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AN EVALUATION OF AN ORGANIZATIONALLY-FOCUSED
SCHOOL-BASED DELINQUENCY REDUCTION PROGRAM:
THE MILWOOD PROJECT
H. Preston Elrod, Ph.D.

Western Michigan University, 1989

An extensive body of research exists which links various
aspects of schooling to delinquency. Despite a small body of
research suggesting that school-based delinquency reduct:ion programs
which employ democratic problem solving to alter the social organi-
zational climates of schoolslare viable, few evaluations of such
programs exist. The object of this research is to evaluate the
effectiveness of a three year school-based delinquency reduction
project designed to alter the social organizational structure of a
public junior high school.

This research describes the development, implementation and
evaluation of the project which was guided by three interrelated
theoretical perspectives: (l) the role relationships perspective
which was used to conceptualize a model school organization, (2) a
critical perspective which was employed to understand how schools
are organized to produce school problems and delinquency, and (3)
the program development and evaluation model which served as a
guide to democratic program development, implementation and

evaluation.
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The research design consists of a "self-selected" nonequivalent
control group design and various school and attitudinal data were
collected from students at the project school and a control school
over three years. A set of theoretically derived hypotheses regarding
relationships between various aspects of schooling and delinquency,
as well as hypotheses predicting positive changes in the schools'
social organizational climate during the project were made. Correla-
tion analysis, t-tests to examine differences in the project school
and control school over time, and the calculation of effect sizes
were used to examine project outcomes.

With few exceptions, the results support the hypotheses and
suggest the project significantly reduced school problems and delin-
quency. Discussion of those interventions which most likely produced
positive school changes and implications for future research are

presented.
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CHAPTER I
INTRODUCTION
Problem Statement

In 1987, the annual Phi Delta Kappa/Gallup Poll of the public's
attitudes toward the public schools revealed that for the second year
in a row, drug use was seen as the most important problem facing the
public schools. This was only the third time in the seventeen
years of that poll that discipline had not ranked as the public's
number one concern (Gallup, 1986; Gallup & Clark, 1987). 1In 1984
the National Committee on Excellence in Education, in their report,

A Nation At Risk, stated that the "rising tide of mediocrity .

[in our public schools] threatens our very future as a nation and

a people". Concerns regarding problems such as poor academic
achievement, school misbehavior and school crime are nothing new
and receives regular attention in the popular press. Unfortunately,
much less attention has been given to systematic evaluations of
school-based programs to alleviate such problems.

The following research is an evaluation of a federally funded
school-based delinquency reduction project. This project--known as
the Milwood Project--was a cooperative effort between Western
Michigan University and the Kalamazoo Public Schools and was

implemented in a public junior high school from 1981 to 1983. As
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implemented the project provided a range of individual and school
social organizational interventions which were intended to alter
social relations within the school and‘the school's environment in
ways which reduce the probability of school failure, school disrup-
tion and delinquency. In the following analysis, attention is
given to the development, content and evaluation of the project's
interventions as well as suggestions for future research on school-

based delinquency reduction.
Wider Concerns

Domestic and international literature is replete with references
to and analysis of the relationship between school performance and
dalinquency. Research has shown that poor school performance is
directly related to delinquent behavior (Phillips & Kelly, 1979;
Jensen, 1976; Elliott & Voss, 1974; Polk & Schafer, 1972; Reckless
& Dinitz, 1972; Wolfgang, Figlio & Sellin, 1972). Low achievers are
prone to feel as outsiders, which in turn, can dec;ease the probabi-
lity of meaningful relationships and lessen the salience of informal
controls within the school (Olofsson, 1971). Children identified
as being disruptive in the classroom have been found to achieve at
significantly lower levels than their peers (Swift & Spivak, 1973;
Feldhusen, Thurston & Benning, 1973). Moreover, research indicates
that immediate school variables such as poor report cards, the
perceived irrelevance of many academic courses, and students' feeling

that.they have little control over their lives, play important
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roles in school violence and vandalism (Boesel, Crain, Dunteman, 4

Ianni, Martinolich, Moles, Spivak, Stalford, & Wayne, 1578; Gott- K

fredson & Daiger, 1979; McPartland & McDill, 1977). 'rﬁ' -

In postindustrial capitalist America, the school is being recog-
nized as a key socializing institution which affects the lives of
youth in ways which transcend the mcre obvious influences of academic
knowledge acquisition (Elrod & Friday, 1986). In terms of intensity
and length of exposure, education is considered, next to the family,
the major force shaping the lives of youth (Friday & Elrod, 1980).
Moreover, the importance of the school as a socializing institution
goes beyond the time students spend in school. For many families,
much of the interaction between youth and parents has to do with
school related issues and peer associations are likely to be
developed with those in similar positions in school (Johnson, Bird,
& Little, 1979; Greenberg, 1977). As a primary socializing institu-
tion, the school can have either a positive or negative impact on
the lives of youth. At its best, it is capable of counteracting a
harmful family situation. At its worst, it can act as a stumbling
block for those who come from a positive home environment (Friday
& Halsey, 1977).

Recognizing the crucial role which the school plays in the life
of youth, as well as the relationship between poor academic perform-
ance, school disruption and delinquency, many schools have developed
programs ranging from "peer ccunseling and social work interventions

through recreation, with the apparent intent of reducing the risk
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of delinquent involvement" (Gottfredson, 1986, p. 706). While
there is some evidence to indicate that school based prevention
programs are viable (Friday & Elrod, 1983; Gottfredson, Gottfredson,
& Cook, 1983; Elrod & Friday, 1986; Gottfredson, 1986) few of these
programs have been implemented in ways which allow for strong infer-
ences about their effects (Gottfredson, 1986). Nor have evaluations
of school based delinquency prevention programs generally focused
on the characteristics of those programs and their environment which
assist or impede program development and implementation; factors
related to program success or failure. Moreover, while a number
of writings have examined either the psychological or social-
psychological dimensions of the school-delinquency equation (e.g.,
Gold, 1978; Feldhusen, et al., 1973; Kelly, 1971; Kelly & Balch,
1971) the social-psychological and organizational aspects of school
which are related to delinquency (e.g., Schafer & Polk, 1967;
Hargreaves, 1967; Schafer, Olexa, & Polk, 1970; Schafer & Olexa,
1971; Polk & Schafer, 1972; Kelly, 1974; Frease, 1973; Kelly, 1976;
Kelly, 1977), and the wider structural forces which shape schooling
in ways that create deviance (Liazos, 1978; Bowles, 1971; Bowles &
Gintis, 1976), little attempt has been made to synthesize these
various levels of analysis.

Consequently, the development and evaluation of a school-based
delinquency reduction program employing various methods and levels
of analysis could provide needed insight regarding the school-

delinquency relationship.
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5

The development, implementation and evaluation of a school-based
delinquency reduction program is a complex undertaking and the
success or failure of such an undertaking is the result of innumer-
able factors, many of which are not easily identified or‘measured.
Nevertheless, the following research is an attempt to construct a
coherent picture of the results of an organizationally focused
school-based delinquency program which operated in a public junior
high school between 1980 and 1983. More specifically, this research
is intended to describe the program development and implementation
process, and to evaluate the results of this program within the
context of the socio-political environment in which the school and
the program operated. It is felt that this undertaking will provide
needed theoretical and practical insights to those interested in
potentially viable delinquency reduction strategies in general and
to those specifically interested in the development of future school-

based delinquency reduction programs.
Local Concerns

During the late ]970's, there was considerable public attention
being given to the rising rate of crime and disruption in many public
schools. A series of "Gallup Polls of Public Attitudes Toward Educa-
tidn" which had begun in 1969 indicated that school discipline was
a primary public concern. Birch Bayh, Chairman of the subcommittee
to investigate juvenile delinquency, had reported in 1977 that

school violence and vandalism was a pervasive problem in many public
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schools and the educational community should develop policies and
strategies to develop a proper environment for learning. The Ninety-
third Congress, as part of the Education Amendments of 1974, had
required the Department of Health, Education and Welfare (HEW) to
conduct a study to determine the amount and seriousness of school
crime and how school crime could be prevented. The results of

this study, "The Safe School Study Report to the Congress" conducted
by the National Institute of Education (NIE) appeared in 1978
(Boesel, et al., 1978). Although this study received some criticism
on methodological grounds, (Emrich, 1978), the general conclusions
of this study were widely accepted and, according to Rubel (1978),
somewhat surprising.

To begin with the NIE study found that, despite public percep-
tions of a pervasive problem, only about 8 percent of school admin-
istrators reported serious problems and that the rising levels of
school violence and vandalism which were felt to exist in the 1960's
and early 1970's had leveled off. Secondly, although the percentages
of schools experiencing serious problems were primarily urban, in
terms of the numbers of schools affected, more non-urban schools
experienced problems than urban schools. Third, except for cases
of trespassing and breaking and entering, the great majority of
offenses committed at school were committed by students enrolled
in the school. Moreover, attacks of students at school were
generally committed by youths of similar age and sex. Fourth,

schools themselves have some degree of control over these problems.
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7

In Kalamazoo, Michigan, the site of the program described the
this study (hereafter referred to as the Milwood Project), there
was also considerable concern regarding school misbehavior and‘
delinquency. This concern was reflected in local newspaper reports,
letters to the editor and Juvenile Court pronouncements that drug
use and delinquency had significantly increased (Friday & Elrod,
1986). While it seems reasonable to assume that general public
awareness of school violence and vandalism as portrayed in the media,
played some role in heightening the call for action at the local
level, other factors appeared to have played more prominent roles.

A critical factor in both heightening local awareness among
policy makers and coalescing a range of policy makers into action
was the local Criminal Justice Commission. This commission was
comprised of various criminal justice personnel such as police
chiefs, judges, court staff, attorneys as well as political repre-
sentatives, school personnel, human service agency personnel and
social scientists. Collectively, the Commission was made up of
people who were familiar with much of the existing research relating
various aspects of the school experience to delinquency, problems
being faced in some local schools, the extent of officially recorded
delinquency within the community which had been increasing during
the mid to late 70's, and public perceptions of the problem, as
reflected in the media. 1In fact, by 1979, the problem appeared to
be so acute the Commission had created a Special Committee to examine

the problem of delinquency at the local level.
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8

Since members of the Special Committee felt that a key insti-
tution in the development of any delinquency reduction effort was
the public schools, a series of meetings with officials from the
County's largest school system, the Kalamazoo Public Schools, was
initiated. Originally these meetings were intended to solicit
school system support for a youth needs assessment, the results of
which would be used to design a local delinquency reduction effort.
School system officials, however, while willing to meet, expressed
little interest in this proposal.

In late 1979, the Chairman of the Commission's Special Committee
on Delinquency and this writer, serving as his assistant (the
eventual Principal Investigator and Site Director of the Milwood
Project) became aware of the Office of Juvenile Justice and Delin-
quency Prevention's "Alternative Education Initiative." The "Program
Announcement: Prevention of Delinquency Through Alternative Educa-
tion" (1980) indicated that 11 million dollars were allocated to
fund cost-effective projects which showed promise in reducing
delinquency. At a subsequent meeting with school officials, the
prospect of obtaining a sizeable grant to operate a school-based
delinquency reduction program was discussed; this time with consi-
derable more interest. Furthermore, school officials indicated
that one school in particular might be interested in such a project.

Spurred by the possibility of funding for a delinquency reduc-
tion project, a series of meetings between key building staff--the

building principal, a counselor and the student services leader--
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and the project directors were held to develop the content of the
proposal. Additional meetings were also held with groups of teachers
to develop project interventions and with the Assistant Superintend-
ent of Schools to formalize the commitment of both the Kalamazoo
Public Schools and Western Michigan University to the project.

As the discussions moved from the central administrative level
to the building level, school personnel were found to be quite open
regarding those problems being experienced by the school. Truancy,
classroom disruption, vandalism and poor academic performance were
seen as immediate concerns. In addition, data collected from the
schools, police records, along with social and demographic data,
indicated that Kalamazoo, and Milwood Junior High School in parti-
cular, was an appropriate target for a school-based delinquency
reduction effort.

When juvenile arrests in the State of Michigan were examined
in 1980, it was found that arrests of youth for index offenses had
declined by 15.2 percent from, 1971 to 1978 (Michigan State Police).
However, during this same period, the estimated juvenile population
had declined 9.4 percent (Governors Crime Prevention Coalition, 1979)
indicating that the decline in the proportion of juveniles arrested
is to some extent an artifact of a decline in the population at risk
(Friday & Elrod, 1980).

Although no similar estimates of the youth population in the
City of Kalamazoo were available in 1980, an examination of the

school age population in Kalamazoo indicated that the school age
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10
population, like that in the state in general, was declining.
However, when juvenile arrest rates in Kalamazoo were examined, a
marked divergence from the state-wide trend was found. While
juvenile arrests in the State had shown a marked decline between
1974 and 1976, the total number of juvenile arrests in Kalamazoo
had increased 35.7 percent between 1976 and 1977 and 6.3 percent
between 1977 and 1978. Moreover, the proportion of juvenile arrests
for all crimes had increased steadily between 1975 and 1978 with
juveniles accounting for approximately one-third of all arrests in
1978 (Kalamazoo City Police, 1976-1978).

An examination of various problems within the public schools
was also noteworthy. For instance, Milwood Junior High had exper-
ienced a 14.5 percent increase in the number of suspensions between
the 1978-79 school year and the 1979-80 school years. From September
1979 to February 1980, Milwood Junior High accounted for approxi-
mately 24 percent of all school system suspensions which was second
only to one of the city's two high schools which accounted for
approximately 27 percent of all suspensions during that period.

In addition, Milwood consistently displayed the highest percent of
absent membership of all junior high schools during the 1976-77 to
1978-79 academic years. For instance, during the 1978-79 academic
year, Milwood had an average absent membership of 13 percent which
was, again, only exceeded by one of the city's two high schools
(Friday & Elrod, 1980).

Although the preceding information was not available to the
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general community there was general dissatisfaction with the opera-
tion of the Kalamazoo Public Schools during the late 1970's. As
noted earlier, this was probably due in part to a heightened aware-
ness of problems in public education in general, but it was, also,
due to a general perception that the local school system was not
accomplishing its mission. Many parents of school aged youth and
others were keenly aware of problems within the schools and relations
between the school system and the community were quite strained.

In response to the growing criticism of the local school system,
school officials attempted to retreat, avoid contact with the
community as much as possible and "weather the storm." As a result,
school officials were criticized for inaction, and elite arrogance
(Friday & Elrod, 1986). School millage requests were soundly
defeated, creating a fiscal crisis within the school system, School
Board members were threatened with recall and the Superintendent

of Schools came under increasing pressure to resign.

By early 1980, when the funding proposal was §ubmitted to the
Office of Juvenile Justice and Delinquency Prevention, there was
considerable pressure being applied to the schools to implement
changes. These pressures resulted from both a general awareness of
problems in public education, an awareness of local problems by many
members of the community, the actions of a powerful political
group--the Kalamazoo County Criminal Justice Commission--and the
prospect of funding for change in a time of fiscal crisis. It was
this social-political context which gave impetus to the development

of the Milwood Project.
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CHAPTER II

LITERATURE REVIEW

The examination of the relationship between schooling and delin-
quency has an extensive pedigree. As early as 1915, Healy, in his

book, The Individual Delinquent, indicated that school performance

must be recognized as a factor which is related to delinquency.
However, Healy went on to state that ultimately the cause of poor
school performance can be attributed to individual peculiarities of

a mental or physical nature. Indeed, much of the early work which
recognized a relationship between schooling and delinquency ultimately
focused on individual student characteristics such as emotional,
psychological, or IQ deficiencies as being the key variables in the
school-delinquency relationship. However, by the 1950's and 1960's
more sociologically based theories and research on the relationship
between schooling and delinquency, as well as an emerging body of
research on the relationship between learning disabilities and delin-
quency had appeared. These more sociologically based writings have
focused on the ways in which various sociodemographic characteristices
of students are related to schooling, school learning and delinquency;
the relationship between the organizational characteristics of schools,
school learning and delinquency; and the relationship between various
combinations of school disruption, school involvement, attachment,

commitment, school status, and delinquency. In addition, there are

12

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



13
a number of studies of school-based efforts to reduce delinquency.
The Relationship Between Schooling and Delinquency:
The Early Literature (1915 to 1955)

Aside from Healy (1915) a number of early writers were concerned
with the relationship between individual characteristics, schooling
and delinquency. As the fledgling field of mental testing developed,
correlational studies between intelligence and delinquency became
more prevalent (Silberg & Silberg, 1971). Due to the fact that many
of these studies were methodologically flawed (Goodenough, 1954), a
causal relationship between intelligence and delinquency was presumed
to exist and persisted for some time (Silberg & Silberg, 1971).

Indeed, "educational retardation" was seen as a key factor in
the production of delinquency in much of the early research which
focused on the relationship between academic performance and delin-
quency. Contributing to this presumed relationship between intel-
ligence, academic performance and delinquency, were studies which
focused on identified or institutionalized delinquent populations.
For instance, Miner (1919) reported that 86 percent of a sample of
institutionalized delinquent youth were educationally retarded, and
Doll (1921), in a study of delinquents in a New Jersey institution,
reported that only 5 percent of those delinquents reached or exceeded
the average score of public school youth on educational tests.

In a 1930 article, Mercer studied 85 white males referred to

the Ohio Bureau of Juvenile Research for theft between February,
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1927 and January, 1929. Despite the fact that only 6 percent of
those youth referred were identified as school behavior problems,
further analysis including psychological testing, revealed that the
majority of those youth were experiencing school problems. Further,
Mercer (1930) felt that these youth were an "inferior group" and
proposed psychological testing as well as "special methods of instruc-
tion adapted to the needs of the inferior child" (p. 42) to improve
school adjustment and curb delinquency.

In an early study which focused on the relationship between
reading ability and delinquency, Fendrick and Bond (1936) examined
the reading levels of a sample of 187 delinquent males between the
ages of sixteen and nineteen who were committed to the New York City
House of Refuge. They reported that on the average the delinquents
were five years and eight months below their chronological age in
reading and concluded that their results indicate a "strong relation-
ship between school maladjustment and delinquency" (p. 242).

In another study of identified delinquents, Glueck and Glueck
(1940) examined 1000 males brought before the Boston Juvenile Court
and reported that the majority of those youth lacked the ability to
do school work which also reflected "various intellectual and person-
ality difficulties” (p. ll1). Moreover, 59 percent of those youth
were found to have below normal intelligence as measured by standard-
ized tests and 13 percent were classified as feebleminded. Lastly,
Glueck and Glueck reported that 64 percent of those youth brought

before the Court were school truants.
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Parker (1940) in a strictly theoretical article, expounded on a
number of home and environmental problems which were viewed as being
related to poor reading ability. 1In addition, Parker indicated that
personality problems could result from poor reading ability. Poor
reading ability was seen as resulting in feelings of inferiority and
frustration for many youth. Also, attempts to relieve this frustration
could lead to antisocial or regressive behavior.

In an early study which used a non-delinquent control group,
Glueck and Glueck (1950) examined 500 male delinquents and a group
of 500 male non-delinquents matched on age, general intelligence,
national origin and residential neighborhood and reported that the
delinquents were markedly more educationally retarded than the non-
delinquents. 1In addition, they indicated that the delinquents were
different from the non-delinquents in other important ways. For
instance, the delinquents disliked subjects requiring verbal skills
and persistency of effort preferring instead manual training. Also,
the delinquents tended to express a violent dislike of school and they
engaged in more misbehavior and school truancy. Although the Gluecks
(1950) indicated that some of the delinquent's poor academic perform-
ance could be attributed to the fact that their families were more
transient and were more likely to experience family disruption, they
nevertheless saw the problem of poor school performance as indicating
"the deep-rootedness of the emotional difficulties of the delinquents"

(p. 154).
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Although a majority of the early research indicating a relation-
ship between schooling and delinquency ultimately focused on the
individual characteristics of delinquents, there were some notable

exceptions. 1In an early book, The Young Delinquent, Burt (1925) saw

the school as both contributing to delinquency and capable of playing
an effective delinquency prevention role. According to Burt, schools
frequently provided an uncongenial environment for many youth, parti-
cularly males, which leads to a growing dislike for school and misbe-
havior. Also, many schools were viewed as being ill-equipped to
meet the needs of some youth and rarely were schools seen as attempt-
ing to determine why youth failed. As a result, Burt (1925, p. 321)
advocated transferring youth out of schools where they were having
difficulty as a viable treatment strategy. 1In addition, since most
delinquents were seen as possessing an "extraordinary lack of know-
ledge," remedial education programs were proposed as a logical inter-
vention.

Similarly, Healy (1933) wrote that "School maladjustment and
dissatisfaction we know from studies of many cases are at the root
of considerable number of délinquent careers" (p. 80). Consequently,
the schooi was seen as a logical place to begin delinquency prevention
efforts. Unfortunately, from Healy's perspective, educators rarely
recognized the potential role of the school in delinquency prevention.

In an early evaluation of the effectiveness of an educational
program for delinquents, Lane and Witty (1934) analyzed the educa-

tional attainment of approximately 150 youth at the St. Charles,
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Illinois, School for Boys. They found that the typical delinquent
youth was almost three years below the norm in educational achievement
when compared with other youth of similar age. However, they also
found that the educational program at St. Charles was able to improve
the educational functioning of these youth and they indicated that
similar programs could be operated in the public schools to ameliorate
those conditions which contribute to delinquency.

Hill (1935-36) studied 1500 male delinquents between the ages
of 16 and 26 who were committed to the State Reformatory at Pontiac,
Illinois and reported that almost 80 percent had not gone beyond the
eighth grade. Also, less than 1 percent were found to be attending
school when they committed the offense which led to their placement.
Further, in studying a sub-sample of 165 of these youth who had
attended school within four years of the study, Hill noted that 47
percent had poor scholastic records. However, Hill (1935) suggested
that the reasons for school failure might rest with the school when
he stated, "Those reasons for the common conditions of failure and
retardation place most of the responsibility on the boys' deficiencies
or lack of interest and on the home. Nothing was said of any possible
responsibility on the part of teachers or school" (p. 56).

One of the earlier studies which attempted to use a non-delinquent
control group to compare delin;uents and non-delinquents was conducted
by Healy and Bronner (1936). These researchers studied 133 different
families located in Boston, New Haven and Detroit and compared delin-

quent and non-delinquent siblings. Unlike a number of other studies
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conducted during this period, they discovered little difference between
delinquents and non-delinquents in intelligence or academic ability.
However, they did find that the delinquents were more likely to be
truant from school and had more negative attitudes toward school.

Kvaraceus (1945) in his book, Juvenile Delinquency and the School,

examined the role of the school in the prevention and control of
delinquency. In studying delinquents referred to the Passaic, New
Jersey, Children's Bureau, Kvaraceus found that these youth had often
repeated one term in school, received lower grades than other youth,
had been truant, came from mobile families, exhibited school behavior
problems and expressed dislike for school. Moreover, referrals to
the Children's Bureau tapered off during the summer when youth were
not attending school. As a result, Kvaraceus (1945) indicated that
"the school, through its continued routine and impersonal treatment
of some pupils, becomes an active agent in the genesis of aggressive
behavior" (p. 136).

The Relationship Between Schooling and Delinquency:
1950 to 1987

The Sociodemographic Characteristics of Students, Schooling, School
Leaving and Delinquency.

Although a few of the studies which appeared before the 1950's
presented at least a rudimentary description of how school failure
might lead to delinquency or how the school itself might play a role
in the generation of delinquency, it was not until the publication

of Cohen's (1955) book, Delinquent Boys, that a more explicit theory
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of how school failure might lead to delinquency appeared (Phillips
& Kelly, 1979). According to Cohen (1955) the school is one situation
where youth of all social classes come together and compete for status.
However, working~class youth are in a disadvantaged position in this
competition because status is defined in middle-class terms. Since
a major function of the school is to "'promote', 'encourage', 'moti-
vate', 'stimulate', in brief reward middle-class ambition and conform-
ity to middle-class expectations, the school also serves to condemn
and punish the non-conformist'" (p. 113). Since those who come from
working-class backgrounds are least equipped to succeed, they were
viewed as comprising a disproportionate number of youth who have
both conduct and academic problems in school.

According to Cohen (1955), a way of dealing with the problems
of adjustment or failure is the development of a delinquent subculture.
In order to maintain their self-respect, youth deal with the problem
of adjustment or failure to succeed by collectively repudiating the
validity of the conventional status system and substituting new status
criteria which these youth can meet. These newly acquired values
tend to be the very values which lead to the youth being defined as
a failure and are, thus, contrary to the values of the conventional
system.

Following Cohen's (1955) lead a number of subsequent researchers
suggested that social-class plays a role in determining school adjust-
ment and delinquency (Toby, 1957; Gold, 1963; Short, 1964; Stinchcombe,

1964; Palmore & Hammond, 1964; Elliott, 1966; Bachman, Green, &
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Wirtaner, 1971; Wolfgang et al., 1972). For instance, Toby (1957)
indicated that lower-class youth frequently come from families which
do not encourage education. Consequently, these youth enter school
with little preparation and support which makes school success diffi-
cult. For these youth, schooling becomes an imposition which is not
in line with their interests. Because these youth do not succeed
academically, they are held back or placed in slow tracks which serves
to perpetuate a negative cycle of failure and withdrawal from school.
The result is truancy and school discipline problems. 1In addition,
poor school performance leaves these youth unprepared for successful
occupational roles. Uncommitted to both jobs and schools, these
youth associate with other unsuccessful youth which often leads to
delinquent behavior as these youth strive to seek the approval of
their peers. For these youth "the gang offers a heroic rather than
an economic basis for self-respect" (Toby, 1957, p. 15).

In another study focusing on lower-class youth, Gold (1963)
reported the results of a study conducted in Flint, Michigan. Accord-
ing to Gold, social position was linked to schooling and delinquency
in a number of ways. To begin with, school facilities were found to
be poorer in lower-class neighborhoods and lower social class neighbor-
hoods were associated with higher rates of delinquency. Further,
when delinquents were compared to non-delinquents, delinquents reported
less favorable attitudes towards school, although both delinquents
and non-delinquents regarded school as important to their futures,

Short (1964) in a study of delinquent males in Chicago, found
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that male gang members had high rates of school failure compared
with lower-class non-gang members and middle-class youth. Gang members
were more likely to perceive educational opportunities as closed to
theﬁ while lower-class non-gang members and middle-class youth were
more likely to perceive educational opportunities as open to them.
Also, while all three groups--gang youth, lower-class non-gang members
and middle-class youth--tended to express high educational aspirations,
the highest rates of delinquency were among those youth who felt
that educational opportunities were closed to them.

In a study of a California high school, Stinchcombe (1964)
concluded that the problem of school misbehavior and rebellion is
"largely a reaction to the school itself and to its promises, not a
failure of the family or community" (p. 179). According to Stinch-
combe's analysis, the problems of order in the schcols and delinquency
results from a lack of articulation between academic work and the
concerns of students. However, the school by itself was seen as
being unable to improve this situation because society cannot promise
youth much that is meaningful.

Gold's (1970) study of the transition of youth from junior to
senior high school reported on the relationship between social class
and delinquency. Gold (1970) noted that "lower status boys, but not
girls, engaged more frequently and more seriously in delinquent
behavior" (p. 73). Also, males were found to receive lower grades
than females and lower status males, as determined by father's occupa-

tion, received the poorest grades. Moreover, poor academic performance

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



22
was found to be closely related to delinquency.

Also, studies have been reported which examined the relationship
between social class, dropping out of school and delinquency. Follow-
ing Cohen's (1955) theoretical formulation that the unequal competition
which lower~class males face in achieving school rewards leads &outh
to find a delinguent solution, Elliott (1966) hypothesized that delin-
gquency among out-of-school youth would be lower than in-school youth.
After examining data collected from 713 tenth grade males entering
the two largest high schools in a large western city in 1959, Elliott
concluded that the highest rate of delinquency was among lower socio~
economic status male dropouts prior to their leaving school and was
lowest for this same group after dropping out. Moreover, the delin-
quency rates of higher socioeconomic status males was not significantly
changed by school leaving. Also, among delinquents who dropped out
of school, their delinquency rate was higher while they were in school
than after dropping out.

Another study which examined'the effects of social class, dropping
out and delinquency was conducted by Bachman et al., (1971). These
researchers studied a panel of over 2,000 adolescent males to determine
if dropping out was a symptom of basic problems or if dropping out
led to further problems. In reporting their findings, Bachman et al.,
(1971) indicated that dropping out was symptomatic of a number of
background and ability characteristics, school experiences, personality
traits and behaviors which resulted in a "serious mismatch between some

individuals and the typical high school environment" (Bachman et al.,
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1971, p. 171). Aside from displaying higher rates of delinquency
and school misbehavior, dropouts frequently came from large families,
broken homes and had parents who were punitively oriented.

In addition to the previous studies which have, in some way,
examined the relationship between social class, schooling and delin-
quency, a few studies have explored the possible relationships between
social class, race, schooling and delinquency. In a study of 319
youth born in New Haven in 1942 through 1944 and who were found on
Aid to Dependent Children (ADC) rolls in 1950, Palmore and Hammond
(1964) examined Cloward and Ohlin's (1960) concept of delinquent
subculture. Their results indicated that three powerful predictors
of delinquency were evident: race, sex and schcol performance.
However, they also found that: "(l) a deviant family background
increases Negro, but not white, delinquency. (2) A deviant neighbor-
hood increases male, but not female, delinquency. (3) Either kind
of deviant influence increases delinquency more among those failing
in school than among those succeeding" (p. 851). Thus, Palmore and
Hammond, provide some support for the notion that residing in a black,
lower class deviant neighborhood increases the likelihood of delin-
quency, especially when youth fail in school.

Despite the findings of these previous studies, more recent
research has discounted the relationship between social class, school-
ing and delinquency. Hirschi (1969) reported that there was only a
weak association between social class, as measured by fathers' occupa-

tion, fathers' education and area socioeconomic status and delinquency

Ly
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among his sample of 5,545 students in Contra Costa County, California.
Hirschi concluded that "the beliefs and values that feed delinquency
are not peculiar to any social class or (nondelinquent) segment of
the pqpulation" (p. 230). Also, Kelly and Balch (1971), in a study
intended to empirically investigate Cohen's (1955) formulation of a
relationship between social class, academic performance, self-
evaluation, school involvement, school avoidance and delinquency,
surveyed 1,227 male high school sophomores in western Oregon. In
contradiction to Cohen's (1955) theoretical formulation, Kelly and
Balch (1971) found no relationship between social class and delin-
quency.

A number of studies focusing on the relationship between tracking
and delinquency, found that controlling for social class failed to
influence observed relationships between tracking and delinquent
behavior. Schafer, Olexa and Polk (1970) found that even when con-
trolling for social class, both males and females in the general
education track of two midwestern high schools were more likely to
have been suspended, to have dropped out of school before graduation,
to have not been involved in school activities and to have been
officially labeled a delinquent than youth in the college bound track.
In another study of tracking and delinquency, Schafer and Olexa (1971)
found differences between youth in college-prep and non-college-prep
tracks when controlling for social class. Students in the non-college-
prep tracks were found to be disproportionately involved in school

misconduct, to have been suspended from school, to drop out of school
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and to have a juvenile court record. Similarly, two studies conducted
by Kelly (1974, 1975) which examined the relationships between status
origins, tracking and self-report delinquency among students in New
York State concluded that track position, as opposed to social class
was a much better predictor of delinquency.

Studies which have examined the relationship between academic
performance and delinquency have also found social class to have
little bearing on delinquency. For instance, Rhodes and Reiss (1969)
conducted a study of students enrolled in grades seven through twelve
in all public and selected private junior and senior high schools in
Davidson County, Tennessee in order to examine the relationships
between English grades and apathy, truancy and delinquency. Their
results indicate only small effects on the relationship between English
grades and official delinquency when controlling for the occupational
level of the family, as measured by father's or household head's
occupation, or the socioeconomic composition of the school. However,
Kelly (1971), in a study of a sample of adolescent males in western
Oregon, reported a relationship between academic status, self-~
evaluation, school avoidance and delinquency which remained strong
when controlling for social class. Similarly, Kelly and Balch (1971)
found that controlling for social class had little influence on the
inverse relationships between academic performance, school avoidance
and delinquency.

In another study which sheds some light on the social class

school achievement and delinquency relationship, (Empey, Lubeck, &
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LaPorte, 1971) examined a sample of 482 serious delinquents and 185
delinquents in Los Angeles and Utah in order to test a theoretical
model linking social class, achievement, strain, identification with
delinquent peers and official delinquency. More specifically, the
theoretical model tested in this study postulated that lower social
class leads to decreased achievement which results in increased strain
which leads to identification with delinquent peers which leads to
delinquency. Through the use of gamma to test various bivariate
relationships between variables as well as path analysis, Empey et
al., (1971) reported that social class was not found to be strongly
related to achievement, strain, negative peer identification or
delinquency. Also, in a test of the same model on a group of delin-
quent youth randomly assigned to an institutional setting or a com-
munity-based alternative and a nondelinquent sample, Empey and Lubeck
(1971) again reported that social class was not related to achievement,
strain, negative peer identification or delinquency.

Polk and Riéhmond (1972) collected data on a sample of approxi-
mately 803 male students in attendance at a comprehensive high school
in the Pacific northwest (population size approximately 50,000).

They collected various questionnaire data as well as infofmation
from school records and from juvenile court files in an effort to
examine the relationship between social class, school achievement
and delinquency. As Polk and Richmond note, school failure was only
weakly related to social class. Consequently, they indicated that

social class did not appear to be an important factor in accounting
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for student differences in academic achievement. However, grades were
found to be strongly related to delinquency. Moreover, an examination
of delinquency by grades and social class revealed that social class
produced almost no effect on the relationship between grades and
delinquency.

Another study which employed social class as a control was
conducted by Kelly and Pink (1973) in an effort to explore the rela-
tionship between school commitment, school rebellion and delinquency.
Data were collected from a sample of 284 subjects and included demogra-
phic, school, community, work, school and juvenile court information.
The results of this study indicated that commitment to school was
inversely related to both rebellion and delinquency. Moreover, these
relationships remained when social class was held constant.

McPartland and McDill (1977) also examined relationships between
social class, schooling and school problems. These researchers
conducted a large scale study employing data collected from a survey
of 20,345 high school students in ‘twenty public high schools, from
survey data of 3,450 students in the eleventh and twelfth grades in
fourteen urban high schools in Baitimore and Washington, D.C., from
survey data of 7,361 students in six high schools and ten middle
schools in suburban Maryland and data from a national sample of schools
found in the Equality of Educational Opportunity survey (Coleman,
Campbell, Hobson, McPartland, Weinfield, Wood, & York, 1966). Through
the use of multiple regression analysis, McPartland and McDill (1977)

reported that background variables such as parental education, father's

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



28
occupation, material wealth of the home, explained little of the
variance in school misbehavior and school crime.

In an effort to explore the relationship between social class,
schooling and delinquency, Hartnagel and Tanner (1982) examined data
obtained from a probability sample of 733 students selected from
three junior and two senior high schools in Edmonton, Alberta. Similar
to previous studies, social class was not found to be significantly
related to school rebellion or delinquency, although it was related
to student drinking in one junior high school. As a result, Hartnagel
and Tanner (1982) felt that a class background approach to delinquency
receives less support than a school status approach.

Another sociodemographic characteristic of students which has
received some attention in the school-delinquency literature is race.
Palmore and Hammond's (1964) study of youth on Aid to Dependent
Children rolls (ADC), indicated that a deviant family background
increases delinquency among black youth but has no effect on delin-
quency among white youth. However, they, also, reported that success
in school helps insulate youth from delinquency. Also, Wolfgang et
al., (1972) collected data on a cohort of approximately 10,000 males
residing in Philadelphia in order to examine the relationships among
a number of variables such as race, socioeconomic status, types of
schools attended, residential and school mobility, highest grade
completed, IQ, achievement level and delinquent status. The results
indicated that both race and socioeconomic status were strongly related

to delinquency. In addition, Wolfgang et al., (1972) reported an
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inverse relationship between achievement and delinquency which was
primarily attributed to race. As a result, non-white delinquents
were viewed as occupying a disadvantaged social position characterized
by greater residential and school mobility, lower grade point averages
and lower IQ scores.

Other studies which have examined the race, schooling and delin-
quency relationship have found that race is not as strongly related
to delinquency as school factors. For instance, Hirschi (1969)
reported large differences in official delinquency but small differ-
ences in self-reported delinquency among blacks and whites in his
sample of youth in Contra Costa County, California. However, when
controlling for aptitude test scores, differences in official delin-
quency were substantially reduced. Consequently, Hirschi concluded
that differences in academic achievement plays a major role in explain-
ing differences in delinquency between blacks and whites.

In a re-examination of the data collected by Wolfgang et al.,
(1972), Jensen (1976) further explored the relationship between race,
achievement and delinquency. The analysis presented by Wolfgang et
al., (1972) had indicated that race and socioeconomic status are
more strongly related to delinquency than other variables included
in their study, and the relationships between variables such as
academic achievement and delinquency were spurious because those
variables are also closely associated with race and socioeconomic
status. Jensen's (1976) analysis, however, led to rather different

findings. According to Jensen (1976), the relationship between
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achievement and delinquency is not spurious because achievement was
found to be as strongly related to delinquency as are race and social
class.

The Relationship Between the Organizational Characteristics
of Schools, School Leaving and Delinquency

A number of studies have examined the relationship between various
organizational characteristics of schools and delinquency. Bachman
et al., (1971) examined a nationally representative sample of over
2000 adolescent males to determine if dropping out of school was a
symptom of other basic problems and limitations faced by some youth
and if dropping out leads to other problems. Employing a panel design,
data were collected from youth at four different time periods and
consisted of questionnaire and interview data from youth, school
principals, counselors and teachers. 1In analyzing their results,
Bachman et al., (1971) found that dropouts reported much higher levels
of delinquency than youth who stayed in school, although dropouts,
as a group, reported higher levels of delinquency while in school when
compared to youth who were not dropouts. Consequently, there was no
indication that delinquency among dropouts increased as a result of
leaving school.

Mukherjee (1971) examined the rates of delinquency for youth in
school and those not attending school in a cohort of youth born in
Philadelphia in 1945. Unlike Bachman et al., (1971), the results of

this study indicated that the rate of delinquency was considerably
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higher for those in school than for those not in school. Moreover,
it was found that even though those who dropped out of school early
have a high delinquency rate, their delinquent involvement decreases
markedly after leaving school (cited in McKissack, 1973, p. 357).

Also, in a study of the relationship between school attendance
and the commission of property offenses in New Zealand, McKissack
(1973) reported a marked drop in such offenses when youth left school,
although youth to some extent continued to involve themselves in
some property offending, particularly if youth were unemployed. For
youth who remained in school, they were more likely to report higher
rates of minor, low expertise offenses such as shoplifting and street
thefts.

In their book Delinquency and Dropout, Elliottt and Voss (1974)

collected data on 2,617 students attending eight California metropoli-
tan schools. Employing a longitudinal design, observations were
obtained for youth in the ninth grade and additional data were col-
lected each year until the usual date of graduatiqn from school for
each cohort. 1In analyzing the relationship between delinquency and
dropout, it was found that "delingquency is causally involved in
dropout, and dropout in turn leads to decreasing involvement in
delinquency." Consequently, Elliottt and Voss (1974) indicated that

"the school is the critical generating milieu for delinquency" (p.

203).
The Relationship Between School Status and Delinquency

Youth are accorded status in various ways within the school.
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Youth are accorded status via academic performance, membership in
clubs and organizations, participation in athletics and through other
extracurricular and curricular involvements. Another manifestation
of status within the school which may be either implicit or explicit
is track assignment. Assuming a prominent place in the school-delin-
quency literature has been the examination of school status, indicated
by academic achievement and track, and delinquency. For instance,
Gold's (1963) study of youth in Flint, Michigan, reported that delin-
quents earned lower grade averages than nondelinquents despite the
fact that these youths' IQ scores differed by no more than ten points.
Also, Palmore and Hammond's (1964) study of lower class youth on Aid
to Dependent Children rolls in New Haven indicated that the most
important factors related to delinquency were race, sex, and school
performance. Moreover, they concluded that school success tended to
insulate black youth f;om environmental factors such as family deviance
and deviant neighborhoods which were also closely related to delin-
quency.

Hirschi (1969), also, examined the relationship between academic
achievement and delinquency. Hirschi, found a strong relationship
between achievement test scores and official delinquency as well as
differences between black and white students in delinquency. However,
after examining differences in delinquency by race and aptitude test
scores, Hirschi concluded that differences in academic achievement
play a major role in explaining differences in delinquency between

blacks and whites. Also, student's perceptions of themselves as
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competent students were inversely related to delinquency as was the
amount of time devoted to homework.

Rhodes and Reiss (1969) explored the relationship between stu-
dents' English grade and delinquency among students enrolled in grades
seven through twelve in Davidson County, Tennessee. The results of
this study indicated that there was a relationship between earning
low grades in English and apathy towards school. 1In addition, Rhodes
and Reiss reported a relationship between low grades in English,
truancy, juvenile court involvement and serious delinquency.

Gold (1970) explored delinquency among a selected sample of 522
youths aged thirteen to sixteen residing in Flint, Michigan in an
effort to examine various social and academic forces which affect
youth. While males tended to receive lower grades than females,
lower status males, as determined by father's occupation, received
the poorest grades. 1In addition, poor academic performance was
associated with high rates of delinquency among males.

Kelly (1971), in a study of a sample of adolescent males in
western Oregon, examined the relationship between academic status
(the independent variable), self-evaluation (an intervening variable)
and school avoidance and misbehavior (the dependent variable). The
results of this study indicated that academic status was directly
related to self-evaluation and inversely related to school avoidance
and misbehavior. However, self-evaluation was only weakly related
to school avoidance and misbehavior among youth who had high self-

evaluations and failed. Moreover, the relationship between academic
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status, self-evaluation, school avoidance and delinquency remained
strong even when controlling for social class. As a result,

Kelly indicated that academic status deserves closer attention as an
indicator of school status even in situations where formal tracking
does not take place.

In a study designed to test Cohen's (1955) formulation of a
relationship between social class, academic performance, self-
evaluation and delinquency, Kelly and Balch (1971) surveyed 1,227
male high school sophomores in western Oregon. Although they found
no relationship between social class and delinquency they did find that
academic performance was inversely related to school avoidance and
delinquency as well as school self-evaluation, affect toward school
and involvement in school activities. Similarly, Empey and Lubeck
(1971) conducted a study designed to test the relationships between
social class, school achievement, strain, identification with delin-
quent peers and official delinquency. Results of this study indicated
that lack of achievement as measured by poor school grades was asso-
ciated with delinquent peers and identification with delinquent peers
was related to delinquency.

Empey et al., (1971) in their book, Explaining Delinquency,

also reported a relationship between academic performance and delin-
quency. Data were collected from a purposive sample of 482 serious
delinquents and 185 delinquents in Los Angeles and Utah in order to
test a theoretical model linking social class, achievement, strain,

identification with delinquent peers and delinquency. Their results
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indicated that poor school performance was associated with various
indicators of strain such as dropout, lowered self-estimates of
maturity, smartness, leadership and lowered perceptions of future
occupational possibilities. Additionally, lack of achievement, strain
and identification with delinquent peers were found to be associated
with delinquency.

Polk and Richmond (1972), also, examined the relationship between
academic performance and delinquency. After analyzing student ques-
tionnaires, school and official delinquency data collected on a sample
of 803 males at a pacific northwest high school, they reported an
inverse relationship between grades and delinquency regardless of
student's social class. Thus, they indicated that this finding "serves
to emphasize once again the extent to which trouble appears as a
direct consequence of academic failure" (Polk & Richmond, 1972, p. 68).

Feldhusen et al., (1973), in a longitudinal study of 1150 youth
in a Wisconsin county, attempted to identify various correlates of
aggressive and disruptive behavior in school and delinquency. Youth
in this study who were classified as aggressive-disruptive in school,
compared to youth who were classified as pro-social, tended to have
slightly lower IQ's and significantly lower reading and arithmetic
achievement test scores. Moreover, differences in achievement between
these two groups grew as these youth moved through school. 1In addi-
tion, the aggressive-disruptive group were more likely to drop out
of school, score lower on teacher ratings of personal and social

adjustment and exhibited more behavior problems than pro-socials.
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In reporting the results of a longitudinal study of 2,617 students
attending eight California metropolitan schools, Elliott and Voss
(1974) indicated a relationship between academic performance and
delinquency. For males, those variables which best predicted delin-
quency were limited academic achievement, school normlessness, associa-
tion with delinquent peers and commitment to peers. For females,
parental rejection, school normlessness, association with delinquent
peers and commitment to peers, best predicted delinquency, although
academic failure, normlessness and social isolation were also pre-
dictive of female delinquency.

McPartland and McDill (1977), in exploring the effects of various
school characteristics, student background characteristics and school
size on school violence and disruption, also, shed light on the
academic performance and delinquency relationship. Through the use
of multiple regression analysis, McPartland and McDill examined the
amount of variance in school offenses explained by school experiences
such as grades. Their findings indicated that grades were directly
related to the probability of student offenses.

In a 1979 article, Phillips and Kelly conducted an extensive
review of the literature on the relationship between school failure
and delinquency. These authors suggested that there are two conflict-
ing models of the relationship between school failure and delinquency.
One model posits that school failure is an antecedent to delinquency.
The alternative model suggests that delinquency precedes school

failure. After reviewing a large number of studies on the relationship
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between delinquency and school failure, Phillips and Kelly (1979)
concluded, "It appears, then, that the available data support the
school failure delinquency model over the reverse" (p. 204). Data
which supported their conclusion included studies indicating a decline
in delinquency after dropping out of school (Elliott, 1966; Mukherjee,
1971; Elliott & Voss, 1974), studies indicating a reduction in arrest
rates which roughly coincide with the school leaving age (Mays, 1954;
McKissack, 1973; Wolfgang et al., 1972) or during summer recess
(Kvaraceus, 1945); studies which indicated that classroom misbehavior
does not change the relationship between delinquency and low grades
(Hirschi, 1969; Phillips, 1974) and longitudinal studies, which,
although inconclusive, do not refute the school failure delinquency
model (Elliott & Voss, 1974; Berry & Polk, 1971)

A later study which examined in part the relationship between
school failure and delinquency was conducted by Rankin (1980) who
analyzed data collected from interviews of public school students in
Wayne County, Michigan in order to determine the relationships between
various school factors and delinquency by age and sex. Employing
multivariate contingency table analysis, Rankin attempted to develop
a model of delinquency by examining the relationships between academic
achievement, attitudes toward school, involvement in extracurricular
activities, grade level, sex and self-reported delinquency. Unlike
much previous research (e.g., Gold, 1963; Rhodes & Reiss, 1969; Frease,
1973), Rankin found no relationship between being held back a grade

and delinquency. However, only 19 percent of his sample reported
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being held back a grade. Rankin did, however, find that youth who
reported that their chances of graduating were "very bad," "bad," or
"fair," were more likely to be delinquent than those who felt their
chances of graduating were "very good." Consequently, Rankin felt
that these results support the argument that delinquency results
from immediate problems (e.g., stigma) associated with a youth's
perception of low academic achievement.

Also, Wiatrowski, Hansell, Massey, and Wilson (1982), after
analyzing data from the Youth in Transition Study, (Bachman et al.,
1971), found that seniors' reports of attachment to school and grades
produced strong negative direct effects on delinquency during their
senior year. Also, similar but weaker effects on the frequency and
seriousness of delinquency were found one year after high school.

Another manifestation of school status which has received much
attention is the assignment of students to different educational
tracks (streams) and how this tracking results in opposing subcultures
and delinquent involvement. Acting as a participant-observer, Har-
greaves (1967) examined the behavior and attitudes of male students
in different streams and their relationships with one another and
teachers in an English Modern Secondary School over the course of a
year. Compared with youth in the lowest stream, high stream youth
reported considefably less involvement in juvenile court. Moreover,
in examining those youth who were engaged in the most premeditated
delinquent behavior, it was discovered that this group contained a

core of youth whose behavior and attitudes were contrary to the
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school's values. Delinquent youth were rewarded by peer approval
for deviating from teacher expectations and were frequently involved
in conflict with teachers. Hargreaves (1967), also, noted a number
of ways which the school and school staff contributed to the problems
experienced within the school. For instance, teachers frequently
blamed student's homes for problems experienced at school and explained
students behaviors in terms of popular psychology or sociology, and
low stream teachers were less motivated to stimulate their students.
Over time low stream students tended to do progressively worse in
academics and their relationships with both teachers and high stream
youth became more negative. Also, upper stream students were more
likely to be picked for various extracurricular school activities.
According to Hargreaves, streaming resulted in the development of
opposing subcultures which tended to accentuate the streaming system.

In another study which examined differences between students in
different tracks, Schafer et al., (1970) examined data on students
in two midwestern high schools. Even when controlling for IQ, social
class, and prior academic performance, both males and females in the
general education track were more likely to have been suspended, to
have dropped out of school before graduation, to have been uninvolved
in school activities, and to have been officially labeled delinquent
than youth in the college prep track. As a result, the differences
were attributed, at least in part, to the school's tracking system.

Schafer and Olexa (1971), in a study of youth who entered two

midwestern three-year high schools in 1961, examined various school
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outcomes for youth in college-prep and non-college prep tracks.
According to their results, students in the non-college-prep track
were found to have been disproportionately involved in school miscon-
duct, to have been suspended from school and were nine times more
likely to drop out of school than college-prep students. 1In addition,
when juvenile court records were examined, sixteen percent of the
non-college~-prep youth had delinquent records, compared to only six
percent of the college-prep students. This was true for both males
and females. Finally, Schafer and Olexa reported that this relation-
ship held when simultaneously controlling for father's occupation,

IQ and previous academic achievement.

In a study of 173 male and female seniors in two western New York
state high schools, Kelly (1974) examined the relationship between
tracking (measured in this study by student's report of their placement
in college-prep or general education program) and delinquency. Even
when controlling for sex and social class, Kelly reported that track
position was a strong predictor of delinquent activity, thus, lending
support to other work suggesting that track or "school status" is an
important determinant of delinquent behavior.

In a follow-up of his previous study Kelly (1974, 1975) examined
the relationship between status origins, track position and self-
report delinquency. According to Kelly (1975), the results of this
study support the "hypothesis that, relative to one's background,
one's location in the academic hierarchy is the strongest and most

consistent predictor of self-report, delinquent involvement" (p.
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269). While sex was found to be related to self-report delinquency
and status origins was found to be weakly related to delinquency,
track position emerged as the best predictor of self-report delin-
quency even when controlling for sex and status origins. In conclu-
sion, Kelly (1975) suggested that these findings along with other
research in this area, indicate the importance of the further develop-
ment of a "school status" theory of delinquency and that such a
development "should incorporate a major concern for the nature of
the school experience, particularly in terms of the typing processes
and ceremonies that take place between, for example, student-teacher,
and student-administrator" (p. 269).

Hartnagel and Tanner (1982), also, provides some empirical support
for a relationship between tracking and delinquency in their Canadian
study. After analyzing their data, Hartnagel and Tanner (1982)
indicated that a school status model best reflects their data.
Moreover, they reported that student's academic program was found to
be related to more violent forms of delinquency.

One study which failed to demonstrate a clear link between
tracking and delinquency at the high school level was conducted by
Wiatrowski et al., (1982). These researchers examined data from the
Youth in Transition study, (Bachman, 1971), in order to explore the
relationship between curriculum tracking and delinquency. Accord-
ing to Wiatrowski et al., (1982) previous research had indicated a
correlation between curriculum track and delinquency and students in

non-college tracks were seen as suffering from losses in school status,
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decreased commitment to educational goals, and lower self-esteem
which increases the likelihood of delinquency. On the other hand,
students in college bound tracks were seen as more likely to associate
with peers who have high educational aspirations and who do not support
delinquent values or behavior. However, previous studies were seen
as methodologically weak in that they relied on zero order correlations
and failed to consider the relationship of multiple factors and their
relationship to delinquency. Further, these studies were generally
cross-sectional which ignore changes over time and few controlled
for initial levels of delinquency which may have existed prior to
school tracking. Unlike previous research, tracking was not strongly
correlated with delinquency among students in the tenth grade, in
their senior year or one year after high school. Moveover, tracking
was not found to affect delinquency when prior levels of delinquency
were controlled. While these results indicate that tracking and
delinquency are not strongly related in high school, Wiatrowski et
al., (1982) noted, "These results suggest that research about the
influence of schools on delinquency needs to search for possible
causes of delinquent behavior in junior high school and earlier,
because most tracking probably occurs in junior high school, that
ig, when its effects on delinquency may be strongest" (p. 158).

The Relationship Between School Involvement, Commitment,
Attachment and Delinquency

A number of studies have focused on the relationship of factors
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such as involvement, commitment and attachment to schooling and
delinquency. Polk and Halferty (1966) examined the relationship
between adolescent commitment to school and delinquency among a
sample of male youth in the pacific northwest. Their results indi-
cated that delinquency among some youth was related to a lack of
commitment to school and adult success and identification with a
pattern of peer rebellion. Further, Polk and Halferty stated that
the uncommitted delinquent typically withdraws from school, receives
poor grades and does not participate in school activities.

Hirschi (1969) in his book, Causes of Delinquency, analyzed

data from a sample of youth in Contra Costa County, California in
developing a control theory of delinquency. Data were collected

from a student questionnaire, school records and police records.

The relationships between a number of independent variables such as
race and sex as well as attachment to parents, school and peers;
commitment to conventional lines of action; involvement in conven-
tional activities; belief in conventional values and delinquency

were examined. Hirschi indicated that youth who lacked attachment

to school were more likely to engage in delinquent behavior and youth
who were attached to school were less likely to engage in delinquency
regardless of the intimacy of ties to their father. Also, commitment
to education was found to be related to low levels of delinquency
when compared.to youth expressing low commitment to education and
involvement in school work was inversely related to delinquency at

all grade point levels.

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



44

Kelly and Balch (1971) in their study of male high school sopho-
mores in western Oregon reported similar results to those of Hirschi
(1969). Kelly and Balch (1971) found no relationship between social
class and delinquency. However, they did find that academic perform-
ance, school self-evaluation, affect toward school and school involve-
ment were related to school avoidance and delinquency.

Another study intended to explore the relationship between school
commitment, rebellion and delinguency was conducted by Kelly and
Pink (1973) in a medium-sized county in the pacific northwest. A
total of 309 subjects were selected from a 25 percent random sample
of all male sophomores enrolled in county schools which produced 284
completed interviews. These interviews resulted in data covering a
range of demographic, school, community, work and peer variables as
well as school data such as grade point averages and juvenile court
involvement. The results of the data analysis revealed that as
commitment decreased, rebellion and delinquency increased. Moreover,
these relationships held regardless of social class.

In a study intended to replicate and extend Hirschi's (1969)
control theory, Hindelang (1973) analyzed data collected from students
in grades six through twelve in one school in rural New York. Hinde-
lang's findings in regards to schooling reflected those of Hirschi
(1969). Youth who were attached to the school reported lower levels
of delinquent activity than youth who expressed little attachment to
school. Also, youth having a commitment to schooling were found to

be less inclined to involve themselves in delinquency and there were
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fewer reports of delinquent activity among youth who spent more time
on homework (an indicator of school involvement).

Hartnagel and Tanner, (1982) also provides support for the
relationship between commitment to school and delinquency. Among
junior high students, low school commitment was the only significant
predictor of theft and violence and was the major determinant of
school rebellion. Low commitment to school was associated with theft,
vandalism, drinking and school rebellion, although school commitment
was not found to be related to more violent forms of delinquency.

The Effects of the Organizational Characteristics of Schools
on School Disruption and Delinquency

While a number of studies already cited indicate that specific
organizational characteristics of schools such as tracking are related
to delinquency (Hargreaves, 1967; Schafer et al., 1970; Schafer &
Olexa, 1971; Kelly, 1974, 1975; Hartnagel & Tanner, 1982), a few
studies have examined a range of school organizational characteristics
and their relationship to school disruption and delinquency. Schafer
and Polk (1967), in an appendix to the "Task Force Report: Juvenile
Delinquency and Youth Crime" prepared for the President's Commission
on Law Enforcement and Administration of Justice, reviewed available
research on the relationship between schooling and delinquency and
concluded that various conditions in schools, particularly as they
affect lower-class youth, increase the likelihood of delinquent

involvement. Those conditions were: (l) conditions in schools which

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



46
contribute to educational failure, (2) belief in the limited potential
of disadvantaged pupils, (3) irrelevant instruction, (4) inappropriate
teaching methods, (5) testing, grouping and tracking, (6) inadequate
compensatory and remedial education, (7) inferior teachers and facili-
ties in low income schools, (8) school-community distance, (9) lack
of perceived pay-off of education by students, (l0) economic and racial
segregation, (ll1) low commitment on the part of students, (12) weak
behavior control systems in schools, (13) educational lag and lack
of local support for schools, and (l4) problems in implementing
innovations in schools.

In their book, Schools and Delinquency, Polk and Schafer (1972)

reviewed a considerable amount of previous research relating to the
relationship between various aspects of schooling and delinquency,
and reported the results of a series of research studies they conducted
during the early 1960's. Following closely the idea of a delinquent
subculture developed by Cohen (1955), Polk and Schafer (1972) indicated
that:
School experiences may function as an important determinant
in the generation and maintenance of delinquency. We call
attention to the possibility that the organizational logic
and ideology of our schools assures that there will be
delinquency. (p. &)
Further, Polk and Schafer (1972) made it clear that their focus was
on the structure of the school not individual problems. Using their
own data as well as research conducted with others (Schafer & Olexa,

1971; Polk & Richmond, 1972; Polk & Halferty, 1966), Polk and Schafer

(1972) indicated that various organizational characteristics of schools
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such as tracking, school conditions which lead to school failure and
the development of school cultures which lack commitment to school
and adult success are closely related to delinquency.

Boesel et al., (1978) in "Violent Schools-Safe Schools: The
Safe School Study Report to the Congress," conducted by the National
Institute of Education, reported the results of a large scale study
intended to explore the extent of crime and disruption in U.S. schools.
The "Safe School Study" has been widely reviewed (Rubel, 1978; Emrich,
1978; Gottfredson & Daiger, 1979) and critiqued on methodological
grounds (Emrich, 1978; Gottfredson & Daiger, 1979), and its general
findings have been widely accepted (Emrich, 1978). Through the use
of multivariate analysis, Boesel et al., (1978) reported a number of
school characteristics which are related to school violence and
property loss. Their results indicated that such organizational
characteristics as the size and impersonality of schools, weak enforce-
ment of school and classroom rules, arbitrary rules and staff punitive-
ness, few incentives or the inequitable distribution of rewards, the
perception of schooling as irrelevant, and student alienation resulting
from students feeling they have no control over their lives, increase
the probability of school violence and property loss. Moreover,
while a number of community and student body characteristics such as
high community crime rates and male to female ratios were found to
be associated with school violence and property loss, it was indicated
that those school characteristics noted above can be controlled by

schools.
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In a re-analysis of data collected as part of the "Safe School
Study," Gottfredson and Daiger (1979) provided additional insight on
those school characteristics which are likely to contribute to school
disruption. Their findings indicated that school characteristics
such as "staffing, size, and resources; governance and educational
climate; and social climate make a difference in the amount of teacher
victimization in the school" (Gottfredson & Daiger, 1979, p. 150).
At the junior high level, increases in teaching resources and students'
perceptions of clear and fair rule enforcement were associated with
lower reports of teacher victimization, while increases in school
size, teachers perceptions that parents and students should have a
say in school operations and punitive attitudes on the part of teachers
were related to higher reports of teacher victimization.

According to Gottfredson and Daiger (1979), at the senior high
level the greater the number of students taught by a teacher, the
use of ambiguous sanctions by teachers (e.g., lowering grades as a
form of discipline), and the extent of punitive attitudes among
teachers, the greater the amount of teacher victimization. On the
other hand, characteristics associated with low levels of teacher
victimization at the senior high level were increases in teaching
resources, teacher-administration cooperation and students' belief in
conventional social rules. Also, a number of school characteristics
were found to be associated with student victimization. At the junior
high level, the more teachers expressed confusion about the develop-

ment. of school policies and favored students having a say in school
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operations, the greater the student victimization, while increases in
student reports of fair and clear school rules were associated with
decreases in student victimization. At the high school level, only
one school characteristic was found to be significantly related to
student victimization. The more high school students reported that
school rules were fair and clear, the less they reported being victim-
ized.

Rutter, Maughon, Mortimore, Ouston, and Smith, (1979) conducted
a study of twelve London secondary schools to determine how schools
varied with respect to various student outcomes. This study compared
data collected from a cohort of ten year olds in one inner London
borough in 1970. Data included information on subjects' intellectual
levels, reading attainment, family circumstances, behavior, parents’
occupation and birth places of parents and children. Further, compar-
able data were collected from these students in 1974, Since the
intent of this study was to examine school differences, controls
for the kinds of students admitted by the twenty schools in the study
were employed. According to Rutter et al., (1979), "The analysis
showed that the variations between schools in children's behavior
and their delinquency rates could not be explained in terms of the
children's test or questionnaire scores at the end of their period
in primary school just prior to secondary transfer. Also, they could
not be accounted for in terms of the children's family characteristics
or the primary school they had attended" (p. 28). As a result, Rutter

et al., (1979) focused additional attention on twelve schools in
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order to examine the school's affects on student outcomes. Their
results indicated that even after controlling for school differences
in intake, large statistically significant differences between schools
were found in student attendance, student's behavior in school,
academic attainment and delinquency. Moreover, school process
measures-~measures of the social organizational characteristics of
the school which create an environment for teaching and learning--
were highly correlated with student behavior and academic attainment,
and to a slightly less extent to attendance and delinquency. Thus,
the differences between schools were related to their characteristics
as social institutions such as the degree of academic emphasis, teacher
actions, the availability of incentives and rewards, a good environment
for students and participation in the life of the school, and not to
differences in physical factors such as school size, age of buildings,
available space, class size, or internal organization such as student
grouping for teaching purposes.

The Relationship Between IQ and Delinquency:
A Review of More Recent Research
One factor which may lead to poor school performance, or which
may be indirectly related to delinquency is IQ. As noted earlier in
this chapter, writing on the relationship between mental ability and
delinquency goes back at least until 1915 (Healy, 1915) and plays a
prominent role in much of the early research on delinquency (Silberg

& Silberg, 1971). More recent research, although presenting mixed
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results, has continued to explore the IQ-delinquency relationship.
In one of the more recent and seemingly influential articles, Hirschi
and Hindelang (1977) indicated that a number of factors have tended
to obscure the relationship between IQ and delinquency. According
to Hirschi and Hindelang (1977) a paradigmatic shift from a medical
model to a sociological model of crime which occurred in the 1930's
and 1940's along with a number of other factors such as: (1) an
inability of research to substantiate earlier claims of a strong
relationship between IQ and criminality, (2) negative reviews of the
relationship between IQ and crime by Sutherland (1931) and others,
(3) concerns over the measurement of IQ and delinquency, (4) incorrect
interpretations of research findings, and (5) speculation regarding
other factors which might account for the relationship between IQ
and criminality, masked the relationship between IQ and crime.
Moreover, they noted that recent research suggests that the relation-
ship between IQ and crime is at least as strong as the relation of
either class or race to official delinquency, and it is stronger
than either class or race to self-report delinquency. According to
Hirschi and Hindelang, IQ has an effect on delinquency independent
of class and race and state that its effect is mediated through a
number of school variables.

Wiatrowski et al., (1982), in reporting their analysis of data
collected for the youth in Transition Study (Bachman et al., 1971)
examined both the direct and indirect effects of a number of indepen-

dent variables, including ability, on delinquency in a longitudinal
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study of 1620 subjects. Data were collected on students as they
entered the tenth grade, at the end of the eleventh grade, just prior
to graduation and one year after graduation. Their findings indicated
that changes in students' delinquency between their sophomore year
and one year after graduation were negatively affected by students'
mental abilities. However, the direct affects of mental ability or
IQ were not as marked as the total affects which indicated the in-
fluence of mediating variables, thus, supporting the earlier work of
Hirschi and Hindelang (1977).

Ouston (1984) studied youth in a disadvantaged area of London
who were born between September 1959 and August 1960 in an effort to
examine the relationship between educational attainment, intelligence,
family background and delinquency. As noted by Ouston, scores on
the National Foundation for Educational Research reading test and a
non-verbal IQ test indicated that for both males and females, delin-
quents had lower scores than non-delinquents and delinquency was
related to teacher's reports of behavior at school.

Simmons (1978), however, raised a number of issues regarding
the relationship between IQ and delinquency proposed by Hirschi and
Hindelang (1977). While Hirschi and Hindelang (1977) saw IQ as an
indicator of stable innate ability which effects delinquency through
its impact on school performance, Simmons (1978) suggested that a
view of IQ as unstable and influenced by various social factors leads
to a different causal order. If IQ is unstable and influenced by

social factors then it is reasonable to propose that IQ results from
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delinquency rather than IQ causing delinquency. Indeed, there is
considerable evidence suggesting that IQ scores are influenced by
social factors. Bronfenbrenner (1975) has reported that studies of
identical twins raised apart have indicated that the less similar
the differences in their environments, the greater the differences
in their IQ scores. Also, Simmons (1978) noted that there is, also,
research which indicates that substantial increases in the IQ scores
of low socioeconomic status and minority group members are obtained
when exposed to various remedial programs. According to Simmons
(1978, p. 269), Hirschi and Hindelang (1977) presented an outdated
view of IQ, and indicated that IQ is more correctly seen as "a broad
set of problem-solving skills which are better labeled academic
aptitude or scholastic readiness." For instance, Jones (1965) studied
middle-class and lower class black schools and found that in the
second, third and fourth grades there were no significant differences
in reading comprehensioh scores between the children in these schools.
However, by the eighth grade, large differences between these groups
were evident. Moreover, in replicating this study, Ryan (1965)
suggested that such differences are not because lower class youth
come to school with lower IQ's, but results from these students’
interaction with the schooling environment. Finally, according to
Simmons (1978, p. 269), the problem of "the respondents motivations
while taking the test" must be given close attention. Because delin-
quents are typically viewed as unmotivated, and because IQ tests are

frequently administered in group settings, delinquents may do poorly
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on such tests because of other school related factors and the testing
situation.

In another study which examined the IQ and delinquency relation-
ship, Menard and Morse (1984) also questioned the conclusions of
Hirschi and Hindelang (1977). While Menard and Morse (1984) do not
deny the existence of a zero order correlation between IQ and delin-
quency, they do suggest that "both IQ and academic performance are
linked to delinquency only as an outcome of various institutional
responses to differential levels of each" (p. 1348). 1In order to
examine this relationship, Menard and Morse analyzed data from a
longitudinal, random subsample of San Diego high school youth (Elliott
and Voss, 1974). A path model based on the research of Hirschi and
Hindelang (1977) testing the relationship between IQ and delinquency
with academic aptitude, GPA and school alienation (attitudes) as
intervening variables was tested. The results of this analysis
indicated that the influence of IQ on delinquency was indirect with
IQ explaining less than two percent of the variance in delinquency.
On the other hand, an alternative model examining various institutional
practices such as negative labeling, alienation, perception of low
access to desirable goals and delinquent peer group associations
explained 28.6 percent of the variance in non-serious delinquent
behavior and 20.4 percent of the variance in serious delinquent
behavior. Moreover, when IQ, academic aptitude and academic perform-
ance were added to this model, little improvement in this model was

noted. As a result, Menard and Morse (1984) concluded that
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"Theoretically, IQ is not causally related to delinquent behavior. .
.[and] empirically, the association between IQ and delinquent behavior
is so weak as to be negligible, given a properly specified causal model
of delinquency" (p. 1374).
Some Evidence on the Relationship Between
Learning Disabilities and Delinquency

Another body of research which focuses on the individual charact-
eristics of youth is concerned with the relationship between learning
disabilities and delinquency. According to Federal funding criteria,
learning disabilities are defined as disorders of listening, thinking,
talking, reading, writing, spelling or arithmetic, and include percep-
tual handicaps, dyslexia, developmental aphasia, and minimal brain
dysfunction. However, learning disabilities do not include learning
difficulties that result from visual, hearing, or motor handicaps,
mental retardation, emotional disturbance, or environmental disad-
vantage (Murray, 1976). As Lane (1980) suggests, the emergence of
the learning disability (LD)-delinquency link was the result of several
factors: (1) the development of delinquency research indicating a
relationship between school failure and delinquency, (2) the simul-
taneous development of research linking learning disabilities and
school failures, and (3) the informal observations of juvenile justice
practitioners and educators who noted close similarities between
learning disabled and delinquent youth.

According to Johnson et al., (1979), by 1975 arguments indicating
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a link between learning disabilities and school failure as well as
delinquency had appeared. Basically these arguments championed two
models of the learning disability and delinquency relationship. The
first, referred as the susceptibility model, suggests that certain
learning abilities are associated with difficulty in learning from
experience, difficulty in recognizing social cues, and impulsiveness.
According to this model, these difficulties inhibit the effectiveness
of typical social sanctions and rewards and, as a result, increase
the probability of delinquent behavior (Murray, 1976).

The second model of the relationship between learning disabilities
and delinquency could be referred to as the school failure model.
According to this model, learning disabilities frequently lead to
negative labeling of youth and placement with others who are less
capable and are failing academically. According to this model,
negative labeling and poor academic achievement frequently lead to
negative self-images and association with peers who are hostile to
school and prone to delinquency. Such negative self-images and
associations with delinquency prone peers can lead to delinquency in
two ways. First, negative self-images may lead to an increased need
for compensating successes which can lead to psychological incentives
to commit delinquent acts. Secondly, associating with delinquency
prone peers can lead to psychological incentives to commit delinquent
acts or it can lead to school drop-out, suspensions and absenteeism
which, in turn, may lead to opportunities to commit delinquent acts

or to economic incentives to engage in delinquent behaviors (Murray,
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1976).

A number of studies have indicated a high incidence of learning
disabilities among delinquent youth. In an early study concerning
the LD-delinquency link, Poremba (1967) indicated that among a popula-
tion of delinquent youth, 50 percent had a specific 1earning disabili-
ty. Also, Sawicki and Schaeffer (1979) examined a randomly selected
sample of 125 delinquents and reported that 7 percent did not have
learning disabilities, 16 percent were mentally retarded and 77 percent
were learning disabled. Among those classified as learning disabled,
46 percent were found to have mild disabilities and 31 percent were
found to have severe learning disabilities. Further, an examination
of the relationship between the number of offenses, offense severity
and severity of learning disabilities indicated a positive relation-
ship between the severity of learning disabilities, the number of
offenses and the severity of offenses. Moreover, variables such as
age, race and intelligence level were not found to be predictors of
the number or severity of offenses.

In a journal volume devoted to the link between learning dis-
abilities and delinquency, Sikorski and McGee (1986) noted that studies
focusing on adjudicated youth who were subsequently placed in resi-
dential treatment programs or juvenile detention facilities indicated
that from 40 percent to 70 percent of such youth displayed "significant
neurodevelopmental abnormalities, including language, cognitive,
perceptual and motor abnormalities" (p. 11). 1In addition, there was

evidence that most of these youth were academic underachievers and
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showed significant learning problems. On the average, the youth
were three years below grade and age expectations in math and over
four years below expectations in reading.

Studies employing nondelinquent control groups have, also,
reported a relationship between learning disabilities and delinquency.
Berman (1975) analyzed data obtained from a random sample of males
admitted to Rhode Island training schools and a nondelinquent sample
matched on age and intelligence from schools which accounted for 82
percent of training school admissions. The results of this study
indicated that the delinquents performed more poorly as a group on
measures of Weschler's Psychometric Intelligence and on a number of
measures of sensory perception. Also, a study conducted by Berman
and Siegal (1976), found adaptive abilities and learning skills among
a group of 45 male delinquents to be significantly lower than among
a nondelinquent control group matched on age, sex, race and social
status.

Murray (1976) reported the results of a study conducted by the
American Institute of Research (AIR) for the National Institute of
Juvenile Justice and Delinquency Prevention which served as the impetus
for two subsequent large scale studies on the relationship between
learning disabilities and delinquency. The AIR study consisted of
an extensive literature review, interviews with 46 consultants to
glean information on unpublished theory and examined a number of
demonstration projects. The results of this study indicated that

the presumed relationship between learning disabilities and
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delinquency was based primarily on the observations practitioners
made of their clients. 1In contrast, academicians were often skeptical
of a strong relationship between learning disabilities and delinquency.
Although research indicated that 22 percent to 90 percent of dglin—
quents had learning disabilities, the research team concluded that
the 'disparity of estimates fairly reflects the disparity of defini-
tions, procedures, and analyses in the studies" (Murray, 1976, p.
61). 1In addition, the research team reported that based on existing
research no estimate of the incidence of learning disabilities was
possible nor had any study to that time been able to demonstrate
that youth with learning disabilities are more likely to be delinquent
than other youth and recommended that further research and evaluation
be conducted (Murray, 1976).

Subsequent to the AIR study, the General Accounting Office (GAO)
of the Federal Government conducted a study which explored the extent
of learning problems among vouth in juvenile institutions in Connecti-
cut and Virginia (Comptroller General of the U.S., 1977). Learning
problems in this report consisted of three classifications: (1)
satisfactory slow learners, (2) youth with limited academic potential,
and (3) underachievers. In addition, the underachievers category
was further divided into youth having primary learning problems
(learning disabilities) and youth with secondary learning problems-~
those who were unsuccessful in school due to exogenous factors such
as poor attendance, exposure to serious familial or social problems,

and emotional or behavior problems. The results of this study
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indicated that 26 percent had primary learning problems, 51 percent
had secondary learning problems, 19 percent had limited academic
potential, and 3 percent were classified as satisfactory learners.
Only one subject was found to be functioning at grade level.

In addition to the GAO study, the office of Juvenile Justice
and Delinquency Prevention (OJJDP) commissioned a two year research
and demonstration project through the National Center for State Courts
to examine the relationship between learning disabilities and delin-
quency (Johnson et al., 1979; Crawford, 1982) as well as a remediation
program targeted at learning disabled juvenile offenders which was
operated by the Association for Children with Learning Disabilities
(ACLD) (Crawford, 1982). 1In order to compare the prevalence of
learning disabilities among adjudicated and non-adjudicated males,
data were collected from a large sample of youth in Baltimore, Indian-
apolis and Phoenix and a subsample of youth of which one-third were
adjudicated delinquents. When the adjudicated youth were compared
with the non-adjudicated youth, it was discovered that twice as many
(32 percent) of the adjudicated youth had learning disabilities as
non-adjudicated youth (16 percent) (Johnson et al., 1979). In addition
all subjects were administered questionnaires containing police contact
and self-report delinquency in order to determine the prevalence of
delinquency and police contacts among learning disabled youth and
non-learning-disabled youth. Although this study suffered from some
methodological problems (e.g., a 65 percent attrition rate among

respondents), the results indicated no significant differences between
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learning disabled and non-learning-disabled youth in either police
contacts or self-reported delinquency. As a result, the researchers
suggested that the higher percentage of learning disabilities among
adjudicated youth may result from their inability to communicate
with authorities and that poor school performance may be a factor
in authorities deciding to process these youth in the juvenile justice
system (Zimmerman, Rich, Keilitz, & Broder, 1978).

Another study which was undertaken at approximately the same
time as the GAO study and the National Center for the State Courts
study was conducted by Swanstrom, Randle, and Offord, (1981) in
southern Minnesota. These researchers reported the results of a
three year study funded by the Law Enforcement Assistance Administra-
tion which was intended to determine the prevalence of learning
disabilities within the general population and among juvenile of-
fenders. 1In this study, samples of 317 seventh grade students and
128 adjudicated delinquents aged 12 to 17 were compared. The results
of this study indicated that the percentage of delinquents with a
learning disability was three and one-half times greater than the
percentage of learning disabled youth in the general seventh grade
population. Roughly one out of two delinquents tested were found to
have a learning disability compared to approximately one in six in
the general seventh grade population.

More recent studies have continued to produce somewhat conflicting
results. In a New Mexico study, Pasternack and Lyon, (1982) compared

the proportion of juvenile delinquents with learning disabilities
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with the proportion of youth with learning disabilities in the general
school population. The results of this study failed to support the
belief that delinquents are more likely to have learning disabilities
than non-delinquents. Also, Meltzer, Roditi, and Fenton, (1986)
compared groups of 53 delinquents, 26 learning disabled youth and 50
average achievers in order to examine differences in their cognitive
profiles. Results of this study indicated a number of differences
between these three groups in regards to their cognitive and educa-
tional profiles as well as a number of similarities. The delinquents
displayed the weakest educational skills of all three groups in work
recognition, reading comprehension, spelling and math, although
delinquents and learning disabled youth had very similar scores in
mathematics. Overall, 14 percent of the delinquent group was found
to have a learning profile similar to those of learning disabled youth.

Aside from research projects which have attempted to examine

the relationship between learning disabilities and delinquency, there
are, also, reports of projects which have attempted to provide educa-
tional remediation for learning disabled delinquents. As noted earlier
in this section, part of the Office of Juvenile Justice and Delinquency
Prevention (OJJDP) effort to explore the link between learning dis-
abilities and delinquency during the mid-1970s, involved the develop-
ment of a remediation program targeted at learning disabled juvenile
offenders. This remediation project was operated by the Association
for Children with Learning Disabilities (ACLD) and carried out remedia-

tion programs in Baltimore, Indianapolis, and Phoenix. The major
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program objectives of each of these remediation efforts was to improve
youths' scholastic achievement, improve school attitudes and reduce
delinquent behavior. Further, these programs employed an academic
treatment model, as opposed to a behavioral or medical model, which
focused on the following strategies: "(l) work on a level that
increases proficiency in the functional areas, (2) use each juvenile's
preferred modality, and (3) employ techniques for learning how to
learn" (Crawford, 1982, p. 8). The results of these projects indicated
that the remediation program improved reading and arithmetic test
performance among subjects and dramatic gains were seen at the point
where subjects had received at least 55 to 65 hours of remediation.
Overall, the remediation program was found to be more effective with
learning disabled delinquents as opposed to non-learning disabled
delinquents and while the remediation program failed to substantially
improve student's attitudes towards school, delinquent program partici-
pants indicated a significant decline in delinquent activity (Crawford,
1982).

In addition to the above project, Bachara and Zaba (1978), also,
examined a remediation program for learning disabled delinquents.
Their subjects were 79 juvenile delinquents who were referred to a
juvenile court for various status offenses, including incorrigibility,
truancy and school disruption. Subjects were determined to have a
learning disability through testing, which included intelligence
testing, educational evaluation, visual perceptual, audiological,

and psychological examinations. Of these 79 subjects, 48 were given
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no remediation due to various circumstances exogenous to the study,
and 31 were exposed to some type of remediation which included place-
ment in a special education or private school, placement in a special
education class, given visual-perceptual-motor training, or tutpred.
In addition 84 percent of those youth exposed to some type of educa-
tional remediation also received supported counseling. The results
of this study indicated that 41.6 percent of the group who received
no remediation recidivated, compared to 6.5 percent of those youth

who received some type of remedial service.
School-Based Delinquency Prevention Programs

Early School-Based and Individually Focused Prevention Efforts

Despite the fact that the relationship between various aspects
of schooling has received considerable attention within the crimino-
logical and educational literature, there is a dearth of sound evalua-
tion of school-based delinquency Prevention projects. As noted earlier
in this chapter, early writers such as Burt (1925), Healy (1933),
and Hill (1935-36) had indicated that the school was a logical place
for delinquency prevention efforts while Lane and Witty (1934) reported
that educational programs for delinquents could improve delinquents'
educational functioning and could be operated in public schools to
prevent delinquency.

In a study intended to improve the educational functioning of a

group of delinquents, Roman (1957) studied 21 males aged thirteen to
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sixteen who were on active status with the Treatment Clinic of the
Manhattan Children's Court in an attempt to develop an effective
reading program for delinquents. Roman reported that these subjects
had a reading retardation of at least two years and had IQ scores
ranging from 65 to 95. These subjects were divided into three treat-
nment groups: (1) group remedial reading which focused on group
reading, (2) tutorial group reading which combined group reading and
a therapeutic group process, and (3) interview group therapy which
focused on group therapy. In analyzing the outcomes of these groups,
Roman indicated that the tutorial group therapy intervention was
significantly more effective in improving the reading ability of
these delinquents and felt it could be used to assist other delin-
quents. Unfortunately, no information of this program's effects on
delinquency were provided.

Although many early programs were not carefully evaluated, early
delinquency prevention programs which employed an individual or
casework approach, although not school-based, have not received
favorable reviews. For instance, Toby (1968), in examining the
Cambridge-Somerville study which employed casework and attempted to
develop strong one-on-one bonds between youth and counselors, indicated
that 41 percent of the youth exposed to the intervention became
delinquent as opposed to only 37 percent of a control group who did
not receive the intervention. Further, a 30-year follow-up of these
youth indicated that when they reached their late 40's, those who

had received the intervention were more likely than controls to be
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experiencing a number of problems such as hypertension and alcoholism
(McCord, 1978). Also, a study which examined the effects of counseling
for potentially deviant high school females in New York failed to
produce positive results. Those subjects who received the intervention
were not significantly different from controls on various outcome
measures such as attendance, truancy, school retention, suspensions
and discharges, conduct marks, teacher and counselor ratings, or
court involvement (Meyer, Borgatta, & Jones, 1965). Similarly, an
experimental work-study and employment program for inner-city high
school males with poor achievement histories produced no significant
outcomes with respect to police contact after six years when compared
with a randomly assigned group of controls (Ahlstrom & Havinghurst,
1971).

Reckless and Dinitz (1972) provided an assessment of an experi-
mental school-based delinquency prevention program involving potent-
ially delinquent youth and youth who were felt to be potential drop-
outs. Youth identified as potential delinquents or dropouts by their
sixth grade teachers were randomly assigned to either a self-contained
class especially designed for such youth (the experimental condition)
or a regular self-contained class (the control condition). Youth
not identified as potential delinquents or dropouts were assigned to
regular self-contained classes and served as a comparison group, and
these youth, along with control youth, were exposed to the regular
curriculum. Youth who were in the experimental group, however, were

exposed to a modified curriculum that included the attempted
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development of close teacher-student relations, a special classroom
discipline system that avoided sending youth to the office as well
as special curriculum materials. These curriculum materials covered
five main topics: "(l1) The World of Work; (2) The School and You,
(3) The House We Live In, (a presentation of government services),
(4) Getting Along With Others, and (5) The Family (Reckless & Dinitz,
1972, p. 62). However, analysis of their outcome data indicated no
significant differences between experimentals and controls on either
school performance or police contact, although whites in both groups
fared better than blacks. Also, while the good-boy comparison group
tended toward greater delinquency involvement and poorer school
performance, they continued to display much better outcomes than °
either experimentals or controls. In terms of attitudinal changes
similar results were noted. Experimentals and controls displayed no
significant differences on measures of self-concept, socialization,
perceptions of law, police and various school focused measures,
although experimental subjects indicated favorable views of the
program.

Rose and Marshall (1974) evaluated the effects of a school social
worker program on delinquency. In this program students were seen
for an average of four hours by a social worker due to referrals for
truancy, delinquency or other behavioral problems. The analysis in
this study focused on 156 males and 92 females who were seen most
frequently, and a comparison with similar students at two schools

without social workers was undertaken. Results revealed that
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delinquency rates were slightly higher during a two year period for
the comparison students, although these differences were not statis-
tically significant.

Murray, Bourgue, Hannar, Hersey, Murray, Overbey, and Stotsky
(1980) reported results of the Cities in Schools Program, a program
targeted at providing a variety of services to inner-city students
who traditionally experience school failure. Services provided
included academic support, counseling, education and cultural enrich-
ment activities as well as other human services when needed. 1In
addition, each student had a caseworker who monitored the student's
progress and positive support networks called school "families" were
established and consisted of one staff and forty students. Also,
for purposes of evaluation students were randomly assigned to either
an experimental or control group at three demonstration sites. Results
of the evaluation were mixed. Experimental students at one site
showed improvements in understanding of options and requirements,
feelings of control over their future, stricter standards of personal
control, improved effort and attention in class, interpersonal rela-
tions, success in learning situations, attendance, and acquisition of
basic reading skills. However, these outcomes were not replicated
at the other two sites. Also, numbers of arrests varied at the three
sites. Official delinquency increased at two sites and declined at
one site. Unfortunately, methodological problems such as control
group attrition and lack of police information for the control groups

make. careful comparisons of the experimental and control groups

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



69
difficult (Hawkins and Lishner, 1987). The results of these earlier
individually or casework focused interventions have not been encourag-
ing. Indeed, Romig (1978), after reviewing a number of prevention
projects employing a casework approach indicated that such projects

produced unfavorable results.
Contemporary School-Based Programs and Remediations

Preschool Programs

Evaluations of preschool intervention programs have indicated
positive effects on a number of risk factors related to delinquency
(Hawkins & Lishner, 1987; Gottfredson, 1988). For example, Lazar,
Darlington, Murray, Royce, and Snipper (1982), in a meta-analysis of
the long term effects of eleven preschool programs for minority youth,
reported that such programs significantly reduce placements of children
in special education classes, and lessen grade retention. Also,
graduates of these programs were more likely to perform adequately
in school and show improved performance on IQ and Math Achievement
tests, although these effects diminished over time, and showed some
improvement in attitudes toward school.

In addition, McKay, Sinisterra, McKay, Gomez, and Lloreda (1978)
reported the results of a preschool program which provided nutritional
assistance, health care, and educational intervention for groups of
low socioeconomic status, chronically undernourished children from

Columbian families. This program provided a high intensity
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intervention over different periods of time and for different lengths
of time for different groups of children between 42 and 87 months of
age. The results of this program indicated that the earlier the
treatment began and the longer it lasted, the greater the improvement
in academic ability scores. As Gottfredson (1988) notes in a review
of this program, "although the children studied were more disadvantaged
than most children inveclved in U.S. compensatory education studies,
the results suggest that the longer the duration of a well-planned
and multimodal intervention, the greater the beneficial effect of
the intervention" (p. 37).

A study designed to examine the effects of interpersonal cognitive
problem-solving skills on the behavioral adjustment of minority
preschool and kindergarten children has been reported by Shure and
Spivack (1979). This study involved 219 black children in daycare
and kindergarten who were assigned to two experimental and control
groups. The intervention involved daily twenty minute lessons over
three months consisting of games and dialogues intended to teach
children specific problem~solving skills. Results indicated that
both experimental groups improved in consequential thinking and their
ability to determine alternative solutions to interpersonal problems.

A long-term study of a preschool project targeted at black, low
socioeconomic status youth conducted by Berrueta-Clement, Schweinhart,
Barnett, Epstein, and Weikart (1984), has reported some positive
results. This project, the Perry Preschool Project, examined a group

of 121 youth who were matched on background variables and randomly
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assigned to experimental and control conditions. Experimental students
attended small classes with a student to teacher ratio of six to one
for two and a half hours each morning for five days a week for a
period which lasted from one to two years. In addition, project
teachers made weekly home visits. Underlying this project was the
idea that the preschool intervention could improve students' chances
of success in elementary school which, in turn, would facilitate
adjustment in later grades. 1In a follow-up of these youth to age
nineteen, the investigators reported long-term benefits of the program
on cognitive performance, scholastic achievement, decreased use of
welfare assistance, reductions in teenage pregnancies, increased
high school graduation rates, enrollment in postsecondary schools
and reductions in official delinquency rates. However, in a review
of this project, Gottfredson (1988) raised serious questions about
the methodological rigor of the Perry Preschool Project which included
difficulty in interpreting the data and the use of scaling techniques

which may not have taken differences between the groups into account.

Elementary School Programs

Kellam and Brown, 1982, (cited in Gottfredson, 1988; Hawkins &
Lishner, 1987) have reported evaluation results of an elementary
school program intended to reduce various delinquency risk factors.
Called the Woodlawn project, this program targeted 1,242 disad-
vantaged minority children over a four year period beginning in the

first grade. Students in randomly assigned experimental and control
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schools were compared on a number of measures such as teacher ratings
of social adaptational status, scores from IQ and achievement tests,
and grades. Program interventions consisted of weekly group process
meetings and meetings between program personnel and parents to elicit
parental support for the program and to review student progress.
Results of the first year evaluation indicated a worsening of social
adaptations among experimental students. Also, a long term follow-
up of half the experimentals to the third grade indicated no differ-
ences in ratings of experimentals and controls. However, when program
effects were examined from the middle to the end of the year--the
time during which the intervention occurred--experimental students
displayed significant gains in social adaptation when compared to
controls, indicating the program may have produced some positive
short-term effects. Moreover, short-term benefits in math were noted
for two of the three experimental groups as well as long-term benefits
in oral language and reading scores. However, effects on achievement
test scores were minimal. Overall, the evaluators of this project
concluded that it provided no increased immunity against later problems
of maladjustment and that it did not benefit seriously maladjusted
children.

Gottfredson (1988) has, also, provided a review of a number of
additional elementary instructional practices that have targeted
various risk factors associated with delinquency. For instance,
direct instructional methods which utilize a fast instructional pace,

hierarchical sequencing of steps, frequent questioning and praise
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for correct answers and drills, have provided promising results.
Also, the Mastery Learning Model (Bloom, 1974, cited in Gottfredson,
1988) is another instructional method which has produced positive
results. The mastery learning model is intended to give slower-
learning students the amount of instruction needed to master class-
room materials. Basically the mastery learning model is predicated
on clear instructional objectives, reducing instruction to discrete
units, assessing mastery prior to beginning another unit, practice,
and corrective instruction. Importantly, it can help slower students
master instructional materials. On the other hand, it does have
some drawbacks such as requiring longer periods of instructional
time and may help slower students at the expense of those who learn
more quickly (Gottfredson, 1988).

A third instructional strategy which has shown considerable
promise is cooperative learning (Slavin, 1983). Cooperative learning
strategies attack the problem of differential learning "by creating
classroom arrangements that provide incentives for progress or perform-
ance for all students. They do this by making use of improvement
points, success in competitions between students of approximately
equal ability, or similar methods. The essence of successful coopera-

tive learning programs is cooperative incentives for learning" (Gott-

fredson, 1988, p. 40). Evaluations of cooperative learning methods
indicate that they are effective in increasing students' academic
achievement, improving race relations, liking for school and self-

esteem (Slavin, 1983). As Gottfredson (1988) notes, "these
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noncognitive effects of cooperative learning methods are especially
important because they suggest that the methods have potential for
rearranging friendship patterns--a potentially wvaluable tool in serving
delinquent peer associations" (p. 41). However, these results.have
not been empirically verified.

As Gottfredson (1988) notes, while direct instruction, mastery
learning and cooperative learning methods have shown positive results,
one type of program, special education, has not demonstrated success.
An evaluation of a study which randomly assigned students classified
as educationally mentally retarded or emotionally disturbed to a
regular or high quality special education class, did not reveal
beneficial outcomes for youth placed in the special education classes.
In fact, regular class placement was found to be more beneficial to
both groups (Calhoun and Elliott, 1977). Moreover, a review of educa-
tional programs for students with mild educational problems conducted
by Madden and Slavin (1983) revealed few benefits of placement in
special education classes, while rather consistent benefits of place-

ment in regular classes was noted (cited in Gottfredson, 1988).

Middle and High School Programs

According to Hawkins and Lishner (1987) school-based programs
which have employed a behavioral approach have frequently demonstrated
positive effects on educational attainment and school behavior while
demonstrating limited effects on delinquency. In one such project,

the PREP project, students identified as having academic or behavioral
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problems were assigned to either an experimental condition or a control
condition at two of three project sites. Program interventions
consisted of individualized academic instruction, interpersonal skills
training, teacher training, teacher reinforcement of appropriate
behaviors, clear classroom rules, family liaison and family management
skill training. At two experimental schools, experimental students
showed early achievement gains, although these gains faded ovef time.
In addition, favorable outcomes were observed for experimental students
in a number of areas: school attendance, suspensions, citizenship
ratings and teacher ratings of outstanding school behavior. Unfortun-
ately, no delinquency measures were reported (Filipczak and Wodarski,
1979).

Another program using a personalized education approach was
evaluated by Gottfredson (1986, cited in Gottfredson, 1988). This
project, the Compton Action Alternative School (CAAS), involved
intensive personal interaction betwéen students, many of whom had
gang associations, and teachers. In addition to intensive personal
contacts between students and teachers, the program employed a basic
instructional program, an expanded range of rewards for students,
paid students for school maintenance, and organized parent activities.
The evaluation employed a quasi-experimental design which compared
non-equivalent groups and caution was recommended in interpreting
the results. However, after involvement in the program, CAAS students
saw themselves as more able, felt their parents emphasized education

more, reported higher educational expectations, attachment to school,
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belief in conventional rules, more positive self-concepts, less
rebellious attitudes, increased effort on school work, worked more,
and reported less drug usage when compared to controls. However, no
statistically significant difference between the groups was noted
for self-report delinquency.

D. C. Gottfredson (1986), however, reported less promising results
from part of another school-based program (the PATHE program) which
employed individually focused interventions in four middle and three
high schools in Charleston, South Carolina. Although this program
also employed school-wide interventions, one component of this program
was intended to provide both affective and academic services to
students whose histories indicated academic or behavioral difficulties.
Once identified students' problems were diagnosed based on students'
standardized achievement test performance, prior grades and discipli-
nary records. Also, behavioral treatment objectives for students
were established and progress toward these objectives were frequently
assessed.

A comparison of program students with a randomly selected equiva-
lent control group indicated that reductions in delinquent behavior
were not observed among program participants. Moreover, findings
regarding other risk factors associated with delinquency were mixed.
Program students were more likely to graduate from school than con-
trols, but this, to a large extent, was due to project effects at
two of the middle-schools who lost no target students. However, at

one of the high schools program students were more likely to drop
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out than others. Overall program students scored higher than controls
on standardized tests and promotion rates were better for target
students than controls, although these differences were not always
statistically significant. Also, program students grades were signi-
ficantly higher one year but significant differences were only found
in one school the following year. Improvements in attendance were
noted in two of the project schools--one which closely monitored
attendance and another which exceeded project objectives regarding
student contacts. Lastly, target students reported more positive
self-concepts but slightly less attachment to school, although these
differences did not reach statistical significance.

As noted above, however, another aspect of the PATHE program
was aimed at school-wide climate improvement. These school-wide
interventions were aimed at various aspects of the school social
organization and included: (1) developing teams of staff, students,
parents and community members to design and implement school improve-
ment interventions, (2) reviewing and revising the school curriculum,
improving teaching techniques and improving teacher competencies in
classroom management and school-wide discipline, (3) developing
academic innovations such as mini-courses designed to teach students
academic skills such as studying and test taking, providing free
reading periods and using student team learning (Slavin, 1983), (4)
implementing a career exploration and job seeking skills program,
and (5) other school-wide innovations such as a School Pride Campaign,

expanded extracurricular activities and Peer Counseling. Unlike
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those interventions which targeted individual students, the more
organizationally focused interventions produced more favorable out-
comes. In project schools, small but significant improvements in
self-reported delinquency and school misbehavior were noted. Specific
measures of school climate, also, indicated improvements in program
schools. Program schools indicated increases in school safety, staff
morale, teacher-administration cooperation and, in middle schools,
improvements in students reports of the clarity and fairness of school
rules. Other project measures indicated mixed results. Students in
the project schools reported receiving lower grades, school attendance
increased in the high schools but decreased slightly in the middle
schools, and significant differences in students reports of self-
concept were found. However, significant decreases in student aliena-
tion were reported and in project middle schools student reports of
attachment to school increased significantly (D. C. Gottfredson, 1986).

Another study which examined school organizational change through
collective problem solving was reported by Grant and Capell (1983).
This study examined teams comprised of school administrators, teachers,
counselors, parents and youth agency representatives who were trained
to develop interventions to address problems in their schools.
Interventions varied by site but included time out rooms, student
monitors, teacher home visits and rewards for positive behaviors.
Unfortunately no control schools were used in the evaluation. However,
the results indicated that the length of time these teams were involved

in problem-solving was associated with reductions in reports of school
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crime. Also, the types of team activities which were associated
with crime reduction varied by school level. High school teams which
targeted increased communication within the school and between the
school and the community, which involved youth and adults in problem-
solving, and which taught students knowledge and competencies which
could facilitate students success beyond school were associated with
reports of reduced school disruption. At the elementary and middle
school level, teams which strove to improve discipline and security
and improve teacher/parent and teacher/student relations were assoc-~
iated with reductions in disruption.

Gottfredson (1988) also provided some insight on the use of a
school-wide improvement program intended to improve discipline in a
predominantly black urban middle school. This program used a struct-
ural organizational development approach consisting of teams of
administrators, teachers and other staff to identify and overcome
problems influencing the implementation of interventions designed to
improve school discipline and students' chances of academic success.
After three years of operation, program teams had implemented improved
classroom management and instructional practices, revised school
discipline policies and practices and implemented interventions
intended to increase parent involvement and reduce student alienation.
Evaluation results indicated that, as a whole, the school became
safer and the classroom learning environment more orderly over the
course of the project. 1In addition, teacher morale improved dramati-

cally and teacher reports of planning and action and perceptions of
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the school administration became more positive. Student attitudes
toward school also showed improvement and students' self-reported
delinquency was significantly reduced.

Hawkins, Lam, and Lishner (1985a), and Hawkins, Doueck and Lishner
(1985b) reported the effects of enhanced classroom instruction in
five Seattle middle schools on a number of risk factors associated
with delinquency. These studies used both experimental and
quasi~experimental designs to test the effects of classroom-based
instructional methods which included proactive classroom management,
interactive teaching, and cooperative learning. At the end of one year
of program operation, Hawkins et al., (1985a) indicated that experi-
mental teachers implemented the project instructional practices
significantly more frequently than control teachers and that the use
of the enhanced instructional method was associated with student
behaviors linked to achievement, increased achievement in math, more
positive attitudes toward math class, higher educational aspirationmns,
and reductions in suspension and expulsion rates. However, no effects
on self-reported delinquency were reported. Also, in a separate
analysis Hawkins et al., (1985b) examined the effects of enhanced
classroom instruction on achievement, bonding and behaviors of a
subsample of 160 low achievers. These results indicated that students
in the experimental classes reported more positive attitudes toward
math, more bonding to school, higher educational expectations and fewer
suspensions and expulsions. However, among low achievers significant

effects were not found with respect to achievement test scores, or
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self-reported delinquency at the end of one year of intervention.

In summary, this chapter has attempted to review the literature
on the relationship between schooling and delinquency. This review
has focused on a range of literature concerned with the effects of
individual characteristics on school failure, school problems and
delinquency as well as how the school operates to produce both school
problems and delinquency. Although much of the early writing on the
relationship between schooling and delinquency viewed failure, misbe-
havior and delinquency as resulting from the individual characteristics
of youth such as psychological health or mental ability, there has
also been recognition, although frequently implicit, that schooling
may have an independent affect on delinquency. By the 1960's a much
larger body of more sociologically based research had appeared and
focused more on the characteristics of the school which increase the
probability of school problems and delinquency.

At present, research on the relationship between individual
characteristics such as IQ, learning disabilities and delinquency,
as well as those characteristics of schools themselves which produce
delinquency, continue to attract considerable attention. However,
even within the research focusing on such individual traits as IQ or
learning disabilities, there is recognition that school factors may
serve as important mediating influences on delinquency (Hirschi &
Hindelang, 1977; Wiatrowski et al., 1982; Ryan, 1965; Menard & Morse,
1984). Moreover, research by Rutter et al., (1979) indicate that

regardless of students' background characteristics, schools have an
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independent affect on delinquency.

As a result of the extensive literature linking various aspects
of schooling to school failure, school disruption and delinquency,
school-based delinquency prevention programs have been attempted
(Reckless & Dinitz, 1972; D. C. Gottfredson, 1986; Hawkins & Lishner,
1987; Gottfredson, 1988) and others proposed as an effective strategy
in reducing delinquency (Gold, 1978; Johnson et al., 1979; Hawkins &
Wall, 1980; Gold & Mann, 1984; Gottfredson, 1988). After reviewing
the previous literature, a number of promising school-based delinquency
prevention strategies are suggested. To begin with, early education
programs for youth in the preschool years, in elementary school and
in secondary schools have produced positive outcomes. Such beneficial
outcomes have been noted for programs which have sought to improve
schools by implementing better instructional, classroom management,
behavior management and overall school climate improvement practices;
for approaches which attempt to make the educational experience more
rewarding and which increase students academic success; and for
programs which are intended to facilitate learning attachment and
commitment to schooling, teachers and prosocial behavior (Hawkins &
Lishner, 1987; Gottfredson, 1988). However, some common practices
in education such as identifying and grouping problem students, pull-
out programs and special education assignments, may provide few, if
any, beneficial effects for students in these programs (Gottfredson,

1988).
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CHAPTER III
THEORETICAL FRAMEWORKS AND PROGRAM DESCRIPTION

As noted in the previous chapter, the relationship between various
aspects of schooling and delinquency is well documented. However,
knowledge of a relationship between schooling and delinquency is not
in itself a sufficient condition for the development of a successful
school-based delinquency reduction program. An examination of various
delinquency prevention projects found that such projects typically
lacked both a well articulated theory of delinquency and a description
of how their activities would reduce the problem (Krisberg, McCall,

& Munson, 1978; Krisberg & Fong, 1979). Further, Krisberg and Fong
(1979) concluded that as a result goals were often ambiguous, not
clearly related to the problems to be addressed, and that project
planning was incomplete. From a practical standpoint, theory serves
as a guide to program activities; what should be done to achieve
desired outcomes. In addition, theory helps both researchers and
program staff assess the effectiveness of various interventions. As
Martin, Sechrest and Redner, (198l) note, "in attempting to solve any
problem, a clear idea of the nature of the problem, its causes, and
developmental processes is vital" (p. 29). When an adequate theoreti-

cal framework is lacking efforts are likely to be directed at
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factors unrelated to the causes of crime, those populations who may
be the most suitable targets of interventions may be overlooked,
and questions regarding the optimal time and strength of interventions
may be ignored.

In the development and implementation of the Milwood Project,
three theoretical frameworks were employed. First a variant of control
theory (Hirschi, 1969) found in previous work by Friday and Hage
(1976) and Friday and Halsey (1977) was used to conceptualize a model
school organization. 1In effect, this theoretical framework focused
on a hypothetical school organization capable of reducing school
disruption and delinquency. Secondly, a critical perspective was
used to understand the role of education in postindustrial, capitalist
America and how schools are organized to produce school disruption
and delinquency (Bowles & Gintis, 1976; Carnoy, 1972; Ryan, 1981;
Angus, 1985). Third, a variant of the program development and evalua-
tion model (Gottfredson, 1982a, 1984a) was used to guide the process
of program development and was viewed as a practical program management
and evaluation strategy. 1In effect, the program development and
evaluation model served as a theoretical framework which guided program
staffs' organizational change efforts. Basically, these three theo-
retical frameworks helped guide staffs' answers to three fundamental
questions: (1) how would a model school capable of meeting all
student's need be organized and function, (2) how do schools produce
disruption and delinquency and what aspects of the school organization

and climate need to be changed, and (3) what is a systematic and
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effective process for developing, implementing and evaluating change?
The Role Relationships Perspective:
Vision of a Model School Organization

Rather than being concerned with why youth deviate, control
theories concern themselves with why people conform (Hirschi, 1969).
Unlike control theories which are primarily concerned with the social-
psychological development of commitments and attachments to prosocial
institutions, involvement in conventional activities and belief in
conventional modes of behavior (e.g., Hirschi, 1969), the role rela-
tionships perspective attempts to integrate both micro and macro
levels of analysis in understanding how various structural, institu-
tional and individual level factors affects youth's integration into
conventional patterns of behavior (Friday & Hage, 1976).

Of critical importance within the role relationships perspective
is the saliency of the major socializing institutions for the indi-
vidual. These major socializing institutions are: (1) kin relation-
ships--including the extended family, (2) community, (3) school, (&)
work, (5) peers, and (6) other institutions which may be salient for
a particular individual. As Friday and Hage (1976) note, however:

The key is not so much whether a youth is unemployed, in

school, has divorced parents, or lives in a ghetto--although

these can be important causes explaining a lack of work,

school, family, or community role relationships--but whether

or not he has these relationships at all and how involved

he is in them. The more involved one becomes in these

relationships, the less likely he is to engage in deviant

acts and especially to be involved in major crimes that
often lead to detection and prosecution. (p. 351)
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In response to the control theory question, "why do people conform,"
the role relationship perspective posits that conformity is more
likely to the extent that youth are involved in these institutions,
that youths' roles within these institutions overlap, and that these
socializing institutions direct the person toward conformity. In
such instances, informal social controls are heightened and the
probability of deviation is reduced. There are, however, a number
of factors which hinder the social order's ability to integrate youth

and others into conventional institutional roles.

Social Structural Effects on the Patterns of Role Relationships

Rather than focusing strictly on the social-psychological affects
of youth's integration or lack of integration into conventional roles
and the resulting relationship to behavior, the role relationships
perspective is also concerned with the structural conditions which
shape the basic socializing institutions and the role of youth in
society. From a macro-sociological perspective, it is important to
understand the historically changing status of youth in industrial
and postindustrial capitalist societies (Friday & Hage, 1976; Green-
berg, 1977; Friday, 1980). In peasant and tribal societies youth
played important production roles and juvenile crime rates were low.
Similarly, under feudalism; youth played important roles in farming
and handicraft production from a very early age (Greenberg, 1977).

Youth, also, assumed important roles during the early stages of
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the industrial revolution (Greenberg, 1977; Friday, 1980). In order
for the growing capitalist economy to develop in America, a reserve
army of labor was required to lessen worker demands, depress wages
and supply sufficient labor (Messerschmidt, 1979). As Greenberg
(1977) notes, during this period working class youth worked at an
early age and were even given preference in some sectors of the
economy. Moreover, while middle and upper-class youth did not need
to work, they received much closer supervision than today. As a
result, it has been argued that during the early part of the industrial
revolution juvenile crime accounted for a much smaller percentage of
total crime and was more confined to the lower classes (Greenberg,
1977).

As capitalism and industrialization progressed, however, the
roles of youth began to change. The development of the American
capitalist economy into a monopoly or core sector comprised of more
stable concentrated industries such as steel, copper, aluminum,
shipping, and a competitive or peripheral sector comprised of less
profitable distributors, repair shops, garages and light manufacturing,
had a profound effect on the labor force, of which youth were a part.
As O'Connor (1973) indicates, growth of the monopoly or core sector
tends to result in both a surplus of capital through the production
of a surplus of goods and productive capacity and a surplus population
which results from technological unemployment. Unemployment becomes
a problem because growth in the monopoly or core sector of the economy

is dependent on increases in physical capital per worker and
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technological advances, rather than an increase in the employment of
workers. Under such circumstances, it becomes increasingly difficult
for potential workers such as youth who are attempting to enter the
job market for the first time to obtain employment in the monopoly
sector (O'Connor, 1973; Messerschmidt, 1979). As Messerschmidt (1979)
demonstrates, from the 1880's onward the proportion of child labor
involved in manufacturing and mining declined, and the overall "ratio
of child labor in all occupations plunged by two-thirds between 1910
and 1930" (p. 47). Consequently, youth as well as other groups of
workers such as women, were relegated to the competitive or peripheral
sector of the economy forming a marginalized sector of the labor
force. Moreover, capitalism's tendency to expand production through
technology as opposed to labor, as well as periodic downturns produced
by capitalism did not increase youths' prospects for full work partici-
pation in the peripheral sector either. As Schwendinger and Schwen-
dinger (1976) note, the prospect of stable employment for these
marginalized youth is dependent upon several condipions. To begin
with stable employment for youth is dependent on capital's ability
to reconvert a portion of its profit into capital; to expand production
and the job market. Secondly, it is dependent upon the ability of
capitalists to sell a sufficient amount of commodities to make a
profit which can be used for the expansion of capital investments.
Finally, the overproduction of éommodities and capital which results
in satiated commodity markets, curtails demand and creates widespread

unemployment. As a consequence of these interrelated economic
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conditions, job markets fluctuate in accordance with business cycles,
resulting in periods of growth and depression; periods in which those
marginalized groups of workers such as youth, women and minorities,
become the subjects of labor force exclusion.

Aside from the more direct influences of capitalist expansion
on the economic participation of youth, other related social changes
contributed to the marginalization of youth as well. Economic changes,
in both the U.S. and England, have historically led to extensions in
the length of education (Greenberg, 1977). As already noted, techno-
logical advances were important ingredients in capitalist development
in the United States. Growing reliance on technological sophistication
led to an increase in the requisite skills necessary for social and
economic participation. Mechanization required that workers possess
greater physical dexterity and skill and eliminated the need for
unskilled labor (Bortner, 1988; Bell, 1973). Consequently, more
years of formal schooling were needed to develop such skills, thus,
extending the period between childhood and meaningful participation
in work (Friday & Hage, 1976).

In addition, fundamental social changes occurring in the U.S.
around the turn of the century also helped to marginalize youth.
The increasing supply of adult workers due to extensive immigration
and the expansion of the average life expectancy due to advances in
medical technology and health care made youth less crucial to economic
life (Ewen, 1976). Further, labor unions concerned with winning

better working conditions and wages for adult workers, along with
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reformers who sought to protect children from harsh and dangerous
conditions in the work place, supported ;he enactment of child labor
laws which legally restricted youth participation in economic life
(Bortner, 1988).

Concomitant with the marginalization of youth, came an ideological
shift in the perception of youth. A new social category, youth
unemployment, was developed (Friday, 1980), and a separate legal
structure, the juvenile court was developed to respond to the problems
associated with youth. Not only did this new legal structure deal
with criminal offenses but with status offenses which "tended to
reify the ideal behaviors of youth," thus, helping perpetuate the
belief that delinquency results from individual pathology rather
than the "structural conditions surrounding his [her] exclusion from
full participation in the society" (Friday, 1980, p. 106).

However, as Friday and Hage (1976) note, employment, especially
for young children, is not the primary mechanism of social integration.
Nevertheless, the structural forces which have led to youth marginali-
zation and unemployment are important because these structural forces
have affected other major socializing institutions such as school,
family, community, peers and work in ways which "tend to isolate
youth and restrict the development of integrative relationships"

(Friday & Hage, 1976, p. 353).
Major Socializing Institutions and Their Effects on Role Relationships

The role relationships perspective emphasizes the interrelation-

ship and interaction across all socializing institutions. In addition
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it is interested in the frequency of interaction (behavior) of indi-
viduals within and with these socializing institutions and not simply
the individual's attachments (attitudes) to these institutions. Of
crucial importance is the number of opportunities the individual has
to be socialized to the dominant norms of society which is enhanced
by the degree to which the major socializing institutions such as
family, school, work, community, peers and others overlap and direct

the individual toward conformity (Friday & Hage, 1976; Friday, 1980).

Family Role Relationships

Historically, the family has had the responsibility of providing
individuals with the goods and services necessary for survival.
However, there have been fundamental changes in the social organization
of reproduction (i.e., the relationships, activities, institutions
and beliefs involved in the maintenance and renewal of human life)
as well as in ideologies regarding family life. "Beliefs about the
proper composition of the domestic unit, the timing of family forma-
tion, sexuality, individual health and happiness, household beauty
and comfort have all varied over time" (Laslett, 1981, p. 240).

Although there is some debate regarding the extent to which
extended kin families were a predominant form in preindustrial socie-
ties (Laslett, 1972), there is less argumentation that more recent
domestic forms have increasingly excluded nonkin members such as

apprentices, boarders and servants from the domestic unit (Laslett,
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1981). However, while the nuclear family seems to have a long history
(Laslett, 1972), recent perspectives of the family see it as an
. evolving and open system which has changed both structurally and
functionally as society has changed. While the nuclear family consist-
ing of two parents and several children served the production focused
needs of a growing industrial economy, its small size, mobility and
labor is no longer crucial in postindustrial monopoly capitalist
America. The most common adaptations, other than the nuclear family,
are: "l) the single parent family with either only one parent involved
or with both biological parents living in separate households but
both involved with their offspring, and, 2) the blended family, also
known and the 'remarried family' or 'reconstituted' family" (Taylor,
1985, p. 74).
In precapitalist agricultural societies, production was intended
for consumption and immediate use. Production took place within a
local context and the basic unit of production was primarily self-
sufficient (Laslett, 198l1). However, under capitalism, independent
family producers became divided into two classes, propertied capita-
lists who owned the means of production and propertyless wage laborers
(Edwards, Reich, & Weisskopf, 1978). "Labor had been transformed
into labor power and the means of production had been transformed
into capital; they had both become commodities whose value could
only be realized through exchange" (Laslett, 1981). As Laslett (1981)

notes:

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



93

On the one hand, the separation of producers from direct

access to tools, land, and raw materials meant that an

exchange of labor power for wages became part of the produc-
tion process, and the reproduction of labor power was
dependent on the same exchange system. On the other hand,

the production of material goods increasingly became more

highly differentiated and specialized, the division of

labor became societal rather than local or familial, labor

productivity increased, and exchange within an impersonal,

competitive market became the mechanism for coordinating

productive activities. (p. 248)

In addition, the ability of capitalists to reproduce their own
class position was dependent upon the accumulation of surplus value
which could be reinvested in the means of production. However, the
family also requires a surplus (i.e., material resources which are
above the immediate needs of producers) because families frequently
support nonproducers or dependents such as young children. These
dependents--persons who need the support of others for their
survival--exist in all societies, but the types of persons who are
dependents have varied historically. As a result a basic tension
exists between capitalists who need accumulation to ensure their
class position and families who need surplus to maintain dependents
(Laslett, 1981).

Importantly, as capitalism developed, fundamental changes in
the relations of family members to one another and with those outside
the family occurred. As Zaretsky (1978) notes, "once families were
brought together in a common workshop, they were no longer supervised
by the father but by the master" (p. 72). Moreover, family members

were no longer able to work at their own rhythm, but were required

to work at a pace determined by the workplace and the coordinated
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division of labor.

Concomitant with the changes in family life that occurred with
the development of capitalism, came an ideological shift regarding
the family and family roles. The family which had once been seen as
the basic unit of production and the center of progressive individual-
ism, was relegated to a less exalted position as the division of
labor became more societal as opposed to local and familial (Zaretsky,
1978; Laslett, 198l1). In addition the role of women, which had been
on a more equal footing with men during the middle ages, changed.
The belief in separate 'spheres' for men and women came to dominate
family ideology with the rise of capitalism. Women came to be excluded
more from economic opportunities outside the home but were given a
much higher status in the family (Zaretsky, 1978).

Fundamental changes in the role and status of youth also occurred.
In early American families, children were economic assets. Children
made an economic contribution to their families early in life by
working with and for their families. When parents became elderly,
children were frequently relied on to care for their parents in a
time when government programs for the maintenance and support for
the elderly did not exist. But today, rather than being economic
assets, children have ?ecome long term dependents whose average
dependency is twenty years (Keniston, 1977).

Aside from the direct economic contributions of children, the
structural changes affecting the role and status of youth, also,

affected other family functions. One of these was the removal of
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education from the family. Although there were schools in colonial
America, they were primarily for boys. Children spent less time in
school than today and left school at a fairly early age. Most of a
child's education occurred at home and revolved around reading the
scriptures or learning a trade (Keniston, 1977). Also, as youth
became economically redundant, compulsory mass education was developed
to meet the needs of the developing capitalist state (Bowles & Gintis,
1976).

As a result of the development of the public school in the middle
of the nineteenth century and the rise of compulsory education, formal
education began to replace family education. While there were a
number of justifications for this shift a common argument was that
families--particularly immigrant families--could not adequately educate
youth for participation in the growing and increasingly complicated
workplace. Schools were viewed as being able to do what families
were unable to do: impart good work habits and essential skills,
develop good character and, in short, Americanize (Keniston, 1977).

Accompanying these and other changes in families was a change
in the ideological conception of childhood. As Empey (1982) notes,
the modern American conception of childhood and adolescence is an
historically recent phenomenon. Childhood came to be treated as a
special phase in the life cycle which required special nurturing,
direction, protection and training which could be best accomplished
at home or school. However, as Keniston (1977) suggests, the family

was not always seen as the most reliable institution for providing
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youth with the necessary skills for later economic and social partici-
pation.

While the broad social changes reflected in capitalist development
have resulted in numerous changes in family functioning, capitalist
development has also differentially affected families. Within the
capitalist economy, the resources which families have to support
both their productive and nonproductive members are determined by
the wages individuals earn. However, because of the unequal distribu-
tion of income under capitalism, some families become concerned with
subsistence at a very basic level while others are more concerned
with acquiring additional comforts. Under such circumstances, more
secure families are likely to be concerned with securing their socio-
economic positions while families in a less secure position attempt
to improve their position (Laslett, 1981).

While the preceding only touches on some of the ways in which
families have changed due to the development of the postindustrial
monopoly capitalist state, the key issue from the role relationships
perspective is that such changes have altered the structure of fami-
lies. Also broad social structural forces have led to changes within
families and between families and those individuals and institutions
outside families.

As Currie (1985) notes, concern with the relationship between
family life and crime has an extensive history. Moreover, an extensive
body of research exists regarding the relationship between various

aspects of family life and delinquency. Primarily this research is
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concerned with: (1) social structural and cultural conditions which
affect family life, (2) the background characteristics of parents
and their effects on delinquency, (3) the effects of family structure
on delinquency, and (4) the effects of family process on delinquency.

A number of studies have suggested that social structural and
cultural forces have an affect on delinquency. Research by Vaz and
Casparis (1971) suggested that differences in Canadian and Swiss
society may account for relatively lower levels of delinquency among
Swiss youth. Their findings indicated that the Canadian youth they
studied tended to be more peer oriented and deviant, while Swiss
youth were more parent oriented and engaged in fewer criminal acts.
Similarly, Kobal (1965) found that youth in Slovenia tended to be
more open toward adults and less delinquent than youth in London,
and Clifford (1976) has indicated that while juvenile delinquency
has increased in Japan, strong cultural traditions and the nature of
social organization help account for Japan's relatively low crime
rate among industrial nations. In another comparative study, Clinard
and Abbott (1973) reported that social structural changes in Africa
which disrupted more traditional living patterns led to unstable
family relationships and increased crime rates. Moreover, West (1969)
indicated that "social handicaps" such as low income, poor housing
and welfare support were related to delinquency while a more recent
study by Laub and Sampson (1988) found residential mobility to have
a direct effect on delinquency.

Studies which have examined the background characteristics of
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parents have noted a relationship between various parental character-
istics and delinquency. Research by Wilson (1975) found that in
England youth whose parents were serious offenders offended at approxi-
mately twice the rate as youth whose parents had no or only a minor
criminal record. Likewise, Farrington, Gundry and West, (1975) found
that criminal fathers were far more likely to have delinquent sons
compared to noncriminal fathers and the Gluecks (1950) reported that
70 percent of the delinquents they studied had at least one parent
with a criminal record. However, in a recent reanalysis of a subsample
of the Gluecks (1950) data, Laub and Sampson (1988) reported that
although parental deviance was not directly related to delinquency,
it was related to family dysfunction.

Of course larger structural forces may in some way influence
parental characteristics as parents adopt various mechanisms to cope
with their environment and may affect family structure and family
process as well. Another focus of delinquency research has examined
the relationship between family structure and delinquency. Research
by Glueck and Glueck (1950), Chilton and Markle (1972), Smith and
Walters (1978), have reported a relationship between broken homes
and delinquency. More recent research conducted by Johnson (1986)
examined various types of family structures and their relationship to
delinquency. Although no overall relationship between family structure
(i.e., real father/real mother, real father/stepmother, real father
only, real mother/stepfather, real mother only) and self-reported

delinquency was found, males in mother/stepfather homes reported
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significantly more criminal acts than youth in other types of homes.
Also, family structure showed an overall relationship to self-reported
trouble with police, school, and juvenile court officials. Similarly,
VanVoorhis, Cullen, Mathers, and Garner, (1988) found no relatipnship
between family structure and delinquency except for status offenses.

In explaining possible reasons for the relationship between
mother/stepfather families and delinquency both VanVoorhis et al.,
(1988) and Johnson (1986) indicated that the quality of the parent-
child relationship may be an important intervening factor. Indeed,
research which examines family process (e.g., quality of family life)
comprises the most extensive body of research on the relationship
between family life and delinquency. Research has indicated that
families help generate delinquent behavior by their failure to generate
parent-child attachments and bonds (Bowlby, 1969; Hirschi, 1969;
Rutter, 1972), through the improper socialization of children (Glueck
& Glueck, 1950; McCord & McCord, 1959; Hirschi, 1969; West & Farring-
ton, 1973; Wilson, 1983; Wilson & Herrnstein, 1985), by their dysfunc-
tional styles of interaction (Alexander, 1973; Patterson & Fleishman,
1979) or some combination of genetic traits combined with inadequate
parenting practices (Wilson & Herrnstein, 1985).

More recent research on family process has shed additional light
on the relationship between various family characteristics and delin-
quency. Cernkovich and Giordono (1987) analyzed data collected from

824 youth in a large North Central Standard Metropolitan Statistical
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Area in order to examine the relationship between multidimensional
measures of family interaction and delinquency. Measures of family
interaction in this study included: control and supervision, identity
support, caring and trust, intimate communication, instrumental
communication, parental disapproval of peers, and conflict. Their
findings indicated that control and supervision, identity support,
conflict and instrumental communication were significantly related
to delinquency across all family contexts. Moreover, when analyses
by race, sex, as well as race and sex combined were performed, with
few exceptions, control and supervision, identity support, parental
disapproval of peers and instrumental communication were significantly
related to delinquency across all of these subgroups.

VanVoorhis et al., (1988), also, examined various measures of
family quality including supervision, affection, conflict, child
maltreatment and overall home quality on various types of delinquency.
Their results indicated that overall home quality was related to
delinquency and concluded that "bad homes" not "broken homes" may be
the more salient factor in the family delinquency relationship.

Also, two studies of familial controls have demonstrated a relationship
between such controls and delinquency. Hill and Atkinson (1988)
indicated that paternal support is more important than maternal support
in deterring delinquency among males while maternal support is more
important than paternal support in deterring delinquency among females.
Further, for males and females, paternal and maternal support have

statistically significant negative effects on delinquency. 1In
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addition, males and females were found to be subjected to different
types of controls. Males indicated more paternal support and rules
concerning their appearance while females reported more maternal
support and curfew rules.

In another recent study of parental control, Wells and Rankin
(1988) explored the effects of direct controls such as regulation/
restriction, strictness, punishment/contingency and punitiveness on
delinquency. Their results indicated that direct parental controls
appear to be as effective in reducing delinquency as measures of
indirect controls or attachment. Also, the relationship between at
least some direct parental controls may not be linear. For instance,
perceived moderate strictness of parents was related to reduced levels
of delinquency while low and high strictness resulted in higher
delinquency. Also, more frequent and severe punishment was found to
be associated with higher levels of delinquency.

Taken as a whole the research concerned with the relationship
between family life and delinquency provides some support for the
role relationships perspective. In general the role relationships
perspective posits that social structural factors influences the
structural make-up of families which in turn affects family process
and the quality of family life which is related to delinquency. 1In
fact, a recent study by Laub and Sampson (1988) provides some empirical
support for at least part of this model. A subset of the original
data on 500 delinquents and 500 nondelinquent males matched on age,

race/ethnicity, neighborhood SES, and IQ collected by Glueck and
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Glueck (1950) were analyzed to examine the effects of various struc-
tural background variables (household crowding, family disruption,
economic dependence, foreign-born, residential mobility, mother's
irregular employment, father's criminality/drunkenness, mother's
criminality/drunkenness), family process variables (father's erratic/
threatening discipline, mother's erratic/threatening discipline,
mother's lack of supervision, parental rejection/hostility, youth's
emotional rejection of parents), and serious delinquency. Further,
their model suggested that structural background factors primarily
influence delinquency through their effects on family process. Results
of the research indicated that, with the exception’of residential
mobility, the structural background factors had no significant direct
effect on delinquency. Rather, family process variables mediated 79
percent of the effect of the structural background variables on
delinquency. Results also indicated that criminality and drunkenness
of both mothers and fathers were the most salient predictors of poor
discipline and supervision and parental discipline. Further, family
disruption, residential mobility and mother's and father's criminality/
drunkenness had significant negative effects on parental rejection
of the child. Structural background variables were also associated
with youth's attachments to parents. The strongest predictors of
weak attachments to parents were father's deviant conduct and family
disruption, although residential mobility and foreign-born status,
also, had significant effects. Further, all of the family process

variables had significant effects on delinquency in the predicted
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direction and this was particularly true of mother's supervision.

As Friday (1980) notes, "the family is thus seen as important
as an immediate origin of crime; not because it causes crime per se
[aithough this may be true in some situations], but because relations
within the family effectively influence the exposure and importance
of other norm-defining reference groups" (p. 116). What is critical
from the role relationships perspective is that those factors which
negatively influence family structures and family process increase
the probability that youth will be isolated from the family which
will "increase the child's association with peers and/or deviant

associations™ (p. 116).
School Relationships

As Friday (1980) notes, "In our highly technical, industrial
society, education and schools play a key role in determining the
eventual placement of the individual in society. 1In terms of length
and intensity of exposure, education is considered, next to the family,
the major force shaping youths' lives" (p. 116). The importance of
formal schooling in the lives of youth, however, is an historically
recent phenomenon. As noted in the previous section, free public
schooling was not available to most youth in Colonial America.
Although there were schools--including free public schools--these
schools were primarily for the education of boys (Keniston, 1977).
Moreover, education in general was the responsibility of the family

and the clergy which focused on teaching the values and skills
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necessary for a trade and religious piety. However, by 1850 public
primary schools had become commonplace in the United States (Katznelson
& Weir, 1985).

Unlike Europe, however, where the development of public schooling
met considerable resistance, the development of mass public education
in the United States grew rapidly and encountered considerably less
opposition. This rapid growth and relative lack of opposition has
been attributed to a number of factors. Among those factors which
facilitated the growth of mass public education in the U.S. was the
existence of a more democratic tradition in a "federal state where a
language of republicanism was shared by the citizenry at a distinctive
moment of capitalist development" (Katznelson & Weir, 1985, p. 45).

According to Katznelson (1981), (cited in Katznelson & Weir,
1985), in the West the state responded to the problem of social order
in various ways and included:

The attempt to regulate, and often proscribe, combinatioms

of workers at the point of production; the use of the

franchise to incorporate workers and their leaders into

the polity in ways that least threatened social cohesion;

and the development of a new nexus of political relationships

linking residence communities to government. Collectively,

these responses by the state replaced traditional 'private’

forms of social control with public authoritative activity.

One consequence was the displacement of conflict between

capital and labor into relations between the state and

citizen. (p. 49)

Further, in the United States, local elites attempts to resolve
problems of order were assisted by the fact that workers were citizens

whose voting behaviors and bases of solidarity were unpredictable

and by a federal system which was unable to concern itself with local
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problems due to its concern with securing its own domestic and inter-
national existence. It was amid these conditions that local govern-
ments developed public schools as a key mechanism intended to incor-
porate citizens into the social order and to secure property and
authority (Katznelson & Weir, 1985).

In fact, connections between education, republicanism and stabil-
ity were frequently found in the proclamations of school officials
and political leaders. For instance, according to Katznelson and
Weir (1985), the first superintendent of Chicago's schools indicated
the following in his inaugural report:

Republican institutions are founded upon the virtue and

intelligence of the people where they exist, they can be

founded upon nothing else. . . . It is in the province of

the Public Schools to educate each rising generation that

it may be able to transmit our institutions, unimpaired, to

each successgive generation in turn. Tear down our School

Houses and turn our children into the streets, and our
political institutions would be involved in the

ruin. . . . . Education is necessary not only for the
public safety but for the happiness of the individual.
(p. 50)

Although there is some evidence which indicates that the development
of public education was imposed on the working class, at least in

some areas (e.g., Bowles & Gintis, 1976), in many other cases the
establishment of public schools was supported by working-class indivi-
duals and groups (Carlton, 1911, 1965, cited in Katznelson & Weir,
1985; also see Bortner, 1988). Further, schools were initially
community-based and served people from relatively homogenous class

and ethnic backgrounds. Thus, for many working class individuals

schools were genuinely local institutions despite the fact that at
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the city level they were dominated by and served the needs of the
dominant classes (Katznelson & Weir, 1985).

Despite this early and general support for education, however,
conflicts soon developed in education. According to Katznelson and
Weir (1985), these conflicts were of two types. The first concerned
ties between the schools and the increasingly differentiated residen-
tial communities. As new groups entered the cities, schools had to
resolve disputes over language instruction and bilingualism. The
second conflict in education concerned the changing character of
work around the turn of the century and the growth of "semiskilled"
workers. In response schools began adding new courses in manual
training. The result was the depreciation of common schooling, a
change in the relationship between schools and the community and the
development of a more stratified system of schooling (Katznelson &
Weir, 1985).

Additional reforms of American education were evident during
the first three decades of the twentieth century. These reforms
were accomplished through a coalition of professional educators,
business people and politicians and led to the development of profes-
sionalism, in addition to merit and efficiency, which became the
guiding principals of American educational organization (Katznelson
& Weir, 1985).

According to Katznelson and Weir (1985) the changes wrought by
the development of capitalism produced more than changes in the nature

of work; changes in culture and spatial arrangements also occurred.
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Industrialization moved the locus of work from the family workshop
and created new divisions in city space which required new mechanisms
of social control. Importantly, it was in response to the problems
created by capitalist development and the need for social control
that fostered the growth of mass public education (Katznelson & Weir,
1985). As Spring (1973) notes, the development of compulsory mass
education served a number of needs. It served as a holding tank and
inexpensive form of police for marginalized youth. 1It, also, served
to train, test, sort and prepare youth for roles as future wage-
laborers, and it served to perpetuate the values of bourgeois society.

Aside from the intended functions of schooling, though, the
internal contradictions of schooling can have unintended effects.
During their early schooling experiences, students, especially those
from the lower class, can directly experience the oppressive and
alienating nature of capitalist institutions. 1In addition, higher
education can instill and promote critical faculties and question
the legitimacy of capitalist institutions. Thus, "educational institu-
tions create troublesome populations (i.e., drop outs and student
radicals) and contribute to the very problems they were designed to
solve" (Spitzer, 1975, p. 644).

From a role relationships perspective changes produced by the
developing capitalist economy were significant. First, changes which
moved the locus of work from the family to the factory, also, removed
education from the home. Secondly, the changes in spatial arrangements

which initially led to the development of community-based schools,
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later acted to sever the ties between the school and the community
and placed schooling in the hands of professional educators. Thirdly,
the development of the internal stratification of schools led to the
development of internal conflicts as students were required to attend
school but were frequently excluded from the rewards which schools
offered.

As noted earlier, the relationship between schooling, school
disruption and delinquency has been copiously documented. Research
has indicated a relationship between social class and delinquency
(Cohen, 1955; Toby, 1957; Gold, 1963; Short, 1964; Stinchcombe, 1964;
Palmore & Hammond, 1964; Elliott, 1966; Bachman et al., 1971; Wolfgang
et al., 1972), the organizational characteristics of schools, school
learning and delinquency (Bachman et al., 1971; Mukherjee, 1971;
McKissack, 1973; Elliott & Voss, 1974), school status or academic
performance and delinquency (Gold, 1963, 1970; Palmore & Hammond,
1964; Hirschi, 1969; Rhodes & Reiss, 1969; Kelly, 1971; Empey et
al., 1971; Kelly & Balch, 1971; Polk & Richmond, 1972; Feldhusen et
al., 1973; Elliott & Voss, 1974; McPartland & McDill, 1977; Phillips
& Kelly, 1979; Rankin, 1980), tracking and delinquency (Hargreaves,
1967; Schafer et al., 1970; Schafer & Olexa, 1971; Kelly, 1974, 1975;
Wiatrowski et al., 1982), school involvement, commitment, attachment
and delinquency (Polk & Halferty, 1966; Hirschi, 1969; Kelly & Balch,
1971; Kelly & Pink, 1973; Hindelang, 1973; Hartnagel & Tanner, 1982),
and the organizational characteristics of schools on school disruption

and delinquency (Schafer & Polk, 1967; Polk & Schafer, 1972; Boesel
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et al., 1978; Gottfredson & Daiger, 1979; Rutter et al., 1979). To
the extent, then, that youth and their parents are cut off from
schooling and to the extent that schools, as organizations, create
failure, or inhibit integration into the school, both youth and their
parents become less committed to schooling. For parents, the school
may become an alien institution; for youth, rewards and success may
be sought in other areas, some of which are likely to result in contact

with agencies of social control.
Community Relationships

As previously indicated, the changes wrought by the development
of capitalism in the United States produced more than changes in the
relations of work; it resulted in cultural and spatial changes as
well. As industrialization and urbanization progressed, there appeared
an increasing separation between the place of residence and the
workplace as well as a separation of the residences of the various
social classes. Importantly, from the role relationships perspective
such broader structural changes are critical because such changes
resulted in a change in the relations between people, and their bonds
to various social institutions.

As Wilson and Herrnstein (1985) note, since the early part of
the nineteenth century, social scientists have been aware that some
places consistently have more crime than others. Moreover, it was
this concern with how various community or neighborhood factors

influenced crime that gave impetus to the rise of the "Chicago School"
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and efforts to examine the differences in delinquency rates between
various Chicago neighborhoods. This research indicated that despite
the change in a community in its ethnic or social make-up, after a
period of instability, the community tended to retain its delinquency
rate. Thus, it was suggested that there was something about the
neighborhood itself that might account for delinquency (Shaw, 1929;
Shaw & McKay, 1931, 1942).

The relationship between community and crime has been noted in
a number of comparative studies. Wolfgang and Ferracuti (1982) in
exploring the "subculture of violence" reported that persons raised
in certain areas of Sardinia and Columbia were more likely to engage
in assault and murder than persons in other places of similar economic
development. In Uganda, Clinard and Abbott (1973) reported that
slum areas displaying a higher level of community integration and
less tribal diversity, have lower crime rates than other slum areas
matched on physical and economic conditions. Also, in Guyana, crime
rates were found to differ between urban and rural areas, between
low-income and high income areas and between areas populated by
different racial groups (Clinard & Abbott, 1973). Moreover, in a
geries of studies in England which compared working-class families
living on the Isle of Wright with comparable families residing in an
inner-city section of London, researchers concluded that higher levels
of deviance and mental illness among the London youth were the result
of the stresses of inner city life, particularly as they affected

working-class women, which were seen in higher levels of stress,
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marital discord and broken homes (Rutter, 1972, 1978).

Research on the contextual affects of community has been driven
by three theoretical perspectives: social disorganization, subcultural
or cultural deviance, and labeling or societal reaction (S;mcha-Fagan
& Schwartz, 1986). The social disorganization approach is found in
the work of Shaw (1929), Shaw and McKay (1931, 1942) and has been
further described in research by Kornhauser (1978). Generally, the
social disorganization perspective posits a two-stage model where
community structural characteristics result in a weak community
organizational network which in turn may weaken the individual's
social bonds. According to the social disorganization perspective,
various community structural characteristics may influence delinquency
directly through attenuation of the individual's bonds to the primary
socializing institutions (Simcha-Fagan & Schwartz, 1986).

The subcultural or culture deviance approach is found in the
work of Sellin (1938), Sutherland and Cressey (1955), Miller (1958)
and Cloward and Ohlin (1960), and is based on the view that modern
complex societies are comprised of groups with, to some extent,
differing normative values. Consequently, communities may vary in
the extent to which they tolerate or sustain deviant subcultures.
Also, the existence of an adult deviant subculture(s) is seen as
affecting youth's normative values and increases the probability of
youth associating with deviant peers which leads to delinquency.
Thus, the existence of deviant community subcultures can affect

delinquency by: its direct affect on youth's normative values, through
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differential association with delinquent peers, or by providing
deviant opportunities (Simcha-Fagan & Schwartz, 1986).

The labeling or societal reaction perspective is primarily
explicated in the work of Kitsuse (1962), Becker (1963), Schur (1971),
and Lemert (1972), and examines deviance as a status, as oppesed to
a behavior, which is a consequence of social control. In addition,
other writers have indicated that lower class persons are more likely
to be officially labeled as criminal (Hackler, 1970; Schur, 1969;
Wilkins, 1971), and that police are more likely to concentrate their
efforts in lower-class areas (Cicourel, 1968; Chambliss & Seidman,
1971). According to this perspective, family and community are
associated with delinquency in a way which is very different than
the other two perspectives and is the result more of the actions of
social control agents than the behaviors of youth (Simcha-Fagan &
Schwartz, 1986).

From the role relationships perspective the community or neighbor-
hood is important for a number of reasons. Aside from being a place
where individuals and families reside, the community is the context
within which peer associations are likely to be developed and nurtured.
Moreover, as Wilson and Herrnstein (1985) note, "they [communities/
neighborhoods] are also complex societies in which interactions shape
attitudes, boundaries set limits to what is seen or imagined, and
physical circumstances supply opportunities and constraints" (p. 299).
As the role relationships perspective suggests, wider structural

changes which affect the structural characteristics of American
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communities may produce conditions which increase the probability of
delinquency. In speculating about how these structural changes may
have affected lower-class American communities, Wilson and Herrn-
stein (1985) make a number of observations. To begin with they note
that these communities appear to have become more fluid and less
stable. They suggest that the social structure of inner-city neighbor-
hoods has been altered by the movement of more stable families out
of the inner-city, which has reduced neighborhood social controls,
the relocation of businesses and employment opportunities to the
periphery of cities and the breakdown of organized neighborhood
political organizations (also see Katznelson and Weir, 1985) which
has weakened attachments to these communities. Moreover, Wilson and
Herrnstein (1985) suggest that:

Urban life changes the scale of human interaction by reducing

the distances that separate. . .people, increases the number

of criminal opportunities in a given area. . .and shapes the

interactions of persons by the physical arrangement of

streets, buildings, and windows. (p. 306)

As Friday and Hage (1976) indicate, industria}ization and urbani-
zation have affected the development of community relationships by
increasing family mobility which, in turn, has reduced community
attachments. This has occurred because increased mobility reduces
the opportunity for individuals to develop role relationships based
on roots in a neighborhood. Moreover, as youth's mobility increases,
they are more likely to meet friends away from the neighborhood where

informal social controls may be strongest. Further, youth's mobility,

along with the development of a youth subculture, reduces their
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interactions across age groups which, in turn, strengthens the import-
ance of peers. The result is the breakdown in the sense of community
and the isolation of both adults and youth.

How various community contextual, subcultural and labeling effects
might be related to both self-reported and official delinquency has
been explored in a study by Simcha-Fagan and Schwartz (1986).
Importantly, this research begins to provide some empirical support
for howlthe various characteristics of communities affect interactionmns
between individuals and between individuals and community institutions,
as well as delinquency. As their research indicates, community level
organizational participation had a significant positive affect on
school attachment and a moderate but significant effect on self-
reported delinquency. Moreover, an indirect association, mediated
by weak attachment to school, was found between community character-~
istics and delinquent peers. Also, a strong direct relationship
between the existence of a criminal subculture and official delinquency
and a lesser, but significant efféct on self-report delinquency was
noted. When official delinquency was examined, community character-
istics were, also, found to be important. For instance, area economic
level was found to be associated with the existence of a disorder-
criminal subculture which, in turn, was related to delinquency, and
family economic level was found to have a negative direct effect on
delinquency. Also, association with delinquent peers was found to

have a strong positive effect on official delinquency.
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Peer Relationships

According to the role relationships perspective youth's peers
become important to the extent that those peers lack integration
into and across role sets, are oriented toward deviant behavior and
to the extent that youth are not integrated into other conforming
roles which increases the importance of peer relations. As noted
earlier in this chapter, changes in the roles of youth which resulted
from the development of postindustrial monopoly capitalism have
operated to exclude youth from broad social and economic participation;
they have been excluded from integration into adult society by virtue
of age, talents, and skills (Glaser, 1972, p. 9). As a result youth
"are cut off from the rest of the society, forced inward toward their
own age group, and made to carry out their whole social life with
others their own age" (Coleman, 1961, p. 3).

As Friday and Hage (1976) note:

Adolescents create their own culture--not a counter-culture,

but a youth subculture with its own fashion, speech, musical

taste and the like. In part this culture is necessary,

given the structural constraints against work integration

in postindustrial society and the increased alienation at

home and school. Postindustrial society has tended to

make fewer and fewer demands on youth, creating perhaps

the world's largest leisure class without the wherewithal

to utilize it. (p. 353)

Further, Sanders (1976) has suggested a mechanism by which youth
can back up identity claims to peers. While adults can turn to

hazardous occupations to demonstrate their courage, "coolness," or

"smartness," youth have comparatively few legitimate ways to establish
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the genuineness of their verbal performances. Opportunities to take
risks with the law or to engage in acts of civil disobedience come
and go. However, theft, joy-riding, and viuvlence present timeless
ways for youth with little status at home or school to demonstrate
to others that they possess valued character traits.

Rosenberg and Rosenberg (1978), in a study which examined the
relationship between self-esteem and delinquency, provided empirical
support for a similar hypothesis to the one proposed by Sanders (1976).
As Rosenberg and Rosenberg (1978) note, the labeling perspective
(Schur, 1971) in combination with Mead's (1934) concept of reflective
appraisals posits that social reactions (i.e., labeling and stigmati-
zation) may lead one to see themselves through the eyes of particular
or generalized others and if these appraisals are negative‘they may
lead one to negative evaluations of self. In contrast, Kaplan (1975)
has hypothesized that youth adopt deviant reference groups for the
purpose of enhancing self-esteem. As a result there are theoretical
bases for suggesting that delinquency affects self-esteem and self-
esteem affects delinquency. In their analysis of data from the Youth
in Transition Study (Bachman, Kahn, Mednick, Davidson, & Johnson,
1972), Rosenberg and Rosenberg (1978) indicated that low self-esteem
was likely to result in higher levels of delinquency and this was
particularly true for lower-class youth. Conversely, while delinquency
was found to have a generally weak effect on self-esteem, its effect
was stronger among higher-class than lower-class youth. As a result
Rosenberg and Rosenberg (1978) turned to Kaplan's (1975) hypotheses

regarding reference group
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identification and noted:

In a lower class environment in which delinquency is more

common [see Elliott & Huizinga, 1983], the low self-esteem

youth is more likely to find companions who will respect

and admire delinquent behavior. . . . Furthermore, the

severity of condemnation may be weaker and the general

level of acceptance of delinquent behavior stronger in

environments in which such behavior is more widespread.

Finally, there are probably fewer alternative ways for the

lower class youngster to command social respect, e.g.,

acquiring a car, stereo, clothes. The reverse applies to

the higher class youngsters with low self-esteem. The

higher socioeconomic class contains fewer delinquent groups

which can serve as sources of status; general social

condemnation of delinquency in this environment may be

more intense. . .and the youth may have other ways of gaining

self-esteem. (p. 288)

The importance of youth status has been noted by Friday and
Hage (1976) who have suggested that as youth become excluded from
participating in broader social roles and as the importance of peers
increases, youth concerns with power and status increase. Research
on Chicago gangs has indicated that many acts of gang deviance were
the result of threats to gang members power and status (Short &
Strodtbeck, 1965) and nonutilitarian thefts of such items as gasoline,
cigarettes, condoms and sharp clothes in Sweden were seen as directly
related to youth's concerns with status, wealth and prestige (Friday,
1974).

Research suggesting the importance of delinquent peers in the
etiology of delinquency is extensive. Research conducted by Shaw
and McKay (1931) and the Vera Institute of Justice (1980, cited in

Wilson & Herrnstein, 1985) indicated that among arrested juveniles

no fewer than 50 percent of those arrested committed their offenses
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in groups and for most property offenses, this figure was over 70
percent. Also, Erickson and Jensen (1977) and Hindelang (1976),
using self~ reported delinquency measures, reported that most youth
admitting delinquent behavior indicated that such behaviors were
usually committed in groups.

Although Hirschi (1969), Cartwright, Howard, and Reuterman,
(1970) and Verlade (1978) have reported weak associations between
attachments to peers and delinquency, other researchers have found
stronger associations. For example, Johnson (1979, cited in Wilson
& Herrnstein, 1985) in a study of 734 Seattle high school students,
reported that having delinquent friends made a greater difference in
the amount of self-report delinquency than did parental behavior or
family socioeconomic status. Further, two more recent studies,
Matsueda (1982) and Simcha-Fagan and Schwartz (1966), have indicated
links between community characteristics, family structure, school,
peers and delinquency.

In a re-analysis of the data used by Hirschi (1969), Matsueda
(1982) reported findings which provide some empirical support for a
relationship between community characteristics, family structure,
negative peers, exposure to definitions favorable to law violation
and delinquency. Results of this study indicated that being older,
residing in a neighborhood perceived to have more trouble, and receiv-
ing less parental supervision, increases the chances that youth will
develop slightly more delinquent friends which, in turn, increases

their exposure to delinquent definitions. In contrast, as a result
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of being more attached to their friends, youth who were from less
trouble oriented neighborhoods, who received closer parental super-
vision and who had fewer delinquent friends tended to have fewer
definitions favorable to the violation of law. Moreover, increases
in the number of definitions favorable to the violation of law relative
to unfavorable definitions was associated with increases in delinquent
behavior.

Research cited earlier by Simcha-Fagan and Schwartz (1986) also,
points to the importance of peers in the generation of delinquency.
Their findings indicate that association with delinquent peers, along
with weak school attachment, produced the strongest effects on self-
report delinquency. They also reported that the presence of a criminal
subculture affects both the probability of having an officially
recognized criminal status and increases deviant behavior. Further,
agsociation with delinquent peers was found to have a strong positive

effect on official delinquency.
Recapitulation and Program Description

In suggesting an approach to delinquency prevention, Friday
(1983) indicates that a holistic approach is necessary given the
multitude of factors which are associated with delinquent behavior.
In addition, Friday (1983) states:

Prevention requires conditions that tend to foster a positive

self-concept, a sense of self-worth and feelings of meaning-

ful and responsible participation. If a high crime prone

pattern is associated with family alienation, school aliena-
tion, and the lack of work or community relationships,
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efforts should be directed towards all of these areas.
(p. 44)

As Friday (1983) goes on to note, this holistic orientation
should focus on the ways in which the isolation and segregation of
youth could be decreased. Consequently, efforts should be directed
toward "providing greater opportunities for interaction across role
sets and decreasing the inherent alienation within each set. Efforts
directed toward these two goals will tend to reduce the saliency of
peer influence" (p. 44).

Krohn, Massey, and Zielinski, (1988) has provided empirical
support for the importance of role overlap in a study of adolescent
deviant behavior. Relying on previous work by Friday (1980), Friday
and Hage (1976) and Krohn (1986), Krohn et al., (1988) examined the
relationship between network multiplexity (i.e., the degree to which
individuals who interact in one focused context also interact in
another) and adolescent cigarette smoking. Their results indicate
that it is not simply involvement in formal activities which con-
strained youth's cigarette smoking but the inclusion of significant
others, particularly parents, in various formal activities that
produces a constraining effect. Moreover, when adolescents participate
jointly in formal activities with friends and parents, they were
less likely to smoke.

The role relationships perspective provides an organizing frame-
work for understanding how broad social structural changes are trans-

lated into broad categories of individual behavior. While it does
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not deny that structural factors (i.e., social class) may directly
affect individual behaviors such as delinquency (Elliott & Huizinga,
1983), it is particularly concerned with the indirect effects of
structural factors, mediated by changes in primary socializing
institutions, on delinquency. Consequently, the preceding has been
an attempt to sketch at least some of the ways in which broader
structural forces, through the development and operation of capitalism,
have fundamentally changed the primary socializing institutions of
work (production), family (reproduction and nurturing), school,
community and peers.

Importantly, the role relationships perspective posits that
social structural changes have resulted in a condition where each of
the primary socializing institutions has become more isolated from
the others. Moreover, these structural changes and the resulting
changes in the character of the primary socializing institutionms,
have resulted in fundamental changes in the role and status of youth
in postindustrial monopoly capitalist America, as well as in the
relationships between youth and these primary socializing institutions.
Not only is there little overlap among the primary socializing institu-
tions, but many youth are neither integrated into these socializing
institutions (although the peer group is frequently an exception)
individually or into combinations of these institutions and other
formal contexts simultaneously and jointly with significant others.

As a result, social integration is lessened to the extent that the

individual lacks meaningful participation within these socializing
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institutions and various formal contexts and to the extent that these
socializing institutions and contexts do not overlap and direct the
person toward conformity. Under such circumstances, the individual's
bonds to prosocial behavior are likely to be weakened. Also, under
such circumstances, the peer group may become the focal point for self-
evaluation and status. Yet, because of the frequent isolation of
the peer group, such groups are likely to be the least integrative,
thus, increasing the probability of delinquent behavior.

While the role relationships perspective provided an overall
organizing framework regarding how an hypothetical model school might
be organized, an effective school organizational change strategy
requires a more specific understanding of why schools are organized
to produce social and academic failure. In attempting to answer
this question a critical examination of the structure and organization
of schools proved useful.

The Critical Perspective:
The Structure and Organization of Failure

The Structure of Education in Capitalist America

The traditional view of education sees schooling as a consensual
undertaking capable of altering individual capacities--presumably in
ways beneficial to the individual--and therefore, positions within
the social structure (Angus, 1985). Formal schooling is viewed as
the correct path to upward social mobility and the American dream.

The outcomes of formal schooling are, also, seen as a "socially
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powerful, politically feasible means of attacking a broad range of
remarkably diverse social and economic problems" (Papagiannis, Klees,

& Bicket, 1982, p. 246).

There is, however, a darker side to the schooling equation.
There is the possibility that "rather than holding out equal opportuni-
ties for individual mobility. . .schools are thought to maintain and
reproduce a system of structural inequality over time." From this
perspective schools are not regarded as "neutral arenas in which all
children start out with equal choices in the competition for the
technical knowledge and credentials that may lead to future income"
(Angus, 1985, p. 4). Rather, the social relationships found in
schooling operate to reproduce and legitimate the class structure of
society by replicating a hierarchical division of labor within the
school (Bowles, 1971; Bowles & Gintis, 1976), and by reinforcing
through schools the predominant ideology that legitimates this hier-
archical structure (Bordieu & Passeron, 1977; Giroux, 198l1). As
Bowles (1971) notes, differentiation in financing, rules, expectations,
curriculum and opportunities for choice are apparent between levels
of schools, between schools and within schools. While the more
structural characteristics of schooling are important to an understand-
ing of the function of schooling in society, a more organizationally
based critical perspective is necessary in order to understand how
this structure is translated into practice. It also serves as a

guide to developing action strategies to alter school organization.
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A Critical Perspective of School Organization:
Developing Strategies for Change

As already noted, traditional views of schools see them as
primarily designed to pass along a set of consensual values and views
schools as mechanisms designed to assure upward social mobility and
prosperity. Such a static conception of the school as an organization
seems entirely too simplistic and masks the considerable conflict
that occurs within schools, school systems and between schools, school
systems and their immediate environment.

Several writers have provided accounts of the various conflicts
inherent in the development of the American gducational system (Carnoy,
1972; Bowles & Gintis, 1976; Katznelson & Weir, 1985). The "four
walls" conception of the school as an isolated social institution--
if, indeed, it ever was--has been replaced with an "open system"
perspective (Lawrence & Lorsch, 196l1) of an organization subject to
considerable internal an& external pressure (Chubb & Moe, 1985).
However, system openness does not ‘imply democratization. As Katznelson
and Weir (1985) point out, the historical development of American
education has been characterized, at least in urban areas, by a shift
from a more locally democratized system to one which is dominated by
professional educators, allied with business people and politicians
tied to larger economic markets. Earlier, fundamental changes in
the spatial, socio-political and economic organization of urban areas
were mitigated by the fact that there existed a local politics of

education which was reflected in the fact that children attending
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various schools were part of a single school district. However,
with growing diversification, suburbanization, and the development
of numerous political entities (i.e., townships, municipalities,
villages, towns, etc.), including schools, with varying fiscal needs,
a more complex social order has developed (Katznelson & Weir, 1985).

This growing social, political and economic diversification
effects schools in various ways. To begin with, public schools are
subject to a powerful public-legal mandate to educate everyone within
their attendance boundaries until age sixteen. As a result, the public
school is obligated to accommodate a disparate population which has
a range of needs and interests. Schools, which may not be community
based, have become highly political organizations, and are required
to respond to the varied "demands of several levels of government,
each of which is providing resources, imposing regulations, and trying
to realize various objectives" (Chubb & Moe, 1985, p. 9). School
systems employ attorneys to advise them on a host of legal issues,
they negotiate with collective bargaining units, they are concerned
with rules regarding tenure, hiring and firing and other personnel
issues, they are concerned with finances, curriculum development,
transportation, millage campaigns, public relations and a host of
other issues (Elrod & Friday, 1986).

At the community level there are wvarious groups and individuals
which vie for influence in school operation. Relations between these
groups, the school system and individual schools may be either support-

ive or openly conflictual. Within the school system one finds various
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levels of conflict or cooperation between school board members and
superintendents, between central office personnel and building person-
nel, between building principals and teachers, between teachers,
between teachers and students, between students, and any combination
of these (Elrod & Friday, 1986).

Rather than seeing the school as a static entity characterized
by consensus, the school is more correctly seen as a dynamic entity
characterized by considerable tension among individuals, groups,
goals and objectives. 1In response to these tensions, the school as
an organization tends to develop various forms and mechanisms for
responding to this highly complex political environment. As Chubb
and Moe (1985) note:

The organization and its environment together constitute

a system of behavior in which. . .everything is related to

everything else: the environment shapes the internal

organization, the organization generates outputs, and outputs

in turn have a variety of reciprocal effects on both the

organization and its environment. The result over time is

an iterative process of impact and adaptation. (p. 6)

As an adaptive mechanism many schools develop rather formalized
and rigid hierarchical structures which characterize their operation.
This in turn becomes a limiting factor in the school's ability to
creatively respond to its particular environment, as school personnel
are required to adhere to a rather centralized set of rules including
legal requirements, and standard operating procedures. Faced with
considerable external and internal pressure, and cognizant of the

demands of the hierarchical structure of the system, school personnel

often find themselves devoting considerable energy to tasks not
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directly related to effective education (Elrod & Friday, 1986). As
Morris, Crowson, Porter-Gehrie, and Hurwitz (1984) found in an
ethnographic study of sixteen public schools, school principals were
often forced to divide their attention among hundreds of brief
interactions each week and to develop skills more generally found
among politicians which took time from important leadership functions
related to effective schools such as guiding curriculum and
instruction.

School organizations have been described as loosely coupled
systems which require ad hoc management methods (Weick, 1982). Faced
with numerous demands on their time, public school administrators
are often forced to focus on immediate organizational needs, eschewing
more long-term primary goals related to effective educational practice.
Despite such loose management styles in many schools, however, there
is nevertheless a hierarchical division of labor between building
administrators, teachers, counselors and other support staff. This
hierarchical and rigid system imposes many restraints on teachers.
Faced not only with the necessity to maintain order in the classroom,
provide instruction, grade papers and act as mini-parent, teachers
may have little input into school management and may not be supported
in their efforts to develop more creative educational strategies.

As school system management becomes more bureaucratized, politicalized
and rigid, teachers may feel powerless to make positive changes and
are frequently met with both building and central administration
resistance to innovation.

This hierarchical structuring is also, seen in the presumed

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



128
need to categorize and sort students leads to the stratification of
students as well. The stratification of students is achieved through
tracking, differential participation in extracurricular activities,
in the attitudes of school staff who have lower expectations for
lower class youth (Bowles, 1971), and in the many ways school personnel
communicate their evaluations of students through honor rolls, track
positions, privileges and praise for academic achievement and appro-
priate demeanor (Greenberg, 1977). Research by Rist (1970), indicates
that teachers' estimation of a child's academic ability is based on
whether or not the child is neat, clean, verbal, and from a middle-
class family. Also, Ryan (1981) suggests a number of additional
mechanisms which tend to hierarchically sort students. These are:

1. Teachers belief that educational ability is normally
distributed much as shoe size or height.

2. Teacher training that directs teaching at individuals,
emphasizing differences among individuals and internal events.

3. The continual grading and labeling of students.

4, Teaching students to accept such labels.

Based upon the preceding theoretical framework it is clear that
the problems faced by both students and school personnel within the
school environment are not pathologically based. 1Indeed, they are
constrained by the functions of schooling in postindustrial monopoly
capitalist America, by the socio-political-economic environments
within which schools operate and by the administrative and pedagogical

practices taught to and learned by school personnel. However, people
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are not completely constrained by their environment. They are also
to some extent autonomous. As Angus (1985) notes, ". . .human beings
must be seen in a dialectical relationship with social structures.
And in this interaction between agents and structures people have,
at each and every moment, both a relative autonomy from and a relative
dependence upon, social structures" (p. 9).

While a reasonably clear theoretical orientation to the relation-
ship between schools and delinquency and a theoretical perspective
which supports the notion of human agency are necessary conditions
for the development of a successful social action project, they are
not sufficient conditions. An additional condition is a clearly
defined process by which change would take place. Here, a modified
form of the Program Development and Evaluation (PDE) Model described
by Gottfredson (1984a) was employed as an intervention to assist in
the development, management and evaluation of the change process as

well as intervention outcomes.
The PDE Model: A Practical Guide To Program Development

The Program Development and Evaluation (PDE) Model is a process
by which researchers and practitioners work cooperatively to identify
problems, elaborate theories about why these problems exist, specify
measurable goals and objectives, develop theory-ridden interventions
to overcome problems, identify obstacles to intervention implementation
and resources to aid implementation, and evaluate program process and

outcomes. Underlying this model are two general assumptions:
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(1) that any social action endeavor is more likely to be implemented
with integrity if those entrusted with implementation have a sense
of ownership and commitment to program philosophy, goals and interven-
tions, and (2) that the probability of success of any social action
endeavor is enhanced by engaging in a systematic process of progran
development and evaluation. PDE is a process based on sound management
principles and addresses many of the obstacles to successful delin-
quency prevention efforts identified in the literature.

According to Gottfredson (1982a), the antecedent of the PDE model
are found in the works of a number of writers interested in action
research and organizational development. For example, both Collier
(1945) and Lewin (1946), published articles regarding the use of
social science in practical problem solving. Of particular note was
the work of Lewin (1946, 1947) who proposed that rational social
management develops in a spiral of steps composed of planning, action
and fact-finding (evaluation) of the result of the action (Lewin,
1947). Further, this sequential and spiraling model of planning,
action and evaluation is the basis of many present organizational
development efforts in a variety of industrial, human service and
educational settings (Gottfredson, 1982a).

In describing Organizational Development (OD), French and Bell
(1978) indicate that OD is a series of intervention activities over
a period of time which involves a number of steps including: emphasiz-
ing normative change, engaging in collaborative problem solving,

using social science, using the experience bases of intact work teams
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and emphasizing goals and objectives. A form of organizational
development, the Program Development model, was developed by the
Social Action Research Center in an attempt to study social change.
In practice the Program Development model stresses collaboration
between the program developer and program implementors to assist in
needs assessment, in clarifying program goals and objectives, in
analyzing a program's forcefield (environmental constraints and
resources), and in developing strategies for change or implementation
(Blanton & Alley, 1975, cited in Gottfredson, 1982a).

Subsequently, Gottfredson (1982a, 1984a) expanded and built
upon the Program Development model in an effort to make it better
suited to serve as an evaluation tool. The result was the Program
Development Evaluation (PDE) model which placed greater emphasis on
theory, measurement and experimental or quasi-experimental design
while maintaining the original program development emphasis
(Gottfredson, 1982a). A slightly modified version of the PDE model
was implemented during the first year of the project and became the
guiding perspective behind the process of organizational change.

The version of the Program Development Evaluation model adopted
by the program included seven steps:

1. Problem identification. This step involves the
identification of key problems which require alleviation. This step
was viewed as crucial because a failure to identify the appropriate

problems would result in the expenditure of resources in areas which
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are not likely to produce the desired outcomes.

2. Theory Development. 1In this step theory refers to the
development of systematic ideas about why particular problems exist
and provides some specific direction for program activities.

3. Development of Measurable Goals and Objectives. This step
calls for the development of measurable intermediate outcomes (object-
ives) which if achieved should assist in the achievement of measurable
ultimate outcomes.

4. Program or Intervention Design. This step refers to the
development of specific programs or interventions (activities) that
should overcome stated problems and achieve stated objectives and
goals.

5. Forcefield Analysis. This step involves the examination
of resources which can be used to facilitate intervention design
and implementation as well as obstacles to intervention design and
implementation.

6. Program or Intervention Implementation. This step
requires an assessment to determine if the program or intervention
is actually being implemented in the manner intended (i.e., with
integrity).

7. Evaluation and Feedback. This is the last step in the
cycle of the PDE process and is concerned with measuring program
goals and objectives and providing results of the evaluation to program
designers and implementors. If outcomes are not what are expected

or hoped for and if further improvements are needed, then each step
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of the process is repeated.

Importantly, the involvement of program implementors, in this
case school and program staff, in each step of the PDE cycle was
viewed as critical. This was intended to democratize the program
development process and to develop staff commitment to the program.
Further, the PDE process was not intended to be a one time event,
but rather a spiraling sequence of steps which took place on a regular
basis. The PDE model employed in the Milwood Project can be seen in
Figure 1.

Having developed a general theoretical framework of a hypothetical
model school based on role relationships theory; having developed a
conception of why schools are organized to produce failure and the
possibility of human agency based on a critical perspective; and
having adopted a particular process for program development; interven-
tions could be designed which would, hopefully, produce predicted

outcomes.
Program and Intervention Description

As Friday and Halsey (1977) note:

If integration into society and commitment to conformity
is to be maximized, it is necessary that schools redefine
their goals and enlarge the scope of their education. As
a primary socializing agent, school can have a positive or
negative impact on the lives of youth. At its best, it
can work to counteract a harmful family situation. At its
worst, it can act as a stumbling block for those who have
had a positive upbringing. (p. 144)

As a critical primary socializing institution, the school plays a

key role within the role relationships perspective. However, the
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tranglation of the role relationships perspective into a specific
plan for school change required four additional steps: (1) the
development of a more specific school focused version of the role
relationships perspective which could serve as an organizing framework
for program development activities, (2) a consideration of the critical
perspective of schooling and why schools are organized to produce
failure, (3) a consideration of the literature linking school failure
and delinquency, and (4) the involvement of key building staff in
program development.

In developing the program proposal, Friday and Elrod (1980)
noted:

The problem with previous efforts [at school-based delin-

quency prevention] has been the emphasis on the individual

and on the identified 'pre-delinquent'. Consequently,

the. . .[Milwood] project is designed to examine the wider

social conditions that contribute to delinquent involvement

by applying strategies and concepts which have shown more

theoretical promise--particularly approaches which attempt

to integrate youth through the development of overlapping

role relationships which may inhibit delinquent involvement.

(p. 17)
Consequently, the program design was directed toward improving the
school's ability to increase youth integration by providing more
opportunities for interaction across role sets and decreasing the
inherent alienation within each set. Hence, program efforts would
be designed to enhance the relationships between the school, families
and the community (Friday & Elrod, 1980). Moreover, changes in the

organizational characteristics of the school were viewed as necessary

if the school was to expand its interaction with families and the

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



136
community, and to create an organizational climate conducive to school
improvement. In effect, such changes required a fundamental shift
in the school's operational ideology from a relatively undemocratic
system to one which saw its mission as meeting the needs of all
students and staff and expanding its role beyond the narrow confines
of the school and classroom instruction.

Within this general organizing framework, program and school
staff identified five areas of school organization where project
activities should be directed. These were: (1) student involvement,
(2) parent and community involvement, (3) use of community resources
and staff support, (4) school discipline and creation of an orderly
climate for learning, and (5) achievement. Also, during the second
year of program funding, a school within a school program for sixty
students, the Milwood Alternative Program (M.A.P.), was implemented
and was intended to serve as a micro integration of the above areas.
Further, within each of the targeted areas, specific interventions
were developed which constituted the more specific components which
it was hoped, would lead to school improvement. The specific inter-
ventions within each organizational area included:

1. Student Involvement: Student involvement interventions

were intended to develop student involvement in and attachment to
school. Primary interventions in this area were: (1) A Student
Council consisting of two students randomly selected from each home-
room. Student Council members participated in some basic exercises

in leadership training, planned and operated school dances--including
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publicity, ticket sales and operating concessions--engaged in school
beautification projects, took filed trips, selected a liaison to the
School Advisory Committee and reviewed school rules and made recommend-
ations for changes. (2) A Student Project Advisory consisting of
approximately ten students was chosen by teaching staff for their
positive leadership abilities. This group met regularly with the
program Site Director. Activities in which this group engaged in-
cluded: discussing and making recommendations concerning school
improvement, conducting school beautification projects, taking field
trips, and election of a student liaison to the School Advisory
Committee. (3) A Pep Club was formed. This group was made up of
approximately forty students who engaged in various efforts to support
school athletic teams and boost school spirit. This group met regu-
larly, worked on cheers, sold school buttons, made signs for sporting
events and organized pep rallies. (4) An Intramural and After School
Basketball Program was initiated. A Saturday morning basketball
program was operated at an elementary school within a predominantly
minority neighborhood within the schools attendance area. Also, an
intramural basketball program was run after school during the winter.
(5) Other Involvement Activities. A number of other involvement
activities were developed and included: a Reading Club which empha-
sized reading for fun and attendance at cultural events and two yearly
all night "lock ins" at the YMCA--one for males and one for females,
involving approximately two hundred total students as well as a number

of staff and parents.
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2. Parent and Community Involvement: Interventions in this

area were designed to increase overlap between the school, its attend-
ance community and the larger community. Specific interventions
included: (1) A School Advisory Committee was established and met
monthly to discuss school operations and to receive a report on program
activities. This group consisted of a diverse group of parents, the
building principal, teacher representatives, the Assistant Superin~
tendent of Schools, the Director of the Criminal Justice Commission
and, at times, student representatives. This group also took on
various projects such as purchasing two personal computers for class-
room use. (2) A Home-School liaison was hired and was responsible

for maintaining linkages between the school and the community, organiz-
ing school open houses and working with youngsters who were having
attendance problems and their families. (3) A Community Outreach
Program was developed. This involved "taking the school to the
community" by conducting a number of meetings and coffees in parents
homes and in elementary schools throughout the school's attendance
area. Also, project generated literature such as a project brochure
which was widely distributed, a school-parent newsletter; and televi-
sion, radio and newspaper reports were important parts of the project's
outreach efforts. Another community outreach intervention consisted
of encouraging parents to attend open houses, parent-teacher confer-
ences, athletic events, other activities, and to act as volunteers

in the school.

3. Use of Community Resources and Staff Support: This area
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of school organization was, also, an extension of school community
overlap and was specifically directed toward the identification and
use of community resources. Interventions in this area consisted
of: (1) Use of University resources. As a major state institgtion
of higher learning, Western Michigan University possessed a number
of valuable resources which could be used and included: University
media services to help facilitate public relations, fiscal oversight,
expert consultation, political support, and transportation resources.
(2) Development of a Tutoring Corps. A tutoring corps of University
students was recruited which provided individual tutoring to school
youth. (3) Development of a parent and volunteer support group. A
core group of parent and concerned volunteers was established which
provided tutoring and secretarial help within the school. (4) Provi-
sion of In-Service training assistance. This included workshops in
cooperative learning and sending a number of teachers to specialized
in-service workshops. (5) Project program development, implementation
and evaluation activities. This intervention actually consisted of
a range of interventions carried out by project research staff
including internal research staff from Western Michigan University
and external research staff from the Johns Hopkins University.
External research activities included the development and analysis
of student and teacher surveys, consultation on the implementation
of the Program Development and Evaluation Model, feedback of project
results to the internal research staff and periodic project site

vigits. Internal research activities included working directly with
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school staff in the development and implementation of project
activities providing individual assistance to and consultation with
school staff, working with the building administration to organize
school improvement task forces; providing feedback to school staff,
the school advisory, to central school administration, and the
community regarding project efforts, including results from yearly
student and teacher surveys.

4. School Discipline: A primary concern among staff at the

school during the development of the project and during the first
year of project operation was reducing school disruption. Also, it
was felt that the school's reliance on out-of-school suspension was
counterproductive; that it exacerbated problems. Interventions in
this area consisted of: (1) Modifying and clarifying the existing
discipline code, making students and parents aware of this code, and
continually working on developing a consistent approach to discipline
among staff. (2) Use of informal problem solving where possible.

The objective here was to involve the counseling staff more in the
resolution of conflict between students and between students and
teachers as opposed to simply relying on Euniéhment. (3) An In-House
Suspension Center (ISSC) was developed. This center was staffed by

a certified teacher, who also happened to be the president of the
local teachers union, and an aide. Both these staff had outstanding
classroom management skills. The center was a highly structured
environment where students worked on classroom assignments.

5. Achievement/Curriculum: The original proposal called for

the implementation of a scho&l wide diagnostic and prescriptive
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program, the infusion of career oriented materials in the curriculum,
and restructuring the day to provide more opportunities for team
teaching and career oriented activities. Unfortunately, a millage
failure and school reorganization resulted in the loss of staff who
were responsible for implementing these components. During the first
year of the project, a proposal was submitted to the State Department
of Education to adopt a State validated school within a school alter-
native program. This intervention, the Milwood Alternative Program
(MAP), began during the second year of project operation and was
intended to be an experiment in the Achievement/Curriculum area and
served as a micro program of the larger school organizational change
effort.

Interventions in the achievement/curriculum area included: (1)
A skills lab was developed during the second year of the project and
provided remedial education services to approximately 25 students.
This program operated during the second semester of the second year
of project operation but was discontinued after the end of the second
year due to budget reductions and because evaluation results suggested
it was not effective. (2) A Basic Skills Program was developed by
the Program Reading Specialist who was hired during the third and
final project year. This program provided diagnostic testing and
remediation for students who scored low on standardized reading tests
but who were receiving no other remedial services. (3) An Intensive
Study Program was designed and implemented by the Program Graduate

Assistant during the third year of the program. This program provided
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individual and group tutoring to a group of approximately ten youth
who were experiencing academic and behavioral problems in class.

(4) The Milwood Alternative Program (MAP) was a school within a school
program for 60 students which operated during the final two program
years. Students who had experienced considerable academic, attendance
and behavioral problems were encouraged to apply for admission and
students were selected based on perceived need. This program was
intended to contain all of the overall components of the larger school
organizational change program but on a smaller scale. The MAP had
four general goals. They were to: (a) personalize education through
small class size and improved teacher-student interaction, (b) provide
an environment where individual and group performance was rewarded,
(c) explore ways of dealing with individual and group problems, and
(d) teach students basic academic skills.

Structurally the program was staffed by three teachers who taught
classes of 20 students in Social Studies, Science and English. These
teachers were assisted by a counselor who ran a group session at the
beginning of each day intended to develop close student-teacher
relations and to resolve individual and group problems. These students
were on a different morning class schedule than other students which
allowed flexibility for participants to collectively plan activities.

Project staff who were hired by the project who had direct
responsibility for project operation or who devoted a substantial

portion of their time to project operation included:
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1. The Project Director who served as the principal
investigator and who had ultimate responsibility for project
operation.

2. The Superintendent of Schools who had responsibility for
school operation.

3. The Assistant Superintendent of Schools who was responsible
for the school system portion of the project and who served on the
school advisory committee.

4. The Project Site Director who was responsible for daily
project operation.

5. The Building Principal who was responsible for daily school
operation.

6. The Building Assistént Principal who assisted the Principal
with daily building operations.

7. A Project Secretary to assist the Project Site Director.

8. The Project Graduate Assistant who acted as an assistant
to the Project Site Director.

9. The Home-School liaison who was responsible for developing
linkages between the school and the community and improving student
attendance.

10. An Attendance Clerk who assisted the Home-School liaison
and documented school attendance.

11. An In-School Suspension Center Teacher to teach in the ISSC.

12. An In-School Suspension Center Aide to assist the ISSC

teacher.
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13. A Counseling Center Secretary to free-up and assist
the school Counseling Center staff.

14, Three teachers to teach the Milwood Alternative Program
(MAP) classes.

15. Three Counselors to assist with the MAP and to provide
counseling to students and staff.

16. The Skills Lab teacher who was responsible for providing
remedial education to academically deficient students.

17. The Project Reading Specialist who was responsible for
providing remedial reading instruction to students needing but not
otherwise receiving remedial reading instruction.

18. The remaining building staff who were responsible for
carrying out effective classroom practices.

Project staffing over the three project years can be seen in
Figure 2.

The Milwood Project was designed as a theory-based action project
which was intended to change the social organization of the school
in ways which more effectively met the needs of students and staff.
Moreover, if implemented, it was felt that these changes in the school
social organization would result in lower levels of delinquency among
the school population. The overall school change process is
schematically represented in Figure 3.

Importantly, the original project proposal was not intended to
focus on either delinquent or predelinquent youth. Rather than

focusing primarily on student's behaviors its intended focus was
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Figure 1. Organization and Staffing of the Milwood Project.
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ROLE RELATIONSHIPS PERSPECTIVE
CRITICAL SCHOOL PERSPECTIVE

AREAS OF SCHOOL IDEOLOGY,
ORGANIZATIONAL AND CLIMATE CHANGE
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Figure 3. Schematic Diagram of the School Change Process.
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directed toward all students and staff through changes in the organiza-
tional characteristics of the school. There were exceptions, however.
Although they required organizational changes to implement, the
development of the In-School Suspension Center, the activities of
the Home School liaison, as well as encouraging teachers to use
informal problem solving mechanisms such as counselors, did focus on
individual student behaviors. In addition, all of the interventions
which provided academic assistance to students such as.the Milwood
alternative Program (MAP), the tutoring program, the intensive study
program and the diagnostic/prescriptive reading program did target
individual students, although the M.A.P. tutoring and intensive study
programs were voluntary programs in which students were encouraged to
participate. The result was a project consisting of a range of
interventions some of which focused on the overlap between the school
and the community, some on the organizational climate of the school
and some, either directly or indirectly, on individual students. To
a large extent this range of interventions resulted from a number of
external factors which regularly resulted in project adaptation as
well as the demucratic nature of the Program Development Evaluation
Model which allowed for staff involvement and flexibility in project
development and modification. Nevertheless, the totality of these
interventions--it was felt--should result in a school organization

which was better able to meet student and staff needs.
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CHAPTER 1V
EVALUATION METHODOLOGY
Evaluation Hypotheses

As already noted, the Program Development and Evaluation (PDE)
model served as a guide to the development of program interventions
and the evaluation of the effectiveness of these interventions.

From a practical standpoint, the PDE model called for regular feedback
of project outcomes to project ﬁanagers and staff. This was seen as
necessary in order to provide project personnel with information
which could assist with decisions to discontinue, modify, continue

or develop additional interventions which were felt to be related to
desired project outcomes. Ultimately it was also desirable to be

able to make reasonable statements regarding how well the project
achieved its stated goals.

In many respects the evaluation of the Milwooa Project was similar
to what Schein (1987) refers to as the "Clinical Perspective."
According to Schein (1987, p. 40), the clinical perspective is norma-
tive in its orientation and uses underlying theories of or models of
"system health" to resolve problems requiring remedial action. 1In
the case of the Milwood Project, these underlying theories of "system
health" were made more explicit in the theoretical orientation employed

by the project which was intended to resolve a number of problems
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related to the ability of the school to meet the cognitive and affect-
ive needs of a range of students, as well as teachers, building
administrators and parents and, hence, reduce delinquency.

Moreover, according to Schein (1987) the ultimate validatign
test employed by the clinical perspective is whether or not the
clinician/researcher "can predict the results of a given intervention"
(p. 52). 1If the clinician/researcher is able to predict intervention
results then these successful predictions tend to validate their
theory or model of what is happening. "If improvement does not occur
as predicted, the clinician clearly has disconfirmed his or her
hypothesis, but if improvement does take place it does not necessarily
support those hypotheses" (Schein, 1987, p. 53). Unpredicted or
chance improvements are possible. Nevertheless, the ability to predict
the outcomes of interventions is the best way to validate the type
of social action research employed in the Milwood Project (Schein,
1987).

Stated in more traditional terms the general hypothesis of the
Milwood Project was that school social organization is related to
delinquency. Further, the theoretical perspectives which directed
project development suggested that changes in specific social organiza-
tional characteristics of the school would lead to reductions in
delinquent behavior among the school population. Central to both
the role relationship's perspective, control perspectives in general,
as well as the critical prospective, is that students who are attached

to and involved in schooling and who have strong bonds to schooling
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are less likely to engage in delinquent behavior. Therefore, the
following evaluation hypotheses can be developed:

Hypothesis 1. Students' perceptions of Attachment to School
are inversely related to delinquency.

Hypothesis 1A. Students' perceptions of Attachment to School
will significantly increase over the course of the project.

Hypothesis 2. Students' perceptions of Involvement in School
are inversely related to delinquency.

Hypothesis 2A. Students' perceptions of Involvement in School
will significantly increase over the course of the project.

Hypothesis 3. Students' perceptions of Alienation from School
are directly related to delinquency.

Hypothesis 3A. Students' perceptions of Alienation from School
will significantly decrease over the course of the project.

Hypothesis 4. Students' perceptions of Rebellious Autonomy are
directly related to delinquency.

Hypothesis 4A. Students' perceptions of Rebellious Autonomy
will significantly decrease over the course of the project.

Hypothesis 5. Students' perceptions of Positive Self-Concept
are inversely related to delinquency.

Hypothesis 5A. Students' perceptions of Positive Self-Concept
will significantly increase over the course of the project.

Also important to the role relationships perspective and to
most control perspectives, is that as youths' bonds to conventiomnal

institutions increase, bonds to less conventional groups such as
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negative peers become attenuated. Therefore, the following evaluation
hypothesis can be developed:

Hypothesis 6. Students' perceptions of Negative Peer Influence
are directly related to delinquency.

Hypo;hesis 6A. Students' perceptions of Negative Peer Influence
will significantly decrease over the course of the project.

In a school organizational environment where students are attached
to and involved in schooling, it is reasonable to expect that students
would, also, feel that school is a rewarding place. Overall, the
project sought to increase positive student-teacher interactions.
Therefore, the following evaluation hypotheses are proposed:

Hypothesis 7. Students' perceptions of School Rewards are inver-
sely related to delinquency.

Hypothesis 7A. Students' perceptions of School Rewards will
significantly increase over the course of the project.

While the preceding hypothesized attitudinal changes are felt
to reflect key changes in the social organizational characteristics
of the school, the ultimate test of project effectiveness must be
measured in terms of behavioral change. The ultimate aim of this
project was, of course, to increase students' academic success, to
reduce problematic school behaviors, and to reduce delinquency among
the project school population. Therefore, the following additional
hypotheses are proposed:

Hypothesis 8. Students' perceptions of School Effort are inverse-

ly related to delingquency.
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Hypothesis 8A. Students' reports of School Effort will signi-
ficantly increase over the course of the project.

Hypothesis 9. Students' academic success is inversely related
to delinquency.

Hypothesis 9A. Students' academic success will significantly
increase over the course of the project.

Hypothesis 10. Students' school misbehavior is directly related
to delinquency.

Hypothesis 10A. Students' school misbehavior will significantly
decrease over the course of the project.

Hypothesis 11. Students' Self-Reported Delinquency will
significantly decrease over the course of the project (Loether &

McTavish, 1974 for a discussion of general and statistical hypotheses).
Research Design

Since the research reported here is similar to the clinical
perspective described by Schein (1987), the ultimate aim is to be
able to predict improvements in specific areas of school social
organization and reductions in dglinquency among the project school
population. In order to determine the extent to which these predic-
tions are supported, three research designs were employed. These
designs could be referred to as a case study design, a repeated one-
group pretest-posttest design and a nonequivalent control group design

(Campbell & Stanley, 1963). Ideally, an experimental design
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would have been preferred and would have allowed much stronger state-
ments about project effects. However, the use of an experimental
design in this instance was not possible. The ability to carry out
the project was contingent on two factors which precluded random
assignment to experimental and control conditions. First, initiation
of the project was possible because of the desire of central school
system administrators, as well as building administration and staff
at the eventual project school, to remediate problems at the eventual
project school. This interest in problem remediation, rather than
providing a forum for research, coupled with political pressure and
potential funding, provided an entree for project development and
determined the project site. Secondly, within the project school
there was considerable resistance to the random assignment of students
to experimental and control conditions, although in one instance
random assignment was used. As a result, the designs employed to
evaluate project affects were either pre-experimental or quasi-experi-
mental designs (Campbell & Stanley, 1963).

One of the designs used in this research was a case study.
Participant observational data were collected over the three years
of the project by this author who served as the Project Site Director.
The purpose of the case study design was to develop a detailed and
more in-depth understanding of the daily operation of the school
than would be possible through more quantitative types of analysis
of less frequently collected data. Also, it was felt that the col-

lection of observational data would assist with the refinement
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of project theory and the generation of additional research questions
(Hagan, 1989). The deficiencies of such a design are that it does
not control for various threats to internal validity (e.g., history,
maturation, selection, mortality) and external validity (e.g.,
interaction of selection and experimental variables) (Campbell &
Stanley, 1963). The use of the case study design, however, was
intended to supplement data collected and analyzed via the two addi-
tional designs employed. Thus, these threats to internal and external
validity are felt to be somewhat minimized.

The second design employed by the Milwood Project could be
referred to as a one-group pretest posttest design. In this instance,
the one group was the project school organization. Various measures
of school organizational life were taken each spring during the three
years of the project with data collected during year one being con-
sidered the pretest data and data collected during year three being
considered posttest data. However, as Campbell and Stanley (1963)
note, there are a number of variables which can compromise internal
validity in such a design--notably history (this is particularly true
in this instance given the lengthy time period between the pretests
and posttests), maturatica, testing, instrumentation, statistical
regression, and interaction of selection and maturation (Campbell &
Stanley, 1963). 1In addition, two threats to external validity are
inherent in such a design. These are the interaction of testing and
experimental variables and the interaction of selection and experi-

mental variables (Campbell & Stanley, 1963). Despite such problems
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this design is mentioned here because it is important to be able to
describe changes in the project school over time in order to gain
insight about the possible correctness of project predictions.

The use of the preceding two designs would have produced
considerable caution in the interpretation of project outcomes if
used by themselves. However, as Campbell and Stanley (1963, p. 47)
note, the addition of a "nonequivalent control group reduces greatly
the equivocality of interpretation over what is obtained" in using a
one-group pretest-posttest design. Consequently, a contrel school
was selected which was felt to be similar to the experimental school
in school problems and student characteristics. The resulting design
was a nonequivalent control group design. This design differs slightly
from the usual nonequivalent control group design discussed by Campbell
and Stanley (1963) in that the assignment to the experimental condition
(project) was neither random nor under the project staff's control.
As already noted, the decision to choose Milwood as the project site
was due to central administration's desire to remediate problems in
the school experiencing the most problems as well as the willingness
of some building staff to work on the development of the project.
Consequently, the resulting design was what Campbell and Stanley
(1963, p. 50) refer to as a "self-selected" nonequivalent control
group design. Possible shortcomings of this design which may threaten
internal validity include statistical regression and the interaction
of selection and maturation while threats to external validity include

the interaction of testing and experimental variables, the interaction
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of selection and experimental variables and reactive arrangements.
Nevertheless, the use of a control group, even if widely divergent
from the experimental group, assists in the interpretation of project
effects (Campbell & Stanley, 1963).

Although there are some problems regarding the evaluation desigp
which may lead to caution in the interpretation of project effects,
the design employed was the most rigorous available given the social
action environment in which the project was developed and operated.
Further, considerable attention will be devoted to a discussion of
how problems of internal and external validity may have affected

results in the following chapter.
Subjects

Subjects included students at the project school (Milwood Junior
High School) and at a control school (South Junior High School) during
the 1980-81, 1981-82, and 1982-83 school years. Although the absolute
size of the student populations at both schools varied over the course
of each year due to student withdrawals and new enrollments, the
approximate size of the student population at the experimental school
varied from 671 students in 1980-81 to 680 students in 1982-83. At
the control school the student population ranged from approximately
652 students in 1980-81 to approximately 691 in 1982-83.

The racial composition of the two schools was very stable over
the three years of the project. Both the project school and the

control school were predominantly white in racial composition, although
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the control school had a substantially larger black population than
the project school while the project school had a slightly larger
hispanic population. In 1982, for instance, the prcject school student
population was 71.4 percent white, 23.5 percent black, 3.5 percent
hispanic and 1.6 percent of the population was comprised of other
racial groups. At the control school 60.0 percent of the student
population was white, 37.0 percent was black, 1.2 percent was hispanic
and 1.8 percent was made up of other racial groups.

Since the junior high population is comprised of seventh and
eighth graders, the mean ages of students at the two schools were
very similar over the course of the project. The mean age of project
school students was 13.0 years and the mean age for control students
was 13.2 years. In terms of gender, females accounted for a slight
majority of the students at the project school, making up 52.9 percent
of the student population in the first project year and 53.2 during
the third project year. Males comprised 47.1 percent of the project
school population during the first year and 46.8 during the third
year. At the control school, however, males comprised a majority of
the student population over the course of the project. During the
first project year, males comprised 50.9 percent of the control school
student population with females accounting for the remaining 49.1
percent. During the third project year, males accounted for 54.7
percent of the control school population with females accounting for

the remaining 45.3 percent.
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Data and Measures

A range of data and measures are available which can be used to
evaluate project outcomes. These data include qualitative data
consisting of daily observations of project school life and project
operations, written reports of project activities prepared by project
staff for building and school system personnel, national evaluators
and funding agency monitors, and press reports covering the project.
In addition, a range of quantitative data were collected and include:

1. Behavioral data which are available in school records but
which may not be compiled such as the numbers of absences, suspensions
and discipline referrals.

2. School achievement data which are collected each year by the
schools through the administration of the Metropolitan Achievement
Test, a standardized test of student performance, as well as student
grades at the project school.

- 3. Attitudinal data on both students and school staff which
were collected as part of the national evaluation conducted for the
funding agency by researchers from the Center for Social Organization
of Schools at the Johns Hopkins University.

Behavioral data were collected at the project school by the
project staff and were placed on computer file for analysis. 1In
addition, behavioral data on total suspensions and attendance was
collected for the project school and the control school for each of

the three project years. Also, achievement test data for students
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in both the project and control schools were obtained from the school
system's data management department for each project year. Behavioral
and achievement test data collected for project school and control

school students can be seen in Table 1.

Table 1

Behavioral and School Achievement Data Collected for Project School
(Milwood) Students and Control Students in 1980-81 through 1982-83

School/Years Data Collected
Milwood Behavioral Data
1981 Referrals, Suspensions, Attendance
1982 Referrals, Suspensions, Attendance
1983 Referrals, Suspensions, Attendance
Control
1981 Total Suspensions, Total Attendance
1982 Total Suspensions, Total Attendance
1983 Total Suspensions, Total Attendance
Milwood Achievement Test Data
1981 MAT Test Scores, Student GPA
1982 MAT Test Scores, Student GPA
1983 MAT Test Scores, Student GPA
Control
1981 MAT Test Scores
1982 MAT Test Scores
1983 MAT Test Scores

In addition to behavioral and school achievement data, attitudinal
data were collected from students and teachers each spring during
the project and from students in a follow-up survey in the spring of
1987. These data were collected by the project staff through the

administration of the School Action Effectiveness Study (SAES). The
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SAES was part of the national evaluation conducted for the funding
agency (0JJDP) by evaluation staff from the Johns Hopkins University.
Surveys were administered to a random sample of approximately 300
students in both the project and control schools during the first
year, to all project school students and a random sample of approxi-
mately 300 control school students during the second year, to all
project and control school students the third year, and to all project
and control school students in 1987.

During the first year surveys were administered to all seventh
and eighth graders selected for the sample in two waves in the school's
cafeteria during mid-week in the Spring of 1981. Students were
provided a survey booklet, the reason for the survey was explained,
and students were given careful instructions on completing the survey.
In addition, project staff and trained university students monitored
survey administration. Students who were absent on the day of the
survey administration were given follow-up surveys in small groups
by project staff. During the third year students at both the project
school and control school were again surveyed during mid-week in the
Spring of 1983 in social studies class~-a required class for all
students. Social Studies teachers were trained by project staff on
survey administration and were advised on how to handle any common
problems which might occur. Again, follow-up surveys of absent
students were conducted by project staff. No problems were encountered
in the administration of the student surveys. Response rates and

the quality of survey responses can be seen in Table 2.
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Table 2%

Quality of SAES Survey Responses, 1981-1983

Student Survey Teacher Survey

School Response Rates Invalidity Index Response Rate
Milwood

1981 .76 13 .81

1983 .85 9 .80
South

1981 .80 17 .39

1983 .75 22 .58

Note: Invalidity scores greater than 90 suggest carelessness or
unusual responses to student survey questioms.

*Table adopted from Gottfredson and Cook (1985).

The SAES employs two kinds of survey measures--individual level
and school level measures. Individual level measures are computed
by averaging individual's responses to the items in the scale and
then averaging the scale scores for all individuals in the school.
These measures average students' and teachers' reports of their own
characteristics, behaviors, and attitudes. The second type of measures
employed in the SAES are school level measures which are computed by
averaging the school average for each item in the scale. These scales
measure characteristics of the school as reported by students and
teachers.(Gottfredson & Cook, 1985).

The survey measures employed in this evaluation were developed
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by Gary Gottfredson and his colleagues at the Johns Hopkins University
especially for the School Action Effectiveness Study (SAES) of which
the Milwood Project was a part. These measures consist of both
previously developed scales which have well known psychometric proper-
ties and a number of original scales developed specifically for the
national evaluation. Because the scales have been employed in surveys
of thousands of youth in the United States and United States terri-
tories, and due to extensive research on these scales, the psychometric
properties of the SAES scales are well established and have been
published, with the exception of the Self-Report Delinquency Scale,
by Gottfredson as part of the Effective School Battery--a tool intended
to help schools assess their organizational climates (Gottfredson,
1984b).

In describing the criteria used to select items for inclusion
on the SAES survey, Gottfredson (1984) indicated:

(a) Items were chosen to cover the dimensions school climate

research has shown are important or what practitioners are

concerned about; (b) items had to work; that is, every

item had to contribute to the reliable and valid measurement

of the dimensions of climate covered; and (c) items were

chosen that seemed in good taste, did not offend most people,

and were easy to answer. (p. 12)
A readability analysis using the Flesch (1951) method of determining
readability, revealed that the reading level of the SAES survey is in
the upper part of the grade five range. In other words, about 50
percent of all fifth graders should have little difficulty reading

the survey in the Spring of their f£ifth school year.

The SAES scales are unidimensional summative scales employing
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a "likert-type" or dichotomous response formats. Additional research
on the scales conducted by Gottfredson, Ogawa, Rickert, and Gottfred-
son, (1982a) resulted in the purification of these scales and the
combining of response categories. The result was the development of
scales which are scored "0" or "1" and which distinguish between
respondents having the least pro or least anti sentiments on a parti-
cular item. With the exception of the negative peer influence scale,
each of the scales employed in this evaluation was taken from the
SAES battery and uses the same items. The negative peer influence
scale used here has one less item than the scale developed by Gott-
fredson, et al., (1982a). The deletion of one item was done because
an item analysis of the negative peer influence scale indicated that
a substantial improvement in the scale's reliability (alpha) could
be achieved through the deletion of this item. A description of the
SAES scales used in this evaluation can be found in Table 3. Also,
item wording and item scoring for each of these scales can be seen

in Appendix A.

Table 3

Brief Description of Selected SAES Student Scales

Scale Description

Attachment to School Ten items concerning the importance of
teachers' perceptions of students, grades,
and students' feelings about classes, school,
and school staff.
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Scale

Description

School Effort

Involvement

Alienation

Rebellious Autonomy

Positive Self-Concept

Negative Peer Influence

School Rewards

Total Self-Report
Delinquency

Self-Report Serious
Delinquency

Self-Report Drug Use

Five items concerning how hard students

work on schoolwork compared to other students,
and how diligent they are in the quality

and attention given to homework.

Twelve items concerning students' participa-
tion in a wide variety of in-school and
out-of-school activities including school
sponsored activities and work.

Four items concerning perceptions that
teachers and others care about students and
students' sense of belonging in school.
Expanded to six items in the third year.

Three items concerning students' not having
to explain how they spend money or what
they do, including homework.

Twelve items concerning perceptions of self
as a good student, doing well in school,

as well as general perceptions of self and
abilities.

Eight items concerning friends' support of
schooling, school misbehavior, and involvement
in trouble.

Four items concerning teachers or the school
rewarding students for their work or behavior.

Nineteen items covering a range of behaviors
from personal to property offenses, drug
and substance use including cigarette smoking.

Eleven items comprising a subscale of the
Total SRD scale and covering a range of
criminal behaviors from personal to property
offenses.

Five items comprising a subscale of the
Total SRD scale including student's use of
cigarettes, liquor, marijuana and other
drugs and going to school "high."
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Because of its centrality to the present research, the fact
that it has not been previously published as part of the Effective
School Battery, and because there has been some debate in the crimino-
logical literature regarding the efficacy of self-report delinquency
(SRD) measures, some additional discussion of the SRD scale used in
this evaluation is warranted. As Elliott and Ageton (1980) note,
much of the criticism of SRD measures concerns: (l) the extent to
which items employed in SRD measures are representative of the domain
of delinquent offenses, (2) the fact that SRD items frequently contain
some overlap, thus resulting in the over-representation of some
offenses, and (3) limited or ambiguous response sets which are often
open-ended, thus increasing the potential for forward and backward
telescoping or recall problems. However, SRD measures which overcome
these problems have been shown to capable of "capturing a broader
range of persons and levels of involvement in delinquent behaviors
than are official arrest statistics," thus suggesting some superiority
to official statistics in determining truer levels of delinquent
involvement (Elliott & Ageton, 1980, p. 107).

The SRD scale developed by Gottfredson et al., (1982a) and used
in this evaluation consists of a range of offenses from serious to
non-serious offenses and cigarette smoking, contains minimal overlap
of items, and employs a dichotomous "last year variety" scale which
provides respondents with a specific reference period. Thus, Gott-
fredson et al., (1982) have attempted to resolve problems with scales

developed prior to the SAES study.
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Moreover, research by Hindelang, Hirschi, and Weis, (1981) suggest
the utility of the response format used in the SRD measures employed
in this evaluation.

Two concepts, reliability and validity, also deserve some atten-
tion in the consideration of the scales employed in this evaiuation.
Technically, reliability describes the "relative contributions of
measurement error and 'true' score variability to a scale or other
measure. It is the proportion of variance in a score that is not
error to the total variance in the score" (Gottfredson et al., 1982a,
p. 80). Further, there are two types of reliabilities which should
be considered before some degree of confidence in these scales is
achieved. First, Cronbach's Alpha serves as a "homogeneity coefficient
which indicates the extent to which a scale measures whatever it is
proported to measure at a given point in time" (McIver & Carmines,
1981). Second, test-retest reliability is a measure of a score's
stability over time. High test-retest reliability implies that a
stable characteristic of people or an organization is being measured.

Typically, practitioners have developed rules of thumb for
acceptable levels of reliability and, as Gottfredson et al., (1982a)
note, "reliabilities much below .7 or .8 for individual diagnosis,
personnel decisions, and so forth [create problems] because one would
want to be reasonably certain that a score is reasonably error-free
when making important decisions about individuals" (p. 19). For
purposes of evaluation, however, lower reliabilities are acceptable,

for three reasons. First, since the scores of many individuals are
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frequently averaged in an evaluation, reasonably dependable estimates
of true-score means can be obtained even when individual measures
have low reliabilities. Second, longer scales are generally more
reliable but it is often impossible to administer batteries of long
scales. Consequently, employing short scales with many persons results
in good estimates of group means. Third, in an evaluation it is
important to examine a variety of outcomes, which, again, is problema-
tic if long reliable scales are used. Using shorter, less reliable
scales with many people, however, solves such a problem and provides
satisfactory estimates of true-score means. For evaluation purposes
scales with reliabilities as low as .5 or lower have been said to be
adequate, provided that the project being evaluated uses randomization,
or that any selection is independent of program goals or objectives
(Gottfredson et al., 1982a).

As noted earlier in this chapter, the project school was not
chosen randomly nor was randomization used within the project school
since the entire student population constituted the subjects of this
study. However, the choice of the project school, at least as far
as is known, had no effect on the control school, hence, its choice
appears to be independent of project goals or objectives. Conse-
quently, the Alienation and Rebellious Autonomy scales which have
reliabilities of .45 and .41 respectively, are adequate, although
their reliabilities are not as high as one might desire. The remaining
scales employed in this evaluation all have acceptably high reliabili-

ties (alpha) for evaluation purposes as indicated in Table 4. Further,
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test-retest reliabilities are somewhat lower indicating some change

along these dimensions over time (see Table 4).

Table &

Reliabilities (Alpha) and One Year Test-Retest Reliabilities
for SAES Scales

One Year Number of
Test-Retest Scale
Scale Alpha Reliabilities* Items
Attachment to School .79 .50 10
Involvement .57 44 12
Alienation .45 .36 4
Rebellious Autonomy L4l .39 3
Positive Self-Concept .56 .48 12
Negative Peer Influence .73 .42 8
School Rewards .54 .33 4
School Effort .61 .43 5
Total Self-Report .
Delinquency .86 .59 19
Self-Report Serious
Delinquency .83 .38 11
Self-Report Drug Use .75 .63 5

*Note: One year test-retest reliabilities are correlations between
gcales in the 1981 and 1982 SAES surveys computed on a sample
of SAES survey respondents and adapted from Gottfredson et
al., (1983).

Aside from questions regarding reliability, some consideration

should be given to the validity of the SAES scales employed in this
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evaluation. Validity concerns the extent to which these scales measure
what they are intended to measure and is closely linked to theory.
Since theory involves ideas about the relationship between phenomena,
the ability to predict relationships between the measures used ;n
this evaluation provides some support for the wvalidity of these
measures. In effect, if the hypothesized relationships between the
SAES measures and self-report delinquency are supported, then some
confidence in the validity of these measures is possible. For
instance, if Attachment to School and School Effort are positively
related to one another and if they are both negatively related to
Self-Report Delinquency, then there is some basis for concluding that
these three scales are reasonable measures of the constructs which
they represent. Importantly, extensive research on the relationships
between the scales employed in the SAES as well as the relationships
between the scales used here and other measures provides some support
of their construct validity (Gottfredson, 1984b). More evidence of
the construct validity of the scales employed in this research can
be found in the discussion of project outcomes found in the following

chapter.
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CHAPTER V
EVALUATION OUTCOMES
Project Implementation

Prior to discussing the outcomes of the project, a brief discus-
sion of project implementation is warranted. Project implementation
refers to the extent to which project staff and others were engaged
in activities which were intended to change the social organizational
climate of the school in predictable ways. Some discussion of the
extent to which project and school staff were engaged in school
improvement efforts is critical because too frequently program designs
are not carried out in practice. The mere development of a social
action program, no matter how well articulated, does not necessarily
mean that those entrusted with carrying out the program will do so.

In writing about human service program implementation, Williams
and Elmore (1976) note:

The fundamental implementation question remains whether or

not what has been decided actually can be carried out in

a manner consonant with that underlying decision. More

and more, we are finding the answer is no. So it is crucial

that we attend to implementation. (p. xi)

In order to address the issue of implementation of the Milwood
Project three related issues should be addressed: (1) what strategies

did project developers employ to increase the likelihood that project

theories and ideas were put into practice, (2) what did project
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staff do to carry out these theories and ideas, and (3) what were
the indirect or spill-over effects which were initiated by the project
and carried out by others.

As noted in Chapter III, from the beginning the Milwood Project
was a cooperative undertaking between university staff (this author
and the principal investigator) and school building staff. Also, a
key ingredient of the Program Development and Evaluation (PDE) Model
employed by the project was democratic program development involving
line staff. The participation of line staff--those entrusted with
intervention implementation--was intended to both develop a sense of
staff ownership of the project and to utilize staff expertise in
intervention design. The result was a project which was collectively
developed rather than being imposed from the outside. Consequently,
the democratic program development process initiated by the principal
investigator and this author was a regular project activity and served
as the initial strategy intended to ensure that the project was
implemented with integrity.

The result of the project's ongoing program development efforts
were the various interventions described in Chapter I1III. However,
once these various interventions were designed people had to engage
in activities intended in the design of the interventions if they
were to be implemented with integrity. Moreover, some oversight or
monitoring of these activities was necessary in order to determine
the extent to which interventions were implemented, the quality of

the interventions, and the results of the interventions.
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Daily observations and monitoring of project activities by the
Project Site Director (this author) suggest that overall the project
was implemented with a high degree of integrity. Project staff
entrusted with crucial programmatic responsibilities such as the
operation of the Attendance Office (Home-School Liaison and Attendance
Clerk), the In-House Suspension Center, the Milwood Alternative
Program, the Tutoring Corps, the Diagnostic/Prescriptive Reading
Program, as well as the provision of secretarial assistance to the
Counseling Center, the Counseling Program, the Intensive Study Program,
the School Advisory Committee, and the development of community
relations, the Program Development and Evaluation process and overall
school improvement activities were implemented with a moderate to
high degree of integrity. Staff and others were able to devote consi-
derable energy and time to these activities on an ongoing basis and
relatively few obstacles were encountered in the implementation of
these interventions.

Other interventions, however, encountered various obstacles and
were implemented with less integrity than desired. Both the student
council and the skills lab were implemented with a moderate to poor
degree of integrity. Some teaching staff did not support a Student
Council which was chosen randomly and resisted allowing students to
attend some meetings. In addition, it is not clear whether the Student
Council met frequently enough (approximately once per month) to serve
as a strong intervention, although meetings were generally well

organized and students did become involved in projects such as spon-
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soring school dances and school clean-ups.

The Skills Lab was the most poorly implemented intervention of
the primary project interventions. When the Skills Lab was initiated,
a permanent teacher for the lab with the necessary skills could not
be hired because of a recall list made up of recently laid off
teachers. As a result, the lab was originally staffed by substitutes
and when a full-time teacher was assigned, he lacked the enthusiasm
needed for an admittedly difficult assignment. Observations of the
lab revealed a reasonably orderly environment, but one in which
students seemed to lack motivation.

Also, it should be recalled that the school system had undergone
a major reorganization due to financial problems just prior to the
implementation of the project in the fall of 1980. The result was
that numerous staff positions were eliminated, staff were laid off,
buildings were closed, and staff were reassigned. This meant that
many interventions scheduled to be implemented were never implemented
because of a lack of staff. 1In addition, key staff who had played
critical roles in the development of interventions which were to
begin in 1980-1981 were no longer at the school. This meant that
new relations between project staff and new building staff had to be
developed and additional program development meetings held in order
to develop the new staff's ownership and commitment to the project.
Despite these difficulties, however, project staff worked tirelessly
to implement the project given the remaining resources.

‘Project implementation did not rest solely on the efforts of
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the project's managers and the activities of project staff. Fre-
quently, the activities of project staff had an indirect or spill-
over effect within the school. Although somewhat more difficult to
evaluate, these indirect effects constitute the ways in which project
activities produced change in others or influenced others in ways
which in turn resulted in the improvement of the school's social
organizational climate, even when these others were not the targets
of a more direct intervention. Such indirect or spill-over interven-
tions constitute an important part in the school change effort,
particularly in a project which attempted to focus as much on the
organization of the school as directly on the individuals within the
school. Ultimately, however, the most potent indicator of the
integrity of project interventions is found in project outcomes and

it is this issue which comprises the remaining part of this chapter.
Data Analysis Strategy

As noted earlier, the ultimate aim of this type of evaluation is
to be able to predict the results of program interventions (Schein,
1987). Following this, a series of predictions were made in the
form of hypotheses. These hypotheses predicted that the measures
used in this evaluation would be correlated with Self-Report
Delinquency in theoretically predictable ways. If these theoretically
hypothesized (predicted) relationships are borne out by the data,
then there is some reason to believe that the theoretical underpinnings

of our measures are reasonable; at least they are not disproved by
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our results. In addition, if these hypothesized relationships are
reflected in the analysis, then there is some basis for having
confidence in the construct validity of our measures. That is, there
is clear support for the argument that the measures employed in this
evaluation are appropriate indicators of the social phenomena they
were constructed to represent (Gottfredson, 1984b).

Correlation analysis employing the calculation of Pearson product-
moment correlations for pairs of evaluation measures---in this case
the various scales employed in this evaluation with the self-report
delinquency scales--will be used. The Pearson product moment
correlation coefficient "r" is used to calculate the strength of the
relationship between pairs of interval level variables (Nie, Hull,
Jenkins, Steinbrenner and Bent, 1975). 1In addition, tests of
significance were computed to determine if the hypothesized
relationships are likely to have occurred by chance. Since the
hypotheses stated in Chapter IV specify a particular direction of
the relationship, a one-tailed test of significance is appropriate
(Henkel, 1976; Nie, et al., 1975).

Also, to check for any anomalies in the results due to the
possible violations of the assumptions underlying the Pearson
coefficient using data derived from scales, Kendall's tau correlations
were computed. Kendall's tau is a measure of association for ordinal
level variables and was computed as a check on the Pearson "r"
coefficients, and can be found in Appendix B (Loether and McTavish,

1974, for a discussion of Kendall's tau).

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



176

Once confidence in the measures employed in this evaluation and
the underlying project theory are gained, then the critical task is
to be able to make statements about changes in the project school
over time and relative to the control school. 1In order to accomplish
this, the data analysis strategy will parallel a strategy employed
by D. C. Gottfredson (1986) in a published evaluation of a similar
school change project. This strategy calls for a test to determine
if any difference in means between the project school and control
school at time one (the beginning of the project, 1980-81 or baseline)
and at time two (the end of the project, 1982-83) are likely to have
occurred by chance.

Since the samples in this evaluation are independent samples
(from the project and control schools and comparing samples of students
at the project school between the baseline year and the end of the
project when the student populations were different), and because
the sample size is large (N > 100), an appropriate statistic for
this test is the t-statistic. The t-statistic is a significance
test which can be used to determine if two samples have been taken
from populations with different means. Again, a one-tailed test of
significance is appropriate since the direction of the hypothesized
differences have been predicted in advance (Henkel, 1976; Nie, et
al., 1975). If there are no differences found within the .05 level
of significance then no differences between the project school and
the control school can be said to exist. On the other hand, if

statistically significant differences within the .05 level of
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significance are found then there is support for the conclusion that
the project has produced some effect.

Also, effect sizes as suggested by Glass (1976) will be
calculated. As D. C. Gottfredson (1986, p. 718) notes, "The effect
size is the ratio of the pre-post change on a given measure to the
standard deviation for the measure." For measures of student behaviors
and attitudes, the effect size is calculated as follows:

/N = (Xpost - Xpre)
SDpre

"It uses each school's baseline (198l1) score as a control, and it

can be interpreted as a percentage of the baseline standard deviation"
(Gottfredson, 1986, p. 718). For example, an effect size of ".30"

for a particular measure indicates that the school means on that
measure increased from the baseline year to the post-test year by

30% of one standard deviation. "As a rule of thumb, effect sizes of
.1 or greater are large enough to be of interest" (D. C. Gottfredson,

1986, p. 718).
Outcomes

First it should be noted that a comparison of the Pearson product-
moment coefficients found in Table 5 below and the Kendall tau
coefficients found in Appendix B indicatghvery little difference in
the direction or strength of the relationships among the variables.

Further, there are only slight differences in whether or not the
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observed relationships among the measures are statistically
significant. 1In only five pairs of relationships were differences
found and in each instance the Pearson r gave a somewhat more
conservative estimate of the relationship. In four instances the
Pearson r failed to reach significance while reaching significance
in the Kendall tau matrix. These relationships were between
Involvement in School and Rebellious Autonomy, Alienation from School
and GPA, Rebellious Autonomy and Total Self-Report Delinquency, and
School Rewards and GPA. However, in one relationship between
Rebellious Autonomy and GPA, a small (.02) direct relationship was
found, although this relationship was not statistically significant
(p = .41). Consequently, one can have reasonable confidence that
the relationships between the measures represented in the Pearson
correlation matrix in Table 5 accurately reflect the data.

Of even more importance is to determine if the relationships
between the evaluation measures including Self-Report Delinquency
are in the hypothesized (predicted) direction. Further examination
of the correlation matrix in Table 5 indicates that, with one
exception, nine of the ten hypothesized relationships between
Attachment to School, Involvement in School, Alienation from School,
Rebellious Autonomy,‘Positive Self-Concept, Negative Peer Influence,
School Rewards, School Effort, GPA and Self-Repoft Delinquency are
in the predicted direction. Moreover, of those relationships which
are found to be in the predicted direction, only three, Involvement

in School, Rebellious Autonomy, and School Rewards fail to .reach
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Table 5

Pearson Product-Moment Correlation Matrix of Evaluation Measures*

Measure "1 2 3 4 5 6 7 8 9 10 11 12 13

‘uoissiwiad 1noyum paugiyosd uononpoidal Jayund “iaumo 1ybuAdod syl Jo uoissiwiad yum paonpoiday

1. Attachment to School 1.00 20% —.52% - 21+ .44%  —.44% 27%  .44% 25+ 15%  -.44*% -.41%  -.32

2. Involvement in School 1.00 -.17+ -.10 .35%  -.16+  .30% .18% .12+ .05 -.09 -.09  -.09
3. Alienation from School 1.00 .23%  —.54% © 30% .16+ -.27% -.11 -.23%  .28%  .23%  ,24%
4. Rebellious Autonomy 1.00 -.13 A5+ -.19+ -.05 .02 -.16+ .12 .02 J22%
5. Positive Self-Concept 1.00  -.38+  .40% .45%  .30% .23+ -.28% -.19+ -.26+
6. Negative Peer Influence 1.00  -.14+ -.40*% -.20+ -.20+  .58%  .55%  ,3g*
7. School Rewards 1.00 .15+ .10 -.09 -.06 -.02 ~-.09
8. School Effort 1.00  .38% .26% —.44% —.38% - 31%
9. GPA 1.00  .23% -.22% -.23% -.15+
10. Suspensions ' 1.00  -.29% -.26% -.,23%
11. Total SRD . 1.00 L01%  .8a%
12. SR Serious Delinquency 1.00 .57%
13. SE Drug Use 1.00

*Significance level equal to or less than .00l
+Significance level equal to or less than .05
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statistical significance of at least the .05 level.

The one anomaly in the correlation results is the relationship
between school suspensions (an indicator of school misbehavior) and
the other measures. Except for the negative relationship between
suspensions and school rewards, being suspended is associated with
each of the other measures in the opposite direction than was
predicted. This finding raises some suspicions regarding this measure,
although correlations between suspensions and other project collected
measures such as discipline referrals (r =.74, p < .001) and being
absent from school (r = .13, p < .00l) appear logical. The result
is an anomaly that is not easily explained. It is known that the
project school experienced a very high number of out-of-school
suspensions (513) during the baseline year. Consequently, it would
be desirable to compute correlations between suspensions and the other
measures for the second and third years. Unfortunately, data are not
presently available to make these computations possible. Possibly,
the high number of suspensions at the project school during the first
year (the year for which these correlations are computed) made being
suspended from school a normative behavior resulting in few negative
perceptions of school. Also, it could be that being removed from an
uncongenial school environment may act to enhance perceptions toward
school, thus, accounting for these unexpected results. Unfortunately,
these additional hypotheses cannot be tested at present. As a result,
data supplied to the national evaluation staff by the school system

will be substituted in subsequent analyses concerning suspensions
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from school.

With one exception, the preceding correlation analysis suggests
that the measures employed in this evaluation are sound measures of
their underlying theoretical constructs, and simultaneously are
related to delinquency in the predicted direction, thus confirming
nine of the ten original hypothesis. Next, attention is turned to
the remaining hypotheses concerning the likelihood that changes in
the project school over time, and changes between the project school
and control school occurred, and if so, if they were likely to have
occurred by chance, or were due to project interventions.

Table 6 provides convincing evidence that the project produced
positive effects on all but one of the attitudinal outcome measures
which are related to delinquency. With the exception of school rewards
which showed a slight decrease, students at the project school reported
statistically significant improvements in Attachment to School,
Alienation from School, Rebellious Autonomy, and Positive Self-Concept
from the baseline year (1981) until the end of the project (1983).
Moreover, the effect sizes, representing the proportion of change
over time, are substantial for each of these measures. The remaining
measures--Involvement in School, Negative Peer Influence, and School
Effort-~-while not evidencing statistically significant improvements,
nevertheless, showed positive nontrivial effect sizes in the predicted
direction.

Also, Table 6 indicates that in 1981 the project school displayed

somewhat lower mean scores than the control school on each of the
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evaluation measures. However, by 1983, project school students
reported higher mean scores than control school students on all but
one measure--School Rewards. The control school, in contrast,
displayed only one statistically significant outcome between the
baseline year and the end of the project, and this result indicates
that Rebellious Autonomy significantly increased at the control
school. Further, an examination of the effect sizes for the control
school reveals that nontrivial changes in the control school are all
in a direction indicating a worsening of climate in that school.

Aside from changes in students' attitudes regarding important
aspects of the schooling environment over the course of the project,
it is also important to examine students changes in behavior. As
noted earlier, there is some concern regarding the measure of school
suspensions employed in the earlier correlation analysis. Therefore,
computations of means and standard deviations for out-of-school
suspensions and in-school suspensions by Gottfredson and Cook (1985)
as part of the SAES research will be substituted.

As Table 7 indicates, students at the project school displayed
significant (p < .0l) improvements on five of the seven behavioral
measures employed over the course of the project. Significant
improvements are found in students Metropolitan Achievement Test
scores, Out-of-School Suspensions, Total Self-Report Delinquency,
Self-Report Serious Delinquency, and Self-Report Drug Use. Moreover,
the effect sizes for each of these measures is substantial. In

addition, one other measure, In-School Suspensions, improved, although
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Table 6

Means, Standard Deviations, and Effect Sizes for Pretest to Posttest
Changes in Attitudinal Evaluation Measures for Milwood and the Control School

Milwood (Project School) Control School
1981 1983 1981 1983

Outcome Measure M Sb N M N N\ M D N M N JAY
1. Attachment to Scheol .64 .27 178 .72 561 «30% .65 +26 165 .63 488 -.08
2. Involvement in School .19 .17 209 .21 550 .12 .22 .16 195 .20 448 -.13
3. Alijenation fram School .36 .30 185 .30 533 -.20% .35 .28 168 .37 429 .07
4. Rebellious Autonamy .72 .33 193 .60 539 —-.36%x .63 .30 173 .68 430 17*
5. Positive Self-Concept .69 .17 150 .75 520 . 35%% .73 .16 141 74 414 .06
6. Negative Peer Influence .22 .21 190 .18 543 -.19 .21 .24 188 .24 433 .13
7. School Rewards .21 .26 209 .19 545 -.08 .22 .27 192 .20 441 -.07
8. sSchool Effort .59 .31 209 .62 550 .10 .62 .29 214 .58 462 ~-.14

Percent Measures Improved 88.0 13.0

Effect sizes ( A ) indicate the ratio of the pre-post mean difference to the baseline standard deviation. See text for
Explanation. :

*T-statistic for pre-posttest change in school mean is significant at the p < .05 level.
*xP-statistic for pre-posttest changes in school mean is significant at the p < .01 level.
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this improvement was not statistically significant and the effect size
was trivial.

On one measure, GPA (Grade Point Average), a statistically
significant finding in a direction opposite than predicted was found,
although the effect size was not large. This is somewhat surprising
given the improvement in Metropolitan Achievement Test scores noted
above. Possibly, GPA (class performance) and achievement test scores
are not highly related. Unfortunately the data are not presently
available to examine this relationship.

As was true for the attitudinal measures, Table 7 indicates
that project school students displayed consistently less favorable
mean scores on each of the behavioral measures in the baseline year
(1981). However, by the end of the project these mean scores had
reversed and favored the project school. Moreover, changes in these
behavioral measures at the control school were again in a direction
indicating an intensification of problems at that school. This is
particularly true regarding control students' reports of Self-Report
Drug Use (p < .0l) and to some extent Total Self-Report.Delinquency
(N.S., = .25).

Consequently, the preceding analysis presents clear evidence
which supports the following hypotheses:

l. Students' perceptions of Attachment to School are inversely
related to delinquency (r = -.44, p < .001).

2. Students' perceptions of Involvement in School are inversely
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Table 7

Means, Standard Deviations, and Effect Sizes for Pretest to Posttest
Changes in Behavioral Evaluation Measures for Milwood and the Control School

Milwood (Project School) OControl School
1981 1983 1981 1983
Outcame Measure A M sD N M N pa) M SO N M N A

9. GPA . 3.29 2.83 710 3.05 666 -.08% N - -— ————— e mmee
10. MAT Test Scores

(Total)+ 97.65 35.69 243 105.92 600 23%% 105.28 30.06 247 102.50 571 -.09
11. Suspensions Out )

of School+ 2.04 5.06 295 .38 660 —.33%x .70 2.70 275 .74 651 .01
12. Suspensiaons In School+ .71 1.59 295 .65 660 -.04 b ——— e ——
13. Self-Report Delinguency

(Total) .19 .20 198 .13 561 —-. 30%x .13 .16 186 .17 488 .25
14. Self-'Report Serious

Delinquency .12 .19 207 .07 545 —.26%% .10 .19 196 .11 453 .05
15. Self-Report Drug Use .30 .32 212 .20 545 - 31%* .17 .23 204 .25 458 . 35%%

Percent Measures Improved 86.0 20.0

Note: -Data on GPA and In-School Suspensions not available for the control school. OControl school did not have in-school
suspension center. Effect sizes ( ) indicate the ratio of the pre-post mean difference to the baseline standard
deviation. See text for explanation.

+#Means and standard deviations for these measures adapted fram Gottfredson and Cook (1985).

**T-statistic for pre-posttest changes in school mean is significant at the p < .01 level.
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related to delinquency although this relationship is weak (r = -.09,
n.s.).

3. Students' perceptions of Alienation from School are directly
related to delinquency (r = .28, p < .001).

4, Students' perceptions of Rebellious Autonomy are directly
related to delinquency, although the relationship is weak (r = .12,
n.s.). However, the relationship with Drug Use is stronger (r =
.22, p < .001).

5. Students' perceptions of Positive Self-Concept are inversely
related to delinquency (r = -.28, p < .001).

6. Students' perceptions of Negative Peer Influence are directly
related to delinquency (r = .58, p < .001).

7. Students' perceptions of School Rewards are inversely related
to delinquency, although the relationship is weak (r = .06, n.s.).

8. Students' perceptions of School Effort are inversely related
to delinquency (r = -.44, p < .001).

9. Students' academic success as measured by GPA is inversely
related to delinquency (r =-.22, p < .001).

Only one hypothesis concerning a relationship between one
behavioral measure and delinquency could not be confirmed. This
hypothesis stated:

10. Students' school misbehavior as measured by the number of
suspensions is directly related to delinquency (r = -.29, p < .001).

Moreover, all but two (another produced mixed results) of the

hypotheses predicting positive changes in various aspects of the
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project school's social organizational climate received some support.
Although statistically significant improvements were not found in
each instance, the above analyses indicated that:

l1A. Students' perceptions of Attachment to School significantly
increased over the course of the project (p < .05, A\ = .30).

2A. Students' perceptions of Involvement in School showed
nontrivial improvement, although this change was not statistically
significant ( A = .12).

3A. Students' perceptions of Alienation from School significantly
decreased over the course of the project (p < .05, A = -.20).

4A. Students' perceptions of Rebellious Autonomy significantly
decreased over the course of the project (p < .0l, A = -.36).

5A. Students' perceptions of Positive Self-Concept significantly
increased over the course of the project (p < .0l, A = .35)

6A. Students' perceptions of Negative Peer Influence showed a
nontrivial decrease over the course of the project, although this
improvement was not statistically significant ( A = -.19).

7A. Students' perceptions of School Rewards decreased slightly
over the course of the project, although this change was trivial and
was not statistically significant ( /\ = .08). This was the one
measure which showed a change in the opposite direction than predicted.

8A. Students' perceptions of School Effort increased over the

project, although this improvement was not statistically significant

(A = .10).
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9A. Students' academic success, as measured by GPA showed a
small but significant decrease over the course of the project (p <
.05, /\ = -.08). However, students' standardized test scores
(Metropolitan Achievement Test) improved significantly over the course
of the project (p < .01, A\ = .23).

10A. Students' school misbehavior, as measured by Out of School
Suspensions decreased significantly over the project (p < .0l, A =
-.33), and In-School Suspensions showed a small decrease, although
not significant ( A = .04).

11. Students' reports of Total Self-Report Delinquency (p <
.01, A\ = -.30), Self-Report Serious Delinquency (p < .01, A = .26),
and Self-Report Drug Use (p < .01, A = .31), also, showed substantial
and statistically significant reductions.

Overall, the data presented in the preceding analyses indicates
that substantial improvements in the project school occurred over the
course of the project on six of the eight attitudinal measures used
and on five of the seven behavioral measures used., Further, when
project school changes are compared with control school changes, it
is readily apparent that substantial deterioration of the school
social organizational climate at the control school occurred during
the project, while consistent improvements in the social organizational
climate of the project school were observed. Thus, there is strong
evidence to suggest that the Milwood Project affected the social

organizational climate of the project school in positive ways.
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CHAPTER VI
SUMMARY AND CONCLUSIONS
Project Summary

Public and media concern with the problems being experienced in
the public schools, as well as research on the relationship between
various aspects of schooling and delinquency has a considerable
history. Since the 1960s, public opinion polls, governmental bodies,
as well as the popular press have expressed concerns regarding school
problems such as poor discipline, vandalism, low achievement, and
delinquency. Further, an extensive body of research appearing in a
range of scientific journals has documented relationships between
various aspects of schooling and delinquency. Factors such as socio-
economic status (Cohen, 1955; Toby, 1957; Gold, 1963; Short, 1964;
Gold, 1970; Elliott, 1966), race (Palmore & Hammond, 1964; Wolfgang
et al., 1972), academic achievement (Gold, 1963; Palmore & Hammond,
1964; Hirschi, 1969; Rhodes & Reiss, 1969; Gold, 1970; Kelly 1971;
Kelly & Balch, 1971; Empey & Lubeck, 1971; Empey, et al., 1971; Polk
& Richmond, 1972; Feldhusen, et al., 1973; Elliott & Voss, 1974;
McPartland & McDill, 1977; Phillips & Kelly, 1979; Rankin, 1980;
Wiatrowski et al., 1982), school tracking (Hargreaves, 1967; Schafer
et al., 1970; Schafer & Olexa, 1971; Kelly, 1974; Kelly, 1975; Hart-

nagel & Tanner, 1982), school involvement, commitment and attachment
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(Polk & Halferty, 1966; Hirschi, 1969; Kelly & Balch, 1971; Kelly &
Pink, 1973; Hindelang, 1973; Hartnagel & Tanner, 1982), social organi-
zational characteristics of schools (Schafer & Polk, 1967; Polk &
Schafer, 1972; Boesel et al., 1978; Gottfredson & Daiger, 1979; Rutter
et al., 1979), IQ (Hirschi & Hindelang, 1977; Wiatrowski et al.,
1982; Ouston, 1984) and learning disabilities (Poremba, 1967; Sawicki
& Schaeffer, 1979; Sikorski & McGee, 1986; Berman, 1975; Berman &
Siegal, 1976; Comptroller General of the U.S., 1977; Swanstrom et
al., 198l1) have all been linked to various school problems and
delinquent behavior.

As might be expected, however, there is not unanimity within
the scientific literature concerning the relationship between some
of the above school related factors and delinquency. For instance,
a number of studies (Hirschi, 1969; Kelly & Balch, 1971; Rhodes &
Reiss, 1969; Empey et al., 1971; Empey & Lubeck, 1971; Polk & Richmond,
1972; Kelly & Pink, 1973; McPartland & McDill, 1977; Hartnagel &
Tanner, 1982) have indicated that there is no relationship or only a
weak relationship between social class, schooling and delinquency.
Also, a number of studies which have to some extent examined the
relationship between race, other school related variables and delin-
quency have found that race is not as strongly related to delinquency
as school factors (Hirschi, 1969; Jensen, 1976). Further, some
researchers have found little relationship between IQ and delinquency
or have seriously questioned the validity of IQ measures (Simons,

1978; Menard & Morse, 1984), and others have reported only a weak
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relationship between learning disabilities and delinquency (Murray,
1976; Pasternack & Lyon, 1982). Importantly, however, this research
has discounted the importance of social class, race, IQ and to some
extent learning disabilities, while stressing the importance of school
factors in the generation of delinquency. 1In total, the result is
an extensive body of research documenting a relationship between
various aspects of schooling and delinquency.

Compared with the wealth of research linking various aspects of
schooling and delinquency, relatively little documentation of school-
based delinquency prevention/reduction efforts exist. Further, of
the existing evaluations of school-based delinquency prevention/
reduction programs which do exist, many of these efforts focus on
individual students as opposed to changing the ways the school social
organization affects students. For example, research on school-based
delinquency projects reported by Reckless and Dinitz (1972), Rose and
Marshall (1974), Murray et al., (1980) and Gottfredson (1986) which
subjected targeted students to individually focused interventions,
or provided an alternative educational environment, did little to
reduce delinquency. However, a study conducted by Berrueta-Clement
et al., (1984) which examined an experimental program for preschool
students involving small teacher-student ratios, weekly home visits
and lasting from one to two years, indicated lower delinquency rates
as these children got older, although this research has been criticized
on methodological grounds (Gottfredson, 1988).

In contrast to the overall poor performance of school-based
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delinquency prevention programs which have targeted groups of indivi-
dual students or operated alternative school programs, Grant and
Capell (1983) and D. C. Gottfredson (1986) have reported positive
evaluation results for programs which, in part, focused on the social
organizational characteristics of schools. 1In each case, these
programs used teams of school staff, students and teachers to develop
various school improvement interventions including improving the
curriculum, increasing teacher skills in classroom management, focusing
on school discipline concerns, implementing peer tutoring and teacher
home visits, and providing rewards for positive behaviors. 1In results
reported by both Grant and Capell (1983) and D. C. Gottfredson (1986)
significant decreases in school misbehavior and delinquency were
noted. As Grant and Capell (1983) indicate, high school teams which
target increased communication within the school, and between the
school and the community, which involve youth and adults in problem
solving, and which teach students knowledge and competencies which
could facilitate students' success beyond school are associated with
reports of reduced school disruption.

While the research reported by Grant and Capell (1983) and D.
C. Gottfredson (1986) suggest the potential of school-based delin-
quency prevention/reduction programs which employ a social organiza-
tional focus, there is scant evaluation evidence regarding such
programs. Consequently, there is a dire need for evaluation studies
documenting the potential effectiveness of school-based programs

which attempt to employ a social organization focus. It is to this
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end that the preceding research has been directed; the evaluation of
a social organization focused school-based delinquency reduction
program which operated in a public junior high school from 1980 to
1983,

The Milwood Project, as this program was called, was a joint
venture between university social scientists and school staff, and
was intended to develop and implement a range of theoretically grounded
and cooperatively developed interventions capable of solving the
immediate problems of little attachment and commitment to school, a
lack of student involvement in school, school misbehavior, low academic
achievement and delinquency. Three theoretical frameworks served as
guides to program (project) development, implementation and evaluation.
The first of these theoretical frameworks, the role relationships
perspective found in the work of Friday and Hage (1976), and Friday
and Halsey (1977), was used to conceptualize a model school organiza-
tion capable of meeting the needs of all students, staff and parents.
According to the role relationships perspective, historical-structural
changes within society have affected the primary socializing institu-
tions of family, community, school, work, peers, and other salient
institutions for the individual in ways which increase the isoliation
of each of these socializing institutions from the other, thus decreas-
ing the social orders ability to integrate youth into positive roles.

Second, a critical perspective was employed to gain a clearer
understanding of how schools might be organized and operate to produce

school problems and delinquency. Based on this perspective, schools

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



194
were viewed as frequently being designed to meet the needs of some
students, staff and parents while systematically excluding others
from full participation in the potential rewards of schooling. At
the school system level the system was viewed as experiencing consider-
able internal conflict as well as conflict with the community it
relied on for financial support. At the school level, there was
also internal conflict as well as conflict with the school system's
central administration and the community. The result was a cycle of
retrenchment which, in turn, led to further problems at the school
system and building level. Further, staff morale was low, many
students lacked attachment, commitment and involvement in schooling;
school misbehavior and academic failure were serious problems, and
the school lacked the organization and direction to attack these
problems.

Third, a modified version for the Program Development and Evalua-
tion (PDE) model served as a guide to the continued development,
implementation and evaluation of the school change process. As used,
the PDE model was a process by which researchers and school staff
worked cooperatively to identify problems, elaborated theories regard-
ing why those problems existed, specified measurable goals and object-
ives, developed theory-ridden interventions to overcome problems;
identified obstacles to intervention implementation and resources to
aid implementation, and evaluated program process and outcomes.

While the original program proposal contained no interventions
which targeted groups of students or individuals for interventions,

a financial crisis in the school system just prior to project implemen-

tation resulted in the closing of some schools, a reorganization of

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



195
junior high and high schools, the lay-off of staff and the elimination
of positions and programs. These changes within the schools resulted
in the loss of key staff who were intended to perform critical project
functions--including the building principal who had worked on program
development--as well as key programs such as the community schools
program which was intended to provide after school recreational and
educational programs for youth and adults. Consequently, a consider-
able amount of additional program development was necessary during
the first year to involve new staff in the PDE process and to develop
new interventions to replace those which were lost. As a result of
these changes within the schools, as well as the democratic process
employed in the PDE model, a range of interventions were developed
which included both individual and social organization focused inter-
ventions.

Interventions were designed to improve five areas of school
social organization. These were: (1) student involvement, (2) parent
and community involvement, (3) use of community resources and staff
support, (4) school discipline and the creation of an orderly climate
for learning, and (5) achievement. Within each of these areas a
range of interventions were developed which were intended to carry
out the project's theoretical mission of changing the school's social
organizational climate in ways which improved students' bonds to
school, reduced the salience of negative peers, created an orderly
environment for learning, developed community support for the school,

increased academic achievement, and reduced delinquency.
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Conclusions

As Schien (1987) notes, the ultimate test of this type of evalua-
tion, what Schien calls the "clinical perspective," is the ability
to predict the results of a given intervention. Consequently a number
of hypotheses were developed which predicted, based on the project's
underlying theoretical perspectives, how various social organizational
characteristics of the school were related to delinquency, and how
these characteristics of the school would improve over the course of
the project. Importantly, the majority of these predictions were
confirmed.

The data analysis presented in Chapter V revealed that nine of
the ten hypotheses (predictions) regarding theoretically derived
social organizational characteristics of the school and their relation-
ship to self-report delinquency were confirmed, although two of these
relationships were weak and one was weakly related to Total Self-
Report Delinquency, but more strongly related to Self-Report Drug
Use. More specifically, students' perceptions of School Attachment,
Involvement, Positive Self-Concept, School Rewards, School Effort,
and Academic Success as measured by GPA were inversely related to
Total Self-Report Delinquency. Also, as hypothesized, students'
perceptions of Alienation from School, Rebellious Autonomy, and
Negative Peer Influence were directly related to delinquency. The
only relationship which was not confirmed predicted that School

Misbehavior as measured by the number of suspensions is directly
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related to Self-Report Delinquency. The analysis indicated a moderate
and inverse relationship between this measure (not an SAES measure)
and Total Self-Report Delinquency which is not easily explained and
raised some questions regarding the validity of this measure. Further,
these relationships, as well as the extensive research done on the
validity of the SAES measures (Gottfredson, 1984b) used in this
research, provide support for the construct wvalidity of these measures.

As previously indicated, the ultimate aim of this type of social
action project is to be able to predict improvements in specific
areas of school social organization. Again, a.number of hypotheses
were developed predicting specific changes, and again, with one
exception these predictions were supported. Students' reports of
Attachment to School, Positive Self-Concept and Standardized Achieve-
ment Test scores significantly improved while students' reports of
Involvement in School and School Effort showed nontrivial but not
statistically significant improvements. Further, students' reports
of Alienation from School, Rebellious Autonomy, Out-of-School Suspen-
sions, Total Self-Report Delinquency, Self-Report Serious Delinquency
and Self-Report Drug Use decreased significantly, while Negative
Peer Influence showed a nontrivial, but not a statistically significant
decrease and In-School Suspensions showed a very slight decrease.
Only two measures, students' perceptions of School Rewards and GPA,
showed declines. Students' perceptions of School Rewards showed a
trivial and nonsignificant decrease, while students' GPAs showed a

statistically significant but slight decline.
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These positive improvements are particularly evident when a
comparison with the control is made. During the baseline (first)
year of the project, the project school displayed a less healthy
social organizational climate, as indicated by the evaluation measures,
than the control school and this was true for each of the evaluation
measures. However, by the end of the project two years later, the
project school displayed a healthier social organizational climate
than the control school as indicated by all but one of the evaluation
measures--School Rewards. These results present rather clear evidence
that both over time and relative to the control school, the Milwood
Project produced strikingly consistent and positive results.

An important question and one which must always be asked in
evaluation research is could these improvements have occurred by
chance, rather than as a result of project activities? The answer
to this question is always yes, regardleuss of the research design.

A stronger research design, had it been feasible could have provided
some additional assurances that the results reported here were the
outcomes of project interventions. Under the circumstances which

led to the project, and under which the project operated, the strongest
feasible design, although not ideal, was implemented. Despite these
shortcomings, however, the consistent findings produced at the project
school relative to those at the control school present a logical

case for concluding that the project, rather than chance, produced

the above positive results.
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Another issue which deserves some attention is to describe those
aspects of the program which most likely accounted for the positive
results being attributed to the program. In Chapter III, a description
of the various project interventions was presented and in Chapter V
a description of project implementation was provided. However, addi-
tional discussion of project interventions are warranted if a more
detailed understanding of project operations and a clearer picture
of those project activities which are likely to have produced these
outcomes is to be gained.

In Chapter V it was indicated that the interventions described
in Chapter III were, for the most part, implemented with a high degree
of integrity. 1In other words, those responsible for carrying out
activities within the areas of student involvement, parent and com-
munity involvement, use of community resources and staff support,
school discipline, and the creation of an orderly climate for learning
and achievement, engaged in regular quality activities in each of these
areas from the time of their implémentation until the end of the
project (some of these interventions are still continuing). Although
independent evaluations have indicated that selected interventions
which targeted specific groups of students such as the Skills Lab
(Cook, 1983), Student Council (Cook, 1983), and the Milwood Alternative
Program (Cook, 1983; Gottfredson & Cook, 1985) failed to produce
positive outcomes, it appears as though these interventions may have
helped produce a positive climate within the school even though these

interventions did not help targeted students (Gottfredson & Cook,
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1985). Moreover, evaluations of other prograﬁ interventions such as
the Home-School Liaison (Cook, 1983), and the In-School Suspension
Center (Gottfredson & Cook, 1985) produced positive results.

Overall, it appears as if the cumulative affect of the range of
interventions which were implemented changed the social organizational
climate of the school in positive ways. Unfortunately, however,
evaluation of project interventions by the national evaluation staff
have focused more on individually targeted interventions with less
attention given to those interventions targeted at the school social
organizational level which require the analysis of more qualitative
data--data which are not easily gathered by external evaluators.

In providing a more qualitative analysis of those interventions
directed at the social organizational level of the school, Elrod and
Friday (1986) and Friday and Elrod (1987) have indicated that the
key to understanding project effects is in the examination of the
process of program development, implementation and evaluation.
Consequently, it is this process which should be seen as a critical
project intervention. Within the school, the use of a democratic
program development process required the participation of teachers,
administraéors, parents and students, and resulted in a sense of
ownership in the school improvement process. As a result, the project
became a collective expression of those whom ultimately the project
would affect and was tailored to the specific problems being exper-

ienced by the project school.
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Another critical feature of the program development process
employed by the project managers was the feedback of evaluation
results. This feedback of evaluation results consisted of both
information provided by the national evaluation staff as well as the
project's management staff. This feedback of information on a regular
basis to school staff and involved parents allowed school staff to
develop a more objective view of the school as an organization.
School and project staff could see how students viewed various aspects
of the school's social organization and, based upon such observations,
could develop both collective and individual efforts to improve those
areas which staff felt needed improvement. By being involved in the
development of the project, by receiving feedback regarding the results
of their efforts, school and project staff were empowered to respond
to their environment in wayé not previously envisioned (Elrod & Friday,
1986).

The ability to regularly develop responses to the project school's
problems was, itself, the result of other critical interventions.
These interventions consisted of the support of a politically powerful
coalition of sponsors consisting of Western Michigan University and
the Kalamazoo Criminal Justice Commission and which served as an
important support when the project encountered school system opposition
to project plans. Also, project staff worked diligently to develop
a political constituency within the community which supported the
project school's improvement efforts. This constituency was comprised

of educators, School Board members, parents of project school students,
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juvenile justice professionals, and other concerned and supportive
citizens and was aided by the production of a considerable amount of
positive media coverage of the project (Friday & Elrod, 1987).
Without the support of the Criminal Justice Commission and an outside
supportive constituency, it is doubtful that the project school could
have developed the autonomy necessary to creatively respond to its
problems. Through the application of external pressure on the school
system and the school, coupled with internal pressures to respond
creatively to the school's problems, the project school developed a
degree of autonomy which allowed for a more flexible response to
school problems and to some degree made it possible for the school
to overcome an organizational environment characterized by bureaucratic
rigidity (Elrod & Friday, 1986).

The preceding has been an attempt to describe the evaluation
results of a social organization focused school-based delinquency
reduction project and to describe those interventions which were
most likely to have accounted for project outcomes. The quantitative
data analysis presented in this research presents clear evidence that
the project produced consistent positive improvements in the school's
social organizational climate and reduced delinquency among the
school's population. 1In addition, the qualitative data analysis
provided in this chapter, as well as additional research reported by
Grant and Capell (1983) and D. C. Gottfredson (1986), suggest the
potential of collectively oriented school change projects in improving

the social organizational climate of schools and reducing delinquency.

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



203

Therefore, it appears that the process of school change is a critical
intervention which may be as important as the programmatic interven-
tions which are the typical focus of program evaluation. Consequently,
it is suggested that future research of this type employ a strong
process and ethnographic oriented evaluation model in addition to a
strong quantitative evaluation approach.

There is a developing body of research supporting the efficacy
of social organizational focused school improvement programs (Grant
& Capell, 1983; D. C. Gottfredson, 1986; Gottfredson, 1988) and that
school improvement is feasible regardless of the background character-
istics of students (Rutter et al., 1979). The preceding provides
additional support for such efforts and suggests some additional
factors to be considered in successfully evaluating future school-
based programs. A commitment to a sound process of program development
and evaluation can go a long way in attacking fundamental problems
confronting school staff, youth and parents. However, the ability
to carry out such efforts depends on the willingness of funding sources
and school systems to support change--a process which, unfortunately,
receives more lip service than material support, but promises many

rewards.
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Item Content and Scoring of the Milwood Project Evaluation Measures
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Note: Item Content and Scoring Adopted from Gottfredson (1984).

ATTACHMENT TO SCHOOL

1. How important is each of the following to you?

206

Very Fairly Not
Important Important Important
(1) What teachers think 1 0 0
about you.
(2) The grade you get in 1 0 0
school.
2. How do you feel about the following?
Don't
Like Like
(1) This school. 0 1
(2) The principal. 0 1
(3) The classes you are taking. 0 1
(4) The teachers. 0 1
(5) The counselors. 1] 1
(6) I have lots of respect for my teachers.
Agree = 1 Disagree = 0
(7) This school makes me like to learn.
Agree = 1 Disagree = 0
(8) 1In classes I am learning the things I need to know.
True = 1 False = 0
INVOLVEMENT
3. Which of the following things have you spent time on this
school term?
Yes No
(1) Varsity or junior varsity athletic teams. 1 0
(2) Other athletic teams - in or out of school. 1 0
(3) Cheerleaders, pep club, majorettes. 1 0
(4) Debating or drama. 1 0
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3. Which of the following things have you spent time on this
school term? (Continued)

Yes No
( 5) Band or orchestra. 1 0
( 6) Chorus or dance. 1 0
( 7) School clubs. 1 0
( 8) School newspaper, magazine, yearbook, annual. 1 0
( 9) Student council, student government, political
club. 1 0
(10) Youth organizations in the community, such as
Scouts, Y, etc. 1 0
(11) Church activities, including youth groups. 1 0
(12) Helping out at school as a library assistant,
office helper, etc. 1 0
ALIENATION

4. Teachers here care about the students.
Agree = 0 Disagree = 1

5. I feel like I belong in this school.
Agree = 0 Disagree = 1

6. Life in this town is pretty confusing.
True = 1 False = 0

7. I feel no one really cares much about what happens to me.
True = 1 False = 0

8. I often feel awkward and out of place.
True = |1 False = 0

9. These days I get the feeling that I'm just not part of things.
True = 1] False = 0O

REBELLIOUS AUTONOMY

True False
10. I don't like anybody telling me what to do. 1 0
11. Whether or not I spend time on homework is my
own business. 1 0]
12, I should not have to explain to anyone how I
spend my money. 1 0
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POSITIVE SELF CONCEPT

13.

14,

15.

16.

17.

18.

19,

20.

21.

How satisfied are you with the way you are doing in school?
= Very satisfied

Somewhat satisfied

Somewhat dissatisfied

Very dissatisfied

O O - -
i nu

How do most other students in your school see you?

Very Somewhat Not at All

(1) A good student? 1 0 0
(2) A trouble maker? 0 0 1
(3) Successful? 1 0 0
(4) A loser? 0 0 1
I am the kind of person who will always be able to make it if
I try.

True = 1 False = 0

My teachers think that I am a slow learner
True = 0 False = 1

I do not mind stealing from someone--that is just the kind of
person I am.
True = O False = 1

I am not the kind of person you would expect to get in trouble
with the law.
True = 1 False = O

Sometimes I think I am no good at all.
True = 0 False = 1

I feel I do not have much to be proud of.
True = 0 False = |1

I like myself.
True = 1 False = 0

NEGATIVE PEER INFLUENCE

22.

23.

Most of my friends think getting good grades is important.
True = 0 False = |

Most of my friends think school is a pain.

True = 1 False = 0
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NEGATIVE PEER INFLUENCE (Continued)

24. My friends often try to get me to do things the teacher doesn't
like.
True = 1 False = 0

25. Please think of your best friend in this school. As far as you
know, are the following statements true of false about him or

her?

True False
(1) 1Is interested in school. 0 1
(2) Attends classes regularly. 0 1
(3) Plans to go to college. 0 1
(4) Belongs to a gang. 1 o]
(5) Gets in trouble with the police. 1 0

SCHOOL REWARDS

26. Teachers say nice things about my classwork.
1l = Often
0 = Sometimes
0 = Hardly ever

27. Did you ever get to do something special as a reward?
Yes = 1 No = O

28. Did you win an award or a prize because of your work in school?
Yes = | No = 0O

29. Did you help with an award or a prize for your group of class

because of your work in school?
Yes = 1 No = O

SCHOOL_EFFORT

30. Compared to other students, how hard do you work in school?
1 = Much harder
1l = Harder
0 = Less hard
0 = Much less hard
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31. How true about you are the following statements?

(1)

(2)
(3)

(4)

210

(1

(2)

(3)

(4)

(5)
(6)
("

(8)
(9)

Nearly Nearly
Always Always
True Somet imes False
I turn in my homework
on time. 1 0 0
My schoolwork is messy. 0 0 1
I don't bother with homework
or class assignments. 0 0 1
If a teacher gives a lot of
homework, I try to finish
all of it. 1 0 0
SELF REPORT DELINQUENCY (TOTAL)
32. 1In the last year have you. . . No Yes
purposely damaged or destroyed property
belonging to a school? 0 1
purposely damaged or destroyed other property
that did not belong to you, not counting
family or school property? 0 1
stolen or tried to steal something worth
more than $507? 0 1
carried a hidden weapon other than a plain
pocket knife? 0 1
been involved in gang fights? 0 1
sold marijuana or other drugs? 0 1
hit or threatened to hit a teacher or other
adult at school? 0 1
hit or threatened to hit other students? 0 1
taken a car for a ride (or drive) without
the owner's permission? 0 1
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SELF_REPORT DELINQUENCY (TOTAL)-~Continued

32. In the last year have you. . . No Yes

(10) wused force or strong-arm methods to get money
or things from a person? 0 1

(1l1) stolen or tried to steal things worth
less than $507? 0 1

(12) stolen or tried to steal something at school,
such as someone's coat from a locker, class-
room, or cafeteria, or a book from the

library? ] 1
(13) broken or tried to break into a building or

car to steal something or just to look around? O i
(14) smoked cigarettes? 0] 1
(15) drank beer, wine or hard liquor? 0 1
(16) smoked marijuana (grass, pot, ganja)? 0 1
(17) taken some other drugs? 0 1
(18) gone to school when you were drunk or high

on some drugs? 0 1
(19) sniffed glue, paint, or other spray? 0 1

SELF REPORT SERIOUS DELINQUENCY (SUBSCALE)

32. In the last year have you. . . No Yes

(1) purposely damaged or destroyed property
belonging to a school? 0 1

(2) purposely damaged or destroyed other property
that did not belong to you, not counting
family or school property? 0 1

(3) stolen or tried to steal something worth
more than $507? 0 1

(4) carried a hidden weapon other than a plain
pocket knife? 0 1
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SELF REPORT SERIOUS DELINQUENCY (SUBSCALE)--Continued

32. In the last year have you. . .

(5)
(7)

(9)

(10)

(11)

(12)

(13)

been involved in gang fights?

hit or threatened to hit a teacher or other
adult at school?

taken a car for a ride (or drive) without
the owner's permission?

used force or strong-arm methods to get money
or things from a person?

stolen or tried to steal things worth
less than §507

stolen or tried to steal something at school,
such as someone's coat from a locker, class-
room, or cafeteria, or a book from the
library?

broken or tried to break into a building or
car to steal something or just to look aroundr

SELF-REPORT DRUG USE (SUBSCALE)

32. 1In the last year have you. . .

(14)
(15)
(16)
(17)
(18)

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.

smoked cigarettes?

drank beer, wine or hard liquor?
smoked marijuana (grass, pot, ganja)?
taken some other drugs?

gone to school when you were drunk or high
on some drugs?

212



Appendix B

Kendal Tau Correlation Matrix of Evaluation Measures
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Appendix B

Kendal Tau Correlation Matri:x of Evaluation Measures

Measure 1 2 3 4 ) 6 7 8 9 10 11 12 13
1. Attachment to School 1.00 .33%  ~,51% -,23% 46% ~.44% .32% .44% .29% .14+ 41*% -.40% -.29%
2. Involvement in School 1.00 -.20+ -.14+ .40%  -.25% .36% A7+ .20+ .06 .06 -.09 -.06
3. Alienation fram School 1.00 .23% -, 53% .33 -.17+ .33% -.19+ -.23% .31% .28% .24%
4. Rebellious Autcnamy 1.00 -.09 «22+ -.15+ -.05 .05  -.14+ .20+ .10 J24%
5. Positive Self-Concept 1.00 -.41% J43% .48%  40% 22+ W33 -27% 0 - 27%
6. Negative Peer Influence 1.00 -.17+ L41% - 32% - 23% .53% .50% .37%
7. School Rewards 1.00 .21+ 17+ -.08 .09 -.09 -.10
8. School Effort .00 .50%  .24% .42%  -.40*% -,28%
9. GPA 1.00 .37% W22% 0 =,21%x - 17+
10. Suspensians 1.00 27%  ~,27%  -.18+
11. Total SRD .00 .84x .87%
12. SR Serious Delinquency 1.00 .60%
13. SE Drug lise 1.00

*Significance level equal to or less than .001
+Significance level equal to or less than .05
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The Human Subjects Institutional Board
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(§/-05-12 § 06 05)
m 5 U Western Michigan University
. Kalamazoo, Michigan 49008

Department of Sociology

March 14, 1983

Dr. Shirlev Bach
Human Subjects Review Board
torn Michivan University

Dear bre Bach:

As per our phone conversation this morning, enclosed is a copy of the transfer
of data agreement prepared by Johns Hopkins University. The agreement specifi-
cally outlines the data protection procedures we are to follow, including the
added protection of changing all I.D. numbers once the files are merged.

The data we expect to get include attitudinal and behavioral scores generated

by Johns Hopkins for each student and teacher on school climate. These include
measures of self-concept, alienation, involvement in school activities, MAT
scores, attachment to school, self-reported delinquency and drug experimentation,
rebelliousness, sense of safety, victimization, belief in school rules, rewards
in school, grades and educational goals.

Woe plan to use these data to supplement our current records on attendance,
suspension, disciplinary referrals, etc.

I should like to emphasize that our ultimate goal is to generate indices of
school climate change and not make any individual comparisons.

I hope that the HSRB can agree to this transfer agreement.

Thank you for your willingness to give this a speedy review.

51087 ”

e

Sincerely,

e

Paul C. Friday,
Professor of Sociology
Director of Criminal Justice

PCF:cr
enclosure
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W V U Western Michigan University
‘ A * Kalamazcu, Michigan 49008

Human Subjects

June 3, 1981 Institutional Review Bourd

Mr. Preston Elrod

Milwood Altcrnative Education Project
Department of Sociology

Western Michigan University

Re: Delinquency Prevention Through Alternative Education  81-05-12 R
Dear Mr. Elrod:

At the meeting of the Human Subjects Institutional Review Board on May 13,
1981, the above proposal was approved, subject to your obtaining permission
from Judge Casey and the respective police chiefs for the release of
identifiable arrest and court records for the students in your study, and
with the understanding that data will be collected and stored in the manner
we agreed upon at that meeting., I am asking Usha Helweg to send you a copy
of those minutes.

I'lecase inform the Board of any significant changes in youf protocol and
please send me a copy of the permission letters from the Judge and police
chiefs.

I hope that your study goes well,

Sincerely,

il el

Bach
Chair, Human Subjects Institutional Review Board

¢

cc: Dr. Paul Friday
Dr. Stanley Robin
Ms. Usha Helweg ¢
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