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dent failure.  This places alter-
native education programs in
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ing a model for change.  Our
programs have had success
wi th the students that other
schools have been unwilli ng or
unabl e to educate.  We are
identifying new ways of accel-
erati ng l i teracy achi evement
and mastery of content stan-
dards.

We have included in this is-
sue arti cl es that demonstrate
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Message from the
President

Jeanne Hughes
Director,

Kern County Off ice of Education

Greetings JCCASAC members:

I  am pleased to have served as
president of this organization  for
the past year.  As our nation

struggles with conflict abroad, we
face many challenges locally,
including the state budget crisis
and strict new federal guidelines.
We are again faced with the
pressure to find ways to serve
students better with fewer re-
sources.

The struggle in the Middle East
occupies our thoughts.  Many have
loved ones and former students
who serve our country. We are
proud of their contributions to
freedom.  In spite of the distraction,
I am sure we will be able to stay
focused on the task at hand.

The state budget crisis has left
many of us wondering about the
fate of our programs.  We are
considering the implications of
block grants and districts taking
back programs.  Some counties are
fearful of shrinking programs while

others are gearing up for increased
populations as districts look for
other programs to serve their most
challenging students.  But we all
share a mutual interest in looking at
new ways of enriching our pro-
grams and the services we can
bring to our students.

The new federal guidelines provide
a framework to ensure that 1) all
students reach high standards in
reading and math, 2) all limited-
English proficient students raise
proficiency in reading, 3) all
students are taught by highly
qualified teachers, 4) schools are
safe and drug-free, and 5) all
students graduate from high
school. Its name, No Child Left
Behind, echoes the mantra from
alternative educators who remind
general educators that all students
need a quality education and equal
opportunities to succeed.  With this
framework come new responsibili-
ties, including a plan for meeting
these goals and establishment of
Annual Yearly Progress.

My message to alternative educa-
tors this year is to be proactive and
stay focused.  Be proactive for our
students and stay focused on their
needs.  It is common to want to
react to the “business end” of
education and let that distract us
from our goal.  But, alternative
educators, by design, are resilient
and therefore are used to respond-
ing quickly to crisis situations and
changing as needed.  Keep your
focus on excellence, hiring the
right staff who have the skills to
work with our students with that
magic combination of compassion
and toughness.  JCCASAC can help
with that by providing a forum for
comparing, questioning, discuss-
ing, and revising your current plans
to manage a tight budget while
serving the most challenging
student population in your county.
Thank you for being part of the big
picture to improve the educational
lives of alternative education
students.
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Message from the
President-Elect

Messages

Greetings JCCASAC colleagues:

Thank you for giving me the
opportunity to serve as
President-Elect of the Juvenile

Court Community and Alternative
School Administrators of California
(JCCASAC).  It has been a year of
learning, sharing, decision making,
problem solving, and collaboration
with other members of our profes-
sional organization, always with
improved student achievement in
mind.  The pace quickens as I move
into the president’s role in May
2003.

The challenges facing alternative
education are greater than at any
other time in the history of our
organization.  Among the many
requirements we now  face, we
must deal with massive budget
cuts, implementation of the No
Child Left Behind (NCLB) Act of
2001, development of a single site
plan to align with the Local Educa-
tion Agency Plan (LEAP) and the
School Accountability Report Card
(SARC), compliance reviews,
accreditation, standards-based
reform, alternative accountability,

the California High School Exit
Exam (CAHSEE), and the California
English Language Development
Test (CELDT).  Yet, with all of these
new mandates, many of which
may seem redundant, our charge
remains the same.  We are asked to
serve the most at-risk and least-
prepared students, who either
cannot or will not be served in their
district of residence.  The question
is, and will continue to be: How do
we meet the various  needs of a
diverse and transient population,
while fulfilling the requirements of
the federal and state mandates
placed on alternative education?

Clearly, these times call for us as
educators in alternative education
to present a strong, united front
with active participation and
representation in matters affecting
our student population.  This
means having an awareness of the
issues and being part of the
decision-making process.  I believe
that the best way to do this is to
become actively involved in
JCCASAC.  From the largest county
to the smallest, the organization is
here to assist in every possible

aspect of running a court or
community school.  No administra-
tor need ever feel  isolated or
unable to work through a problem,
because help is a mere phone call
or email away.  Communicate
regularly with your superintendent.
Have a voice in matters that go
before the Student Programs and
Services Steering Committee.
Communicate with members of the
JCCASAC Executive Board, and
volunteer to serve on committees
within the organization.  The
networking possibilities are endless,
and they are invaluable as we work
through student issues that affect
us all.

Together we can weather the
storm and chart the path for
student success.  Although times
are tough, the state budget crisis
could actually be a window of
opportunity for growth in commu-
nity schools, primarily because
some districts may have to elimi-
nate their existing alternative
programs.  We must be ready, stay
both  informed and connected,
and continue to do the right thing
for our students.

Jacqueline Flowers
Assistant Superintendent,

San Joaquin County Office of Education
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The Growth of Alternative Education
in Orange County

Ted Price, Ph.D.

Lynne Robertson

     We live in the postmodern
world, where everything is possible
and almost nothing is certain
(Havel, 1994).

I n the world of education,
however, one thing is certain;
Alternative Education (AE)

programs are growing.  AE pro-
grams can consist of structurally
separate schools, programs,
learning centers,  “schools within
schools,” along with new strategies
for learning.  The new programs
and learning strategies such as
contract learning and/or a person-
alized system of instruction (PSI) are
helping to capture a greater
percentage of the traditional
student population.  In Orange
County (OC), California, the growth
of AE has been dramatic -- AE is no
longer considered a small, special-
ized subgroup of teachers or
programs, but rather a major player
in the delivery of services to part of
the county’s 500,000+ K-12 popula-
tion.  In fact, in OC, more students
attend Orange County Department
of Education (OCDE) AE programs
(currently over 8,000 students
daily) than those who attend all the
continuation high schools (22) in
the county (combined student
population 6,500).  Continuation
high schools have traditionally
been the school of choice for at-risk
youth within the school district.  As
student needs within the at-risk
population have increased, other,

more suitable placements with a
different orientation (i.e., AE deals
only with AE students) and service
delivery model (e.g., students have
various options on times of atten-
dance) have become necessary.
AE programs have that different
orientation and service delivery
model.
     How dramatic has the growth
of AE programs been in Orange
County?  Table I shows the number
of students served over a five-year
period in the programs for at-risk
youth operated by OCDE (OCDE2,
2002).  As is noted, the growth
curve has been consistently up as
the numbers of students served
continue to increase.  The growth
illustrated on the chart is as follows:
At the start of the1998-1999 school
year, the student population was
approximately 4,700.  By  2002-
2003, raw ADA numbers had
increased to 5,700, and growth
continued.  The sharp increase in
Month 4 in the current school year
also gives an indication of the
growth that is likely to be sustained
throughout the rest of this school
year.  In 2001-2002, all totaled,
OCDE AE programs served over
25,500 students (duplicated count);
Average Daily Attendance (ADA)
increased by four percent over
2000-2001, for a total ADA of
8,779 vs. 4,700 students in 1998-
99.  The students served attended
school in AE programs at 135 sites
(in 1995, there were approximately

The principal reasons for
growth in Orange County

         have been:  1) The number
of referrals to county-operated
programs from Probation and local
school districts has increased and,
as a result, new program options
have been added to meet students’
needs, 2) AE has developed
partnerships with local districts and
other public agencies to expand
the options available for at-risk
learners throughout the county,
and  3) AE programs have become
a model for what works for at-risk
youth and, as a result, more
students have been referred to and
are attending county programs
where they are experiencing school
success.

AE programs are providing
critical elements that traditional
education cannot or does not
provide, as it is not their primary
focus.  Some of the critical elements
AE provides are individualized
learning, including daily assess-
ments to determine success in
learning; offering materials at the
appropriate age level keyed to
ensuring daily progress; flexibility to
work at the student’s own pace;
smaller learning communities,
along with lower student-teacher
ratios that foster an increased sense
of connection with a caring adult
that results in a greater commit-
ment and a feeling of belonging to

37 sites delivering services to
referred students).
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the AE school program; committed
and experienced teachers who are
dedicated to working with the
hardest to teach; and increased
counseling and support services to
deal with emotional and behavioral
issues while also building students’
expectations of academic success
(Hartzler, 2002).

AE programs as an
option
      AE programs have three
instruction-based components that,
when appropriately addressed,
ensure success for all students:

     A.  Student programming
considers the learning needs of the
“whole”  student.

     B.  Student needs drive the
learning and teaching process.

     C.  Innovative, research-based
teaching strategies.

does this occur in AE?  Educators
know that very young students
need small schools to develop a
sense of self-confidence, yet, for
some reason, we seem to think that
once a student gets to the middle
grades and beyond – a time that
encompasses all the confusion and
turbulence of adolescence – older
students don’t need as much
support.  This myth gets perpetu-
ated in our high schools.  Dropouts
confirm that a lack of understand-
ing on the part of teachers in the
traditional school environment
leads to a feeling of alienation.
Students who become alienated
early in the education process
become more so in junior high and
usually remain that way through
high school, if they don’t drop out
altogether  (DeBlois, 2000).   AE
programs consider the “whole”
student’s needs at every level of
schooling and can help to ensure
school success by engaging and
involving students in every aspect
of their own learning process.

A.  Student programming considers
the learning needs of the “whole”
student. Research has shown that
long-term meaningful learning
encompasses the following:

Alternat ive Educat ion as a Change Agent

 It is actively creative;
meaning is constantly con-
structed and reconstructed by
the learner.  It is experiential
and interactive in nature.  It is
always linked to emotions --
there is always an emotional
component to learning.  It
occurs directly and indirectly.
It is maximized by challenge
and inhibited by threat.  It is
handicapped by overempha-
sis on rote memory.  It is
enhanced by meaningful,
relevant, and interesting real-
life experiences and activities
that consider the needs and
interests of the whole person
(Caine, 1994).

Raw ADA (Actuals) Yearly Comparative Chart
Juvenile Court Schools and Community Schools (Excluding Charter School)

1998-2003 Formula: Apportionment/No. of Instructional Days

     Such a learning process is easier
to facilitate in AE programs.  How
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B.  Student needs drive the learn-
ing and teaching process.  Because
each learner is unique, we need
many shapes, sizes, formats, and
packages of curriculum to success-
fully appeal to each one (Jensen,
2000).  Effective AE programs meet
student needs by:
• being responsive to learning and

instructional style differences;
•ensuring low rates of violence,

vandalism, and antisocial
behavior on campus because of
the size of most AE school sites;

•offering small class sizes, thus
ensuring personal relationships
with each student;

•establishing a learning process of
instruction, coaching, practice,
and independence that is
monitored daily with each
assignment; and

•promoting the positive advan-
tages of being a school of

“choice.”
     Most all AE students are in AE
programs because they want to be
there, and if not on day one,

certainly within a few weeks.

C.  Students experience educa-
tional success. Experts say few
educators are utilizing the research
to change the way they teach
(Hoff, 2000), but good AE pro-
grams/teachers are using research-
based evidence of effectiveness in
innovative ways of teaching,
making learning more interesting,
helping students perceive educa-
tion as valuable and relevant, and
letting successful achievement
drive the learning process.  Stu-
dents who have had difficulty in
traditional education programs
begin to re-engage, to learn, to
achieve greater academic and
behavioral success, and to enjoy
the learning environment and
process.  In a 2001 survey of
graduating seniors, 94 percent of
graduating seniors reported that
their AE program helped them
improve the quality of their life, 86
percent said their teacher(s) helped

them set career goals, 64 percent
believe that student behavior is
better in AE schools than in
traditional schools, 58 percent plan
to continue a community college
after graduation, and 56 percent
say they enjoy school more since
attending an AE school (OCDE1,
2002).

AE as a par tner with
tradit ional  education

A.  Extend public education to
serve all students effectively – “no
one drops out”  is the goal.

B.  AE creates options that tradi-
tional schools can’t or don’t offer.

C.  Collaborative learning is based
on sharing and transferring
student information.

A.  Extend public education to
serve all students effectively – “no
one drops out”  is the goal.  In line
with the national goal of the “No
Child Left Behind Act” (NCLB), AE
successes in dealing with at-risk
students could help strengthen the
traditional education program and
ensure a program option for all
students.  As one example of how
programs in AE differ, consider the
following: action research con-
ducted in alternative settings has
indicated that such key elements as
family participation, cultural
sensitivity, and refusal skills help
students to stay substance-free
(Adair, 2000).  Traditional schools,
with their emphasis on core
academics and test scores, face a
difficult challenge in incorporating
practices such as those noted
above within their current pro-
grams.

B.  AE creates options that tradi-
tional schools can’t or don’t offer.
The Rand Corporation issued a
report stating, “Substantial im-
provement in educational out-
comes can be obtained only

through a vastly different form of
education” (Hart, 1983); the stage
is set for something dramatically
different.  AE, with its different
setting, teaching, and learning
strategies, may be one viable
option as a place to do and be
something different, especially for
at-risk learners.  Those different
options and aspects of a good AE
program are mentioned through-
out this article.

C.  Collaborative learning is based
on sharing and transferring student
information, as well as improving,
practicing, sharing, and transfer-
r ing learning and teaching skills
(Digenti, 1999).  In design and
implementation, AE incorporates
collaborative learning with partners
to develop teaching and learning
skills that facilitate students’ success
in multiple environments.  Because
many AE programs are small,
opportunities for increased commu-
nication between teachers, com-
munity members, and partners are
available.  The twin desires to
provide options for different kinds
of schooling and to better serve
students with at-risk needs are not
only resulting in more AE programs
but have also served to drive an
increase in charter schools across
the country, according to a report
released in early February 2000 by
the U.S. Department of Education
(Bowman, 2000).  If we want to
hold on to our students, more
public school AE options are
needed, and needed quickly.

AE programs serv e as
a model of what works

A. Prepare students for vocational
success.

B. Demonstrate academic achieve-
ment.

C. Demonstrate meaningful
changes in education.
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A.  Prepare students for vocational
success.  AE programs prepare
students for much more than a
score on a standardized test.
Employers want trustworthy
employees who care about the
work they do, who finish tasks, are
self-starters, show initiative, can
define problems, are able to write
and think clearly, and who work
cooperatively in teams (Murnane,
2000). AE programs, because of
their size, are able to focus on
behavior management and acquisi-
tion of appropriate socialization
skills in addition to the skills re-
quired in a standards-based
curriculum.

B.  Demonstrate academic achieve-
ment.  AE programs demonstrate
academic success with heretofore
difficult, dropout, or at-risk students.
AE students stay in school (many of
our students have histories of
truancy and non-attendance).
Attendance with achievement
proves that changes in the school
and instructional models have
enabled AE teachers to reach the
most difficult to teach.  For ex-
ample, at the end of the 2001-02
school year, 1,309 AE students in
Orange County received a high
school diploma.  This was a seven
percent increase over the previous
year and a 120 percent increase
from four years ago (OCDE1, 2002).
AE programs in OC have turned
former dropouts into graduates.

C.  Demonstrate meaningful
changes in education.  AE can
serve as a change agent by dem-
onstrating what works for at-risk
students.  A personalized relation-
ship between student and teacher
in a flexible learning environment
has been the perfect proving
ground for improved educational
practice.  With a new vision of
schooling (we will provide what-
ever it takes to ensure that students
succeed), staff commitment, action
research, effective instruction, and
collaborative practices, AE pro-

grams have become model schools
for at-risk youth.  To further under-
stand the key components of the
AE change process, please consider
how AE schools have evolved.
     First, consider creating a new
school vision.   Our County Super-
intendent of Schools, Bill
Habermehl, is a strong proponent
of AE programs.  His vision of a
world-class education, where all
students succeed, has served as the
beacon for creating AE programs to
meet student needs in OC.  In
addition, in OC, AE occurs best
apart from the traditional school
environment and utilizes a method-
ology that emphasizes more than a
teacher and a textbook as the focal
point of instruction.
     Second, find staff who will
commit to a change in teaching
approaches.  Teachers drawn to AE
are more inclined to adjust method-
ologies and adopt more resourceful
and non-traditional approaches
when students aren’t succeeding.
Teachers in AE do whatever it takes
to ensure that students learn.  In
AE, if the student has not learned,
the teacher hasn’t taught.
     Third, try different approaches…
believe all students can learn.
Utilize an action research model.
Many educators fail to keep current
(Price, 1997).  A persistent process
of action research (in comparing
what is known with what is done,
changes and improvement can
occur), self-evaluation (utilizing
consultants and other professionals
to help objectively survey current
conditions can lead to self-improve-
ment), and opportunities to share
research findings (through presen-
tations and conferences), have
resulted in new and innovative
ideas and methodologies placed
into practice.  AE is a great labora-
tory for discovering what works
with the most difficult to teach.
     Fourth, consider alternative
methods of student learning.
Awareness of individual differences
in learning styles has caused
educators to intently scrutinize

teaching methods, motives, and
content.  Extraordinary levels of
achievement require making and
sustaining multiple changes that
focus directly on improving the
daily instructional lives of students
(Calwelti, 2000).  For students to
learn, we have to understand how
students learn.  Certainly, a “one-
size-fits-all”   model doesn’t fit
everyone.
     Fifth, do more “ real”  collaborat-
ing.  In Orange County, parents,
social services, probation officers,
justice commissions, police depart-
ments, psychologists, mentors,
community college representatives,
and others are working together.
And working together means more
than just sharing information.  Real
collaboration is sharing resources.
For instance, our county probation
department has purchased com-
puter labs for several sites.  Our
local police department provides
added drive-by security at some
sites.  Our court system is invested
in hiring an advocate to protect
students’ educational rights.  These
are just three examples of real
collaboration, real partnerships.  As
a collaborator with many public
agencies and school districts, AE
can be a model for serving every
student.  AE can also become a
community broker of services that
provide necessary resources to
ensure success for every student.

Summary

     OCDE programs have not
eliminated failure for all students,
but re-evaluation and adjustment of
AE school programs have increased
the probability of student success
for at-risk youth in OC.  AE has
experienced more than a 70%
success rate with our referred
students (students who would
have been dropouts).  And by
success, we mean that approxi-
mately 70 percent of our referred
students have returned to tradi-
tional district programs or gradu-
ated.  The county-wide school

Alternat ive Educat ion as a Change Agent
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dropout rate of 1.7% can further
attest to the success and therefore
addition of AE program options in
Orange County.  AE can help
bridge the gap between academic
failure and success and between
alternative behavioral adjustments
or removal and/or dropping out.
AE programs enable more students
to achieve to their potential and
slow the disengagement of those
who have fallen behind (Hartzler,
2002).
     AE is no longer confined to the
narrow margin of off-site institu-
tions for off-track students -- it offers
re-engagement, remediation, and
new skill-learning for many of those
who have not succeeded in the
traditional system.  As alternative
programs and their students’
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as a provider, partner, and change
agent, is growing in stature as a
result of students who have demon-
strated success.  AE in Orange
County is helping to lead the way in
showcasing how to serve every
student successfully and, as such, AE
is likely to continue to grow in the
number of programs offered and in
the number of students served.

Hart, Leslie A.  Human Brain and
Human Learning,  L ongman Inc.,
White Plains, NY 1983.

Hartzler, Lynn P. &  Jones, Mary.
“One Size Doesn’ t Fit All,”
Leadership, May/June 2002

Havel, Václav.  “ The Need for
Transcendence in the Postmodern
World,” Speech, 1994.

Hoff, David J. “A Teaching Style
That Adds Up,” Education Week,
February 23, 2000.

Jensen, Eric. “Brain-Based Learning:
A Reality Check,” Educational
Leadership, April 2000.

Levine, Dr. Mel. “Schools in Which
All Kinds of Minds Can Grow in
All Kinds of Good Ways,” 2002.
http://www.allkindsofminds.org/
library/articles/schools.htm

Journal of  Juvenile Court , Community, and Alternat ive School Administ rators of  California

Murnane, Richard J. and Tyler, John
H. “The Increasing Role of the
GED in American Education,”
Education Week, May 3, 2000.

Olsen, Laurie. “Accountability to
Whom for What? Steering a
Straight Course,”  California
Curriculum News Report, May
2000.

Orange County (CA) Department of
Education, Alternative Education
Division, 2002. 1 – ACCESS
Annual Report, 2001-2002.  2 –
Operations

Price, Ted, 1997.  “Correctional
Education: A Window of Opportu-
nity.”  Journal of Correctional
Education:  43(3): 29-33.

About the Authors

Ted Pr ice, Ph.D., is presently serving as the Assistant Superintendent of Al ternative, Community, and Correctional  Education
Schools and Services (ACCESS) for the Orange County Department of Education (OCDE).  He is responsible for programs and services
for at-risk, delinquent, incarcerated and home-schooled youth and adults.  He has served as President of LeARN, Consul tant for the U.S.
Department of Justice, and Superintendent of Schools for the Department of Correctional Education in Richmond, Virginia.  He has also
worked wi th the Los Angeles County Office of Education as Di rector of Juveni le Court and Community Schools and is Past-President for
the International Correctional Education Association where he was instrumental in creating the strategic plan for this association.  He has
been in the field of al ternative and correctional education for over 30 years and is a publ ished author, teacher, and leader in his field.

Lynne Rober tson, a graduate of Cal ifornia State Universi ty at Long Beach, is a Senior Department Secretary in the Al ternative
Education Division of the OCDE and co-author of several articles on corrective education.



11

Alternat ive Educat ion as a Change Agent

Frank has earned 40 credits in
English, reads at the fourth-
grade level, and consistently

scores below the 25th percentile
on standardized tests in language
arts.  Susan has also earned 40
credits in English, takes advanced
placement courses, has won
numerous writing awards, and will
graduate this year with honors in
English.  Each of the students has
earned the same number of high
school credits, yet their skill levels
are far apart.
     Credits are a measure of the
number of hours students have
been exposed to specific subjects.
Originally called Carnegie units,
credits were implemented to
streamline the university and
college admissions process.  High
schools were able to prove to
universities and colleges that their
students met admissions require-
ments because they completed a
specified number of hours of
schooling. This credit system has
become a national practice;
consequently, it has created
inequity in education, and has
made it virtually impossible for
secondary schools to implement
reforms.

The Carnegie unit was
introduced to the world of
secondary and post-second-

ary education in 1914 (Jantzie,
1998).   Andrew Carnegie was a
philanthropist who earned his
fortune in the steel industry and
donated much of it to educational
causes.   He established the
Carnegie Foundation for the
Advancement of Teaching, which
created the unit "…to standardize
the admissions standards for those
colleges seeking to participate in a
pension plan sponsored by the

The Carnegie Unit and School Reform
Heidi Nickel

Carnegie Foundation…" (p.1).
“…[I]f a college did not meet the
requirements, it would not receive
retirement allowances for its profes-
sors.  Because few colleges at the
time had their own pensions or
annuity funds, the unit was ac-
cepted in colleges in an amazingly
short period of time” (SCH Advisory
Committee, 2001, p.3).  The
incentive to adopt the Carnegie unit
as a standard of admission was
purely financial and void of aca-
demic consideration.
     The Carnegie unit was not only
a financial incentive, but it was an
appropriate tool for educational
institutions during the Industrial era.
Factories needed workers who
could listen to instructions, absorb
bits of isolated information, and
regurgitate those bits of information
when necessary.

     The traditional high school
system emerged as a result of this
industrial model.   Skills, philoso-
phies, and theories were compart-
mentalized into neatly packaged
subject areas.   Teachers collected
and disseminated information to the
students, and the students memo-
rized it.
     This model of education was not
successful for many students.
"When viewing the system as a
whole, that many people fell
through the cracks did not seem to

matter.  Such disregard was in part
based on the belief that many who
did not receive a 'good' education
could nevertheless find work or
operate businesses" (Caine and
Caine, 1997, p.3).  Those students
who were able to succeed in such
a system went on to college.  The
others were needed for factory
jobs.  This inherent inequity in the
system was of little consequence in
an era where jobs could be found
with or without a post-secondary
education.
     This same system of education is
being used in today’s Information
Age.   Technology has eliminated
many of the jobs that existed for
workers in Carnegie's era.  Today's
employers are seeking workers
who can process and analyze
information, work in groups, and
think critically.  "Twenty-first century
organizations will need to be
reinvented if they are to adapt to
the rapidly changing conditions in
the world around them" (Clark
White, 2002, p.9).  Education
reform is no longer an option for
school administrators.  It is a matter
of equity.
     Inequity is inherent in any
school system that uses the
Carnegie unit, because different
performance standards are accept-
able for different students.  "It is not
a measure of learning, nor does it
require any involvement on the
part of the student beyond a
nominal physical presence in the
classroom" (Jantzie, 1998, p.3).
Frank and Susan have both spent
enough time in their seats to earn
40 high school English credits, yet
their performance levels are at
opposite ends of the spectrum.
This system allows educators to
"dumb-down" the curriculum for
certain students who are perceived

A factory assembly- line
model for schools made
sense in this con text.
…the mode of instruc-
tion, whereby those with
the info rmation org a-
nized it and delivered it to
students who needed to
absorb it, was also a natu-
ral fit (Caine and Caine,
1997, p.3).
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as incapable or unwilling to master
a rigorous course of study.

     Schools that allow students to
graduate with less knowledge and
skills than other students, while still
earning the same number of
credits, could be considered
participants in educational malprac-
tice.  “Providing ‘opportunities’ for
education without being account-
able for educational outcomes
simply perpetuates in a more subtle
form the injustices that the Brown
decision attempted to rectify”
(Williams, 1992, p.2).  Educators
cannot allow nominal performance
in high school through the contin-
ued use of the Carnegie unit.
     Another concern regarding the
inequity of the Carnegie unit lies in
its intended purpose of indicating a
level of  “readiness.”  It suggests
that high school graduates possess
the necessary skills to succeed in a
post-secondary institution.
“…[M]ore than a million youngsters
graduate from U.S. high schools
with only an 8th grade level of
literacy- not nearly adequate to do
college-level work” (Tucker and
Codding, 1998, p.26).  Clearly
Frank and Susan are not equally
prepared for the rigors of college.

Frank will have to spend much of
his time taking remedial courses in
English, while Susan will easily
make the transition. The Carnegie
unit was created as an indicator of
post-secondary eligibility, not the
ability to succeed.  This distinction is
unclear and fosters a false sense of
security in some students.

The need to reform the system
is apparent when such
inequity exists.  Reforms are

extremely difficult to implement
because the Carnegie unit has
become a deeply embedded
fundamental notion of "good"
practice in the minds of parents
and children.

     The constituents of high schools
are also concerned that colleges
and Universities will not take them
seriously if they change their
practices.  "They retain the 50- to
60- minute courses and the usual
system of credits because of
convenience and a concern from
educators and parents that acting
otherwise will endanger graduates'
chances of being admitted to
college" (Nathan, 1995, p.1).
These phobias of changing policies
are inhibiting schools from making

needed changes.
If the Carnegie were

eliminated, many organizational
and instructional changes would
follow.

     Many concepts would be better
understood if they were not taught
as discrete units.  Kohn (1999)
stated,

Educators are now facing real
challenges to the Carnegie
unit system.  Students have

graduated from high schools across
the nation without the fundamen-
tal skills to be successful in college.
This has led state lawmakers to
require high school exit exams to
assess students’ competency levels.
High schools are now facing a
major dilemma: they must prepare

Below the college track, how-
ever, the standards are lower,
less external and less explicit-
…until we reach the bottom
track, where it is still true in
man y states that  a h igh
school diploma depends only
on getting a D- or better in
one's courses, and getting a
D- depends only on turning
in homework most of the
t ime (qualit y d oes n ot
cou n t )…(Tucker an d
Codding, 1998, p.25).

They are often afraid that if
credits and grades are aban-
doned, their school will not
be considered a ‘real’ school.
…[T]he public perceives cer-
tain defining characteristics of
school as those things that
they have come to think of as
'real school.'  Any attempt to
alter 'real school' … is very
difficult even when the alter-
ation will clearly produce bet-
ter results (Marzano, 2000,
p.2).

Reforms are extremely difficult to implement because
the Carnegie unit has become a deeply embedded fun-
damental notion of "good" practice in the minds of par-
ents and children.

Possibilities abound for dividing
the instructional day differently,
but n o oth er approach so
readily lends itself to a system
dictated by Carnegie units.  For
example, experiential educa-
tion that gets students out of
the classroom and into the field
is barely a factor in  h ig h
schools, in part because it
would complicate the count-
ing of hours (Maeroff, 1993,
p.4).

… [T]here is nothing inherent
in the idea of knowledge that
requires it to be divided up this
w ay: The current arrange-
ment is actually just a function
of convenience and academic
politics.  Indeed, some areas
of study that w e take for
granted today, such as psy-
chology, didn’t even exist as
distinct disciplines a little more
than a century ago   (p.68).
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students to pass these exit exams or
face lawsuits from parents and civil
rights groups.  A system that
delivers high-level content and
instruction and holds students
equally accountable for their
learning has never been more
important.

I n light of this new legislation
and because of the inequity of
the current system, high school

graduation standards must be
redefined.   Tucker and Codding
(1998) suggest, “…[W]e would
want to make sure that the stan-
dards made clear not only what the
student should know and be able
to do but also how well the
student needs to know it and be
able to do it” (p.28).  Any measure-
ment of a student’s academic
abilities must be clearly tied to
standards of achievement, rather
than linked to seat time. Most states
have already developed subject-
area, grade-level standards, but do
not define how well a student must
master them before advancing a
grade-level.   These standards
should be so well defined, and the
assessments of them so clearly

articulated, that every teacher and
every student would know what
needed to be taught and learned.
High schools, colleges and their
constituents must work together to
create a new college admissions
process that is intricately linked to
these defined standards.  These
groups must also agree on meth-
ods of assessing students’ mastery
of them.
     Bureaucratic reforms are more
difficult to implement.  High
schools and colleges must be
willing to change their methods of
record keeping and communica-
tion.  Student transcripts should
reflect more precisely a student’s
abilities and accomplishments
rather than list credits and grades.
For example, performance assess-
ments could be recorded electroni-
cally and sent to colleges and
universities as proof of standard
mastery.  Rubrics assessing specific,
essential standards could be
designed and added to a student’s
college application packet.  Numer-
ous possibilities exist for improving
systems.

     Alternative education programs
have the flexibility needed to
implement such changes.  Adminis-
trators of these schools could lead
the reform movement.  Adopting a
system of credits in order to con-
form to the standards of traditional
schools only furthers the educa-
tional inequity that alternative
school students have experienced.
Performance-based assessments,
such as rubrics, demonstrations,
and presentations are all tools that
enhance learning and ensure
equity.
     Schools that fail to recognize the
need for reforms in the awarding of
credits will continue to foster a
system that breeds inequity.
Educational institutions must
advance from the Industrial Era into
the Information Age.  The rigid
system of calculating seat time
should be replaced with a system
that fosters high expectations for all
students.  Only when such a
system exists will both Frank and
Susan be equally prepared for
college and the world around
them.
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Closer Connections
Cecilia Molina

The challenge for alterna
tive schools is similar
throughout the state:

How do you provide the social and
emotional support needed by
young people who have had major
problems in the regular school
system, while at the same time
providing a sound academic
program that deals with the deficits
in their learning and lack of class-
room success? And how do you do
this while meeting rigorous new
state standards, including the High
School Exit Exam?

There are no easy answers. In
Santa Barbara, we have found that
community partnerships have
helped us in many important ways
reach our mission of respect,
reconnection and readiness. We
have also found ways to restructure
our educational delivery system to
better meet the evolving needs of
our students.

Who we are

First, some background: El
Puente Community
School — Santa Barbara

is an alternative school within the
Santa Barbara County Education
Office whose purpose is to serve at-
risk students from grades seven
through 12 who have had prob-
lems as a result of their behavior in
the regular school system, includ-
ing truancy, drug or alcohol abuse,
anger, fighting or expulsion.

Our county superintendent, Bill
Cirone, has provided the leadership
needed to seek community support
and services for the campus. He
knows the difficulty parents face
when their child is referred to an

alternative school and he wants the
experience to be safe, healthy and
successful. The goal is to help
young people learn to accept
responsibility for their actions and
learn to make good decisions.
Superintendent Cirone has inspired
us to do as much as we possibly
can to help each student meet his
or her rehabilitation plan in a safe
and positive school environment.

Respect, reconnection
and r eadiness

EPSB’s mission is based on three
fundamental principles: respect,
reconnection and readiness. These
principles are stated clearly and also
dictate how we operate our
schools. Our first responsibility is to
provide all the students with a safe
school. When students enroll, they
are asked to sign and honor the
school’s Neutral Territory Agree-
ment. It ensures their commitment
to keep the school safe.

Respect and responsibility are
expectations that must be met by
all students and staff. Our local law
enforcement agencies are con-
stantly available to the students and
staff, and can be seen on our
campus on a daily basis. The
District Attorney’s Truancy Program
has been instrumental in helping to
curb truancy at our school site. The
entire staff receives ongoing
training in safety and identification
of such high-risk behaviors as
anger, social misconduct disorders,
drug and alcohol use, depression
and emotional or physical abuse.

In addition, all teacher assis-
tants are trained in conflict media-
tion. They are asked to mediate

conflicts among students on a daily
basis. Once students are able to
agree to mediation, they are asked
to sign a mediation contract and
honor the terms.

Community suppor t

A  key ingredient to our
ability to help our
students has been

partnerships, created through a
variety of grants and donations in
connection with an array of
community-based agencies. These
partnerships have enabled us to
help our students deal with sobriety
and other emotional and behav-
ioral needs, while also helping their
families understand that their
children need the support of the
school and the community.

One of our most important
partners is the Council of Drug and
Alcohol Fighting Back Program,
which provides two full-time
counselors known as Youth Services
Specialists. They provide individual,
group, crisis and family counseling
for all the students, and they help
coordinate other agencies to come
to school to provide more specific
services. Youth Services Specialists
also provide an after-school drug
and alcohol treatment program
using acupuncture and counseling
at the Daniel Bryant Treatment
Center.

Other agencies in this category
include Planned Parenthood
(healthy relationships counseling);
Community Action Commission (Los
Compadres); Zona Seca (family
coaches); Teenage Parenting
Program; Girls, Inc. (health and
relationships) and Mental Health.
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Community partnerships with City
of Peace, Speaking of Stories and
Art for Walk have also provided
students with classes in art, litera-
ture, drama, filmmaking, photogra-
phy and poetry.

The Beyond Tolerance Center
in Santa Barbara has enabled our
teachers to attend summer insti-
tutes (one week of training) in
“Facing Our History,” a curriculum
taught by all our teachers that
focuses on the struggles through-
out history that arise from racism,
discrimination and intolerance.

For the past five years, the
school has been committed to
taking our students to the Museum
of Tolerance in Los Angeles. The
trip is attended by 80 students with
80 members of the community
who are mentors for the day. The
purpose is to help bring about in
our students a closer connection to
the community. It is funded partly
by the Beyond Tolerance Center
and donations from the Rotary
Club.

Other vital  part ner-
ships

EPSB has been very fortunate
to have tremendous support from
the Sunrise Rotary Club, whose
members monthly honor a student
who has been able to turn his or
her life around in a positive and
productive way. It also provides
donations to help fund the trips to
the Museum of Tolerance and join
the students as mentors for the day.
The Rotary Club provides scholar-
ships to seniors, and is always
willing to help with any special
need when asked.

Santa Barbara City College is
another vital partner with our
school. Students can enroll in
college courses through its Ad-
vanced High School program and
online courses. City College helped
us bring a computer repair pro-
gram to our school by providing
the teacher training, equipment
and guidance for the class to be
taught at our campus. The course
is being offered every year with the
goal of enhancing technology in
the classroom. The students are
able to refurbish computers and
use them at home once they
complete the three-semester
course.

The academi c program

The coordination and
development of these
partnerships are a top

priority at our school, but our
primary focus is our academic
program. The teaching staff
understands it is vital to have
students work on behaviors on a
daily basis in order for them to
become successful in the class-
room. The supportive staff makes
sure that students have access to
programs and services throughout
the day.

Being a member of the teach-
ing staff is very challenging,
because so much is being offered
at the site and because of the
demands we place on our teachers
to provide the best educational
settings for all the students while
remaining positive, creative and
inspiring.

Our assistant superintendent
for instructional services, Carol
Johansen, has helped us restruc-

ture the academic program to
focus on the deficits that our
students face in the areas of
reading, writing and math. One
important goal is to help all stu-
dents pass the California High
School Exit Exam and meet content
standards for high school. She has
provided the teaching staff with
support, teacher trainings and
opportunities that focus on strate-
gies, programs and standards-
based instruction. Our site is on
track to meet the Alternative
Schools Accountability Model
(ASAM) requirements that will be
implemented statewide this spring.

At EPSB, we have been work-
ing toward standards-based
instruction in the areas of language
arts and mathematics. The first step
toward our goal of having all our
students reading at grade level was
to have the teachers trained in
Corrective Reading, a commercial
intervention program that was
implemented this past June. The
second step was the training of all
teachers to teach high school
algebra and pre-algebra, which
was implemented at the start of the
summer session.

Secondary L iteracy
Suppor t Net work

This past September EPSB
was accepted as a pilot
school with WestEd’s

Secondary Literacy Support Net-
work, which has provided our site’s
literacy team (the principal and two
teachers) with a tremendous
amount of information, support,
programs and strategies to develop
an intensive literacy intervention

EPSB has been gradually moving from an independent, self-
paced strategy to direct instruction, where the focus is on
student learning and achievement.

Alternat ive Educat ion as a Change Agent
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program that will reshape our
school.

EPSB has been gradually
moving from an independent, self-
paced strategy to direct instruction,
where the focus is on student
learning and achievement. The
three-year commitment with the
Secondary Literacy Support Net-
work will help us reach all of our
students in most effective manner
possible.

WestEd trained the team in
implementing Diagnostic Assess-
ment in Reading at the site level.
The DAR, an excellent assessment
tool for at-risk secondary level
students, allows us  interpret and
effectively use data to develop
appropriate intensive interventions
in reading and writing. Upcoming
trainings will focus on how to
teach reading strategies in a
comprehensive manner using
scripted programs (Corrective
Reading and REACH), effective
teaching strategies to build vocabu-
lary and word usage, comprehen-
sion skills and spelling.

Reprinted with permission from the May/June 2002 issue of Leadership magazine, published by the
Association of Cal ifornia School Administrators

Another exciting part of
WestED’s literacy program has been
the opportunity to develop a plan
to train teachers to teach reading
and writing while they teach math,
history and other subject areas. The
next few phases of the plan will
focus on teaching students the
different styles of writing that will
help them pass the HSEE. Our
team plans to join the other pilot
schools in presenting their literacy
plans this spring at the Secondary
Literacy Summit in Sacramento.

Now we are working harder
than ever to provide a sound
academic reading and writing
program that crosses over all areas
of content to give all our students
the opportunities that they might
have missed due to the behaviors
that kept them out of school.

Meeting the bench-
marks

The way alternative
education has conducted
business has evolved

tremendously over the past few

Now we are working harder than ever to provide a sound
academic reading and writing program that crosses over
all  areas of content to give all  our students the opportu-
nities that they might have missed due to the behaviors
that kept them out of school.

years. There is no doubt that
standards-based instruction and the
HSEE have been instrumental in
holding us accountable for
changes in academic delivery
methods at our site.

Being at an alternative school
with the small class size (25:2); the
self-contained classroom (elemen-
tary school teaching model); and
the dedicated, caring and talented
professional teaching staff have
helped us meet the challenges of
these times. When a school like
ours has support and leadership
from the district, the support and
respect of the community and a
dedicated teaching staff, we can
meet those benchmarks placed by
the state and by our own high
standards.

It has taken years to develop a
strong alternative school, and the
process is ongoing — which is part
of the satisfaction of being in
alternative education.
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Targeting Specific Students
Can Make a Big Differrence

Dennis R. Parker

Making school work for every
student by name is an unprec-
edented challenge. That many
educators in the United States have
made it their life’s work is a tr ibute
to their belief in kids and their
teachers. And since “one-size- fits-all”
is anathema to this quest, there is a
constant demand for ways of
differentiating instruction and
providing alternative programs.

This  year, several authors in
Leadership have advocated
the need to be “strategic.”

Both Schmoker (RESULTS, 1999)
and Reeves (Accountability in
Action, 2000) have predicated their
work on pursuing “laser-like” targets
for optimal results. These targets
usually involve curriculum, but they
can also include students!
Indeed, Wang et al (Dec/Jan,
1993-94, Education Leadership)
have found “teacher-student social
interactions” to rank fifth among 28
factors that affect student achieve-
ment. And, according to David
Ramirez of Technological Innova-
tions, Inc. (San Antonio), some
schools and districts in Texas — by
assigning from one mentor to a
“swat team” of five per student —
actually move up to 80 percent of
students below the 25th percentile
to grade level in a single year.

Special attention to
targeted st udents

I  have worked with a number of
K-12 schools to target specific
students, based on this research,

and those efforts are showing great
promise. Teachers simply choose a
few students to whom they will
give extra attention: usually overt
attention in elementary schools and
often covert in secondary schools
to avoid embarrassing students in
front of their peers.
     Students are usually chosen
using SAT-9 data, with a high
priority for students near the 20th

and 40th percentiles for maximum
gain on the Academic Performance
Index. Although they are an even
higher priority, students below the
20th percentile are most often
served by well-defined, effective
interventions including pull-out or
in-put programs, before- and after-
school programs, Saturday school,
summer school, etc. If there are no
SAT-9 scores available (grades K-2 or
12), students are chosen based on
poor attendance, behavior prob-
lems, working significantly below
potential, etc.

At the secondary level, teachers
choose two students per period for
at least four weeks at a time. In

elementar y schools, teachers
choose two to five students, also
for a given period. The goal is to
provide these students with some
extra social, emotional and/or
academic attention. Teachers may:

1.   Confer one-on-one with each
student about his or her SAT-9
student report, highlighting
strengths and choosing two to
four “focus areas” to work
harder on this year. Although
this is usually best done by
teachers, one principal in
Fontana actually met with each
student herself!

2.   Smile, make eye contact and
engage in some social conver-
sation daily over and above
what they would do normally.
This could include asking about
the student’s weekend; com-
menting on any new article of
clothing; or asking an opinion
about a popular topic, enter-
tainer or news event.

3.   Look up and recognize stu-
dents’ birthdays. A middle-
grade teacher reported dra-
matic, positive effects on
students’ behavior after doing
so.
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4.   Give students a job in class:
passing out papers, moving
books, erasing the board,
preparing a graphic organizer,
bringing in some material or
prop for an upcoming lesson.
Erin Gruwell (Freedom Writers,
1999; Wilson High School,
Long Beach, CA) made good
use of this strategy to “hook”
her “chiefs” or student leaders
into participating in class.

5.   Assign target students as cross-
age tutors for younger stu-
dents.

6.   Give target students special
status for one week. One
elementary teacher chooses
five students a week to occupy
special seats up front on the
carpet each day, carry with
them all day the class’s five
stuffed monkeys, complete

classroom chores, and eat
lunch with the teacher on
Friday.

7.   Use TESA (Teacher Expectations
for Student Achievement)
strategies with target students
each day beyond what is
normal. Pass by and pause
next to the student; ask an
extra academic question per
day with sufficient wait time;
coach, delve or extend the
student’s answer; and provide
positive feedback on perfor-
mance and reasons for the
praise.

8.   Make a parent contact to
highlight only a positive
behavior or trait exhibited by
the target student.

9.   Share information about target
students at grade-level, house

or department meetings for
additional support and sugges-
tions.

Small kindnesses can
make a big difference

Fortunately, these strategies
cost nothing, are easy to
implement and do not cut

into a teacher’s day very much, if at
all. They can, however, make a
huge difference in students’
investment of effort, attitude and
connectedness to school. Because
they are easy, they are also easy not
to do!  But there is nothing to lose
by trying them schoolwide. And
sometimes the smallest daily
kindnesses make the biggest
differences.

Reprinted with permission from the May/June 2002 issue of L eadership magazine, published by the Association of Califor-
nia School Administrators
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Alternat ive Educat ion as a Change Agent

Disaggregating Standardized Achievement
Test Data for a Juvenile Court and

Community Schools Program
Wendell J. Callahan, Ph.D. & Ana Kodzic

The successful education of the
highly transient, delinquent,
neglected, and certainly

academically compromised popula-
tion of students in California
Juvenile Court and Community
Schools is dependent upon the
delivery of effective and informed
instructional practices.  Informed
instructional decisions necessitate
the efficient and meaningful
analysis of group achievement
data.  Sanders (1995) described
past practices reliant on the use of
aggregated test scores to describe
and compare the academic success
of programs and schools.  Increas-
ingly, however, Sanders and other
rearchers (Hacker, 2000) have
argued for disaggregated methods
of data analysis for student perfor-
mance data.

Disaggregated methods typically
reveal a more nuanced portrayal of
student performance, once sub-
groups are analyzed and critical
factors identified.  Indeed, Hacker
(2000) in his Missouri study re-
vealed the hidden success of a
group of schools when income was
factored out by disaggregating the
data.  The study showed that
although both groups of schools
had made significant academic
progress, the group of schools with
a larger proportion of low-income
students had made greater
progress when the income was

controlled as an independent
variable.

Wade (2001) found the use of
disaggregation methods was
beneficial in creating a school
profile.  The profile was developed
using student test results, grade
point averages, standardized test
results, duration of enrollment,
attendance, grade level, ethnicity,
gender, family background, and
language proficiency.  This strategy
provided a profile specific for that
school alone, and it helped identify
targets for school improvement as
well as strengths in the school
program.  Scherer (2003) found
disaggregation methods effective
for identification of groups of
underachieving students in need of
additional intervention.  Schwartz
(2002), citing unpublished work by
Slowinski, proposed the analysis of
data from underachieving students
in order to determine which factors
the students have in common that
contribute to their difficulties in
school.  Johnson (1997) discusses
the use of disaggregated outcome
data such as attendance, grades, as
well as standardized achievement
data, as a baseline measure for the
development and evaluation of
intervention projects that may be
implemented as a result of the
analysis.

Disaggregation methods
developed by Bernhardt (1998,

2003) have been valuable for the
analysis and presentation of data
for program improvement and
accreditation reports.  Bernhardt’s
methods have also proved useful in
tracking the progress of schools’
goals, predicting the success of
programs, as well as assessing
student motivation and perception
of learning.  Although such meth-
ods have proven valuable for these
applications, the use of such
methods in alternative education
can be problematic because of the
high transiency, attitudinal factors,
and generally lower score ranges
of students in alternative education
settings.

The current paper presents an
alternative method of disaggre-
gated data analysis for Juvenile
Court and Community School
programs, which may also be
applicable to other alternative
education programs.  This method
focuses on the analysis of achieve-
ment test data along the following
dimensions:

•Length of enrollment prior
to testing

•School District of origin
•Test-taking attitude
•Ethnicity and gender
•Language proficiency
•Special Education status
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With the public reporting of
aggregated standardized test
results required by California’s
Standardized Testing and Reporting
(STAR) program, alternative school
administrators are often found in
the difficult position of explaining
low group scores to local govern-
ing boards as well as the local
media.  This type of reporting of
aggregate scores offers only a point
in time assessment of a student
population that may significantly
change in composition in a matter
of months.  Consequently, aggre-
gate reporting alone is neither
sufficient nor appropriate to
demonstrate the effectiveness of
many alternative education pro-
grams.  The recent implementation
of the federal No Child Left Behind
Act (U.S. Dept. of Education, 2002)
further necesitates the need for
disaggregated analysis of student
subgroup performance.  Although
certainly not an ideal or preferred
method of assessing the effective-
ness of alternative education
programs, the use of disaggre-
gated, standardized group achieve-
ment test data offers a more
accurate account of the perfor-
mance of students on state man-
dated standardized tests in alterna-

tive educational settings.

Met hod

Data Source

Stanford Achievement Test, 9th

Edition (Psychological Corpo
ration, 1996) and California

Standards Test (California Dept. of
Education, 2002) scores for the San
Diego County Office of Education,
Juvenile Court & Community
Schools were used for all analyses.
All tests were administered in April
and May of 2000, 2001 and 2002.

Data Coding

The coding system presented
in this paper represents an
expansion of a system origi-

nally developed by Riley Johnson,
Rafii, and Fusco (1998).  In the
present coding scheme ethnicity,
gender, language proficiency, and
special education status (i.e.,
setting and handicapping condi-
tion) variables were coded on the
Standardized Testing and Reporting
(STAR) Answer Document (CDE,
2002).  However, length of enroll-
ment, test-taking attitude, school

setting and district of origin were
coded using the Local Use Codes
fields on the STAR Answer Docu-
ment.  The Local Use Codes were
locally developed (i.e., determined
by the local LEA or school) and are
coded by hand in the ten-digit field
labeled “FOR LOCAL  USE” on the
student demographics page of the
STAR/SAT9 answer document.
Using commercially available
analytical/statistical software, these
codes were used to sort and
disaggregate test data according to
the values coded.  These fields are
applicable to and are unchanged
for the 2003 Standardized Testing
and Reporting Program, comprised
of the California Standards Tests
(California Department of Educa-
tion, 2003) and California Achieve-
ment Test, 6th Edition (CTB/
McGraw-Hill, 2003).  These fields
are also found on the California
High School Exit Examination
(California Department of Educa-
tion, 2003) as well as other state
assessments.  It is important to note
that these values must be user
defined.  Table 1 below describes
the Local Use Codes used by the
San Diego County Juvenile Court
and Community Schools.

Factor Values Field Position Description
School Setting Jan-99 1 through 2 Codes specific Court or Community 

School Site

District of Origin 100-300 3 through 5 Codes last school district attended by 
student prior to current enrollment

Test-taking Attitude 100-500* 6 through 8 Codes students test-taking behavior*

Length of Enrollment 0-999 9 through 10 Codes school days of student 
enrollment

Table 1.  L ocal Use Codes

Journal of  Juvenile Court , Community, and Alternat ive School Administ rators of  California

*Testing behavior is rated using the following 5-point scale:  100=very poor test taking effort; 200=poor test
taking attitude;  300=fair test taking attitude; 400=good test taking attitude; 500=very good test taking attitude.
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Resul ts

Figure 1 presents the distribu
tion of San Diego County
Juvenile Court and Commu-

nity School students in different
enrollment length categories at the
time of Standardized Testing and
Reporting Program (STAR) testing in
the Spring of 2002.  Of the 2201
students tested, 50 percent had
been enrolled in the Juvenile Court
and Community Schools less than
30 days prior to testing.  These
data clearly illustrate the brief

enrollment periods many Juvenile
Court and Community School
students experience prior to the
administration of standardized
achievement tests.

Figure 2 depicts the primary
feeder districts into the San Diego
County Juvenile Court and Com-
munity Schools during the Spring
2000 semester.  These data show
that three large San Diego County
school district account for more
than 60 percent of students
enrolled in Juvenile Court and
Community Schools.

Figure 3 illustrates an increase in
upper grade SAT9 reading scores as
a function of teacher-rated student
test-taking behavior.  Teachers rated
the overall test behavior of their
students on a five-point scale.
Students with the highest behav-
ioral ratings scored higher than
those with lower behavioral
ratings.  Indeed, eleventh-graders
with the highest behavioral ratings
outscored their peers with the
lowest ratings by more than 30
percentile points.  These data
confirm the suspicions of many
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secondary school educators that
standardized achievement tests are
sometimes a more accurate mea-
sure of motivation than student
academic achievement.

Figure 4 charts a modest
increase in Juvenile Court and
Community School students’ SAT9
reading scores over four enrollment
length categories.  These data may
be viewed as a value-added
assessment, as this method at-
tempts to ascertain the relative

student gains during Juvenile Court
and Community School enrollment.

Tables 2 and 3 depict
perhaps the most powerful data
analyses for Juvenile Court and
Community Schools, by illustrating
the academic plight of subgroups
within the Juvenile Court and
Community Schools.  Commonly
referred to as the “achievement
gap,”  the relative differences
between ethnic and racial sub-
groups, students with disabilities,

gender groups and linguistic
groups reveal patterns similar to
those found in the general educa-
tion population with one important
distinction.  That is, the entire
distribution of aggregate Juvenile
Court and Community School
students’ scores is positively
skewed.   For example, as shown
in Table 2, 94 percent of Juvenile
Court and Community School
students scored at the Basic, Below
Basic or Far Below Basic level on
the California English-Language
Arts Standards Test.  Table 3 shows
that in 2002, 89 percent of Juvenile
Court and Community School
students scored at or below the
50th percentile on the SAT9
Reading Test.  Now, with these
distributions as starting points,
consider the distribution of Juvenile
Court and Community School
students who are also English
Learners.  On the California English-
Language Arts Standards Test, 100
percent of English Learners scored
in the Basic, Below Basic or Far
Below Basic levels, with 70 percent
scoring Far Below Basic (see Table
2).  A similar pattern emerged on
the SAT9 Reading Test, with 95
percent of English Learners scoring
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Figure 4.  Ninth Grade SAT9 Reading Scores and 
Length of JCCS Enrollment (N=696)

Spring 2002

Far Below Basic Below Basic Basic Proficient Advanced Far Below Basic Below Basic Basic Proficient Advanced
All JCCS Students 35% 30% 29% 6% 3% 44% 41% 16% 7% 4%

Long-Term Students 39% 30% 25% 8% 0% 31% 51% 18% 5% 0%

Male 50% 27% 19% 4% 0% 48% 43% 16% 3% 0%

Female 33% 32% 27% 8% 2% 44% 47% 13% 6% 1%

English Learners 70% 26% 6% 0% 0% 48% 44% 18% 0% 0%

African American 41% 27% 25% 6% 1% 35% 55% 10% 3% 0%

Asian 55% 33% 7% 7% 7% 33% 25% 25% 8% 8%

Hispanic 41% 37% 19% 3% 1% 52% 49% 14% 8% 0%

White 27% 30% 31% 10% 3% 20% 42% 31% 7% 9%

Special Education 69% 19% 11% 3% 0% 48% 46% 7% 0% 0%

Note:   Total may sum to more than 100% because of summary calculation across grade levels

Table 2.  California Standards Tests (CST) Spring 2002
Summary of Juvenile Court and Community Schools (JCCS) Grades 2 through 11 (N=2201)

Typical percentages of students scoring within each proficiency level
English-Language Arts Mathematics

Journal of  Juvenile Court , Community, and Alternat ive School Administ rators of  California
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at or below the 50th percentile in
2002 (see Table 3).  Consideration
of these disparities within the
Juvenile Court and Community
School student population are
requisite to inform instructional
planning and decision-making at
both the program and school site
level.

It is important to note that the
methods presented here and in

Tables 2 and 3 represent the
summary of student performance
over multiple grade levels.  This
method is commonly used for the
California School Accountability
Report Card (SARC) as well as other
accountability reports.  While this
method offers an overall summary
of student achievement trends, it
can also be replicated at each
grade level and/or at a school site
level to target even more specific
subgroups for analysis.

Discussi on

D isaggregation of  standard
ized achievement test
scores clearly offers a more

accurate interpretation of the
performance of students in Juvenile
Court and Community School

programs.  Indeed, trends and
findings virtually undetectable in
aggregated score reports, are easily
discovered using a disaggregation
method that offers important
insights for school administrators
and instructors to ascertain a
clearer understanding of their
students’ test performance.  In-
deed, analysis by student test-
taking attitude revealed a clear
relationship between the level of
effort put forth by the student and
the performance level achieved.
Further investigation of this relation-
ship may offer a more informed
understanding of the role of
motivation in the test performance
of this student population.  It
certainly offers compelling reasons
for administrators and teachers to
address motivational issues prior to
the administration of standardized
tests.

Analysis of length of enrollment
and test performance offers
alternative school administrators
evidence of the instructional
effectiveness of the educational
program, and is certainly more
meaningful than the interpretation
of point-in-time aggregate reports
as indicative of instructional quality.
Considering that most court and
community school students are

2001 2002 2001 2002 2001 2002 2001 2002 2001 2002 2001 2002 2001 2002 2001 2002 2001 2002 2001 2002 2001 2002 2001 2002
All JCCS Students 70% 67% 19% 22% 7% 9% 3% 2% 63% 63% 25% 25% 10% 10% 2% 2% 64% 64% 21% 21% 10% 11% 4% 4%

Long-Term Students 66% 63% 21% 21% 7% 12% 6% 5% 60% 50% 28% 27% 9% 21% 2% 2% 60% 56% 26% 25% 11% 14% 3% 5%

Male 71% 65% 19% 23% 7% 9% 3% 3% 62% 65% 25% 24% 10% 10% 2% 10% 69% 61% 18% 23% 9% 12% 3% 4%

Female 70% 62% 20% 24% 7% 10% 3% 3% 64% 64% 25% 24% 8% 11% 2% 1% 58% 56% 25% 25% 12% 14% 5% 5%

English Learners 87% 84% 9% 11% 4% 4% 0% 1% 72% 70% 23% 21% 4% 7% 1% 2% 74% 79% 18% 16% 6% 3% 1% 2%

African American 72% 68% 19% 22% 7% 8% 2% 2% 69% 64% 23% 27% 6% 9% 2% 1% 65% 66% 24% 18% 8% 12% 3% 4%

Asian 85% 81% 13% 13% 0% 3% 2% 3% 72% 50% 23% 31% 4% 16% 0% 3% 78% 78% 18% 13% 2% 9% 2% 0%

Hispanic 79% 75% 16% 18% 4% 7% 1% 1% 66% 67% 27% 24% 6% 8% 1% 1% 71% 71% 18% 19% 8% 8% 2% 2%

White 49% 47% 28% 30% 15% 16% 8% 6% 46% 55% 29% 28% 21% 14% 4% 3% 51% 49% 24% 25% 19% 18% 7% 8%

Special Education 83% 80% 13% 13% 3% 6% 1% 1% 75% 79% 21% 16% 3% 4% 1% 1% 83% 80% 13% 16% 2% 3% 3% 1%

Table 3.  Stanford Achievement Test (SAT9) Scores Spring 2001 and Spring 2002
Summary of Juvenile Court & Community Schools (JCCS) Grades 2 through 11 (N=2201)

Scores as a percent of students scoring within each given quartile

Reading Mathematics Language
Q1 Q2 Q3 Q4 Q1 Q2 Q3 Q4 Q1 Q2 Q3 Q4

Q1 = 1st Quartile, 1st-25th percentile
Q2 = 2nd Quartile, 26th-50th percentile
Q3 = 3rd Quartile, 51th-75th percentile
Q4 = 4th Quartile, 76th-99th percentile

enrolled less than one year, the
value of this type of analysis is
readily apparent.

The current analysis and disag-
gregation scheme is presented as a
model of a locally developed
system designed to meet the goals
and data analytic needs of a
specific California court & commu-
nity school program.  While it offers
a method to investigate trends and
specific results that are likely to be
overlooked or undetectable by
traditional aggregate methods, it is
certainly not presented as a
method to be rigidly applied to all
alternative education programs.  To
be sure, the strength of this
method is its reliance on the locally-
defined variables and categories to
facilitate data collection along
dimensions deemed meaningful by
the instructional leadership of a
specific educational program.
School administrators endeavoring
to employ such a method of
disaggregated analysis are strongly
encouraged to first identify the
local variables and dimensions of
value and interest to their specific
school program.  Once identified, a
meaningful and accurate set of
local codes and variables should
then be developed to ensure
collection of the appropriate data.

Alternat ive Educat ion as a Change Agent
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Creating Community through a Character-
Based Literacy Program

Dr. John R. Flores, M anuel Benson, & Susan Jensen

Creating instructional program-
ming that is meaningful and
relevant for alternative educa-

tion students has always been a chal-
lenge.  Most of the students served
in alternative education have missed
some of the basics needed to be
competitive with their peers in tradi-
tional school settings and have not
acquired the skills for positive char-
acter formation.  In addition, there
are many other factors that must be
addressed, such as providing a plan
for teaching to the standards, pro-
viding support for teachers, and cre-
ating shared expectations.  An addi-
tional challenge has been providing
instru ctional prog ramming  that
aligns to the new accountability ex-
pectations for alternative education
in the State of California.
     This new era of accountability has
led Alameda County Office of Edu-
cation staff to a fundamental realiza-
tion that literacy could be an effec-
tive foundation on which to redesign
instructional programming to meet
the new expectations.  Alameda
County Office of Education adminis-
tration and teachers became aware
of the Character-Based Literacy (CBL)
Program being implemented in other
counties under the leadership of
Brother Steve Johnson through the
Markkula Center for Applied Ethics at
Santa Clara University.  As a result of
several staff presentations by Brother
Steve it was determined that Char-
acter-Based Literacy would best meet
our needs in the content area of En-
glish/Language Arts.

     The CBL program was specifically
designed to work with at risk youth.
It has been implemented in over 200
alternative schools nationwide.  Cur-
rent ly it  is used in Santa Clara,
Alameda, Contra Costa, Santa Cruz,
Monterey, and San Benito Counties
and is soon to be started in two other
northern California counties.  It has
also been implemented in alternative
schools within traditional school set-
tings.

The foundation of the Character-
Based L iteracy Program is to
build literacy through a set of

strategies and tactics while reducing
antisocial thoughts, values, and be-
haviors by replacing them with pro-
social thoughts, values, and behav-
iors and increasing coping and co-
operation skills.  It contains a series of
value theme units that use a wide se-
lection of recommended readings
and supportive materials to meet Cali-
fornia Reading-L anguage Arts Stan-
dards and the areas contained within
them:  reading, writing, speaking, lis-
tening, viewing and visual represen-
tation (See Figure 1).
     The link to character-based instruc-
tion is created through two-month
themes that reflect the goals of the
CBL program:  responsibility, self-di-
rection, courage/self-control, change
requires effort, respect/moderation,
and integrity.   They are generalized
guidelines for instruction that lead stu-
dents into areas of reflection and dis-
cussion.  Reflection and discussion
help students to reconsider their own

thoughts and actions in connection
to anti-social and criminal behavior.

Change is difficult.  Implemen-
tation of the literacy campaign
began in February of 2002

with many organizational and logis-
tical problems.  During the summer
of 2002, administ rators and staff
made a concerted effort to address
the problems of purchasing and dis-
tributing materials and training over
40 teachers, support staff, and ad-
ministrators.  As a result of this plan-
ning, the CBL P materials have be-
come available in a timely manner for
proper classroom preparation.  I n
addition, an organized approach to
staff training has become the foun-
dation for implementation.
     The program requires continuous
teacher training.  Teachers have the
opportunity to select from over 120
workshops addressing areas such as:
two month theme units; CBL for so-
cial studies and science teachers; CBL
for special education students; adap-
tation to an independent study pro-
gram; portfolio development; word
study skills; CBL  for hig h turnover
populations; and development of a
seven phase lesson plan.  These day
long workshops through Santa Clara
University are conveniently located at
both the university and the partici-
pating counties.  To augment the
w orkshop s, q uarterly individual
teach er con feren ces w ith Bob
Michels of Santa Clara University fur-
ther define and develop teachers’
implementation skills.  As a result, the

Alternat ive Educat ion as a Change Agent
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THE BIG IDEA Self Direction
means I am my own best asset

My life wil l be what I make of it, nothing more, nothing less.  I am the person responsible
for directing my life: the people, places and times of my life as well as what I do and what I
don’t do.  There is no one else to blame.
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goals of the program have become
more apparent to the teachers.  As
time has passed, the experience with
lesson planning and familiarity with
the philosophy of the Character-
Based Literacy Program has resulted
in increasing staff support for this sys-
temic approach to literacy.

Sin ce it s implementation  12
months ago, Alameda County has
found the following major observ-
able results:

•    Teachers cooperatively plan les-

sons and meet to share best

practices.

•     There is consistent use of lesson

plans based on the California En-

glish    Language Standards.

• Focused daily writing is stressed.

• County administration supports

implementation by attending

workshops, coordinating dis-

semination of featured novels,

short story collections and plays,

and highlighting CBL in the in-

formation newsletter.

• Classroom environments have

become rich with visu al aids

such as time lines, word walls,

posters, open mind portraits,

and collage.

• Student mobility is addressed

th roug h  use of  a common

theme and common method-

ologies at all sites

• Students with reading difficul-

ties are supported through ad-

dressing all modalities of learn-

ing including the use of oral and

visual aids and through teacher

modeled reading, shared read-

ing, and tapes.

• Students are exposed to grade

level vocabulary and complex-

ity of text themes despite actual

reading level.

Figure 1:  Sample CBL Lesson Plan

Copyright S. Johnson 2002 CBL



27

• CBL methods have crossed over

into all areas of the curriculum

and allowed for the use of the-

matic units in language arts, so-

cial science and science.

Using a menu of over 80 strategies,
and a list of over 50 novels, plays and
short story collection per two month
theme unit, teachers have been
given a template and support that
empowers them to make decisions
based on their own strengths and the
needs of their students.  With a com-

mon curriculum and a common edu-
cational philosophy, a dialogue has
ensued among teachers, support
staff and administrators that will pro-
vide the foundation for future deci-
sion making.

A fter one year of implementa
tion, the Character Based Lit
eracy Program is meeting the

needs of Alameda County in provid-
ing direction, training and support.
Its impact can be seen in the change
of instructional delivery in the class-
room, the change in classroom envi-

The students read a short story, “ The Harr ington’s Daughter.”   Students were asked to do a
“ thoughtshot”  to describe what a character was thinking and to personally respond to those thoughts.

What’s the matter with the Harrington’s daughter?  Why is she closed all up in the neighbor’s
house?  Nina is told that she has had an unfortunate experience.

The Harrington’s daughter, Sigrid, is going crazy because it ’s like one day her child was here and
the next day the child was gone.

How I feel about the story is it ’s not fair to treat Sigrid like that.  They don’t even know what’s going
on.  I think that Sigrid just needed someone to talk to.  She feels as if she is all alone and that’ s not
good.  I think that Nina’s grandparents are wrong for how they block out Sigrid.  I feel you should
treat people the way they want to be t reated.  They are blessed that Nina’s mom did not have an
experience like that with Nina.  How would they feel if Nina went through something like that?  I

feel so sorry for Sigrid and her family.  I think that if I was in Sigrid’s shoes, I would be crazy too.

Figure 1:  Excerpt from student journal

Dr. John Flores currently serves as the Assistant Superintendent for Student Programs and Services at the
Alameda County Office of Education.  He received his doctorate at the Universi ty of Arizona wi th a major in teaching
and learning.

Susan Jensen has a Master of Publ ic Adminisration and is currently coordinating the implementation of the
Character Based Li teracy Program whi le providing resource support for the Cal-SAFE program.  She has 16 years of
experience as a consultant and assistant di rector in the areas of social service and criminal justice planning and 10
years experience as a classroom teacher.

Manuel  Benson is an Engl ish/Language Arts teacher at Buena Vista Education Center.  He is currently complet-
ing his doctoral work at Arizona State University.
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ronments, the chang e to an aca-
demic focus at staff meetings and the
change to a more positive relation-
ship with the districts we serve.  While
meeting the new accountability ex-
pectations for alternative education
in the State of California, w e are also
working more collectively as an or-
ganization.  As an organization we
are using CBLP to move towards cre-
ating the most meaningful and rel-
evant instructional program possible
for our students.

Alternat ive Educat ion as a Change Agent
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Art Education:  A Positive Approach to the
Rehabilitation of Juvenile Offenders

Dr. A rthur L. McCoy

The I nspiration

D riving in East Los
Angeles one balmy
afternoon, two artists

saw drab walls that were sur-
rounded by approximately 30
acres of land.  These walls were
next to the large new modern
constructions that were a part of
the University of Southern
California’s impressive medical
facility.

Inquiring what was there, the
artist discovered that this was a
high risk holding facility for youths
who were waiting to be adjudi-
cated in court. Further investigation
revealed that a school for alleged
juvenile offenders pending court
was also located in this facility.  The
artists contacted the facility’s
caretakers and educators to
determine what contributions
could be made to enhance the
well-being of these youths.

Thus began a joint adventure
between private artists, the Los
Angeles County Office of Educa-
tion, and the Los Angeles County
Probation Department to set up an
extracurricular art program in 1998.
Because of professional commit-
ments, the original artists were
unable to continue. However, the
Friends of the Cerritos Center for
the Performing Arts joined with the
school and the probation depart-
ment to ensure the continuation of
the program. Whereas the original
founders were not aware that this
program would have great thera-

peutic value, it became evident that
behavior modification and the
increase in self-esteem were having
a positive effect on the participants,
and helping them to explore and
develop their artistic talents.

Global  Perspecti ve

The use of the arts in
therapy has been practiced
since ancient times. The

ancient Jews recorded in their
writings how the harp was used to
deal with the mental problems of
King Saul: “Let our lord now
command thy an harp: and it shall
come to pass, when the evil spirit
from God is upon  thee that he
shall play with his hand and thou
shalt be well.”(l Samuel 16:16 KJV).
Fleshman & Fryrear (1981) wrote
that the ancient Egyptians utilized
concert and dance to provide
therapy for the mentally ill, and that
the Greeks used drama as a means
of dealing with emotional distress.
Coughlin (1990) wrote that the
Romans believed that poetry had a

healing quality.
Why art should be studied is a

question of concern for many
educators.  No one doubts that art
is a viable subject worthy of artistic
and academic endeavors; how-
ever, some educators believe that
art should be studied only for its
intrinsic value, while others believe
that there are values gained in the
study of art that transcend art itself
(Hamblen 1992).  Art has been an

important subject throughout the
earliest human history.  It is be-
lieved that some people first began
creating art over 25,000 years ago,
as evidenced by the paintings on
the caves during the Old Stone
Age.  In support of the study of art,
Munro (1961) wrote: “Art, perhaps
man’s highest achievement, has
mirrored the images of his time far
beyond the individual excellence of
the sculptor’s model or the painter’s
canvas” (p. 8). The historian
Kirchner (1960) wrote that  the
artists’ main concern was “their
primary objective of expressing the
deepest emotions and aspirations
of mankind” (p. 244). Hamblen
(1992) reflects these same emotions
when she claims in her writings
that art promotes creative thinking
and self-awareness, and improves
overall school performance.

Modern writers and researchers
have also addressed how the arts
can be an important tool for
counselors (Gladding, 1992;
Carroad, 1994; Simpson, 1995).
Lampela (1995) urges teachers to
address sexual orientation through

“ The Face of Love”
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the arts as a way of particularizing
diversity in the classroom. In
looking at the counseling area in
detail, Gladding (1992) states that
the school, through the use of
counseling and guidance, is the
logical setting for first-line interven-
tion.  He states that “primary
prevention focuses on modifying
environments and teaching life skills
so that individuals maintain or
enhance their mental health” (p. 2).
He also believes that students’
interest in expressive arts aids their
recall and retention.  Such observa-
tions bring validity to the support of
fine arts education, in both instruc-
tion and counseling.

The Setting

Central Juvenile Hall
School is located in the
community of East Los

Angeles, which is comprised
predominantly of Hispanic-Ameri-
can families of low socioeconomic
status.

While the school is located on
the site of Central Juvenile   Hall, a
probation facility that cares for
minors who are awaiting trial,
undergoing  adjudication, or
waiting to be sentenced, the
school is an independent institution
operated by the Los Angeles

County Office of
Education.   During
any school year there
might be as many as
11,000 students
enrolled in the school.
The average daily
attendance is usually
around 700 students.
School is in session for
247 days per year,
and the instructional
day is 300 minutes
long.  The school is
accredited by the
Western Association of
Colleges and Schools,
and the school’s vision

is: “Our school will empower
students to learn with dignity and
produce outstanding citizens of the
21st Century.”

The school is currently staffed
with 47 certificated and 24 classi-
fied personnel. The certificated staff
consists of one principal, 3 assistant
principals, a school counselor, a
school psychologist, a school
language and speech specialist,
one resource specialist, and 40
teachers. Students at Central
Juvenile Hall school range in age
from 9 to 19 years of age, and are
85 percent male and 15 percent
female.  The ethnic composition is
60 percent Hispanic, 30 percent
African-American, and the remain-
ing 10 percent consists of Whites,
Asians, and others.

The Success

The success of this program
has been highlighted by
two very commendable

presentations of the work of the
young artists at two public show-
ings.  In November of 1998,
paintings and drawings were
exhibited for public viewing at a
prestigious art gallery in Los
Angeles, California. Professional
artists throughout the area viewed
the student work and commented
on the sensitive display of emotions
and feelings that were evident in

these works of art.  The showing
resulted in several young artists
being offered assistance in entering
art schools upon their release from
incarceration.  In addition, benefac-
tors provided additional support for
the program.  One of the earliest
supporters of the extracurricular  art
program was the Adult Division of
the Los Angeles Unified School
District, which provided funding for
a professional teacher, elective high
school credit, and supplies through
Crenshaw Washington Adult
School.  A group called Friends of
Cerritos, through the Cerritos
Center for the Performing Arts,
provided both professional guid-
ance and accomplished artists to
mentor the young artists.

Following the successful presen-
tation at the Los Angeles art gallery,
a follow up presentation was held
at the Pasadena Armory in the Fall
of 1999.  Once again the public
was given the opportunity to see
the paintings and work of the
young artists, which resulted in
additional resources for the pro-
gram.

Case Studi es
 “Will” is a 16-year-old Hispanic

youth who was arrested for armed
robbery and attempted murder
associated with gang activities.
Upon entering the school, Will was
hostile to the school environment.
Having grown up in East Los
Angeles in a family that was
dysfunctional, Will did not attend
school regularly unless he was
incarcerated.  Transcripts from his
school revealed that he only
attended approximately 30 percent
of the required time.  His grades
were predominantly “F’s”, and he
read at the fourth grade level.  He
was consistently referred to the
assistant principal’s office for
counseling and discipline.

At the juvenile facility, Will was
allowed to join the extracurricular
art program.  After several weeks in
the program, his behavior in his

“An Ocean King”

Challenges in Correct ional Educat ion
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regular school
classes improved.
Whereas before he
was being referred
to the office an
average of 7 times
per week, after two
weeks in the art
program the referral
rate dropped to
approximately once
every two weeks.
The regular class-
room teachers
noticed a dramatic
improvement in his
behavior and a new
interest in improving
his reading ability.
Will stated that art
provided him with
focus and concentration that
assisted him in coping with a very
difficult life-altering situation.

 “Oscar” entered Central Juvenile
Hall School in 1998.  He became
involved in the after school art
program, and became extremely
interested in animation. A profes-
sional animator worked with him in

About the Author

developing his strong talent.  He
too came from a dysfunctional but
loving family.  He is now working
as a cartoon animator at a leading
production company.

Encor e

Through the
        ages, art has

     served as  a
means for mankind
to record its history
and to express
emotions.  This has
certainly been the
experience of the
extracurricular art
program at Central
Juvenile Hall School.
The young artists’
expressive paintings,
animations, and
drawings reflect their
emotions and their
concerns for the
environment around
them.  All who have

been a part of the program have
experienced the young artists’
improved self-esteem, ability to
relate to one another, and in-
creased value of life-long learning.
This program has provided hope
for many young people, in addition
to opening up the world of art as a
positive career route.

Dr. Arthur L . McCoy is currently Principal at Central Juvenile Hall School in L os Angeles.  He  has been an
educator for over 30 years in both Europe and the United States. He obtained his B.S. in social science and M.A. in
history from Pepperdine University, and his Ed.D in educational administration from the University of Southern
California.
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31

M ore than 134,000 youth are
in custody in more than
3,700 public and private ju-

venile correctional facilities in the
United States (Sickmund, 2002).
Many youth enter correctional facili-
ties with a range of intense educa-
tional, mental health, medical, and
social needs. Large numbers of incar-
cerated juveniles are marginally liter-
ate or illiterate and have experienced
school failure and retention (Center
on Crime, Communities, and Culture,
1997). These youth are also dispro-
portionately male, poor, minority, and
have significant learning and/or be-
havioral problems that entitle them
to special education and related ser-
vices. All youth in juvenile corrections,
those in short- term detention and
those committed to correctional fa-
cilities, are entitled to education ser-
vices (Leone & Meisel, 1997). In ad-
dition, youth with disabilities are en-
titled to specific substantive and pro-
cedural rights associated with special
education assessment and service
delivery under the Individuals with
Disabilities Education Act (IDEA) (20
U.S.C. 1401 et seq).

Overrepresentati on of
Youth with Disabili-
ties

A  disproportionate number of
students with disabilities are
placed in public and private

facilities across the country. The esti-
mated prevalence of adolescen ts
with disabilities ranges from 30 to
70% of those incarcerated (Ruther-
ford, Nelson, & Wolford, 1985 ;
Murphy, 1986). The most prevalent
disabling conditions among youth
are learning d isabilities and emo-
tional/behavioral disorders (Quinn,
Rutherford, & Leone, 2001).  A more
recent national survey of youth
served in special education in juve-
nile corrections found rates as high
as 72% in one state and rates below
10% in others (EDJJ, 2002).

The variability in prevalence rates
and service delivery rates for youth
with disabilities is influenced by sev-
eral factors. These include inad-
equate special education screening
and assessment, inconsistent defini-
tions of disabilit ies, and difficulty
implementing special education pro-

grams in some jurisdictions. These
problems are exacerbated by inad-
equate mechanisms for transfer of
records between public schools and
correctional institutions (Leone, 1994;
Rutherford, Quinn, Leone, Garfinkel,
& Nelson, 2002).

Several theories have emerged
to explain the over-representation
of youth with disabilities in correc-
tions (Rutherford et al., 2002).
These include school failure,
susceptibility, and differential
treatment. The school failure theory
posits that juveniles with learning
and/or behavior problems perform
poorly academically, usually drop
out of school, and ultimately
become involved in delinquent
activity. The susceptibility explana-
tion suggests that characteristics
associated with disabling condi-
tions are associated with poor
judgment and greater likelihood of
involvement in delinquent activity.
The differential treatment theory
suggests that juveniles with
disabilities are treated more puni-
tively at all stages of the juvenile
justice system when compared to

Special Educat ion Programs for Youth with
Disabilities in Juvenile Correct ions

PETER E. LEONE, PH.D., SHERI M. M EISEL AND WILL DRAKEFORD

Abstract

Special education services are available to youth with disabilities in many juvenile correctional facil ities in the United
States. However in recent years, parents and advocates have challenged the adequacy of services in many states. This
article briefly discusses the overrepresentation of  youth with disabilities in juvenile corrections, reviews the role of
education and literacy in facil itating positive adult outcomes, and suggests differential goals for education programs in
short-term versus long-term institutions. The requirements of the Individuals with Disabilities Education Act (IDEA)
provide a f ramework for discussion of  special education service delivery and the paper concludes with an examination of
challenges facing correctional educators.

Challenges in Correct ional Educat ion
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their non-disabled peers. Although
empirical evidence to support these
theories is scant, a significant
number of students with disabilities
continue to be detained and
committed to juvenile correctional
facilities. Appropriate educational
programming can reduce
overrepresentation and assist youth
in remaining out of corrections.

Education and Reha-
bilitation

Education is an essential com
ponent of treatment and reha
bilitat ion  for in carcerated

youth and is the foundation for pro-
gramming in many juvenile institu-
tions (Office of Juvenile Justice and
Delinquency Prevention, 1994).
Helping youth acquire educational
skills is also one of the most effective
approaches to the prevention of de-
linquency and the reduction of recidi-
vism. Literacy skills are  an essential
component of education to meet the
demands of a complex, high- tech
world. Higher levels of literacy are
associated with lower rates of juve-
nile delinquency, rearrest, and recidi-
vism.

While illiteracy and poor aca-
demic performance are not direct
causes of delinquency, empirical
studies consistently demonstrate a
strong link between marginal
literacy skills and the likelihood of
involvement in the juvenile justice
system. Most incarcerated youth lag

two or more years behind their age
peers in basic academic skills, and
have higher rates of grade reten-
tion, absenteeism, and suspension
or expulsion. For example, a
national study found that more
than one-third of incarcerated
adolescents read below the 4th
grade level (Project READ, 1978).
The negative consequences of
marginal literacy extend beyond
the greatly heightened risk for
incarceration in adolescence, to
poverty and unemployment in
adulthood. The rate of poverty
among those in the labor force
without a high school diploma is
approximately three times that of
high school graduates (Bureau of
Labor Statistics, 2001; Wm. T. Grant
Foundation, 1989). Eighteen to
twenty-three year olds least profi-
cient in the basic skills of reading
and mathematics are more likely to
be unemployed, living in poverty,
and not enrolled in any type of
schooling.

During the 25 years since passage
of the IDEA, many juvenile correc-
tional facilities have developed spe-
cial education services for youth with
disabilities. However, in a number of
jurisdictions, services have not been
available, or become available only
after l itig ation  and  prot racted
strug gle betw een advocates for
youth and the agency operating the
correctional institution. Education
services for youth with disabilities in
juvenile correct ion set t ing s are

shaped by institutional practices and
policies and by the academic and vo-
cational curriculum in the facilit y.
Appropriate special education ser-
vices for youth with disabilities in-
clude implementation of instructional
strategies to address learning or be-
havioral problems; involvement of
parents, guardians, or surrogates;
and provision of transition services for
youth released to the community. In
addition, disciplinary accommoda-
tions for youth with disabilities need
to identify whether or not behavioral
problems are a manifestation of a dis-
abling condition. Youth with learn-
ing disabilities, emotional or behav-
ioral disorders, attention deficit hyper-
activity disorder (ADHD) and devel-
opmental disabilities are more likely
to have difficulty complying with and
responding to rules and regulations
w ithin  corrections. For example,
when facility staff do not receive train-
ing to help them work effectively with
incarcerated youth with disabilities,
the characteristics typically associated
with ADHD, including impulsivity, dif-
ficulty follow ing directions, and
poorly developed problem-solving
skills, may be interpreted as defiance
or hostility that warrants disciplinary
sanctions.

Youth with disabilities who do not
receive appropriate special education
and related services may receive more
disciplinary infractions for alleged mis-
behavior and be more vulnerable to
disciplinary confinement and to ex-
clusion from the correctional educa-

While il literacy and poor academic performance are
not direct causes of delinquency, empirical studies
consistently demonstrate a strong link between mar-
ginal literacy skil ls and the likelihood of involvement in
the juvenile justice system.
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tion program (Leone, 1994). Confine-
ment on segregated housing units is
a common form of discipline in cor-
rectional facilities that often includes
temporary removal from education
and special education services. When
juvenile correctional education pro-
grams fail to identify and assess youth
suspected of having disabling condi-
tions; fail to develop or implement
IEPs (individualized education pro-
grams), or provide accommodations
within education programs, they vio-
late both state and federal statutes
and regulations for special education
services.

Unfortunately, the lack of
attention to the educational rights
of delinquent youth is part of a
disturbing trend in corrections to
provide youth with minimal
services. In recent years, advocates
have initiated class-action litigation
to challenge inadequate educa-
tional practices in juvenile correc-
tional facilities in over 20 states
(Leone & Meisel, 1997). Although
rates of juvenile offending continue
to decline (Snyder, 1998) the
media’s negative portrayal of
troubled youth distorts the extent
and nature of delinquency and
may also erode public support for
correctional education programs.
While appropriate education
services are provided to incarcer-
ated youth in some states, many
jurisdictions struggle to implement
appropriate education programs in
juvenile corrections.

Jails, Detention
Centers, and Other
Short-term Facil ities

The average length of stay for
juveniles committed to publicly
operated juvenile correctional

facilities is about 6 months, but for
youths detained in jails, detention
centers, and other short-term facili-
ties the average length of stay is just
37 days (Snyder & Sickmund, 1999).
Effective education pro grams in

short-term facilities should focus on
literacy, life skills training, and an ex-
tensive diagnostic system for the edu-
cational, vocational, and social, emo-
tional, and behavioral assessment of
youths. With regard to literacy, edu-
cators in detention centers and jails
need to use a range of materials and
strateg ies to ensure that all youth
have successful experiences in the
classroom. For example, newspapers,
driver education manuals, popular
magazines and song lyrics all contain
information that most adolescents
find interesting . Similarly, l ife skills
training on topics such as alcohol and
other drug use, sexually transmitted
diseases, legal rights and responsibili-
ties, and career exploration, can pro-
vide content for stimulating presen-
tations and discussions in a detention
center classroom.

I n detention centers and jails
where the lengths of stay are highly
variable and student turnover is high,
a short-term curriculum based on lit-
eracy, life skills, and comprehensive
assessment can be structured to per-
mit students with a wide range of
ability levels to receive quality educa-
tion services. Teachers can break ac-
tivities into units that may last a day
or two and that provide the oppor-
tun ity for stud en ts at d ifferin g
achievement levels to experience suc-
cess. The education program in a
short-term facility can also provide a
positive school experience for youth
who may have very negative feelings
about their educational programs
prior to incarceration.

Traini ng Schools and
Other Long-term
Facil ities

I n contrast to programs in short-
term facilities, education programs
in training schools or long-term fa-

cilities need to offer a comprehensive
range of programs and options for
youth. At a minimum, correctional
education programs in long-term fa-

cilities need to provide:
•  Literacy and functional skills in-

struction for students with sig-
nificant cognitive, behavioral, or
learning problems;

•  Special education services and
supports;

•   Academic courses associated
with Carnegie units (or units of
instruction that meet state stan-
dards) for students likely to re-
turn to public schools or who
may earn a diploma while incar-
cerated;

•   GED preparation and testing for
students not likely to return to
public schools; and

•  Pre-vocational and vocational
education related to student in-
terests and meaningful employ-
ment opportunities in the com-
munity.

Special Education in
Juveni le Corrections

Although incarcerated youth eli-
gible for special education services
are entitled to the same substantive
and procedural rights afforded to
youth in public schools, correctional
facilities have been slow to respond
to the requirements of the IDEA,
Americans with Disabilities Act (ADA),
Section 504 of the Vocational Reha-
bilitation Act, and other applicable
laws. Since passage of the IDEA in
1975, (formerly known as PL  94-142
and the Education for All Han di-
capped Children Act), the predomi-
nant concern in public schools has
shifted from providing access to spe-
cial education services to ensuring
quality outcomes for youth with dis-
abilities. In contrast, providing basic
access to adequate special education
services continues to be a challenge
in many juvenile correctional facilities.

While nearly all states have com-
pulsory attendance laws and provide
educatio n services throug h local
school districts (Morris, 1980), chil-
dren with disabilities are entitled to

Challenges in Correct ional Educat ion
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special education services through
federal legislation and corresponding
state statutes or regulations. The
IDEA, through the spending power
of Congress, mandates that states re-
ceiving federal support for education
of students with disabilities, ensure
that all eligible students receive a free
appropriate public education. IDEA
was landmark legislation in that it
granted to parents of children with
disabilities and those suspected of
having disabilities, procedural and
substantive rights concerning the as-
sessment, identification, and educa-
tion of their children.

Identi fication and
Assessment

U nder IDEA, children with
disabilities are defined as
having “mental retardation,

hearing impairments, including
deafness, speech or language
impairments, visual impairments
including blindness, emotional
disturbance, orthopedic impair-
ments, autism, traumatic brain
injury, other health impairments,
specific learning disabilities, deaf-
blindness, or multiple disabilities.”
To be eligible for special education
services under this definition,
students must:  (1) have one or
more of the identified  disabilities;
and (2) the disability must adversely
affect his or her education.

Specifically, IDEA requires that
public schools and state-operated
programs, such as juvenile correc-
tional facilities, base eligibility deter-
minations on nondiscriminatory as-

sessments and parents must consent
to the assessment and evaluation pro-
cess. In order to assess students sus-
pected of having a disability, correc-
tional education programs must ob
tain parents’ permission to evaluate,
use a variety of nondiscriminatory as-
sessment tools to conduct the evalu-
ation, and must conduct the evalua-
tion in the child’s native language.
Timelines vary among jurisdictions; in
general, students must be assessed
and an eligibility determination meet-
ing must be held no later than 60
days after referral. Students must be
reassessed at least once every three
years but parents and teachers may
request a reevaluation at any time.

Many youth who are detained or
committed to juvenile corrections
have previously been assessed and
identified as eligible for special edu-
cation services, and were receiving
special education and related services
in the public schoolsprior to their in-
carceration. A difficulty faced by
many correctional education pro-
grams is the failure of public schools
to send records to correctional facili-
ties in a timely manner. Other youth
in juvenile corrections have been out
of school prior to their incarceration;
locating the most recent records for
those youth can be difficult. Still other
youth in juvenile corrections have
never been identified nor referred for
special education services in spite of
a history of school failure and char-
acteristics that might be associated
with disabling conditions.

IEP Development

U nder IDEA, each eligible stu
dents is entitled to a Free Ap
propriate Public Education

that involves an Individualized Edu-
cation Program (IEP) designed to pro-
vide “educational benefit” to the stu-
dent. The program may include re-
lated services such as counseling or
speech therapy if they are required
for the student to benefit from spe-
cially designed instruction. Decisions
about the type and amount of spe-
cial education services must be indi-
vidualized for the unique needs of
each eligible student. The IEP should
not be based on the type of special
education or related services available
in the juvenile facility, the availability
of space, or administrative conve-
nience. IEPs are nominally developed
at a meeting that includes the stu-
dent, his or her parents or guardian,
teachers, and other school represen-
tatives. Typically, educators develop
a draft of the IEP before the meeting
and solicit in put from other team
members. An IEP should include a
statement of the student’s current
level of educat ional performance,
annual goals, short-term instructional
objectives, and special education and
related services that will be provided.
The anticipated duration of services
and criteria and procedures to assess
attainment of objectives are also com-
ponents of the IEP. In addition, the
IEP should document the persons in
attendance at the meeting convened
to discuss eligibility and develop the
IEP.

Reauthorization of IDEA in 1990

A difficulty faced by many correctional education pro-
grams is the failure of public schools to send records to
correctional facilities in a timely manner.
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included transition requirements
which were defined as goals and a
coordinated set of activities that pro-
mote movement from school to post-
school activities. For youth age 14,
transition goals must identify neces-
sary course work and at age 16,
goals related to post-seco ndary
school and/or work should be in-
cluded in each IEP. These post-school
activities include: post-second ary
education, vocational training, inte-
grated employment, continuing edu-

cation, adult services, and indepen-
dent living or community participa-
tion. These activities must take into
account the individual student ’s
needs, preferences, and interests.
They must include instruction, com-
munity experiences, post-school adult
living objectives, and, if appropriate,
the acquisition of daily living skills.

Transition from a correctional fa-
cility to the community requires ad-
ditional supports from correctional
education staff,  personnel from the
public schools, and other commu-
nity-based programs such as mental
health and social services. The qual-
ity of educational and vocational ser-
vices for students becomes contin-
gent upon successful interagency col-
laboration. Transition services need to
be developed and implemented by
the IEP or transition team. This team
engages in a systematic process of
decisionmaking that includes deter-
mining eligibility for special education
services, planning for appropriate
placement in cooperation with cor-
rectional counselors and other staff.

This team generally inclu des the
youth, special educators, general
educators, related services personnel,
family members, and community
agency personnel. The team is instru-
mental in developing IEPs that in-
clude transitional services and goals,
and providing  appropriate educa-
tional, vocational, and related ser-
vices to juveniles with disabilities.

Students incarcerated in short-
term detention centers are entitled to
the education services specified on

their IEPs. Rather than going through
a lengthy process of developing a
new IEP, existing IEPs that approxi-
mate the level and type of services
previously provided can be imple-
mented in detention settings after
review and discussion by the team.

Meeting the Chal -
lenges

Problems implemen t in g
qualit y acad emic p ro
grams within juvenile cor-

rections are frequent ly associated
with characteristics of incarcerated
youth, the operation of the facilities,
and the quality of connections be-
tween the public schools and the cor-
rectional education program. Youth
enter correctional settings with skill
deficits, behavior problems, and sub-
stance abuse issues that present diffi-
culties in educational programming.
At the same time, juvenile correc-
tional institutions often have limited
capacity to support appropriate edu-
cational interventions for the youth

confined to their care and custody.
Lack of adequate space, overcrowd-
ing, insufficient fiscal resources, and
ineffective governance all interfere
with providing appropriate education
services to youth (L eone, Price, &
Vitolo, 1986). Too many correctional
education programs have unquali-
fied and underpaid teachers who are
isolated from the public schools and
who do not have access to adequate
professional development opportuni-
ties. L ack of collaboration among

treatment, security, and education
staff within juvenile correctional fa-
cilities compounds other problems
(Meisel, Henderson, Cohen, & Leone,
1998). Another difficulty associated
with providing education services
and special education services in cor-
rectional settings is the myriad of ad-
ministrative and funding mechanisms
governing education for incarcerated
juveniles across the United  States
(Wolford, 2000). Without adequate
staff and support, the education ser-
vices frequently fail to meet the mini-
mal standards required by IDEA and
related state statutes and regulations
(Leone & Meisel, 1997; Leone, 1994).

Education services, whether op-
erated by a juvenile corrections
agency, the state department of edu-
cation, or a local school district, are a
low priority for many correctional ad-
ministrators. In order to provide edu-
cation services for youths with disabili-
ties, juvenile corrections programs
need to meet minimum standards as-
sociated w ith public school pro-
grams. Under current arrangements,

Correctional education programs, with some excep-
tions, often do not have the autonomy, administrative
arrangements, and fiscal  resources necessary to pro-
vide a quality education to incarcerated youths.

Challenges in Correct ional Educat ion
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the infrastructure needed to support
quality education programs is miss-
ing in many jurisdictions. Correctional
education programs, with some ex-
ceptions, often do not have the au-
tono my, administrative arrange-
ments, and fiscal resources necessary
to provide a quality education to in-
carcerated you th s.  I n ord er to
strengthen programs and ensure eli-
gible youthsreceive special education
services, correctional education pro-
grams need to 1) develop stronger
ties to public school programs, 2)
have fiscal and administrative au-
tonomy from the correctional agency,
and 3) meet standards associated
with public school programs. In ad-
dition, correctional education pro-

grams should be included in moni-
toring and oversight activities of spe-
cial education services that are con-
ducted by state departments of edu-
cation.

While special education policies
and guidelines developed by state
and local education agencies may be
more applicable to commu n ity
schools than to correctional facilities,
strategies are available to ensure that
incarcerated youth with disabilities re-
ceive the services they need and to
which they are entitled (Rutherford
et al, 2002). For example, meaning-
ful parental involvement in IEP meet-
ings is difficult when youth are incar-
cerated far from their homes, but al-
ternative methods such as schedul-
ing the meetings to coincide with
facility visitation schedules, use of a

speaker telephone, and selection and
training of parent surrogates can be
very effective. With regard to identifi-
cation of youth with disabilities, men-
tal health and line staff in correctional
facilities may recognize youths’ spe-
cial needs and can contribute impor-
tant information to the screening and
referral process for special education.

Youth in juvenile corrections are
entitled to appropriate education ser-
vices by state and federal statutes.
More importantly though, appropri-
ate services that assist youth with dis-
abilities become academically more
competent, spark a career interest, or
provide new possibilities for the fu-
ture, have the potential to help youth
escape from a dead-end cycle of de-

linquency and failure. Well-developed
and adequately supported academic
programs can assist some youth in
becoming literate and other youth
consider post-secondary education
and training. Pre-vocational and vo-
cational programs can expose youth
to job options, teach employability
skills, and provide entry-level training.

Despite compelling evidence
that increased literacy skills
promo te pro-so cial out -

comes, education programs in many
juvenile correctional facilities are in-
adequate. Appropriate educational
services in juvenile corrections may
not be a priority when the school pro-
gram and security functions have to
compete for limited resources. In spite
of a host of problems associated with

education services in juvenile correc-
tions, quality programs have been de-
veloped in some facilities. Several
studies provide evidence that incar-
cerated students with a history of
school failure, disabilities, and poorly
developed academic skills can make
significant achievement gains with in-
tensive instruction in a short period
of time (Malmgren & Leone, 2000;
Drakeford, 2001). Correctional insti-
tutions can support education by
making reading and literacy a high
priority, providing opportunities for
students to do homework on the liv-
ing units, inviting community mem-
bers to serve as mentors to youth,
and celebrating academic achieve-
ments, both large and small, of their

students.
Educational attainment is highly

correlated with rates of re-offending
(Center on Crime, Communities, and
Culture, 1997). Higher levels of aca-
demic competence are associated
w ith low er rates of recid ivism.
Communitiesand courts that are se-
rious about keeping delinquent
youth from re-offending and out of
adult corrections, will ensure that the
education programs in juvenile cor-
rections meet statutory requirement
and enable youth to develop new
skills. While these steps will not deter
all youth from further troubles, well-
developed education programs for
youth with disabilities and other stu-
dents in juvenile corrections, will en-
sure that fewer youth persist in crimi-
nal behavior.

A difficulty faced by many correctional education pro-
grams is the failure of public schools to send records to
correctional facilities in a timely manner.
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I n the United States all students are
guaranteed a free and appropri
ate public education, including

students receiving their education in
a juvenile correctional facility. The im-
portance of receiving an appropriate
education is highlighted in a study
conducted by the Center on Crime,
Communities and Culture (Spectrum,
1998). The study found that the rates
of recidivism for adult offenders was
very high, ranging from 41% to 60%.
The study noted that “according to
the Federal Bureau of Prisons, there
is an inverse relationship between re-
cidivism rates and education. The
more education received, the less
likely an individual is to be re-arrested
or re-imprisoned.” The report went
on to recommend quality education
for juvenile offenders, the rationale
being that the earlier the interven-
tion, the greater the impact (Spec-
trum, 1998). This data is corroborated
by research that shows a correlation
between more serious offenses be-
ing committed by individuals w ith

larger deficits in basic skills as com-
pared to moderate offenses  more
often committed by individuals with
h igh er acad emic ach ievemen t
(Archwamety & Katsiyannis, 2000).

Adjudicated youth are a particu-
lar challenge to teach (Gunter &
Reed, 1997). Students in  juvenile
correction facilities often fall far be-
low their academic grade level. In the
content areas, reading is of special
concern, with the national average
reading level for adjudicated youth
being third grade. In fact, an ex-
tremely large proportion of adjudi-
cated youth are functionally illiterate
(Curcio, 1995). For these students the
education provided by the correc-
tional facility is their last bastion, it is
their final opportunity to gain aca-
demic knowledge and skills.

Conventional wisdom has been to
emphasize basic skills such as phon-
ics, spelling, and math facts; the as-
sumption being these skills w ould
best serve them in the real world. This
commonly held belief resulted in an

emphasis on basic skills, while ne-
glecting higher level thinking skills
and problem solving activities in the
curriculum scope and sequence. Ac-
cording to a study done by the U.S.
Department of Education of forth
correctionalfacilities, a change in the
paradigm is recommended. Along
with basic skills there is a need for a
“focus … on comprehension ad prob-
lem-solving relevant to life outside the
institution” (Pfannenstiel, 1993).

The state of Minnesota, where this
research was done, has made great
effort and progress in implementing
a standards based education curricu-
lum into its regular schools. Content
standards have been articulated in
every content area and are evaluated
through performance assessment. In
accordance with Minnesota law all
students must meet standards in their
educational curriculum and  these
standards must be evaluated through
performance assessment. This state
requirement extends to students in
correctional facilities (Minnesota Chil-

Performance Assessment in Juvenile
Correction Education Programs

SHERYL FEINSTEIN, ED.D.

Abstract

The purpose of  this qualitative research study was to understand and describe the impact of implementing performance
assessment on secondary students in facil ities designed for adjudicated youth using a case study design. A social studies
teacher and math teacher evaluated academic understanding of content standards through performance assessment. Twenty
male students were involved in the study, ranging in age from twelve to eighteen. Data collection involved gathering
observational notes and conducting semi-structured, open-ended interviews with students and faculty. Results of the study
found all students were able to receive a passing grade on their performance assessment and student perceptions were
positive. Elements embedded in the performance assessment that led to student success and satisfaction included address-
ing different learning styles with non-linguistic activities, setting small goals and individualizing assignments. When prop-
erly implemented, students enjoyed the performance assessment, were motivated by it, and believed they had an easier time
retaining the information.
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dren, Families, and L earning, 2001).
Inclusion of adjudicated youth in the
standards movement is considered to
be one of the greatest challenges
facing educators (Johnson, Kimball,
Brown, & Anderson, 2001).

Performance assessment differs
from standardized testing in that stan-
dardized tests focus on facts and rote
memorization, while performance
assessment focuses on higher level
thinking skills and problem solving.
The purpose of performance assess-
ment is to include the abilities to read,
w rite, problem solve, and apply
knowledge to meaningful tasks in
real life situations. The following ele-
ments are included in performance
assessmen t: collaboration , higher
level thinking skills, individualization
for student aptitudes, interests, learn-
ing styles, presentation to an audi-
ence, and they are administered over
an  extensive p eriod  of t ime
(Wookfolk, 2001). The purpose of this
research study was to understand
and describe the impact of perfor-
mance assessment on secondary stu-
dents in a facility designed for adju-
dicated youth usin g a case study
design.

Met hod

Sampl e

T he sample group involved in
this case study w as incarcer
ated at a correctional facility in

ruralMinnesota. Twenty students par-
ticipated in the study. All students
were male, ranging from 12 to 18
years of age. Students were placed

in the program from the states of
Minnesota, Montana, Nebraska,
South Dakota, and Iowa. The aver-
age offender stay was nine months.
The most common offenses giving
rise to students being sentenced to
this facility were drug dealing, rape,
and grand theft auto.

The average reading level of the
students involved in the study was
second grade seven months. Two-
thirds of the students had been iden-
tified as having special needs and
had been placed on an Individual-
ized Education Program (IEP). An IEP
is a legal document included in the
Individuals with Disabilities Education
Act (IDEA) that ensures the education
program will be individualized to
meet special education stud ents’
needs. The large proportion of stu-
dents on IEP’s in this facility is com-
mensurate with national numbers in
correctional facilities (Archwamety &
Katsiyannis, 2000).

Instrumentation

Data was collected by gather
ing observational notes and
condu cting a semi-struc-

tured, open-ended interview  with
students and faculty in two subject
areas, social studies and math. The
social studies teacher had over ten
years of teaching experience, this was
her first year in a correctional facility.
The performance assessment  she
implemented was in the area of ge-
ography. Students were to demon-
strate an understanding of regions
of the world. The math teacher had
begun his teaching career one year

prior to this research. The perfor-
mance assessment undertaken in the
area of math dealt with chance and
data handling.

A protocol for observation was
designed to record a portrait of the
subjects, reconstruction of conversa-
tions, and an account of specific
events and activities. The purpose of
these observations was to discover
what actually happened in the class-
room. How were the performance
assessments organized? How did the
teachers and students act? What ac-
tivities and discussions ensued? The
observations not only illuminated
what happened in each class, they
also assisted in designing the inter-
view questions.

The interview schedule was de-
signed specifically for this study and
consisted of ten items. Using the in-
terview schedule ensured specific in-
formation w ould be gathered , a
semi-structured approach was em-
ployed to allow for follow-up re-
sponses. Depending on the subject’s
response, the researcher asked addi-
tional questions to probe deeper re-
sponses and increase the richness of
the data. The interview s aided in
determining participants’ perspec-
tives on their educational experience
with performance assessment, an
effort was made to go beyond report-
ing the details of their experience to
a discussion of their feelings and
thoughts. During the second inter-
view the researcher made an effort
to clarify and follow-up on discussions
from the initial interview. This process
is in line w ith qualitative research’s
purpose of revealing meaning with

The purpose of performance assessment is to include
the abil ities to read, write, problem solve, and apply
knowledge to meaningful tasks in real l ife situations.

Challenges in Correct ional Educat ion
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an exploratory and descriptive focus.
It was a flexible and evolving emer-
gent research design.

A content analysis was done of
the student interviews, teacher inter-
views, and observations. As catego-
ries emerged they were coded. As the
research progressed patterns and re-
lationships were discovered.

Procedure

Observations and interviews
were conducted beginning
in April, 2001 and contin-

ued over a four month period, end-
ing in July, 2001. Each room w as
observed twice for a forty minute
period while the performance assess-
men t  w as bein g  implemen ted .
Teachers and students were inter-
viewed twice, once midway through
the performance assessment  and
once at the conclusion of the perfor-
mance assessment. Interviews took
place in the correctional facility and
field notes were taken during the in-
terviews. Each teacher interview took
one hour. All twenty students were
interviewed individually, and each in-
terview lasted approximately twenty
minutes.

Resul ts

1. All students were able to receive
a passing grade on their performance
assessment, implying that students in
correctional facilities are capable of
succeeding at performance assess-
ment. Elements embedded in perfor-
mance assessment give clues as to
ways these students will achieve aca-

demically. These strategies include
addressing different learning styles
with non-linguistic activities, creating
small goals, and individualizing as-
signments.

Students liked the hands-on na-
ture of performance assessment .
While reading was still an intricate
part of instruction, much of the ma-
terial was delivered non-linguistically.
Research has shown this increases
academic achievement in regular K-
12 sch oo ls (A rmst ron g , 1994 ;
Marzano, 2001), so it was interest-
ing to note that this also positively
impacted students in correctional fa-
cilities. By watching videos, working
with maps, and creating maps stu-
dents had the opportunity to ap-
proach the subject matter in a vari-
ety of ways. When reading was re-
quired it w as primarily done as a
group; a proper strategy, because so
many of the boys had difficulty read-
ing.

The social studies teacher believed
the students were taking the activity
very seriously. She said, “Replacing
the reading with hands-on activities
was great, because they are such
poor readers. They have gotten more
from discussions and drawing and
maps than from just reading.” When
students were asked their reaction to
the activity one boy said, “ I loved
drawing, learned a lot about it, I usu-
ally have t roub le remembering
things… Liked hands-on things, don’t
like reading so much ‘cause [I] can’t
read well.”

Infused into the hands-on instruc-
tion was an element of creativity. The
creativity the performance assess-

ment invited was a motivator and
allow students a freedom to express
themselves. The teacher commented,
“They really enjoy the artistic freedom
versus the structure of some lessons.”

The math teacher employed
hands-on instruction; using items
such as calculators, spinners, comput-
ers, andbaseball cards with statistics.
Unfortunately, this was not met with
success, largely due to the fact there
was not enough equipment for ev-
eryone. Not having  an adequate
number of calculators frustrated stu-
dents, particularly when they were
required to find the mean and stan-
dard deviation. Integrating technol-
ogy into the performance assessment
was a positive strategy, but students
were not adequately supervised on
the computers, which led to visiting
pornographic sites. The teacher com-
mented, “When we w ere writing on
computers some went to ‘romance
sites,’ which is an inappropriate site.”

Breaking the performance assess-
ment into smaller attainable assign-
ments enabled students to set rea-
sonable goals for themselves. Goal
setting enhances academic success
for all students (Marzano, Pickering,
Pollock, 2001), but it is particularly
important for adjudicated youth. Ju-
venile correctional facilities have a
continual turnover of students. Many
students enter the facility midway
through a content unit or are re-
leased or reassigned before they
complete a unit. Small goals allow
everyone to have a sense of accom-
plishment. Even students that are in
attendance for an entire unit, small
goals are more attainable, as op-

Goal setting enhances academic success for all stu-
dents, but it is particularly important for adjudicated
youth.
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posed to being overwhelmed by an
entire project.

The social studies instructor broke
the performance assessment into seg-
ments, explaining each task to the
students as they progressed. In this
way students had small goals and
could chart their progress. One boy
commented, “ L iked learning new
things about a new country. I like
d raw in g  th e maps an d  the
worksheet. L earned a lot, nothing
didn’t like. It was fun.”

Much of the frustration of the
math students came from feeling like
there was no end to the project. The
teacher began by reading directions
for the entire performance assess-
ment, which was going to amount
to approximately a month of work for
the students. This instantly over-
whelmed students. When asked stu-
dents’ perception of this activity, the
communal respon se was “ it w as
hard.” One student seemed to speak
for the others by saying, “hated it,
boring, took too long.”

Finding the appropriate academic
level and individualizing assignments
was imperative if the teacher w as
going to challenge students, but not
frustrate them. The math teacher was
unable to find the correct level of
math for his students and made no
effort to individualize the curriculum.
The teacher did very little ground-
work before attempting this project
and then failed to properly individu-
alize the tasks. This created a very
unpleasant classroom climate, not
conducive to academic gains. Anxi-
ety was further increased when stu-
dents were required to work with
over one hundred numbers w hen
finding mean, median, and standard
deviation. This resulted in students
giving up or allowing one or two stu-
dents to do the work for the entire
class. One boy said, “Didn’t under-
stand it. Didn’t make graph, partner
did. Liked rolling the dice, but took a
long time to learn anything.” Others

also commented on the length of the
assignment.

When interviewed the teacher
voiced his concern, “People at differ-
ent levels, the project took a life of
itsown, some didn’t understand stan-
dard deviation, variance, or mean.
Didn’t have enough calculators so
some gave up. Some made gains,
next time they’ll do better; others
probably have a bad taste in their
mouth for stats.” A student voiced his
dissatisfaction, “ Some could have
moved ahead and others worked on
it. Had to roll the dice so many times
people were cheating. Didn’t like
anything about it. Baseball cards
were all right. I want to work in the
math packets. Took a whole month.”

The frustration felt by the students
ultimately affected classroom man-
agement. The teacher commented,
“Some wanted [math] packets back,
this is out of their routine, have
trouble seeing where this relates to
them. Harder for discipline because
out of routine.” This teacher consis-
tently had the most discipline prob-
lems and issues with students when
compared to all teachers at the cor-
rectional facility. This became more
serious during this activity, the level
of difficulty could be seen in the fact
that line-staff began “ bribing”  the
boys with soda-pop if they’d behave
during the class.

Social studies on the other hand
was able to individualize the project,
students were able to investigate the
topic of their choice in the geo-
graphic region. The teacher also
guided students to complex or simple
concepts and processes in geogra-
phy according to their ability. The
teacher said, “They were very enthu-
siastic and really enjoyed learning
about the Alps, the Mediterranean
Sea, and other geographical and
cultural information about Italy. They
will always have a mental map of Italy
the boot and Sicily the rock the boot
is kicking. A student said, “Liked mak-

ing maps and flags. Liked choosing
what kind of map and each having
own map to do.”

2. A fundamental element of per-
formance assessment is collabora-
tion, which was a challenge in the
juvenile correction educat ion pro-
gram. Students had a great deal of
difficulty working cooperatively with-
out direct teacher supervision. I n
both the social studies and math
classes it was necessary for students
to work independently in order to
avoid management problems and
ensure productivity.

3. Performance assessment  in -
volves presenting to an audience.
These students generally have few
opportunities to be recognized for
their work. As a culminating activity
students shared the information de-
picted on their map with the rest of
the class and other teachers. Students
were eager to place their maps on
the walls and show others what they
had produced. The social studies
teacher commented on student re-
action to showing their maps to fel-
low students, line-staff, and teachers
in the program, “ Positive reinforce-
ment came when they shared their
maps with others; they were eager
to show it off. [It was a} positive learn-
ing experience for the students. Cre-
ative, imaginative activities.”

I mpli cat ions

M uch of what is true about
best practice in teaching
applies both to a juvenile

correction education program and a
regular classroom. Teacher training
is imperative, teachers must be
equipped with the knowledge and
the materials to implement perfor-
mance assessment. It is my observa-
tion that the social studies teacher
was an excellent teacher who de-
signed well-constructed lessons that
were interactive. This set the stage
for a smooth transition into perfor-

Challenges in Correct ional Educat ion
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mance assessment. The teacher ap-
proached this new endeavor with a
very positive attitude. She coupled
that with putting a great deal of time
and effort into preparation. It is not
surprising that her students met suc-
cess.

The math teacher on the other
hand was ill-equipped to deliver per-
formance assessment  in his class-
room.  He neither had the prior
knowledg e, nor did he have the
materials to implement the perfor-
mance assessment. This resulted in
frustration for the students and the
teacher. Teacher in-service on perfor-
mance assessment, and more time
given to preparation would have
enabled the teacher to deliver instruc-
tion in a more suitable fashion.

Instructional strategies infused in
performance assessment met with
student satisfaction. Students profited
from receiving instruction non-linguis-

tically. Many had already failed in tra-
ditional schools that heavily empha-
sized reading and w riting, so includ-
ing visuals and hands-on activities
complemented the varied learning
styles. Setting small goals and divid-
ing activities into smaller parts assisted
students in charting their own suc-
cess. Individualizing work enabled
individual academic abilities and in-
terests to be accommodated.

Teach ers an d stud en ts com -
mented on the lack of routine when
implementing a performance assess-
ment. This was disturbing to some
students; many of whom found a
true comfort in the routine of tradi-
tional instruction methods, in particu-
lar the individualized lesson packet.
A balan ce needs to be found be-
tween the comfort of routine and
exploring new strategies.

Due to the collaborative nature of

performance assessment, integrating
social skills training into the content
areas would be beneficial. Most stu-
dents in correctional facilities are re-
ceiving anger management training,
in divid ual th erapy,  and  g roup
therapy. Performance assessment af-
fords a perfect opportunity to incor-
porate, in a concerted manner, so-
cial skills in the academic setting.

When implemented correctly, stu-
dents enjoyed the performance as-
sessment, were motivated by it, and
believed they had an easier time re-
taining the information. When ex-
ecuted poorly, it frustrated students,
few academic gains were made, and
there were more discipline problems
than with traditional class activities.
Ultimately, there is a place for stan-
dards to be evaluated through per-
formance assessment in juvenile cor-
rection education programs.
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Cornerstone Design/Building Project
Alameda County

M IKE BECKETT

A lameda County is offering a
new program for alternative
education students that

provides training in architectural
design skills.  At the beginning of
the 2002-03 school year, the
Alameda County Office of Educa-
tion, in association with the
Cornerstone Foundation for
Education Achievement (CFEA),
began a series of classes at Camp
Sweeney Education Center, a
medium-term (six to nine months)
camp setting operated by the
Alameda County Probation Depart-
ment.  In this performance-based
pilot project, two teams of seven
students were selected to partici-
pate in a simulation in which they
factored political and financial
considerations into the selection,
planning and construction of a
building project.  The culminating
project was the submission of a
scale model of the building based
upon draft design plans.

The classes were scheduled 4
times a week for 12 weeks, and
were staffed by practicing architects
and engineers, as well as two
college architect majors acting in
“mentor” support roles.    In the
process of completing their de-

signs, students learned principles of
architecture, engineering, real
estate development, city and urban
planning, and construction man-
agement.  In addition to guest
speakers, two instructors provided
operational and instructional
support:  an Educational Advisor
(Teresa Coffino), a regular teacher
with the Alameda County Office of
Education providing in-kind
support, and an Architectural
Advisor (Charles Brown), a con-
struction project manager with the
Alameda County General Services
Agency.  The Architectural Advisor
provided students with the skills
needed to construct their design
projects, sequencing instruction
based upon an industry-modeled
construction schedule.   Both
advisors worked closely with CFEA
Director Nicole Johnson, who
provided administrative oversight to
the program, coordinated the
participation of all guest speakers
and facilitators, and provided
general operational support
through the distribution of materi-
als, supplies and field trips.

The Cornerstone Project is the
result of a shared commitment
related to the planning of the new

Alameda County Juvenile Hall/
Courthouse Complex slated for
construction in 2004-05.  During
the planning sessions for the
project, involved agencies stipu-
lated a hiring preference for ex-
juvenile offenders to participate in
the design and/or elements of
construction.  Since
groundbreaking is set to begin in
2004-05, an essential first step was
to develop a program to train
students who were already incar-
cerated and attending a school
program.  Camp Sweeney was
selected as a program location due
to the age of the students and the
duration of their school enrollment.

An additional feature of the
program is the multiple-agency
support and commitment to both
the development of the course
itself, and later training and em-
ployment.  Though the first year is
yet to be completed, planning has
begun for pre-apprentice training
support for program graduates at
the Mandela Project in Oakland, as
well as GSA supported plans for
student involvement in contracted
projects throughout Alameda
County.

Program Descript ion

Contact I nf or mat ion

Contact Mike Beckett, Director of Categorical  Programs for Alameda County Office of Education
at 313 W. Winton Avenue, Haward, CA 94544.  Phone:  (510) 653-5040  Emai l :
mikeb@acoe.k12.ca.us

Innovat ive Programs



44

Grizzly Technical Academy
San Luis Obispo County

JEANNE DUKES AND JODI  PETERS

The Grizzly Technical Academy
(GTA), a parnership between
the California National Guard

and the San Luis Obispo County
Office of Education, was estab-
lished to help Grizzly Youth Acad-
emy (GYA) graduates avoid both
dependency on social service
organizations and involvement in
the criminal justice system.  Stu-
dents are eligible for GTA if they
have graduated from the Grizzly
Youth Academy, are age17-19,
have not earned a high school
diploma, and are interested in a
challenging academic and techni-
cal residential program.  It is free to
those eligible students; the process
to apply is competitive.
 

Over the past five years, staff
members recognized that the six-
month residential program some-
times was not long enough for
students from particularly difficult
homes or situations to feel comfort-
able about not reverting back to
their previous bad habits.  Upon
graduation from the Grizzly Youth
Academy, students were often
hesitant to return to their homes. 
In addition, of approximately 220
GYA graduates each year, typically
50-55 return to former negative
lifestyles due to a lack of positive
options.  Often, these graduates
are unable to pass the GED, are
behind academically, and face
challenges in entering the
workforce.  This year, a grant was
obtained to allow 25 GYA gradu-

Contact I nf or mat ion
Contact Jeanne Dukes, SLO County Office of Education at jdukes@slocoe.org, or Jodi Peters at
jpeters@mai l.slocs.k12.ca.us.  You may also cal l the school  at (805) 594-6590, or visit the county
office website at www.slocoe.org.

ates to remain at the Academy an
additional 6 months (25 per six-
month term, 50 per year), provid-
ing them with additional time to
stay in school and continue on
their educational path to a GED or
a high school diploma.  Students
concurrently prepare for industry-
based certification exams for
CompTIA’s A+ and Microsoft Office
Specialist for Word and Excel.

  
GTA’s goal is to educate young

adults through non-traditional
methods: a quasi-military school
environment, a world-class com-
puter technology program utilizing
virtual learning and educational
software, and life and leadership
training utilizing academy staff and
mentors.  Students are in school
eight hours per day, four hours
studying core subjects and the
other four in the computer lab
earning technology certification.  In
addition, the students spend an
hour and a half each evening in
study hall. 

 
These young people leave GTA

better prepared to be successful in
today’s complex and demanding
job market.  During the 2002/03
school year, 50 students have had
access to the Technical Academy. 
The success rate is both measurable
and impressive: 18 out of 20
graduates in the first class were
employed in a technological field
full-time upon exiting the pro-
gram.   Additional funding was

secured for the 2003/04 school
year to ensure the Technical
Academy remains available to
Grizzly graduates for an additional
two years. 

 
The Grizzly Youth Academy is a

rigorous 17-month youth interven-
tion program conducted by the
California National Guard in San
Luis Obispo.  It has been in place
for over five years.  The program is
a partnership between the San Luis
County Office of Education, Paso
Robles School District, and the
California National Guard.  Cuesta
Community College offers testing
for the certification, as well as
vocational training. 

 
Unlike “boot camp” programs,

GYA (a) is available for teens before
they become involved in the
criminal justice system; (b) offers a
Technical Academy for students
who complete GYA, but do not
earn a high school diploma and
require additional training and
support; (c) tracks its graduates for
12 months beyond the residential
phase; and (d) assigns adult
mentors for one year of aftercare. 
These factors have encouraged
unprecedented success with
placement and retention upon the
students’ return to public high
schools, community college,
vocational training, jobs and the
military.  GTA is demonstrating
positive outcomes and preventing
recidivism in this select group of
young people. 
 

Program Descript ion
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Annual Academic Bowl Competition
Los Angeles County

JANET ADDO

The Division of Juvenile Court
and Community Schools
(JCCS), part of the Los Angeles

County Office of Education-
Educational Programs, began its
annual Academic Bowl competition
over a decade ago and the compe-
tition continues to be one of the
most exciting and successful yearly
events.  The purpose of this annual
competition is to afford an opportu-
nity for adjudicated youth to
compete in an academic setting
similar to the nationally recognized
Academic Decathlon.  It is designed
to also systematically raise the
academic achievement and
competition level of students in
court schools and residential
programs.

Each year, every JCCS school site
coaches at least two (2) teams to
compete at the local level and the
winners of the local competition
are invited to compete at the finals.
In 2002, the JCCS Academic Bowl
was held at the Riordan Central
Library, where four teams (5
members each) competed in front
of an audience of over 200 people.
This event attracted Los Angeles
County Supervisor representatives,
Board Members, and local dignitar-

Contact I nf or mat ion

Contact Janet M. Addo, Principal and Chair of JCCS Academic Bowl at Masada Residential Com-
munity Education Center.  Phone:  (310) 217-1611  Emai l:  addojanet@lacoel .edu

ies, as well as parents, guardians
and educators from throughout the
Los Angeles County.

The theme for 2002 was,
“Twenty First Century: Soaring
Solutions.”  The competition
focused on solving mathematical
and algebraic problems and
creating a technological product
highlighting the historical aspects
of Algebra. The final competition
included a spelling bee, on-line
computer-adpated super quiz and
a PowerPoint presentation pre-
pared by the students. Each of
these events was presented by
teams of five students and judged
by a panel of distinguished judges.

A celebration luncheon was
catered to honor the winning
teams. Prizes were provided to all
team members and trophies were
presented at the luncheon.

The Academic Bowl 2002 was
filmed by student apprentices, and
a video has been produced and
made available. The video is an
instructional tool to share with all
students who will be competing is
subsequent  years to illustrate the

teamwork, academic rigor, ac-
countable talk, clear expectations
and preparation  necessary to
compete and receive the rewards
of success.

Students and coaches are
currently preparing for the 2003
Academic Bowl  “We the
People…Our Rights and Responsi-
bilities,” which will be held on June
26, 2003.

This has been an excellent
opportunity to demonstrate the
collaborative effort among Los
Angeles County departments and
agencies: Probation Department,
Children and Family Services,
Group Homes, Board of Education
members, teachers, students,
parents, community and business
members.

This event highlights the
culmination of an academic year
for juvenile court school students
and invites all stakeholders to join
together in an effort to document
the product of countywide curricu-
lum alignment, connectedness and
coherence, and to publicly witness
academic excellence.

Program Descript ion

Innovat ive Programs



46

Daniel S.
Kern County

I f you think you are busy, try
having Daniel S.’s schedule.
Daniel is concurrently enrolled in

Community Learning Center Tech
and Bakersfield College. And if that
isn’t enough to grab your attention,
he is also working 20 hours a week
at the Boys and Girls Club.  How
does he do it?

He credits his faith in God and his
motivation to be “somebody in life.”
Today, Daniel is confident that he
will accomplish great things in life.

It wasn’t always like that, however.
Daniel, the oldest of eight children,
became involved in gang-related
activities and dropped out of high
school.  During the year that Daniel
was out of school, he experienced
a lot of violence and he became
increasingly apathetic about his life.
But a twist of fate redirected him.
One day, while he was sitting
outside of his apartment, alone,
and “high as a kite,” as he put it,
some guys drove by and stopped
right in front of him.  They flashed
a gun in his direction, made direct
eye contact, and then drove off.
He rushed into his home, kicked in
his mother’s bedroom door, took
her shotgun and loaded it.  He put
it by the front door because he was
determined to protect his family.
When his parents came home and

discovered what had happened,
they took the shotgun from him.
Then they called the police, and
Daniel was arrested.

Being incarcerated was a turning
point for Daniel.  He had a lot of
time to think.  He went to church a
couple times in juvenile hall and
that experience affected him
profoundly.  He also said, “ I didn’t
like being told when to eat, when
to take showers, where to walk and
how to walk.”  He vowed that
when he got out, he would never
go back to jail.

He credits several people for
believing in him and helping him to
keep his vow during the past two
years.  His teacher at Sandstone
Academy (a non-residential court
school) genuinely motivated him
and showed him how to start
caring, again, for people and for
his own life. The principal made
Daniel feel welcome, secure and
worthwhile. The probation officers
on campus, though tough, encour-
aged him, helped him to set goals
and gave him the “push” he
needed to achieve his potential.
The instructional aide also helped
Daniel to stay focused by offering
words of encouragement and
understanding.

The transition from street life to
school wasn’t easy, and there were
many opportunities for Daniel to
go back to his old ways.  In spite of
this, however, Daniel made the
decision that he wasn’t going to
disappoint all of the people who
believed in him.  Besides, he
wanted to become a role model for
his younger siblings.

JobsPlus!, through Workforce
Investment Act (WIA) funds, helped
Daniel interact with people and
gave him the opportunity to build
his job skills.  His confidence slowly
began to blossom as he worked
with the WIA staff and various
employers.  Daniel went from
being very quiet and reserved to
being the person who represents
JobsPlus! in public speaking en-
gagements.  While enrolled during
the past two years Daniel has
worked in many different job
assignments, including the Kern
County Superior Courts and Boys
and Girls’ Club.  He has earned
approximately $4,500 during this
time, and,best of all, the Boys and
Girls Club is now offering a part-
time job to Daniel while he finishes
his high school and college educa-
tion.  He has become an inspira-
tion, not only to his family and
friends, but to all  who have come
to know him.
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Steffan Randle
San Joaquin County

Steffan Randle is a young man
born with a partial hearing

        loss.  He subsequently devel-
oped a speech impediment.
Elementary and middle schools
were rewarding for him but high
school proved to be a challenge.
He and his twin brother were
expelled from traditional high
school for fighting and he was
previously on probation for tag-
ging.  They started in the one.
Program two years ago.

The one. Program is San
Joaquin County Office of
Education’s Alternative Education
program, which includes nearly  30
community schools.  The sites each
have two to three teachers with a
20:1 student ratio.  Many sites have
a specific focus.  Steffan and his
brother chose to attend
one.Artworks, where the focus is
on visual arts.  Steffan’s artistic talent
flourished and helped make him
comfortable at this site.

Last year when Steffan learned
that his whole site would partici-
pate in Literacy Partners, a cross-
age tutoring program where the
Alternative Education students tutor
first-graders to read, he questioned
his ability to do so.  As he wrote in
his reflection, “ I became insecure
about the subject because I
wondered how someone who has
a speech impediment was going to
teach someone else to sound out
letters and words when he cannot
articulate very well himself.”

Steffan practiced his sounds in
isolation, slowly and clearly.  When
he reviewed the phonics and read
with his first-grade partner, Alexis,
he found that she understood him
just fine.  Although he wrote that
his “jowls would ache” because he
was so intent on pronouncing the
words clearly for his partner, he
was able to help Alexis read. Steffan
has participated in Literacy Partners
for two years and has proven to be
an invaluable asset to the program.
His art was often used in the
reading lessons.

Participating in Literacy Partners
has helped Steffan realize that he
carries many qualities of a good
teacher: patience, courage,

initiative, perseverance, and
responsibility.  Some may consider
his partial hearing loss and speech
impediment a disability, but he now
views it as a way to grow, as
demonstrated with his Literacy
Partners experience.

Steffan has just graduated from
the one. Program.   He currently
works at a local pizza parlor and  is
taking two art classes at the
community college where his five-
hour Monday night graphic arts
class flies by. Working as a graphic
artist for an advertising firm and
then perhaps freelancing, is his
career goal.  The way Steffan deals
with challenges will definitely make
him a success in the future!

Steffan Works with L iteracy Par tner

Student  Success Stories

Submitted by Deb Nickols, Coordinator, San Joaquin County


