pew Hispanic Research Center, November.

14 Steve Jobs (2005) Commencement Address: “You've
got to find what you love,” Stanford Report, June 14.

15 James Conant (1959) The American High School To-
day. New York: McGraw-Hill Book Company, Inc. With
no limit on irony, and owing to the avid belief in the
goods that scale could provide, Conant made it his mis-
sion to “eliminate” small high schools in order to improve
the education of high school students. See especially pp.
77-80.
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Beautiful Art from Behind Bars
by Judy Gittelsohn

Osborne School is the educational in-
stitution in Santa Clara County's Juvenile
Hall. This author is an artist currently work-
ing with the girls at Osborne School using
Paint by Puzzles©* in which an image is out-
lined then divided into several rectangular
pieces. The participating student artists each
paint one of the component pieces. The rec-
tangular pieces are then reassembled to cre-
ate one composite painting. During the pro-
gram, two days a week students are supplied
with paper, pencils, brushes, boards, and
paint. Under the direction of this artist, the
students design, and then paint their piece of

made from the Tree Project with me,” I re-
plied. I gave him the Tree bookmark we had
made from his project. After introducing me to
his grandmother, he turns and begins enthusi-
astically explaining the Tree Project to her. He
1s clearly proud as he recounted the project ac-
curately and fondly.

The Tree Project is an 80 x 80 inch paint-
ing by Paint by Puzzles©O* project made of 80
rectangular panels, painted by 67 incarcerated
boys in one room in one hour at the BLUE
RIDGE BOYS RANCH in the Spring of 2005.
The boys’ sections of the painting were then as-
sembled and photographed it in order to create
a poster. Later, district administration turned

the puzzle. the posters into bookmarks, some of which
After teaching this most recent Thurs- were passed it out to JCCASAC staff and ad-
day morning, outside the Osborne School, a ministrators at their annual conference last
young man visiting a relative, Paul, stopped, year. The fact that Paul’s recollection and en-
looked at my paint filled clothes and said, thusiasm for a project completed over a year be-
“"Hey, you're the artist, aren’t you?” I an- fore demonstrates the powerful impact art can
swered, “Yes.” Then he said, “You did the have on incarcerated students.
Tree Project with me at Blue Ridge.” “Yes. Current political focus on rehabilitation

Wait a minute, I happen to have a bookmark and the media attention our judicial systems
26
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are currently receiving, utilizing art to pro-
vide positive experiences to incarcerated
juveniles can not be understated. A person
who is capable of positively expressing
themselves by offering their particular tal-
ents and skills is a benefit to society, thus
enhancing the goal of rehabilitation.

Increasing attention is also being
given to the poor state of funding for the
Arts. The February 28th 2006) edition of the
San Francisco Chronicle by Jesse Hamlin,
he quotes task force member Debra Walker
“...more attention needs to be given to the
arts. Art can ameliorate social problems ...
by eliminating [the feelings of] isolation.
Art makes a difference. It makes a differ-
ence [by reducing] youth violence.”

Unexpressed feelings can have an insidious
way of sneaking out in a negative way which can
be averted using art as a medium. Opportunities
for expression cultivate further desires for expres-
sion desperately needed in order to make connec-
tions in the world and eliminate feelings of isola-
tion. This artist may not have the solution to
remedying the state’s systems but it is obvious
when incarcerated young people smile and, like
Paul, show enthusiasm when their creativity is
being directed through positive channels, you are
making a difference. Participating in art activities
offers young people the experience of being crea-
tive and expressive. This is a place to
start. These young people have a lifetime of con-
tributions ahead of them.

* Paint by Puzzle© 1is a project kit developed by
artist Judy Gittelsohn. For more information check
her website at www.artforwellbeings.org or contact
Judy at 650-855-9452 / me@judyg.com

*Judy is funded through a grant from the Arts
Connect Grant Arts Council in Silicon Valley.
ArtsConnect is an artist-in-residency program that
brings artists into classrooms to work with at-risk
youth. The program creates an avenue for the arts to
reach the special population of troubled teens who are
located in alternative schools, juvenile hall, residential
treatment facilities, correctional ranches, family shel-
ters and community centers.
http://www.artscouncil.org/yvouth.htm
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Educating Youth with Disabilities in
Correctional Facilities

by Doreen J. K. Ferko, Judy Sylva,
and
Belinda Dunnick Karge

' \ he recent federal reauthorization of
Public Law 108-446: Individuals with
Disabilities Act, 2004 has put a re-

*" newed focus on children and adolescents
with disabilities (Mandlawitz, 2006). The Ju-
venile Court, Community and Alternative
Schools have established a tradition of pro-
viding an educational alternative to students
who are under the protection or authority of
the juvenile court, California Youth Authority
or local school district (JCCASAC, 2003 ).
Many of these children also have disabilities.
This article will provide a background to this
population and suggest effective research
based teaching tips and strategies. The con-
tents of this article align with the Juvenile
Court, Community and Alternative School’s
mission to empower students to become pro-
ductive members of the community by provid-
ing quality learning opportunities in aca-
demic skills (JCCASAC, 2003).

The most recent statistics from the Office of
Juvenile Justice and Delinquency Prevention
show that 17% of all arrests in the United
States were juveniles. Of those, 32% were un-
der the age of 15. This figure more than dou-
bles for those between the ages of 15 and 17
(68%). Statistics from the Office of Juvenile
Justice and Delinquency Prevention (OJJDP)
Juvenile Residential Facility Census (2000)

reveal that approximately 110,300 juvenile of-
fenders less 21 years of age were held in resi-
dential placement facilities nationwide.

Juvenile offenders held in correctional facilities
have a myriad of needs ranging from social to
medical (Quinn, Rutherford, Leone, Osher, &
Poirier, 2005). It has been well established that
many incarcerated youth also exhibit mental or
psychiatric disorders. Otto, Greenstein, &
Friedman (1992) found the prevalence rate to
be as high as 90% while Teplin, Abram,
McClellan, Dulcan, and Mericle (2002) found
that approximately 66% of males and 75% of
females met the criteria for at least one psychi-
atric disorder.

Studies have identified that a large percentage
of juveniles in correctional facilities have dis-
abilities (Nelson, Rutherford, Center, &
Walker, 1987). Recent findings reveal that in-
dividuals with disabilities comprise 12% to 70%
of juvenile offenders who are incarcerated
(Wolford, 2000). According to Moffitt (1990) the
most prevalent disabilities as defined by the
Individuals with Disabilities Education Act
(IDEA) among juvenile offenders are those
with learning disabilities, however, a more re-
cent finding revealed that individuals with
emotional disturbance surpassed those with
learning disabilities by nearly 10% (Quinn et
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al., 2005). The percentage of juvenile offenders
1dentified as having emotional disturbance and
learning disabilities were 47.7% and 38.6% re-
spectively (Quinn, 2005). Moreover, it is not
uncommon for youth to exhibit comorbidity be-
tween learning disabilities and emotional and
behavioral disorders (Nelson, Leone, & Ruther-
ford, 2004).

According to Leone & Meisel (1997) 29% to 40%
of juveniles incarcerated in correctional facili-
ties were receiving special education services.

For example, research has identified that il-
literacy, suspension, expulsion, dropping out,
school failure, having a mental health diagno-
sis, and having a disability recognized by the
(IDEA) are characteristic of many juvenile
offenders (Foley, 2001; Nelson, et al., 2004).
Furthermore, family conditions such as crimi-
nality, ineffective parental discipline, lack of
parental involvement, parental attitudes to-
ward violence, and family conflict are among
a host of factors that have a strong evidence
base supporting their correlation to delin-

Comparatively, during the 2000-

quent behavior (Hawkins et

2001 school year, only 9% of all Juvenile offenders al., 2000; McEvoy & Walker,
students ages six to 21 were pro- with disabilities 2000; Patterson, Forgatch &

vided services under the Indi-

Stoolmiller, 1998). Finally,

viduals with Disabilities Educa- were fOlll’ld to be there are a number of school

tion Act IDEA, US Department
of Education, 2001). Quinn et al.

nearly two and

related risk factors, such as
poor academic achievement

(2005) found that students re- three times more |Foley, 2001; Kauffman, 2005;
ceiving special education ser- . Scott, Nelson, & Liaupsin,
vices in correctional facilities hkely to return to 2001) and disciplinary prac-
were nearly four times as high juvenile tices which remove students

as those served in public school

from the school setting through

settings. This represents a dis- corrections six and suspension and expulsion that
proportionate number of indi- 12 months after are both correlated with delin-

viduals with disabilities being

quent behavior. Findings by

served in correctional facilities their release. Leone et al. (2000) reveal that

as compared to the general

a disproportionate number of

population of school aged chil-

dren. Additionally, transitions from facilities to
mainstream settings are difficult for juvenile
offenders with disabilities (Foley, 2001). There-
fore, the need for effective educational services
1s imperative if individuals with disabilities are
to transition back to mainstream school envi-
ronments from incarcerated settings.

Risk, Recidivism and Resilience

There are a number of risk factors that charac-
terize juvenile offenders. These factors can be
separated into two groups, internal (i.e., physi-
cal or psychological) and external (i.e., those in
the environment). Both types of risk factors
Iinteract and are related to delinquent behavior.
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students who are suspended
from school are those with disabilities.

Unfortunately, the influence of these risk fac-
tors does not subside simply as a result of in-
carceration. The recidivism rates for juvenile
offenders are even more alarming than those
reported for adult offenders. Langan and
Levin (2002) found that nearly 68% of adult
prisoners released in the United States in
1994 were re-arrested. Bullis and colleagues
(Bullis & Yovanoff, 2002, 2003; Bullis, Yovan-
off, Mueller, & Havel, 2002; Todis, Bulis,
Waintrup, Schultz, & D’Ambrosio, 2001)
found a similar finding in their examination
of resiliency among adolescents transitioning
back into the community from a youth correc-
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tional facility across a five year period. They

found that 60% of the individuals who partici-

pated returned to either a juvenile or adult
correctional facility during the time of the
study. Furthermore, the recidivism rates for
juvenile offenders who also have disabilities
are similarly alarming. Juvenile offenders
with disabilities were found to be nearly two
and three times more likely to return to juve-
nile corrections six and 12 months after their
release.

Protective factors can be divided into two
categories, individual characteristics and en-

vironmental influences (Davis, 1999). Individ-

ual characteristics include such things as cog-
nitive skills, particularly written and oral
language. This explains why increases in
academic achievement is associated with de-
creases in delinquency rates (Maguin & Loe-
ber, 1996). Enviornmental influences come
from home, school, and/or the community. Of
particular interest are the influences that
come from schools. Furlong and Morrison
(2000) suggest that safe learning environ-
ments, high and achievable academic and so-
cial expectations, and facilitating academic
success can help develop resilience in stu-
dents. The Center on Crime, Communities,
and Culture (1997) reported that higher lev-
els of literacy were associated with lower
rates of recidivism and arrest and recom-
mended that instructional interventions may
be among the most effective and economical
protective factors against delinquency.

Instructional Interventions

Although non-descriptive quantitative re-
search examining instructional practices in

correctional educational settings is sparse,
what exists suggests that structured and inten-
sive learning activities have been associated
with educational achievement (Rutherford, et
al., 2004). Even though some correctional edu-
cators still rely on methods such as drill and
practice and workbook exercises (Coffey &
Gemignani, 1994), this does not seem to be the
case in general. In a review of the literature,
Foley (2001) found that correctional educa-
tional programs used a variety of teaching
methods and strategies to teach content rang-
ing from basic skills to postsecondary educa-
tion. Instructional strategies consisted of (a)
data based instruction (which was primarily
used to teach those with mental retardation),
(b) direct instruction that focused mainly on
reading, (c) cooperative learning, (d) peer and
teacher tutoring, (e) academic supports (i.e.,
guided notes), and (f) group and individualized
instruction. Foley found that all instructional
strategies used resulted in minimal to signifi-
cant gains in academic achievement. These
data were not specific to individuals with dis-
abilities being served in correctional settings.
This review of the literature also focused pri-
marily on increasing academic responding or
functional skills. Foley’s work does not address
the interventions used to decrease challenging
or anti-social behavior while increasing pro-
social skills that may be necessary for students
to be successful in mainstream educational en-
vironments.

Antecedent Based Interventions Conceptual
Framework

One model that can be utilized to provide a
framework for both reducing inappropriate be-
havior or responses and increase appropriate

Most approaches to addressing antisocial or poor academic be-
haviors have focused on reactive versus proactive interventions

(Eggleston, 1995).
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behavior is the three term contingency
[antecedent (A) - behavior (B) - consequence
(C)] which denotes the relationship between
behaviors and individual characteristics and
environmental events that influence them
(Alberto & Troutman, 2003). Behavior is thus
1mpacted by both antecedents and conse-
quences. The failure to understand how ante-
cedents and consequences work together, to
affect behavior may be one reason why stu-
dents are academically or socially unsuccess-
ful. For example, Buehler, Patterson, and
Furniss (1966) examined reinforcement con-
tingencies among delinquent
girls in three institutional pro-
grams. Findings revealed that
the staff and the delinquent
girls promoted and maintained
antisocial behaviors. Findings
further revealed that staff in-
consistently punished antiso-
cial behavior while they consis-
tently ignored desired behav-
1ors. On the contrary, the peer
group consistently punished
pro-social behaviors while rein-
forcing antisocial behaviors at
the same rate.

antecedents

Most approaches to addressing antisocial or
poor academic behaviors have focused on re-
active versus proactive interventions
(Eggleston, 1995). Reactive interventions in-
volve consequence strategies that focus on de-
creasing the undesired behavior and that do
not consider the context that “sets the stage”
for the inappropriate response. Reactive in-
terventions used in educational settings such
as detention, suspension, expulsion, and ex-
clusionary time-out for example, have failed
to result in positive outcomes (Kauffman,
2005; Leone, Mayer, Malmgren, & Meisel,
2000). If recidivism rates were to be used as
an indicator of the effectiveness of current in-
terventions used in correctional educational
settings, results would support that current

consequences

Intervention practices are not effective (Larson
& Turner, 2002). Furthermore, because reac-
tive interventions are strictly focused on de-
creasing inappropriate behaviors, they are not
concerned with the development of appropriate
behaviors (Johnston, 1991). Thus when faced
with the same circumstances that resulted in
their incarceration, individuals will most likely
resort to the behaviors they know how to per-
form which are not necessarily appropriate.

On the other hand, proactive interventions
such as antecedent based interventions focus
on prevention of problems prior to
their occurrence by changing the
specific context in which maladap-
tive behaviors occur. Specifically,
they are focused on reducing the
probability that problem behaviors
will occur (Kern, Choutka, Sokol,
2002). Antecedent interventions
target those variables that set the
stage or trigger problem behavior
and provide an increased likeli-
hood that individuals will gain ac-
cess to reinforcement for more pro-
social and appropriate responses or
behaviors (Stichter, Clarke, & Dunlap, 2004).
According to Furlong and Morrison (2000), pro-
moting academic and social success can help
students develop resilience. The use of antece-
dent based interventions can help to accom-
plish this task.

The theory and technology governing assessing
variables that affect behavior has been avail-
able for over 30 years yet, only in the last two
decades have researchers begun to examine the
efficacy of antecedent based interventions in
naturalistic settings. Furthermore, the major-
ity of research has been conducted on individu-
als with developmental disabilities as com-
pared to those with emotional and behavioral
disorders (EBD) at a rate of almost 5.5 to 1
(Schichter, et al., 2004; Kern et al., 2002). The
research on antecedent based interventions
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that has been conducted with individuals with
EBD has focused primarily on antisocial behav-
1ors or attention and has resulted in moderate
to significant findings (Flood & Wilder, 2002;
Musser, Bray, Kehle, & Jenson, 2001; Eddy, &
Reid, 2000).

Implications for Instruction

When proactive interventions such as antece-
dent based interventions focus on prevention of
problems, learning can be accomplished. With
the present day focus on accountability, aca-
demic learning is critical in Court, Community
and Alternative Schools. The Court, Commu-
nity and Alternative Schools administered by
County Offices of Education are participants in
the Alternative Schools Accountability Model
(JCCASAC, 2003 ). The Alternative Schools
Accountability Model system is composed of a
multiple indicator selection and reporting sys-
tem including, but not limited to norm-
referenced California Standards Tests (e.g.,
STAR). All Court, Community and Alternative
Schools are required to use state-adopted con-
tent and performance standards for all grade
levels, kindergarten through grade 12.

Academic learning using the state-adopted cur-
riculum standards is only effective when teach-
ers use research based teaching strategies. The
most effective strategies for children with dis-
abilities in alternative education include teach-
ing techniques that combine behavior interven-
tions and teacher directed instruction (Smith,
Polloway, Patton & Dowdy, 2006). For exam-
ple, Sabatino (1987) suggests encouraging
teachers to recognize positive student attrib-
utes and use positive modeling by catching the
student being good or praising approximation
to the goal. Wehby, Symons, Canale, and Go
(1998) recommend fostering positive teacher-
student interaction with adequate praise and
systematic responses to problem behaviors.
Kerr, Delaney, Clarke, Dunlap and Childs
(2001) found this increased task employment,
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increased specific student learning, and de-
creased challenging behaviors.

Furthermore, the use of teacher effectiveness
variables, for example positive feedback and
questioning using frequent responses and
group responses create a safe climate for
learning and encourage active participation
in the classroom (Mastropieri & Scruggs,
2002). Data have indicated that when stu-
dents are actively involved in their learning,
they do not have time to misbehave; direct
instruction can provide one of the most effec-
tive ways to engage learners (Carnine, Sil-
bert, Kameenui & Tarver, 2004; Larson &
Turner, 2002; Vaughn, Bos & Schumm,
2003).

Conclusions

There has been limited research published on
specific approaches to instruction for incar-
cerated youth with special needs since the
mid 1990’s. Nevertheless, there is ample evi-
dence of the effectiveness of teaching strate-
gies that promote learning and environments
conducive to learning. There is also evidence
that providing instruction that effectively in-
creases academic skills, prevention of delin-
quency and reduction of recidivism can be
achieved (Leone & Cutting, 2004; Nelson, &
Pearson, 1994). There are several factors that
interfere with appropriate educational ser-
vices for youths in correctional facilities.
Some of these factors are related to the char-
acteristics of those who enter the system.
Many of these youths enter the system with a
history of school failure, and the associated
problems of severe skill deficits, behavior
problems, and mental health issues including
substance abuse (Leone & Cutting, 2004).
These factors interact with characteristics of
educational programs in correctional facilities
which may include inadequate space, materi-
als, qualified personnel, or opportunities for
collaboration with other educators and spe-
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cialists, and access to relevant professional
development opportunities (Leone & Cut-
ting).

This review of the literature illustrates the
gap between research and practice in the ap-
plication of effective educational strategies
for a population of students who are fre-
quently left behind. This is especially true
for individuals who exhibit challenging be-
haviors because of the problems surrounding
the issue of identification. The current IDEA
definition excludes those youths identified as
“socially maladjusted” but not emotionally
disturbed. The implications of this exclusion-
ary clause are disturbing. If an individual’s
actions are credited to social maladjustment
and not emotional disturbance, that individ-
ual will not qualify to receive the protections
and services that the IDEA provides.

For over a decade professionals have sought
to change the federal definition of emotional
disturbance to emotional and behavioral dis-
orders which would be more inclusive of indi-
viduals exhibiting antisocial behavior
(Forness & Knitzer, 1992) and allow for ear-
lier interventions to be implemented. A major
result of this conundrum of definition is that
the population of incarcerated youths exhibit-
ing behavioral difficulties frequently falls be-
tween the cracks of special education eligibil-
ity. If policy makers were more receptive to
the numerous recommendations by experts in
over 30 mental health and educational asso-
ciations (Foreness, 1988), the individual
needs of youths who are incarcerated or who
are being served in facilities for high risk be-
haviors could be addressed by utilizing educa-
tional practices that focus on decreasing anti-
social or maladaptive behaviors by providing
opportunities to increase the social, adaptive,
and academic skills using what are known to
be effective instructional practices.

Another implication of this literature review

1s the need for future research on antecedent
Interventions in the context of correctional edu-
cation. The majority of the research has, to
date, focused on students with developmental
disabilities. This line of research would have
greater implications if the effects could be dem-
onstrated across a variety of educational set-
tings and without an emphasis on the eligibil-
1ty category or diagnostic categorization of the
learner.

Evidence on the prevalence of individuals with
disabilities in correctional facilities and antece-
dent based interventions in conjunction with
the evidence on recidivism clearly indicate that
educating juvenile offenders, in general, and
specifically those with disabilities in correc-
tional facilities mandates that teachers provide
effective instructional strategies that have
been shown to increase academic achievement
(Mastropieri & Scruggs, 2002). Unfortunately,
there is a significant gap in the literature ex-
amining research based instructional practices
In correctional educational settings. The result
of this increase in achievement will be a de-
crease in the probability of recidivism rates
among juvenile offenders with disabilities
(Leone & Cutting, 2004).
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Teen Health Connections Initiative

A New Project funded through the California Endowment at
San Luis Obispo County Community Schools

Education has teamed up with

'I Vhe San Luis Obispo County Office of
community-based health providers/

o

organizations to launch the Teen Health Con-

nections Initiative (THCI). This demonstra-
tion project funded through the California
Endowment is dedicated to the goal of en-
suring improved health access, services and
education for all Community School students
and families. Recognizing that health is a
multi-faceted condition of mental, physical,
and social well-being and not simply the ab-
sence of disease, THCI employs a variety of
strategies in order to improve
the overall health outcomes of
our students. These strategies
fall into the categories of clini-
cal health access, health advo-
cacy, and health education.

In an effort to facilitate clinical
health access and ensure that

medical attention, THCI staff %

all students receive needed

employs a two-pronged strategy

to ensure that 100% of Community School
students are assessed and supported in ad-
dressing unmet health services needs. First,
the Confidential Health Questionnaire is de-
signed as a comprehensive informational
“gateway” for students, caregivers and THCI
staff to establish initial communication re-
garding health needs. Second, THCI has es-

tablished an all-inclusive approach to assign-
ing 100% of enrolled Community Schools stu-

dents to a Family Health Advocate. This pol-
icy provides additional assurance that every
student receives a health risk assessment,

even in cases when the Confidential Health
Questionnaire has yet to be completed.

The THCI team uses this assessment system to
identify all students without a current source
of medical and/or dental care, health insur-
ance, or with an acute or chronic physical or
mental health condition. Working with this in-
formation, Family Health Advocates work
closely with individual students and families to
ensure that they receive appropriate and
timely care. These follow-ups include: assis-
tance enrolling in an insurance program, infor-
mation and referrals to local
providers, guidance in mak-
ing and getting to appoint-
ments, and active support for
the student and family to con-
nect with a permanent medi-
cal home.

THCTI’s advocacy function en-
compasses both the role of the
Family Health Advocates
(FHAs) and development of a
Student Health Advocacy Team. The FHAs’
primary role is to work with the families to es-
tablish a permanent medical/dental home, to
model advocacy skills within the client-
provider relationship, and often to provide bi-
lingual support to ensure access to care. In
this capacity, FHAs teach students and their
families how to navigate the healthcare and
Insurance systems and gain control over their
own health and wellbeing. Additionally, THCI
staff work with a group of Student Health Ad-
vocates to develop leadership skills in students
interested in health issues; increase school—
cont. pg. 38
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wide student knowledge of health-related top-
ics and health career opportunities, and en-
sure a student voice in development of the
THCI program, school health curriculum,
health-related policies, events, and other
health-related initiatives.

THCI works to facilitate Health Education ac-
tivities for both Community School staff and
students. THCI staff partners with commu-
nity groups and local experts to bring health
information to the students that is appropri-
ately tailored to the specific needs and learn-
ing styles of this high-potential population. By
developing collaborative relationships with
these community-based organizations, THCI
1s able to improve presentation materials and
curriculum, evaluate and get
feedback from students and
staff on the presentations’ effec-
tiveness, and conduct mini-
focus groups with the Student
Advocates to address areas for
1mprovement or suggest other
health topics to be covered.
THCI staff play an additional
health education role by coordi-
nating Staff Development train-
ings focused on enhancing the
school’s capacity to successfully manage stu-
dents with a variety of mental health and ad-
diction issues.

The THCI program is currently being imple-
mented in three phases: planning, piloting,
and evaluation/dissemination. The initial
planning phase began in 2003 with a working
group composed of school administrators, the
school nurse, teachers, community health
agency representatives, and a grant writer. A
comprehensive focus group series was con-
ducted in 2004 with the key stakeholders in
this project including community school stu-
dents, primary caregivers, and school staff, as
a way to gather information on student
health, care, and education. The findings from
these conversations were used by the mem-
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bers of the working group to prioritize inter-
vention strategies and seek appropriate fund-
ing channels. Analysis of the focus group data
highlighted the need to increase the pro-
gram’s capacity to address family health con-
cerns specifically related to the categories of:
lack of access to services, risk behaviors, and
mental/emotional strains.

The second phase of the Teen Health Connec-
tions Initiative, supported with seed funding
from the California Endowment, is currently
underway at two pilot Community School
sites located in the highest needs areas of the
county. Currently the program consists of
four staff members including a School Nurse,
two Health Services Technicians/Family
Health Advocates, and a Project
Coordinator. One of the partners
in the THCI grant and a crucial
element to the success of the pro-
gram are the Community Health
Centers of the Central Coast
(CHCCC), the county’s largest
health provider for low-income
families contracted to operate a
network of public health clinics
throughout the region. In addi-
tion to working with the Family
Health Advocates to improve access for indi-
vidual students, CHCCC has also been in-
strumental in providing free screenings and
education at a Health Fair series at all five
Community School sites. One hundred thirty
students participated in the Health Fairs, as
well as several staff members and a few of
our students’ parents/guardians. Participants
had the opportunity to receive a flu shot,
screening for diabetes, anemia, hearing, vi-
sion, height/weight, blood pressure, dental,
scoliosis; as well as health education regard-
ing nutrition and mental health.

The third evaluation phase is a continual
process and one that will eventually move
THCI beyond the two pilot sites and into full
implementation at the three remaining Com-
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munity Schools in the county. The THCI staff
conduct ongoing evaluations and continue to
revise their practices and procedures. Infor-
mal evaluations occur at weekly team meet-
ings in which THCI staff discuss difficult
cases, get peer support, and problem solve.
Formal evaluation at the conclusion of the
first semester of implementation documented
that THCI had identified 33 uninsured stu-
dents (20% of total that were screened), 123
(75%) students with a physical health condi-
tion, and 49 (30%) students with a mental
health condition. At the time of the evalua-
tion 83% of the discovered unmet health
needs had documented follow-up by a Family
Health Advocate. Currently THCI is initiat-
ing the use of health data software in order to
more closely track students and ensure their
health needs are being met even when they
are transferred between Community School
sites, Juvenile Hall, or districts of residence.

In summary, THCI employs a variety of
strategies to improve health access and out-

comes of our students and their families. The
relationship between school staff, on-site
health professionals, and community health
agencies is crucial to the success of the THCI
program in supporting and enhancing stu-
dents’ overall health and wellbeing. In a
short period of time, the program has dramati-
cally improved Community Schools’ service to
our students. It has also shined a spotlight on
health — both access and education -- as one of
the major factors that must be addressed as
we strive to enable alternative school youth to
thrive and achieve.

For more information on the THCI, please
contact Shannon Johnson, Project Coordina-
tor, 805-597-7813, or Jeanne Dukes, Assis-
tant Superintendent of Student Services, San
Luis Obispo County Office of Education, 805-
782-7321.
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The Case for Reflective Practice in
Alternative and Correctional

Education

by Thom Gehring and Randall Wright

Abstract

Most alternative and correctional edu-
cators have not had systematic access to rele-
vant knowledge of their field, its history and
literature, or parallel programs in other juris-
dictions. As a result, they tend to accept
whatever strategies happen to be current at
their site. This problem is associated with the
lack of teacher education programs specific to
the field of alternative and correctional educa-
tion. The purpose of this article is to prompt
reflection regarding key principles of teaching,
learning, and education service delivery struc-
tures. Axiomatic application of any principles
can lead to misconceptions that reflective
practice can help correct. The theme of this
article 1s that most educative principles can be
useful when applied in moderation or in re-
sponse to identified needs or contexts—but a
“one size fits all,” or “this is always correct”
orientation is usually not appropriate.

The six principles addressed herein are
that (a) practice is useful and theory is use-
less,(b) students benefit only from “hands on”
learning, (¢) incremental classroom experi-
ences that enhance student success and self
concept are the only way to meet student
learning needs, (d) the best way to structure
teaching and learning is consistent with a

“what works?” or “model programs” perspec-
tive, (e) correctional education is so unique
that theories and practices developed in re-
lated settings are highly suspect, and (f) he-
roic teachers, who always demonstrate a “can
do attitude” and are willing to do what is re-
quired for the program, should be assigned to
work with the neediest students. The article
ends by recommending that reflective practice
can lead to education that is individualized
and contextualized, rather than unidimen-
sional or dogmatic. The authors hope reflec-
tion and dialogue about these principles will
prompt consideration of how we would like to
see the specialized field of alternative and cor-
rectional education develop and mature.

Definitions of Terms

Alternative and correctional educators
are vulnerable to many pressing constraints:
resource inadequacy because our students do
not represent a powerful constituency, institu-
tional anti-education hostility, a public that
sees inmates as victimizers without recogniz-
ing that they are also victims. These problems
are exacerbated by the lack of appropriate
training for alternative and correctional edu-
cators, their resultant unfamiliarity of the his-
tory and literature of their own field, and lack
of professional networking opportunities.
Teachers are often mired in the demanding
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immediacy of front-line teaching. Daily prob-
lems are compounded by the bustle of open en-
try-open exit programs, competition with
other correctional programs for students, and
school closures in response to institutional or
enrollment crises. These problems can be par-
tially mitigated by practitioner reflection—
though we lack useful professional infrastruc-
tures, we are free to think our way through
everyday problems.

The reflective practitioner is an impor-
tant concept for the field of correctional educa-
tion, given the working conditions we just de-
scribed. This model recognizes how we can
become mired in practice—often retold in the
“war stories” of prison teaching. Such stories,
while often insightful, burden practitioners by
repetitive storylines told without insight into

their general application. In the reflective
practitioner model there are four stages. The
first stage begins in the concrete experience;
the second consists of observation and reflec-
tion; the third occurs when we form abstract
concepts and generalizations (theories) which
are then applied in the forth stage, to old and
new situations (Schall, 2005). This reflective
process enables us to consider and challenge
our taken-for-granted assumptions, freeing us
from some of the shackles of our own practice.
To facilitate the process, Figure 1 dis-
plays commonly held perceptions of six tar-
geted ideas that are often popular among al-
ternative and correctional educators. The au-
thors’ rationale is that, if the Figure 1 inter-
pretations are accepted without reflection as
frameworks for teaching and learning, alternative

Figure 1: Interpretations of the Terms Addressed in this Article

TERMS

Theory and Practice

INTERPRETATIONS OFTEN EMBRACED IN OUR FIELD

The disdain of (useless) theory and the exaltation of (useful) practice should
be evident in our teaching and learning activities.

Hands On Learning

Students need to see how classroom content i1s connected to real world appli-
cations; learning is always best pursued through concrete experiences
(tactile, psychomotor, visual, and so forth).

When students experience the immediate, positive reinforcement of success,

Incrementalism they will feel good about themselves, and be motivated to learn more.

The best way to structure programs is to systematically identify proven, suc-
What Works? . .

cessful or model exemplars, and then replicate their elements locally.
We Are Unique The theories and practices developed in other domains, sometimes even in

unique.

other institutions, do not apply because our school or what we do is totally

Heroic Teachers

The students with the most needs (for example, embittered learners, with
educational disabilities, who have dropped out or been excluded from the lo-
cal schools) should be assigned to work with the best teachers (those with a
“can do” attitude, who are always willing to prioritize the program, regardless
of any personal sacrifices that may be required).
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and correctional education programs may be un-
necessarily restrictive for students and the com-
munities they represent.

A Closer Look at the Six Targeted Principles

Our purpose is not to suggest that these
six principles should be negated or discarded.
Rather we propose that, like any principles, they
should be applied in ways and contexts that en-
hance student learning. Our point is that, like
anything that is worthwhile, the principles should
be nuanced or contextualized, applied in an indi-
vidualized way aligned with identified student
learning needs, and not in a “this or that,” lock-
step manner.

Theory and Practice

Perhaps our national ob-
session with the practical, and
rejection of the theoretical, began
with Benjamin Franklin at the
origin of the nation. However,
Franklin was also known for his
ability to see the “big picture.”
Today, many persons from other
nations characterize Americans
as “cowboys,” ready for action
while the best thinkers in their
own nations are still engaged in
reflection. This proclivity for ac-
tion supports their “ready, fire,
aim!” criticism of Americans.

Obviously, thoughtful consideration of is-
sues can enhance success. We urge the students
in our classes to acquire the habits of rational de-
cision-making and goal setting. Could we be ac-
cused of a double standard in this? Many alter-
native and correctional educators harbor anti-
intellectual sentiments, are reluctant to pursue
their own educational needs, and think universi-
ties are bastions of “ivory tower academic absent-
mindedness.” But such anti-intellectual, anti-
university, and anti-recredential attitudes come
close to being anti-educational. These antitheti-
cal positions can only be reconciled with twisted
logic. A more balanced approach would be that
theory should inform practice (as in praxis—the
“think globally/act locally” strategy), to make al-
ternative and correctional educators less vulner-

able to program detractors.

MacCormick, the founder of the modern cor-
rectional education movement, maintained that “In
all fields of education, theory is in advance of prac-
tice” (1931, p. xi1). Our struggle is to access theo-
ries that will inform our practice and facilitate
problem-solving, so we can help students learn de-
spite all the challenges that they, and we, must
overcome.

Hands On Learning

Many—perhaps most—alternative and cor-
rectional teachers accept without question the prin-
ciple that students learn best when they are learn-
ing “hands on.” Gardner’s 1993 work on multiple
intelligences suggests this may
be a way of knowing and learn-
ing. However, Piaget’s sequence
of development posits that the
emphasis on concrete objects is
usually transcended later by a
more mature approach (Ornstein
and Levine, 2006, pp. 149-151).
Formal operations is an ability to
abstract things and concepts, to
grasp them in our minds and
then work with the concepts in-
stead of always being required to
touch (smell, taste, see, etc.) tan-
gible things. The danger inher-
ent in the “hands on only” ap-
proach is that, without proper
scaffolding for maturation, stu-
dents might get stuck in one of Piaget’s lower devel-
opmental levels. In this way the “only” part of the
“hands on only” formula could be debilitating
rather than habilitating. We need to treat students
like whole persons, capable of learning their way
through their own problems—and in part that
means developing some degree of independent ab-
straction.

Incrementalism

Most alternative and correctional educators
accept without scrutiny the idea that, because of
their previous negative careers in the local schools,
the students in our classes need immediate feed-
back and reinforcement. In teaching and learning,
this principle is often expressed through incremen-
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talized learning content that is structured so stu-
dents will constantly experience success.

However, when applied in a wholesale or
unidemsional way this approach can actually
make student problems worse. Can anyone ex-
perience constant success? And is that the best
way to prepare for life? Since some of the stu-
dents in our classes have already earned reputa-
tions for being bullies/predators/victimizers, can
we always help them reconstruct their self-
esteem without endangering victims of their fu-
ture crimes? An alternative approach would be to
allow students to fail periodically, instead of un-
naturally protecting them from failure. The idea
central to progressive housing, indeterminate
sentences, and parole is that (re)habilitation con-
sists not only of planning to enhance success, but
also of learning how to cope during difficult times.
We need to rethink our constant efforts to protect
students from failing, and perhaps allow some of
them, some of the time, to realistically recon-
struct their lives.

What Works?

One useful idea is that the best way to im-
prove service delivery is to identify and replicate
model curricula, exemplary programs, and proven
models. However, that strategy may reveal more
about its advocates’ lack of knowledge than they
would intend. From the standpoint of modern
paradigm change as articulated by Kuhn (1970)
(whose model is the paradigm of paradigm
change), it means that the advocates of the “what
works?” strategy have absolutely no clue about
what works. According to Kuhn (1970), practi-
tioners during normal (or effective) puzzle solving
periods never ask “what works?” because they al-
ready know—the paradigm works. It is only dur-
ing periods of crisis (or confusion), when the para-
digm is questioned, that the “what works? or
what are the best practices and model programs?”
question makes any sense. So the question itself
suggests that, rather than searching for program
elements from one context that might not be ap-
propriate in another context, it might be time for
the questioner to personally reflect on what is
wrong and how to fix it. In sum, the “what
works?” inquiry means reflective practice is
needed.

We Are Unique

This perception leads some to think that
even the practices and theories which work in other
institutions cannot be applied in one’s own. This is
anti-educational in its underlying orientation and
leads to professional isolation as teachers identify
with their institution and ignore what is happening
next door. Furthermore, one of the tragedies of cor-
rectional education is that we suffer from a collec-
tive amnesia, not only with regard to our own cor-
rectional education history and the exemplars of
our field, but also the history of practice in local
school education. Correctional educators must ad-
dress the intensity of our situation (for example,
learning disabled students with behavior manage-
ment issues, and the security environment). How-
ever, similar constraints are increasingly evident in
many inner city and traditional schools which are
becoming more prison-like in their operations.
Where this form of binary thinking or paradigm
passion exists, it isolates us personally and cultur-
ally from our colleagues. Not only is the “We Are
Unique” approach detrimental to our professional
knowledge base—professional isolation is a factor
in teacher burnout (Wright, 2005).

Heroic Teachers

Often alternative and correctional systems
facing compound organizational difficulties search
for the most able and willing teachers to solve their
problems. Thinking that begins “only teachers of
heroic ability can succeed in this terrible setting”
often becomes rationalized as “the best teachers
should be assigned to work with the worst stu-
dents.” While enthusiasm and a “can do” attitude
will always help to facilitate student learning, it is
unfair and ineffective to assign these teachers the
lion’s share of the work simply because others do
not seem capable and motivated for the assign-
ment. In order to overcome the negative effects of
this heroic attitude a supportive infrastructure
should be developed for all teachers, offering (a)
helpful supervisory classroom observations, (b)
meaningful teacher professionalization plans, (c)
useful personnel and program evaluation proce-
dures, and (d) realistic curriculum development op-
portunities. Perennial personnel approaches domi-
nated by the quest for heroic teachers often indicate
that systemwide curriculum and instructional sup-
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port is needed. Whenever the administrator’s
role in instructional improvement is neglected,
any such quest is tantamount to blaming the vic-

tim.

Conclusion

Figure 2 displays “pros” and “cons” regard-
ing the six principles discussed in this article, six

with reflection. We hope that by applying a reflec-
tive approach to important ideas in the field of al-
ternative and correctional education, we can negoti-

ate, overcome, or transcend some of the misconcep-
tions that have flawed past practice. In summary,
we propose that the unreflective application of any
principles can lead to problems. Instead, we should

cases in point about the need to inform our work texts.

aspire to apply guiding principles in a flexible way,
dictated not by dogma but by individualized con-

Figure 2: Pros and Cons of the Six Principles Introduced Above

PRINCIPLE USEFUL ASPECT NEGATIVE OR INACCURATE
ASPECT

Theory and Practical problem-solving techniques

Practice are always useful. Practitioners who neglect theory are
especially vulnerable to pervasive, anti
-education hostility.

Hands On Many learners can benefit from hands A tendency to learn with one’s hands

Learning on learning. may be a level of development that we
should help students move beyond—as
well as a style of learning.

Some tentative learners need to be If there is a “little Hitler” bully in class,

Incrementalism “spoon fed” to enhance their self- it may be a disservice to always en-

esteem. hance that student’s self-concept or self
-esteem.

What Works? Program elements that are proven and | The search for what works is by defini-
replicable may be precisely what is tion an admission that the searcher
needed. does not understand the paradigm.

We Are Unique Correctional education has a history Isolating ourselves from “traditional”
and practice that is informed by spe- teaching theory, practice, and profes-
cific institutional conditions. This sional associations removes us from
specificity must be acknowledged. professional resources and supportive

networks that enhance our knowledge
base and reduce burnout.

Heroic Enthusiastic, able, and willing teachers | Although teachers may be heroes, sys-

Teachers always help students learn. tems should also live up to their re-

sponsibility to provide useful infra-
structures that support teaching and
learning.
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Success Camp

Santa Clara County Office of Education

Santa Clara County built a state of the art the Children’s Shelter Tuesday through
Children’s Shelter in 1999. The Santa Clara Thursday, from 9:00a.m. to 2:00 p.m. It is
County Board of Supervisors’ initiatives has operated through a partnership between
successfully diverted children from entering Santa Clara University, Santa Clara County

the child welfare system, lowering the average  Office of Education and the County of Santa
daily population from 100 to 30 children. This Clara. Approximately 8 children attend each
has challenged Board of Supervisors to de- session of camp with transportation and
velop a program that utilizes the shelter and lunch provided by the Children’s Shelter.
provided a needed service to Every child receives a full men-
the community. A task force tal health assessment by the
was created, comprised of county mental health staff
partners from Social Services, upon enrollment. This allows
Mental Health, the District Mental Health to identify is-
Attorney’s and Public De- sues so that they can then be
fender’s offices, and the addressed at an early age.
County Office of Education to
address this problem. Success Camp is staffed with
two “camp counselors” (one

Over the course of three teacher and one para-

months, a plan was developed professional) responsible for
to provide a program that ad- preparing weekly lessons,
dresses the two major con- i A ’ building linkages with the
cerns of children and families 1= i child’s school and community
in the child welfare system: cane || programs, and assisting with
educational and mental ey | parent/caregiver support pro-
health support. Steve John- grams. Mondays are collabora-
son, a Professor from Santa Clara University tion and preparation days for the Success
was hired to work with task force members to Camp staff. Follow-up continues after com-
develop “Success Camp”, a program that fo- pletion of Success Camp with the staff con-
cuses on building success through resiliency, ducting evaluations with the student and the
organization, and literacy and also preventing student’s classroom teacher every Friday. It
problems through social skill instruction. 1s a joy to watch the students’ “at Success

Camp” and to hear the wonderful feedback
Success Camp utilizes the shelter to teach self and the positive results that are occurring

management skills and behavior control tech- with each “camper.” We are now looking at
niques to children ages 6-11 through a literacy = expanding “Success Camp” in order to reach
based program. The target populations con- more children.

sists primarily of new cases with the Depart-

ment of Famlly and Children’s Services. This For more information contact Paula Mitchell , Director

literacy based educational program meets at at (408) 453-6999 or e-mail paula_mitchell@sccoe.org
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Rapid Transit:

Moving Students Along the Road to Success
-Part 1-

Orange County Department of Education

Studies suggest that students who display criminal behavior will manifest continuing problems,
to some degree, in adult work, school, and family endeavors (Bullis, et al, 2004). Consequently,
transition services that are included in alternative education programs for delinquent youth are
increasingly viewed as critical components of a comprehensive curriculum for these young peo-
ple (USDE, 1997). However, limited documented research exists to support this assumption.
What follows is our look into the effectiveness of the transition services offered within the alter-
native education program in Orange County, California.

We teach them to read, write, and reason, but  Although there is truth to the reputation of af-
what happens to at-risk students when they fluence attributed to Orange County, given the
leave the doors of alternative education? Are  median home price of over $662,000, it is also
we sending them into the world with enough true that Orange County is home to a signifi-
tools to thrive in society? What more do they = cant number of disenfranchised youth who may
need? According to Stephens and Arnette not fit in well with mainstream educational
(2000), “Effective transition programs in- programs. For example, Orange County cur-
crease the likelihood of reenrollment rently has 58 recognized street gangs,
in school, graduation from high and in 2003 alone, there were 13,580
school, and successful employment. juvenile arrests (CFCOC, 2005). As
The lack of such services may undo noted by Leone et al, “A common his-
the often significant progress made torical response to the public’s concern
by juveniles while they were incarcer- with juvenile delinquency and violence
ated.” In the tenuous environment of has been to pass legislation promising
educating today’s juvenile offenders, stiffer penalties as well as harsher sen-
services need to be relevant, timely, tences for juvenile offenders. This reac-

and creative in order to make an im- tion is a quick fix to a serious long-term
pact significant enough to effect positive problem” (2002). As education professionals
change. In Orange County, California we are ~ who have chosen to work with the juvenile de-
providing students with the critical support linquent population, we have seen firsthand
services necessary to enhance the strong aca-  the greater power that positive interventions,
demic program already in place for our and not just “stiffer penalties,” can have in the
county’s at-risk youth who find themselves in  lives of struggling young people. At the Orange
the alternative education system. County Department of Education, we feel it is

our duty to engage our students not just aca-
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demically, but in a way that em-
powers them to succeed as they

move along the road towards be-
ing productive and independent
adults.

In the 2004-2005 school year,
over 8,000 at-risk students were
enrolled in the alternative edu-
cation program operated by the
Orange County Department of
Education. This program,
known as ACCESS (Alternative,
Community, and Correctional
Education Schools and Services),
has approximately 140 school
sites throughout the county, in-
cluding a school at juvenile hall
and schools at each of several
probation camps. ACCESS, as a
school district, 1s eleventh in size
out of 28 districts in Orange
County, employing over 730
staff. All students who attend
ACCESS school sites are re-
ferred by their local school dis-
tricts or the courts. To illustrate
the population of students
served, in one ACCESS class-
room a survey revealed that stu-
dents were referred due to crimi-
nal convictions, possession of a
weapon, physical assault on staff
or students, drug abuse, multi-
ple truancies, and behavior
problems resulting in an inabil-
ity to function in a traditional
school setting (CHKS, 2003).
ACCESS students are clearly
different from the traditional
student population.

See Figure 1.

With the start of the 1998-99
school year, a transition pro-
gram for ACCESS students was

INNOVATIVE PROGRAMS

instituted. This program was
built on the philosophy of
three skill areas we believe
essential for a productive
transition to adulthood: aca-
demic success, employment
readiness, and life skills that
allow students to work or
continue long-term study.
During consistent interac-
tions, a Transition Specialist
designs individualized plans
intended to help students
identify their strengths and
recognize their needs in order
to plan appropriate short-
term and long-term goals in
all three skill areas. These
goals are designed to supply
students with the tools that
are necessary to be produc-
tive members of the commu-
nity. For example, to address
the area of academic success,
if a student’s goal is to gradu-
ate from his home district,
the Transition Specialist will
assess the conditions neces-
sary to return, monitor the
student’s progress while at-
tending school at ACCESS,
and work collaboratively with
the student, parents, proba-
tion officer, and the district
to ensure a smooth reenroll-
ment. In this scenario, the
transition process will also
include the transfer of re-
cords and credits, as well as
introducing the student to a
supportive adult at the new
school.

In addition to providing indi-
vidualized services, a critical

benefit for ACCESS students
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Figure 1

SNAPSHOT OF 100
‘TYPICAL’ ACCESS
STUDENTS

4+ 49 report gang involve-
ment

64 are Latino

26 are white

70 are male

85 are 15 - 17 years old
17 say most or all adults
they know use cocaine or
crack

++++ 4+

In the last year...

48 moved once or more
69 skipped school

12 carried a gun

37 were harassed

56 were in a fight

43 felt sad and hopeless
for two weeks or more

+++++ 4+

In the last 6 months...

4+ 59 used alcohol

4+ 54 used marijuana

4+ 25 used psychedelics, ec-

stasy, or other club drugs

4 19 used inhalants

4+ 11 used methampheta-
mine, cocaine, or other
stimulants

During the month before the
survey...

4+ 47 had a drink

4+ 38 had five or more drinks
in a couple of hours

4+ 29 drove after drinking

4+ 39 smoked marijuana

4+ 41 smoked a cigarette

4+ 12 carried a gun

Results from the Orange County
Department of Education’s
Division of Alternative Education
for the 2003 California Healthy
Kids Survey
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who receive transition assistance is the re-
duction in the number of days truant that of-
ten occurs when a student exits a juvenile de-
tention school facility and enrolls in a com-
munity school. In 1999, ACCESS records in-
dicate that without these services it took an
average of 17 days for students to enroll in