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There are too many Utah youth dropping out 
of school, getting high on drugs, going to court, 
and getting pregnant; too many who are undisci
plined, are engaging in high-risk behaviors, and 
are chronically delinquent. Too many are lying, 
stealing, and cheating, using foul and abusive 
language, lacking in respect for self, peers, par
ents and other adults. Too many are unprepared 
for the world of work, too many in need of mental 
health treatment or services. Too many are es
tIimged from their families, too many endlessly 
searching for meaning and importance by rush
mg into what they perceive to be "adult 
behaviors." These youth desperately need our 
help, We also need their help,'/or without each 
other, too few will be left to perpetuate a vibrant 
society. The youth of today are a critical part of 
the state's tomorrow. 
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Help is available! The latest re
search indicates the ingredients for 
success automatically prevent 
failure. Success versus failure is 
what this report is all about. 
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FORWARD 

It is clear that Utah, like the nation, is losing ground in its battle against teenage 
misbehavior. Just who is responsible for teenage misbehavior? Views vary widely. At 
one end are those who believe that by the time adolescence is reached, children should 
know better, and h:nce should bear the burden of blame. At the other end are those who 
believe kids are merely the product of their upbringing and that society, including the 
media, is to blame. Still others pin blame on home, school, or peer influence. 

Blame is no longer the issue. New research changes the issue from who is to 
blame to what is to blame, and from what is the cause to what is the cure. 
• Yes, teenagers bear a key responsibility, but one that is difficult to meet without pre

existing life supports. 
~ Yes, society is to blame, but kids can be insulated and inoculated against moral 

decadence. 
• Yes, peers can be a negative influence-one that comes into play largely because the 

right supports were previously lacking; but successful interventions are available. 
• Yes, poor parenting is to blame, but is can be helped and compensated for by good 

school practice. 
• Yes, school practices contribute to misbehavior, even compound the mistakes of 

others; still, if classrooms implemented known findings, children and youth would 
find academic as well as behavioral success. 

Human nature does not change; only the setting in which it operates changes. The 
setting in which family and classrooms operate has changed dramatically in the last three 
decades. Homes, schools, and other institutions have not adopted offsetting practices. 

This report does three things. First, it outlines a major problem facing U tab-the 
success ofits youth. Second, the report presents and integrates research summaries which 
have a bearing on generating good conduct and preventing misconduct. Third, it builds 
research findings into a solution strategy for preventing misbehavior in youth; also for 
supporting academic as well as behavioral success. 

The report's unique contribution lies in its comprehensiveness and ability to 
integrate common findings from behavioral, educational, and organizational research 
into a low-cost prevention and early intervention program. Now all organizations 
interested in the success of youth can operate from within the same philosophy and with 
parallel versions of the same ingredients-and thus build on each others' success. 
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1 
INTRODUCTION 
AND OVERVIEW 

This report has been prepared 
in order to improve the odds 

for childhood success 
and reduce the odds against 

home and school failure. 

Wouldn't it be wonderful if parents could, at the birth of 
the.U' child, purchase an insurance policy guaranteeing their 
child's success; or if upon entry into kindergarten, schools could 
do the same? Wouldn't it be just as wonderful if parents and 
teachers could purchase insurance against their own failure as 
well as that of their children? 

The purpose of this report is to outline such an insurance 
policy insofar as it is now possible. Research findings of the last 
decade have greatly increased the probabilities. The new actuarial 
data for the policy comes from the latest research literature and its 
interpretation by experts from many fields. 

This report has been prepared in order to improve the odds 
for childhood success and reduce the odds for home or school 
failure. No insurance is foolproof; nor does this report provide any 
magical solutions. Insurance only covers the odds. But odds can 
be changed. This report has been prepared to improve the odds for 
childhood success and reduce the odds for teacher or parent 
failure. The insurance applies to groups of youth as well as the 
individual child. 

The premium for the policy outlined below is not denomi
nated in dollars; it is denominated in parenting and teaching 
practices; in the climates of homes, schools, and classrooms; and 
in the quality of interpersonal relationships between adults and 
children. To a lesser, but no less important extent, it is denomi
nated in simple, new support mechanisms for homes and class
rooms, and in revised roles and relationships among social 
agencies, law enforcement, juvenile courts, churches, commu
nity groups, and even neighborhoods. 



2 SUCCESS INSURANCE FOR YOUTH 
.--~~~~~~~~~--~-----------------------------------------

Definitions 

Prevention Prevention, in its common use in this report, refers to preventing 
misbehavior of youth and more particularly, patterned misbehav
ior such as delinquency, drug and alcohol abuse, sexual promis
cuity, school truancy, dropout, etc. 

Early Intervention Early intervention, as used in this report, means intervention at a 
time in a child's life when the precursors to patterned misbehav
ior are first identified. It does not, as some authors have used the 
tenn, describe early treatment after the misbehavior becomes 
evident. The latter is early treatment. 

Success Success, when used in a childhood sense, refers to childhood 
maturational success, including the acquisition of skills before 
adulthood which will empower the person to lead a capable, pro
ductive, and responsible life. 

Failure Failure, when used in a childhood sense, refers to either the 
emergence of patterned misbehavior during adolescence or matu
rational flaws, leading to the failure to obtain those skills leading 
to capable, productive, and responsible adulthood. 

Format Helps Used in this Report 

. Together the margin notes, boxes, and highlighted 
contents serve as an extended summary of the 
report. They also serve as a visual index and table 
of cont~nts for the reader as the report Is perused. 

Margin notes provide 
pertinent facts, quotes, key 

points, and conclusions con
tained in the body 

of the report. 

For the professional and the lay reader 

The chief use of this report is expected to be by agency 
leaders and field professionals. Hence, the body of the report is 
sometimes detailed and documented. However, the report con
tents are of significant worth to parents and other lay readers. A 
format designed to help both groups has been used. Highlights 
help readers peruse the report for key points and zero in on 
pertinent aspects of the report. Frequent headings assist the reader 
in pinpointing the contents of the report and add interest. 
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INTRODUCTION 3 

Obviously, if such "insurance" were not needed, not avail
able, not consistent with the research, and not practical and afford
able, this report would not have been published. 

it~i~~W3~o~~1~~31~f~~t~~~~·i~',~~~~~:I~;d~Sfgnedtoan. 
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•• •..• ·.··:Jdfcdl1c~rri1bcfChjfdreririEied·more help? Iss. majorpreverition 

'i~ff6ft n~edediJl yta~?i·...>. . .•...•.••••. '.. . .. . ., •........ ' . .. •... . ... 
. • ··~~·<rseriOl.lgbKHoWn 8.Qc;>ufhowtoprevent ii
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>:~fuU:"blq~h~~Q~?)·;r·<./. ...... i." .' . . .' 

.3.I$enoughkndWnafJOllt.ho'Nt()·devefop~ucc~ssfulchndren to tie' . 
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.. ···\16ilcOllective solut/Ort.? What: are the Utah realities within' which' .. 
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Both the facts and fears of 
teenage misbehavior must be 

dealt with. 

The facts on teenage misbehavior contained in this report, 
and the number of ways in which teens are "at risk," send a star
tling message and challenge to Utah citizens. Added to the 
realities of teenage misbehaviors are the fears associated with 
them. The fears associated with teenage and young adult misbe
havior are not easily documented, but they are there and they are 
growing. Additionally, parents increasingly harbor fears that their 
children might fail their "teenage years." 

Whether from real or imagined sources, teenagers are 
commonly feared by both older citizens and younger children. 
Teenagers frequently fear each other. Many secondary school 
teachers acknowledge that they occasionally fear for their safety. 
And with good reason-more than 125,000 teachers are physi
cally assaulted each year. The fears about teenage misconduct are 
real and so are the increasing numbers of incidents that cause 
them. According to available data, the teenage failure rate is 
slowly, but steadily increasing. 

For the already misbehaving teenager, the concerns are 
doubly justified, for many of the misdeeds of adolescence and 
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Major fears are justified, 
for many of the misdeeds 

of young adults are fatal to 
their future, if not their life. 

young adulthood are fatal. Lifestyle deaths lead all other catego
ries for these age groups. The fears over teenage misconduct must 
be attended to as well as the stark realities of both its existence and 
its increase. 

The fear of AIDS and its relationship to sex and drugs, and 
in turn, the newfound relationships between sex, drugs, and 
school climates could soon bring unprecedented pressure on the 
schools to deal with at-risk behavior. That pressure might repre
sent the toughest challenge schools have ever faced because the 
chief component will be "fear." Fear of the future is hard to deal 
with because the unknown cannot be controlled. However, the 
unknown can be explored just as the future can be prepared for. 
This report is designed to help with both. 

Eighty-seven percent of adults in After-the-fact pressure will be diffi-
the U.S. perceive a steady and cult for the schools to address because 
alarming increase in the rate of treatments of teenage misbehaviors 
serious juvenile crime. are only marginally successful. They 

are also more costly than educational 
~ __ iiiiiiiiiiiiiiiiiiiiiiiiiiii __ iiiiiiiiiiiiiiiiiiiiiiiiiiiiiiiiiiiGa:;:;;Miiiii·niiiiianiiiiidiiiiiPiiiiioliiiiik.:.l resources will allow. 

Utah's youth problems are outpacing both program capabilities 
and current pocketbook. Given these limitations, Utah has 110 choice 
but to turn to what it may be best suited for-prevention. 

Effective prevention begins 
with effective teachers and 

parents-and ends with 
other social institutions. 

Prevention must reach beyond the home 

Prevention, of course, begins with the home but must go 
further. Any successful effort to curb teenage and young adult 
misbehaviors must look beyond the family, for causes now extend 
beyond the home. If the causes, then also the cures must now 
extend beyond the home. 

This by no means implies giving up on the home. How
ever, the pervasiveness of the problem, and the inability of homes 
to deal with their problems in isolation, suggests that successful 
prevention requires support to all children from all homes. For 
that kind of access, the only possibility is for school participation. 
One cannot go very deep into prevention literature before coming 
face-to-face with school involvement. 

I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 



;f 
11' :t wI l 
~ 
{,' f. 
\t: 
j' 

I ~ 
~ 

I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 

In support of a stronger 
school-home connection, new 
techniques of mutual support 

are included in this report. 

INTRODUCTION 5 

The school-home connection 
Most parents want more than prevention; they want suc

cess. In schools, for example, where very few students are offi
cially "failed," large numbers do not achieve success, let alone 
acquire its prerequisites. Parents also want their children to 
acquire a foundation for economic success. Global economic 
competition coupled with the U.S. 's comparatively poor aca
demic standing with students from other countries raises doubts. 

What is the connection between behavioral success and 
academic success? The connection may be stronger than previ
ously thought. This report covers that connection and incorpo
rates it into the proposed solution strategy covered in Chapter 14. 

The necessity of school involvement does not mean that 
educators must own the whole burden of prevention or 
that other public and social agencies cannot be heavily 
involved. It only means that schools must be involved. 

-

Just w~at is ,the challenge of teenage misconduct? 

Danger signs precede most 
maladaptive behavior by 

several years. 

. . 

Are the misbehavior trends of youth a temporary reaction 
to dramatic social changes, a permanent response seeking a new 
level, or part of a self-feeding, never-ending expansion? Chapter 
2 gives part of the answer. Later chapters suggest that, to a large 
measure, the answer might be up to us. 

What do we know about prevention? 
Arguments have continued for centuries on the causes of 

misbehaving youth. No agreement has been reached on how to 
influence human behavior. What new light does the latest research 
shed on the subject? Does it give more complete answers than 
"Spare the rod and spoil the child?" This report covers the 
question from various angles. 

How much research on causes and cures of misbehavior 
must be accumulated before parents, the school, and the commu
nity can act with confidence to intervene? The conclusions con
tained in Chapter 13, which are drawn from the research reported 
in Chapters 4 through 12, give some insightful answers to this 
question. 



6 SUCCESS INSURANCE FOR YOUTH 

"~ ,This report looks at the role of- . 

Social forces 

Family 

School 

Home-school spillover 

Peers 

Changes in social conditions are often used to explain the 
increases in teenage and young adult misbehavior. What are the 
real differences between today's world of growing up and that of 
previous generations? Chapter 2 summarizes those differences. 
Are social forces the cause of patterned misbehaviors? And if they 
are, why are some youth so successful at resisting those forces? 
Chapter 6 looks at causal relationships and insulating factors. 

Families get a lot of blame for teenage misconduct. Who 
else is proportionately to blame? Why do "near perfect" families 
frequently produce failures? Chapters 4, 5, and 6 on correlates, 
predictors, and causes address those interesting questions. What 
kind of parent-child relationships produce the most socially 
responsible youth? Chapters 7 and 9 address that question di
rectly, both from different perspectives. Given the answers to 
more successful child rearing, are the skills easily enough ac
quired to be practical? A section in Chapter 7 reviews those skills. 

How much effect do schooling practices have on student 
success or failure? Are schools really to blame for much of the 
misbehavior within their walls? How much do schools add or 
detract from parenting practices? Chapters 6, 7, and 8 cover these 
topics. Are the newer teaching practices teaching good behavior 
as effective in teaching academics? Are the school operation prac
tices that make students more effective the same ones that make 
teachers more effective? See Chapters 11 and 12. 

What do the latest teaching practices and parenting prac
tices have in common? Can one compensate for the other? Are 
there any simple techniques which teachers and parents can use to 
magnify each other's efforts? Why are the correlations between 
academics and behavior so high? Why are there no inverse 
correlations? Chapter 13 draws some surprising conclusions to 
these questions. Can schools and other community resources 
compensate for a bad home? Chapters 15 and 16 answers this. 

When does peer influence start? What induces it? Can it be 
prevented or compensated for, or must it be combatted? How is 
peer influence affected by home and school operating proce
dures? Answers to these questions require bits and pieces gleaned 
from all parts of this report. 
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INTRODUCTION 7 

Development of character and social responsibility 

What has been learned recently about character develop
ment? Is the development of social responsibility achievable 
through the schools? Chapter 9 gives the latest thoughts on the 
question. What are the latest ideas on successful child develop
ment? Do we know as much about the social-psychological 
development as we do about academic development in children? 
How are the two related? Chapter 10 covers this topic and includes 
the latest insights on successful child rearing. 

Effective intervention begins with obser
vant teachers and parents and ends with 
support from other social institutions. 

lrfhe strong connection be
tween difficulty in school and 
involvement in juvenile court 
can no longer be ignored by 
the educational community. n 

Judge John Farr Larsen 

Early intervention 
What can be done when teachers, as they so often do, 

notice that a child is off track and headed for future trouble? Who 
can parents and teachers go to? Are workable interventions known 
and available? How much misbehavior can be avoided before it 
even shows up? Chapters 14 and 15 give answers to these 
questions. 

Achieving success vs. avoiding failure 
Success requires avoiding failure. The child must also 

acquire certain necessary skills and talents. Success comes in a 
series of advancements, but failure can come in one activity and 
undo dozens of successes. What are the relationships between 
acquiring success and avoiding failure? Chapters 11, 12, and 13 
explore those relationships in detail, including a surprisingly high 
numberofconnnoningredients. 

What's in it for schools? 
If schools and other community agencies get excited 

about preventing "at-risk" behaviors, how do they stand to 
benefit? Chapters 11 and 12 explain why, try as they might, 
schools cannot become highly effective without the key ingredi
ents of prevention. These chapters also tell how attention to a 
student's behavior critically increases academic success. Chapter 
11 explains why the classroom techniques of prevention require 
no more work: than current methods do. 
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This 
report 

identifies 
a 

dozen 
potent 

Ingredients 
from 
the 

research 
literature 

which 
not 
only 

prevent 
failure 

In 
youth 

but 
also 

contribute 
directly 

to 
home 
and 

school 
success. 

Chapter 14 explains the critical ingredients to a statewide 
prevention effort. Chapter 15 tells how, by using the 
YEA-recommended strategy, social and community agencies 
will be able to· serve more clients than they do currently. The 
strategy also explains how to identify the real needs of youth and 
link them to available help from appropriate agencies in a system
atic and timely way. 

The adult connection 
Children cannot find success independent of capable 

adults. What kind of adult--childrelationships and interactions are 
most productive? Chapters 9 and 10 give the answers, and Chapter 
11 tells how those answers can help schools. Chapter 15 builds 
them into the recommended prevention strategy. 

Unexpected and helpful research findings 
The commonalities found in the research from six differ

entfields open new vistas for childhood growth and development. 
Armed with that infonnation, the report tells how a single preven
tion program built on the l'ight ingredients can substitute for 
numerous programs targeted to specific misbehaviors (drugs, 
pregnancy, suicide, delinquency, dropout, etc.). 

A synergistic solution 
Synergism results in an effect that is greater than the sum 

of the parts. The package of research ingredients built into the 
YEA-recommended prevention strategy creates a synergistic ef
fect. So does the early intervention strategy linking multi-agency 
efforts. A third. benefit comes from magnifying the effectiveness 
of current efforts. Chapter 15 shows how current foundations and 
compatible techniques can prevent up to 80 percent of all pat
terned misbehaviors. 

The Utah fit 
Other than finances for planning and start-up training, no 

new resources are required. Chapters 14, 15, and 16 examine how 
this is possible. How closely does the Utah setting match the re
quirements for successful prevention? Chapter 14 answers that 
question. Chapter 17 tells how a family, classroom, school, or any 
institution or organization can get started. 
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INTRODUCTION 9 

,Who is Behind th~ Publication of This Repo~t? . 

The Youth Enhanc~tnent Association. (YEA), and more :imponandy, its 
members and the organizations behind them, are thereal publishers of this report .. 

Who is YEA? 
YEA is a.nonprofitcorporation made up afkey, sta~le:velleaders from 

all of the agencies andorgamzation. who have a vested interest in the behavior of 
youth. It also includes professionals invited from several related fields. It was 
fonned as a SpInoff from the Governors BoaI'd o/Juvenile Justice and Delin
quency Prevention to iive full attention and focus on prevention and early 
intervention efforts. They felt this eV~ increasing: problem needed the time and 
attention of not only agency and organizational leaders, but the combined talents 
orprofessionalsfro1ll all thefielc1srelated to child behavior. Current members of 
YEA and the orgas-uzations orprotesslons theyrepresentare listed on the back of 
the title page. 

Who supports this report? 
I) 

!tis iDlportantforthe teadettO realize tilat the organizations behind YEA 
fully support this reponand endorse its contents. The comprehensive support 
behind thisrepbrt should givecouragc: to other organizations as well as individu
als to adopt its findings and recommendations. 

This report is about teenage and young adult misbehaviors, including 
school failures, and how to prevent them from occurring. More impor
tantly, the report is on how to develop capable, productive, and respon
sible youth, and on how to ensure home and school and student success. 
Like all insurance, it cannot guarantee success, but it can reduce the 
losses and at a very affordable rate. Ivan Cendese, President, YEA 
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THE NEED FOR 
PREVENTION 

__ , ___________________________________________________________ 51 ______ __ 

Approximately twentv
five percent of children who 
enter the public schools of 

Utah fail to graduate. 

Utah produces some of the very best youth in the world. 
However, far too many youth in Utah are not succeeding. This 
places them "at risk." Others are at risk for specific failures. This 
chapter addresses how Utah and its youth are at risk. More 
particularly, it addresses the three parts of the first question asked 
in the introductory chapter: 

• Is Utah's "youth-at-risk" population sufficiently 
large to be of major concern? 

• Do children need more help? 
• Is a major prevention effort needed In Utah? 

, Educationally "At Risk" ' 
, . 

Approximately twenty-five percent of children who enter 
the public schools of Utah fail to graduate. About 18 of every 100 
who enter high school drop out (Utah State Office ot' Education 
figures). Utah's dropout rates, while slightly lower than the nation 
as a whole, are well above those of many other states and 
countries. 

Many students who do not drop out have serious problems 
with school. This results in gaps and missing links in their educa
tion. 
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The Committee on Economic Developmant (CEO), ·a national group of busi~ 
ness and education feaders,. estimates that for every ten dropouts, there are seven 
functional illiterates "who will merely mark time in school and receive their dlpfomas 
butwill be as·deflerent in meaningful skills andwork habits as most dropouts" (CEO, 
1987, p. 3)~ . 

CEO labelsas.ueducatfonally disadvantagad" the "30 perce ntfacing major risk 
of educational failure and lifelong dependency" (Ibid., p. ix). The report laments the 
fact that current educational reforms have largely by-passed this group of students. 

ceo report says:. 
41Currenlly.fewer than 50 percent-of highschool. seniors read at levels 

conSidered adequate forcarrying out Elven moderately complex tasks, and 80 
percent have Inadequate writing skill$~ ••• Notonly are our public schools failing

C

-, 

to develop basic skiffs, they are also falling to develop the hlgher-order skills 
needed forthen9Winfonnation age •••• It makes no economic sense to educate 
half of our young peopJeso poorly" (Ibid.). 

While no documented figures exist for Utah on those 
having problems at school, most educational statistics for Utah are 
not far from national figures. That means that when student needs 
are considered as a whole, up to 50 percent or more of Utah's 
children are not finding adequate success in school. 

Contrary to popular belief, girls drop out of school in ap· 
proximately the same numbers as boys. 

Female Dropouts: A New perspective 
National Association of Stale Soards of Education 

"Dropouts are a symptom oT something wrong" and that symptom has become more 
acute for middfe--and upper-class patrons of public. schooling as the school-failure 
population enlarges to include theirown children." M.D. leCompte, Ed. Week., May 13.i987 

The consequences of undereducation are devastating for 
the individual: both socially, psychologically, and economically. 
As a group, the undereducated profoundly affect society as well 
as themselves. 
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"The United States is creating a permanent underclass of young people forwhom 
poverty and despair are life's dally companions. These are youths who cannot 
hold jobs because they lack fundamental literacy skills and work habits. They feel 
alienated from maim>tream society, and they seldom participate in the demo
cratic process. They cannot attain the living standard of most Americans 
because they are trapped in a web of dependency and failure." 

Nationally, less than one 
out ()f four who enter 
college will graduate. 

CEO report on educationally disadvantaged children 

. Financially "At'Risk" 

Education has a direct link with our economic future. In 
Utah, relatively few students get job training in high school. 
About one half of all high school students get no post -high school 
training for the world of work. In today's globally-linked econ
omy, the vocationally untrained are economically placed at risk. 

The risk is growing. High school graduation no longer 
guarantees ajob which pays a family-sustaining level of income. 
Nationally, less than one out of four who enter college graduate. 
In Utah, it means that one-half of the work-force gets little or no 
fonnal training and most of the other half gets only half-trained. 

The lack of training will affect the future more than the 
present. Fortunately, a high school diploma pays. At least it did in 
1979, the last year for which such figures were available for Utah. 
The following charts illustrate that worth. 

EFFECTS OF'EDUOATI,ON' 
ON INCOME IN DOLLARS 1,2 

MALES UTAH M"~STS U.S. -
HighSchool Grad. 4593 '. 4,333 5,890 
Some College 5,.753 5,367 5,890 
Colrege Grad. 7,849. 8,781 11,928 
Post Grad. 9,6.00 1.0,.021 . 12,802 

Each Add, Yr .. 795 891 1,1.06 
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__________ ... ___ • _________ ~TH,;...o,,;,ouE_N_E,ED FOR PR§,YENTION 13 

·:1 
, , 

(Effects of' Education on Income Chart~ontlnued) 
, , . . . 

SomeHighSc~~' 324 
HighSch.(~rad .• ,.2t336 " 
CollegeGrad~, . 4\8nr 
PO$fGrad",~, 6AS5"" '" 

Each Add.Yr. 
, ., 

. . . . 

MT.STS., 

.. ,·,.,.,.,,476 
1,966 

, .'4,367 
.6)544' 

!\ 

"900" 
3,904 ' 
$,96,1 
7,704 

713 

1 TIle MOnela'iEffectiofcdOcatiol'l., ThOll1as. K Martin. trY UTAI1 fll ,., 
OemO$!raphic PeTllpecliVe.MarliiljJt al.Slgnatl.ire BOoRs" J98Ek(p. 

, ,217.".TabIe5, p.222) 
1979 data; , 

"Edunomics"-The link between education and the economy 

Someone has coined the term "edunomics" to define the 
study of the link ~LWeen education and the economy. The link's 
long arms jo:in hands with other problems. The economic burdens 
plar;ed by 1nany dropouts on society are growing. Many second 
and third ger.leration welf:rre families exist. More and more fami
lies are headed by an unmanied female, skyrocketing the propor
tion of children raised in poverty to over one-third in many urban 
areas. 

National data suggests an unmarried 15-year-old 
mother "will cost taxpayers $18,130 per year over the 
following 20 years." That totals over $360,000. 

Jamos Buie, Education Week, April 8, 1987 (p. 32) 

The jobs open to the vocationally untrained are mostly lim
ited to lower paying service-·sector jobs. In fact, because produc
tion jobs are being sent overseas, these low-level jobs are being 
created over five times faster than production-sector jobs. 

I 
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A recent study by the Conference Board, a national busi~ 
ness research group, says service industries will provide more 
than 85 percent of the new jobs in 1988, compared with only 15 
percent from the goods-producing areas (Conference Board, 
1987). That represents a one hundred percent reversal of the job 
creation patterns of thirty years ago. 

• "If the nation cannot compete, it cannot lead." 

• "If we continue to squanderthe talents of millions of our children, America 
will become a nation of limited human potential." 

CEO report on educationally disadvantaged children 
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Production-sector jobs are being sent overseas. As job I 
flight continues and lower paying jobs increase, the tax base 

The students of Utah 
are being placed at risk, 

partly because of their own 
behavior, and partly because 

of the behavior of others. 

shrinks as do standards of living. Spending for schools and other 
public services is squeezed. First, quality is threatened, and then I 
services are cut. Thus, at the very time more education is needed, 
less of it can be provided. 

. Chemically" At Risk" , 

Through drugs and alcohol 
Over the past 10 years, parents have consistently rated 

drugs and alcohol as one of their top two concerns about public 
schools. The students of Utah are being placed at risk, partly 
because of their own behavior, and partly because of the behavior 
of others. One of the best summaries of the problem is, "What 
Works: Schools Without Drugs." This publication, by the U.S. 
Office of Education under Secretary William 1. Bennett, lays the 
problem on the line and says it must be dealt with. 
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From What Works: Schools Without Drugs. 

• Research shows that drug use among children is 10 times more prevalent 
than parents suspect (p. 3). 

• From 1962 to 1982 the percentage of 13-year-olds who have used 
marijuana jumped from less than one percent to over 16 percent (po 2). 

• Although drug trafficking is controlled by adults, the immediate source of 
drugs for most students is other students (p.3). 

• In the decade between 1975 and 1985, the percentage of high school 
seniors who have used cocaine doubled (p. 5). 

• The percentage of students using drugs by the sixth grade has tripled over 
the last decade. Now, one in six 13--year-olds have used marijuana (p. 5). 

• The U. S. has the highest rate of teenage drug use of any industrialized 
nation. It is ten times higher than in Japan (p. 5). 

• "Resea.rch tells us that students who use marijuana regularly are twice as 
likely as their classmates to average D's and F's, and we know that 
dropouts are twice as likely to be frequent drug users as graduates" (p. v). 

• "The foremost responsibility of any society is to nurture and protect its 
children" (p. v). 

Related Quotes 

• "It is a sad and sobering reality that trying drugs is no longer the exception 
among high school students. It is the norm." 

Cal. Attorney General John Van De Kemp, Los Angeles Times, April 30, 1986, (In Bennet, Intra.) 

• When asked to list the biggest problem facing youth today, "drugs" leads 
the list for 13-18 year aids. "Four out of five teens believe current laws 
against both the sale and the use of drugs (including marijuana) are not 
strict enough." The Gallup Youth Surveys, 1985 and 1986 

• "Did you know ... that one-third of all Americans over age 18 cannot 
function effectively in society." Sound-Off, Utah PTA, Nov, 1986, (p. 8) 

• "Given the limitation of official or clinical records, self-reports may be the 
best single measure of adolescent drug use." Martin et aI., (p. 262) 
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"Drugs threaten our children's lives, disrupt our school, 
and shatter families. Drug-related crimes overwhelm 
our courts, social service agencies, and police. This 
situation need not and must not continue." 

William Bennett (p. 41) 

The "ever" use figures for Alcohol in Utah dropped from 
65.9% in 1972 down to 55.8 percent for 1984. The largest increases 
of drug use occur between the seventh and tenth grades (Ibid., p. 
269). "The differences are not large, but males typically use more 
alcohol and marijuana than females" (Ibid., p. 269). 

Compared to the nation as a whole, most Utah high school 
seniors avoid drug use. Recent trend data also looks good for Utah. 
A disconcerting question arising from the chart figures is why 
more Utah students use marijuana than cigarettes? For marijuana 
use, the "ever" use figures are up from 27.0 percent in 1972 to 33.6 
percent in 1984. 
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Of those turning 18 years of 
age in 1985, 44 percent had 

one or more contacts with 
the court while minors. 
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,0 .Delinquentl'y ',~t Risk" 

Another measure that indicates large numbers of youth 
are at risk is shown by the Utah juvenile courts. Of those turning 
18 years of age in 1985,44 percent had one or more contacts with 
the court while minors (1985 Annual Report of the Juvenile Court 
of Utah, p. 15). Many of these contacts were for status offenses, 
indicating other behavioral problems besides crime. However, 
considering that not all crimes are reported, and an even smaller 
number result in arrest, it is safe to conclude that a larger 
percentage of Utah youth actually committed criminal offenses 
than the court records show. Even ml)re tragic is the continual 
rising rate of court referrals for strictly criminal offenses. 

Criminal referrals to the Juvenile Court for the Utah 
grades 7-12 population increased 70 percent between 1975 and 
1985 (Juvenile Court Annual Report, 1985, p. 38). 

Juvenile crime in Utah 

Trends in Utah juvenile crime over four recent years are shown in the 
following table: 

PERCENTAGE OF THOSE ARRESTED WH 0 WERE JU VENllES 

1982 1983 1984 1985 

Robbery 24% 28% 27% 27% 
Aggravated Assault 27% 28% 32% 30% 
Burglary 54% 58% 58% 58% 
Larcenyrrheft 47% 48% 54% 54% 
Motor Vehicle Theft 58% 62% 64% 64% 
Arson 67% 75% 78% 78% 
Vandalism 74% 73% 73% 74% 
Poss. of Stolen Property 40% 49% 42% 41% 
Liquor Laws 32% 30% 30% 32% 
Juveniles as a % of 

total persons arrested 30% 31% 33% 34% 
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. 
Percentage-wise, juvenile 

participation in most crime
categories is increasing. 

As can be seen from the chart, juvenile participation in 
most crime categories is increasing. Note particularly the steady 
increase in juveniles as a percentage of all arrests. The trend, 
rather than the rate, is most alarming. While the 1986 report does 
not contain all of the same information, the trends are the same for 
the categories included. The 1987 report was not yet available at 
press time. 

"Increases in the ratio of juvenile to adult arrests have 
also occurred in 7 of the 9 crime areas overthe last four 
years." 

Juvenile Court Annual Report for 1985 (p. 13) 

The percentage figures should not be compared to national 
percentages because Utah's popUlation as a whole is the youngest 
in the nation. Forty-five percent of Utah's popUlation is under 18 
years of age. States with older popUlations would show smaller 
percentages of juvenile arrests. 

~ . 

· . The Hard--eore "At Risk" ~' 
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12.9% of the Utah population 
is under age 5 compared 

to 7.2% nationally. 
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. 
Familially "At- Risk" . 

"Thirty-five years ago, 28 percent of mothers with 
school age children worked outside the home; today 
nearly 70 percent do, as do more than half of mothers 
with preschool children." 

Judith Uchtman, Script Howard News Service, 
Deseret News, OCt. 31,1987 (p. 6A) 

Working l!10thers 

Part of the difference between Utah and the U.S. can be 
accounted for due to the fact that 12.9 percent of the Utah 
population is under age 5 compared to 7.2 percent nationally. In 
addition, a higher percentage of working Utah mothers, particu
larly single working mothers, live in poverty than is true region
ally or nationally (Ibid., p. 118). Again, this may reflect a younger 
state population. 

Of Utah women with dependent children, 49.6 percent are in the 
labor force compared to 53.2 percent nationally; however, 41.4 per
cent of Utah's working mothers have children under age six com
pared to 31.4 percent nationally. 

Presently, only 38 percent of 
children live in homes 

with both natural parents. 

Martin at aI. (p. 118) 

Family structure 
Pre~ent1y, only 38 percent of children live in homes with 

both natural parents (David Miller, Quest Conference, Salt Lake 
City, Utah, March 4, 1988). In 1986 only seven percent offamilies 
could be described as the 'typical' family that shaped the Great 
Society legislation of the mid-1960s: a two-parent family in 
which working fathers and homemaking mothers provided suste
nance, structure, and support for school-age children (Wermer, 
Emmy and Smith, Ruth. vulnerable but Invincible: A Lonititudi
nal Study of Resilient Children and Youth. N.Y: McGraw-Hill, 
1982, in Phi Delta Kappan April, 1987, pp. 578-579). 
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"Utah is like a Third World 
country in the middle 
of the United States. n 

"For the past decade, 
there have been (Jver a 

million divorces per year 
in the United States. n 

"Families ... have changed radically in structure and 
function in the past three decades and bear scant re
semblance to the family for which contemporary 
school policy is modeled.n 

PDK April, 87 (p. 578) 

"Utah's average family size of 3.66 members leads the 
nation with one in five Utah families having five or more mem
bers. 'Utah is like a Third World country in the middle of the 
United States', says Peter Francese of American Demographics, 
a research and publishing firm in Ithaca, New York" (in Utah 
Juvenile Court Annual Report, 1985, p. 13). The large family size 
spills over into the general population and makes Utah the 
youngest state in the nation. Younger workers earn less money, 
pay less taxes, and send fewer of their children to private schools. 
All these factors increase Utah's ability to educate itself. 

A recent study of delinquent children from the Chicago 
suburbs revealed that over 95 percent had come from homes 
where one or both parents had been divorced (B. Fisher, personal 
communication). "For the past decade, there have been over a 
million divorces per year in the United States" (National Center 
for Health Statistics 1986; U.S. Bureau of the Census, Statistical 
Abstract, 1984; in Stephen J. Bahr, Family Fonnation. Utah in 
DemoWpbic Pers.Q~tiye, Martin et al., Signature Books, 1986). 
Utah has not escaped that epidemic. 

"We need a critical t)xa.mrnatioh anne nature ofthechanging contempo;. 
raryAmericanfamiIY~ There are mote young peopfe Un ttoubreJ. Why?" 
Report to the President: 'The Nationar COalition of State JUvenile. Justice Ad"isory Groups, 1986 (p~ 35 ) 

In Utah, the figure for divorce is 21.6 percent compared to 
22.8 percent for the nation. But the cmrentrate of divorce between 
Utah and the nation is more revealing. "Divorce rates per 1,000 
married women," says Stephen Bahr, "revealed sharper and 
greater differences between Utah and the U.S." (Ibid. p. 124). 

I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 



I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 

----- -----~-------------- --

Some experts believe the 
trauma experienced by the 

child can carry over into 
the child's future behavior. 
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"In 1970, Utah had 16.6 divorces per 1,000 married 
women, while the U.S. had 14.9. By 1981, the Utah 
rate had reached 25. 1 and was still higher than the 
22.6 nationally. n 

Utah In Demographic Perspective, Martin et al., 
Signature Books, 1986 (p. 124, Italics added) 

Documentation shows a correlation between divorce and 
child misbehavior. However, little research dissects the subtle 
factors between divorce and delinquency. Some experts believe 
the trauma experienced in divorce carries over into the child's 
future behavior. Others point to common causes for both divorce 
and child misbehavior. The lack of interpersonal skills, for ex
ample, can contribute to both divorce and delinquency. Parental 
behaviors which correlate with adolescent misbehaviors will 
appear in a later chapter of this report. 

.T6edivbrceciataifldic~te~thatt)t~hiWilf not-escapelhe child 
---- ml~behavlgrwhich' is' r'etatEl9tO'farnHy braakup~ --

Spouse skills and parenting 
skills have a lot In common 

Single parent families also place Utah children at risk. 
Numerous studies 'show a correlation between single parent 
families and various misbehaviors of youth. 

On the issue of single families, Utah fares a little better 
than the nation. In 1970, single parent families in Utah represented 
9.9 percent of the total while the comparative figure for the nation 
was 14.0 percent. By 1980, the figures had increased to 11.6 
percent for Utah and 17.2 percent for the U.S. (Utah in Demo
graphic Perspective, p. 149). However, it should be noted that 
Utah divorcees tend to remarry faster and more often than their 
national counterparts. 

Whether pre-existing problems contribute to both di
vorce and child misbehavior, or whether the trauma of divorce 
and the lack of two parents leads to behaviorproblems, children 
from broken families are at risk. It is a risk which is often noted 
but seldom addressed. 
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Of all of the conditions 
which place unmarried 

teenage girls at risk, 
pregnancy heads the list 

_ ~ Sexually "At Risk" '. 

Of all of the conditions which place unmarried teenage 
girls at risk, pregnancy heads the list. Many misleading figures are 
bantered around for Utah. Part of the confusion comes from selec
tive quoting. Teenage fertility rates, abortion rates, pregnancy 
rates, and sexual activity rates are all part of the picture but are 
seldom quoted together. It is true that teenage fertility rates Oive 
births) are higher in Utah because of a lower than average 
marrying age (Chadwick, Bruce A., "Teenage Pregnancy and 
Out-of-wedlock births," in Utah in Demographic Perspective, 
Martin et al., Signature books, 1986, pp. 24-25). 

In contrast to teenage fertility rates, Utah's teenage abor
tion rate is lower than most surrounding states and the nation as a 
whole. Teenage abortion in Utah is only about one-third of that of 
the nation. However, in looking at trends, Utah's teenage abortion 
rate increased 43 percent from 1975 to 1982, very close to the 49 
percent rate of increase for teenagers nationwide. 

. PregriancydatacC)mpiledin198tby:theln$titut~for·Researchand Evaluation 
. for the years 1 975-85shC)ws~rends .similartotfie ChaclwickdataJortha·1975-80 

• years .. Moreimportant,it shows a gradual decline in Utah's figures from 1980 to 
1985, whereas· the national figures stay about the same. This gives Utah a slight 

... advantage overthe 1975 nationalcomparisons-abouf1Sfess pregnancies per 
thousand women in the 15-19 year old age group. . 

In teenage pregnancy 
comparisons between Utah 
and the nation, Utah teen
agers look relatively good. 

Olsen. Josoph, 1987 

Teenage pregnancy comparisons between Utah and the 
nation are also often misleading. This is because nonwhites have 
a much higher pregnancy rate than whites, and fewer nonwhites 
live in Utah compared to the nation. When this factoris adjusted 
for, Utah teenagers look relatively good. Comparing the figures 
for white teenagers, Utah's pregnancy rate per 1,000 women be
tween the ages of 15 and 19 was 64.8 in 1975 and rose to 78.7 in 
1980. Nationally, the 1975 figure was 70.2 and the 1980 figure, 
80.5 (Chadwick, p. 29). Without the nonwhites, Utah teenager 
pregnancy rates appear quite comparable with the national fig
ures. However, to be more accurate, the pregnancy rates should 
be adjusted downward still further to adjust for the legitimate 
higher fertility rates because of younger marriages. 
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More important, however, than the comparable rate of 
teenage pregnancies is the fact that the Utah rate has 
risen faster than the nation as a whole. Between 1975 
and 1980, the rate for white teenager pregnancy in 
Utah increased 21 percent while the rate' for white 
teenagers nationally increased 14.5 percent. 

Chac:t.vlck (p. 30) 
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The latest data on the proportion of Utah teenagers who 
are sexually active comes from a 1988 study by The Governor's 
Task Force on Teenage Pregnancy Prevention. In a stratified, 
random sample of high school students, the survey found "a total 
of33 percent who report ever having had sexual intercourse." As 
an indication of sexual activity, 17 percent reported having 
intercourse during the past month (p. 17), Also, 20 percent of 
those who have had sex before had intercourse only once (p. 6). 

AIDS is a th reat that cannot be ignored. The potential for placing teenagers at risk 
is real. This risk comes from the fact that AIDS exposure is highest among drug users 
and the sexually promiscuous. Teenagers and young adults are in the highest 
categories for both behaviors. The threat of other noncurable sexually transmitted 
diseases is also growing. Treatment and after-the-fact intervention offer no remedy. 
Prevention of both drug use and sexual activity is the only acceptable approach to the 
AIDS threat. Given the levels of sexual activity among Utah teenagers and the 
associated dangers, there is no doubt that Utah's teenagers are at risk sexually. 

The inability to relate 
positively to other people 

places many teenagers 
at risk. 

, Soci ally "At Risk" 

The inability to relate positively to other people places 
many teenagers at risk. There are many who are shy and with
drawn and lack the confidence to venture into new 
growth-producing activities. Many grow out of these conditions; 
many others do not. Some grow up with compulsive fears which 
hinder them throughout their lives. The sociopathic personality 
stemming from a combination of authoritative-indulgent parent
ing is only one example. 

Many children grow up without the values to operate 
sIJccessfully in an interdependent society. Some reach adulthood 
lAcking ~he self-discipline to abide in a self-regulating culture; 
others are unwilling to extend social responsibilities beyond the 
family. 

I 
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Social Changes Placing Children At Risk 

Manyrecent and continuing changes in society place children at risk. The side effects of some 
of these changes are implied in the above "at-risk" categories. However, several specific social 
changes are worth mentioning as contributing factors for placing children at risk. 

• The age at which childt'en, especially girls, 
reach puberty has been steadily getting 
younger. The average female now reaches 
puberty three years before their grandmother 
did. 

• The age of adulthood (that is me average age at 
which youth move into traditional adult roles) 
has steadily been getting older. In the early 
parts of this century, youths of 17 years com
monly entered the adult workforce, married, 
and assumed the full responsibilities of adult
hood. Now the average age of marriage is in the 
mid-twenties. 

• The younger age of puberty and the older age of 
full transition into adulthood means that the 
length of adolescence has grown fourfold in 
two generations. 

• The forces of international competition in the 
last decade have made a traditional high school 
diploma economically obsolete. The voca
tional worth and effectiveness of high school is 
in a nose dive. It no longer guarantees a well
paying job. 

• A sense of community or "shared values" is a 
vanishing foundation for schooling. When 
home, church, and community had a common 
set of operational values, schooling was easier 
because the students were more alike and the 
curriculums better matched to the needs of the 
students. A current example is Japan's cultural 
unity that makes education easier than in "di
versified" America. The "me-ism" phenome
non of the U.S. societyportendsevenmoreplu
ralism ahead in behavior as well as thought. 

• Schools have lost much of their traditional 
influence as a socializing institution. Part was 
lost in the shift of "educational power" from a 
neighborhood school to large school districts 
and to state and federal levels. Further, court 

rulings over "individual values" and "behav
ioral rights"haveforcedloca! schools to aban
don or ignore local community standards in 
favor of national "community standards" as 
defmed by the judiciary. 

• Media influence over children has come on 
like "gangbusters," while the influence of 
teachers, religious leaders, and even parents 
has diminished. Fifteen years ago media 
ranked eighth as an influence on teenagers. 
CUITently it is in second place and battling 
with parents for flfSt. Teachers, who used to 
be second, have now dropped to fourth place 
behind peers. 

• The generation gap is real. The current rate of 
social change places society, as well as its 
children, at risk. In less affluent times, the 
extended family lived together and served as 
a sort of bridge between generations. Small 
communities and cohesive neighborhoods, in 
which a majority of people lived, provided 
stability and continuity. Affluence and com
munication and transportation advances have 
removed these "enculturating" influences. No 
one except the media and peer groups have 
stepped forward to fill tliese voids in the lives 
of many children. 

• Children have declined in importance, not 
only for many parents, but for society at large. 
Many couples choose not to have children, 
and those who do have less. For many parents, 
successful child rearing remains their most 
important duty. For many others, growing in
cidents of abandonment, abuse, neglect, and 
emotional aloofness tell a different story. 
Social emphasis has shifted from the young to 
the elderly. 

• More children now live in poverty. 
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"As a group, children are now the poorest segment of the 
nation's population. They are nearly seven times as likely to be 
poor as those over sixty-five" (Moynihan, 1986, pp. 52,95-97, in 
CEO, 1987 j pp. 8-9). While children of minorities are more likely 
to live in poverty, over twenty percent of all children under six, 
are now living in poverty, two-thirds of whom are white. 

''It standS toreasont then, thatifmodern social forces are pulling apart 
the traditional family,. there will be consequences for serious· delin
quency." 

UPoor students are three 
times more likely to become 

dropouts than students 
from more economically 

advantaged homes." 

Gottfredson (p. 36) 

Children and poverty and school 
"Sorhe children born into poverty have the family support, 

the role models, and the determination to succeed in school 
despite their disadvantages; in fact, education has traditionally 
provided an escape from poverty for many children from poor 
families. Yet, poverty does correlate closely with school failure, 
especially where family structure has broken down as well. Poor 
students are three times more likely to become dropouts than 
students from more economically advantaged homes" (CEO, 
pp. 5, 8). 

"Poverty is most highly pronounced for those children 
living in single-parent households headed by women. Children of 
single parents tend to do worse in school than those with two 
parents living at home, and their dropout rate is nearly twice as 
high" (Moynihan, p. 93, in CEO, 1987, p. 9). 

"The nation's public schools have traditlonall}' 
provid(1d a common pathway out of poverty and a 
roadwa}' to the American Dream. But, today ... the 
schools are hard pressed to serve the needs of disad
vantaged children. Beleaguered by powerful social 
forces swirling around them, the schools are ill 
equipped to respond to the multidimensional prob
lems." 

Committee for Economic Development report 
on educationally disadvantaged chRdren. 



26 SUCCESS INSURANCE FOR YOUTH 

The CED report says, "It is not surprising that disadvan
taged children, many of whom enter school already damaged 
intellectually, emotionally, or physically, tend to perform worse 
than more affluent children on nearly every measure of educa
tional attainment" (p. to). 

Th,e CEO report stresses the following three points: , 
• Mora than incremental reform is needed. 
• School restructuring will be requfredfor early fnterventron. 
• A bottom-up strategy focused at the point of learning holds the most hope. 

'We now know how to save 
about half of the young people 

Who fall prey 
to illiteracy, unemployment, 

and teenage pregnancy." 

Th.e CED report relies on more than wishes in making their 
recommendations. It refers to twenty years of research which not 
only points the way but documents successes. Researchers note, 
"Although we do not yet know how to prevent every disadvan
taged child from failing, we do know what works for many" (Ibid., 
p. 14). More specifically, "We now know how to save about half 
of the young people who fall prey to illiteracy, unemployment, 
and teenage pregnancy" (Ibid., p. 19). Compared to recent years, 
these are high success rates for treatment. 

Society has changed; schools have not. This recent conclusion of 
one study on education could also apply to churches and other so
cializing institutions. Until homes, neighborhoods, churches, and 
schools make compensating adjiuJtments for changes in society, 
they will continue to lose effectiveness as socializing institutions. 

"Today's schools build on yesterday's notion 
of 'family,' both in form and function. Schools 
as social institutions have beoome 
outmoded ••. because the institutions on 
which they depend have changed dramati
cally." 

The latter point may be 
CI"Qcial to understanding the dy
namics of the change in teenage 
misbehavior. Traditional parent
ing practices interact with new 
social conditions in new ways. 
Withdrawal of former reinforce
ments for good parenting and 
compensating supports for inade

A Child Resow:ce Policy: Moving Beyond Dependence 
on School and Family. PDK, April, 1987 (p. 576) 

l!:::================::::.J quatepi'acticesadd to the problem. 

It is quite conceivable that teenage misbehavior could 
expand in spite of unchanged home conditions. Parenting prac
tices, being so closely correlated with how those parents were 
reared, are probably more resistant to change than other socializ
ing institutions. 
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While parents cannot do a lot to change society) what they 
can do is inoculate their children against the negative effects of 
society. Supportive climates and relationships (as discussed in 
later sections of this report) are the socializing ingredients parents 
need to focus on. Schools which desire to do likewise should also 
give more attention to support mechanisms and trusting relation
ships . 

Adult Behaviors Which~Place Children-"At Risk" 
" . . . 

Misguided parenting and teaching practices 

The majority of teenage misbehaviors have been traced to 
adult misbehaviors. For example, the link between teenage rebel
lion and adult coercion is well documented as is the link between 
school misbehaviors and abusive school climates. Adult misbe
haviors may have good intentions but nevertheless exact their toll 
and place youth at risk. In the discussions of research literature 
contained in later sections of this report, childhood conditions and 
behaviors which are precursors of later misbehaviors are re
viewed. 

Many of these misguided adult oohaviors are frequendy 
found in Utah's home, school, and other institutional practices. 
They are a significant factor in placing Utah ycuth at risk. 

. Moraandmoreexp~rtssugge$tthktthecofrs.6tibri ··of.misguided 
.·.·teachingand parenting practices musfbe pariofanY'comprehenslve 
·programdeslgnedtdpreventat:"risk-,beha.vrorinyouth~ . 

Gett,ing~a Han~le on 'Causes of ~Jlild-Failure 

Finding the ingredients for success 

How much of adolescent misbehayj,or can be blamed on 
society at large; on socializing institutions such as home, school. 
church, and media; on poor parenting and teaching practice; or on 
the individual child is not the issue. 
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The important issues are-
• What are the required ingredients for rearing suc

cessful children and for preventing at-risk behaviors? 
• How are those ingredients brought into force? 
• Who can activate those ingredients? 

All three questions are answered in terms of social cli
mates and interpersonal relationships. These factors serve as a 
framework for discussing and categorizing much of the research 
literature which follows in later chapters of this report. 

The contents of this chapter lead to the following 

Summary and Conclusions of Need 

o Utah has not escaped the social forces contributing to the misbehaviors 
of teenagers and young adults. 

• The tmubles of Utah's youth, with the exception of drug usa, appear at 
or neal: national levels for comparable groups. 

• Where youth misbehaviors are lower than the national average, Utah's 
patterns reveal similar trend lines. The end result, although a few years 
later; will be the same. 

• The general trends for youth misbehaviors in Utah represent a gradual 
and consistent upward trend. 

.. Utah's youth problems are outpacing both current program capabilities 
and pocketbook. 

• The problems of Utah's youth are the problems of the nation's youth. 
While Utah is not the cause, it will have to provide a cure. 

• The combined numbers of at-risk youth in Utah is high enough to 
materially affect Utah's economic and social future. 

• Child-rearing practices, as much as any other factor, is the most direct 
link to teenage misbehavior. It appears that Utah's child rearing effec
tiveness is not much different than the nation as a whole. 

• The emerging generation threatens Ut2~ with a split personality. 
Never have so many excelled while so many others have failed. This 
split personality is causing headaches and heartaches. 
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The important topic which this chapter has addressed is the first 
of five questions listed in the introductory chapter. 

1. "Is Utah's 'youth-at-risk' population sufficiently large to 
be of major concern? DQ children need more help? Does 
Utah need a major prevention effort?" 

The conclusions previously shown provide the answer. As 
to the need for a major prevention effort in Utah, it would be 
difficult not to answer--
Yes-with regard to the number of teenagers at risk; 

~ Yes-with regard for individual teenagers at risk; 
Yes-in the sense that what we are doing now is not ade

quate; 
Yes-in the interest of healthy, happy, and productive 

children; 
Yes-in the name of child equity; and 
Yes-in the name of preserving and perpetuating an effec

tive society. 

'·SlJMM~RV<c8~8LUSIO~iFORllTAH· 
...• ···Fb.ritsvitallty.as·a··state.as:Well .• as fOr responsibl~'adurtho()~;, 'Utah .needs 

amaJorrTiovernentto prevent "at-risk'~beh~viors'jnctiildren and· youth~ 
'Mi)reimportaritly,it needscl.C9mprehenslve ·program to .. deverop respon-

. sible~capabfe,and productive youth. . . 



3 

THE au EST FOR 
PREVENTION 

-

This chapter describes the approach for this study and its 
preliminary activities. Any responsible quest begins with a 
planned strategy. 

The Governor's Board of Juvenile Justice and Delin
quency Prevention had a plan in mind when it re
quested the formation of the Youth Enhancement As
sociation. It wanted efforts to shift from treatment of 
misbehaving teenagers and young adults to prevention 
and early intervention. 

In return, YEA formulated a multi-step study strategy 
which could lead to a statewide prevention and early intervention 
plan for Utah. Each new step was dependent upon satisfactory 
answers arising from the previous step. 

:.' ... 

...... .•••.. TH~ •• ·.coiltents·.·8f.~·this· •• ·r&p6·rt·· ·boYeF··thij.···'ssU·ltg···bf'.the··.fi.(hl •• ·fqUr ·ste·ps. of·' a '. 
five---stepstrateg}(teading to apreveritioh P!ogram forUtah. Suggestio riS 

.. ····foteompleting stepfi\f~arealsoincluded~The~e'fi'lestep$ areoutlh1ed.· . 
cm1he next page, The steps were· de$ig.hedt6ahsw~.rthefivequestlons 

....behindth$studypt)sed inthejntroductorybhapter~) ..... . 
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. Five-Step Study Strateg.,v' '~, 

STEP ONE The first step was a review of research literature to determine 
whether enough was now known about prevention to justify any type of 
major prevention effort. A logical preliminary step would have been to 
determine whether the number of at-risk youth in Utah warranted a major 
prevention program. However, both the members of YEA and the 
Governor's Board of Juvenile Justice and Delinquency Prevention are 
top level leaders with firsthand knowledge. They already knew the need 
and had determined that something more had to be done. 

STEP TWO If the research literature indicated that a successful prevention 
effort was feasible, the YEA members wanted to know the necessary 
basic ingredients. Further, they wanted to know whether the ingredients 
of successful development were known, and if they were, how they 
related to the prevention ingredients. Their intent was to go beyond pre
vention and promote successful child development. 

STEP THREE Given that the ingredients for successful development were 
adequately identified, YEA wanted to translate them to a set of guiding 
principles that could facilitate parallel efforts of state agencies and other 
organizations. Such a "guiding philosophy" would have to be practical 
and capable of fitting into Utah's realities. 

STEP FOUR Based upon solid research and an acceptable guiding philoso
phy, YEA members wanted a mUlti-agency strategy developed for 
prevention and early intervention. 

STEP FIVE If a workable prevention and early intervention strategy could be 
developed, a state-level action plan would be justified, to be followed by 
an implementation plan. In order to be successful, the guiding philoso
phy, the approach strategy, and the state-level action plan would have 
to be agreed to by the participating agencies and endorsed by others who 
were involved. 
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The purpose of the 
YEA literature search was to 
ascertain the feasibility of a 

state-wide prevention effort. 

. . 

Areas of Literature Review 
J • 

The purpose of the YEA literature search was not to 
identify and document all the research related to prevention. The 
purpose was to ascertain the feasibility of a statewide prevention 
effort. Therefore, it was more important that the search be com
prehensive than exhaustive. For this reason, the query focussed on 
summaries of research and other documents or articles which 
synth::sized research findings. It also looked at books and other 
materials which summarized experts' review of the available re
search. 

Numerous experts from multiple fields were interviewed preliminary to 
and as part of the literature search to identify some of the materials 
utilized, provide a feel forthe degree of consensus among experts, and 
pinpoint factors in prevention of teenage misbehaviors. 

When research was 
lacking, overlapping agree

ment among the experts 
was deemed sufficient 

to justify inclusion. 

Both published and unpublished summaries were used. 
Where duplicative summaries of research existed, the more 
comprehensive one was used unless significant differences were 
found. Differences are often noted in the report. When the re
search was lacking in a particular area or where summary articles 
were not found, overlapping agreement among the experts was 
deemed sufficient to justify inclusion. 

About one-half of the literature reviewed for this report 
was suggested by one or more of the experts interviewed. Because 
there was no lack of material to survey, it was felt that expert 
opinion would be the best way of paring down the material to be 
included. This proved to be a better and more up-to-date source 
of related and pertinent material than did computer searches or 
general bibliographies. However, the approach suffers from any 
bias held by those interviewed. 

Other than for illustrative pwposes, individual research 
articles are rarely included in this report. They are too numerous 
and were beyond the scope of the review. More important, single 
research projects in the behavioral sciences are difficult to inter
pret because of the large number of uncontrollable variables that 
occur when dealing with human subjects. The single research 
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projects quoted in this pUblication are used to illustrate general 
findings and to add interest rather than to justify action. 

.·.'.·.;M~hy;·~l~~tl~A.··i&f~~~·~B~$·'.fdr'iridNidU~I •• ·r~~~~fbh:···~fole6ts',., 
,'·',.~r~·tnchjde~·lri'hlsrep6rt· tbj,ofnt.H19$eriOQs readeti6·,. 
<·pijmarYsdDfcerrrat~fial$;>·'/·';;'······'·:;'· 
•. :>.." ............ ,... . ..... ·,····'······,>····\.·,:«'.i .. " ' 

Much of the latest prevention research includes 
school-related factors, and several authors refer to overlapping 
findings with the "effective schools" research. Because of this 
overlap, this review includes a few summaries of the effective 
school. A growing number of suggestions for schools come from 
the prevention experts; they are also included in this report. 

Subject Matter Areas Included 
. from the Reviews Studied: . . 

Juvenile delinquency and crime 
Substance abuse 
Dropout prevention 
Medical connections to misbehavior 
Child abuse connections to misbehavior 
Character and moral education 
Effective schools 
Effective classrooms 
Effective organizations 
Research on teaching 
TutOring and mentoring interventions 
Peer assistance 
Special education 
Child development 
Productive personality literature 
General prevention strategies 
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.. DO~$Utahhave the answers to prevention? One could conclude from the data in 
. the previouschapterthatUtah does not have theanswers~ Howeve~thatis not necessar;. 

By the ease. Appfying whatls known fsalways moredifficultthanrnerely knoWing it. 

Interviews Conducted 
, 

YEA felt it important to sample the preven
tion related knowledge of top level youth 
professionals in Utah as well as nationally. 
Doing so fulfilled four needs: 

• First, to tap the expertise within Utah. 
• Second, to find out how well versed key 

personnel were in the prevention and 
early intervention literature. 

• Third, to determine if any major differ
ences in philosophy existed between the 
Utah and national experts. This knowl
edge would prove valuable in any Utah 
development. 

• Fourth, to determine the degree of com
patibility within Utah agencies and or
ganizations. The latter was deemed of 
particular import in designing a 
multi-agency prevention strategy and 
developing a state-level plan. 

Conferences Attended 

The following conferences were attended to 
gain access to the latest materials, establish 
contacts, and interview presentors and par .. 
ticipants. 

• National Conference on Juvenile Justice, 
New Orleans. National Council of Juve
nile and Family Court Judges & National 
District Attorneys Association in Coop
eration With the Office of Juvenile Justice 
and Delinquency Prevention. 

• National Character Education Confer
ence, Washington D.C. National School 
Boards Association and U.S. Office of 
Education. 

• "Youth-at-risk" Conference, Portland, 
Oregon. Northwest Regional Educational 
Laboratory. 

• Troubled Youth Conference, Salt Lake 
City, Utah. 

• National Conference on Gifted and Tal
lented, Salt Lake City, Utah. 
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"- Solution ~uidelines -

" .... .. ...:.,'> " ...... ", ,:."«>" '.'",; :':,,:': .. '. ' .. ' . . ..•. 
·.".Jhere:are~~.u~lIymti"fpfe:"ac:)rutionst(jeverypff)blem. Butsome solutions 
"at~m()re.pr~Ctica!Qrrean$ticthanoth~rs. Th~following national advice' 
1'"Was l.I$edtbgUldetheque$tforaWorkablestrategy~· 
". :".".:: ". ':. ':./" :':>'''. , . ':.:.' .... .':':" ".:::: . : ." ":.,.' .. ':. <. "'"::':':''' '" .:.... " 

Should not "reason 
replace politics as the 

strategy of choice?" 

National advice 
The National Coalition of State Juvenile Justice Advisory 

Groups in their 1986 report to President Reagan plead for a 
sounder approach to prevention. They ask that "reason replace 
politics as the strategy of choice" (cover letter). The report also 
notes the lack of research and data to support much of what is 
going on. 

The coalition calls for more formative research and the use 
of research results to guide program activity. The report says, 
"Even at the most practical levels, programs and policy changes 
driven by research would be helpfuL ... Most importantly, there 
must also be action research projects that are short term, practical 
and helpful to those who must make policy" (pp. 23-24). 

. ::: •• : •• Qther· "sp~gihd.·C()ttc~fri$··.or"··red()~m.fJf1dati():n"s:. in. "the Coali~ 
:·JIon JeportQeJp~c:i9yidet~e YI:AqY~$t:·. ".... . . 

5:~W~;~~~~~1~1!~~~i~ijil~~~i~~~sw(~;~ 
<~.Useof:tJi~Jatestt~$e~r6h.Etn(tfi~fd ffnc:lihgstogulde 

•· •.. >·/iprpgi~rog~\larbpmedtaQdpperat.iot1.(p~?O). .. . .'. ". ... . .' 

:~i~I~~~i~it~~:b~;§~~~~o:~:::;e::;::: 
.. "':::dorni<ahalhtOthe'hoWtOgetifdohe (p;>27J .... .' . 

IJi;:~~~~tb.· ••. ·~.&~!~~:.J~a.a.¥.'it •••. ;:~1~~.tt~.t~~.~e.;~.·J~ .•. ·~ ... 1~:.n .. '.' . .ee .•.... Q. .. now w .lapro.~ramsar~WQ ". mga,n. : w y 
•.....• ) (pJS5)'.·.·· >;·«<.<\S.' ........... ; ..... . 
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Juvenile Justice programs 
must move beyond "good 

intentions" and become 
"results-driven. " 

The report stresses that "Juvenile Justice'~ and "Chapter I 
for the Handicapped" are the most fully funded of Federal pro
grams. But, we still do not know what works best and why. This 
is because programs are still driven by undocumented personal 
beliefs and traditions established in early the days of the program. 

The latest research is not being taken advantage of. This 
confirms the notion that the nation is not getting what is 
should for its money. Programs must also move beyond 
"good intentions" and become "results-driven." As the Juve
nile Justice report notes, "Objective-cfriven strategies lend 
themselves to evaluation, modification, and even abandon
ment when appropriate" (p. 59). 

The report acknowledges a broader social dilemma which 
needs to be dealt with. It concludes: the "agenda concerning 
America's youth is too important to be ignored" (p. 37). 

The cautions andrecommendatlonsin the Juvenile Coalition report, in ad dition 
to giving direction on the prevention quest, arso lend perspective forreviewing 
the summaries of research contained in this report. 

Overlapping information 
in this report 

The approach used in this report addressed the questions 
on which the study was based. They are discussed in order. 
Hopefully, the following explanation will alleviate any discom
fort to the reader. 

Two elements become apparent as the chapters of this 
report (dealing with the research literature) are read. One is the 
repetition; the other is a certain amount of inconsistency. Repeti
tion occurs for tbreereasons. First, much overlap is found between 
various research summaries from the same field. Second, overlap 
exists between research findings from different fields. Third, sev
eral of the major reports quoted in this publication mix research 
findings and prevention recommendations. 
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'. fnEipracUCalsansa,.tha saCtlons.ori sorutions of nacessitymust include some 
··tasaafchfinclings;.Thesehave been kept to a minimum and have only been 
•.. frioludecfwhElrethay are fntagratto understanding the solutions suggested 
···bytheyariousauthors. . " .. <' • • .' '.' . 

Task force members 
wanted to overcome the 

weaknesses of earlier 
prevention programs. 

When reading this report, readers will note a degree of in
consistency. Experts read the literature differently. Where differ
ences occur, alternative points of view have often been included. 
Different interpretations of the research are particularly sharp 
when experts recommend specific elements from the research to 
be emphasized in prevention programs. On some issues, the 
reader will have to decide which elements from the research 
should receive emphasis in the prevention strategy recommended 
in this report. 

. . 
YEA Members' Self-imposed Constraints 

Based Upon Utah Realities 

The YEA members, operating as a task force, outlined 
several parameters for the preparation of a successful prevention 
and early intervention strategy. Task force members wanted to 
overcome the weaknesses of earlier prevention programs. More 
important, the YEA group wanted a prevention strategy that fit the 
realities of Utah. They noted that for Utah, a successful pl'evention 
strategy must-

• Require no add-on programs; prevention must be a by-product of 
regular operation of eXisting agencies. 

.• Work within existing financial and staff resources. 
• Not entail heavy in-service training reqUirements to begin. 
• Be compatible with or able to connect with existing thrusts of state

level agencies. 
• Must involve the schools. 
I) Must, for any links beyond the school, be simple, self-evident, and 

practical. 

These criteria constrained YEA from directly utilizing most 
of the prevention programs operating nationally, for almost 
all prevention programs to date are add-on programs re
quiring additional staff and dollar resources. 
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CORRELATES OF 
MISBEHAVIOR 

Home, school, and peet:;; are 
the triad upon which most 

research findin\gs on 
misbehavior have fOCiused. 

Judgement of Experts Still Required 
Many research projects which study similar factors 

differ in important ways. Research designs differ. Control 
variables differ. Even study variables with the same name are 
defined differently.1'l1erefore, the authors of research summa
ries must draw their conclusions from s. patchwork of clues. 

Even authors from the same field weigh and interpret the 
facts differently, depending upon their own experience. For this 
reason, the reader should not be disturbed at noting some seem
ingly contradictory interpretations from different authors 
quoted in this report. 

Home, school, and peers act as the triad upon which most 
research findings on misbehavior have focussed. That is why 
these three factors are reported first in this chapter. 

Home'Climate and Relationship'with Parents 

The type of clImate developed 
and fostered in the home 

appears repeatedly as one of 
the most important 

elements in later 
misbehavior of children. 

The type of climate developed and fostered in the home 
appears repeatedly in the research as one of the most important 
elements in later misbehavior of children. Many experts consider 
it to be the most important variable. Others view the quality of the 
relationships fostered between parent and child to be the dominant 
factor. Certainly the home climate sets the framework within 
which relationships between child and parent are developed. 
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These two variables of climate and relationship conven
iently fit together much of the research findings on the effects of 
both home and school upon misbehavior of children. However, 
that categorization is overly general for use in organizing the 
research findings contained in this chapter. It was therefore not 
used. 

Degree ar~d type of supervision 

, ,Poot~ndtnconslstent farnily rnana~ern~nt practicesdeserva much of 
thebJarnefor delitiquency otall. typa$~The' data Is now substahtraf~ 
Catalano and HaWkins rece~trysummarlzed' dozens of research 
r~portswhichma~e thata~cafe conclusl9n~uChiidren raised in 
feamines with fak¢upervision,exceSsiVeryseveteor inconsistent dis

• "Cipltnarypracll'ces,and low c0rilmlmicatidh and involvement between 
. parents andphilciten are at highrtsk/or; Jater'delinquency •• ,and 
,SUt:>stance abuse." , " , " 

ItPositive family relationships 
appear to discourage youths' 

initiation into drug use. n 

They add, "Excessively severe, physically threatening, 
and physically violent parental discipline have been associated 
with aggressive and destructive acts of delinquency suggesting a 
link: between parental child abuse and delinquency" (Catalano and 
Hawkins, p. 8). The opposite has also been found true.' For 
example, "positive family relationships appear to discourage 
youths' initiation into drug use" (Catalano and Hawkins, p. 8). 

Fami Iy example 

Children from families with parents or siblings char
acterized by antisocial, criminal, or drug abuse ac
tivities are at much higher risk than when these 
factors are not present. For example, "a consistent 
correlation between adolescent drug abuse and 
parents' use of alcohol and other legal drugs has 
been shown." 

Catalano and Hawkins (p. 9) 

-I 
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"It is conflict between family 
members that appears 

more salient in the prediction 
of delinquency than family 

structure per se. n 

"Both learning disabilities and 
child abuse have been 

empirically linked 
to delinquency. n 

Inner family conflict 
Catalano and Hawkins explored the relationship between 

broken homes and delinquency and drug use, They state, "Though 
parental discord may lead to family breakup, it is conflict between 
family members that appears more salient in the prediction of 
delinquency than family structure per se .••• Thus children raised 
in families with high rates of conflict appear at risk for both delin
quency and illicit drug use" {pp. 9-10). In addition, "there is 
evidence that children reared in circumstances of extreme social 
and economic depravation are at elevated risk of chronic delin
quency" (p. 10). 

Aggressive children 
Several authors note the connection between aggression 

and serious teenage misbehavior. At the Oregon Research Insti
tute, Patterson, Reid, Janes, and Conger studied that link in detail. 

"Our observation studies suggest 
that aggressive boys are likely to 
come from families in which all 
members demonstrate high rates 
of aggressive behaviors." 

Patterson at aI., 1975 (p. 4) 

Their interesting list of child behaviors related to family 
aggression and the developmental yelationships leading to them 
are covered in the chapter Qn causes. 

Mistreatment 
''Both learning disabilities and child abuse have been 

empirically linked to delinquency" (Sandberg, p. 40). The focus 
on child maltreatment as a cause of chronic acting-out children is 
given impetus by "a small but harmonious body of research 
indicating that child abuse is present in anywhere from 50-100 
percent of delinquent{X>pulations." Such a high rate "is what leads 
researchers to conclude that a 'significant' relationship exists 
between child abuse and delinquency" (Ibid., p. 42). 
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Multiple family factors • 
Dr. Vincent Fontana, a pioneering physician in the child 

abuse field, observes: "The teenage delinquents, alcoholics, drug 
addicts, and prostitutes on our streets are for the most part 
products of multi-problem homes where they suffered abuse and 
neglect" (in Sandberg, p. 36). 

"It stands ton~asoh,ith~n,.lhat tfl11:ode rnsocial. forces are pulling 
'apart the traditi'onalfarnilY,therawUrbeconsequences for serious· 
detlnquemcy.,"· . 

"Children in trouble often 
have few family resources 

upon which to draw. n 

The evidence is consistent 
that those children who care 
about their parents are much 

less likely to be delInquent 
than their counterparts. 

"The official records of delinquency document that chil
dren in trouble often have few family resources upon which to 
draw. No love or respect between the two" (Gottfredson, 1987, p. 
36). 

In one Florida court jurisdiction, children from non in
tact homes were two and one half times as likely to 
have court referrals as children from intact homes. 
"Thus, whereas 17 percent of the children in the 
jurisdiction's population were from nonintact homes, 
such children represented 40 percent of the court re
ferrals." 

GonfredSon, 1987(p.38) 

Greater quarrelling, lack of joint activities, expressive 
hostility, and so forth, are found repeatedly by researchers in the 
homes of delinquents (Gottfredson, p. 39). 

Parent-chUd relationshi ps and bonding 
The evidence is consistent that those children who care 

about their parents, who are knowledgeable about and interested 
in their parents' expectations, and children who are strongly 
attached emotionally to weir parents are much less likely 1:0 be 
delinquent than their counterparts (See Empey, 1982, in Gottfred
son, p. 40). 
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...• Ell1p~yn~(r6wed.·.d()Wn .·.th~<lrhP()rtance··· of.·.parentF.d··.relatioriships in ·.his 
~UI11.i)1~rYofres(3arch~ H~SaYs1·"Thi9pre$Gn~ orabs.enceof parentsls less 

.. :r~f~Y~ri,t.!t.O~fl:under$lanc:fitlg·)()f<tieUnque,ncy·. than. the .. quality of the 
..... ·paren.t7ChitdrEJ!atiOriship •• , •• Wh~therb~ged()nofficiafor~eIf-repgrteddata, 

yiittiatfyait.stgare$ .. ~iJggestth?t jhejyve"nesWho~r~m()st .. · likely to be 
•· •. q~liH.qtJeht .• ~ •• ~r~~h§~e .. WHds~.,~ftac!1r:ri.~hn9thaifpatahfsls •• 'J.Ie·~k~.· .•• ·.·qori· 
iV~r$~IY~ib~.~tfqng~fthei(atta9~m~(nt,th~·.gteat~rtheir.91Jhfbr.mity~/~:·. : •... ' 
(:.; ...... ............,>q: •• ~J</, . Err1pey.1982,p;270(in Gottfi'edtdl'i. p.40) 

It may be that a student's 
perception that parents and 
teachers know "where they 

are in their schoolingn might 
be an important indicator of 
future school performance. 

Parental monitoring of 
children's whereabouts 

When Hirschi asked the y~uths in his large sample 
whethertheir mother knew whom they were with when 
they were away from home, those who said 'no' were 
five times more likely to be delinquent than those who 
said 'yes.'" 

Hirschi. 1969 (in Gottfredson. pp. 39-40) 

This fascinating and important finding raises the interesting 
question of whether there is a school parallel in academic 
delinquency. Should parents monitor "academic whereabouts" 
of students? Given the above fmding, it may be that a student's 
perception of the degree to which parents and teachers know 
"where they are in their schooling" might be an important indica
tor of future school performance. 

Is there a parallel for school relationships? 
Given the importance of these home-related "relationship" fac
tors, one must ask, "Are there parallels for school-related rela
tionships?" Tne answer seems to be yes. Those parallels are 
covered in the effective school research reviewed later in this 
report. 

Can a good school compensate 
for a bad home? 

Given the importance of supportive climates and close 
interpersonal relationships in prevention, perhaps schools that 
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provide these ingredients can have a similar impact on 
child development. If so, a good interpersonal climate in 
school may partially compensate for a lack in the home, 
and ' visa versa. This may explain why the predictive data 
is weaker when only school or home is studied. No 
research was noted that studied home and school "inter
personal relationship" climates in combination. 

thfJrete\jantqde$tlonfs: ho~muchagdod school'cah'compsrtsate, for 
,inco01ptetepa.f~rtirig.,.Giyentl1e$(jC:jar~s~~Ultson the famifY. the question is 

.", beginnlqgtQJeceiV~'a.:gr~~tdearQfatteritio.l'l.'Ghettoschool~:.of, New York 
, qjtY~C.blCa.90J~,nd.'Lps }\DQ,~rS$~r~Curr~~tIYtestirig.thEicoDceptEarly' 
',' res.Pffslo()kpFQrriisirig)rhis"raporlwIlL rater deal,' with this tOplc with' more 
dapth~<'::.<>/> ' ", '. ,,< '. 

SCHOOL CONNECTIONS TO DELINQUENCY 
, " 

It is well established that a good share of a child's 
misbehavior at school can be traced to the home. Is the 
opposite true to any degree? Some researchers now say 
yes. 

"tn the Kandel's study, by farthe best predictor of illicit 
drug use was the school the subject attended, sug
gesting that the school climate is a majorcontributing 
influence on children's drug-using behavior. n 

"Eighty percent of the children 
parading through my court room 

are anywhere from two to four 
years academically retarded. n 

Judge Regnal W. Garff, 1985 

Kandel at aI., 1978 Qn Baumrind. p. 17) 

School achievement 

Due to the close correlation between home factors 
and child difficulties, the general assumption used to be 
that poor academic performance could be attributed to 
either low ability or poor parenting. Research now sug
gests that academic performance may be an independent 
factor correlating with later misbehavior. 
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U At the individual level, 
academic achievement ap

pears to be a predictor of 
delinquent behavior that 
transcends social class 

and ethnicity. n 

These studies seem to 
indicate that academic failure 

itself does relate to 
delinquency. 

Hawkins and Weis summarize: "At the individual level, 
academic achievement appears to be a predictor of delinquent 
behavior that transcends social class and ethnicity." This conclu
sion is supported by Call (1965), Jensen (1976), Polk and Halferty 
(1966), and Stinchcombe (1964) (in Hawkins and Weis, p. 84). 

Speaking of the school factor, Catalano and Hawkins 
conclude, "Whether measured by self-report or by po
lice records, delinquency Is related to academic per
formance at school." Also, "those who fail in school 
beginning in the late grades of elementary school are 
more likely to engage in disruptive classroom behavior 
and delinquency." 

Catalano and Hawkins (p. 11) 

As noted in numerous other studies, Robins (1980) 
characterizes drug users as having average or better 
IQ's but being underachievers. 

In Catalano and Hawkins (p. 11) 

According to several earlier studies, the school achieve
ment component of delinquency and drug use seems to be inter
related with race and social class. 'If so, academic difficulties may 
not be independent of other factors. However, Catalano and 
Hawkins reviewed numerous studies which controlled for class 
and race (p. 11). 

. Gottfredson says tne tesearch so conSistently shows that podr 
.. ·schoolperformance·isas$ociatedwithdelinquencythattheleadirig 

teXtfh·thefieldsummarizas the research directly: "The lower the 
acadernicachievementf the· greater the; delinquentbehavior.~ 

. ... ·J:mpEiy~ 1982.p. ;me (in Gottfredson. p~ 24) . 

Still, poor school achievement may itself be caused or 
related to home factors. Catalano and Hawkins refer to Kandel 
(1982) who 6'suggests that low school performance does not itself 
lead to drug use, but that the factors leading to poor school 
performance are related to drug involvement" (in Catalano and 
Hawkins, p. 12). More importantly, it may be that the familial 
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Another school factor 
related to delinquency is 

commitment to academic or 
educational pursuits. 
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factors associated with adolescent problems may be more preva
lent in the homes of minorities and lower socioeconomic levels 
(which were the variables controlled for in some of the studies). 
If that is true, then child rearing and schooling practices, rather 
than race or socioeconomic status, should be the focus of further 
research. 

Educational commitment 
Another school factor related to delinquency is commit

ment to academic or educational pursuits (Elliot and Voss, 1974; 
Hirschi, 1969, in Hawkins andWeis,p. 84). This is especially true 
for those who do not like school (Hawkins and Weis, 1985, p. 84). 

"In one study, students who responded that they dis
liked school were five times more likely than students 
who reported liking school to be engaged in serious de
linquency." 

Hirschi, 1969 (In Gottfredson, p. 28) 

"Negative relationships have been reported between de
linquency and commitment to educational pursuits, participation 
in school activities, achievement orientation and educational 
aspirations, and caring about teachers' opinions" (Catalano and 
Hawkins, p. 13). The [mdings are similar for drug abuse. One 

, longitudinal study "showed that the effects of seventh grade 
school bonding variables were more consistent and pronounced 
for serious regular marijuana use than for occasional or experi
mental use of marijuana in 9th grade" (Catalano and Hawkins, 
p.14) . 

The data suggests that "educational innovations which encourage 
students to feel part of the school community and to become 
committed to educational goals hold promise for preventing delin
quency." 

Hawkins and Weis, 1985 (pp. 84-5) 

However, it should be noted that "little prospective longitudina~ 
research has been conducted to assess school commitment during 
elementary grades as possible predictors of later delinquency and 
drug abuse." 

Catalano and Hawkins (p. 14) 
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School climate 
The Catalano and Hawkins survey of the correlates of 

teenage misbehavior lead them to say that1 "School structural 
arrangements and practices appear to be associated with rates of 
schoolfailure, alienation, dropout, isolation from prosocial peers, 
school misbehavior, and delinquency." These fIndings hold even 
after controlling for neighborhood and student attributes (p. 15). 

"Hig'h crime. sch()ols generally are characterized by ability track-
1I1g'~ high tatesofcotporat punIshment, high staff turnovet,and 
custodial ()talJth6ritariancnmate~" .... .... 

One of the critical 
school factors is "lack of 

soundness" of administration. 

Rutter. 1973 and Reynolds. alet; 1976 fill· catalano and HaWkirist p, 15)' 

Gottfredson (1984) suggests one of the critical school 
factors is "lack of soundness" of administration indicated by 
"poor teacher/administrator cooperation, teacher emphasis on 
control in classes rather than instructional objectives, ambiguous 
sanctions, and student perceptions that rules are not clear or fair" 
(in Catalano and Hawkins, p. 15). 

It should be noted, says Catalano and Hawkins, that 
"school arrangements and practices appear to have considerably 
greater effects on behavior in schoo! than on individual delinquent 
behavior outside of school" (Catalano and Hawkins, p. 15). 

Other School Correlates with Delinquency 
fJ 

To the potential dropout, "school is seen as hostile 
and threatening. They experience alienation and 
have little or no room to maneuversuccessfully." 

• Fenwick (p. 58) 

An excellent summary of the precorrelates of delinquency has 
been recently compiled by Michael R. Gottfredson in a National 
Center for Juvenile Justice publication. Research fIndings con
stantly confmn the importance of the factors that follow. 
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..•.. ·.:t .:>Scho()l~fadesare¢Or1~i~tentlyr~fated .. to deJinquenCYt 'Whetherdelin
··:<}quericYisme.a~urec:fbYself~r~potts or6fffcial records (Gottfredsoni p. 24). 

:'~;f:~~9~ffh~~~~~~fl~1~~ly~~t~ff~h,t~erio.us~2IinquencY t~at 
••·•• ••••• : •••• i •••. ·ii.t6.···i~.:"al~d··: ••• t.~rat~q ••• ·~b ••• ·.·detin~·~&·~W~.+~G ••••• ~jl.·.:bbrlneclid·h· •• ··~~:~~~~.~ •• :·.,b····1nd···· . 
····./#~demiqachleVaf:rie.nfasircbhtrtbute$.1ode"nquency.hasnot'bet\n' ex~ 
.. ....pIOr~cf.~lventhe9ru~trafthe Wor~~.a student does, the mOre Iik6'~y to 

... 'engagf3 • inrjofihqUel'lt be havior" it f6tfoWs thafthe dispa~ty betweerclca
' ........•.. demic JO:'and actl.ial gracfe~prE3c:fjctst:fefihqueriCY' r,noreaceurately than 
.gradesaf()ne,ortQ:$IC)rie(Jbid~;p~·24)/ .... . . '. ".: .:. . 

," ::.,<:' :':::.:.:.::", ... -:".- "<.>".: :.<:)-:;:">::::::" ;":"." 

. ~ ..••.•..• ,. e~c;herb6r1dirl9is rrnport~t1t."$tt1de nt~whotespohdedthat they did . not 
.·carewhattheli'1eachers~houghtof them were threeUmes inoreUkelyto be 

...••••.•....•..• seriobsIY<:felrJ'lq~e pf Cis'Wetes.tuc;IentsWho Cared whatteache rs thoug ht of 
theinjr(Hirschi~ 1969,ii:l G6ttffedsQt1~p~-~a)/./ ,..... . 

Peers and media are two 
important influences 

for drug use. 

. 

:':".<":": 

School operation 
'~At the same time school experiences are leading some 

youth into delinquency, the school and schooling are increasing in 
importance in American society," concludes Gottfredson. He 
says, "This creates a greater segregation due to extended school
ing" (p. 29 ). He maintains this growing dichotomy has important 
implications for school structure, organization and operating 
philosophies. 

Gottfredson says that school practices affect victimization 
rates for students and teachers as well as student aggression. He 
then points out that interpersonal aggression is related to delin
quency (p. 27). He notes the two-way nature of the problem when 
he says, "Not only are school experiences implicated in acts of 
delinquency but the school is an increasingly important setting for 
violence and theft" (p. 30) . 

\. 

, Peer Factors ' 

Peer associations and copy cat behavior 
Peers and media are two important influences for drug use. 

''To fit in with others," is an important reason given by all age 
groups (Bennett, p. 7). 
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lilt has been reported that 
frequent users of marijuana 

have a greater orientation 
toward friends than parents. n 

"Strong bonds to family and 
school decrease the likelihood 
of involvement with drug using 

and delinquent peers. n 

"Association with delinquent peers during adolescence 
is among the strongest correlates of adolescent 
delinquency .. .including drug abuse," no~e Catalano 
and Hawkins. "Perceived use of substances by others 
is also a strong predictor of use." 

Catalano and Hawkins (p. 16) 

Probably one of the most significant findings related to 
peer influence is referenced by Hawkins and Weis. "It has been 
reported that frequent users of marijuana have a greater orienta
tion toward friends than parents, and greater perceived support 
and models for use (see Jessor et aI., 1980). Use of marijuana is 
strongly associated with use by closest friends and perceived 
support for use. The Jessors found that perceived environmental 
predictors (such as friends as models for use) accounted for twice 
the variance in drug use as compared to personality factors" (Ibid., 
in Hawkins, p. 85; see also Catalano and Hawkins, p. 16). 

While the data relationship is strong, the peer causal link 
is not so clear. Catalano and Hawkins note that since most delin
quency is committed in groups, it is difficult to ascertain the 
influence of various factors (p. 16). The longitudinal study of the 
National Youth Panel (Elliot et al., 1985) found that "strong bonds 
to family and school decrease the likelihood of involvement with 
drug using and delinquent peers" (in Catalano Hawkins, p. 17). 
This may help explain why only some members of the same peer 
group are influenced by the misbehavior of others in the group. 

"rr-isnotknowrrat what point peer associations 
become rrnportantinpr~drcting delinquency and 

.substanceabuse"(CataranocmdHawkins, p.17)~ 
_However; itis known that .social. maladjustment is a 
··significantpredicldrof antisocialbehaviorlater in life-

(p. J7).Gatal~no and Hawkiris note that its9veral 
studies show that unpopularitY at an early age is a 
significant predictor of subsequent delinquency and 
mental health problems" (p.17). 

·seecata/~o_ andHawkins(p. 18 (or referen~$) 
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Other Correlates"of Misbehavior , .. 
Social bonding 

Individual atPtudes and beliefs are related to substance use and delinquency. A social 
bond between the individual and society has been shown to be effective in inhibiting both 
delinquency and drug use. The strongest elements of this affective bond are "attachment to 
parents, commitment to school and education, regular involvement in church activities, and 
belief in the generalized expectations, norms, and values of society" (Catalano and Hawkins, 
p. 18, includes references). 

Value framework helps bonding 
Enough research is now available to conclude that "alienation from the dominant 

values of society ... [is] positively related to drug use and delinquent behavior." Similarly, 
"high tolerance of deviance, resistance to traditional authority, a strong need for 
independence .•. have all been linked with drug use .... All these qualities would appear to 
characterize youths who are not socially bonded to society" (see Catalano and Hawkins, p. 19 
for references). 

Neighborhood bonding and mobility 
"Attachment to neighborhood also has been recognized as a factor in the inhibition of 

crime" (Catalano and Hawkins, p. 19). Neighborhoods with high bonding, active participation 
in informal surveillance, and lower rates of residential mobility have less crime. The latter 
factor results in higher victimization rates even after accounting for racial and age differences 
(p. 19). Peers who are more mobile also seem to be more prone to deviant behavior (p. 21). 

Sensation seeking 
Another correlate of delinquency and drugs is "sensation seeking." "A need for 

stimulation or change underlies experimentation with a large number of substances" accord
ing to Catalano and Hawkins (p. 22). One stud:! (Ahmed et al., 1984) "discovered that two 
measures of risk-taking, willingness to risk injury and willingness to risk illness, predicted 
expectations to use and actual use of alcohol and cigarettes" (in Catalano and Hawkins, p. 22). 
Sensation seeking, the authors hypothesize, could be an "attempt to compensate for low levels 
of nervous system arousal" ( p. 23). 

Misbehaviors build on lother misbehaviors 
Criminal behavior and drug use often occur together. "In a study of substance abuse 

amongjuveniles adjudicated for violent crimes, half reported that they used alcohol or drugs 
prior to their violent behaviors and 40 percent reported using drugs immediately prior to their 
committing offense (Hartstone and Hansen, 1984, in Catalano and Hawkins, p. 2). There can 
be little doubt that drugs are a contributing factor in crime. Some have argued that they are a 
direct cause. 
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Miscellaneous factors 

Low verbal ability has also been found to correlate with de
linquency. It may come into play in several ways. It increases 
the likelihood of school failure and likelihood of aggressive 
behavior. 

"Peer use and family 
salience .. . increased the 

probability of a child's use 
or expectations to use 

cigarettes and alcohol. n 

Catalano and Hawkins (p. 24) 

Dr. Patricia J. Bush has studied substance abuse as it 
relates to role model, health perceptions, and expectations. In 
summarizing from a series of reports, she says, "The 
results ... confmned the importance of environmental factors to 
the development of children's expectations and use of medicines 
and abusable substances" (Bush, p. i, Executive Summary, em
phasis added). 

Mothers may have better perception about their children 
than about themselves. Bush says, "Mother's perceptions of their 
children's beliefs and behaviors explained more variance ... than 
mothers' beliefs and behaviors relative to themselves" (Ibid., 
p. ii). 

Bush also found perception of locus of control and 
mother expectations to relate to substance use as did use by other 
members of the family. She notes, "Peer use and family 
salience ... increased the probability of a child's use or eX1'ecta
tions to use cigarettes and alcohol" (p. ii, emphasis added). In her 
study sample, "Forty-three percent of children have alcohol at 
least once a year with parents' permission" (p. vi ). She says, 
"Alcohol use positively related to risk-taking and with a more 

I 
internal health locus of control" (Bush, p ii, Executive Summary, 
emphasis added). 

•.. Motherstendto·underestirnat~pesrlnfJuence.Bush·fol.Jnd 
that "children are more Ukely to report thaHheyhave friends 

.·WhoSrnokeordrink than theirmothersbelleve/' Arso, 
Itchildrenrepori more pressure tosmoke.cigarettes or mari", 
Juana or to drink, alcohol than mother$believe they have." 

aUsh(p.iii,execOtive Summary) 
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"The most important 
[factors] were !ialience of the 

substance at home and 
among peer classmates, and 

risk taking propensity. n 
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Adult role model influence 

"Ten percent of children say they think the adult they 
admire the most smokes marijuana; 46 percent believe 
the admired adult smokes cigarettes, and a third of 
children say the admired adult drinks beer, wine, or 
liquor. Seventy-three percent say they have seen a 
family member drunk." 

Bush (p. vi) 

Susan W. Ahmed and her associates make the same 
observation. Regarding cigarettes, alcohol and marijuana, "the 
most important [factors] were salience of the substance at home 
and among peer classmates, and risk taking propensity" (Ahmed 
et al, 1984, pp. 9-10). These authors quote others, e.g. O'Connel 
etal.(1981),Dielmanetal.(1982),andLevittandEdwards(1970) 
who "found family and peers to be the major factors influencing 
children's smoking behavior" (in Bush, p. vi). 

Users underplay own usage 
"As with older children (Glynn 1981), the child is more 

likely to see his or her peers as more likely to engage in these 
behaviors than him or herself' (Ahmed et al., 1984, p. 10). No one 
has explained the latter phenomenon. Perhaps it is a moral ration
alization that Has long as I'm a little better than others, it's okay." 
This rationalization may come from the coping p,ropensity (origi
nally born of sense offaimess) to compare one's self with other 
people rather than with an independent standard. 

Experimentation ve rsus abuse 

Ahmed and her associates say , "Uke Baumrind (1984) and 
Kellam (1980) we have foundthatsome characteristir,s that 
are often encouraged and admiredinchildren (in our study, 
autonGmyand risk-taking), are also those that predictwill~ 
ingness' to experiment with abusable substances. Like 
8aumrind, we also believe that we must be careful to distin
guish between experimentation and use and abuse." 

. Ahmed. etat. 1984. p. 10. (10 Bush, p. vi} 
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·Spacia.1 Categories 0,' Mi·~behavior 
.• "$:E)\~~ratnsWorasslficatiC)ri~()fbe h~vior'disofdersare .now used to' 
... oe$cribe educafibnar efforts forpersOn$Wjthhandiqaps~ While the re
' .. search fsnofasextenstveas: fo(Othet· tYpes' ot misbehavior, it has 
:. providednewjnsightstorViewrhgioJ~problems •.. ' 

Unfortunately, intervention 
methods that only address the 

misbehavior of these 
children cannot solve 

the problem. 

Behav~orally disordered children 
A relative latecomer to the research arena h~,s been an 

effort to study a special handicapped classification of yot.mgsters 
categorized as "behaviorally disordered." Many of these behav
iorally disordered children lack either necessary academic or 
sociai skills (Brenda K. Scott and James E. Gilliam in Steve Kucik 
papers, p. 35), Unfortunately, intervention methods which only 
address the misbehavior of these children cannot solve the prob
lem. While they might temporarily contain the misbehavior, only 
after the necessary skills are developed will the misbehavior be 
self-correcting. 

The clues from the Boys Town research of learning dis
abilities include "such related factors as short attention 
span, being extremely overactive (or underactive), a 
quick temper, and a tendency to be impulsive. Such 
clues are also associated with child maltreatment." 

Snndberg (p. 36) 

~- ... 
• =.,'So;'If' 

. . 

Chronic Acting-out Children 

Some children, including the hyperactive, are now offi
cially labelled as "Chronic Acting-out Children" (CAC). Be
cause their symptoms are often misunderstood, Sandberg says, 
"We are ... interested in getting systr.ms people (including schools) 
to fully appreciate the extent of these children's difficulties which 
make productive learning and acceptable behavior so hard" (p. 
37). 

Not all behaviors are evident in anyone student. "Also, 
adolescent CACs are apt to exhibit more of these factors than 
those who are preadolescent" (Sandberg, p. 37). 
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. . . ... ···Learnihg Disabled Children 
Another-special groupofmisbehavrng students are what are now labelled as 

..uLearnh'gOis~bled" (LO)'~Jhese 6hildran,for one or more reasons, have 
. difficulty.laarrdngrightfrolllthastal'taventhough the. intellectual capacity is 
'prasent~,TheNatkmarCenterforStata CoUrts has summarized their re .. 
searcn findings based 011 a study of nearfy 2,000 youths. 

·Adol~scents[Whcraral handl6app~dbY LDare lat hfgh risk for delin-
.quency/ . . .. ,.. ..•. 

• . Youngl.DmalEl$ have over tWicE! the rate .of . adjudication as non-LO 
males, 

.. . Between30-S0 percentofc;tl[officicdlyadjUdicated juvenile delinquents 
nationally are; fearning di'sabled;. ;. 

Criteria for Identlfying High Risk Students' . . 
The Utah State Office of Education has compiled a list of criteria to identify high risk 
students. Their list includes the following factors (Gubler, 1987): 

• Underachieving 
• Poor grades 
• Personal and social behavior problems 
• Learning style different from conven-

tional instructional process/demands 
• Nonconforming students 
• Learning disabilities 
• Creative, artistic emphasis, and day-

dreaming 
• Low self-esteem 
• Attendance and tardiness problems 
• Discipline problems 
• Other school and teacher-related prob

lems 
• School organization, staffing patterns, 

policies, and environment 
• Inadequate tracking and follow-through 

of student progress 
• Family and socioeconomic factors 
• Children of minority or low income 

families 
• Parents have low educatioilallevels and 

educational commitment 
• Number of siblings 
• Dating and social patterns and attitudes 
• Habits behavior as relates to automo

biles, drugs, and alcohol 
• Peer group associations and reinforce

ments 
• Limited, nonexistent, or inaccurate 

communication with parents, teachers, 
and other adults 

• Language and cultural barriers 
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SUMMARY 
When the growing number of correlates of teenage misbehavior are viewed as 

a whole, a multiplicity of factors are fmJjlicated. Most of the correlates come from 
studying groups of adolescents as contrasted to individual youth. Similarly,many more 
studies on status factors have been done than on Interactive factors (whloh are 
Implicated in the latest research). 

The result of these research patterns has been to Identify secondary factors 
more than primary causes of misbehavior. For example, the social factors identified 
from the findings of the National Center for Educational Statistics (1985) of the 
characteristics of dropouts are: "usually male, live in a single-parent home, lack basic 
skills, have low self-esteem, and believe they have little control over the future, have 
serious behavior problems,. .. have few meaningful ties to their schools and typically 
experience life in families which are continuously moving" (Fenwick, p. 57). None 01 
these explain the dynamics of cause and effect. 

The past research on static social correlates has led many community leaders 
to focus on social cures by attempting to change social conditions. The YEA-imposed 
economic constraints stipulated for a successful solution forced this study to search 
further. For that reason the next chapter looks at early predictors and the dynamics 
behind misbehavior. 
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EARLY PREDICTORS 
OF MISBEHAVIORS 

-------------------------------------------------------------
- Antisoctat.'Sehavibrs'" . 

"Serious conduct disorders in childhood appear to be 
virtually a prerequisite for serious antisocial personality 
problems in later life." 

,CatkranO,ahd'Hawkinsgrv9 repeatectdocurnentation that "problematic coo- , 
ductearly'il! Jiff3'~ontjl"\ue$ for cery~ln c.hHdren" (Catalano and HawkIns, pp. 
• 5-6)",l\mong othe.r1indings~:thal ootet 

•. Early antj~6Ci~d behavior ~a~baerifoundto predrct adotasCent$ub-' ' 
stance ,use. ' .. ', " . ..<::' ",,' '.'. , 

,,~. Correlationsbetwe~nfirstgrademaleaggtessivenesscoupted with shy-
nessaJ1ds~bstance abuse ten years' later. .'. .'.. .' .' 

'.. . Trends'frdrn fightlngtdotherantisocialbehavioJ}such as theft. 
• Famityfactorsratherthanantisociaf factors as· more Jmportant in deter-

rninjngfemaledrug<use~ , 

How early can predictions be made? 
According to Catalano and Hawkins, "Stable predictions 

of behavior have been fmInd from the age of school entry, but not 
before" (Rutter and Giller, 1983; Robins, 1979, in Catalano and 
Hawkins, p. 6). 
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"First-grade teacher ratings of 
antisocial behaviors are good 
predictors of later drug abuse 

and delinquency. n 

The implied developmental flow 
that Hawkins draws from Spivack's 
work as well as others is as follows: 
antisocial behavior and maladaptive 
coping > academic difficulty > mis-

, conduct and delinquency. It is similar 
to Hirschi's causative links of misbe
havior. Hirschi illustrates the school 
failure-delinquency relationship as 
follows: Academic Impairment> Poor 
school performance > Dislike of 
school> Rejection of authority> De
linquent bahavior (Sandberg, p. 61). 

lilt is possible that social 
adjustment is more important 

than academic performance in 
the early elementary grades 
as a predictor of later delin

quency and drug abuse. n 

. 
Hawkins says that, "First-grade teacher ratings of antiso-

cial behaviors are good predictors of later drug abuse and delin
quency." These findings suggest that social, not academic, adjust
mentis more important in the first grade 3.5 a prediccoroflatercirug 
abuse. Academic performance emerges in importance as a predic
tor some time after the firl\t grade. It is possible that early 
antisocial behavior in school predicts both academic under
achievement in later grades as well as later drug abuse. 

Academic predictors follow social predictors 

',Academic predlctofsshowing up fate rt han social predic-
tgrs.Says Hawkins!: . . -. . .. . ... 

.• «"Thissuggesti'CH'fis consistent with· Spivack's 
/(83JrssUlts regarding the rore of school failure· 

in thE) prediCtion· of delinquency. While sarly 
.•.. :.aqaderni(Halfute(fitstgrad~) did notpredictde
./.Jinqu~hCYJriSpivack~ s study ,acade mic failure 

begihnfnglngrade. five did predict subsequent 
..•..•...•.... ··.·bdrnmtihltydeliriquertcy arno I1gmales.$plvack. 

.. ·!punq that-anti'sociaJandmaladaptivifcoplng 
.., . ·behavrOr~iriearfier $chool grades co ritributed 
»:tdadademJqf~Uufe In late. elementary> grades 
::...Which,. httu rn,.co ntributedtostJbseqtleritmis-: 
.. .. ·cOp'dttetand deUnquency~Sprvack concluded 

Jtiilfacadelllip failureinthelate>elementcl1Y 
.grac:1El$exacerbatesthe effects of early>antlso .. 
ciatbehayio.r. . 

·CatalanCl.and.Hawkins (p.12) 

Catalano and Hawkins conclude that it is not clear from 
existing research at what grade level school achievement becomes 
"salient as a possible predictor of drug use" (p. 12). Research 
fmdings are confusing in this regard. One study (Fleming et aI., 
1987) "found that children who scored high on flrst grade readi
ness and IQ tests exhibited earlier and more frequent use of 
alcohol and marijuana. These students were more than twice as 
likely to become frequent users" (Catalano and Hawkins, p. 12). 

Catalano and Hawkins surmise, "It is possible that social 
adjustment is more important than academic performance in the 
early elementary grades as a predictor of later delinquency and 
drug abuse. Early antisocial behavior in school may predict 
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academic failure in later grades.1aterdelinquency and drug abuse. 
Academic failure in late elementary grades may be caused by or 
exacerbate the effects of early antisocial behavior and/or contrib
ute independently to delinquency and substance abuse" (Catalano 
and Hawkins, p. 13 includes references). 

"Continuity of antisocial behavior appears stronger for 
those youths identified by parents, teachers, and peers 
as extremely antisocial .. 

Loeber and Dishion, 1983 (in Catalano and Hawkins, p. 6) 

Predictions are not conclusive! 

"Whil$. serl9us&,ncniCtJ~is()rdeJS:iriBhHdh09d .··appear. to . be 
. ViriuEdly a prerequisite fotseri04santisocialpersonalityPfpblems . 

..• iliJ~t~r life*.,Jessthan()n~ha.lf6fthechildren with ·.identifl'ed···· 
'sert611s#bUdho.Od.behaviorproblerhs wHlmanifestseriotis 

chroflibdelihquency.'~i·....·. .......:.<.. . .' ..... . 
. '('i •• ···.··ii\ia:~1!wr~~~~~j:r~~~;;]r.i 

Early use of drugs 
tends to be associated with 

antisocial behavior, while later 
drug use tends to not have 

that link. 

Not all adolescent misbehaviors are linked to antisocial 
characteristics. Catalano and Hawkins explored the differences 
between risk factors for serious delinquent and chronic drug users. 
They note, for example, that "different etiological paths may be 
associated with early versus late initiation of antisocial behavior 
including drug use" (p. 7). They base their observation on the fact 
that early use of drugs tends to be ass()('iated with antisocial 
behavior, while later drug use tends to not have that link. 

Other Predictive"BehaViors 

Lack of social bonding not only accompanies misbehav
ior, it is one of the best early predictors of it. David Hawkins, in 
one of the finest summaries of early correlates of drug abuse, 
makes the following point. 
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Rebelliousness and nonconformity to traditional values, high tolerance of 
deviance, resistance to traditional e\uthority, a strong need for independ
ence, and "normlessness ... have aU been linked with substance use. All 
these qualities would appear to chanacterize youths who are not socially 
bonded to society." Such children also score lower on personal compe
tence and social responsibility measures, such as "obedience, diligence, 
and achievement orientation." 

Hawkins (pp. 86-87, references Included) 

~ ~ - -- . . 

Clausen has also summarized the evidence regarding the 
early correlates of later drug abuse. He says, leOne sunnises that 
the identification of those who will be precocious in drug behavior 
might well be possible in terms of early signs of rebelliousness or 
precocity" (Clausen, p. 247, in Hawkins, p. 79). 

Hawkins concludes: "In summary, the evidence of a 
positive relationship between childhood antisocial behavior and 
subsequent drug abuse is relatively consistent." Therefore, he 
says, "If the goal of prevention is to prevent serious maladaptive 
behavior associated with drug abuse in adolescence, then it may 
be desirable from an etiological perspective to focus prevention 
efforts on thm;e youth who manifest behaviorproblems, including 
aggressive and other antisocial behaviors during the elementary 
grades" (p. 80). 

The predicting; variables of' chronic offenders 
Tq,e Rand research summary includes the following as predicting vari-
ab)es of chroni'c offenders. . 
1 •. Lack of family parenting skills. 
2. Biofogicatorphysical defects. 
3. Use of incorrect parenting skilfs. 
4. Acting..,.out behavior (earty·teens~aring, disobedience. lying, 

Wandering; excessive aggression, truancy; or later teens-heavy 
drinking or smoking, drug use, promiscuouS sex. and fighting). 

5. Accumulated recordofcrirninal acts to date (Rand, p. ix). 
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In summary, Interpersonal factors 
predict better than personality factors. 

"Generally, with the exception of rebelliousness and al
ienation, personality factors have been found to be less 
predictive of substance use than behavioral or interper
sonal factors. II 

The precursor correlates of 
serious offenders still give 

the most consistent clues to 
precursors of ali' misbehavior, 

severe or otherwise. 

Baumrind concludes that 
the similarities suggest a 
"syndrome" cause, rather 
than separate causes for 

most "at-risk" behavior. 

Hawkins (p. 87) 

" 

. The Link Between Misbeha,viors 
r 

Because of common precursor factors, more and more 
experts are now arguing that delinquency and drug abuse are 
different behavioral manifestations of a "deviance syndrome" 
that results from common etiological factors and processes 
(Donovan and Jessor, 1984; Elliott et al., 1985; Jessor and Jessor, 
1977; Kandel, 1980; in Catalano and Hawkins, p. 2). 

Most work has been done in identifying the risk factors 
associated with the serious offender. Severe or chronic delin
quency is the area that Catalano and Hawkins have focused on. 
Caution should be used in extrapolating the data from the serious 
to the occasional juvenile offenders. However, little is noted in the 
research to argue against common but less severe precursor 
factors for the occasional offender as contrasted to the frequent of
fender. (As noted below, the one exception might be youths with 
high risk-taking propensities who belatedly engage in various 
misbehaviors.) In other words, the precursor correlates of serious 
offenders still give the most consistent clues to precursors of all 
misbehavior, minor as well as severe. 

Misbehavior syndrome 
Studies of patterned misbehavior of all types are turning 

up similar precursor ingredients. Also, that the more serious 
misbehaviors have high correlations with each other would indi
cate some common causal factors. Baumrind noted the lack of 
certain success producing ingredients as showing up in a multi
tude of teenage misbehaviors. She concludes t.l-tat the similarities 
suggests a "syndrome" cause, rather than separate causes for most 
"at-risk" behavior. 
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Catalano and Hawkins generally note the same thing, 
although they have identified a separate cause for the juvenile who 
occasionally or temporarily commit crimes or uses drugs. 

"Epidemiological statistics also suggest that the occa
sional use of drugs by most adolescents is a1ifferant 
phenomenon from drug abuse which is associated with 
a deviance syndrome or antisocial personality." 

Whether it is called a 
"deviance" syndrome, 

a "maladaptive behavior" 
syndrome, or an "antisocial" 

syndrome is unimportant. The 
important point is the wide 

scope of misbehaviors which 
exhibit the same precursors 

and thus imply a common 
cause. 

CataJa.llo and Hawkins (p. 3) 

The case for a separate cause for low or occasional users 
is made because drug use among high school students is higher 
than the rate of chronic antisocial behavior. The problem with this 
conclusion, however, is that it does not take into account that both 
drug use and criminal behavior occur along a continuum, with 
only the most severe labeled as "antisocial." To try to separate the 
etiology of one from the other may be trying to artificially divide 
the continu 1m of cause as well as the continuum of behavior. 

The case for a common cause 

One of the best evidences of a common cause syndrome is 
that most teenage and young adult misbehaviors correlate with a 
number of earlier behaviors or conditions in a child's life. The 
premise is that these causal ingredients lead to maladaptive 
coping behavior that can take many forms. Out of the same causal 
factors, one child may resort to crime, another may try drugs, still 
another may rebel. Some withdraw, others tum to blind obedience 
as a "safe" way of coping with an otherwise hopeless situation. 
While not fully tested, the explanation is gaining support from 
research findings. 

The clues to such a syndrome come from a variety of 
sources. The Jessors (1978), for example, "found that one could 
predict transitions of school aged children into drinking, loss of 
virginity, marijuana use, and delinquency about equally well from 
whichever behavior appears first, and concluded that similar an
tecedents foster a wide range of problem behaviors" ( in Hawkins 
et al., p. 79). 

Hawkins notes that Spivack found such antecedents for a 
variety of delinquent behaviors. He says, "Spivack's longitudinal 
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study of high risk [and] early signs of delinquency •.. revealed that 
conduct disturbances in adolescence could be predicted from kin
dergarten and fIrst grade signs of acting out, overinvolvement in 
socially disturbing behaviors, impatience, impulsivity, and acting 
defIant and negative" (Spivack, 1983, in Hawkins et al., p. 79). 

Turning to other evidences of a syndrome factor, Robins 
(1980) proposes that "drug misuse can be viewed as a manifestation 

of a deviance syndrome" 

Finding "antecedents of a wide 
range of problem behaviorslP simplifies 
ear!y Intervention and prevention. In
tervening with one causal malady is 
much more cost- effective than having 
to treat numerous symptom maladies. 

(Hawkins, pp. 87-88). 

Hawkins says, "Kaplan 
and associates (1982) regard de
viant responses, including drug 
abuse, as motivated by the de
velopment of self-rejecting at-
titudes in the course of norma

tive interactions. Deviant patterns are seen as alternatives to con
ventional means of achieving self-esteem and avoiding 
self-devaluing experiences" (Hawkins, pp. 87-88). 

The next chapter will cover these causes. Before looking at 
causes one might ask, What are the predictors of good behavior and 
how do they relate with the predictors of bad behavior? 

-

Early Predictors of Good Behavior 
J"" ' 

Diana Baumrind has conducted a series of long-range 
follow-up studies to pinpoint the family antecedents of good be
havior as well as misbehavior. What is most interesting about her 
research is that she found parent behavior, rather than child 
behavior, as the precursor element. She contrasts the behavior of 
children coming from calls CGauthOlitative" versus "authoritarian" 
versus "permissive" homes. 
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Authoritative parents exercised firm control, but in a 
context of "contingent warmth." Authoritarian parents 
also exercised control, but In a detached and less warm 
manner. Permissive parents, while warm, were nona 
controlling and nondemanding. 

Baumrind (pp, 19-20) 

The interesting thing in the Baumrind studies is not the 
identification of the individual familial traits that correlate with 
good and bad behavior, but the combination is required to produce 
later good behavior. Since her research has such powerful impli
cations for prevention, it is revie~ed in more detail in a later 
section of this report dealing with solutions. 

·l3aum rndfou ndthaillrestrictiVe;n8r1rktio[l~f discipli.n~. waS 
assoCiateci·. with ·WithdrClwt1,~ep9h?ent;.and .. disaffiliCltiye· .. 

.. .•. ~~tiavi()i>int>othb()ysand· glrls.whel'eas authdrita,tiv9,. 
·raticinardi$ciplirle: was.· assoCia,ted.withsoci ally . mature . 
·pr~$¢hg9r~~r~YI6F~r> . ... ...:L)/·· ...... . 
\<,i:>Y/, ../ .:....... ... .,> .••.• : •• ·ssumnncf {PP.1~20),· 
·Th~permr.ssiV~ .··pateriflAbehavesjnah·.a,ffjrmative~ ~cbep.; 

•...•• tant,a;hd bs.nign.mahneftowardsthechHd·s Ullpulses and 
····,actidns/;.bufnotasanaOtivaagentresponsiQlafbr~hapin9 

<arJda1tai"ing .ongoingatldfUtLJrebehCl"iQr·it 
•. ••. ...•. . . 

l'The more socially mature 
and competent children are 

more likely to be involved 
in illicit marijuana use. n 

.. . . ·······:··:······.·Ibl~~(p; i1) 

Children from authoritarian homes ended up far less 
socially responsible (Baumrind, pp, 21-22). However, Baumrind 
did not find utopia in parental characteristics. She says, "The 
parental correlates of illicit drug abstention do not generally 
coincide with the parental correlates of optimal competence." For 
example, "restrictiveness is related negatively to boys' social 
assertiveness at age nine, but positively to abstention from illicit 
drug use in early adolescence." Also, "the more socially mature 
and competent children are more likely to be involved in illicit 
marijuana use" (p. 29). 

While Baumrind found nothing in her longitudinal data to 
Ueuggest that the early intrapersonal coping strategies of adoles
cent substance users [were] deficient," (p. 33) this is not true for 
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delinquency. On the other hand, Baumrind found social deterrents 
both persuasive and coercive (p. 33). 

However, the dual track into drug use (experimentation 
versus precursor misbehaviors) may mask the effect of weak in
trapersonal coping strategies as a predictor:-as itis for other types 
of delinquency. 

Home, school and social bonding 

"Generally, a constellation of attitudes and beliefs indi
cating a 'social bond' between the individual and con
ventional society has been shown to inhibit both delin
quency and drug use" (Sae Hirschi ,1969; Hindeland, 
1972). 

Hawkins (p. 86) 

'" ','" ":""', ",,',.: :,,:: .. , ,"',',:,,,,, ,,,,,, ",,:, ""',", ,:'":''''''''' ..... ,., .':: '.,:, . .' , .. 
\'IThEf~rernerits'ofJhl$affectrv~b9rtdwhiCh have, been 
:,\$howh-rrIQ§.t¢dn~iStehttytC>Q~lnv~rselYr~late~ t6drug ,. 

~'~:~~f~&1iii1i~i~il~~I~1~if~;i···· 
i .. ' osjtyh§v~~eeh: sh.6Wrlt~b~:ppsitivelyr~,rated to drug' 
OSGlf<,,/\::<·'., ...":; .•• '.'".,.... .... .' '. , . 

. . '.'."., :,.:' :,«' ." .. ' """:'H~~~I'1S(p~86r 

"Formation of social bonds 
to family and school will 

decrease the likelihood that 
youths will develop early 

attachments to dl1.lg abusing 
peers in early adolescence. n 

Lack of social bonding to home and school appeared 
frequently in the literature as correlates to both misbehavior and 
social success. "Both social and academic success at school 
appear to be prerequisites for bonding to school," says Hawkins 
(p.88). 

Home and school factors affect peer choices 

Based on his interpretation of the research, Hawkins 
suggests "The formation of social bonds to family and school will 
decrease the likelihood that youths will develop early attachments 
to drug abusing peers in early adolescence." This, he says is 
because "we postulate that the behaviors rewarded in family and 
school and those likely to be rewarded by drug abusing youths are 
not compatibleu (p. 90). 
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.!":.~.-; 

./"lt~p~ear$reas()n~btelr6rritheevi<:lend9reviewed on childhood pre .. 
..•••••. dJQtqrs(lf ~?irfyiriiti~tforl~nq ?bus~that adorescent drug abuse should 

••.••......•.• PQ'(i:~'N~d1r9rn'~ deyeJ6prl't~nt~lper$peqtive., •. Early antisocial behav
........•••.•. i6r$~~arfy.~xpe~eJ.'lc:~~ ltjthaJam.iIY~ 'fater~xperlehce$IO'schoo I, and 

·Jh"i~ny;Jnte.raCtic:)hWlthpee~altapPear tol?~Jmpliqate(] in theetioJogy . 
. '. ....of'cl~9 u~E(~O~fahl.ls~·S~{Jfth~pr()9as.sOfdeyeJOpingascidl:ll·bond ·to 

··••·••• ••• ·.··.··p·(9SD¢lar·()fry~rs.ariqpr6sdbi~l.a¢fivitI~~.·has beenhiterruptedby Unbar-
: •............ jng::9tin~oQ~tpteqt pai~hts~byp(j0tscho61 performance .or by i nconsis"· 

. ian.tteach~r$~y()uth$ atemor~UkeJYt6 belnfluencad bypeers who a.re 
··lnth(fsamasiti.latiorJ and ai's alsO m()r~Jikely to be .influenced by such 
peefSl(fengag~}ffdl1Jg>use~:".· ••• ·•·· .. ..«(.', .' 
.. ' :";",': ::.:<Y: \~::.:: .. ,' '" .",",.< .•.. ,.. . .. :.: .; ......... ' ..... ,,' ..... . 

. "'"";" :".>: ~.: .:> .:;.:. /::;:,.,::",:,?,;,~,~,;::,:,::,:::;< ::': :~::.:." ' . 

If developmental flaws 
are implicated in later misbe
havior, then early prevention 

is called for rather than 
later intervention. 

. :. /: .... :.; .. .;.;. ... : .. 

Developmental causes 
suggest e~rly prevention 

If developmental flaws are implicated in later misbehav
ior, then early prevention is called for rather than later intetven
tion. "A developmental perspective on drug use suggests that 
preventive intetventions which seek to address only the peer/drug 
use linkage and which wait to intetvene until adolescence may be 
misspecified" (Hawkins, p. 88). 

"Looking more specifically, ... positive family \?elationships, involve
ment, and attachment appear to discourage youths' initiation into drug 
use .••. According to Kandel, three parental factors help to predict ini
tiation into drug use: parent drug-using behaviors; parental attitudes 
about drugs; and parent-child interactions. The latter factor is charac
terized by lack of closeness, lack of maternal involvement in activities 
with children, lack of, or inconsistent parental discipline, and low pa
rental educational aspirations for their children." 

Hawkins (pp. 81-82) 

Self-esteem may be overemphasized 

Many writers have suggested that good self-esteem 
would prevent most misbehaviors. Unfortunately, "Contradic
tory findings or weak correlations have been found for 
self-esteem, locus of control, sensation seeking, and other per
sonality dimensions" (Hawkins, p. 87, includes references). 
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"Programs which seek to preve"t drug abuse by fm .. 
proving self-esteem do not appear strongly support
abfa by etiorogical research.*' 

Hawkins (p. 96r Includes references) 

"Findi ngs suggest that strategies which attempt tD: 1m
prove self-esteem prior to the onset of drug use may f 
at best, delay the onset of use among nOnusers." 

Most important is the identifi
cation of root causes for the 

antisocial behavior. 

The argument hinges on the 
increasingly common finding 
that the presence or absence 

of child rearing ingredients 
signals both success and 

failure, respectively. 

Hawk/ns (p. 96) 

What is behind early 
antisocial behavior'r 

More important than either the cOlrelation be
tween early antisocial behaviors and later misbehavior or 
the inhibitors of antisocial behavior is the identification of 
root causes for the antisocial behavior. 

Overinvolvement by one parent and disen
gagement by the other has been shown to be 
a relevant factor in homosexuality. 

Kaufman and Kaufman, 1979 (in Hawkins, p. 82) 

Is there a "healthy behavior" 
syndrome? 

The startling implication of the existence of com
mon root causes for good behavior as well as bad behavior 
is that a healthy behavior syndrome may exist as well as 
a maladaptive behavior syndrome. While less studied, a 
good deal of justification exist!; in the research literature 
for this as an approach to prevention. The I lI'gument hinges 
on the increasingly common finding tha~ the presence or 
absence of child rearing ingredients signals both success 
and failure, respectively. Contemplating the opposites of 
the precursors of maladaptive behavior has potential value 
toward developing successful children. 
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. SUMMARY 
Lessre$earchexists ~ne~rlyc()rrerates of rater misbehavior than on cantem .. 

porarycotrelAtes becaU$e Idngit~drriarstudie$ covering many years are required. 
therefore t longitudinal studies are generally regarded asa stronger eVidence of cause. 

. ,TheearlYCorreJatesqf later rnfsbehavior'ara organized in a~maller number of 
categories~Thls.riarrow$Jhe:num~erofvariablesto be' dealt with in addressing 
preven1ion;.Howaver~· beIng lessextensiye, folloW-up researchcoutd still uncover 
additibnalratevahtVariabfes. ..,' . .. 

·11 is g~tJeratlybelie.'fedthafearly,ratherthanlater~correlates of misbehavior 
come closertotflecaoseS>Ofmisbehavioral'ldponsequantlyto: offering clues for 
successfulpreVef).tiOtJ.'OaUsa~ndeffectfsdifficultto prove: in human research. To 
stressthatpolnt.lt is<n9tadttiet 9v~r 5f OOO stL.ldis$: were accumulated before the causal 
relationshfp'befweefl Ctgarett~smoking$ndJungcancerbecame generally accepted. 

Thecau$e~()fmlsb~havror are explored tnthe nextchapter. Understandably the 
causesar~closelyrelated.to both precursorsandearfy predictors. Therefore, some 
overl~p ~lihth'$'chapterj$Un~voidab'e.. . .... ... , . 

I 
I 
I 
I 
,I 

I 
I 
I 
.1 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 



6 

CAUSES OF 
MISBEHAVIOR 

Care must be taken not to 
assume that one correlate 

causes the other. 

Prior chapters covered many research variables which 
correlate with teenage misbehavior. This section serves the pur
pose of discussing various correlates as possible causes of 
misbehavior. However, care must be taken not to assume that one 
correlate causes the other. There is always the possibility that a 
third factor not even included in the study causes both of those cor
relates. For example, increased alcohol consumption in the U.S. 
con-elates with the increase in the number of ministers. False 
reasoning might suggest that ministers are turning into alcoholics 
when, in reality, population increases account for both. 

Aware of research limitations, most experts are willing to 
interpret the data and .~ve their best interpretations on causal 
factors. That makes this section of the report possible. 

This section serves the purpose of discussing various 
correlates as possible cause·s of misbehavior. The relationship 
between variables and their interactive effect is also important in 
understanding the causal dynamics. The prevention clues which 
follow in the next two chapters make sense only in this context. 

A .', Famiiy Factors. ' 'I ". 

Famiry factors are fingered more than any other ingredients as 
having causal relationships to misbehavior. Several of the impor
tant refationshipsare covered in the following material. 
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'7ho observational data 
collected In the natural home 
settings of identified aggres

sive children suggested a 
behavioral pattem typical of a 

normal three . .year-old. n 

Aggressive children 

"Our observation studies;" says Patterson and his col
leagues, "suggest that aggressive boys are likely to come from 
families in which aU members demonstrate high rates of aggres
sive behaviors" (Patterson et at, 1975, p. 4). 

These authors continue, "The observational data collected 
in the natural home settings of identified aggressive children 
suggested a behavioral pattern typical of a normal three year old. 
In effect, these children's socialization appeared to be severely 
slowed. Such children do not learn the social skills required to 
obtain and maintain satisfying social contacts" (Ibid.). 

These authors then point out what experienced treatments 
specialists have often noted. "Peer groups tend to reject the 
aggressive child. Such children tend to receive three times as 
much punishment from their social environment as do non
problem children. Additionally, socially aggressive children tend 
to acquire academic skills at a slower pace than nonaggressive 
children. And what is most discouraging is the finding in other 
studies that such highly aggressive children are unlikely to out
grow this problem," even in adulthood (Ibid. ). 

14 Noxious Behaviors 
Patterson and his colleagues Identifi9d 

14 noxious behaviors which Identified aggressive boys. 

• Disapproval 
• Negativism 
• Noncompliance 
• Teasing 
o High Rate Behavior that if carried on for a 

long period of time would be aversive 
(e.g., running back and forth in the living 
room, jumping up and down of the floor) 

• Physical Negative (attacking or attempt-
ing to attack another person) 

• Yelling 
• Whining 
• Destructiveness 

• Humiliation 
• Crying 
• Command Negative (In which immedi

ate compliance is demanded and aver
sive consequences are implicitly oractu
ally threatened if compliance is not 
Immediate; additionally. a kind of sar
casm or humiliation directed at the re
ceiver) 

• Dependency (requesting assistance in 
doing a task that a person is capable of 
doing himself) 

• Ignoring others 
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~Alnjfthe 14$oeiaUyaggtesslvebeha\ljor~described above· 
.at(;)Yi(:)wed ~sbaihrtV?riatlon$OhCltheme irwolvi ng pain 
.. cpntrgrt~chnktuE}~arnong •• f~l]nyQyads/·. P~tterson labels 
:·thi~b$.havi6r~rpfuc~s$asIlC9~(ciY~.~'; . . ..... ..... . . 

........... :.'(: ........................ : .•..••..•••.. : .•• ··<;a#i~n;t97S(P,.4L .':: 

Instead of threatening 
the aggressive child when he 

misbehaves, the parent 
should be tra.ined to use other 
kmdsofpun~hmentprimarlly 

withdrawal or reinforcers. 

Can positive feelings 
change negative behaviors, 

or must action come first? 

'.' ... ,.' ........ :":.;.: .. ':-." : ...... :\":' 

Patterson and his coauthors explain the interactive cause. 
''Thus an aggressive child teaches his siblings and his parents to 
accelerate their rates of coercive behaviors. In effect, the entire 
family system becomes disrupted" (Patterson.: et al., 1975, p. 6). 

"Parents of socially aggressive children tend to use the 
same punishments such as scolding, nagging. threatening, yell
lng, or spanking as used by parents of nonproblem children," the 
Patterson team notes. "However, when parents of aggressive 
children apply these consequences to their child, matters are likely 
to get worse. When they punish the ct~ldi he is even more likely 
to immediately repeat the behavior." The authors note the need for 
parents "to use more useful punishing consequences" and to "use 
them more consistently. That is, instead of threatening the child 
when he misbehaves, the parent is trained to use other kinds of 
punishment, primarily withdrawal orreinforcers such as a loss of 
points, a loss of TV privileges, or time out (isolation from the 
social environment)" (Patterson .. et al., 1975, pp. 6-7). 

An important point made by. the authors is that, "When 
parents obtain appropriate control overtheir child's be
havior, they also stop using negative labels to describe 
the child. In addition, they become more approving of 
the child's behavior." 

This, they add, improves the child's self-concept and the 
child begins to perceive his own behavior more positively. 

The following statement by Patterson and colleagues 
raises the question of whether feelin gs and behavior are connected 
in both directions. That is, can positive feelings change negative 
behaviors, or must action come first? Are feelings a by-product of 
purposeful action or do they lead to action? Researchers take 
differing points of view. The question is similar to the well known, 
"Which comes flfSt-the chicken or the egg?" 
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Double Jeopardy 

"The problem child becomes an unwitting victim of his own machina
tions in that while he was effective initiallY in shaping his environment to meet 
each whim, almost imperceptibly the system changes and begins to 
neutralize his effectiveness. Very soon he tends to get punished more than 
other family members. Amazingly, our observation data show that parents 
of aggressive children punish them more than do parents of nonproblem 
children, even when they behave in acceptable ways. 

IISurely this unfair treatment will contribute to the child's feeling that 
he is not wanted, is rejected, or is being continually put down. Also, other 
adults such as teachers and neighbors as well as peers tend to label him as 
bad or mean, contributing to negative feelings or self-concepts. Eventually 
such children tend to get blamed forthings which they did not even do. These 
events, plus the child's failure to form friendships and develop academic 
skills lead to the development of an extremely negative view of himself as 
a person. He will describe himself as not liked by parents, siblings or peers. 
He is likely to see himself as unhappy and sad. Others describe him as 
tense, irritable, or walking around with a chip on his shoulder. 

IIlf there is a positive connection between behavior and feelings, it is 
our view that aversive behaviors would tend to cause negative or bad 
feelings and that by changing the negative behaviors to more positive forms 
of social interaction, the negative feelings will in turn change to more positive 
self-concepts for the child and more positive feelings or descriptions 
assigned to the child by aduits and peers." 

"In early adolescence, 
the peer group becomes 

increasingly significant 
relative to the family as a 

socializing context. n 

Patterson at al •• 1975 (p. 7) 

Earlier speculation suggested that behavior arises from 
feelings. As Patterson, et at note, research is now demonstrating 
that feelings arise from behavior. In many ways actions are more 
easily influenced than feelings. That valuable clue may be worth 
remembering when intervention strategies are being designed. 

Developmental causes 
Baumrind explains drug use in adolescents from a child 

development perspective. In drug abuse, for example, she stresses 
the developmental difference between regular drug use and ex
perimentation based on risk-taking behavior which she says is 
characteristic of competent adolescents but which, viewed from 
an adult perspective, is "troublesome and deviant." She also 
stresses that "in early adolescence, the peer group becomes 
increasingly significant relative to the family as a socializing 
context" (Baumrind, p. 15). 
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The antecedents of experimental or light marijuana use on 
nondelinquent populations include such positive attributes as 
independence, friendliness, self-confidence, and intelligence. 

. .' . ..; .. : .~ .. , ,,". . . '. . ' . 

Baunnind similarly distinguishes health compromising 
risk-taking from growth-enhancing limit-testing, and also errant 
behavior from pathological behavior. In support of these distinc
tions she quotes renowned investigators such as Jessor and Jessor 
who show that the antecedents of experimental or light marijuana 
use in nondelinquent populations include such positive attributes 
as independence, friendliness, self-confidence. and intelligence 
(Baumrind, pp. 17-18). 

, .'. ," <~. .. 

. · .•.• Regardihgse'f~st&~mJ~~ul11rihcfnotes·t,hat ildeclinesas 
.·.$elf7awar~n~.$~CI~·developin9du.fing'pqb~rty~Sb~.··says, 
.?'The[owpCliijtins~Jf~steert"l]r,early·~9otescence·90in~ 

·' .•.• ·.cjdes'NithentrYintoth~JargerClr'iCf:mqieimp~rs6.haIW¢rfcior.·· 
.r.ni(jQr~$~I)POI;YlhjchtHfeaten$tf)~:$.pecial $tatlJS·bbnf~rred·· •••.. 

~~m~fb~~~:~i'~;~§7fl~j('0n~)~~~;0!~Y~Jt~~ITiJr~~rn~~r~\ 
: •••. }<? .. ·; •••• ·,·;I..<....< •.•••.••.••• • ·./:~·~~in".0<1(~.~16} .. 

The support systems in a 
child's life are no longer mutu

ally reinforcing. 

Diminished home & society support means ... 
"In the past two decades, dependency on peers relative to 

parents for security and approval has increased as a resuit in part 
of withdrawal by parents from the lives of their youngsters" 
(Bronfebrenner, in Baumrind, p. 15). In prior generations parental 
withdrawal was not as catastrophic because similar support sys
tems were available through school, church, and community. 
Even the remaining support systems are no longer mutually rein
forcing. The inconsistencies between inside and outside the home 
may be contributing to the problem . 

. . . Drug abuse here to stay 

"Abuse of substances, licit and illicit, is so 
widespread in our present societal context 
that we might well ask why some adoles
cents abstain, ratherthan why most do not." 

Baumrind (p. 33) 
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... . ·.····B~4rr'1tiOd8br.PltJdesth~~~rG~osaarnQng adolescents is. not gOing togo.···· 
....••... aWay •. !Jer'(aas(jr}sarE:)c1SfQHoWsf·«· •...... 

,.i.··l;~~~Yj~~~~~~~@~~ri;~\J~e~~h~PSYdhOSQcial maturity .1$ Wld~(. 
'/ ... ·····th~riev$rb~19re, .•. re~tJltl~g: JQa·prolongedstatus. of· being~i n~lfmbo, 

.. > .•• ' ..•• ····.Which.i$C9.rtdu9iv~ tOanklnd$ot~oqiat .e){perirrtertt~tI()ri~~t .•••••••••.•...•••...•....•........•....•.. 

. ... ·'.)~i~.lrsocj~1 roles t:lre In rapid ~ra6sitipri~~.~. Withouta .n9rmativelysanc~· 
·····'<liQoedwaytohegotfa.fe tha·tran*iti()nto~dulthood;manY$dole$cents· 

.O'1aych6o~aa:regressJVe ideOtitYpa.S9ci ~n reJectlonofadurt. roles."· 
·''ThGsoclalrote.of WOrnerfhas beerlpahnanenUy· altetedwith two 

.. ,' PQ~.si~l~y.()n$eqperj¢~$Jb(dtt.Jg ltsa(lirst/ to the~Xt~ntthatl11aternal . 
. .....•... .. . . ' .. , •.. pte$eriCelnjh~hott:1~i~'ah,~$s~hticdpaitQf ftctditiohaltipbrirlglng,the 
...• <>. /coqr1tery?iHrigfo.r6~9~~rts~bytfaditionaIU pbrlngi ng\vilf be]ess promr~ 

r1gnt;a.l1d.¢e.cdrid,.yoUngW0111~n~re:lik$lytoengage·.jnrncreasingfy 
·>.greafetii§k~takf n~la.hda.du rt4:nsapprovedbehavi(Jr~ rnaki rig them· as 
::i·llk~,lY~6dic1?te~?sthei(rn~tepeerslorc1ruguse.~(i .. ... ••.•.•.•.... ..• ..' 
i<~.)~A~·as6orety~theJJliGjt$tatus·Ofah actl1as lost much of its valueaseifher 
<>a:hidiaJOrapracticafdete I'r~ot.JH~${l.npr6bing· jnt~rVrewsf6nIYf()u rof 

.•. ) .• \)olJrsubjeets ··gaVe:t~ef~cttHa.tmarijuana.Wa$.agatnst.th~.·. Jaw as a .. 
:}···.·.·.·.· •••••• ·•.• ••• ·.~.p$.tsbrialdeterr~t1L •. AbU$e,·.ofsub$fC:ind~$;' •• ··liqii'·.ahc1.·jllicit;'Js··$d··.widEh ... 
••• · ••• (sp(~Cldjn outpras~r1t$p6ratar. conta}d.lha(WarnightWelr askwhysome •... 
. ··.:.·:)· •.••• : ••.•• i~99rescenJ~·.~b~t~iri~.'r~tD.er .. than •• WhY··m()stclo.·.n()t}~ 

Extended puberty, unclear 
sex roles, incongruous sup

port twstems. the loss of much 
traditional nurturance, and 

confused moral expectations 
combine to place today's 

youth in jeopardy of life and 
limb. 

Causes of suicide uncertain 

The rate of suicides among young people has tripled since 
1950 and doubled since 1960 <Education Week, April 8, 1987, p. 
20). 

The numbers have appeared to stabilize since 1980. Pre~ 
ventive measures have fallen short of answers. Dr. Pardes of 
Columbia University says, "There is a great deal to be learned and 
a great deal we don' tknow" (Ibid.). He says there are no consistent 
studies of cause and effect. 

Pardes says there are no generally accepted suggestions 
except to watch for the warning signs: in a student's creative 
writing assignments that reveal a death wish, extended periods of 
depression, the giving away of possessions, the recent suicide of 
a friend orrelative, I'U1l1ling away, major personality changes, and 
other emotional symptoms. 
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"Those who fail in school 
beginning in the late grades 

of elementary school are 
more likely to engage in 

disruptive classroom 
behavior and delinquency. n 

Catalano and Hawkins, p. 11 
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Education Week quoted Dr. Parcies' warning to people to 
avoid "deifying" suicide victims, or "giving them a fame in death 
that they never had in life." Most experts agree that students 
should be given information on where teenagers can go for 
professional help in dealing with their problems. (For example, 
information is available from the Youth Suicide National Center. 
1825 I St. N.W. Suite 945, Wash. D.C. 20006.) 

. . 

Educ'btion as a Causal Factor 

Sandberg reports Marge Csapo of British Columbia 
"found that school failure was a major causative factor of delin
quency in youth." He says, uThus, like the ACLD project in the 
United States ... , she concluded that changing the educational 
approach to predelinquent or delinquent youth is a key to delin
quency reduction" (Sandberg, p. 61). 

In addition to the combined effects of antisocial and 
academic difficulties in school, Hawkins adds another school 
related factor. As noted in Chapter 4 he says, "A second school 
factor related to drug use is a low degree of commitment to 
education. Students who are not committed to educational pur
suits are more likely to engage in drug use and delinquent 
behavior." Also, substance use is lower for students who plan to 
attend college (Hawkins, p. 84). 

"Factors such as how much students like school, time spent 
on homework, and perception of the relevance of course
work also are related to levels of drug use, confirming a 
negative relationship between commitment of education 
and drug use." 

Hawkins (p. 85) 

Because of consistent findings on the perceived relevance 
of school, many treatment and intervention programs have in
cluded vocational training and job experience as key components. 
Some say teachers should illustrate the vocational relevance of all 
secondary school subjects. 

The most that can be said at this time is that school is a sec
ondary causal factor, albeit an important one. Its role may be more 
important as all additive factor to primary factors. 
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"There is a persistently 
found correlation between 
the amount of time spent 

watching violence on tele
vision in the early years 

and later aggression. " 

The open issue is which 
home-related factors must 

be present in addition to 
viewing violence in the 

media to make a student 
susceptible. 

In Nettler's view, the 
media offers too many 

messages counter to the 
moral teachings of society. 

M-edia 'Factors n', 

.. 'Q /,,-

The media has frequently been accused of being a causal 
factor in several kinds of delinquencies. Because there are so 
many variables involved, research in this area has been difficult. 
Gottfredson says, "Although controversial, there does seem to be 
a fair amount of consensus from this literature" that violence in 
fllms and TV can induce aggression in children. He also says, 
"there is a persistently found correlation between the amount of 
time spent watching violence on television in the early years and 
later aggression" (Gottfredson, p. 51). 

The additional question that comes to mind is how much 
of the cause is attributable to violence on the media and how much 
is due to home conditions which make the child susceptible (Le., 
lack of supervision over T.V. watching, violent behavior in the 
li~ome, use of negative or reactionary coping skills, etc.). The open 
is.sue is which home-related factors must be present in addition to 
viewing violence in the media to make a student susceptible. 

Few studies of the long-term damaging affects of media 
exist, although it has been suggested. Nettler 0978) describes the 
"criminogenic conditions"of the mass media. In his view, the 
media offers too many messages counter to the moral teachings of 
society, "messages which may come back to haunt us" (p. 341, in 
Gottfredson, p. 52). 

The evidence shows the media as a contributing agent 
more than a causal agent. Gottfredson says, ''The most reasonable 
summary of the research literature at this stage of our knowledge 
is probably to infer that the effect of the media on serious delin
quency is very modest when compared to other important causes" 
(Gottfredson, 1987, p. 53). 

. , . Social Factors .. . 

While many authors blame social conditions for much of 
the teenage misbehavior, the social variables are so numerous that 
productive research on cause and effect is difficult However, 
given the evidence on the importance of social bonding and 
assuming that social conditions inhibit clarity of expectation of 
children, a causal case can be made for social factors. 
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The head of the Carnegie Foundation also feels social conditions cause 
misbehavior. He says, "There are a variety of major Indicators showing 
that. .. we are failing to provide avenues for the affirmation of fundamental 
needs to large numbers of adolescents." 

David Hamburg, head of the Carnegie Corporation 

The Carnegie report says, "Drastic social and cultural changes have outrun 
our understanding and institutional capacttyto adapt. There is an urgent need 
to improve our capabilities for dealing with adolescent problems." The report 
quotes several trends which have "drastically changed the experience of 
adolescence." 

• Earlier age of puberty, 
• End of adolescence postponed, 
• Increased gap between biological and social development, 

. • "More ambiguity and complexity about what constitutes preparation for 
effective adulthood than was ever the case befol'e," and 

• "Weakening of family and social support networks." 
Carnegie l=teport on Teaching (introduction) 

The cause, implies tht~ Carnegie Report, is the lack of 
"reliable and predictable relationships, a group sense of belong
ing, and a sense of worth as a person," all for youth to get through 
adolescence. 

It must be concluded that professional judgement, more 
than proof, implicates social conditions as a major cause of 
teenage and young adult misbehavior. With that, it must also be 
noted that professional judgmentt more than proof, is behind all 
practice in the behavioral sciences, including education. 

flame, School, arid-Social Bonding 

.. . 

. When children get treated atschoor thewaythey don't like 
. tobe treated at home, theyhaveiWo choices~ive up or 
fight back. Eitherchoice dfstances them from adults. The 
separation turns them either to peers or a mak~beJjeve 
worrd. 

'. 
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It may be safe to conclude 
that if bonding to home, 

school, and community pre
vents misbehavior, then the 

lack of it causes misbehav
ior. The evidence for this con

clusion is substantial. 

. 
"Strong bonds to family and school decrease the likeli-

hood of involvement with drug using and delinquent peers .... The 
strength of bonding to family and school is detennined before ex
posure to drug using peers in adolescence." Also, "the extent to 
which youths have become bonded to family and school is likely 
to be a factor in the selection of prosociaI or drug-using compan
ions in early adolescence (Kandel et aI., 1976,1978; Elliot et aI., 
1982, in Hawkins). 

Re·lati·onship With Children May Be 
More Important Than Example 

" 

Hawkins says, "Importantly, Tec found that parental drug 
use in a rewarding family structure only slightly promotes exten
sive marijuana use, while in an unrewarding context there is a 
clearer association between drug use by parents and their chil
dren" ( in Hawkins, p. 82). This may mean that the home climate, 
including relationship with and between parents, is more impor
tant than even parental example. 

As an example, overinvolvement by one parent and disen
gagment by the other has been shown to be a relevant factor in 
drug abuse (Kaufman and Kaufman, 1979, in Hawkins, p. 82). 
Elsewhere in this report it is noted that overinvolvement by a 
mother who is demeaning of the father can lead to homosexuality. 
Similarly, regarding nonintact families, "family structure appears 
to be less important at. '1 predictor of delinquency than attachment 
to parents" (Hawkins, p. 83). 

. .•... ..... ··· ..... ·l4fhese~rchJorindependencaarid~OtonbQ1yhasfedafrighteningnl.J~berof ado-
fesdentsto cUsengage1romho.meandschooi by the end oftha middfe grade years. They 
. haverripv~dbeYQJid1hefsph$ra,.,bfir11t(JeI1Ca~WhichthemajOriWof student$havefbuhd .. 
foprovkl~<$omeirieC1.Sl.Jr'~. of sfaqi nfy' andsecurity~~~.,. Theyar~folind· skati ng along the .. 

•. '. thjneqge of:the~academfcipe'with. mini murf) perlOrtnance ahd maxirnumconfrontation . 
,. · .. wjthauthQrltYfigures.The,standardsandnorm!;;9f~str~et-smartP' peersdomiriate their' 
. ··beha.vldtpattern$~Acd60htabiJjtyandresporisi~ilitYh~lVe meanIng primarily in terms of 

.' •..• ' theirpeer grqupJoyaIties'a$ opposed tcHhe vcduesand norms ot parents orteachers .• ~. 
. The urgency of addressing thejleedsofthese stupents' Ifesnot onlyinsalvagirig theit 
.UvesfocrrioralfethicaJ,anded(J.cationar reasonslbut afso fotthe sake ofthe nationts 
'econOmica,hd s()ci~:dwelf-bejng~"" ,. 

Fenwick (p. 57) 
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Confused Male and Female Sex Roles 

James Fenwi!~k re"iewed the research and authored the 
recent California Report on Middle Grades. He identifies con
fu5e'..d sex roles in today's adolescents as one cause of school 
failure. "Male sex role norms have become perverted through 
emphasis upon dominance, toughness, aggression, and violence." 
This perverted role is counterproductive with the role which is 
expected of males in most classrooms, Fenwick notes (p. 54). 

The danger of confused sex roles cannot be overemphasized, Fenwick says 
because~ "Th(;l working out of male and female sex roTa norms becomes a 
driVing priority among studentsjn the middle grades.'! Heconcludes,"lt is little 
wonder that research clearly indicates that the academic and inteUectual 
goals for students at this age level ate consistently compromised in favorof 
personal-social agendas.... . 

"Rape is the fastest 
growing crime in America" 

"Buried within present 
normative sex role distinc
tions are the roots of some 

ofthe moS! fundamental 
reasons for the massive 

dropout problem in 
American Schools. n 

Fenwiek(p.54} 

Fenwick notes that "male dominance extends to sexual re
lationships, the family, the school, the work place, the streets, the 
seats of government and the battlefield." He drives home the im
portance of the "perverted sex role" problem: "Rape is the fastest 
growing crime in America" (p. 58). 

Sex role problems compound 
school problems 

The problems of sex role identification compound them
selves. These false sex role norms, says Fenwick, become all the 
more powerful in the life of young adults who "live in the shadows 
of poverty and crime, disillusioned and powerless .•.. Buried 
within present normative sex role distinctions are the roots of 
some of the most fundamental reasons for the massive dropout 
problem in American Schools. It is no accident that the largest 
percentage of dropouts is male and that they leave school hard on 
the heels of the middle school years,. These youths have typically 
identified with the male values that glorify toughness and aggres
siveness. These are not the values which are rewarded in the 
classroom. They represent the antithesis of values held by white, 
middle class, orderly and authoritarian teachers" (Fenwick, p. 60). 



78 SUCCESS INSURANce FOR YQUTH 

"Educators must consider 
the range of personal tn~ge

dies related to inadequate 
sex role norms. II 

Sex role education 

"Given the transcendencl~ of the issue ... it is deeply troub
ling that curriculums in the middle grade years remain essentially 
silent on the topic of sex role norms" (Fenwick, p. 58). "Educa
tors," says Fenwick, "must consider the range of personal trage
dies related to inadequate sex rolc! norms which later surface in the 
form of broken marriages, spous,e abuse, child abuse, homosexu
ality, and other aberrations whic:h sociologists tell us are tearing 
the fabric of society" (Fenwick, p. 58). 

In later parts of this report, two psychologists draw similar 
conclusions from their reading of the research about sexual 
identity (see Chapters 9 and 10). 

As earlier noted, "Strong bonds to family and school decrease the 
likelihood of involvement with drug using and delinquent peers .... The 
strength of bonding to family and school is determined before exposure 
to drug using peers in adolescence. However, the extentto which youths 
have become bonded to family and school is likely to be a factor in the 
selection of prosocial or drug using companions in early adolescence." 

l'Adolescent drug abuse 
appears to be embedded 

in a history of family 
conflict, school failure, and 

antisocial behavior. " 

Catalano and Hawklns (p. 17). see Kandel at aI., 1976, 1978; Elliot at aI., 1982 

"Questions regarcIing the possible role of childhood peers 
in predicting adolescent drug use also relate to the question of the 
desired outcome of prevention efforts," says Hawkins. He adds, 
"Adolescent drug experimentation can be seen as a 
peer-supported phenomenon reflecting the increasing impor
tance of peers during adolescence. On the oL;er hand, adolescent 
drug abuse appears to be embedded in a history of family conflict, 
school failure, and antisc,cial behavior' (Hawkins, p. 85), 

How childhood associations with antisocial peers or, 
conversely, childhood isolation, may be possible predictors of 
drug abuse is not clear~ Further research is needed on the relation
ship between peer association prior to adolescence and subse
q!lent drug use and abuse (Hawkins, p. 86). 
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"At what point do peers be
come important in predi~iing 
adolescent substance use?" 

Since stress has been 
confirmed by others as a 

cause of misbehavior, it is 
worth considering some 

of the origins of stress 
in children's lives. 
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Hawkins says, "The strength of bonding to family and 
school as contrasted to peers raises an important question regard
ing the role of peers in the etiology of adolescent drug abuse, 
which has not been adequately addressed in existing studies. At 
what point do peers become important in predicting adolescent 
substance use? •. Little research has focused on preadolescent 
peer associations as possible predictors of subsequent drug initia
tion or abuse ..•. The strength of the relationship between peer 
factors and adolescent drug use cle,arly supports the need of 
further research on the nature and etiology of peer influences prior 
to adolescence as these relate to drug initiation, use, and abuse" 
(Hawkins, pp. 85-86). 

Once adolescence is reached, the evidence sugg~sts peers 
are a contributing factor in drug abuse and other misbehaviors. 
However, the evidence suggests that except for "experimental 
users," adolescent peers are not an independent causal factor. 
Other variables must be present before peers have an effect. 

, - .. . 
. ,A New Cause of :Mip~ehavior -

The Hurried Child' 

David Elkind, a long time child psychologist, has written 
two books which combine his experience and knowledge of youth 
problems, their causes and cures. He feels he has identified a 
growing problem stemming from major changes in our society 
and the subtle pressures growing out of those changes. Elkind 
focuses on misbehavior which grows out of undue parental 
pressures. 

"What I realized was that I and other child professionals 
were no longer dealing with spoiied children. Rather, 
these children seemed to have too much pressure to 
achieve, to succeed, to please. It was not the lack of 
pressure of earlier generations, but a new pressure to 
hurry and grow up .... [T01 grow up too fast." 

Elkind, 1981 (p. xU) 
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Since research confirms 
stress is a cause of misbeha'l

ior, it is worth considering' 
some of the origins of stress 

in children's lives. 

In focussing on stressful pressures as a cause ofmisbehav
ior, Elkind is rather genetic. But since research conf'll1l1s stress is 
a cause of misbehavior, it is worth considering some of the origins 
of stress in children's lives. Elkind's examples are poignant and 
illustrateD the way in which variables can interact. They also 
illustrate pos5ible causal dynamics. A later chapter incorporates a 
more detailed description of those dynamics. 

Fear of forced failure 

. Elklndcol,cfud~s that~ "JIJ'stas, at bottom, spoiled children 
werestres'sedbythefearoftheir own power, hUrl1edchiidren ' 
2:re:~ressedby thefeSf of1ailure· .... of not achfevingfast 

··.e(lot.tghor high enough." . . ... -.... '., " 

Children are harmed when 
they are forced to ~7row 

up too fast. 

Elk/nd, 1981 (P.xli) . 

Elkind claims children are harmed when they are forced to 
grow up too fast. He titled his book The Hurried Child: Growin~ 
Up Too Fast Too Soon. An example is the giving offormalreading 
instruction before children have the requisite mental abilities; 
another is the giving "cuniculum-disabled" children unteachable 
and unlearnable cuniculum materials (Elkind, 1981, p. xii). 

The push toward adulthood 

Society as well as parents are to blame, says Elkind, noting 
the extreme social temptations placed on children to engage in 
adult activities. He talks of today' s pressure on children to become 
Hminiaturized adults" in dress, competitive sports, media, engag
ing in sex, wearing of adult cloths, adult language, and interper
sonal strategies. The result is stress. 

"Today's child has become the unwilling, unintended 
victim of overwhelming stress-the stress borne of 
rapid, bewildering social change and constantly rising 
expectations ... 

elkind, 1981 (p.3) 

Even role models have changed in this respect. As an 
example, Elkind observes, "Single parents who are dating provide 
a very different model for children .... With single parents, chil-
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"Hurrying our children 
has contributed to the 

extraordinary rise in suicide 
rates among young people 

over the past decade. " 

"Cult membership is [one way] 
in which young people adopt 

a group identity rather than an 
individual one. " 

"Children do not learn, think, 
or feel in the same way as 

adults •... To treat them differ
ently from adults is not to 
discriminate against them 

but rather to recognize 
their special estate. n 
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eiren may witness the romantic phase of courtship-the 
hand-holding, the eye-gazing, the constant touching and fon
dling. This overt sexuality, with all the positive affection it 
demonstrates, may encourage young people to look for something 
similar" (Elkind, 1981, p. 13). 

Adult su bstitutes 
The result of this "hurried" pressure is that youths go 

looking for weir own solution. "Hurrying our children has," 
Elkind believes, "contributed to the extraordinary rise in suicide 
rates among young people over the past decade." Others find a 
solution in cults. Elkind says, "The cults, in effect, provide an 
accepting family that does not demand achievement in return for 
love, although cults do demand obedience and adherence to a 
certain moral ethic. Even rebellious young people find it easy to 
adhere to these rules in. the aunosphere of acceptance and lack of 
pressure and competition offered by the cult group. Cult member
ship is another form of negative identity in which young people 
adopt a group identity rather than an indlvidual one" (1981, p. 17). 

Children: Are they equal with adults? 
A major factor in the problem is the social phenomenon of 

equality and its translation into practices which treat children as 
adults. Elkin says, ~'To treat them differently from adults is not to 
discriminate against them b',it rather to recognize their special 
estate •••• Recognizing Specifd needs is not discriminatory; on the 
contrary, it is the only way mat true equality can be attained •.•. 
Children do not learn, th~ or feel in the same way as adults. To 
ignore these differences~ to treat children as adults, is really not 
democratic or egalitarian" (1981, pp. 21-22). 

Pai'ental stre S5 

The beginning of the solution, says EIldnd, is to recognize 
the additional stresses parents themse'.ves are under in a social 
climate of rapid change. He notes at least four kinds of stresses 
related to parenthood: that of being more afraid, more alone, more 
professionally insecure, and more self-centered. All of these 
stresses increase the dilemmas of parenting and extract their toll 
in parenting practices. 

Continuing this theme, Elkind notes the tendency to be 
"too wrapped up in our own illness, fear, or depression. Thus with 
our children; it is as objects or symbols-not as full subjects-that 
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we hurry them .••. Symbols thus free the parent from the energy 
consuming task of knowing the child as a totality, a whole person" 
(1981, p. 28). 

"Basically, people under stress are not only self-centered, they also 
lack energy for dealing with issues apart from themselves," notes 
Elkind. "People under stress," he says, "tend to see other people in 
the shorthand of symbols, not the often hard-to-decipher longhand 
of personhood. Under stress, we see others as certain obvious, 
easily grasped stereotypes and abstractions." 

"Adult intervention interferes 
with the crucial learning 

that takes place when 
children arrange their 

own games." 

One of the dangers of single 
mother stress is for such 

mothers ~o treat their 
children as confidants. 

Elkind, 1981 (p.32) 

Filling needs through children 
Elkind says he sees more and more parents attempting to 

fill their needs through their children. As one example he uses 
competitive sports and says, "Generally it is parent need, not a 
child's authentic wish, that pushe5 children into team sports at an 
early age. School-age children need the opportunity to play their 
own games, make up their own rules, abide by their own time
table. Adult intervention interferes with the crucial learning that 
takes place when children arrange their own games" (1981, p. 31). 

Itlt is a unique characteristic of contemporary society 
that we burden preschoolers with the expectation and 
anxieties normally (if wrongly) visited upon high school 
seniors." 

Elklnd, 1981 (p.37) 

Single mothers/fathers 
The stress encountered of many single mothers is particu

larly not.ed by Elkind. "In sum," he says, "needing to support 
children fmancially and emotionally, without yourself enjoying 
those kinds of support, is perhaps the most severe stress encoun
tered by a female in our society" (1981, p. 41). 

One of the dangers of single mother stress, Elkind men
tions, is for them to treat their children as confidants. Whether by 
single fathers or by single mothers, Elkind points out, "children 
are hurried into mature interpersonal relations because the parent 
is under stress and needs a symbolic confidant" (1981, p. 42). 
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Hu rried schools 

Elkind says, "hurrying" schools are as guilty as homes. 
They must also face change, he says. Referring to their use of the 
factory model, he emphasizes that, "Our schools are out of sync 
with the larger society and represent our past rather than our 
future" (1981, p. 47). 

Elkiflcfdedrl~$assemblYlinelearnirigwlthit$testing raferances to 
.. peer nQrlligrolJpsr"Testsare.l1owgeteimining school curriculum, 
andth$cOnduct ofleaching IS [looKing] mOr'eandmorelike that of 
. afaCt6rYJor~rna.[]:lha~t9~tof~ true teacher" (1981 J p.S3). . 

"Creative teachers employ 
various instructional tech D 

niques so that children 
can integrate subject 

matter into their lives. n 

" It is my contention that 
the practice of hurrying 

children, in any of the 
ways described ... 

is a stessor. n 

''The problem with the factory management system," he 
says, "is that it pushes children too much and puts them into a 
uniform mold. The child-centered systems, in contrast may not 
push children enough .... Creative teachers," Elkind observes, 
"employ various instructional techniques so that children can in
tegrate subject matter into their lives" (1981, p. 52). 

What does Elldnd suggest? He refers to Henry M. Brick
ell, President of Policy Studies in Education and his conclusions 
from a broad survey of educational research: "The three most 
important ingredients in the [school] setting are the student, the 
teacher, and the length of time they are together. Brickell suggests 
that these three factors form the significant variables among all 
teaching methods" (Brickell, p. 618, in Elkind, 1981, p. 54). 

The consequences of st ress 

After reviewing additional ways in which children are 
hurried, Elkind says, " It is my contention that the practice of 
hurrying children, in any of the ways described .. .is a stessor. 
Whether we are hurrying children from babysitter to nursery 
school, or to do well on tests, or to deal with issues such as adult 
problems of sexuality, we are putting children under stress." And 
fInally, "It is clear that conflict is a major cause of emotional 
distress. And to the extent that hurrying causes conflict, which it 
often does, it is also a cause of distress" (1981, pp. 141-142). 

Regarding stress, Elkind subscribes to the concepts articu
lated by neurophysio!ogist Hans SelyeofMontreal's McGill Uni
versity who says that stress is related to energy levels in the 
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"Our bodies have a very 
specific way of calling upon 

and utilizing our energy 
reserves. Selye calls this 

the 'stress response. In 

individual. There is only so much energy that can go into !'adap~ 
tation, which stress calls for." Stress, then, can drain the natural 
energy level of a person. The natural energy of each person is 
different. This leaves some at a disadvantage in coping with stress. 
"We tend to organize our lives in keeping with our relative energy 
levels" says Elkind. "Fatigue is our cue to low energy levels ...• 
Our bodies have a very specific way of calling upon and utilizing 
our energy reserves. Selye calls this the 'stress response'" (1981, 
pp. 143-144). 

"Anxiety and worry bum up energy," notes Elkind. T.hat is partly why 
anxious people eat more. Some overcompensate by overeating 
(1981, p. 145). How people respond to stress that is the critical 
factor. When stress goes unrelieved, stress reactions can occur. 
"How we perceive stressful situations is apparently as Important to 
our well-being as ... the stress situation itself" (1981, p. 147). 

"These findings suggest 
the many different ways 

that the free-floating anxiety 
assodated with the stress of 

separation and divorce 
appears in children's 

school behavior." 

The results of stress from one-parent homes manifest 
themselves in many subsequent evidences. Children from 
one-parent homes score lower in school achievement, have more 
tardies and absences, more visits to the health clinic, have more 
referrals for discipline, and more suspensions than children from 
two-parent homes. "These findings suggest the many different 
ways that the free-floating anxiety associated with the stress of 
separation and divorce appears in children's school behavior" 
(1981 t p. 167). Remember, as Elkind reminds, that these are 
averages and do not hold for every child who has experienced 
separation and divorce. 

When schools compound stresses brought from the home, 
the child is in double trouble. Elkind gives examples of common 
school stressors for some children: discipline based on fear, 
inappropriately sized learning groups, multiple uncoordinated 
events and interactions, labels, no sense of completion, dull 
routines, meaningless activities, and boring presentations. 

Learned helplessness 

I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 

Learned helplessness is one patterned reaction to stress. I 
"Much research has now been done to show that when some 
people experience situations over which they have no control, 
they tend to give up and not perform well." Mter reviewing I 
specific research fmdings, Elkind says, "Apparently, students 

I 
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who have been put in a helpless position carry that at'titude over 
to other situations .... Many children acquire learned helplessness 
at school when they are confronted with learning tasks that are too 
difficult for their level of ability"(1981, pp. 175-6). 

·Majo~ Theories of Crime Causation. 
. . 

There is no generally accepted theory of criminology. Lack of general agree
ment on its causes often leaves the preventionist in a political arena of good 
intentions and divided opinion. Some of the major theories of criminal misbe
havior are briefly described below (Rand, p. 7): 

1. Social learning theory (Bandura, etc.) suggests that behavioris acquired 
and maintained through procel;ses of direct observation, experimentation, 
and positive and negative reinforcement. Behaviors are copied and then 
encouraged ordiscouraged depending on whetherthey result in positive or 
negative reinforcement. Sociaillearning theory explains how inadequate or 
incompetent parenting contributes to later delinquency. 

2. Psychoanalytic theory (Freud) suggests that parental behaviorduring the 
earliest stages of the child's development can lead to apparently aberrant 
behavior. It emphasizes the continuing effects of stressful incidents or 
trauma experienced in early childhood on the unconscious mind. 

3. Biological theories (Mednick and Volavka) describe how various physi
cal endowments or deficits may interfere with normal socialization or 
learning processes. To some extent, biological arid physical endowments 
are inherited from parents and further influenced by the strength of these 
influences. (Examples: correlation with their father's criminal record even 
if the child is adopted; low birth weights correlated with lower academic per
formance.) 

4. Criminal personality theory (Vochelson and Same now) describes the 
cognitive processes that may contribute to continuing criminal behavior .... 
Because none of the theories that assign the cause of crime to early sociali
zation processes or physical endowments comes near to explaining all of 
the variation in criminal behavior, individual cognitive processes must play 
an important role in the continuation or cessation of criminal activity. 

The Rand study lists five groups of causal characteristics: family characteris
tics, opportunity and experience, familial experience, physical characteristics, 
and predelinquent behavior flags. 
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. . 

Medical Causes , 

Chronic acting-out behavior has several causes: medical, home, and school. Dr. 
David Sandberg summarized the research on medically related misbehavior. 

• Attention Deficit Disorder (ADD). "ADD is generally considered to be 
primarily linked to neurological/geneticfactors. However, poor parenting (e.g. 
faulting, punishing or beating a child for hyperactive behavior) greatly 
exacerbates the ADD condition." ADD is described as an organic "brain dys
function primarily characterized by a short attention span." Sandberg says, 
"There is good evidence that ADD children do not mature out oftheir condition 
unassisted" (pp. 9-10). 

.. Conduct Disorder (CD) children are first and foremost rulebreakers, 
calloused toward the needs and rights of others. Among otherthings, they are 
very much at risk for later adult personality disorders including sociopathy 
(p. 10). 

• At least 50 percent of CACs [Chronic Acting-out Children] are conduct dis
ordered, so estimates Dr. Rowen Hochstedler. "As their condition worsens in 
adolescence, their demeanor and behavior tend to increasingly provoke 
those in authority to punish them .... The result is a downward spiral.. .. 
Nonspecific interventions will not suffice with the conduct disordered child" 
(p. 11). 

Sandberg's solution: "What is required is a comprehensive intervention plan 
which first limits the acting-out behavior, then addresses through counseling the 
multiple factors that originally gave impetus to the bf:lhavior as well as any related 
trauma such as ADD which often includes a learning disability" (p. 11). 

The Sandberg summary of research presents a solid case that medical or genetic 
factors are a cause of some misbehaviors. 

Sandberg (p. 7) 

Acting out the stress 
Sandberg explains the dynamics of acting out behavior. 

''It is important to understand that acting out is a coping meclIa
nism for children who have a limited. response repertoire. Acting 
out is a coping mechanism in the sense that when stress mounts, 
the acting out releases it. Other people react to stress through 
flight, withdrawal, and/or disassociating. \Vby one child reacts 
one way, and another facing •.. the same stressors reacts another 

I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 



Acting-out students "are 
indicative of major stress, 

pain, and anger .... They are 
attention getting or 'flagging' 

acts intended to alert us 
to a child in distress. n 

liThe research evidence would 
seem to make a convincing 

case that child maltreat
ment leads to all manner of 
developmental retardants. II 
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way is unclear. However, the remedial task is the same: to eillarge 
the child's repertoire-with language development being a key
and to attack the sources of stress" (p. 13). 

Acting out blocks a student from learning. uS/he does 
no'~ have enough remaining psychic energy to concen
trate and therefore to learn." 

Sandberg (p. 13) 

Acting-out students "are indicative of major stress, pain, 
and anger. They comprise a defense against vulnerability, fear of 
closeness, low self-esteem, insecurity, and even suicidal ideation. 
They suggest a serious breakdown in the child's ability to commu
nicate his/her needs in more accepted ways. They are attention 
getting or 'flagging' acts intended to alert us to a child in distress. 
All of these are part of a vicious cycle; each feeds on the other, all 
too frequently creating self and school fulfilling prophecies of 
failure" (p. 14). 

The evidence suggests stress fits somewhere in the causal 
link to most misbehavior. 

, . 
. ~buse and .Misbehavior 

Abuse appears to cause some misbehaviors. Unfortu
nately, says Sandberg, "At thisjuncrure, we still know little about 
treating abuse victims, perhaps because research has not had time 
to precisely assess the long-tenn effects of abuse." We do know 
about "delays in motor, social, cognitive, and speech develop
ment as common to abused children, such that many of these 
children enter school with 'distinct disadvantages"'; other prob
lems include lingering "neurological abnormalities," "develop
mental delays in language," and "short attention spans, and 
difficulty in concentrating" (Sandberg, pp. 15-16). 

''The research evidence," says Sandberg, "would seem to 
make a convincing case that child maltreatment leads to all 
manner of developmental retardants. The problem .. .is that nearly 
all the research that has been done suffers from one or more meth
odological flaws which make it impossible to conclude that 
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/I All types of chronic acting
out children, including delin

quents, have hlgh rates of 
learnlng disabilities. " 

Child abuse is present 
in more than half of the 
delinquent population. 

Maltreated children, whatever 
the form, suggests Ua pattern 

of developmental delays. " 

abuse alone causes specific outcomes. Given the multi-problein 
nature of most abusive families, it is difficult to control for other 
individual, family, and socioenvironmental factors that adversely 
affect a child's development" (Sandberg, p. 17). 

Abuse and delinquency 

"Both learning disabilities and child abuse have been 
empirically linked to delinquency" (Sandberg, p. 40). Delin
quency is merely one type of chronic acting-out behavior. All 
types of chronic acting-out children, including delinquents, have 
high rates of learning disabilities (p. 41). The point is that much 
delinquency research may apply to other forms of chronic 
acting-out, even though all chronic acting-out children will not 
become delinquent 

Does abuse cause delinquency? It can, but not always. 
Sandberg cites research indicating child abuse is present in more 
than half of the delinquent population (p. 42). Certainly not all 
abused children become delinquent; however, delinquency may 
be one common form that child abuse takes. 

"Virtually all researchers in child abuse and delin
quency issues are convinced that both child abuse and 
delinquency have multiple origins." 

Sandberg (p. 43) 

Consequences of neglect and abuse 

Whether intentional or unintentional, child abuse is a 
documented cause of misbehavior. Maltreated children, whatever 
the form, show "a pattern of developmental delays (especially in 
the critical area of language facility), inability to concentrate, 
repeated acting out, and school failure. Their presence does not 
prove that child abuse is involved, but the anecdotal and research 
data suggest it is a probable attendant factor" (Sandberg, p. 17). 

Understanding the connections between punisJunent and 
behavior is essential, " if the children involved are to be properly 
assessed and treated. Elsewise, the prevailing tendency is for 
educators to make increasingly punitive responses, such that by 
the time these children reach junior high school they are often 
viewed almost exclusively as disciplinary problems. We 
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Whether intentional or unin
tentional, child abuse is a 

documented cause 
of misbehavior. 
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would ... conclude that when child abuse and neglect is present, it 
is a major impediment to .. . children getting themselves suffi
ciently under control to succeed academically" (Sandberg, 
pp. 17-18). 

Unfortunately, some teachers seek to meet their own need 
to control disruptive behavior, but do not take the more important 
step to help the disruptive child to succeed academically (Sand
berg, p. 18). 

.' .. : . 

.• <br. Ridph Welsh,a Bridgeport, 
' .. COrlnecticutpsychologist who is both a researcher and 

··practicif1gpsychO(oglst is· so convinced of the relationship be
tween physicafabuse and violent delinquency, he "makes a 
public offer of $JOO to anyone who can produce a recidivist 
delinqu~ntWh()hasn()t beeh hjtwith.abelt,~oard/extension 

.. cOrcf,nstorsimilar object~ Mostlmportanfabout Welsh's 
. ,. .Y\f.ork i$~rnpiricaldebunkingofthe notion that 

. i. / .d~ liriquen,cy ls.aproduct Of parental 
. ··parfi1isslvenesst 

Most abused children. 
will adopt some form 

of maladaptive behavior. 

. Sandberg (p.44) 

Missing answers 
Relatively few direct causal relationship studies have 

been done. For the most part, direct relationships have not yet been 
identified between certain types of abuse and certain types of 
acting out. One exception is the high rate of'sexual abuse among 
teen prostitutes (Sandberg, p. 43). Another is the higher rates of 
physical abuse among those reported for violent crimes (Ibid.). 
Copycat behavior is at least implicated. 

Little work has been done to test the syndrome concept as 
it relates to child abuse, that is, that most abused children will 
adopt some form of maladaptive behavior. This means that "when 
one begins with a group of physically abused children and follows 
their development, it is clear that some will act out violently, some 
nonviolently (i.e. truant, runaway) and others not at all. No one 
seems to have studied why or how some abused children escape 
maladaptive behavior (Sandberg, p. 43). 
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After reviewing the research, James Garbarino in an unpublished paper entitled 
ItChild Maltreatment and Juvenile Delinquency: What Are The Unks?" concludes 
thatthere is persuasive evidence of an rmportant, yet vexing relationship between 
child abuse and delinquency. He further points out that, notwithstanding common 
misunderstanding, national reporting data reveals approximately 40 percent of all 
reported abuse sub1ectsare adofescents. "This In turn. raises a question about how 
much a youth's acttng-out behavior including delinquency leads to abusive 
treatment by parents and institutional caregiversf further complicatIng the overall 
caus~ffect analysis," 

The ACLO has strongly 
held that labeling youngsters 

as lIuneducable, behavior 
problems, underachievers, 

etc. " continues to plague 
the development of children 

.with learning disabilities. 

G'arbarfno, in Sandberg (p. 45) 

Labeling 
The Association for Children with Learning Disabilities 

(ACLD), located in Pittsburgh, has strongly held that labeling 
youngsters as "uneducable, behavior problems, underachievers, 
etc." continues to plague the development of children with leam
ing disabilities. ''Their all-important point is that these children 
are doubly at-risk: ftrst, because of their handicapping condition, 
and, second, because of their related behavior which begins to 
attract the lion's share of people's attention resulting in increas
ingly punitive responses. Fortunate is the LD child who does not 
respond to his/her condition by acting out" (Sandberg, p. 46). 

Garbarino concludes: '~ere undoubtedly is no simple 
cause-effect mechanism operating here .... Unraveling the con
nections is complicated by the possibility that the links are 
different for different types of maltreatment and different types of 
proscribed adolescent behavior .... Fmally, of course, are basic 
individual differences such as temperament and sex, even height 
and weight, that personalize any general equations describing [the 
relationship]" (Garbarino, in Sandberg, p. 45). 

Labels which follow children have consistently been 
shown to effect how others view and treat them. In this sense it is 
a contributing factor to misbehavior. 

Sandberg'S conclusion: "Delinquent children have uncom
monly high rates of child abuse. This in itself is sufficiently 
compelling to warrant significant policy changes in how 
judicial, mental health and educational personnel handle 
these youth." 

Sandberg (p. 45) 
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Neur!lp~ychiatric '~inks to Delinquency 

Dr. Dorothy Otnow Lewis and colleagues performed research for over 10 
years focusing on neuropsychiatric factors in delinquents. Such examples 
of minor neurological impairments include the inability to skip, abnormal 
reflexes, and abnormalities in coordination. They found: 

1. Delinquents suffer a disproportionate number of head and face Injuries 
as young children. The more violent the youth is, the more apt he/she 
is to have experienced such trauma. 

2. Delinquents have significantly more hospitalizations than nondelin
quents over the course of childhood. Hospital contacts were highest 
when these children were age Q-4 and 14+, suggestive of the 
ameliorative role of schools. 

3. Major neurological problems, such as seizures, electroencephalogra
phic abnormalities and abnormal Babinski sign, were present in nearly 
50 percent of the most aggressive boys studied. 

4. Seventy-five percent of the violent youth had been brutally physically 
abused vs. 33 percent of the nonviolent delinquents studied. More
over, 78 percent ofthe former group vs. only 20 percent of the latter had 
witnessed extreme acts of violence against other people, usually in 
their own homes. 

5. A mLlch higher frequency with which damage to the central nervous 
system and related sequela such as learning disabilities, attention 
deficit disorders and impulsivity are present among delinquent youth, 
especially' those who are violent. 

S. WISK (La. test) results indicated no significant differences in 1.0. 
between violent and nonviolent delinquents. 

7. The violent delinquents rarely perceived themselves as provocateurs. 
Instead, they interpreted personal encounters as threats leading to 
their having to defend themselves. 

Sandberg'$conclusion~"There is ample reason for' professionals to al
waysconsiderneuropsychiatric factors and histories of violence when 
evafuating very aggressive, hostile children," Nevertheless, "these 
chUdren are capable of remediation." 

Sandberg (pp. 4g:....s0) 
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Physiological Con~ections to Misbehavior 

Historically, delinquency theorists have focused on personality factors and 
parental factors as primary causes. However, in recent years increasing 
attention is being given to relationships between learning disabilities such 
as attention span, sequencing problems, visual and auditory discrimination, 
and antisocial behaviors (Sandberg, p. 52). Key findings referenced by 
Sandberg include-

• "Dr. Melvin Levine and several others recently identified Significant 
differences among delinquents and nondelinquents in visual processing 
and auditory-language function. Almost half of the delinquents had at 
least one area of developmental lag" (Sandberg, p. 51). 

• "A centra! concern with central nervous system (CNS) damage Is a child's 
diminished control over impulses" (Sandberg, p. 52). 

• "Attention Deficit Disorder, hyperactivity and LD are disorders that may 
reflect pervasive vs. minor CNS injury" (Sandberg, p. 52). 

• "Nearly 10 percent of the total child abuse cases in England each year 
result in some level of brain damage. Many of these children experience 
academic learning difficulties stemming primarily from deficits in percep
tual abilities and perceptual motor skills" (Sandberg, p. 55). 

• "Children who are different often invite neglect and abuse of various 
forms. The connection between abuse and learning difficulties is 
bi-directional" (Sandberg, p. 56). 

"The connection between 
abuse and learning difficulties 

is bi-directional." 

Runaways-from what behavior? 
Sandberg summarizes the research on runaways. "Re

search conducted over the past flfteen years consistently indicates 
that more than half the nation's 1,000,000 annual runaways leave 
because of physical abuse or neglect One-third leave because of 
sexual abuse (some studies suggest the rate may be as high as 
60-80 percent) .... Other runaways are actually ~iTh.\)waways,' 
offspring who have been pushed out of the home a! abandoned. 
Recent federal government statistics reveal that the median age 
forrunaways is 15 .... The government estimates that one-third of 
all runaways are victims of maltreatment" (Sandberg, p. 58). 
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"Reports by runaway youth centers Indicate a growing 
proportion of youth arriving at the centers with multiple 
and complex problems. Substance abuse by youth, 
sexual abuse or physical abuse by the adults, conflicts 
in school orwith peers, and problems ofteen pregnancy, 
prostitution and suicide all seem to be on the increase in •..... 
youth appearing at centers .••• Most runaways are from ••....•.• 
'middle and upper class' backgrounds. In this sense, ... 
runaway behavior may resemble substance abuse .... At 
the least, running away is always symptomatic of a 
serious problem regardless of the type of child involved." 

Sandberg (p. 59) 

Miscellaneous Causes 

Hawkins lists 12 presumed causes of antisocial behavior. They range from 
perceptual to personality factors (p. 92): 

• Physical Abnormalitylillness 
• Psychological disturbance disorder 
• Weak attachments to others 
• Criminal influence 
• Powerlessness 
• Lack of useful worthwhile roles 
• Unoccupied time 
• Inadequate skills 
., Conflicting environmental demands 
• Economic necessity 
• Low degree of risk/difficulty 
• Exclusionary social responses (redefine delinquency downward) 

Stealing 
Regarding the misbehavior of stealing, Miller and Klung

ness note, "Nonconfrontative stealing in children is a difficult 
behavior to diagnose and treat because of its relatively low rate of 
occurrence, intennittentreinforcement history, and the potential 
legal and ethical dilemmas it poses to school and mental health 
professionals. Moreover, the continuation of this behavior is 
closely tied to the child's home and community environments" 
(pp. 24-30). 
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'7hus, it is of utmost import
ance for school staffs to adopt 

clear standards of expected 
behavior as well as consis

tent procedures to conse
quate illegal behavior. " 

The II utilization of 
preventative strategies 

can help to restructure the 
social systems that can 

operate to promote 
deviant behaviors. II 

"Given the rising concern regarding juvenile stealing 
behavior and the fact that excessive stealing behavior 
has been shown to be highly predictive of later delin
quency, the paucity of treatment research for juvenile 
stealing is surprising." 

Miller and Klungness, (pp.31-32) 

"Other behaviors such as truancy, peer aggression, decep
tion, and so forth may all pose similar diagnostic and treatment 
problems," note Miller and Klungness. With hope they add, 
"Among professionals there is a general consensus that treatment 
success is critically dependent on consistent [addressing] of all 
suspected or known stealing episodes/' They say this should take 
place by all of the significant adults in a child's life. ''Thus, it is of 
utmost importance for school staffs to adopt clear standards of 
expected behavior as well as consistent procedures to consequate 
illegal behavior" (p. 33). 

These authors call for a rule system developed with "ex
tensive input by parents and legal officials." These rules should be 
"widely publicized and promoted both in school and in the 
community by status individuals. In addition, the importance of 
families in the treatment process must not be overlooked. Family 
intervention must become an integral part of any school treatment 
program .... Finally, schools could adopt system wide preventa
tive strategies such as increasing the availability of a reinforcing 
participation in prosocial alternative school activities" (Miller 
and Klungness, p. 33). 

"Clearly there is a need for further investigations of 
school-based approaches for modifying nonconfrontative steal
ing behavior in school-agedchildren." The "utilization of preven·· 
tative strategies can help to restructure the social systems that can 
operate to promote deviant behaviors" (Miller and Klungness, 
p.33). 
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No single cause of misbehavior 

tN9'()n~1~c.to"has,~ve"~~~ri:ih(.lWn. to"f:Jetheprlmary explanation for ' 
,deUhqileh!dQridoQfn9t Uk~fy:ever~III/s.ays., Sa,ndberg •. IIHoW9Verf 'years, of 
, •• geJinqu~:~cYr~search haspol.nted~oEihurnb~roffact()rs,thatshoWup in" study" 
afterstudY:fcide,fows091ge96nornfcStatui;~ fa.rge, fami Ifes';sevete. ,parental dis- , 

",ClpUne~.atld.p()()redlJcati'Ohal ~xpe'1'feo6~s;Mot9'JeCent researCh has shown an 
(JnusuaHy:hfghp"eyalencaiof6hil~abUsearidJeahilng disa.bilitres among delln-
qlJent6hih:fr~Pt:;.:.: '," , ' , , ' ",', , ' , 

An interesting question 
is how many of the commonly 
found correlate factors of mis

behavior are linked to poor 
parenting practices. 

Determining causes of 
teenage misbehavior is made 

more difficult because each 
correlate can in and of itself 

be considered a symptom or 
a problem requiring, in turn, 

8.. Hew analysis of an 
earlier cause. 

Sandberg (p. 39) 

More answers needed 
Little research has been done on patterned experiences 

outside of the home. While one traumatic experience may trigger 
repeated misbehaviors or even a pattern of misconduct, most pat
terned misbehaviors stem from a series of earlier experiences. 

An interesting question is how many of the commonly 
found social correlates of misbehavior (race, low socioeconomic 
status, neighborhood, school attended, families size, etc.) are 
linked to poor parenting practices. The research hints at the fact 
that parenting practice may explain many of the correlations 
between social cC'nditions and misconduct. The next chapter 
covers the topic of family dynamics in more detail. 

It would appear, absent any organic cause, the best 
prevention known is good parenting practice. That and other facts 
from the research, speak clearly for a program of "the school in 
support of the family." The ideal, as one person expressed it, 
would be to have the flrst two years of school a joint parent-child 
experience where, as a by-product, parents hone their parenting 
skills by helping their child at school. 

Determining causes of teenage misbehavior is made more 
difficult because each correlate can in and of itself be considered 
a symptom or a problem requiring, in turn, a new analysis of an 
earlier cause. For example, low socioeconomic status, as a corre
late of delinquency, can have its own precursors including broken 
families, low educational commitment, or other factors. Simi
larly, since every precursor behavior in children seems to have its 
antecedents, which antecedent should be labelled "a cause" and 
receive the primary attention? Also, are there common hierarchi
cal causal structures among these anteced~nts? 

I 
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Finding the cause of misbe-
havior is doubly difficult when 
multiple correlates exist. The 
aim of this report is to get as 
close as possible to primary 

causes, rather than 
secondary ones. 

Finding the cause of misbehavior is doubly difficult when 
multiple correlates exist, and still harder when the relationships 
between correlates have not been adequately explored. Part of the 
difficulty can be und~tood by considering the difference be
tween primary and secondary causes. For example, there is a lot 
of data that suggests when certain fundamental ingredients of 
prevention are missing, other factors develop. Should these be 
considered causes or only contributing factors to the missing 
ingredients? 

To illustrate, when good home and school bonding are not 
in place, peers yield much greater influence. When peer influence 
does contribute to misbehavior, which should be labeled the 
ca'lse: peer influence-or lack of family and school bonding? The 
same question could be asked about TV and other social influ
ences. 

There are more unanswered questions about causes of 
misbehavior than there are answers. The aim of this report is to get 
as close as possible to primary causes, rather than secondary ones. 
A later section of this report will deal with this issue more 
completely. Even without all of the answers on cause, a great deal 
is now known about prevention. The next two chapters cover 

I
' prevention in more detail as it relates to family life and life outside 

the family. 

G ••••••••• e •••• G •••••••••••••••••••• 

In spileofwh'afprecursors areidentifiedas"a 
cause of later misbehavior,there isa high proba
bilitythafanother,' still earlier cause exists~ 

••••••••••••••••••••••••••••• G •••••• 
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7 
FAMILY RELATED 

PREVENTION CLUES 

To provide perspective for 
prevention and early interven

tion, a brief review of treat
ment solutions is first pre

sented. 

liThe chronic offender re
search literature shows that 

criminal behavior can be 
traced to incompetent or 

inattentive and inconsistent 
parenting, combined with 

inadequate schools. n 

Both this chapter and the next, present suggestions from 
the research for prevention and early intervention. This chapter 
covers the family; the next chapter deals with solutions external 
to the family. Families can do much to support social institutions 
and visa versa. The two chapters should be read in tandem. 
Pertinent clues from recognized experts are included for illustra
tive purposes when compatible with the material from the re
search summaries. 

It is helpful to look at prevention and early intervention 
from the perspective of current efforts at treatment. For that 
reason a brief review of the status of treatment solutions is first 
presented. It serves as a frame of reference for introduction to both 
this chapter and the next one. 

revention 

Can already "at-risk" youth be salvaged? 
The Institute for Educational Leadership, in Washington 

D. C. reviewed the research on successful school completion. 
They claim that enough is known to "reclaim the most severely 
damaged youngsters," but "a long, costly, multidimensional re
sponse" may be required. The report calls for "a comprehensive, 
integrated strategy" combining social services, remedial assis
tance, year-round Sf.:hooling, increased parental involvement, and 
counseling. The report also says the "case is made for coordinated 
longitudinal monitoring and individual management of at-risk 
children throughout their years in public [school]. It also calls for 
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One of the most frequent 
questions asked in the 
prevention literature is 
whether all chronically 

misbehaving adolescent 
youth can be salvaged. 

The more important point is 
that if hard-core misbehavior 
can be successfully treated, 

then enough must be 
known to treat misbeha

viors when they first begin. 

"heightened accountability of the public education system for al
risk students and dropouts at all levels of schooling" (Hahn and 
Danzberger, 1987). 

One of the most frequent questions asked in the prevention 
literature is whether all chronically misbehaving adolescent youth 
can be salvaged. So far, it is more of a quest than a question. 
Researchers line up on both sides of the issue. While the evidence 
is contradictory, the answer, for many misbehaviors, seems to be 
yes, given enough time and money. 

For many who say no, it is the time and cost effectiveness 
which discourages them. That the required treatment cannot be 
given to all within the limitations of today's resources is now 
freely admitted. One trend is to shift from costly treatment to less 
costly custodial care for the toughest problems. More important, 
the emphasis is shifting from treatment to prevention and early 
intervention. However, far more money is still currently spent on 
redemptive efforts than on preventive efforts. 

The more important point is that if hard-core misbehavior 
can be successfully treated, then enough must be known to treat 
misbehaviors when they first begin. The question is, do the prin
ciples of success identified in treatment efforts have applicability 
to prevention efforts before misconduct begins. If so, prevention 
could be accomplished with more assurance and with less time, 
money, and heartache. No one seems to have studied the question 
of relevance of treatment variables as prevention variables. Most 
have merely made that assumption. The qu<sstion is relevant. 

" . 

. 'Does" After-the-tact" 
, . Treatment Work? 

The debate continues 

"0ne of the most widely accepted and influential con
clusions drawn from criminal justice research overthe 
past two decades i$ that rehabilitation programs do not 
work." 

But ... 

Rand (p. viii) 
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• • • 

The shift away from habilitation toward custodialism in juvenile 
corrections "is premature, cost ineffective, and non-prescriptive" 
says Goldstein and Glick. They say this even though they admit, 
"Study after study reports an apparent failure of habilitation" (p. 6). 

Public school success at 
improving the academics 
and behavior of children 

from inner cities offers new 
hope for treatment. 

........ ,;.;.: .•.• : ....... '.' .... ,.:.: ;.>.: .. : 

f~6iigl1tI1~'r¢i~'V~fJheratute 
iS~*$e.;iiiQ~ft~Yi~W$.lIAv.e 
~Jl4¥:t.·W14i:·;e~~t;htiaIiy •. ·neg~tiV~ 
¢b#q~4~iB#§±7;~n?(i#1~quent 

~~~:~~O~.[I~~!1 ••. ·*;:: 
~11.r:.~·h.~~.':~.·hfd.~.; portW;..so .s;at· ave a ,no'appre-
¢iiibi¢··¢ifeci6ii~.~ruVi$.ta;.: ...• ·;.: 

To • besllte, delinquency intet~ 
veritlon reseatC~aS with most 
'mterveiitiQu ·.··l'eSeatCh-.suffers 

~'~~!~~~~.~~l~~~: 
varir.ieseaicll.lsi:weak: 'is:C1ear; 
WnatJs le~s Cleariswhyastrong 
:c()nCitisi()n~that .: .. habilitation 
d6esnot wOik~should f()llow. 
. Wtn:W~ak.res~~h;' . (Goldstein 
:;lliqQlic!4'p/7)/> .• ·•·•·•· .... , . 

One source of evidence (that rehabilitative efforts can 
work) is provided by recent findings concerning the effectiveness 
of public schools in improving the academic achievement of 
children from lower income families (Rand, p. 35). 

The difficulty of treatment, as noted in the Rand report, is born of 
reality. Its authors acknowledge, "Based on our review of the 
literature and on our own observations and interviews with 
delinquent youths, we are well aware of the social and emotional 
deficits from which many of these youths suffer" (Rand, p. 36). 

•· .• ·.·C()ttt~dh.~rWi·.·.~f.··:~dh·('J·6·1····pl.~ri··f~t.·.tf~·iti.h·~ •.• ·h·igh.·.··.~is·k· ••• ~tuden·t;·········· ..... . 
·····.IA·.·.:.·h·i~ •• :·.·b~Bk.:·4;pr~¢.t~tj·h.·~.· ••••• 1b.·.·.·.~.h·~.·.····~.~~6r1da~· .•• ··8.1~~~r66rti.I~ •• • .• ·.R~hd~11· ••. S~.·· •. Sprick····outlin·es.·····~ •• ··•• 

•• .. · •• ·~cH60IWiC:f$·pfat(Jpt·$a:IV~ginghIgtr1risk$tt.iderlt~·.·Tha.p(an fncludesiS- ..... ... .•.. ...•. . 

~~\q!~\ffir~'~f~~~1~n~~;~~~~:~W~~~~~~d'dj~?llt9~.:tr~Vls~~IS, 
f·planrijhg.~n9fblloW-iJP:m~e.tjngswithpar~nts/in.crudirigthedeteimipatioriofhome and 
'~ch8c>lreinf6rCer$>':'» ..• '.. ..•. ............;<' ......... >' .•.••..••.••... •••. ..•.•. ..... '. •... .. •..• . .•.• 

~ ...•.....•. QQorqinationarjd c(jopetationamong'rl1u1tipfe teacher~f andotheri nvo(ved adults . 
: ......... < ..... ·}.·i.·· ····i..Sprick(pp.66~9) 

"'. • ," " .. '';; '-:,> "';-.< :'><'.:>':»:~ . ~':'. ': :., .... , .. , . 
. .. :,:;::: .. ..;".::::-:: .. , ... :-::. 
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"If parents are unable or 
unwilling to deal with the pre
delinquent adverse behavior 

of their children, the only other 
acceptable institution for 
doing so is the schools. n 

YEA established a 
guideline that the home 

would not be by-passed in 
any solution strategy nor 

would parental responsibilities 
be abrogated. 

. 
prevention,and Early Intervention 

. Within the ,Family , 

Overview 
At best, treatment efforts are costly and only marginally 

effective. Does prevention offer a better alternative? Most of the 
experts are now saying yes. Prevention ideas and suggestions take 
many forms. They come from individual research variables, from 
combinations of variables. and from the insights of experienced 
researchers or field professionals. Additional solution ideas come 
following the formulation of theories devised to explain the 
research to date. Some are even "gut-level" feeling and 
"hunches" born of long experience. 

Tllis section of tile report contains elements from all of 
tile above sources. Together tlley fonn a milieu out of whicll a 
successful prevention and early intervention strategy for Utah 
must be forged. 

In addition to suggestions built around key agencies, 
many solutions relate to developmental support factors that can be 
applied by those personally involved with the child. It is also 
interesting that many of the recommended solutions do not 
mention who is responsible to implement them, nor do they 
address the attendant factors such as the climate or setting in 
which they should be used. 

Other recommended solutions focus on the child and not 
the delivering agency. While some would focus on stopping what 
is harmful, others would concentrate on what will most likely be 
helpful to a child. 

\ Solution's Involying Parents 

It is interesting that far more suggestions for prevention 
and early intervention are given for the schools than for the home. 
The next most frequent category of solutions center around mul
tiple social agencies working together. Only part of the multiple 
agency solutions mention the home. Perhaps the reason the home 
is often ignored in solution suggestions is the general feeling that 
the home cannot be changed, but the school and other societal 
institutions can. 
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YEA felt otherwise, and for their prevention quest es
tablished. a guideline that the home would not be by-passed in 
any solution strategy, nor would parental responsibilities be 
abrogated. The research already reviewed in this report sub
stantiates the wisdom of that hope. 

'. ···· •• ·.q9h~iB~r .• al.s~·.t~.~ ••.• ~C),IIC).~ir:gG'·.··.·: •. : ..•..••...•.• ~ .... 

f..Aft~rr~vf~wffigtheresear8htiHaWkin$~nd.Weis:$ayJ 

\i;~;!1;lii~ri\v~~~~~1:~i::j~ri1~~~: 
;,~j:;~il:~~~~~r~~~1;~~·~~:::~~~'P'82)· . 
. '~) .!;~~~{;~~t:~I·i'~~jw;ili!go't'~r~g,:~"'~· 

"Parenting training should 
seek to teach parents effective 

family management and 
child rearing skills. n 

How to communicate thoughts, 
feelings, and values should be 

part of parent training. 

Hawkins and Weis also suggest that parents have a 
role in formal prevention programs. They say, "Parent train
ing for delinquency prevention is one vehicle for achieving 
[it]. Parenting training should seek to teach parents effective 
family management and child rearing skills" ( p. 82). 

Children should have "participatory roles in the fam
ily as contributors to family functioning," says Hawkins and 
Weis. Parents should communicate effectively including 
thoughts, feelings, and values ( 1985, p. 82). This builds 
stronger attachment (Hirschi, 1979; Krohn, 1974; in Hawkins 
and Weis, 1985, p. 83). Parents should also define clear and 
consistent expectations and sanctions for family members. 
Fairness and impartiality of discipline appears related to 
family attachment and family control (Bahr, 1979; Hischi, 
1969; Nye, 1958; Stanfield, 1966; in Hawkins and Weis, 
1985, p. 83). 

"Given the consistency of these findings," conclude 
Hawkins and Weis, "family management, communication 
and role modeling represent risk factors which should not be 
ignored in developing theories of the etiology of adolescent 
drug ini~ation and abuse or in prevention research" (p. 83). 
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Training of parents in 
techniques for monitor
ing and changing their 

children's bad behavior 
has proven effective. 

In a summary-type statement, Hawkins and Weis 
note, "It would appear that interventions seeking to 
prevent either substance abuse by adolescents or 
the early onset of substance use should include a 
focus on family factors during preadolescence." 

Hawkins and Weis (p. 83) 

Parent training 
Many delinquent youths who go on to become chronic 

offenders are flrst identifled as troublesome youngsters by their 
teachers, parents, and even their peers when they are between the 
ages of 6 and 12. Training of parents in techniques for monitoring 
and changing their children's bad behavior has proven effective. 

With such an approach, the Oregon Social Learning 
Center, achieved an average 63 percent reduction in the mean rate 
of deviant behavior of children of the trained parents. However, 
not all parents learned the techniques. In the Oregon program, 
effective training includes not only speciflc behavior modifica
tion skills, but negotiation skills to resolve conflicts and personal 
problems (Wilson, 1983). 

'P~tental di sciplinetechl1j'ques 
· ,·'·.····.··MuchbfParentalttalning Sllgg eSticms fOCUs on tharrlechan .. 
· , •. ' rCsbfdi$cipline.' ExarnPlesfromth9'liter~~lm~ ihclUqe things 
·.··sVqh . a$, the fO'IIQwil'lg: •. ' .'> •• '. ', •• , '. ,).)< ."', ..•. 
',", ,',' .... "" ",';' .... ';":-:.:" ," ... ~,:::::::/).':':: .. \:'?::':>::, .... , .. ">:::.; :.:: .... :::.: .. :::-. .: .. :- '. 

··.l"g9tiSlst~htP~~entaf'diS6ipIir1e.alsoappears toihcrease 
····tbeJikeJihoodof beliefihthe moral order- (Bahr, 1979. in 

·Ji~Wkit1s and ~eis·,1985, p. 83),. . . . . •.••.. ..' ..... . 
.~:~.$anction$shol1ld be mo(Jeratea.ndfnclusionaryand imply 
...<hq·fejeCti,gh·C)rostracismoftheqhild"{HawkinsandWeis·, 

J~~?:P'~.~~». . .... ....••... •..•....... ......./<.. .. ........... . ... <. '.. ....... . 
·~~Patl:}nts·$h()uJd beconsistentin modeling." the behavior 
·tHey'-VahOoteach (Hawkins and Weis~ [985, p .. 83). ..' 

'.>·Parehts shoutdset limits andgiva chHdren meaningful 
· ·.conseqpences intieu of punishment foruhacceptabJe be .. 

·h~yior(Sandberg. p. v)~ 
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.. 

Authoritarian vs. Authoritative vs. PermiSsive 

NOTE: This material by 
Baumrind fits in earlier sec

tions dealing with correlates or 
precursors of misbehavior and 
could have been placed there. 

However, since it has such 
powerful implications for 

prevention, it was felt more 
appropriate to locate it in this 

section. 

Baumrind's studies "firmly 
established the positive ef
fects on preschool children 

of firm parental control 
in a context of contingent 

warmth. n 

Parents . -. '\ 

Baumrind's longitudinal studies on youth and the devel
opment of competence relate to the parental traits that lead chil
dren toward or away from future teenage mlsbehavior. "Parents of 
the children who were the most socially responsible and inde
pendent were themselves controlling and demanding; but they 
were also warm, rational, and receptive to the child's communi
cation •..• This unique integration of high control and positive en
couragement of the child's autonomous and independent striv
ings" is labelled by Baumrind as "authoritative" parental behav
ior. In contrast, "Parents of the children who, relative to the others, 
were discontent, withdrawn, and distrustful, were themselves 
detached and controlling, and somewhat less warm than other 
parents" were described as "authoritarian." A third group of 
parents, "having the least socially responsible and independent 
children were themselves noncontrolling, nondemanding, and 
relatively warm" were described as either "permissive" or "non
confonning," a special variant of pennissive parents (p. 19). 

... :,,'.: .'. . .... ,. ,' ... '. ,.. . . , 
Of. John Glfmdre~who$a.analysisof 1heresearch is 
covEltedinthechiid developmerttssction of this report, 
draws the same conclUsions 1romother research as 
Baumril1d doesfrorn hers. Material from his summary 
will be pressntedin the chapterOlichHd development. 

.. ,. ,.. " 

Control within warm climate 

Baumrind fet?ls her studies "fIrmly established the posi
tive effects on preschool children of finn parental control in a 
context of contingent warmth." Further, "parental practices that 
were stimulating and even tension producing ... were associated in 
the young child with assertiveness." On the other hand, "restric
tive, nonrational discipline was associated with withdrawn, de
pendent, and disaffiliative behavior in both boys and girls, 
whereas authoritative. rational discipline was associated with 
socially mature preschool behavior" (pp. 19-20). 

Baumrind followed these children into early years of 
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l'Authoritative parents attempt 
to direct the child's activities 
in a rational, issue-oriented 

manner. ... [They] use reason, 
power, and shaping by 

regimen and reinforcement 
to achieve objectives. n 

"Permissive and nonconform
ing parents are less control

ling than they are 
warm and autonomy

granting. n 

schooling and found similar results. "Authoritative parents ~t
tempt to direct the child's activities in a rational, issue-oriented 
manner. They encourage verbal give-and-take, share with the 
child the reasoning behind Ii policy, and solicit objections when 
the child refuses to conform. Both autonomous self-will and 
disciplined conformity in children are valued by authoritative 
parents. They exert fum control at points of parent-child diver
gence, but do not hem the child in with restrictions intended to 
prevent the child from engaging in stage-appropriate behavior. 
Authoritative parents use reason, power, and shaping by regimen 
and reinforcement to achieve objectives and do not base their 
decisions on group consensus or the individual child's desires" 
(p.21). 

In the early grades of school, "Children from authoritative 
homes were con~istently and significantly more competent than 
other children. Por girls, authoritative parental behavior was 
associated with purposive, dominant, and achievement-oriented 
behavior, and for boys, with friendly, cooperative behavior" 
(Baumrind, p. 21). 

By contrast, "Permissive and nonconforming parents are 
less controlling than they are warm and autonomy-granting." The 
permissive parent "behaves in an affirmative, acceptant, and 
benign manner towards the child's impulses and actions and is 
available to the child as a resource to be used as the child wishes. 
but not as an active agent responsible for shaping and altering 
ongoing and future behavior." The nonconforming parents "were 
more responsive than they were demanding or restrictive but, by 
comparison with permissive parents, nonconforming parents 
were less passive, made higher maturity demands, and had better 
formulated a world view" (Baumrind, p. 21). 

Creating social responsibility 

", . . . 

J1Chi Idrerrrif pelTl1issiveand nonconforming' pareritswe re not lack
ingin:soCialresponsibUify. HOy.t$ver ••.• daughters ot permissiVe par~ 

·ents were markedly lessasserliVe anclindependentthandaughters 
,()fauthoritatlvEI parents, and daughtersofnonconformlngparents 
were neithefindependent nor' achie\lement-otiented."AlsQ SQns of 

, ,permissiVe parenfsweremarkedly less aehievement"-Oriented than 
soos01 either authoritative or nonconforming parents .. ;; 

13aumrind (p. 21) 

I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 



I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
~I 

~I 

I 

"Authoritative parents 
combining ... both firm control 

and encouragement of 
auton(Jmy.~.[showedJ positive 
impact ... on the development 

of socially rp,sponsible and 
independent behavior. n 

"The parental correlates 
of illicit drug abstention 

do not generally coincide 
with the parental correlates 

of optimal competence. " 
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"Authoritative parents combining high levels of both fum 
control and encouragement of autonomy were unique in the 
consistent positive impact of their child rearing pra.ctices on the 
development of socially responsible and independent behavior in 
both boys and girls" (Baumrind, p. 21). 

Girls exposed to nonnegotiated discipline (other than au
thoritative homes) "appear to react against, rather than confonn to 
their parents' demands for confonnity" (Baumrind, p. 22). 

"For boys, there are strong positive associations between 
socially responsible behavior and authoritative parenting ...• Tra
ditional parenting (mothers warm and fathers controlling and con
servative) by contrast with either authoritarian or rejecting parent
ing also enhances boys' socially responsible behavior .... The 
children who are both highly prosocial and highly assertive gen
erally come from authoritative families. When parents are highly 
demanding, but less responsiv·'(! than authoritative parents, chil
dren tend to be socially assertive but not socially responsible" 
(Baumdnd, p. 22), 

. 
. Family Factors .in Prevention . .. . 
. -

In the analysis of data from her longitudinal studies, 
Diana Baumrind found that certain parental antece
dents can predict non-
drug use. 8aumrind found that "family traditions, family 
intactness, self-awareness, monitoring, and firmness 
appear to shield youngsters against illicit drug use." 

Baumrind (p. 29) 

It should be noted, however, that none of these variables 
by themselves account for a large amount of the variance in 
adolescent substance use. Also, as noted elsewhere in this report, 
Baumrind did not find utopia in parental characteristics. She and 
others have found that "the parental correlates of illicit drug 
abstention do not generally coincide with the parental correlates 
of optimal competence." For example, "restrictiveness is related 
negatively to boys' social assertiveness at age nine, but positively 
to abstention from illicit drug use in early adolescence." Also, "the 
more socially mature and competent children are more likely to be 
involved in illicit marijuana use" (Baumrind, p. 29). 
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"The pathways to becoming 
an experimental user, a 
recreational user, and a 

habitual substance abuser 
may be quite different. n 

Adolescents' natural desire 
and movement toward 

mdependentbehaworhas 
important implications for 

prevention programs. 

This unusual correlation between maturity level and 
marijuana use is only noted in the literature for drug experimen
tation (and to a lesser degree for sex experimentation) as con
trasted to drug abuse. This in no way invalidates the findings of 
common precursors for maladaptive drug use and deviant behav
ior in general. 

This dichotomy between good parenting and drug experi
mentation leads Baumrind to conclude, "The pathways to becom
ing an experimental user, a recreational user, and a habitual 
substance abuser may be quite different" (Baumrind, p. 31). 

Autonomy and relationships 
Baumrind states that, "Parental practices that change in 

the direction of greater independence-granting will be beneficial 
to the development of competence following puberty, since such 
practices take into account adolescents' new capacities" (p. 15). 

Baumrind makes a strong point that the developmental 
stage of "adolescents" includes a natural desire and movement 
toward independent behavior. She says this has important impli
cations for prevention programs. "While unilaterally dictating a 
set of rules and f1I'll11y enforcing them may be appropriate for 
young children," she says, "it is not a viable long-range strategy 
for adolescents in our culture who will eventually have to flll re
sponsible adult roles requiring independent judgment. While at all 
ages a control attempt by one person towards another results in 
conflicting psychological forces both to comply and to resist, the 
forces to resist do reflect a stage-appropriate drive in adolescence 
towards independence" (Ibid.). 

"Youngchifdren are not able tf) differentiate between legiti
mate and ilfegitimate authority," 8aumrlnd says. 4IOn the 
otherhand, . adolescence is a period where that distinction 
is heightened." Baumrind concludes that authority which is· 

. vlawed byadorescents as illegitimate will "have adverse 
effects on their self-esteem, competencef and identity, as 
welr·as on theircompliance/' 

Baumrlnd (p. 35) 
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Baumrind calls for a more 
"reciprocal, symmetrical 
relationship in which the 

adolescent's mature 
accomplishments are 

acknowledged and their 
criticisms assimilated." 

Baumrind's prevention pro
gram would also include 
social reinforcement by 

high-status tole models. 

When a child misbehaves 
and an adult is present and 

does not express disapproval, 
nonreaction is interpreted by 

the child as approval. " 
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During adolescence, Baumrind calls for a more "recipro
cal, symmetrical relationship in which the adolescent's mature 
accomplishments are acknowledged and their criticisms assimi
lated." In contrast to authoritarian control, she notes that authori
tative control is viewed by adolescents as legitimate and relatively 
"well accepted" (p. 35). 

Role models and values 
In contrast to being "conforming" or "law abiding," attrib

utes not valued more than "pleasure-seeking and peer-approved 
activities," Baumrind says, "attributes that adolescents do value 
highly include honesty, self-assertion, independence, 
self-regulation, stamina, intellectual competence, and physical 
health." She suggests building on these attributes in prevention 
programs ( p. 33). 

Baumrind's prevention program would also include so
cial reinforcement by high-status role models. She believes 
"well-accepted social learning principles suggest that a permis
sive stance by adults, who in their role as authorities would be 
expected to disapprove of adolescent drug use, will contribute to 
its use." She also documents that high status role models of the 
wrong kind are a key contributor in drug use among adolescents. 
She found "her earliest abusers were introduced to unhealthy sub
stances by trusted adults" (Baumrind, p. 34). 

"The rational abstainer capable of critiquing peer mores 
represents a minority of drug abstainers, most of whom 
are less socially mature than their peers who have 
chosen to experiment." 

Baumrind (p. 37) 

Along these lines, Baumrind quotes other authors who 
have also "found that when a child misbehaves and an adult is 
present and does not express disapproval, nonreaction is inter
preted by the child as approval and the future incidence of such 
behavior is increased" (Baumrind, p. 34). 

The same applies to the school. She says, "by the same 
token, it is reasonable to hypothesize that teachers who provide 
adolescents with information on drug consequences in a compla
cent manner which appears to be value-free are perceived by 
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Baumrind's conten
tion that value-free 

teaching is interpreted 
by adolescents as 

condoning of misbe
havior has serious 

implications. 

, This matsrial comes from clinical, 
as contrastsd with, empirical re
search. It is consistent with it, but is 
couched in a practical format. For 
that reasO(} ft is offered as an Illustra
tion of what form some of the ingre
dients from the research litereture 
might take in practice. 

2 It is left to the reader 
to draw the teacher 

parallels in the material 
Which follows. 

adolescents to condone drug use and to discount its possible health 
hazards" (Baumrind, p. 34, emphasis added). 

Little work has been done on values and drug use and the 
dynamics of how related values should be taught and how they come into 
play. Nevertheless, Baumrind's contention that value-free teaching is 
interpreted by adolescents as condoning the behavior under discussion 
has serious implications for current practices in schools and other teach
ing environments. 

" Practical Helps in Developing 
Successful Children . .' '.' 

From the work of Alfred Adler, 
Rudolph D reikurs, and others1 

Itis easier to identify the ingredients of success than to implement 
them. Successful implementation requires a foundational philosophy or 
direction to guide the task. One such philosophy upon which several 
successful development l'rograms have been based originated with psy
chologist Alfred Adler. DIning the1950s and the 60s, Rudolph Dreikurs 
developed Adler's philosophy into a practical program for developing 
children. Several student discipline and child development models have 
recently been based on the work of Adler and Dreikurs. Stephen Glenn's 
"Developing Capable Young People" and Jane NeIsert· s "Positive Disci
pline" are two such examples of programs being used in Utah. 

While not having much of an empirical base over and above 
clinical observation, Dreikurs' and Adler's ideas are surprisingly consis
tent with the latest behavif;~ research. It is all the more surprising that 
their recommended solutions agree with the latest educational research. 

In the book, Qill.dren the Challenie, Dreikurs with Vicki Soltz 
outline practical helps for parents. A companion volume, PsychQIQ~ in 
the Classroom is a parallel manual for teachers. Dreikurs' guiding prin
ciple is t.iris: "What parents [and teachers]Z have to learn is how to become 
a match fur their children, wise to their ways and capable of guiding them 
without letting them run wild or stifling them" (Dreikurs, p. viii). 
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,; Special Help Section for- Parents 

Dreikurs believes that parents have to understand 
children and their needs and the mistaken forms their goals 
take. He outlines four easily recognized, mistaken goals and 
clues to identify them. Dr. Betty Harrison of Brigham Young 
University has adapted them and placed them in ·thart fonn. 

,CHILD"S GOAL PARENT FEELING HOW TO ijANDLE 
. . 

Attention getting 

Effort to control 

Revenge 

Passive escape
Inadequacy 

Annoyed, tend to 
remind and coax. 

Angry, provoked, 
feel challenged, 
tend to fight or 
give in. 

Deeply hurt, want 
to retaliate and 
get even. 

Despair, want to 
give up, convinced 
child is unable. 

Ignore misbehavior, attend 
to positive behavior when 
child is not bidding for it. 
Withdraw from conflict, 
appeal for child's help, enlist 
cooperation. To fight or give 
in increases the desire for 
power. 
Avoid being hurt, avoid pun
eishment and retaliation. 
Build relationship, communi
cate love and acceptance. 
Eliminate all criticism. En
gage and recognize any at
tempt. Don't pity and don't 
give In. 

Some of Rudolph Dreikurs' key operational principles and their explanations follow. They are 
taken from his book, Children the Challen~e! 

The fallacy of punishment and ••• 
"The 'obey me, or else: needs to be replaced by a sense 
of mutual respect and cooperation." 
• "We must realize the futility of trying to impose our 

will upon our children. No amount of punishment 
will bring about lasting submission.... Confused 
and bewildered parents mistakenly hope that pun
ishment will eventually bring results, withoutrealiz
ing that they are actually getting nowhere with their 
methods .... The use of punishment only helps the 
child to develop ~ter power of resistance and 

defiance" (Dreikurs, pp. 69-70). 
• '"We need to arrange learning situations without 

showing a lack of respect for the child or for our
selves. And we can do all this without a show of 
power, for power incites rebellion and defeats the 
purpose of child-raising" (p. 71). 

••• the fallacy of reward 
''The system of rewarding children for good behavior is 
as detrimental to their outlook as the system of punish
ment The same lack of respect is shown. We 'reward' 
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our inferiors for favors or for good deeds. In a 
system of mutual respect among equals, a job is 
done because it needs doing, and the satisfaction 
comes from the harmony of two people doing ajob 
together" (p. 72). 
• "Children don't need bribes to be good. They 

actually want to be good. Good behavior on the 
part of the child springs from his desire to 
belong, to contribute usefully, and to cooperate. 
When we bribe a child for good behavior, we 
are in effect showing him that we do not trust 
him, which is a form of discouragement." 

" Inner "satisfaction comes from a sense of contri
bution and participation-a sense actually 
denied [in a system of rewards]." 

Use natural and logical consequences 
"If logical consequences are used as a threat or 
'imposed' in anger, they cease being consequences 
and become punishment Children are quick to 
discern the difference. They respond to logical 
consequences; they fight back when punished" (p. 
79). 
• "When we use the term 'logical consequences,' 

parents so frequently misinterpret it as a new 
way to impose their demands upon children" 
(p.79). 

• "1 do have the obligation to guide and direct my 
child. I do not have the right to impose my 
will-but I do have the obligation not to give in 
to his undue demands" (p. 85). 

Be firm without dominating 
"Firmness without domination requires practice in 
mutual respect. We must respect the child's right to 
decide what he intends to do. Respect for ourselves 
is gained by our refusal to be placed at the mercy of 
tlle unruly child" (p. 87). 
• "Respect for a child's needs ... is essential. We 

need to develop sensitivity to recognize the 
difference between his needs and his whims. 
The needs of the total situation can be our 
guide" (p. 88). 

• "FllDlness is our refusal to give in to the undue 
demands of the child or to indulge him in his 
every whim. Once we have made a decision in 
line with order, we must maintain it. The child 
soon catches on" (p. 89). 

Show Respect for the child 
"If only one person in a relationship is granted 
respect, there is not equality [of worth]." 
• Respect "requires sensitivity in reaching a bal

ance between expecting too little and expecting 

too much" (p. 91). 
• "Respect for the child means t.Jmt we regard him 

as a human with the same righ.ts to make deci
sions as we have. But similar 'rights' does not 
mean that the child may do what the adults do. 
Everyone in the family has a different role to 
play-and each has the right to be respected in 
that role" (p. 95). 

Induce respect for order 
"A child has no respect for order if he is shielded 
from the results of disorder'; (p. 96). 
• "Children need to experience order as a part of 

freedom. Where there is disorder, there is loss 
of freedom for all" (p. 98). 

Induce respect for the rights of others 
Re~t for the rights of others displays respect for 
their right to make a decision. 
• There is a "subtle line between being a dictator 

and demanding one;s own rights." One is a 
defense of one's own rights and the other is an 
offense against the rights of others (p. 104). 

Eliminate criticism and minimize mistakes 
When we pay constant attention to mistakes, we 
discourage our children. We cannot build on weak
ness - only on strength" (p. 107). 
• "We are constantly correcting, constantly ad

monishing. Such an approach shows lack of 
faith in our children; it is humiliating and dis
couraging" (p. 107). 

• "We all make mistakes. Very few are 
disastrous .•.• Making a mistake is not nearly as 
important as what we do about it afterward" 
(p. lOS). 

• "We must have the courage to be impeifect-and 
to allow our children also to be imperfect" 
(p.l08). 

• Take time to fmd out what was behind the 
mistake (p. 112). 

Win cooperation 
"We are inclined to take very bright children, treat 
them like little idiots, and raise them to be stupid 
adults!" (p. 131). 
• "When we speak of training children to cooper

ate, we presuwose our own cooperation .... 
There should be a sense of all moving together 
in harmony toward a desired goal" (p. 131). 

Refrain from overprotection 
"We cannot protect our children from life. Nor 
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should we want to. We are obligated to train our 
children in courage and strength to face life" 
(p.188). 
• "Under the pretext of concern for their Vlelfare, 

we keep our children helpless and dependent so 
that we may appear big and powerful and pro. 
tective, i1'l the eyes of the child as well as our 
own. It places us in a superior dominant posi
tion and keeps our children submissive" 
(p.188). 

• "Certainly we don't abandon a child to his fate, 
nor do we let him experience the full impact of 
life all at once." Instead, "we are constantly on 
the alert for opportunities to step back and 
allow our child to experience his strength" (p. 
191). 

Stimulate Independence 
"Never do for a child what he can do for himself." 
"Never do for a child what he can do for himself." 
"Never do for a child what he can do for himself." 
"This rule is so important that it needs to be 
repeated many times" (p. 193). 
e "Whenever we do something for a child which he 

can do for himself, we are showing him that we 
are bigger than he: better, more capable. more 
deft, more experienced, and more important. 
We continually demonstrate our assumed supe
riority and his supposed inferiority. Then we 
wonder why he feels incapable and becomes 
deficient!" (p. 194). 

• "Doing for a child what he can do for himself is 
extremely discouraging, since it deprives him 

FAMIL Y RELA TED PREVENTION CLUES 

of the opportunity to experience his own 
strength. It shows our complete lack of faith in 
his ability, courage, and adequacy, robs him of 
his sense of security, which is based on the 
realization of his own capacity to meet and 
solve problems, and denies him of his right to 
develop self-sufficiency .... Thus we show an 
immense lack of respect for the child as a 
person" (p. 194). 

• "From their earliest infancy, our children show us 
that they want to do things for themselves .... 
He may need help, supervision, encourage
ment, and training. These we must supply" (p. 
197). 

Stay out of fights 
"Homes where children do not fight are possible. 
When they fight, there is something wrong in the 
relationships. No one can honestly feel good while 
fighting" (p. 201). 
• "Parents can help their children only if they 

d.iscontinue ... undue attention and let the chil
dren work out their problem. If the behavior of 
the children at the table disturbs the peace of the 
family. the parents can refuse to eat with them 
until they are willing to make dinner time pleas
ant" (p. 209). 

• "When left to their own devices, children estab
lish far more equal and just reIation&tips than 
we can provide for them. They learn by the 
impact of reality to develop diplomacy, equal
ity, fair play. justice, consideration, and respect 
for each other" (pp. 213-214). 

Sidestep the struggle for power 

Autocratic Society 
Authority figure 
Power 
Pressure 
Demanding 
Punishment 
Reward 
Imposition 
Domination 
Children to be seen, not heard 
You do it because I said to 
Prestige-centered 
Personal involvement 

Democratrc Society 
Knowledgeable leader 
Influence 
Stimulation 
Winning cooperation 
Logical consequences 
Encouragement 
Permit self-determination 
Guidance 
Listen! Respect the child 
We do it because it is necessary 
Situation-centered 
Objective detachment 

·Dreikurs (p.153) 
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• "One can. and should. have a friendly discussion 
about fighting. without the least hint of 
finger-pointing or of moralizing. and work out 
with the children the ways and means of settling 
difficulties" (p. 214). 

Be unimpressed by fear 
"Betty possesses fear. and she uses it to control her 
mother. The fact that she creates it for herself does 
not make it any less real. It is no pretense, but very 
real, indeed" (p. 215). 
• "Fear implies the assumption that we are unable 

to control a situation. And when we are afraid 
,hat we cannot do something, we paralyze our
selves so that we can't" (p. 216). 

• "All of us have experienced fear. and all of us 
recognize that we cannot function woen we are 
frightened. Therefore it would seem that fear is 
a luxury we can ill affo.rd" (p. 216), 

• "If parents do not respond to fears, their children 
will not develop them, and parents and children 
alike will be free from the resulting torture and 
suffering" (p. 221). 

Mind your own· business 
"Individual relationships between two people be
long to the two involved" (p. 225). 
• "It is not [mother's] business to control the 

relationship between Arthur and his father: that 
belongs to them" (p.226). 

• "It is only natural that both parents, as distinctive 
individuals, have different ideas about many 
things. It is nice if they can agree about the way 
children should be raised. But such an 
agreement is not necessary. The child makes up 
his own mind about what he will accept and 
what he will rejectfrom each person within his 
environment. And because of the child's own 
active partin anyrelationship, ••• thechildis not 
confused by different treatment he receives 
from mother, father, grandparent'), or other 
relatives" (p. 226). 

• "We fmd a peculiar correlation between a 
mother's confidence in her ability to deal with 
the child and ilerresentment of the treatment he 
receives from others. The less she feels able to 
cope with the problems her child presents, the 
more sure she is about how others should 
manage him" (pp. 226-227). 

• "No doubt the relationship between Madalen and 
her teacher is poor. But it is not Mother's 
business to change the teacher" (p. 232). 

·"Traditionally many teachers still ask parents to 
see to it that the children do their homework as
signments. However, if we approach the prob
lem head-on, we invite a power contest. If, 
however. we consult with the children and 
establish together with them the time when they 
will study and then help maintain this order, we 
may provide the stimulus required" ( p. 233). 

Don't feel sorry 
"Our children will learn to take disappointments if 
we avoid pity." (p. 238). 
• "Children are extremely sensitive to adult atti

tudes even if they are not openly expressed. 
Therefore,ifwepity a child, he thinks he has the 
right to pity himself. His misery becomes more 
intense if he feels sorry for himself' (p. 237). 

• ''When mother asswnes that disappointments are 
much too difficult for Claude to bear, she shows 
her disrespect for her son." Claude then makes 
false asswnptions (p. 237). 

• "A child who is physically handicapped ... easily 
becomes the object of pity .... But in so doing, 
we only add to their handicap .... Instead, [we] 
should stimulate the child to be proud of each 
accomplishment under difficulties" (pp. 
239-240). 

• "Adopted children make an issue of being 
adopted only if their parents do" (p. 243). 

• The loss of a parent is no reason for pity. "It is 
a reason for all the sympathetic support pos
sible from everyone around them. The ·.;ery last 
thing they need is pity" (p. 245). 

• "Pity is a negative emotion-it belittles the indi
vidual, weakens his self-reliance, and destroys 
his faith in life. Death is part of life. It must be 
accepted as ~JCh" (p. 245). 

• "We cannot protect OIU childrenjrom life. The 
strength and courage with which we meet the 
blows of life in adulthood are built during 
childhood .... This in no way means that we 
abandon the child to his trouble. On the con
trmy-we rally to support him just as we do to 
an adult in trouble" ( p. 246). 

• "It is not difficult to distinguish between sympa
thy an4 pity. Sympathy implies, 'I understand 
how you feel, how much it hurts, or how diffi
cult it is foryoll. lam sorry about it and will help 
you to overcome the hardships of your situ
ation.' Pity implies a rather subtle, patronizing, 
superior attitude toward the one pitied" COP. 
246-247). 
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Make requests reasonable and sparse 
"Reasonable requests are characterized by respect 
for the child and a recognition for order" (p. 249). 
• CIA parent who becomes frantic because a child 

won't 'do as I say' probably makes unreason
able requests and merely attempts to 'control' 
the child. This usually provokes a power 
struggle. Adult superiority is no longer ac
cepted; therefore, the child is determined to be 
disobedient as a matter of principle, to escape 
domination. A child who feels imposed upon or 
'bossed' will retaliate with disobedience. We 
can avoid these conflicts if we make only rea
sonable and necessary requests in a non-au
thoritative manner" (p. 249). 

Follow thr,ough-Be consistent 
"Children learn through experience, not from ser
mons." (p. 252) 
• If"mothertalks too much and doesn't act, [if] she 

makes a requt~t and doesn't follow through, 
[her child] is being trained in disobedience." 
(p.252) 

• "Consistency is r&illy a part of order, and as such 
helps to establish boundaries and limi~tions 
that provide the child with the sense of secu
rity" (p. 256). 

~ "We cannot possibly expect our training methods 
to be effective if we apply them haphazarclly. 
This only bewilders the child. On the other 
hand, the child will feel certain and secure if we 
are consistent and if we follow through with our 
training program. He learns respect for order 
and knows exactly where he stands" (p. 256). 

PU)1 them all In the same boat 
"When we stimulate competition among our chil
dren we fOltify their mistaken goals" (p. 253). 
• "Since it is impossible for anyone to win constant 

approval, getting approval must be recognized 
as a false goal" (p. 258). 

• ''We can overcome the existing intense competi
tion and its damaging effects if we treat all the 
children as a group-by putting them all in the 
same boP.£, so to speak .... It can accomplish 
something that had been a Biblical ideal but has 
lost its impact on modem society: Man is his 
brother's keeper" (p. 258). 

• "] ealousy becomes useless if the parents fail to be 
impressed. But how many parents can remain 
unimpressed?" (p. 259). 

• The effect of mutual responsibility depdves a 
child of his attention getting misbehavior, for 
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all n0'Y share in the attention (p. 260). 

Listen 
"It is part of our general prejudice against children 
that we are inclined to assume that we know what 
they mean without really listening to them. We 
keep our own mouths so busy that we fail to hear 
what comes out of theirs" (p. 262). 
• "Many times we need to listen to the meaning 

behind the words the child uses" (p. 264). 
• "Children are amazingly frank with each other," 

they will be with us if we give them the oppor
tunity (p. 264). 

Watch your tone of voice 
"When we speak to our children they frequently 
hear more in our tone of voice than in the words we 
use. It wnuld pay us to listen to ourselves." (p. 266) 

Take It easy (don't try to live your child's 
life) 
"So much of our worry and concern over our 
children is needless .••• Our best refuge is to have 
confidence in our children and to take it easy until 
such time as our talents for coping with disaster are 
really called upon" (p. 271). 
• "It is amazing how many things we fmd to be 

concerned about in our children .... Instead of 
fmding out how a given situation appears to 
them, we assume that we know how they feel 
about it ... We behave almost as if we believed 
that children were born bad and had to be forced 
to be good" (p. 273). 

• ''We spend a tremendous amount of time and 
energy trying to live our childrens' lives for 
them" (p. 273). 

Downgrade "bad" habits 
"The more fuss we make over 'bad' habits, the orne 
they get" 
• "The acts of lying or stealing are [often] symp

toms of deeper underlying rebellion" (p. 289). 
• "When a child swears or uses a 'bad' word, he 

depends on its shock value. If we respond as he 
wishes and are shocked or make an issue of the 
matter, we encourage his further use of these 
words. We can take our sails out of his wind by 
playing dumb. 'What is that word you used? I 
don't understand. What does it mean?''' 
(p.279). 

• "Stop and think a moment Really, now-will he 
still suck his thumb or wet his bed when he is in 
high school?" (p. 28?). 
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• "It is so much easier for a chit$! La be good that he has no 
need to be bad unless he has met obstacles in his environ
ment that have caused him to become l1iscouraged and 
tum to misbehavior as u way out of his difficulty" 
(p.291). 

Don't moralize 
While not a formal rule of Dreikurs, the phrase "Don't 
moralize" fits his model. He fits it under the category of "Use 
Religion Wisely." To moralize brings the child again into 
the adult's world, or imposes it upon him. It shows as much 
lack of respect as does forced dependence. 
• ''Wherever moralizing is used to stimulate good behavior, 

we find children with false fronts. They attempt under all 
circumstances to appear in the best moral light. They 
develop a horrible fear that their true worthlessness (their 
false self-concept is very real to them!) will show 
through the front. The more energy they spend on 'ap
pearances' and upon fear, the less they have for true 
growth and development" ( p. 292). 

Have fun together 
"It is tragic to see so many oftoday'sfamllies sosplil that the 
children have their fun apart from parents, with the latter 
supplying the means, but no participation" (p. 282). 
• "Another factor is the loss of common interests between 

parents and children, which springs from the child's 
rejection of the adult world and the parents' inability to 
enter the child's world as an equal" (p.282). 

o ''When a state of undeclared wrufare exists in the home, it 
is impossible to have fun together" (pp. 282-283). 

o "It is easy to play with a baby, but when the child is older 
we seem to lose the knack of playing with him" (p. 283). 

• "There are all sorts of projects that can become a family 
affair" (p.284). 

Meet the challenge of TV 
"We cannot protect our children from television nor from 
the impressions that they receive. However, we can help the 
child to develop resistance against bad taste and poor judg
ment. This cannot be done by preaching to him!" 

Talk with them, not to them 
"The tragic outstanding difficulty between teens and adults 
is the absence of communication. These doors can be kept 
open during adolescence if a sympathetic relationship has 
been established while the child is young. Much of this 
depends upon our ability to respect the child, even when we 
disagree with him" (p. 294). 
• ''We want to mold his character, his mind, his personaUty, 

as if he were a bit of soft clay and our action should 
'shape' him. From the child's point of view, this is 
tyranny-and so it is" (p. 295). 

• ''We can learn much by watching the behavior of our 
children and discovering its purpose; we can learn more 
if we are willing to fmd out what they think" (p. 295). 

Hold family councils 
"A family council is ... a meeting of all members of the 
family in which problems are discussed and solutions 
sought ••• [It] is one of the most important means of dealing 
with troublesome problems in a democratic manner" 
(p.301). 
• "Each member has the right to bring up a problem. Each 

one has the right to be heard. Together, all seek for a 
solution to the problem" (p. 301). 

• "After the meeting, the course of action decided upon takes 
place and no further discussion is pennitted until the fol
lowing meeting" (p. 301). 

• If the prior solution "did not work out so well, a new 
solution is sought, always with the question, 'What are 
we going to do about it?' And again, it is up to the whole 
group to decide!" (p. 302). 

• "It is nota family council meeting if the parents are the only 
ones who present problems and offer solutions" (p. 304). 

• "The secret of the success of the family council lies in the 
willingness of all members of the family to approach a 
problem as being a family problem" (p. 305). 

Parents who finally master all 
of Dreikurs' principles will haue 
grey hair ••• 
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SCHOOL AND SOCIAL 

AGENCY 
PREVENTION CLUES 

School~Ba sed Sol uti ons 

It i~ no surprise that school-related suggestions for pre
vention and early intervention outnumber all the rest. General 
agreement exists that no other institution exists which can cover 
the broad array of ingredients needed for success. Also, no other 

I institution has access to all the "at-need" children and youth. 

" ';.".'. ,"' . '.' . 
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"When one looks ... to identify 
community agencies that 

might deal with troublesome, 
but not yet delinquent youth, 

public schools are the only 
game in town. II 

Other than a series of suggestions, Sandberg does not 
propose a strategy for comprehensive intervention. However, in 
addition to justifying the emphasis on the elementary school level, 
Sandberg says, "Responses have to be made at every educational 
level because students are acting out in elementary, junior and 
senior high schoo1." In view of many children's acting-out behav
ior beginning in elementary school and "given the added difficul
ties of intervening during the adolescent years, we especially 
favor strengthened efforts at the elementary school level" (p. v). 
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IIChanges in delinquency were 
not significantly related to 

changes in academic achieve" 
ment. Instead, it was the 

youths' change in attitude 
about school that corre

sponded vel}' strongly with 
delinquency reduction. n 

Solve a child's school 
problems and you haIls 

solved most of their othars. 

Sandberg gives a research example from learning disabled 
youths. He says after individual instruction in the area of their 
greatest academic deficiency (approximately 55 hotrrs) "aca
demic achievement improved dramatically and delinquent activ
ity fell abruptly." The same is true of highly individualized in
structional programs. uAll stress the need for the earliest possible 
intervention 'before they get into the viciously escalating cycle of 
school failure and peer ridicule'" (Sandberg, p. 45). 

Emphasis on academic achievement is not enough, says 
Sandberg. Only when they feel good about school will their 
behavior change. In support of that idea, Sandberg quotes the N a
tional Center for State Courts' longitudinal study of nearly 2000 
youths: "Changes in delinquency were not significantly related to 
changes in academic achievement Instead, it was the youths' 
change in attitude about school that corresponded very strongly 
with delinquency reduction" ( p. 48). 

If a child's school problems are solved, you will know 
most of their other problems are solved because chilren have a 
hard time leaving their problems at the schoolhouse door. What 
Sandberg seems to be saying is that most childhood problems are 
interrelated. Problems outside of school will reflect on school 
work and problems at school will be reflected elsewhere. Since 
most problems will show up at school, that is a good place to 
begin. 

What Sandberg and· his colleagues want educators to do: 

· . t. Become more knowlectgeabreabout behavioral problem 
·chndren~·· . 

· .. ·2 •. When maltreatrnent is· present 10 become more involved 
than Just reporting a case. . . 

· . 3 •. To recogni:z:echronic acting--out chHdren as being handi-
. capped much as physically disabled children are and avoid 

punishirigthem fortheir handicaps. . 
·1hreco.gnI;ze that eVen the mostdestructive GACs [chronic 
··acting~ut chiJdlcanlearnf and they usuallywantto, given 
,ariappropriateschoolenvironment . 

.. 5~·· To do an hone.st appraisal of their own contribution to the 
·pr6blsll1. 

Sandberg: (p. vi) 
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"Seeking to improve a child's 
chances for educational 

success is a more 
defensible objective. " 

The use of an educational 
intervention strategy as the 
bestbehavioralprevenaon 

strategy makes a lot of sense. 
It is consistent with the re

search and offers the best of 
both worlds-academic and 

behavioral success. 
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Sandberg says the purpose behind educational involve
ment is "to decrease the number and frequency of adverse devel· 
opmental experiences for chronic acting-out children, and to 
increase these children's opportunity for a positive educational 
experience. Although reducing the incidence oflater delinquency 
is a motivating factor for us, individual interventions are not 
well-grounded in delinquency prevention as there is no certainty 
that a particular child will otherwise become delinquent. Seeking 
to improve a child's chances for educational success is a more 
defensible objective .... Because not all chronic acting-out chil
dren are maltreated, it is sounder policy to base the intervention of 
a 'known' (i.e. educational failure) keeping in mind that maltreat
ment may be a paramount underlying factor" (Sandberg, p. vi). 

Sandberg's rationale is a valuable and important one if 
schools are to be involved in prevention and early intervention. 
Few major problems in a child's life do not spill over into school 
work. Intervention in the interest of a child's current school 
success is far more justifiable than intervening in behalf of future 
misbehavior. And yet, the results will be close to the same. This 
means more than subject matter success. 

Sandberg's rationale can be logically expanded. The use 
of an educational intervention strategy as the best behavioral 
prevention strategy makes sense. It is consistent with the research 
and offers the best of both worlds, educational success and 
behavioral success. 

Anxiety blocks learning 
Sandberg says, "Studies of learning patterns show that in 

order to learn, students must be sufficiently free from discomfort 
and conflict to channel their energies into comprehension. Yet the 
abused or neglected child may be expending this valuable energy 
on merely coping with the home situation. Only through treat
ment-the relief of this pressure-can the child be freed to take 
full advantage of the learning opportunities available. By detect
ing the abuse or neglect and facilitating such treatment, the teacher 
enhances the child's ability to learn" (p. 5). 
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Students learn best when the 
material being learned is 

personally meaningful. 

"Teenagers may be 
unprepared cognitively to 
deal with philosophies of 

human sexuality which 
promote premature 

sexual activity. " 

"There is something about 
combined permanence, 

authority and love that 
characterizes the formal 

family, [and] uniquely makes 
possible performance of such 

a teaching enterprise. II 

Cognitive Solutions Do Not Work Alone 

Olson and his colleagues, looking at sexual misconduct, 
point out why discussions designed to cognitively prepare stu~ 
dents to avoid future mistakes and misdeeds do not generally 
work. They provide several arguments, interspersed with refer~ 
ences from other sources to back them up (Kohlberg, Piaget, 
Boyce and Jensen, Jorgensen and Alexander, and Hafen). 

"Teenagers may be unprepared cognitively to deal with 
philosophies of human sexuality which promote premature sexual 
activity. The very philosophies of sexual expression to which 
teenagers are exposed in their peer group and in the mass media 
may be barriers to the solution of the problems such as adolescent 
pregnancy. Such philosophies cannot be ignored or treated 'objec
tively'-as if they were not potentially negative influences to
ward teenage decision-making, It is imperative to show how 
some philosophies undennine responsible decision-making" 
(Olson, p. 84). 

"Fortunately," say Olson and his colleagues, "adoles
cents also ask questions about the meaning of such 
concepts as justice and integrity and could be taught 
criteria by which to ponder such concepts. These same 
criteria could be applied by teenagers to their general 
decision-making in educational, financial, and rela
tional contexts, including sexual decision-making." 

Olson (p. 84) 

"However," they caution, "these discussions cannot be 
conducted objectively-in a moral vacuum of objective detach
ment where every available choice is presented as if it were equal 
to every other available choice. Such an approach would imply 
that there is no particular importance to any value; that values 
re.aIly do not embody worth as professed and would obscure the 
very kind of knowledg,~ students need to make responsible value 
judgments. Insights from such discussions need to be taken home 
to .u'1e parents by the· teenager where a blending of responsible 
vttiues Clan take place." Hafen (83) explained, "There is something 
ab<)ut combined pennanence, authority and love that character
izes tb,e formal family, [and] uniquely makes possible perform
ance of'such a tc:aching enterprise" (Hafen, 1983, p. 477, in Olson 
et aI., p. 84). 
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. . 
Joint School·-Parent Solutions' 

Citing the work of Joyce Epstein and others at the Johns Ht>pkins' Cellter 
for Social Organization who have studied home-school cooperation, Dr. 
James Fenwick makes several points: 
• "Research conducted at Johns Hopkins University shows that teach

ers rarely ask parents to help students with school homework. And 
when they do ask for assistance, it is mostly in nonacademic activities 
where parents' help seldom translates into improved student achieve
ment" (p. 54). 

o "Students' reading scores and study habits, in particular, improve 
when parental help is given at home" (Johns Hopkins U. Center for 
Social Organization, in Fenwick, p. 54). 

• "There is an uneasy tension between the home and the school and it 
gets worse as the years progress." These findings "should signal a 
serious reassessment by those who work professiDnally with middle 
grade students .... The fact of diminished parental influence should 
not mean a breakdown in communication between home and school. 
The underlying message is that young adolescents are seeking inde
pendence. This ideally means new risk-trust relationships with 
adults, not alienation from them" (p. 54). 

o "When the home and school form a partnership with students at this 
critical time in their lives, the consequences are predictable in the form 
of reduced emotional anxiety and enhanced academic achievement" 
(p.54). 

• "Traditional parent involvement such as PTA activities and teachers' 
aides is mostly unsuccessful in improving student achievement" 
(p. 54). 

School initiative 

Gottfredson emphasizes that school-based prevention must take the 
home into consideration. Among other things, he says: 
• No social policy or prevention program concerning delinquency 

should be adopted before careful attention is paid to the conse
quences of such a policy or program on families. 

• Existing social pOlicies should be scrutinized by careful research to 
determine which of these policies have adverse consequences for 
families. 

• Special research attention should be given to a fuller understanding 
of "parenting skills" and of the programs that might foster such skills. 

• Appropriate parenting, including but not limited to child supervision, 
should be regarded as a legitimate interest of the juvenile court [and 
the schools] (p. 47). 
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The benefits of meaningful parent 
involvement in school is well documented: 

• Increased student achievement (Walberg; Linney and 
Nernberg) 

• Improvement in school climate (Farrar, Neufield & Miles) 
• Improvement In attendance rates (Farrar, Neufield and 

Miles) 
• Improvement in student behavior (Moles) 
• Greater parent support and communication with schools 

(Moles) 
• Mobilization of resources within and outside school 

(Seeley) 
• A more effective school (Brookover; Lipsitz; Phi Delta 

Kappa) 

"Children and youth 
handicapped by learning 

disabilities are at relatiw.1ly 
higher risk of becoming 

delinquent than their n017-
learning disabled peers. " 

Special Instruction 
/1, As a Prevention 

Both the extensive research by the National Center for 
S tate Courts and the Association for Children with Learning Dis
abilities demonstration project led Noel Dunivant of the National 
Center to conclude that, "Children and youth handicapped by 
learning disabilities are at relatively higher risk of becoming 
delinquent than their nonlearning disabled peers. Furthennore, 
the risk of delinquency is reduced by participation in a rehabilita
tion program designed to provide appropriate remedial instruc
tion" (Sandberg, 1986), 

New instructional approaches and prevention 

Because traditional teaching methods leave many stu
dents out of the success mode, Hawkins and Weis suggest new 
instructional approaches which facilitate social bonding, They 
say sdu)Q1s should "train teachers in instructional methods which 
will enable a broader range of students to experience academic 
success without compromising academic standards." This should 
not only "increase the proportion of students who experience 
academic success," but also "increase students' attachments to 
teachers and nondelinquent peers and increase students' beliefs in 
the fairness of school" (Hawkins and Weis, 1985, p. 86). 
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For Schools} Hawkins and Weis suggest: 

• Interactive Teaching, wherein "virtually all students can learn most of what they are 
taught" and at a specified "level of mastery" (see also Bloom, 1976). 

• Proactive Classroom Management, whose techniques prevent behavioral problems 
before they occur. This Includes clear rules, the use of management systems that 
give students responsibilities, the effective use of praise, clear direction giving, and 
the systematic use of the least disruptive Intervention needed to maintain order. 
These relieve teacher stress and create a positive climate for learning (see also 
Brophy, 1979; Emmer and Evertson, 1980, In Hawkins and Weis, 1985, p. 87). 

• Student Team Learning, wherein students learn cooperatively rather than competi
tively in classroom situations. "Mastery of learning tasks, student motivation, positive 
attitudes toward teachers and school, and self-esteem all improve when this 
strategy is used successfully" (Johnson and Johnson, 1980; Slavin, 1979, in Hawkins 
and Weis, 1985, p. 87). 

• Meaningful roles and active participation. Hawkins and Weis sLlggest that 
student-school bonding is helped "by providing them opportunities to find meaning
ful roles In shaping the institution in which they are most directly involved-their 
school and its classrooms" (see also Coleman, 1961). This includes schools poliCies 
and discipline procedures, they add. Attention should be given to recruitment of a 
broad range of "natural leaders" (p. 87). 

• Cross-age tutoring. Hawkins and Weis also recommend "cross-age tutoring" as an 
instructional strategy "aimed at insuring satisfactory skill development for students 
in primary grades who are evidencing special difficulties in school." An added benefit, 
they say, "is to provide older students with opportunities to perform a productivEl role 
(as tutors) ," in orderto "increase commitmentto education and attachment to school" 
(p.89). 

• Staff Cooperation. "Research has shown that cooperation between teachers and the 
school administrator characterizes schools with low rates of teacher victimization" 
(Gottfredson and Daiger, 1979, in Hawkins and Weis, 1985, p. 89). 

• School Climate Assessment. Hawkins and Weis recommend a program of school 
climate assessment and improvement (see also Fox et al., in Hawkins and Weis, 
1985, p. 89). "These Include variables such as 'opportunities for active learning,' 
'varied reward systems,' 'continuous improvement of school goals,' 'effective com
munications,' and 'a supportive and efficient logistical system'lI (1985, p. 90). 

• Clear behavioral expectations in a climate of fairness. "Where improvement activi
ties focus on developing consistent expectations for student behaviors and a clear, 
common set of poliCies and procedures for dealing with infractions of rules, the 
school environment is more likely to be perceived by students as equitable. Students 
are more likely to develop belief in the fairness of the school in this situation." This 
reduces delinquent behavior, say Hawkins and Weis (p. 90). 
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Hawkins suggests that anti
social behavior is the best 

precursor evidence of later 
misbehavior and targets social 

skill building in his suggested 
approach to prevention. 

Effective socialization 
requires the opportunity to be 

involved in conforming 
activities along with 

development of skills 
necessary to be 

successfully involved. 

Skills development as a prevention strategy 
"Group discussion, as in Magic Circle, ... does 110t appear 

to be an intervention method with great potential for changing 
behavior, no matter what the topic" (Hawkins, p. 96). 

However, "Interventions which seek to promote inter
personal competence in orderto reduce impulsive and 
inhibited behaviors in children appear ... promising, 
given the relationship between early antisocial behav
ior in children and subsequent drug abuse. The etiol
ogical research suggests that such programs should 
be targeted at the early school grades when these 
behaviors are evident." 

Hawkins (pp. 96-97) 

Hawkins suggests that antisocial behavior is the best pre
cursor evidence oflater misbehavior and targets it in his suggested 
approach to prevention. 

. Social Linkage M~dels .. f • 

Hawkins and Weis have designed a prevention model 
which they call the "Social Development Model." Their model is 
built around effective socialization through family, schools, 
peers, and community. Effective socialization requires the oppor
tunity to be involved in conforming activities along with develop
ment of skills necessary to be successfully involved. The latter 
requires a consistent reward of desired activities (Hawkins and 
Weis, 1985, p. 88). 

The Social Development Modelis based partly on the dual 
function philosophy of juvenile justice where the courts have 
responsibility of rehabilitation and punishment and the task of 
preventing youth crime is given back to communities. Such an 
approach does not contemplate that the courts could intervene 
before behavior gets out of hand, unless perhaps they were 
provided multi-year documentation. 
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The social developmental 
model implies that families, 

schools, and peer groups 
are appropriate objects 

for intervention. 

, A number of effective curricula 3re avail
able, see Schaps and SImmon, 1975; 
Wall et aI., 1981. pp. 40, 97 (in Hawkins 
and Weis, 1985, p. 88) 

"Comprehensive preven
tive services focus not 

only on changing young 
people, but also on chang
ing the major systems and 

environments with which 
they interact. n 
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Hawkins and Weis note that the key causal factors which 
Kandel (82) identified are "parental influence, peer influences, beliefs 
and values, and involvement in certain activities." Therefore, they 
say, "As a foundation for prevention activities, the social develop
mental model implies that families, schools, and peer groups are 
appropriate objects for intervention, depending on the developmental 
stage of the child" (p. 88). 

Life ski lis training 
Hawkins and Weis recommend life skills training, specifically 

in the areas of basic communication, decision making, negotiation, 
and conflict resolution. These are needed in home, at school, with 
peers, and in the community. More specifically, they contribute to 
academic success and to attachment and commitment to schools.1 

Hawkins and Weis stress that, "Interventions that seek to 
increase social bonding to prosocial peers by increasing opportunities 
and rewards for positive peer interaction and by insuring the develop
ment of interpersonal skills are appropriate when youths approach and 
enter adolescence. Th:.:; promise of peer focused strategies delivered 
earlier in development is less clear" ( p. 92). 

The latter comment by Hawkins and Weis should be viewed 
in the context of their advocacy for a social development model of 
prevention. Other prevention strategies have other reasons for sug
gesting earlier peer focused strategies such as for the development of 
problem solving skills, social responsibility, social values, and habits 
development. 

, . : T,he Conn·ecticut Plan ", 

The State of Connecticut reviewed the research and fonnu
lated an intervention (which they label prevention) program geared to 
its secondary schools. It incorporates some of the social development 
model developed by Hawkins and Weis. Christopher Hall, a key staff 
member in that development, says, "Positive child and youth devel
opment occurs when young people acquire a sense of competence, 
power, attachment and commitment within these key environ
ments--families, schools, peers and communities. Comprehensive 
preventive services focus not only on changing young people, but also 
on changing the major systems and environments with which they 
interact" (Hall, p. 3). 



124 SUCCESS INSURANCE FOR YOUTH 

I 

EnhanciNg environ ments 
"Enhancing environments involves improving the poli

cies, procedures, organizational arrangements, reinforcement 
systems and communication processes in each of the critical sys
tems affecting youth in ways which encourage the creation of 
meaningful, rewarding and gratifying roles for young people and 
their families" (Hall, p. 3). 

Building competencies 

Of the youth development aspect of the 
Connecticut program, Hall says, ~Positive 
youth development occurs when children 
a.nd youth master the specific skills and 
competencies which are required to effec
tively participate in the four major environ
ments affecting their growth and develop
ment--families, schools, peers and com
munities. Building competencies means 
aSSisting children and youth to master 
these cognitivt;" behavioral and affective 
prerequisite" (Hall, p. 5). 

Strategies suggested by Hall: 
41 Communication skills training includ

ing assertiveness training 
• Problem-solving and decision-mak-

ing skills training 
• Parent training and education 
• Life skills training 
.. Tutoring and academic skill building 
.. Youth leadership training 
.. Health and nutrition education 
.. Peer education training 
.. Career education 
• Vocational skill training 

Key operational principles: 

The key operational principles identified 
by the Connecticut staff for their school 
programs include the following: 
• Be proactive, not reactive (traditional 

remediation and treatment services 
are fundamentally reactive). 

.. Use nondeviant labels for either indi
viduals or groups of students. 

.. Create successful preventive serv
ices to include a "mix" of young 
people. 

o Focus on group dynamics, not individ
ual. (The Connecticut program is not 
concerned with resolving individual, 
interpsychic conflict or individual pa
thology, but with promoting positive 
adaptive behaviors by groups of 
young people and supportive ar
rangements in the major systems with 
which they interact.) 

• Plan clear written goals, objectives, 
methodologies, timelines, and evalu
ate outcomes as well as effective 
evaluation strategies. 

.. Develop "sequential bonding"through 
opportunities for positive involvement 
in a particular environment, appropri
ate skill development to effectively 
utilize those opportunities, and ade
quate rewards to reinforce utilizing 
skills and opportunities (HaUl p. 8). 
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The Connecticut plan suggests that com
mitplent, attachment and belief are prerequisites. 
The bonding that results produces the desired 
outcomes (Hall, p. 8). 

Connecticut goals 

Connecticut goals deal with community understanding, broadened scope 
of caregiver services, and the fostering of interorganizational and interdis
ciplinary coalitions. Prevention goals are-
• To build competencies and adaptive skills among specified groups of 

children and youth, 
• To train communities, 
• To increase caregiver's capacity to provide preventive and positive 

youth development services, 
• To increase responsiveness of organizational practices, policies and 

key leaders to the developmental requirements of youth, and 
• To increase collaborative, interdisciplinary approaches to preventive 

services. 
Hall (pp. 13-17) 

. . . 

Scllool--Court Liokage Solution$ , 
::.: . . ',' .' , ,..... . . - . ,.... .', :" ('\". ,,', ':"" . . '. ' 

'I.The. centrality of the role thiSlfschools. pray 1n the .serious delin .. 
quencyprobJem strongly- implies that the" partnershIp between the 
schQols and the Iuvenilecourt shoufd be close and strong.'~ 

. ,,: .: .... . ',. 

Gottfred$on:·rrtakas the following recommendations: . " 
• Acrose: and continuingrelationship should existbetweenthejuvenile 

court and school authorities in everycommunity. " .. 
• ThejuvenHecourf needs to make Us voice" heard concerning the" 

refatfonofschooltruancyand dropping out to serious delinquency. 
" .. The courts should press upon school administrators to address the 
" issue ofcurrictifumretevanceto aUstudents~ " " 

". " Every Iurisdiclion. snould have a carefully crafted policy governing.the 
partnership betweerithe COllrts and the schoo1s on truancy and other 
problems. 

• It "should be consideredapproprlate for" Juvenife court judges to 
consider~ as part of the dispositional process, what impact their 
decisions' may have on the involvementwith and commitmenUoyoung 
peop~. ~ " 

Gottfredson (pp. 3()-33) 
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"There is an immediate 
need to begin meaningful 

collaboration between schools 
and the juvenile court. n 

The link is so strong that 
young offenders should be 

evaluated for possible 
learning difficulties. 

"The tragedies of under education, frustrated learning ex
periences and fear of victimization reveal themselves on an 
all-too-regular basis to the juvenile court judge. To deny that 
school problems are juvenile justice problems in the end is simply 
to ignore the facts. There is an immediate need to begin meaning
ful collaboration between schools and the juvenile court.... A 
good starting place is the development of a clearly articulated and 
enforced policy about truancy and delinquencies committed at 
.school. ... But to argue that prevention of school disruption
including truancy- is a problem only for the schools is to miss 
important realities in contemporary society" (Gottfredson, p. 34). 

Some inte rvention will require 
multiple-agency involvement 

Based upon their research fmrlings, the National Center 
for State Courts concluded that "in order to be optimally effective, 
special delinquency control and prevention programs for 
learning-disabled children and youths will require the close 
cooperation and coordination of juvenile justice, educational, and 
youth service agencies" (Sandberg, p. 47). 

The strong link between learning disabilities and delin
quency has caused several states to "amend their delinquency 
statues to include a section empowering juvenile courts to direct 
school units to evaluate young offenders for possible learning 
disabilities." Similarly, the evidence suggests that it is also logical 
to have them evaluated for child abuse (Sandberg, p. 46). 

Professionallns!ghts from 
. ~ Juvenile Justice Workers. 

The Rand report also includes Insights from professional juvenile justice workers 
(p. xi): 
1. Provide youth with opportunities to confront their fears. 
2. Monitor programs that can provide close and pointed supervision. 
3. Aim for changing behavior, not simply academic or vocational training. 
4. Don't tolerate incompetent or inattentive staff. 
5. Generate shared sense of purpose and allegiance and confidence of having 

an effect. 
6. Train parents in specific techniques for monitoring and changing adverse 

behavior of acting-out children. 
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"No amount of punishment 
will bring about lasting 

submission. II 
Dreikurs 
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More punilshment is not the 
solution to prevention 

Nowhere in the research literature is more punishment 
mentioned as a solution. The absence of such a finding or sugges
tion by the experts is striking in light of its common advocacy as 
the simplest solution to teenage misbehavior. What is clear from 
the research is that punishment, while it tends to contain misbe
havior, does not correct it. 

Peer-Related Solutions . . . 

Regarding peer pressure in Utah, the evaluator of the 
K-12 Drug and Alcohol Prevention Curriculum in Utah, Leonard 
J. Haas, noted that "the curriculum's emphasis on resistance to 
peer pressur(~ is appropriate since resistance to peer pressure 
appears to bf! a key variable in predicting later use. However, the 
most beneficial impact of the curriculum thus far is that it slows 
down the rate at which resistance to peerpressure 'erodes '" (Haas, 
p.64) . 

. ; :/. .. :':::".:- :::: ::. (}:~:::>:«:::;; :"::' ,';: ;"; "::: ::/(:://:::;):: :':::.~::::~: (:;:/:';"::.; ::::~::::·:;.i~\<:;:.>;.: :>:: ."<;'.:;" :;::: "::':': : .. 
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<t§~#~kOtitllitecititttit1he~::/:>/>.<. ................... ..••.. .•.•• '. 
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Stress appears to be a factor 
in most misbehavior and is a 

known inhibitor of school 
success. 

." Clinical Insights .. 
, '. 

David Elkind., a well known psychologist, has worked 
with untold numbers of misbehaving children and theirmisbehav
ing parents. His ideas on causes of misbehavior were reviewed in 
a previous chapter of this report. Some of his ideas on prevention 
and early intervention follow. They apply to field level profes
sionals even though he uses parents as his target. He begins with 
"stress" because it appears to be a factor in most misbehavior and 
a known inhibitor of school success. 

Some of Elkind's fi."ldings parallel those of Dreikurs 
presented in the previous chapter on family factors. His explana
tions and his solutions go beyond thos~ of Dreikurs. 
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Stress insulation 

"What enables [some] young people to cope so well with 
stress?" asks Elkind. He answers his own question by provid
ing a summary of research findings: 
• Social competence. "Invulnerables" seem at ease with 

peers and adults and make others at ease with them. 
• Impression management. Invulnerables are able to pres

ent themselves as appealing and charming. 
• Self-confidence. Such children have a sense of their own 

competence and ability to master stress situations. 
• Independence. Invulnerables are independent and are 

not swayed by suggestion. In effect, they think for them
selves and are not dissuaded by persons in authority or 
power. They create a place for themselves where they 
can find privacy, peace, and a chance to create an 
environment suitable to their needs and interests. 

• Achievement. Invulnerables are producers. They get 
good grades, have hobbies, write poetry, SCUlpt, paint, do 
carpentry, and so on. Many are exceptionally original and 
creative. Many develop intense interests at an early age. 

When a parent habitually 
places their own needs 

ahead of their child's, 
real damage can occur. 

Elklnd,1981 (p. 181) 

Stress prevention 
How are ~'hUITied" children helped? We might well ask, 

how are stressed children helped? Elkind (1981) responds in part. 
"First of all," he says, "it is important to recognize what we cannot 
do. We cannot change the basic thrust of American society for 
which hurrying is the accepted and valued way of life. Nor can we 
eliminate the abiding impatience that goes along with hurrying" 
(p.184). 

Trust reduces stress. What we can do is generate "trust." 
Elkind says, "If something happens to a child's sense of basic 
trust, the sense that the world is a safe and benevolent place and 
the sense that people are well meaning and caring are damaged, 
so too is the child's sense of self and his or her trust in interper
sonal relations (1981, p. 184). 

Parents must balance their child's needs with their own. 
When a parent orparents "habitually place their own needs ahead 
of the child's, ... real damage [can occur]" (Elkind, 1981, p. 185). 
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Understand childhood 
Elkind (1981) says many behavioral problems of children can be eliminated if the 
adults in a child's world would take tIme to understand children. He gives the 
following selected examples: 
• We know that children of about eight years and younger tend to engage in 

'magical thinking'-they often believe that their wishes, feelings, or acts bear a 
causal relationship to parental acts." For children, "there is more than one way 
to perceive reality" ( p. 186). 

• Young children "are emotionally astute" in tuning into partial truths, and can 
mistake "a part for the whole." Thus, "hurrying them from one caretaker to 
another each day, or into academic achievement, or into making decisions they 
are not really able to make ps] seen as a rejection, [an] evidence that thair 
parents do not really care about them .... Young children are not relativistic, but 
rather, think in absolute ~erms" (p. 187). The same applies to immature older 
children. 

• Almost universally, we adults "tend to assume that children are much more like 
us in their thoughts than they are in their feelings. But in fact, just the reverse is 
true: children are most like us in their feelings and least like us in theirthoughts .... 
We need to respond to a child's feeling more than to his or her intellect" 
(pp. 187-188). 

• "Young children tend to blame themselves, children tend to blame the world, and 
adolescents tend to blame their parents .•.• In effect, adolescents pay us back 
in the teen years for all the sins, real or imagined, that we committed against 
them when they were chi/drert' (p. 190). 

If your only discipline tool is a 
club, isn't it amazing how 

many kids need a clubbing? 
PBflIphrase from Abraham Maslow 

Being polite to children pays dividends 
Be polite to children, says Elkind. "Being polite to chil

dren speaks to their feelings of self~worth (as it does to adults), 
which are always threatened when we hurry them. Being poli te to 
children helps them to perceive hurrying in a less stressful way. 
Being polite to children is very important and may do as much for 
improving parent-child relations as many of the more elaborate 
parental strategies that are currently being proposed. The essence 
of good manners is not the ability to say the right words at the right 
time, but rather, thoughtfulness and consideration of others. 
When we are ~lite to children we show in the most simple and 
direct way possible that we value them as people and care about 
their feelings. Thus politeness is one of the most simple and 
effective WdYS of easing stress in children and of helping them to 
become thoughtful and sensitive people themselves" ( 1981, pp. 
188-189). . 
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School age children are often 
eager to take on adult 

responsibilities. 

"In my experience with 
delinquent young people, 
the most common feeling 

expressed was one of 
exploitation. n 
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Don't let kids take on adult responsi bilities 

School age children, Elkind says, are often "eager to take 
on adult chores and responsibilities .... The danger with this age 
group is for parents to accept this display of maturity for true 
maturity rather than for what it is-a kind of game. The image to 
keep in mind for this age group is Peter Pan, who wanted to assume 
some adult responsibilities (leadership, protection, etc.) but did 
not really want to grow up and take on some of the negative 
qualities that children perceive as characteristic of adults. Chil~ 
dren want to play at being grown up but they really don't want 
adults to take them too seriously" (1981, pp. 189-190). Elkind 
advocates setting limits as a solution. 

Don't exploit children 

"In my experience with delinquent young people," says 
Elkind, "the most common feeling expressed was one of exploi
tationt of being used by parents who put their own needs ahead of 
their children's. Although parents may have perfectly good rea
sons for doing what they are doing, young people do not see it in 
the same way. And arguing with an adolescent usually has just the 
opposite of the intended effect.... Arguing with adolescents 
merely entrenches them in their position" (1981, p. 191). 

Sage advice 

"What is a parent to do?" asks Elkind. Again, he gives a 
partial answer. Start by "accepting the young persons' premise or 
perception of the situation and proceed from there .... The middle 
ground between totally accepting their reality and totally rejecting 
it is the acceptance of the fact that while we can recognize that their 
reality is valid for them, it is not necessarily valid for us" (Ibid.). 

,," .:". 

Elkfndglves Ihefollowingdialogue as an example; "IOkaYt 
. '/ k/lowthatyoufeelwhat J:am asking you to dais unreason
,able~ Idon't think so~ butt can appreciate thatyoumighf see 
1tthat way.Whatdo you think are reasonable responsibili· 
tIes for a person your age in out circumstances?', .. This 
diffuses the emotional impact and lessens the stress." 

Elkind, 1981 (pp. 191-'t92) , 

" 
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Elkind recommends clay and 
crayons, blocks and chalk 

because they are "creative 
playthings [which] allow for 

the child's personal 
expression. n 

More play at home and school 

More constructive play is what Elkind recommends for 
home and school, play of the type where children learn. "Basi
cally, play is nature's way of dealing with stress for children as 
well as adults," he notes. He much prefers toys such as crayons, 
paints, clay, blocks and chalk, all of which are "creative play
things because they allow for the child's personal expression." On 
the other hand windup or battery-operated toys are amusing but 
not developmental. For these reasons, Elkind recommends assert
ing the value of the arts in the schools, not for developing artistic 
skills so much as for developmental skills and a better balance 
between work and play (1981, p. 197). 

Help unlive the past 

Elkind refers to ancient philosophers such as Epictetus 
and warriors such as Marcus Aurelius for a message that much of 
human stress and misery comes from dwelling in the past, on what 
mighthave been. We only have control over the present, and this 
is where we need to direct our energies and that of our children 
(1981, pp. 198-200). 

. Generic Succ'es's Principles .' .' 
o 

Based on their review of most accepted theories of how chronic delinquency 
begins, the Rand report presented the following essential intervention features 
for adolescents (p. ix). 
1. Provide opportunities to overcome adversity and experience success, en

couraging positive self-image. 
2. Facilitate bonds of affection and mutual respect and promote involvement in 

conventional family and community activities. 
3. Provide frequent, timely, and accurate feedback for both positive and 

negative behavior. 
4. Reduce or eliminate negative role models and peer support for negative 

attitudes or behavior. 
5. Require juveniles to recognize and understand thought processes that 

rationalize negative behavior. 
6. Create opportunities for juveniles to discuss family matters (and problems) 

in a relaxed, nonjudgmental atmosphere. 
7. Vary the sequence and amount of exposure to program components to adapt 

to the needs and capabilities of each partiCipating youth. 
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Relatively few 
discipline problems 

do not have as an ingre
dient some form of 

perceived coercion. 

The role of coercion • 
On balance, relatively few discipline problems do not 

have as an ingredient some form of perceived coercion. It is a 
natural tendency to rebel against it, especially in adolescence. In 
a child, the rebellion can transfer to other authority figures. When 
that happens, unfortunately~ the most common response is to 
impose more authority. That makes about as much sense as 
expelling a student who does not want to attend school. 

The wise parent or teacher uses their position to support 
jointly developed rules; the unwise impose their authority and 
their rules. The former corrects bad behavior; the latter com
pounds it. 

Stress and learning 

As noted earlier, stress and tension correlate with miscon
duct. It also correlates with learning. In reviewing the results of 
brain research, Dr. Barbara Clark concludes that, "the human 
brain functions more effectively and at a higher level when stress 

is reduced." She says, "I sought to dis

"Under stress [the higher order brain 
centers] b~lgin shutting down .... 
While rote I~'?arning can be contin
ued, higher and more complex 
learning is inhibited. n 

cover what created tension and anxiety 
in the classroom and what I could 
change to help my students. I found 
that the environment played a far more 
significant role in supporting the 
learning process than I had previously 
imagined" (Clark, p. 22). 

Prevention experts 
consider schools as the one 

great hope for success. 

Leslie Hart brain researcher 

Why are the preventionists reviewing 

the effective schools research? 
Given the evidence of early precursors and their relation

ship with school success, the case for early school prevention 
becomes almost compulsive. The relationship between school 
success and behavioral success is now so clearly established that 
preventionists are giving a great deal of attention to how to create 
more effective schools. Prevention \!Xperts consider schools as the 
one great hope for success. For this reason, a later chapter will 
review the research connection between prevention literature and 
effective schools. 

New helps for prevention are emerging. The next chapter 
explores the clues from efforts to develop character and social 
responsibility in children. . 



9 
MORAL DEVELOPMENT 

AS A PREVENTION 

Moral Education 

The latest AERA 
The term "moral" is used in this chapter rather than "values" (American Education Research 
or "ethics" because it is more encompassing-dealing with Association) Handbook of Re
"right conduct" rather than mere "belief and attachment" or search on Teaching (1986) has a 
"custom." Also, moral development is the principal ingredi- summary of moral education re
ent in variously mentioned outcomes for schooling-citizen- search written by Fritz Oser of 
ship, character, discipline, and social responsibility • ........... _____ ...... _______________ ..... the University of Fribourg, 

"The inescapable reality is 
that the school setting is 

always a moral enterprise ...• 
This burden stands against 
the claim that all education 

should be value free. " 

Switzerland. He starts out, "The need for moral learning is well 
accepted, but many educators don't want to be concerned about it. 
In titeirview this is a subject matter too delicate to deal with." And 
yet it can't be left alone or undone. "Morality is a custodian. 
Wherever one goes, in or out, whatever decision is made, there is 
a moral dimension to it. The moral gate is almost always open" (p. 
917). 

One of Oser's concluding observations serves as a good 
beginning point. He says, "The inescapable reality is that the 
school setting is always a moral enterprise; the inescapable fact is 
that social and political life is filled with moral content, and that 
history encompasses millions of moral decisions with which we 
as educators have to deal, not only as scientists but also as people. 
This burden stands against the claim that all education should be 
value free" (pp. 935-936). 

The school dilemma 
Professional educators agree "that everybody should be 

morally informed," says Oser (p. 918):That schools already are 
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saturated with morals and values education leaves them with a 
major dilemma and problem. They can no longer evade responsi
bility for morals and values education, yet there are no generally 
accepted solutions to its accomplishment. As Oser notes, "While 
theories of general knowledge, theories of structural organization, 
and theories of teachers' decision making and instruction are 
relatively well developed, there is no integrative and highly 
differentiated model of values anti moral learning, despite a great 
interest .... The result often is skepticism about moral education" 
(p.917). 

"Given the practical risks of each kind of program im
plementation, we can easily understand," says Oser, "the tempo
rary success of approaches which, though theoretically meager, 
offer recipe-like teaching strategies to be brought into action im
mediately (like values clarification)" (p. 918). 

Oser covers four comprehensive overviews of moral education, and detailing the four 
resulting structures for the task. 

1. Action theory [caring, judging, acting] (MQQ: 
eJs of Moral Education; An AWraisal. Hersh, 
R. H., Miller, J.P., and Fielding, G. D. N.Y.: 
Longman, 1980, in Oser, 1986) Under this 
framework, six models are presented: 
a. The rationale-building model (1. Shaver) 
b. The consideration model (p. McPhail) 
c. The values clarification model (R.atbs, 
Simon, Kirshenbaum, etc.) 
d. The value analysis model (Coombs) 
e. The cognitive moral development model 
(Kohlberg) 
f. The social action model (Newmann) 

2. Child realing (Lickona, T., Raisin~ Good 
Children: HelI'in~ Your Child Throulih the 
Stages of Moral DeveJopmeru. N.Y.: Bantam, 
1983, in Oser, 1986) This model presents a 
series of educational strategies based on steps 
of naturally gradual development: 
a. Foster mutual respect 
b. Set a good example 
c. Teach by telling 

d. Help children to think for themselves 
e. Help children take on real responsibilities 
f. Balance independence and control 
g. Love children 

3. Moral learning (Hall, R. T., Moral Education: 
A Handbook for Teachers. Minneapolis: 
Winston Press, 1979, in Oser, 1986) Five 
strategies are presented: 
a. Values consideration 
b. Dialogue and interaction 
c. Argumentation 
d. Concept builc;ling 
e. Role playing 

4. Teaching handbook (German Language 
Teacbjn~ Handbook by K. Schneid, (Ed.) 
Munchen: Oldenburg Verlag, 1979, in Oser, 
1986) A series of models are presented such as: 
a. Values transformation 
b Moralization 
c. Help for personal decisions 
d. StimulatioD. of concrete acts 
e. Stimulation of self-education 
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Morality requires "the implem
entation of decisions .. .in such 

a way that personal freedom 
is experienced and children 

attribute the origin of action to 
themselves. n 

"Society must protect moral 
and social values and not 

leave them to free 
rationalization. n 

.Clues to Unanswered Questions, . ' 

Oser asks a s.eries of pertinent questions: 
• "What do all these models and methods have in common?" 
• "Is there any comprehensive notion of moral and values edu

cation?" 
• "Is it possible to build a general framework for moral and 

values education?" 
• "Is there a distinction between moral and value education?" 

In paraphrasing the philosopher Kant, Oser says, "People 
are aware that we can trust others only if others trust us .... The 
notion of personal controlis a key characteristic oflegitimacy and 
morality whereby control consists of the reconstruction of moral 
situations f of the application of rules and principles, and of the 
implementation of decisions to be learned in such a. way that 
personal freedom is experienced and children attribute the origin 
of action to themselves. All this has to be learned by children 
actually doing it and having the possibility of failing and learning 
through failure" (p. 918). 

Oser also refers to Durkheim and says, "Society must 
protect moral and social values and not leave th.em to free ration
alization. Values like the protection of life, the procedural forms 
of a democracy, and the dignity of a person cannelt be reconsidered 
in such a way that everybody is free to choose or not to choose 
them. The core assumption is that nobody. as long as he is willing 
to be a member of society, can reject fundam(!ntal societal and 
moral claims that are [part] of the fundamental belief of such a 
society" (p. 919). 

, _ JThe Focus. " 

From his review of the research, Oser believes that all four 
of the principles enumerated by Keller and Reuss should be 
applied in moral reflection(t md decision-making processes. He 
places them at the heart of moral development (Keller and Reuss, 
pp. 109-123, in Oser, p. 920). 
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. . . 

FoOr Basic Moral Criteria, 

1.Th~ prindi'Pla of lustifi6atroh'which implies that It is 
, necessary to jl.tstity:anyc~ttr.se ot-action Whichconcems 
us. ..' .. , .. " .. ' ' .. , ··.'.·')k\ " .... , " ' , .. ,' ,', .. ' , ••. ' ....... : •.• ' •...••.. ',.' 

·2~ The: principjeoffairness'whk:h guarantees a just bal" .. , 
anee in the distribution of'efforts and sacrifices. . 

.3~Tha pnncipfeofconsequetlceswhich i rnpIies that avery .. 
, " bodyshouldanticipatetheconsaquences of actions and 

~ . ", " . " '. 10 .• ' • .. . . . :'. 

ofomlsslons~ .'. . .. > '. ' .• '.' •. '. ",.,<', .. 
4. "Thepnncipfeof unlyersaHzationwhichimpnesconsjs~ 

. tancy.· in jUdgment and the will to take . the. role of the . 
concerr1edpers6ns~ , 

IIMaral education involves 
teaching the use of rules and 
principles ..• that enable us to 

defer personal success in 
favor of another person, 

a community, or a society. n 

One conclusion Oser draws from the application of the 
above four principles is that, "moral education involves teaching 
the use of rules and principles ... that enable us to defer personal 
success in favor of another person, a community, or a society" 
(p.920). 

Together these four principles, says Oser, "lead to an 
autonomy which means both free expression of needs and inter
ests and respect for other persons." That combination suggests 
two key elements: moral conformity and moral autonomy. Both 
requirements are fundamental mandates for inclusion into any 
moral, values, or character education programs, or for judging the 
merits of any proposed program. The prevention literature con
curs that common expectations and autonomy in reaching or 
adhering to them are both critical ingredients in preventing 
antisocial behavior. 

Moral conformity versus moral autonomy 

The immoral person often uses autonomy to defy confor
mity. Morality provides the link. Oser explains the need for both 
moral conformity and moral autonomy. He says, "The pressure 
towards moral conformity and the cultivation of moral autonomy 
contribute to the coordination and balancing of both." He further 
says, "1 believe that societal morality (consensus) and personal. 
morality (sense) must conflict with each other in order to make a 
person autonomous and, at the same time, to change society" (p. 
936). 
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If experts read the re~arch 
correctly, moral education 

must go beyond independent 
activity. 

Moral education deals with 
the "universality-oriented con

ception of justice. 

"Moral education is a vast 
landscape of which a great 

part is a minefield ... " 

One of Oser's ingredients, moral conformity, implies 
identification with others. The oth.er, moral autonomy, implies 
identification with self. Gilmore also extracts the latter two ingre
dients from the research literature he surveyed. If Oser and 
Gilmore read the research correctly, moral education must go be
yond independent activity. 

Moral education is more bsslc than values education 

Oser advocates distinguishing ~tween moral education 
and values education. He defInes values education in the realm of 
social, political, religious, and aesthetic preferences. "Social con
ventions are specific values," he says. Moral education deals with 
the "universality-oriented conception of justice" which Rest 
defmes as "behavior that helps another human being, behavior in 
conformity with social norms, the internalization of social norms, 
the arousal of empathy or guilt or both, reasoning about justice, 
and putting another's interest ahead of one's own" (Rest, p. 556, 
in Oser, p. 926). 

. . Needed~:.A New Base . 
for Moral Educa·tion . Q 

Oser, like so many others interested in values and moral 
education, has little to suggest for pedagogy beyond techniques of 
moral discourse. The often repeated failure of content curriculum 
was readily dismissed in his summary with statements such as, "It 
was noted even in early research on cheating and lying {Hart
shorne and May, 1928-30) that content curriculum by itself does 
not alter behavior" (Oser, p. 929). 

Oser discusses all the ramifications of discourse and offers 
various suggestions. But little empirical datajustifies an approach 
based upon moral discourse alone. Oser readily points out that 
"the relationship between moral discourse and elements of moral 
education has not been studied empirically" (p. 935). He says, 
"Much research has been done, but unfortunately, not enough 
upon which to base a comprehensive frame of moral education" 
(Oser, 1986, p. 936). He also agrees with Purpel and Ryan that 
"moral education is a vast landscape of which a great part is a 
minefield"' (purpel and Ryan, pp. 659-662, in Oser, p. 936). 
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. Oser '~howed that the 
continued development of 

moral judgment through 
moral training discussions 

is dependent on the nature 
of the group process. n 

If self~enerated good 
behavior and personal 

control, as Oser says, are 
indicators of moral develop
ment, then the research on 
behavior has a bearing on 

moral development. 
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Fortunately, says Oser, "there is a clear movement to
wards more 'wholistic' types of interventions, aimed not only at 
moral judgment." For example, several studies quoted by Oser 
"showed that the continued development of moral judgment 
through moral training discussions is dependent on the nature of 
the group process" (Oser, 1986, p. 925). 

More might be known 
than Oser acknowledges 

Oser implies that none of the commonly suggested moral 
development programs can be labelled as research justified. 
Neverthelefls, he uses some of the available clues to suggest 
further work with moral discourse. Using that same argument, 
many other clues can be applied in formulating a broader ap
proach to moral development. 

It should be noted that much of the above material covered 
by Oser relates to hypothesis testing of moral theorists. Other 
research from the behavioral sciences has a direct bearing on 
moral development. For example, if self-generated good behav
ior and personal control, as Oser says, are indicators of moral de
velopment, then much of. the research on child behavior has a 
bearing on moral development. Jensen and Hughston seem to 
agree. These two authors borrowed from research findings in a 
number of fields to produce what amounts to a handbook on moral 
development titled, ResPQnsibility and Morality. Their subtitle is 
"Helping Children Become Responsible and Morally Mature." 

The fact that Jensen and Hughston borrow from applied 
research as well as theoretical research does not make their con
clusions any less valid for educators. The same applies for 
clinicians from their case study data. 

. Moral' Degelopment ~ 
, From Applied Flesearch-

Developmental climate for moral maturity 
In their book, Jensen and Hughston (1979) portray the de

velopmental climate that produces moral maturity. They define 
moral mazurity "as the ability to make decisions based on an 
internalized feeling of what is right and wrong." A morally mature 
person "makes decisions based not only on conformity or 'the 
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"A person who is morally mature 
makes decisions based not 
only on conformity ••. but on 

feelings of respect and care 
for other individuals. n 

'7hrough force or punishment 
children can be made to do 

almost anything, but can force 
guarantee internalization 

and later desired behavior?" 

"Severe threats created more 
intense misbehavior 

than mild threats. n 

~------ --------

right thing to do,' but on feelings of respect and care for 
other individuals" (p. 21). This definition implies thatre
lationships between individuals are important to moral de
velopment. The relationship aspect makes their defmition 
more pertinent to behaviors in school and other social 
settings. 

Even though the book was published in 1979 and 
targeted for children just beginning their school years, the 
ideas enumerated conform closely to the research findings 
summarized in more recent reports having applicability to 
older children. The last half of the book is a practitioner's 
guide for applying the principles presented in the first 
half. While not intended to be a summary application ofre
search fmdings, it serves that purpose well. For this 
reason, an abstract of the contents is included in this 
report. 

Obedience through force 
is not sustainable 

Jensen and Hughston start out right at the heart of 
the matter. "If an adult insists on obtaining obedience," 
they say, "he will have to rely on disciplinary measures 
that require punishment measures ..•. The effectiveness of 
this kind of power in producing a more moral child has 
become suspect .•. Through force or punishment children 
can be made to do almost anything, but can force guaran
tee intemalization and later desired behavior? Research 
indicates it cannot" (p. 5), 

low power versus high 
power techniques 

Using a more powerful incentive to deter or stop 
an action actually increases the desire to continue that 
action. The authors reviewed several experiments in 
which "severe threats created more intense misbehavior 
than mild threats .... Boys receiving severe punishment 
concluded 'that they were bad boys because a strong threat 
was necessary to keep them from deviating. '" The authors 
say that low-power techniques better facilitate the devel
opment of personal growth (pp. 5-6). 
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Low power results 
are slower-but better 

Jensen and Hughston issue the fo11owing caution. "It is 
probably true that when you use low-power techniques, children 
wi11 not always come as promptly when you call them; they will 
not persist as long on a tiring, boring task; and they wi11 make more 
mistakes in carrying out assignments. You will feel more frustra
tion that you do not have as much control when you issue an order, 
and you may not receive as much respect However, the responses 
you do receive from children when you use low-power techniques 
are likely more genuine and enduring, anditis given from love and 
real concern for your wishes. The motivation is different" (p. 8). 

The Test-A good test is how children behave 
when thaparent orteacher is not present. "The real 
test is what children will be like when adults are no 
longer with them." 

Jensen and Hughston 
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, , ,'- ",' Key Ingredients' ~. 
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'Whert· an· adult usesl()Wfpbw~r.te9hniquesj ·the. chi rd'. is an 

. ·aqti\fep?rtlcipant,. ... $h,e ishqtci pas!)lv~p~r$oh aCted opon by 

.. P9Wertutadutts~:$heWiJLh6t .. ~ava..to •• penor01i fqr re'llard.~or 
•• J~e:.ei'ie. pu nif:lhl)1ents~ . hlstead$hE)wjjlre~Uie\vhatis~xpect~d 
•... ofheta.ndwiU respol1dto artadurtwhortot onlyirusts'in hetbut 
••... who isafs6. re~dytol1elprThea~qrtbElcortles a growth facilita
·tor/a<parthGtingrdwingi ratherthana domineering· authority 
·whOaSSl1rn8S the rEJsponsiblllty forlhe child's' growth.'" . . .. .... .. . .. .... .. ... .... 1ensen artdH6ghstOll (i1p.7-8) 

/lOne of the most critical steps 
in human development is 
the development of trust. n 

'~ democratic atmosphere 
is conducive to learning 

because a child must 
learn to rely on his own 

thinking and reasoning. " 

Jensen and Hughston describe the following necessary ingre
dients for moral development. 

TRUST "One of the most critical steps in human develop- . 
ment is the development of trust-the flrst and most important 
step in acquiring maturity in moral thinking. Children who never 
develop trust have difficulty with all other developmental tasks in 
later stages" (p. 12). 

''Hostility and ridicule in the classroom or in the home can 
destroy the level of trust a child had achieved at an earlier stage of 
development. Most psychologists conclude that affectionate and 
accepting relationships are necessary to foster a sense of security 
and healthy independence-prerequisites for optimum learning" 
(p.12). 

DEMOCRATIC ATMOSPHERE "A democratic atmosphere 
is conducive to learning because a child must leam to rely on his 
own thinking and reasoning without depending on an adult 
authority to 'tell' him what is right and wrong .... Ironically, few 
adults would ever admit to be 'all-knowing,' but many seem to 
gjve the impression they are" (p. 12). 

"If parents and teachers would consider what it would be 
like if our government were based solely on the principle of 
power, they would more clearly understand how children feel 
when they are subjected to power-onented contro!." 

"Many adults feel unsure of the meaning of democracy. To 
some adults freedom means license, and equality means the loss 
of the 'superior' status that allows them to dominate children and 
tell them what they can and cannot do" (p. 30). 
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"Many adults feel c()mfortable 
in the dominant, superior

inferior role, but this role is 
detrimental to the develop

ment of moral maturity. " 

"As a child progresses 
through stages of develop
ment, he needs to be given 
not only guidance but also 

freedom, along with respon
sibility, to accomplish the 

, developmental tasks 
within each stage." 

"Social interaction is a state 
in which all the participants 
are considered equal, and 
a child learns that his own 

ideas are as valuable 
and important as others." 
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FIRMNESS WITHOUT DOMINANCE "Adults who use 
democratic methods of working with children realize 'that children 
need limits and that without limits. they do not really understand 
freedom and democracy. Using fnmness in letting a child know 
how far he or she can go is very different from dominance. 
Dominance implies that the dominant person is superior and is 
always right. Many adults feel comfortable in the dominant, 
superior-inferior role, but this role is detrimental to the develop
ment of moral maturity" (p. 31). For the interested reader, Jensen 
and Hughston include a complete 6-step democratic problem 
solving process for resolving differences (see p. 31). 

DECISION MAKING AND AUTONOMY "It is true that 
children have not had the experience and do not possess the 
abilities for making as mature decisions as many adults, but they 
will never learn unless they are given the opportunity" (p. 13). 

"As a child progresses through stages of development, he 
needs to be given not only guidance but also freedom, along with 
responsibility, to accomplish the developmental tasks within each 
stage. Giving him complete freedom, of course, would not only be 
irresponsible, it would be dangerous; the child needs to be 
protected from the natural hazards of life" (p. 13). 

SELF-CENTEREDNESS VERSUS SELFISHNESS "A child 
must be respected and must learn respect for others' needs. Moral 
maturity becomes simply that--consideration of another's wel
fare as well as one's own." Self-centered does not mean selfish; 
it means not experienced enough to understand or appreciate 
someone else's point of view. "He does not understand that his 
thoughts and actions make up only a part of the situation in which 
he participates." At this stage a child cannot achieve "maturity in 
moral thought because he is unable to understand someone else's 
point of view" (p. 14). 

MUTUAL RESPECT "Piaget, Kohlberg, and other re
searchers," say Jensen and Hughston, "believe that social (peer) 
interaction or mutual peer respect is a more superior form of 
learning than simply learning to be obedient to adult authority 
(Boyce and Jensen, 1978). In social interaction children must 
solve problems among themselves; these experiences result in im
proved reasoning. Social interaction is a state in which all the 
participants are considered equal, and a child learns that his own 
ideas are as valuable and important as others .... This learning can 
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Internalization is evidenced 
by the exercise of se/f

control when one is not being 
observed. 

"Those people with whom 
children spend the greatest 

amount of time will have the 
deciding effect on their devel

opment." 

I~ positive, supportive.~ and 
trusting relatior~sh!i)' t'trtth 

an adult I~ raf!jlft)d~lcJ: fI 

be accomplished in the classroom and in the family if adults will 
relate to children on a more equal basis" (p. 15). 

INTERNALIZATION Internalization is evidenced by 
the exercise of self-control when one is not being observed. 
Jensen and Hughston note three levels of internalized 
self-control: conditioned fear, respect for others, and where 
standards are worthwhile in and of themselves (p. 16). 

. ~~~M:~r~J Development . . 

PROCESS AND CLIMATE Jensen and Hughs,ton indi
cate that both the tight process and the right social climate are 
necessary for moral development to take place. "For the growing 
mind the exact solution is not important. Instead it is the process 
or experience of thinking that produces moral maturity" (p. 22). 

On the importance of the right social climate, the authors 
refer to one of the most quoted of child development psycholo
gists and note, "Piaget emphasizes the importance of social expe
rience in the development of moral maturity," both with adults and 
peers. They stress, ''Those people with whom children spend the 
greatest amount of time will have the deciding affect on their 
development" (p. 22). 

What kind of adult rei ationships 
best facilitates moral maturity? 

Jensen and Hughston stress a climate factor for moral 
development. Most of their climate factors actually deftne the 
type and quality of relationship between the child and the signffi
cant adults in their life. The interpersonal qualities felt to be im
portant follow. 

AFFECTION AND ACCEPTANCE Affection and ac~ep
tance foster a sense of security and healthy independence "which 
are prerequisites for effective learning" (p. 24). 

LOVE "A positive supportive, and trusting relationship 
with an adult is needed" (p. 24). 

RESPECT "Respect is the foundation of moral 
maturity ... to know they are respected ~ persons .... Fear is not 
respect" (p. 25). 
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"Respect is the foundation of 
moral maturity. " 

UNDERSTANDING AND COMMUNICATING ACCEP· 
TANCE "Rather t},llll1, 'Let me show you how to do it' which is a 
subtle form of rejection, let the child complete the task. .•• Nonin
tervention is a sign of acceptance, a sign of confidence ..•. Passive 
listening and active listening are alternative ways .... Active lis
tening helps the child to think about the problem, solve it, and 
handle it himself ..•. If the parent changes the message so that it 
solves the problem for the child, it is not active listening" 
(pp. 24--25). 

ENCOURAGEMENT Jensen and Hughston spend more time on "encouragement" than any 
other principle. They agree with Dreikurs and quote him: "Encouragement is more 
important than any other aspect of child-raising. It is so important that the lack of it can 
be considered the basic cause of misbehaviOr" (Dreikurs, 1964). It is interesting howtheit 
following points couch the concept of moral autonomy within moral conformity-a key 
ingredient identified by both Oser and Gilmore (Jensen and Hughston, pp. 27-29): 

• "In order to make mature moral deci
sions, an individual must maintain 
some level of independence as well as 
self-esteem, or a positive 
self-<:oncept. " 

• "A child who has been overprotected, 
overindulged, humiliated, told he is a 
failure, he has to be perfect, he is not 
needed, ... too dumb, too clumsy, too 
stupid, too much trouble, too lazy, too 
fat or thin or whatever-such a child will 
not be able to make mature moral deci
sions. He has not been shown respect 
and cannot therefore make dc-cisions 
based on respect for someone else." 

• "The child who does not receive en
couragement from the significant 
adults in his life will not feel good about 
himself and will not have the courage to 
handle new challenges .... The child will 
find it extremely difficult to give to an
other person because he has not been 
given to in the way he needs." 

• Encouragement includes the avoid
ance of discouragement, including 

hUmiliation or overprotection. 
• Support the child in courageous efforts 

and help them find satisfaction in their 
efforts. 

• Observe carefully. Drawing from 
Dreikurs, they note, "The child's behav
Ior gives the clue to his self-esteem. 
The child who doubts his own ability 
and his own value will demonstrate it 
through his deficiencies. He no longer 
seeks to belong through usefulness, 
participation, and contributions. In his 
discouragement he turns to useless 
and provocative behavior .... A misbe
having child is a discouraged child." 

• "Encourage the child (but do not force 
him) to consider the other person's 
point of view, [to] understand he can't 
always have everything his way, that 
others have feelings too, that alterna
tives and solutions to problems can 
make more than one person happy, and 
that there are limits all of us must abide 
by." 
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The Freedom to Succeed 
" '. . . ,or. ,,'~) . . 

The freedol11 to succeed: requi'res the freedom to fail. It is better 
. thatapersol1leamfrom littlemistakeswhile young than from big 
mistakeswhengrown~ Jensen and Hughston suggest the 
following (pp. 28-33): " .. . . 
• Atrow¢hildren to make mistakes; ICMost mfstakesoccurring 

inyouth are notserious:andcan be reversed without serious 
consequences .... Childhood is the. best time to make mis-
takes." .... '.' '. 

~ Help children thin~ and act independently. (MallY adults 
. encourage dependency.) 

-Encourage to not be afreHd to try new things .. (It arso makes 
them morecreatfve.) 

• Understand social interaction. "That others have feelings 
. tOOt that altamatfvesand solutions to problems can make 
more than: one' person haPPYt and thatthere are limits all of 
us must abide by, are skills. a young child must acquire for 
more mature moral decisibnmaklng."· 

• Be firm without dominating •. 
• Limit demands. "Teachers and parents wourdbe wise to 

extend only those demands that children are able to meet.. 
In mostceses developrnent of the demand should come out 

. of the communication he tween the child andtheadult,.rather 
than as an arbitrary decision by the adult.1t 

• Give rogicallimits. "Umits are accepted more wiJlingtywhen 
they pornt out the function of an object; 'The chair is for 
sitting. not for standing~ fs better than tDon't stand on the 
chaIr'''' (Ginott; 1965, pp .. 119 .. 120, in Jensen and Hughston. 
p.32)« 

• Allow time for response. "Most parents do not learn to wait 
Achild must agree or comply immediatefy. What is the harm 
If a child say$,~1 won't." andafteran hour ortwo of reflection 
says, 'Okay, r will, you're right'" (p~ 33). 

These two authors note a snowball effect: "In general 
terms, the child who is inadequate meets his environment with 
decreased ability, increasing his chances of failure. The failure 
then reinforces or further strengthens his perception of himself as 
inadequate. Thus, a vicious cycle is set up, producing a lower 
self~ncept. ..• The opposite is true for a healthy person. His 
success promotes subsequent feelings of adequacy" (p. 33). 
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Adult Behaviors~Which Hinder < 

, ,~n~ Help .M~rafMaturity '\ 

Jensen and Hughston provide lists which hinder and help moral develop
ment. Their lists includes the following adult behaviors (p. 3S). 

Hinder Moral Development 

cold 
punishing 
rejecting 
hostile 
rigid 
belittling 
critical 
unaccepting 
neglecting 
authoritarian 
nagging 
overprotective 
overindulgent 
rewarding of fearful behavior 
suspicious 
reward immature behavior 
discouraging independence 
encourage extreme conformity 
controlling 
lacking positive self-concept 

Halp Moral Development 

showing affectio" 
showing acceptance 
encouraging autonomy 
encouraging courage 
encouraging achievement 
encouraging social interaction 
reinforcing good habits 
stimulating ideas 

. listening reflectively 
understanding 
fair 
relaxed 
democratic 
supporting 
have positive self-concept 
respecting self & others 
giving of self freely 
stimulate critical thinking 
noncritical 
minimizing mistakes 
spend time 'training & teaching 
active (more than talk) 
firm (without dominating) 
consistent (know what expected) 
modeling expected behavior 
distinguish child from the 

punishment 
happy 
considerate 
patient 
trusting 
loving 
model moral maturity 



148 SUCCESS INSURANCE FOR YOUTH 

Jensen and Hughston's 
proposals do not address 

the subject of direct teaching 
of values, or the elements 
which inhibit the develop

ment of morality. 

Home and school climates 
bave been shown to be 

crucial to successful 
development of the child. 

Gilmore's summary of 
research concludes that a 
strong set of moral values 
was identified as a critical 

ingredient in studies of 
the most valuable 

contributors to society. 

Jensen and Hughston do not address the subject of direct 
teaching of values through subject matter. The absence is both 
noteworthy and consistent with Oser. John Gilmore's summary of 
research from multiple fields is also pertinent to this question. He 
implies that morality is not an independent factor that can be 
acquired separate from other operational traits. Gilmore's find
ings are covered in the chapter on child development. It is 
interesting that all items on Jensen and Hughston's list for aiding 
moral development describe either an interaction with or a way of 
treating another person. 

Jensen and Hughston do not directly address the elements 
which inhibit the development of morality. The implication left to 
thereaderis that moral development is more a function of the right 
ingredients than the elimination of any wrong ingredients. That is 
consistent with Gilmore's findings. This should not imply that the 
elimination of negative influences cannot help. Children do not 
develop nor do homes operate in isolation from society. Unfortu
nately, li'ttle research seems to have been done on the interactive 
effects of home and society on moral development. The problem 
of adequate controls makes such research nearly impossible. 
~. ' . ~ 

. Moral Cli~at~~ · 

Home and school climates have been shown to be crucial 
to successful development of the child. How important is the 
home, the social climate, and the two combined for moral devel
opment? While the research is skimpy, these questions are 
pertinent to the topic of prevention. 

The moral dimension of the home 
The moral dimension of the home is discussed in an article 

by Terrance Olson and two other Utah scholars, Christopher 
Wallace and Brent Miller. The article deals with sex education and 
pregnancy prevention. However, the arguments the authors draw 
upon are applicable for all prevention programs. The reader 
should have little trouble relating the moral dimension to other 
misbehaviors. 

This issue is important in light of Gilmore's summary 
which concludes that a strong set of moral values (which guide 
decision making and goals) has been identified as a critical ingre
dient in those persons who are the most valuable contributors to 
society. . 
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Olson,. Wallacs, and Miller note the existence of a morar dimension In all children 
which helps govern their behavior, hence the necessity of having a moral 
. dimension in all schoolrng which deals with behavior. They argue that the farnily 
be the focus of moral development fDrthe- following reasons; 

~, ' 

-"The formal VIew oUhe family Is as a.legal and social entity, Where the welfare 
of chUdren is of prima concern. The family is vielNed as the most basic moral 
institution, wherein parents have legal responsibilities toward theirchHdren, as 
welf as toward each other. The family not onry nurtures the young but also 
instills habits which ara required In being responsibly self-governing. Thus it 
is necessary to examine the family contextwhen teaching teenagers aboutthe 
physical act of sex beeause it is through the physical act of sex that a man and 
a woman become parents, It is by becoming parents that a family is created 
and itiswithin a famUy contextthatchildren legally have the rightto be prepared 
by parents forthe responsibilities of adulf life. Violation of these rights have 
legal,. social, and moral consequences. Locke (1705) understood that no 
. (civrc) virtue could exist unless it had been Individually learnsd and voluntarily 
assumed" (Olson, et al., p.78). 

- "Marriage (and kinship)invo(ves enduring commitments. No society allows 
random procreative intercourse, but requires a responsibility and commitment 
between spouses for their offspring~ It is through commitments made in 
marriage and family that parents and children leam about and experience the 
need for responsibility" (Ibid., p.78). 

- "Itis also withfn the famflythat chUdren are taught to be willing to be obedient 
to the unenforceable" (Hafem, 81 in Olson, p. 78)~ 

• "In the family network, children move; through the most essential of socializa
tion processes and Jearn to deal with parental figures fn waysfhat enable them 
to 'succeed their parentsratherthan eliminate them.-Thus thechifd comes to 
knowthe meaning of authority. As a result the chUd is able to internalize moral 
standards in the form of a conscience, without such an experience the child 
never grows up'" (Lasch, 19n, p. 142-t in orson~ at al., p. 81). 

• Regarding the rights of children (an argument soma have used to justify an 
liamoral,"ilnonfamilyoriented" sex education curriculum)t these authors quote 
Hafen, as natingthat'"children have been excluded purposely from full partici
pation in democrati~life because the phifosophical fathers of individualism, as 
well as our law, havEfassumed that capaclfyis a prerequisite to the meaningful 

'eXercise offreedom"(Hafen, 1977, p. 1384)~ "This exclUsion," say the authors, 
Ii i"s a way of preparing teenagers forthe day when their moral development clOd 
reasoning capacity is sufficient to grant them full democratic rights. As Hafen 
(1983) notes, 'to abandon children [prematurely) to their rights, not only 
Ignores the real needs of the children" but a/so creates within: adults a 
false expectatlorf (emph~sis added). They add, "Egocentric thinking is often 
a hallmark of adolescent behavior" (Orson .. et al.,pp. 83-84). . 
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When law gets out of 
harmony with personal 

morality, people are forced 
to either lose respect for 

the law or lose their 
moral sense. 

Olson, Wallace~ and Miller also make note of a very 
common clue for determining youth who might be sexually at
risk. This clue is no different from that found by almost all 
researchers of misbehavior. They quote Miller et al. (81) in a Utah 
State Board of Education publication, who found "the family 
relations of sexually active adolescent females were notably less 
positive than was the case among their abstinent peers" (Olson et 
al., p. 33). 

Morality and law 
Court rulings on both the separation of church and state 

and on personal rights have clouded many laws of moral 
turpetude-designed to uphold the moral sense of the community. 
Others mistakenly claim that morality cannot be legislated. 

However, "all law floats in a sea of ethics," said Chief 
Justice Earl Warren. Most laws carry a "goodness or badness" 
flavor. "Law" to a child is a composite of rules, most of which are 
much closer to home than unread statutes. Gilmore notes, "All 
laws, codes, and mores in our society are predicated on the extent 
to which an individual's actions may injure or benefit another 
person" (p. 100). Children judge the fairness of the various rules 
they fmd themselves subject to. This leads to a moral labeling of 
those rules: fair or unfair, good or bad, needed or unneeded, 
selfish or unselfish, depending on the motivation behind the rule 
or the nature of its enforcement. 

Moral anarchy 

Society is sending mixed value signals; the confusion 
is creating moral anarchy within the hearts of the 
young. 

Along societal lines, Frederick Bastiat, the 19th century 
French statesman, philosopher, and economist, wrote in his book, 
The Law, that when law gets out of harmony with personal 
morality, people are forced to either lose respect for the law or lose 
their moral sense (p. 12). The one leads to political anarchy and the 
other to moral anarchy. . 
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In order to avoid moral 
anarchy, it is desirable to 

have youth involved in 
the rule-making process. 

Clear and consistent values 
seem critical to successful 

child development. 

Character skills go beyond 
the endorsement of values 

or the adoption of beliet 
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The latter concept explains why, in order to avoid moral 
anarchy, it is desirable to have youth involved in th(} rule-miling 
process, and especially so if moral development is 8.11 aim. 
Bastiat's observation also explains why inconsiSi:~nt social poli
cies or messages can create moral cOllfusion in youth. 

Consider the moral inconsistency between major media 
themes and home, school, or community expectations: The ag
gressive, macho male roles of the media contrasted to the be
haved, cooperative student expected by the teacher; the weak, 
inept, or dominated father portrayed on T.V. contrasted to a 
successful fatherproviderin most intact families; or the otherwise 
"ideal" moral role model who engages in frequent and casual, 
out-of-wedlock sex. Clear and consistent values seem critical to 
successful child development. However, more is required. 

Moral development goes beyond values . .. 
It is important to note that morality goes beyond moral 

belief; it requires action and accountability. In the research stud
ied, Gilmore found a clear link between moral values and produc
tive traits. Gilmore's evidence suggests that teaching values of 
effective citizenship would require schools to move beyond 
simply dealing with values or belief. This may be why none of the 
current values education approaches couched in social studies 
classes are effective in either changing behavior or developing 
character. 

Character skills go beyond the endorsement of values or 
the adoption of belief. That is why character development is too 
important to be left to one school class. For the same reason, 
character education is a better term than values education to 
describe the process of acquiring moral virtues. 

.. . And content curriculum 
Just as virtue goes beyond the endorsement of values, the 

teaching of character traits goes beyond the use of value-laden 
curriculum content. Value-laden content can help, but is not 
enough. Nevertheless, value content derived from the defmition 
of American democracy or consistent with the foundation values 
of our republic should not find objection, including any difficulty 
with court challenges. Fears of litigation over church versus state 
curriculum issues have put many such curriculums on hold. 
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Most school systems and most parents want better charac
ter education but don't know where to find it. As implied above, 
the answer is not to be found in the curriculum alone. Only after 
shifting attention from the curriculum to the development of 
students, do the right answers come. 

Other moral connections 

In his book, The Productive 
A clear set of moral values is not found in Personality, John V. Gilmore ex-
a person who will not accept responsibility plored the traits needed for successful 
and accountability for their behavior. child development. He found a high 

John Gilmore degree of interrelationship between 
~ __ iiiiiiiiiiiiiiiiii;;;;;;;;;';iiiiiiiiiiiiiiiiii~iiiiiiiii ____ iiiiiiiiiiiiiiiiii __ iiiiiiiii;;;;;d' these traits. For example, he says a 

"There is substantial evidence 
that clear and unambiguous 
sex identity is fostered by a 

warm and empathic relation
ship with both parents. n 

clear set of moral values is not found in people who do not accept 
responsibility and accountability for their behavior. Similarly, in
dependence, including resistance to peer pressure, is not found in 
people who have no self identity, including sexual identity. (Since 
these interrelated factors also deal with child development, they 
are covered in the next chapter.) 

Sex role modeling as a moral force 
In an earlier chapter, inadequate sexual identity was found 

to be related to some misbehaviors. In the following paragraphs, 
the topic is discussed as it relates to moral development. 

"A fundamental aspect of identity is the child's 
self-identification of his own gender/' says Gilmore. ''The clear 
cut sex identity of the productive person," he notes, "is a marked 
contrast to the findings for less productive groups." He further 
says, ''There is substantial evidence that clear and unambiguous 
sex identity is fostered by a warm and empathic relationship with 
both parents, in which the father and the mother play separate but 
equally important roles. 'The father's influence seems to be more 
critical in this area than in any other aspect of development, for 
children of both sexes; in fact, there is some evidence that it may 
be mon~ significant in some respects than the role of the mother" 
(p.231). 

"In sons," Gilmore notes for example, "the mother's 
attitude toward a weak, irresponsible, or absent father has been 
shown to be a causative factor in confused sex identity, manifested 
either in exaggerated masculinity and sexual aggression or in 
homosexual behavior" (p. 231). 
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"This combination of a 
rejecting father and an 

inconsistent mother was 
undoubtedly a factor in 

aggressive behavior 
evidenced by this group_ n 

We are facing a stark 
reality that human behavior 
has no generally accepted 

theory to explain it. 
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In a major study comparing aggressive to nonaggressive 
boys, "the families of the aggressive boys revealed that the fathers 
had spent little time with their sons in early childhood and were 
more lacking in warmth, more hostile, and more rejecting and 
generally uncommunicative than the fathers in the control group. 
The mothers, although warmer than their husbands, at the same 
time tended to reject and punish dependent behavior in their sons. 
This combination," says Gilmore, "of a rejecting father and an 
inconsistent mother was undoubtedly a factor in aggressive be
havior evidenced by this group" (Bandura and Walters, 1959, in 
Gilmore, p. 86). 

More importantly, says Gilmore, "their sexual behavior 
appeared to be an outlet for their aggressive feelings. Two-thirds 
of the aggressive boys who were sixteen or older, but none of the 
nonaggressiveboys had had sex relations. Masterbation was as
sociated with "the withdrawal oflove as a disciplinary technique" 
and "also associated with rejection by peers" (pp. 86-87). 

Gilmore quotes Hoffman who suggests that in moral 
development, "the father may playa more important role in the 
child's development of resistance to temptation, while the 
mother's early discipline contributes more to feelings of guilt" 
(Gilmore, p. 85). Gilmore also quotes Mussen, Rutherford, Har
ris, and Keasey that "'both acceptance of one's own sex role and 
adoption of high levels of moral behavior' are associated with the 
child's social adjustment and his level of ego strength, which in 
turn depend on a wanD, positive relationship with his parents and 
rewarding interactions with his peers" ( p. 85). 

Giimore concludE~s that healthy sex identity is critical i~ 
to the productivl~ person. It becomes part of their i 
morality and is closely and "primarily related to the ~ 
amount of empathy within his environment. n ~ 

Gilmore (pp. 87-88) :4 
.. ''''X'··'''_~l;~J~''if.'W'~iW$.i'..:mw:%fP.JYuM 

orcilist's Dilemma 
Neither an individual home nor school, let alone this 

report, will affect the broader aspects of social policy or the social 
climate in which children will be reared. Also unfortunate is the 
lack of clear researrch direction for.moral education and lack of 
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Gilmore seems to be saying, 
"focus on the ingredients 

for productive development 
and moral development will 

emerge as cl by-product. n 

Not having all the answers to 
moral education should not be 

a detterent. Public education 
uses many practices without 

knowing why they work. 

agreement on how moral development t.akes place. 

Given these bleak acknowledgements, the casual observer 
might agree with what Jensen and Hughston hint and what 
Gilmore, in the next chapter seems to say: that 'is, if we focus on 
the ingredients for productive development and moral develop
ment will emerge as a by-product But that would not satisfy the 
hunger most parents and educators feel for moral development of 
children. It could also easily get lost in the above framework. 

Given the absence of any better approach to moral devel
opment, the U.S. Office of Education under Secretary William 1. 
Bennett, advocates the use of good literature including the clas
sics, history, and other literature which demonstrates the desired 
values of society. Historically, that has been one of the most 
popular approaches. (It was a key reason behind the use of the 
McGuffy Readers.) 

The Case for Moral Education 
is Actually Quite Strong 

Should the fact that there is no universal agreement on 
how moral development takes place deter efforts toward its attain
ment? Not necessarily. There is an interesting parallel between 
moral education and public eduction. It is fair to note that experts 
do not agree on how the learning-teaching process takes place. 
Yet, this "lack of proof' on how children learn does not prevent 
schools from doing its job, even at great public expense. Public 
education many practices-which seem to work-without know
ing why they work. The sarue approach to moral education is 
justified. 

Research results and the scientific method were never 
meant to be the sole determinant of whether something is taught 
The intent and wishes of parents and other citizens are the major 
determining factor. The practitioner's job is to fulfill the assigned 
role as effectively as possible. If prevention is dictated by policy 
makers, and if moral development is to be part of the prevention 
scenario, then field-level professionals will have to come up with 
the best approaches and practices available. What is needed is a 
framework within which thnt can take place. 
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Toward a New, Foundation, . 
, for Moral Education 

The absence of adequate jus(ification for current ap
proaches to moral education suggests the need for techniques that 
go beyond both content curricula and moral discourse, techniques 
which can serve as ,a better framework for moral development. 
The contents of this chapter, when merged with that of the next 
chapter, suggest such a new framework might be emerging. 

The connection between values and 
personal relationships? 

A common theme emerges from both the empirical and 
applied research covered in this report that values development is 
a by-product of Ute type of relationships a child has with adults 
during his or her formative years. In this chapter, Jensen and 
Hughston addressed it directly in their list of personal relation
ships crucial to moral development. 11 previous chapters, many of 
the correlates of good behavior appeared to describe relationships 
between children and the significant adults in their life. In the next 
chapter on child development, several other authors imply the 
same connection as they discuss the dynamics of successful child 
development. 

'. ." . ,.- "'. 

The·foUrid~tronandstfuctuta ·ofmoral··development: . 
maywennEfin the qualitY and natura of relationships ... 

. which.occurbetweenchildrenandadultsduringtheir. 
formative yeats~· .. 

If relationships play such an important role in child devel
opment, what are the implications for moral and value education 
in the schools, as well as in homes? A logical question might be, 
"Is there any 'value' people want taught in the school that does not 
describe some quality between or manner of relating to people"? 
The natural follow-up question is, "Are values best taught by 
firsthand experience in human relationship that demonstrate that 
value?" 
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If all the values of successful society describe some aspect 
of successful relationship or interaction between people, then 
could such practice be the missing framework moral education 
needs? The content of following chapters provide building blocks 
for such a foundation. 

The next chapter also provides additional insights into this 
question. It briefly reviews child development as a vehic:le for 
prevention. Because of the research connection between healthy 
development and the acquisition of values, some overlap with 
moral development is necessary. The strongest implications for 
moral development are contained in the child development litera· 
ture because the subject deals with the whole child anel the 
dynamics of development, as well as its individual components. 

Th~natl.lie of 
.. t~acher-t04eacher; 

and 
stl.ident4b-student 

.. . interaCtlotis 
... ..$houldbeexplored 

......• / ... > Eisa./()uridatibn . 
..• ·•· .. i<:···dpoHwhfchtbbuild· . 

··mpfCJleduqatian.> • 
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CHILD DEVELOPMENT 

AS A PREVENTION 

The bottom line appears 
to be that moral develop

ment is critical to pro
ductive functioning. 

This chapter goes beyond 
the topic of moral 
development as a 

prevention strategy. 

The previous chapter dealt with moral development as a 
prevention of future misbehavior. The bottom line shows that 
moral development is critical to productive functioning. The 
difficulty is that no solid agreement exists on how moral develop
ment best takes place. That human rel~tionships are involved is 
clear. Moral character evolves out of healthy homes of all persua
sions. Some of the material presented in this chapter links healthy 
and productive development to the nature and quality of the child's 
personal relationships with adults. Clues to how that aids moral 
and character development are discussed. 

However, this chapter goes beyond the topic of moral 
development as a prevention strategy. Its purpose is to reach 
funherinto the topic of successful child development as a preven
tion strategy. 

The third question included in the introductory chapter of 
this report askf~: 

1. Is enough known about how to develop successful 
children to tie prevention and development to
gether? 

This chapter, with" the previous three chapters, intends to 
answer that question. 

In dealing with the topic of child development, much 
literature and research abounds. As comprehensive and fair treat
ment is beyond the scope of this report, the purpose of this chapter 
is not to summarize the child development literature. 
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Ihaputpps.eof this: 9hapterIs twofold: one, toaddreS$ the question of 
.··.Wh~tJier.aloqus.orlchilcfdevelopment is ·a.worthwhile prevention 
~trategy;.andtwoj \\IhE)thsrth~ kriownlngredients in successful devel· 
9pmentparanelthe~n()Wr'lJhgredlehts·ofprevention. 

Many of the conclusions 
drawn in the field of child 

development come from the 
commonalities arising 

in case study data. 

Gilmore concludes that 
effective developm~nt is 

effective prevention. 

In addition to the reseatch applications of Jensen and 
Hughston, only one other summary of research could be located 
that specifically addresses those two purposes. This was a 1979 
summary by John V. Gilmore, a clinical psychologist affiliated 
with Boston University. Other literature only obliquely addresses 
the questions. 

Research on general child development is difficult be
cause of the many uncontrollable variables in a child's life. Many 
of the conclusions drawn in this field come from the common ali -
ties in case study data. Clinical psychologists often combine that 
data with their experience in helping thousands of children and 
parents with problems. 

David Elkind, whose ideas are well known and respected, 
is a professor of child study at Tufts University. Having written 
extensively from his own experience and that of others, his 
synthesis of findings not only match the variables of the preven
tion research literature, but goes beyond. He merges the variables 
together to explain the dynamics of development and prevention. 
He, like Jensen, Hughston, and Gilmore, concludes that effective 
development is effective prevention. 

A similar contribution related to successful child develop
ment was made a number of years ago by psychologist Rudolph 
Dreikurs. He examined the psychological philosophy of Alfred 
Adler from the perspective of his own broad experience. During 
the sixties, he translated Adler's philosophy into a set of success 
principles and wrote parallel books for parents and teachers. 
Several preventi,onists have recently built on those foundations. 

In combination, Jenson and Hughston, Elkind, Gilmore, 
and Dreikurs provide a fairly consistent synthesis of development 
variables as they relate to prevl':ntion variables. Materials frum 
Dreikurs appear earlier in this I\~port in the chapter on family 
solutions. Materials from Jensen and Hughston were covered 
extensively in the previous chapter on moral development. The 
aspects of Gilmore 's synthesis dealing directly with morality were 
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1 Based on the analysis of psychologist 
David Elkind 

The imposition of premature 
adulthood upon today's 

teenagers II creates inordinate 
stressn and affects '~hat aI/

important self-definition 
[called] personal identity. n 
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also covered in the previous chapter. His review of the research is 
covered more completely in this chapter as is the work of Elkind. 

. Successful Development Versus 
I 

Patchwork Personalities1 

By bestowing a premature mantle of adulthood upon 
teenagers, we as parents and adults impairthe forma
tion of their sense of identity and renderthem morevul
nerable to stress. 

David Elkind, child psychologist 

Successful self-identity versus ... 

"When 50 percent of our youth are at one or another time 
abusing alcohol or drugs," Elkind says, "then something is seri
ously wrong with our society." Elkind says we must "resist the 
social pressure to foist a premature adulthood on 
teenagers"(Elkind, 1984, p. viii). The imposition of premature 
adulthood upon today's teenagers create~i inordinate stress" and 
affects "that all-important self-definition [called] personal iden
tity .... This sense of self is one of the teenager's most important 
defenses against stress .... Itis not surprising, then, to find that the 
number of stress-related problems among teenagers has more than 
tripled in the last decade and a half' (Elkind, 1986, pp. 5-6). 

• D • Patchwork personalities 

"Teenagers also need a clearly defined val:le system 
against which to test other values and discover their own," says 
Elkind (1984, p. 6). Unfortunately, what most teenagers end up 
with today is what Elkind calls "a patchwork personality." This 
comes through a "substitution" process of borrowing and adopt
ing "feelings, thoughts, and beliefs copied from others." 

A much better approach to self-identity, he says, is by a 
process he describes as "differentiation and integration." This is 
a process of discriminating or separating out and then combining 
selected ingredients. 
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"Teetlsgers who have· 
acquired an integrated 

sense of identity are able to 
postpone immediate gratifi

cation in order to attain 
long-range goals." 

"Man isn't so much a 
rational animal as he is a 

'rationalizing' animal. " 
Louis TIee, Pacific Institute 

.' 

The results differ dramatically. "Teenagers who have 
acquired an integrated sense of identity are able to postpone 
immediate gratification in Qrder to at~ain long-range goals. They 
are future-oriented and inner-directed. In contra~t, teenagers 
who have grown by substitution and have only a patchwork self 
are less able to postpone immediate gratification. They are 
present-oriented and other-directed, easily influenced by others" 
(Elkind, 1984, p. 17). 

The conforming teenager with a patchwork self is 
much more susceptible to peer pressure, Elkind says. 
"It is Important to rememberthat peer pressure has no 
power in and of itself. The peer group is powerful only 
because there are teenagers with a patchwork self, 
particularly of the conforming variety, who lack the 
inner strengths that would weigh against conforming." 

Elkind, 1984 (p. 171) 

The patchwork borrowing of personality described above 
results in "a set of attitudes, values, and habits that are more orless 
unconnected with one another. Often these values, attitudes, and 
habits are in conflict. Indeed, teenagers with a patchwork self 
often behave as if they always had to choose between giving in to 
others and looking out for themselves. In addition, they have low 
self-esteem because they feel bad about themselves if they give 
in to others but also if they stand up to them." That makes close 
relationships almost impossible. 

Another common perspective of teenagers with patch
work personalities is that they tend to see situations, "not as events 
that could happen to anyone, but rather as events directed at them 
because of their fate or bad luck. ... It is this lack of perspective 
that makes them believe there is no way out, that they are helpless, 
hapless, and hopeless. Self-destructive belhavior can result In the 
extreme suicide can result" (Elkind, 1984, p. 172). 

"In my experience with teenagers who falf into this pattern, onethiOg stands out. 
They always have a 'story.' The story always absolVes the teenager from any . . . .. . ~ 

responsibility for responding to foreseeable and unavoidable demands. It is 
always the dumb boss or the stupid teacher who is at fault" (Elkind. 1.984, p. 194) . 

. . ,. .. ' ... , 
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Teenagers with patchwork 
personalities "always have 

an excuse for not doing 
what they are supposed 

to be doing. Other people, 
events, or situations a/ways 

tttke the blame. " 

"Self-definition is facilitated 
by being with people who 

know us well and who give 
us useful information 

about ourselves. " 
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Other symptoms of teenagers with patchwork personali
ties include extreme competitiveness or reckless abtiIldon, fre
quent fright or perpetual.anger, excessive worry (about size, 
weight, shape, rate of physical maturation, breast development, 
hair growth, facial features, skin conditions, facial hair, etc.). With 
anger, the low self-esteem is denied or explained away. 

"Such young people," says Elkind, "always have an ex
cuse for not doing what they are supposed to be doing. Other 
people, events, or situations always take the blame; the teenager 
is never responsible ..•. Not surprisingly, these angry teen~gers 
have the capacity to provoke a lot of anger in their parents and 
others adults ..•• By refusing to do what is unavoidable, the young 
person makes it impossible to find ways of serving both self and 
society and of getting on with life. Rather, such young people 
seem 'stuck,' mired in confrontations that go nowhere and accom
plish nothing" (Elkind, 1984, p. 174). 

Schools can contribute to the problem 
Secondary schools contribute to the problem, believes 

Elkind. "From a small, orderly world of knowns, certainties, and 
reasonable expectations students have entered a world of un
knowns, uncertainties, confusions, and often danger." 
Self-definition is hard to find in such a setting, Elkind stresses. 
"Self-definition is facilitated by being with people who know us 
well and who give us useful information about ourselves. The 
more people who know us well, the more likely we are to get a 
balanced picture of ourselves .•• " For young people in the process 
of developing a selfQidentity and their relationship with a larger 
world, "the lawlessness of the large school can be alarming" 
(Elkind, 1984, pp. 143-5). 

Elkind calls for "an integrated curriculum of skills, 
knowledge, and values •.. which can provide teenagers 
a model for constructing an integrated self of specific 
social skills, social knowledge, and values." 

Elkind, 1984, (p. 147) 

Climate and role model relationships 
The loss of the role model function of teachers is another 

disadvantage of current educational settings. This is because 
"much healthy self-differentiation' and identity formation can 
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I'When teachers are no longer 
excited about what they are 
teaching and have lost their 

commitment to young people, 
their effectiveness as role 

models is diminished or lost. " 

"Homework provides an 
opportunity for close, 
personal, and private 

interaction between 
student and teacher. " 

Markers "reduce stress 
by supplying rules, limits, 

taboos, and prohibitions that 
liberate teenagers from the 

need to make age-inappropri
ate decisions and choices. " 

occur within the context of the teacher-student relationship. Yet 
the climate necessary to foster good teaching in the modern high 
school has virtually disappeared." "When teachers are no longer 
excited about what they are teaching and have lost their commit
ment to young people, their effectiveness as role models is 
diminished or lost" (Elkind, 1984, p. 153). 

"When teaching becomes a chore •.. standards are lowered 
and requirements are reduced," he claims. This in turn affects 
young people's sense of self and identity because "they are not 
challenged to do their best and are allowed to get aw~y with sloppy 
work, with not handing in assignments, with not doing the 
required reading." Furthermore, "Students who are never really 
challenged, never really forced to stretch themselves, never really 
prodded to the self-discipline of doing necessary work when it 
needs to be done, miss an important opportunity to learn more 
about themselves, about what they are truly capable of doing" 
(Elkind, 1984, p. 154). 

Elkind points out a unique benefit of homework, not 
generally noted in the literature. He says, "Homework provides 
an opportunity for close, personal, and private interaction be
tween student and teacher. For this reason it is important for 
teenagers: it is precisely the kind of interaction they are seeking in 
their efforts at self-defmition" (Elkind, 1984, p. 155). 

"Markers" on the road to adulthood 

The loss of "mar~:ers" on the road to adulthood is also 
responsible for helping produce so many patchwork personalities, 
Elkind claims. He says, "Markers tell us about our past, our 
present, our future." Markers also protect teenagers from stress by 
helping them attain a clear self-definition, notes Elkind. He says 
they also reduce stress "by supplying rules, limits, taboos, and 
prohibitions that liberate teenagers from t..he need to make age
inappropriate decisions and choices" (Elkind, 1984, p. 94). 

What markers have been lost to teenagers? Elkind begins 
with clothes. He notes that, "only a few decades ago children 
dressed differently from teenagers." Elkind, himself grew up 
wearing knickers, even though he wanted to wear long pants. At 
that time, he notes, "Girls were not allowed to wear long stock
ings, high heels, or makeup until they reached the teen years .••. 
Today, even infants wear designer diaper covers, and by the age 
of two or three many children are dressed like miniature versions 
of their parents," he laments. 
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Regarding teenager clothing markers, Elkind says the 
following. "By the time girls are in their teen years, they are so 
adultIike in appearance that it is hard even to guess their age. 
Teenage boys, too, are indistinguishable in their dress from 
school-age boys and young men. The ubiquity of blue jeans for all 
ages iUld all sexes has just about eliminated clothing as a marker 
of anything other than affluence and image consciousness. . •• 
With the disappearance of clothing markers, \:eenagers lost an 
important index of their special place as well as the protections 
once accorded that place" (Elkind, 1984, p. 95). 

Other lost markers include--
.orgarilz~dt~~\m sports, once a province of high school 
• beauty pageants, now held for Children of all ages 
• reHgiol;isactivity markers 
• economic help to the family: earnings, once a necess1ty, 

now give teenagers the highest level of discretionary 
spending " _ 

• unique. image, now removed, leaving no positive stere
otype forteenagers 

··sociaforder and authority markers relatedto respect for 
parents and teachers- -

-innocence: markers, now removed, leaving teenagers 
unprotected and exposed to an sorts- of information 

,-

:'1 

Regarding innocence, Elkrnd says there is one hope. 
"Adults can expose children to each and every form of human 
depravity without destroying their innocence, for innocence 
comes from within, not from without. Children will interpret the 
infonnation they are given in their own way and. in light of their 

"Advance preparatJ'on more own understanding .••• Advance preparation more than ins1Jlation 
than insulation appears to ba appears to be the tool contemporary society has left ~o the 
the tool contemporary society preventionist" (Elkind, 1984, p. 100). 
has left to the preventionist. " 

Elkind may miss part of his own point when he sees the 
main evil of undue exposure to sex and violence as the loss of 
maturity markers for the young. He asks, "Since contemporary 
society no longer holds the idea of childhood as a period of 
innocence, does that mean children have disappeared, too? And, 
further, if there is no place in the society for teenagers, have they 
disapf''Cared as well?" (Elkind, 1984, p. 99), 
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"In effect," Elkind concludes, 
'the media has taken a great 

rJea/ of control over what 
teenagers see and hear away 

from parents and have thus 
undermined their authority. " 

I 
Elkind laments that nothing special is left to the teenager. I 

All has been taken over by others both older and younger. 

TV and loss of parental authority 

Elkind blasts the effect of TV in relationship to parental 
authority. "Although the impact of television on children has been 
widely debated, its perhaps most serious impact has often been 
overlooked. More than anything else, television has contributed to 
the decline of parental authority. Television is much too pervasive 
for parents to monitor and control. . .. Parental impotence with 
respect to television has quickly spread to films, books, audio 
tapes, and most recently the 'rock vid--...os , .... As a consequence we 
have an ever-increasing flood of advertisements directed at 
teenagers ••. that have sexual innuendo as an overriding motif. The 
more such advertising appears, the more powerless parents feel to 
control it and the process feeds upon itself •.•. In effect," Elldnd 
concludes, "the media has taken a great de~l of control over what 
teenagers see and hear away from parents and have thus under
mined their authority" (Elkind, 1984, pp. 110-11). 

Elkind knows TV is not going to change. Only if the 
developmental foundations for productive, capable, and respon
sible living are put in place early in a child's life, is their any hope 
of returning parents as the head of teenage family members. 

One of Elkind's. most salient points in his book is "deal 
with principle, not with pressure." Elkind quotes Ralph Waldo 
.Emerson in his essay "Self-Reliance": "Nothing can bring you 
peace but the triumph of principles" (Elkind, 1984, pp. 201-2). 

Proper development and beyond 
Elkind's first defense against the misbehaviors of teen

agers is proper development. However, "even young people who 
are able to attain a healthy sense of -self and identity can be 
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"Teaching children attitudes 
and arming them with helpful 

phrases to use in stress 
situations also helps. n 

Teaching children constructive 
work habits can also help. 
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overwhelmed by the magnitude of psychological stress in teday's 
society" (Elkind, 86, p. 210). We can help these tee'nagers by 
providing additional strategies for dealing with stress situations. 

To reduce anxiety and worry, Elkind recommends the 
following formula: 
1. Identify the type of stress. 
2. Explore your options. 
3. Take action. 

It is in exploring options that teenagers most often run 
aground, says Elkind. Teaching children healthy attitudes for 
"perspective on life as a whole" and anning them with helpful 
phrases to use in stress situations helps. "Giving teenagers stories, 
sayings, poems, as well as a curse or two can help them over life's 
rough spots," he says. For example, "It will be all right, this too 
will pass." Theologian Reinhold Niebuhr's poem is another 
example: 

God grant me the serenity 
To accept the things I cannot change, 

The courage to change the things I can, 
And the wisdom to know the dffJerence. 

Teaching children constil.<ctive work habits can also help. 
One good habit he suggests "is to do first th) tiring you wish to do 
least." Anotheris to "plan the work to be done each day and to set 
specific goals"and "to do each task as if it were our last, to give 
every job we do, whether small or large, important or unimportant, 
our full attention and effort" 

In dealing with stress, another help for teenagers is a 
religious orientation. More than an attachment to a cult, this 
involves a beliefin God with its connection with the transcendent. 
Elkind says, "Young people cannot attain a completely integrated 
sense of self and identity without a.q understanding of that which 
goes beyond self and society" (Elkind, 1984, p. 215). 
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The lack of proper development is 
attributable, more than any other 

thing, to Uparent's power to coerce, .. 
notes Elkind. Ult reflects parent 

need, not child need . .. 
Elkind, 1984 (p. 206) 

Elkind's work suggests that a crucial ingredient in 
rearing productive, capable, and responsible children is 
finding the balance between parent need and child need. 

Elkind on education 

In a more recent book titled, MiSeducation: Pres
choolers at Risk. Elkind blasts the preschool practice of 
adopting programs intended for school-aged children. 
Elkind summarized his concerns in an Education Week 
article. He says, "When we instruct children in academic 
subjects, or in swimming, gymnastics, or ballet, at too 
early an age, we miseducate them; we put them at risk for 
short-term stress and long-term personality damage for 
no useful purpose. There is no evidence that such early in
struction has lasting benefits, and considerable evidence 
that it can do lasting harm" (Elkind, 1988, p. 24), 

Elkind chides educator~ and others for ignoring 
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Elkind chides educators and 
othl)rs for ignoring the facts. 

'Wo authority .. . advocates the 
formal instruction ... of infants 

and young children. n 

While we have always 
had pushy parents, Elkind 

notes, SYoday it has become 
a societal norm. n 
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the facts. He say~~, "In a so¢ety that prides itself on ~ts preference 
for facts over hc:arsay, on its openness to research, and on its 
respect for 'expe:rt' opinion, parents, educators, administrators, 
and legislators are ignoring the facts, the research, and the expert 
opinion about how young children learn and how best to teach 
them" (Ibid, p. 24). 

In a strong statement for preschool sanity, Elkind de
scribes what should be done. "No authority in the field of child 
psychology, pediatrics, or child psychiatry advocates the formal 
instruction, in any domain, of infants and young children." In fact, 
the weight of solid professional opinion opposes it and advocates 
providing young (:hildren with aIich and stimulating environment 
that is, at the same time, warm, loving, and supportive of the 
child's own leanling priorities and pacing. It is within this suppor
tive, nonpressured environment that infants and young children 
acquire a solid sense of security, positive self-esteem, and a 
long-term enthusiasm for learning" (Ibid., p. 24). 

Nor do others escape blame for placing preschoolers at 
risk. Elkind continues, "One thing is sure: miseducation does not 
grow out of established knowledge about what is good pedagogy 
for infants and young children. Rather, the reasons must be sought 
in the changing values, size, structure, and style of American 
families, in the residue of the 1960s efforts to ensure equality of 
education for all groups, and in the new status, competitive, and 
oomputer pressures experienced by parents and educators in the 
1980s" (Ibid, p. 24). 

While we have always had pushy parents, Elkind notes, 
"Today it has become a societal norm. If we do not wake up to the 
potential danger of these harmful practices, we may do serious 
damage to a large s~~gment of the next generation .... " In support 
of his concern over formal educational programs for the young, 
Elkind says, ''The number of nursery schools has increased a 
thousandfold since 1965, and the number of licensed day-care 
centers has grown 234 percent between 1978 and 1985." He says 
39 percent attended prekindergarten programs in 1985 compared 
to only only 11 percent in 1978 (Ibid., p. 24). 

Elkind believes educators can do much to inform parents 
about the misuse of preschools. It is in their interes~ because most 
of those same preschoolers will soon carry the resulting problems 
into the public schools. 
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Research is a unique kind of history 

Research is demonstrating what history has demonstrated time 
and time again: That is, given the same ingredients, human behavior is 
relatively consistent across time and culture. Most histories tell of places 
or peoples. They become, in a sense, a study of group behavior. In a 
companion sense, this report provides;: history-a history composed of 
hundreds of thousands of people included in the referent research 
projects. 

This report then, in a very real sense, is a history of individual 
behavior, behavior studied from every angle: from the cause and the 
effect; isolated acts and shared acts; from acts toward others to acts 
toward self; from before, during, and after the behavior happened; from 
inside the family and outside the family; from sibling and peer; from outside 
observation and inside introspection; from the bedside and the black
board; from the clinicians couch and the bars ofthe cell; from the world of 
work and the marketplace; from the observed and the observer. 

And isn't all history for the observer? Whether history records the 
behavior of the individual or the group, the key benefit is the same: What 
can we learn from observing it in retrospect? That is the intent of the 
research history included in this report. 

,~ Based on a research synthesis by 
john V. Gilmore 

YEA's larger hope is to gener
ate success in youth as well 

as avoid failure. 

. ~he' ProdlJctiv~ Personal~ty· 

Beyond prevention 
An important question, not well addressed in the research 

literature, is whether the elimination of factors breeding bad 
behavior will automatically breed good behavior. That seems to 
be an assumption drawn by most of the experts. However, the 
factors breeding successful behavior may encompass more than 
the mere elimination of the ones breeding later misbehavior. 
YEA's larger hope is to generate success in youth as well as avoid 
failure. For this and other reasons, the YEA Board of Directors 
wanted a more extensive review of the research literature. The 
following research summary helps verify the assumption that the 
best prevention is good development. 
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"Gilmore concluded that if 
that underlying structure is 

nurtured, productive individu
als result; starve the structure 

or interfere with it and mala
daptive behavior results .. 

"There appears to be what 
W(9 may call a productive 

personality, which can be 
defined and delineated in 

terms of certain basic 
personality traits. " 

"Characteristics fundamental 
to all productive functioning 
lie in certain environmental 

antecedents. " 
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John Gilmore of Boston University studied the research 
literature on personal productivity. In doing so, he summarized 
"the research reported in several hundred books, articles, and 
abstracts" from a multitude of fields. As he looked at the data on 
academic achievement, creativity, and leadership, as well as from 
the more general areas of mental health, self-esteem, and self
actualization, commonalities emerged. From all of that research, 
he saw combined "evidence of an underlying personality structure 
common to all individuals." Gilmore concluded that if that under
lying structure were nurtured, productive individuals would re
sult; starve the structure or interfere with it and maladaptive 
behavior would result (Gilmore, pp. xi-xii). 

More importantly, the variables Gilmore identifies for 
developing uproductive personalities" are for the most part (but 
with different names) the same ones that surfaced in the preven
tion liwrature, the effective school literature, fu1d even the effec
tive organization literature. 

Gilmore labels the key ingredients "personality vari
ables." He says, "There appears to be what we may call a 
productive personality, which can be defined and delineated in 
terms of certain basic personality traits" (Gilmore, p. xii). Calling 
his factors personality variables is misleading because they are 
more fundamental than the characteristics usually encompassed 
in personality. They might more appropriately be called character 
traits or life dimensions because they describe basic approaches to 
life, including problem solving, decision making, and working 
relationships. 

What is the underlying structu re 
of successful people? 

Gilmore says, ''The theoretical and empirical data as
sembled here do not represent new discoveries. They do suggest 
that the causative factors in the development of those personality 
characteristics fundamental to all productive functioning lie in 
certain environmental antecedents. It is primarily the empathy, 
nurturance, and esteem in the family mi~eu which results in the 
development of the productive personality-and the lack of these 
conditions which often produces a poorly functioning individual" 
(Gilmore, p. 250). 
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Fronlthe:pr~1979.resEiarchGn~ora reviewed, he arrived at the following personal 
dimensiorl$Which define the.sticcessful person, The difference between academic 
achievemehtJ.cr~ativitYt.andleadef'shipisdeterrhined by the degree of emphasis 
pta.ced·orijhedirn~nsions,rather tha.htheir presence or lack of eXistence. All are 

·necessa:ryirtahealthY.d~gree~Hisbasi6dim~nsi~N~foUo~:. ....... . 
··· •. 0 ....• SOlf--(3s~e$m.incrLJdlngself-respect~ Thistamongoth~tthing$trelatesto motivation 

ahc;Jjnt$rnal.sburcesofrewa.r'd~ keytraitsiri the mdrafpersol1. .... ... . ..... .... • 
..... Senseo.\t tdentitYdhcIi.Jdh'gsex{dentity~UClear. positiVe gender identitY;"·inCluding 

stable,.iewardfng,and"secure relaUonships with the opposite sex." 
• .·Soclcltrespbnsibility;This rneahslimaturesociat aWarertessn·evidenced by "an em

.pathic, ?ltrtJisH¢/andsympCithetlcffeelirighofQrty· for specific· individuals, but for 
... hurnanit{frigerietar-7 .i>i. .. ......... .... .......•.... . ...... . ....... . 

·liigh/ydevelopedintemalized system of values, Gifmore says this Is determined by 
th(3deg~ee to'Ytlich a person feels thathe is the person he should be, which Is the 
degree to which his own behavior contributes to . hisself-esteem. 

··Hope.Thisperson grappIe~with the, problemscWlife. Rather than retreating from 
··thetTlthebrings to any situation a "funda.mentalattitude of hope which is based on 

an lnnerassuran6e." Hope "enables.the ihdividualto extend himself into the future" 
. ... .andprpjeet temote;but"highly JeW~rdihggoals/'< .. ..... .•.. ... ... ... .. .. .. ...... ..•••... . 

·i·C6plngabilities.Secureio· sf)ifand exhibiting trustinhis,environtnent, the person is 
·.·.ablf)~()peiceiV'~ problem~6learJy anc:l.accura.t~IYJandltmasterthe life situations. 
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• . ·lhdepehdehce~Confidentih.hf$owtt jLJdgmenf~rtdin¢ontrot orhis impulses, the 
·petsoffisableloOrder theColi1plexitles~· arid. With a single';mi oded pe rsistence, has 
the"sb"~ngth andcoLJrageto reachadeCisiQhWithfulf cognizance of Itsconse .. 
quences for hirtlselfas well. as fot others." .. .. . 

Generative empathy is a 
term ... which means "the 

inner experience of sharing 
in and comprehending the 
momentary psychological 
state of another person. " 

Gilmore (pp. ~26-229) 

What does Gilmore mean by empathy? 

Gilmore defines empathy in the dictionary sense, originat
ing from the Greek word empatheia, meaning "affection and 
passion." He quotes Webster's defInition as, "the imaginative 
projection of a subjective state ... into an object so that the object 
appears to be infused with it ... ; the capacity for participating in or 
a vicarious experiencing of another's feelings, volitions, or 
ideas." Gilmore says, "When the parent is wholly accepting, 
nurturing, and concerned with the child, an intense affective 
relationship develops between them which can be tenned 'genera
tive empathy_ '" 

Generative empathy is a tenn he borrows from Schafer 
which means "the inner experience of sharing in and comprehend
ing the momentary psychological state of another person ... a 
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A person "must have a sense 
of belonging to something

before he can have a 
sense of individuality. " 

"There seemr; little doubt, 
says GIlmore, that a 

wel/-developed sense of 
identity is closely associated 

with self-esteem. " 
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sublimated creative act in personal relationships which combines 
the gratifications of intimate union with the recognition and en
hancement of personal development of both persons involve4" 
(see Gilmore, p. 61). The prevention literature refers to this 
concept as "bonding," but Gilmore's use of empathy better 
explains the process and the cause and affect, as well as the link 
with nurturance and. esteem. Empathy is certainly part of "esteem
ing relationships" which Gilmore stresses and others have talked 
about. 

Identi ty and rjelationsh ips 
Gilmore says a person "must have a sense of belonging to 

something-before he can have a sense of individuality." "Iden-
tJ.'ty " h "t h fi • t Pd' , e sa.ys, mus... ave some re erence porn .... ara OXl-

cally, an individual can develop a sure sense of himself only when 
he is able to frnd some aspect of others in his social fTaIIlework 
with which he can clearly identify" ( p. 45), 

Gilmore quotes Barron "that the ability to distinguish 
between what is inside and what is outside us is the fIrst require
ment for causal thinking; once this is established, 'we can make 
discriminations in space and time, we can describe events at 
specific space-time coordinates, we can give reasons, and we are 
able to be objective and experience ourself as subject, a subject 
distinct from the world of objects'" (see Gilmore, p. 48). 

Identi ty and self-esteem 
Whether called self-concept, self-acceptance, 

self-confIdence, self-respect, or self-image, "there seems little 
doubt," says Gilmore, "that a well-developed sense of identity is 
closely associated with self-esteem." Also, "in the adolescent a 
sense of identity must be preceded by ... a 'realistic 
self.,-esteem'-a self-concept which reflects his compet~nce not 
only in meeting the demands of his environment, but also in 
meeting the demands of his ... conscience." Gilmore paraphrases 
Fenichel, that "every feeling of guilt lowers self-esteem" 
(Gilmore, pp. 49-50). 

"A person is most alive and is functioning in such a 
way that he knows who he is and you know who he is 
and he knows who you are when his thoughts and 
actions are in accord with his moral judgment." 

F. Barron, in Creatiyjty and Personal Freedom 
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To be socially responsible, 
a person must have "skills of 

social interaction" and Ua highly 
developed internal value system 

based on a deep empathy and 
concern for others, a respect 

for the intrinsic worth of 
their fellow man. " 

I'Right and wrong are no longer 
dictated directly by the evalu

ations of others, but by the 
individual's own value system. " 

Social responsibility ... 
To be socially responsible, Gilmore says a person 

must have "skills of scY..;iai interaction" and "a highly devel
oped internal va;ae system based on a deep empathy and 
concern for others, a respect for the intrinsic worth of their 
fellow man." Gilmore continues, "This aspect of social re
sponsibility is independent of direct reward or recognition by 
others." He says this "is an inner strength that enables such a 
person to function independently on the basis of his own 
personal convictions." And also out of "a sense of personal 
commitment to those ethical and moral standards that stem 
from an underlying concern, altruism, and sympathy for other 
human beings in general" (Gilmore, pp. 89-90). In other 
words, both the concern and the direction of that concern for 
others has been internalized. 

"Conscience" is the term for that internalization, 
which amounts to an innerregulation, says Gilmore. He notes 
Aronfreed found that while directed toward others, con
science is autonomous in nature. In this sense, "right and 
wrong are no longer dictated directly by the evaluations of 
others, but by the individual's own value system." In exten
sions "the 'value' of a given behavior to the individual is the 
extent to which it would increase or lower his own self
esteem" (Aronfreed, in Gilmore, p. 91). 

"If in reducing the distress of another person the 
giver also reduces his own empathic feelings of 
distress, then sympathy becomes combined with 
altruism." 

Gilmore (p. 106) 

The mix of reciprocal benefits arising from altruism is 
well illustrated in a letter from Sam Adams to his wife during 
the Constitutional convention. She had written that she had 
taken in an old lady to live with them, "who had not wont to 
lay her head." Sam Adams complimented her and noted that 
she had already been amply rewarded. For by doing so, she 
had been relieved of her own suffering which arose from 
observing the old woman's distress. 
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Experiencing empathy 
helps a child gain 

"affective" security which 
"enables him ... to cope 

with distressful situa
tions ... which is a 

resource for sympa
thetic behavior. JI 

"High performance people 
are willing to have confron

tations with new ideas, 
new ways of dOing things. " 

Louis Tice, Pacific Institute 
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.. . Versus responsibili ty to self 
Altruism is a mix of attention to others and self. By identifying 

with others, sympathy and relief of their distress are brought into play. 
Only by identifying with self, can guilt and internal distress be 
relieved. In a powerful observation, Gilmore says, "Both 8.ltrui~ and 
guilt thus depend on a capacity for empathy: one can feel guilt only 
through an empathic awareness of the pain for which one has been 
responsible" (Gilmore, pp. 106-108). Gilmore again refers to Aron
freed who says, "that both altruism and sympathy, although different 
in application, are acquired under similar conditions and both are 
dependent upon 'the prerequisite establishment of the child's capacity 
for empathy and vicarious experience'" (Aronfreed, 1968). 

Experiencing empathy helps a child gain "affective" security, 
notes Gilmore. "An individual's affective security" in tum "enables 
him not only to empathize verbally with others, but also to acquire 
skills that will enable him to cope with distressful situations. In other 
words, the individual's confidence in his own competence is itself a 
resource for sympathetic behavior." Gilmore continues, "Apparently 
parental respect for the child's autonomy plays a direct role in 
developing the sense of competence that enables him to be helpful in 
difficult situations" (Gilmore, p. 106). 

Integration 
While Gilmore's summary precedes the writings of Elkind 

above, both Gilmore and Elkind end up with the same conclusion: the 
sl1ccessful child must have an integrated personality rather than a 
hodgepodge of separate traits. 

.GI.rm~i~ .•. iinks .. $ocial .• r~spOhstbilitY~· •• empathY; •• ~utc,rib.JllY, .. con~cienqe.·and .ide.ntity1.inClud-
ing:$elf-e.~t~em;inthisstatsrnent:.. .····i;>.>·i ...... '. '. ". . ' .. ' 

'.. ........< .......Ap~rSortVJitha'Nelf.8:leveroped sense ptValu9s.cari d~scribe hisfe~1i ngs about· 
" .• " vad()ti~kinc;f~qfbehaVic)tsviithoutrafer~ndeto irnmediate,.c?ncr~t~acts~ or-svents. His 
·avaly?tioH#..are1JasaCfbriJJ~s.e)(perienceswith.·both.1he.causas .. andc()nsequences of 

. .}acts iijterm~of'. hlsse(f~$teerTl .. An .actwhi¢h". nejudges.as good or morally •• right . 
" ..• ·.·EHlha(lce~ ht~r$~tf~~teern;>andan" act· whiciH·hejudgE!stls •. bad or-morally . wrong . 

threatenS.:hls self4$tesm~:>.... .... .. >.<.:..<\. . ....... ............... .'. . ..•.... . .. . 
/: ••..•.. >.' •.• ·thf:lii)tEJrH~nZati6 n.QfavafUssy~temtht1s et1tail.s~Ore than a cognifiveaware

····:.nes$of·the.Cfe~JrabiJjtyo(9~J't~lih.act.s:dverQthers~lrehtails the ability to apply varue 
JUdgm~nt~<'tqtn.e.col1s.equeJ'lces:of:behavior, rather than [only]to th~ behavior itselt .. ..... ' ...........•............... ' ........... ' ' ................ ' ". ....... . . "'Gilmore (pp. 91-92) 
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According to Gilmore, healthy 
development, including the 

acquisition of social responsi
bility, requires a person to 

think and act honestly within 
himself. 

The child who accepts 
"responsibility for his 

behavior ••. is able to restore 
his self-esteem by confess
ing, explaining, apologizing, 

and being forgiven. n 

"Love-withdrawing methods 
seem to be more effective 

when there is more 
love to lose. 11 

Gilmore implies that healthy development, including the 
acquisition of social responsibility, requires a person to think and 
act honestly within himself. He says, "one of the principal deter
rents to productivity is nnresolved guilt feelings." Helping chi!· 
dren to act honestly within themselves coincides with Dreikurs' 
point that encouragement in support of the child's world is far 
better than praise which draws the child into the adult's world. 
More of Dreikurs' development concepts are covered below. 

Gilmore says further that the more nurturing and empathic 
the relationship, the more sensitive the child is to guilt. He says, 
"As long as discipline is based on a close and affecuonal 
parent-child relationship, the child responds to hil,; guilt feelings 
by accepting responsibility for his behavior, and he is able to 
restore his self-esteem by confessing, explaining, apologizing, 
and being forgiven" (Gilmore, p. 111). 

The implication is that discipline, via a confrontive mode, 
shifts the child's attention to nonproductive mechanisms such as 
defensiveness. "The greater the degree of empathy," states 
Gilmore, "the less the need for punitive fOlllls of control. Punitive
ness almost always implies some hostility, and ~mpathy and 
hostility are fundamentally antithetical." In addition, he refers to 
"many areas of research" which have "demonstrated that behavior 
acquired under painful circumstances generally persists longer" 
(Gilmore, p. 120). 

"In homes where punitive measures seem to be ineffec
tive," Gilmore says, "it can usually be assumed that the parent has 
not given sufficient empathy and nurturance to the child in the first 
place. In short, a parent cannot withdraw or take away something 
which he has not given. As a result the discipline measures 
become nothing more than supervisory or surveillance devices 
against which the child rebels, either directly or indirectly." In 
other words: "love-withdrawing methods seem to be more effec
tive when there is more love to lose" (Gilmore, p. 121). 

Structure 
While not one of Gilmore's main variables, he does not 
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leave out structure, which the prevention literature has found so I 
important. Howev~, -3ilmore gives it an integrated rather than an 
independent role and explains why it is so important. He says, "In 

gehi~eralh h' anI y ~ho.nn or sdi~c~ in the I Chill d'beS social envir°hnm~nt I. 
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All perception is a creative 
act. It requires the develop

ment of an autono
mous awareness. 

- --- --- --~~-
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positive consequences and those having painful consequences 
will aid his socialization. Suct. a classification helps him to learn 
Gontrol,. and ultimately enhances the internalization of socially 
relsponsible behavior" (Gilmore, p. 124). 

Choice 
Joseph C. Pearce in his book, Ma~c Child Mantres (B.P. 

Dutton, N.Y. 1985) talks of children having an "open ended 
nature" for which we need to provide "an open ended perceptual 
system." All perception is a creative act. It requires the develop
ment of an autonomous awareness. 

"Choidefspart6i independence orautonomYi another ingredient lncreas
inglyshowingUpin the preventiOn literature. Gilmore says. 

.•.......•. ··.I'lfa chUd is given anopportunitytqcontrol ~Hsward orpunishmenf 
< .....•..•.•. thr9ugh his own • cholc~ .• of' behavlorat~rternatives, .he a,cqLJiresa 

..... ··'<'givEm social be helvio rrnore easily, al'ldptobabfy more permanentfy. 
iHisCopintl skill isirnprovedtbfs.self;...esteemenhanced, and his '-. 

.•••.• / :anxietycorrespondihgl~i' ~educed.The···reasonorcause. for the 
...•.. ' ... '- ·purlish ment: howevertmusf beclea{ly lJnderstood. Moreove r~a 

·chitdfs mor~likel}do devel()pth9abllltyto govern his own behaVior 
when rewards pt· ptinlshmel1ts~tenbt in themselvasso over~ 

...... whelming thatthay.interlerewith hisfreeddrn to makaa choice"" 
Thi$~$ays GUmoret "impede~:the chHd'ssoCiaHzation because it 
provides. him' with an insufficient btlsis Jordevefopil19. the neces" 
safY'il"nc:fependen.c90fjLJdgment.;toforrnuJate rmiturebehavioral 
va1oes.~ .• '. .. .. .. ..... ... . . " 

Related to independence, Gilmore refers to findings of 
several others and cautions, "The highly impulsive child does not 
learn easily from others, since his need to relieve his anxiety 
through immediate, directionless activity impairs his ability to 
develop a unified pattern of behavior. As a result, although such 
children are basically lacking in self-confidence and excessively 
susceptible to the judgments of others, they are also likely to 
violate social prohibitions when they are not under direct external 
constraints." This type of behavior is a coping mechanism, a topic 
Gilmore discusses in detail (Gilmore, p. 126). 
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Coping comes from "the 
individual's belief that he can 

control his own destiny as 
a requirement for dealing 

effectively with the 
environment. " 

Coping responses 
Coping has been dermed as adjusting, adapting, or suc-

. cessfully meeting a challenge. Gilmore refers to Rotter in noting 
coping comes from "the individual's belief that he can control his 
own destiny as a requirement for dealing effectively with the 
environment." The prevention literature notes that misbehaving 
teenagers deal with their environment quite differently from 
behaving teens. Maladaptive coping behaviors are common in 
misbehaving teens and generally take the fonn of defense mecha
nisms or are accompanied by such mechanisms (Gilmore, p. 140). 

Gilmore devotes a chapter to the topic of coping. He discusses specific 
coping mechanisms found in productive individuals and examines how 
they are developed. His list of successful mechanisms Includes-
• perception 
• judgment 
• hope 
• verbal and reasoning skills 
• memory vs. purposeful forgetting 
• taking advantage of experience 
• independence 
• impulse control 
• ability to order 
• persistence vs. stubbornness 
• mastery 

Gilmore emphasizes the inter
connections between coping 

and other success traits. 

Gilmore (pp. 135-174) 

One major approach to prevention is building skills; many 
suggested skills overlap Gilmore's list of coping mechanisms. 
Gilmore emphasizes the interconnections between coping and 
other success traits. Coping mechanisms often mvolve other 
people. Relationships then come into play. Gilmore makes refer
ence to interesting correlations between an individual's compe
tence and his trust in others (r=.60), between trust and altruism 
(r=.63), and competence and altruism (r=.SS). Realistic percep
tions of other peopl~ as well as the problem are as important as 
r.onfidence in self (Gilmore, p. 140). 

Self;...actualizing persons see human natureasit is and not 
as they would preJer iHo be. . 

Abraham Maslow .. 
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u,4n anxious, insecure 
person is more likely to 
feel threatened by a ... 

stimulus which he 
perceives as unclear 

or ambiguous. II 

'With each successful 
experience he develops an 

active coping orientation, 
which, in combination with an 
awareness of increased skills 

and abilities, translates 
feelings of efficacy into 
hopeful expectations. II 

"The individual's own 
evaluation of his ability is 

actually a more reliable 
predictor of his achievement 
level than his measured I. Q. II 
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What this means, says Gilmore, is that "the individual who 
is confident that he is in control of his destiny and is constantly 
increasing his self-esteem by coping with and mastering all kinds 
of situations is vastly different from the onr.~ who feels constantly 
threatened and attempts to remove the u'rre~at either by acting-out 
against it or by withdrawing from it rathf~r than dealing realisti
cally with it" (Gilmore, p. 140). 

On the other hand, comments Gilmore, "An anxious, 
insecure person is more likely to feel threatened by a configura
tion or stimulus which he perceives as unclear or ambiguous. At 
the same time, he also tends to see a stimulus as ambiguous 
because its clarity or reality is even more threatening. As a result, 
he may maintain the ambiguity to avoid taking a stand or making 
an independent decision, which further lessens his control over 
the situation and produces a sense of helplessness" (Gilmore, p. 
142). 

Hope, says Gilmore, in contrast to fatalism and passivity, 
is to act with confidence that a solution can be found. ''With each 
successful experience," Gilmore says, "he develops an active 
coping orientation, which, in combination with an awareness of 
increased skills and abilities, translates feellings of efficacy into 
hopeful expectations" (Gilmore, p. 145). 

This is another way of saying that the internal rewards of 
success breed the necessary confidence and willingness to risk 
required by successful coping. Successful coping breeds growth; 
repeatedly unsuccessful coping stops in its tracks. Hope is con
trasted to wishful dreaming, so often engaged in by maladaptive 
~hi1dren. 

Related to hope, Gilmore quotes research indicating "the 
individual's own evaluation of his ability is actually a more 
reliable predictor of his achievement level than his measuredLQ." 
(Gilmore, p. 151). 

Fami Iy structure 
Gilmore refers to Coopersmith, Becker, Hoffman, and 

particularly to Baumrind in discussing family socialization pat
terns and practices. He says, "an affectional parent who relates 
warmly to his child should rarely fmd it necessary to use either 
power-assertive or love-withdrawal forms of discipline tech
niques," In referring to Becker, Gilmore adds, "parents who have 
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It is not the lack of conflict that 
signals the successful home, 
but lithe methods used in the 

solution of problems. n 

I 
sufficient personal security to maintain a warm, affectionate 'I, 
relationship with their children are likely to use 'love-oriented' 
techniques of discipline which will promote in their offspring 
'acceptance of self-responsibility, guilt, and related internalized ,. , 
reactions to transgression.' Hostile parents, on the other hand, will 
employ harsh, power-assertive methods of control which breed in 
their children further hostility, aggressiveness, and rebellion and I 
discourage the internalization of socially responsible behavior . 
standards" (see Gilmore, p. 129). 

Gil more's con tri butlon 

The importance of Gilmore's contribution to develop
ment may lie in the integration of key variables and the climate and 
relationship which produce the integration of those variables. He 
seems to imply that the integ'l~tion is as important as the develop
ment of the variables. Also, from what Gilmore has noted, it 
would be well to caution against focusing on product variable~s 
and focus on process variables. This is what he has done in 
emphasizing "empathic environments" and "esteeming rela
tionships." 

Do homes have to be perfect? 
No, says Gilmore, homes do not have to be perfect It is not 

the lack of conflict that signals the successful home, nor is it nee
essurily parental disharmony, or high pressure to achieve, orpa
rental overprotectiveness. Rather, it is "the methods used in the 
solution of problems .•.. In a home based upon empathic relation
ships, conflicts can be resolved by the use of respectful and 
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liThe quality of family 
relationships which meet 

the [requirement] is within the 
reach of practicaily all parents. " 

IJThere is evidence that deeply 
concerned parents are capable of 
changing their fundamental rela
tionships with their children with 

the help of skilled counseling. " 

The families of certain at-risk 
children may need special 

attention. 
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considerate communication, patience, and understanding .. 
The above/indings suggest that the· quality offmrtily relation
ships which meet the [requirement] is within the reach of 
practically all parentsU (Gilmore, p. 251, emphasis added). 

Gilmore adds that the data he has looked at "indicate 
that parents of children of all ages and all socioeconomic 
levels earnestly want more professional help with their chil
dren." He says, "There is evidence that deeply concerned 
parents are capable of changing their fundamental relation
ships with their children with the help of skilled counseling; 
there is also evidence that the resulting changes, which are 
reflected in their children's continued academic and social 
productivity, are relatively permanent" (Gilmore, p. 251). 

Gilmore says, "a more effective means of enhancing a 
child's general productivity as well as his academic perform
ance lies in reaching the parents of children who show signs 
of either learning or behavior problems at the elementary 
school level." The families of certain at-risk children may 
need special attention. For example, Gilmore says, "In this 
respect the needs of low-income families are a special con:' 
cern. Parents of this group may need substantial help in 
learning to establish more empathic relations with their chil
dren, since the social and economic pressures of their own 
lives hinder them in reaching out empathically or using words 
of feeling and affect" (Gilmore, p. 253). 

Lest his emphasis on empathic support be misunder
stood, Gilmore stresses that he is talking about more than 
empathy. He uses the tenn as a descriptor of support, not as the 
sole support. "Empathy, and nurturance," he says, "will foster 
self-esteem, but self-esteem alone will be of little avail in a 
family without a commitment to a sound set of human values" 
or commitments to other targeted goals, including social re
sponsibility. Gilmore says, "The highly productive person 
with his accompanying sense of social responsibility, good 
physical and mental health, and effective coping skills devel
ops within the family which values social concern and the 
acquisition of learning. Academic training and the develop
ment of other skills which directly or indirectly contribute to 
one's effectiveness are attainable goals which are included in 
the value system of such a family" (Gilmore, p. 255). 



180 SUCCESS INSURANCE FOR YOUTH 

"The family backgrounds 
of productive persons 

reveal ... self-esteem and 
competence are generally 

high in the parents as 
well as in the children. n 

lilt you want the future to be 
in your own hands, put the 

present in your own hands. n 

Eugine T.Gendlin, Focusing (preface) 

,the Chicken or the "Egg Cycle 
'r" of Successful Development 

The above traits are not only the product of the right 
climate and relationships, they are the traits of people who 
produce effective children. 

Gilmore says, "Retrospective studies of the family back
grounds of productive persons reveal that these backgrounds are 
essentially similar. The home and parental relationship are gener
ally stable and harmonious, there is a strong father who assumes 
responsibility for family leadership, and the motheris affectionate 
and supportive, but not dominating. Self-esteem and competence 
are generally high in the parents as well as in the children" 
(Gilmore, p. 233). 

The other traits from the above list are also present in the 
home backgrounds of academic achievers, creative individuals, 
and leaders. However, they vary in their timing and intensity for 
each of the three. For example, independence is "usually not 
stressed in the earliest years" of the academic, but is 'distinctly 
stressed in the home background of creative individuals. The 
latter tends "to promote in the child freedom of exploration and 
opportunities for various creative endeavors" (Gilmor~, p. 233). 

In the family batckground of leaders, "there appears to 
have been considerable emphasis on a warm and affectionate 
parent-child relationship and a respect and concern for others, 
rather than on specific skills and competencies. The father-son 
bonds are exceptionally strong, and the homes are marked by a 
high sense of values and a sense of social responsibility, concern, 
and individual obligation to be involved in social action" 
(Gilmore, p. 234). 

Gilmore's findings suggest that productive peopie have 
three traits in common: 
1. They grew up in authoritative climates with esteeming 

relationships. 
2. They have acquired a strong set of guiding values. 
3. Based upon a healthy identity, a sense of autonomy, and 

a willingness to be accountable, they prefer to act rather 
than react and produce rather than consume. 
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A healthy and productive 
self-identity cannot be 

developed in isolation of 
quality relationships 

with others. 

"In focusing on academic 
success, parents are 

providing an environment 
which increases the child's 

opportunities for produc
tive development 

in general. II 

'With enhancement of the 
productivity of each family 

unit, there is a corre
sponding benefit to 

all of society. II 
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Gilmore's success strategy is simple. He asks, "Since the 
differentiating factor in the child's productivity is self-esteem, why 
not simply focus on those measures which will serve to meet this need 
by promoting greater empathy and nurturance in his social environ
ment?" The engine that drives successful development "is a simple, 
genuine parental concern for the child and a positive nurturing 
relationship" (Gilmore, p. 248). 

While Gilmore did not concern himself with the school, his 
companion emphasis on significant others would include school 
teachers. Moreover, he says, "Academic achievement is •.. more th!m 
a demonstration of cognitive skills. It is a value, which in its devel~ 
opment requires the acquisition of some of the characteristics we 
prize and reward in others, such as honesty, intellectual integrity, 
consideration for others, creativity, and social responsibility. As a 
result, in focusing on academic success, parents are providing an 
environment which increases the child's opportunities for productive 
development in general" (Gilmore, p. 248). 

Gilmore's findings and the public school 

Gilmore concludes his book by also looking toward the public 
schools for help. He postulates, "Thus, to avoid perpetuating from 
one generation to another the weak value structure which defeats 
productive expression, perhaps one of the fundamental responsibili
ties of the public school is to help parents to fulfill their important 
social roles. Unfortunately, there is no facility that educates people in 
parenthood, so that parents themselves feel that they have amateur 
status. If professional assistance at the school can help them to 
increase their child's self-esteem, their own self-confidence will 
increase as they observe the improvement in the academic and social 
functioning of their offspring. This gives them hope; and since 
advanced educational opportunities can then be viewed as a possible 
reality, the values and aspirations of the entire family can be raised. 
With enhancement of the productivity of each family unit, there is a 
corresponding benefit to all of society" (p. 255). 

Had Gilmore given more thought to the applications of his 
[mdings, he might have drawn some more important implication for 
the schools by giving them a more important role. He deserves no 
criticism for this, since most of the research showing that school 
influences can almost parallel that of the home were reported after his 
synthesis. The interesting thing is that those accomplishments come 
from utilizing principles similar to the ones he identifies. 
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Gilmore did not deal directly with prevention; 
nevertheless, his f'mdings offer powerful implications for' 
prevention efforts of all types. 

" Impli.cations of Gilm~re's ~esearch Synthesis . . , 

The implications of Gilmore's findings, together with the research literature already 
covered in this report, have a powerful impact on prevention. 

First,his findings suggest the existence of 
a healthy development syndrome 
composed of the same ingredients as 
the maladaptive behavior syndrome 
discussed earlier in this report. That 
implies that working on prevention is 
similar to working on healthy develop
ment and visa versa. 

Second, a powerful implication arises 
from Gilmore's finding that the base 
which underlies productive academic 
attainment is the same for leadership, 
creativity I mental health, and 
self-actualization in general. This 
suggests that prevention efforts do 
not have to have a separate focus 
than that for academic develop .. 
ment. 
Putting into place the ingredients for 
academic attainment puts them into 
place for the other attainments. 
School-based prevention efforts, for 
example would not get sidetracked 
from their main mission, that of educat
ing the student. Neither would individ
ual children get sidetracked from their 
main purpose for being in the school 
and their role as a student. But for that 
to happen, schools must change their 
focus and their mode of operation. 

Third, the premise that the "productive 
personality" is at the opposite end of 
the same spectrum asthe maladaptive 

person implies that the best prevention 
is effective development. This means 
that prevention efforts can a/ways 
maintain a positive direction-never 
having to concentrate on correcting 
symptoms-and can always focus on 
developing traits. 

Fourth, the findings that both the produc
tive personality and the maladaptive 
personality are largely by-products of 
relationships suggest that solutions 
which focus on the individual in isola
tion cannot and will not work. Every 
successful intervention or treatment 
strategy is built on a base of trusting, 
caring relationships; no wonder the 
development of new relationship skills 
has been a frequently found element in 
successfully rehabilitated "misbeha
vants." 

Fifth, behaviors, both positive and nega
tive, appear to be by-products of cli
mate and relationship variables. If so, 
this means that prevention can be kept 
positive in nature without finger point
ing or blame heaped upon any child. 
Prevention can focus on putting into 
place the foundation variables identi
fied in the literature, knowing that 
when they are effectively in place, they 
will gradually bring forth appropriate 
behavior, and the inappropriate will 
gradually disappear. 
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Healthy individuals can and 
do misbehave. However, 

emotionally disturbed 
individuals have a hard time 

not misbehaving in some way. 

Close interaction with such 
edults seem to be the most 

effective transfer mechanism 
of these traits to youth. 

All dimensions of a child must 
be educated, and for full 
education, be integrated. 
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Misbehavior versus unhealthy behavior 

"If you choose to say, in effect, 'I do things because if 
I don't do them something bad will happen to me,' you 
are livi ng with guilt and fear." "If you choose to give up 
accountability for your own actions ... the rest of your 
life will be spent outrunning the flames of hell." 

Louis Tice, Pacific Institute 

As implied by Elkind, Gilmore, Dreikurs, and other psy
chologists, there is a difference between unhealthy behavior and 
misbehavior. Emotionally disturbed individuals have a hard time 
not misbehaving in some way. Many actions of such children, 
while done in an att~mpt to successfully cope, do them more harm 
than good. However, as Hawkins, Baumrind and others note, 
many otherwise healthy adolescents occasionally misbehave. 
When they do, they are more easily treated and in much less time. 
These are rarel~ the repeat offenders which burden the courts or 
the classI'90ms. 

Is success transmitted? 
Research has more to say about who can transmit success 

ingredients to youth than how they are transmitted. The most 
interesting finding about the success ingredients for youth is that 
they are found in combination in healthy, well-adjusted, produc
tive adults. The best way to demonstrate all ingredients for success 
simultaneously is through close association and interaction with 
such adults. They not only model the desired traits, they are able 
through their interactions with youth to give experience and 
practice in their use. 

Morality appears to be a 
by-product of healthy development 
All dimensions of a child must be educated, and for full education, 
be integrated. Whether described as the four Judeo-Christian 
components of "heart, might, mind, and strength" or the modem 
vernacular of cognitive, affective, conative, and psychomotor, all 
must be included or the child will be shortchanged in his educa
tion. 
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Much overlap exists between this chapter and that on 
moral development. Healthy development c'annot be separated 
from moral development. Successful development of necessity 
incorporates qualities of character. In this sense it becomes 
character development. If Dreikurs, Gilmore, Elkind, and Jensen 
and Hughston can be believed~ successful development not only 
prevents misbehavior, it builds moral character. Successful pre~ 
vention might do likewise. 
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Practicality breaks down into several questions: 
• Is as much known about development as prevention? 
• Would it be any more difficult? 
• Would it take any more time? 
• Would it be as effective as other prevention strategies? 

Success gets you far beyond 
merely avoiding failure. 

From the evidence presented, answers look encouraging. 
As much is known about development as prevention. What we 
know about prevention is linked closely to development. Both ap
pear to be by-products of early environments and relationships 
with adults. Development for success, therefore, takes no more 
time and energy than prevention. And most important, the addi
tional benefits of development make it far more desirable than 
prevention. In other words, "Success gets you far beyond merely 
avoiding failure." 
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EFFECTIVE SCHOOLS 
LITERATURE 

Prevention experts 
consider schools as 
the one great hope 

for success. 

As seen by both behaviorists and educators 
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Prevention experts consider schools as the one great hope 
for success. The relationship between school success and behav
ioral success is now so clearly established that preventionists are 
giving a great deal of attention to how to create effective schools. 
While some of the research links between effective schools and 
effective prevention are clearly established, others are not. 

Caution is urged in assuming that every factor that makes 
a school effective will also aid in prevention. Many of the 
prevention reports on effective schools merely summarize their 
analysis of the effective schools research without tying it with the 
prevention literature. 

The elements of effective schools have less research 
behind them than some of the prevention elements. For tr.:1t 
reason, the authors of various summaries of effective schools 
research interpret the literature differently. Additionally, the 
effective schools research has been applied less aggressively than 
the prevention research. However, part of the cautions associated 
with the less researched effective schools components are over
ridden by the concurrent validity between those findings and 
those from the prevention literature. . 
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For schools and classrooms 
who want to make 

a difference, much new 
knowledge is now available. 

. EFFECTIVE SCHOOLS LITERATURE ...!E. 

This chapter provides two major contributions to the 
'questions behind this report. The question of whether schools 
should be involved was already clearly answered in earlier chap .. 
ters. This chapter goes beyond that and addresses the topic of 
whether natural bonds exist between school effectiveness and 
prevention. It also addresses the issue of whether sch/ool involve .. 
ment in a major prevention effort would fit witbin the Utah 
realities, particularly the cost and practicality constraints imposed 
by YEA. 

Res~arch findings have trouble getting 
through the schoolhouse doors 

"Is it because the practitioner is more 
concerned with the pragmatics than 
with the theory?" 

After noting that relatively few findings from educational 
research fmds its way into the schools, Squires, Huitt, and Segars 
ask some very salient questions. "Is it because the research is 
couched in obtuse language? Is it because the practitioneris more 
concerned with the pragmatics than with the theory? Is it because 
the research does not filter down to the practitioner," they ask? 
(Squires et al., p. forward). 

These are important questions which for the most part are left 
unanswered. Certainly, one reason for that is the mistaken notion 
that they have to be built into a new program instead of being 
absorbed into existing ones. Nevertheless, for schools and class
rooms who want to make a difference, much new knowledge is 
now available. 

The same might be said for prevention effGrts. More is 
now known than is generally being applied. And when it comes to 
formally combining the research on the effective schoo~t and 
classroom with the research on prevention, even less has be~n 
done. 

Both prevention-centered and education-centered re
search summaries are included in this chapter. Given the con
straints YEA is working under, both sets of findings must be part 
of any successful prevention strategy for Utah. 
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Effective schools list (RAND) 
1. Continuing instructional leadership and support by 

school principals 
2. High expectations for student performance and 

schoolwide recognition of success 
3. Frequent monitoring of student progress 
4. Maintenance of an orderly and quiet atmosphere 

without being oppressive 
5. Collaborative planning and collegial relationships 

among teachers 
6. Minimizing turnover among the most competent 

staff 
Rand (p. 60) 
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"Relationship factors are 
an important part ot school 

and classroom climate. n 
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Classroom climate, a new perspective 
on misbehavior-

Instead of viewing a child as an entity independent from 
the class and using escalating penalties, the newer approaches to 
discipline view disruptions as an interaction among the classroom 
setting, the program, and the children 's behavior. Therefore, more 
emphasis is placed on establishing environments in which nega
tive behavior is naturally discouraged and the child's interests are 
engaged. 

However, the Rand report stresses, "The estab
lishment of the required school climate and programs is 
no simple matter.... The motivation for establishing 
such a school must come from within the school com
munity" (Rand, pp. 61-62). 

The climate factors the Rand report suggest include 
the following: 
• Continuing instructional leadership and support for 

tsachers from principals. 
• High expectations for student performance. 
• The development of an integrated curriculum that 

emphasizes academic skills. 
• Frequent monitoring of student progress. 
• An orderly and quiet but not oppressive atmosphere. 
• Collaborative planning and collegial relationships 

among teachers. 
• Schoolwide staff development and recognition of 

academic success. 
• Techniques for minimizing turnover among the 

most competent staff. (Weber, 1971; Rutter, et aI., 
1979; Edmons and Frederikson, 1978. See J. H. 
Ralph and J. Fennessey "Science on Reform: 
Some Questions About the Effective Schools 
Model," PDK, June 1983, for a critique of the earlier 
literature). 

~------------------------------------~ 

Relationship factors 
Relationspip factors are an important part of school and 

classroom climate. The authors of the Rand report give the 
following suggestions relating to intrapersonal and interpersonal 
relations at the secondary school level. 
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NOTE: The Connecticut program was 
reviewed earlier in this report in connec~ 
Lion with general prevention solutions. 
Because the program is applicable to ef
fective schools, parts of the report are ref
erenced in this chapter. 

In noting a very common finding from the Project Head 
Start study literature, the Rand report stresses that the above points 
are especially important for children of the poor. They note that 
children from low-income families are likely to have problems 
adjusting to the demands of school settings in several ways-
having had less educational toys and games, less books, less help 
on reading and language skjlls, less warmth and affection, and 
less of the kind of discipline required in a classroom (Headstart 
longitude studies literature, in Rand, p. 54). 

. Effective Schools and Prevention 
. - ". J 

''There is now accumulating research evidence about the 
factors that directly influence student learning and the school 
conditions that help all students achieve appropriate levels of 
mastery and success," says Christopher Hall. He than adds, "The 
substantial and growing research base suggests specific practices 
and policies that are more likely to help students improve and 
become positively 'bonded' to their schools" (Hall, 1987, p. 1). 

Hall says the Connecticut Secondary School Develop
ment Project draws from research on school climate, school 
effectiveness and equity and relates it to secondary and middle 
schools. ·'The project assumes that secondary and middle school 
students are best prevented from school failure, dropout, anti
social behavior and other dysfunctional development when they 
are engaged in school activities where they experience success 
and achievement. In this manner students become attached and 
committed to productive, pro-sociallifest)les" (Hall, 1987, p. 1) .. 
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A particular strength of the Connecticut project has been~he development of evaluation 
instruments used to measure faculty and student perceptions of thirteen key constructs 
drawn from the research on effective schools: 
• safe and orderly environment • academic growth and renewal 
• clear school mission • home-school relations 
• instructional leadership • decision making 
• high expectation • consideration 
• opportunity to learn and time on task • frequent monitoring of student progress 
• schools' responsiveness to student • academic press 

needs and equity 

Connecticut's Parent's Attitudes Toward School Effectiveness (PATSE) research reveals 
that a broad set of parental activities linking home and school are positively correlated with 
achievement. PATSE probes parents' perceptions of six key constructs drawn from the 
research (Gable et a\., p. 2): 
• school and community relations • clear school mission 
• high expectations 
• instructional leadership 

• safe and orderly environment 
• frequent monitoring of student progress 

The beginning point for effective schools 
Ronald Edmonds and other researchers have popularized 

what some have called the effective schools model. The model is 
not really a model, rather a set of the fIrst consistent variables that 
emerged from the study of already existing effective schools. The 
factors are variously stated but include the following ingredients: 
., strong leadership by the principal 
., emphasis on academics (particularly basic skills) 
• an orderly environment 
• high expectations for student achievement, 
• frequent and systematic evaluation of students 

The research base has materially broadened in recent 
years and other factors (including more refIned describers of the 
above factors) have emerged. Many of the newer factors have 
already been noted above. Even at the current status, many of the 
variables do not have standardized defmitions or measurements of 
effectiveness. Nevertheless, they serve as good focal points for 
parents as well as educators to zero in on. 

Lawrence C. Stedman, an advocate of an expanded and 
more specified list of ingredients, extracted factors from his own 
research as well as through a "synthesis" of other effective schools 
research. His particular point is that the factors must apply to all 
students and. to all schools, including the poor, urban areas with 
high concentration of minorities (Stedman, 1987, p. 218). 
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Pure and properly 
controlled research is almost 

impossible to conduct 
in the public schools. 

'7he atmosphere is a good bit 
warmer and more humane. 11 

Stedman, like others, acknowledges the weaknesses in
herent in the effective schools research. Pure and properly con
trolled research is almost impossible to conduct in the public 
schools (Brookover, p. 227). Nevertheless, says Stedman, "for 
practitioners who cannot wait for the properly designed l"esearch 
to be conducted, these practices offer an alternative set of guide
lines for making schools effective" (Stedman, p. 218). 

"Keeping parents involved in the what, how, 
and where of their child's learning is a mark of 
the most effective schools: 

Concerning parent participation, Stedman emphasizes 
good communication with the home, including "keeping parents 
up-to-date about student performance," and notification as soon 
as performance begins to slip. Keeping parents "involved in their 
children's learning" also delineated the effective schools Sted
man studied (Stedman, p. 219). 

Stedman's effective schools "demonstrated the skillful 
assignment of teachers," by doing things such as placing the best 
teachers in the early grades and using them for in-service training, 
giving demonstrations, and providing collegial supports to other 
teachers. "Close personal attention to students" and "concentra
tion on individual development" were also noted. Programs were 
designed "to insure academic success and to head off academic 
problems" (Stedman, p. 221). . 
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"Effective schools research 
has shown that urban schools 

can largely overcome 
the effects of poverty 

on student performance. tt 

One of the greatest 
accomplishments of the latest 

effective schools research 
has been to disprove 

the conventional wisdom 
that the connection 

between sociel class and 
academic achievement 

cannot be changed. 

'~ truth that is parroted is 
only a half-truth." Jean Piaget 
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Charles Silberman's study of effective schools is refer~ 
enced by Stedman as follows: "The atmosphere is a good bit 
wanner and more humane, and the environment both freer and 
more supportive, than in most schools" (Silberman, p. 103). 

Stedman concludes that the effects of poverty can be over
come in the schools. He says, "Effective schools research has 
shown that urban schools can largely overcome the effects of 
poverty on student performance. Over the past 15 years, research
ers have found many urban elementary schools that have brought 
their low-income, minority students up to grade level and, in some 
cases, even up to middle-class achievement levels." Stedman 
continues, "This research has also shown that the impact of 
schooling on academic achievement can be much greater than that 
expected from prior research on school effects" (p. 222). 

Another of Stedman's conclusions is that, "The greatest 
accomplishment of the effective schools research, therefore, has 
been to disprove the conventional wisdom that an impoverished 
background precludes the acquisition of basic reading and math 
skills and that the connection between social class and academic 
achievement cannot be changed. Schools can and do make a 
difference" ( p. 222). Brookover agrees. He says in behalf of his 
Michigan State University based researchers, "We believe that 
students from poor families should achieve at essentially the same 
high level as students from affluent families" ( 1987, p. 227). 

Good schools versus effective schools 
Heath and McLaughlin's study makes a point about the 

difference between effective schools and good schools. Effective 
schools answers are related to data (test scores, attendance, 
dropout rates). Good schools answers are tied to affective indica
tors (smiles on faces, care and concern shown by teachers in 
dealing with students, excitement with which students engaged in 
activities, the openness with which students questioned one 
another). 

In discussing prevention, as well as academic progress, 
Heath and McLaughlin stress that educators who care about the 
fate of all children must define goodness before they worry about 
effectiveness. Truth must be applied before it can be useful. To 
illustrate, they quote Jean Piaget, the famous developmental 
psychologist, who said, "A truth that is parroted is only a half
truth" (Heath and McLaughlin, p. 578). 
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Cautions 

Good schools and effective schools both improve aca
demics; however, only good schools also prevent be
havioral problems. 

Two important cautions are noted by Good and Brophy regard
ing the research on school effects. First, the data is correlative and not 
necessarily causal in nature, and secondly, many of the relationships 
seem nonlinear. This means that while some degree of variable 
application may be good, a lot might be counter productive. They fear 
many advocates will falsely assume that since a little is good, more 
is better (Good and Brophy, p. 588). The findings of school bonding 
and on the degree of warmth of relationships are two such examples 
cited in the literature. Other more specific examples are included later 
in this chapter. 

The study of effective schools versus research 
on effective schools 

Over three years ago during a blitz of attention on effective 
schools, John Ralph raised some important questions about "the 
problems and the strengths of this body of research." While some 
of his concerns have been addressed during the last three years, all 
of them have not. A summary of Ralph 's concerns are included to 
let the reader know that all of the questions concerning effective 
schools have not yet been answered. 

Ralph discusses the difference between "the study of 
effective schools" and "research on school effects." He cautions 
about misinterpretations concerning differences between schools 
and indicates that once the home, socioeconomic, and aptitude 
variables are controlled for, little difference exists on achieve
ment from school to school. Ralph notes that "school-effects 
research continues to investigate those school and classroom level 
variables that significantly affect achievement, even though their 
impact is modest relative to that of the home environment" 
(Ralph, p. 689). 
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The "how to's" of 
effective schools are not 

well understood. 
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For this conclusion Ralph quotes the exhaustive research 
of James Coleman as well as several others. In balance, it should 
be noted that most of the research used to justify the claim t~at 
school factors are minor compared to school controllable factors 
are 10 to 15 years old. As noted by Stedman above, much has been 
learned and applied in the most effective schools during that time. 
Stedman says, "Christopher Jencks ... argued that the best one
fIfth of schools could raise student achievement by only one-third 
to two-thirds of a standard deviation, whereas their actual impact 
has been two to three times as great" (Stedman, p. 222). 

For prevention, the pertinent question is whether school 
techniques can compensate for, substitute for, or intervene in 
deficiencies arising from home-related factors. The newer re
search is raising hope that they can. 

," ' ' , 

What Variab~s Do .S;chools Have Control Over?' 

The issue being raised by the 
latest research is not how 

school effects compare with 
home effects, but whether 

attempts by schools 
to compensate for home 
disadvantages can alter 

learning variables. 

Jencks speaks rather pessimistically of the school control
lable factors relative to achievement He claims, "If we could 
equalize everyone's total environment, test score inequality 
would fall by 25-40 percent. ... Equalizing the quality of elemen
tary schools would reduce cognitive inequality by 3 percent or 
less" (Jencks, p. 109 as quoted in Ralph, p. 691). 

The issue being raised by the latest research is not how 
school effects compare with home effects, but whether attempts 
by' schools to compensate for home disadvantages can alter 
learning variables. It is suggested that this might have dramatic 
affect on academic success as well as behavioral success. Some 
authors now suggest that very possibility. The research for doing 
so points to school climate variables; they are indeed controllable 
by the school. 

Wilbur Brookover at Michigan State University has made 
one of the strongest contributions to the empirical literature 
pertaining to school climates. He asked students, teachers, and 
principals about their sense of futility, personal expectations, 
perceptions of the academic nonns, and evaluations of commit
ments to improve. Brookover has reorganized a "more elaborate 
set of effective school characteristics under three general head
ings: the ideology of the school, the organizational structure of the 
school, and the instructional practices of the school" (Brookover, 
1987, p. 226, in Ralph, p. 692). 
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Based on Brookover's findings, even Ralph admits that 
"school climate variables such as high teacher expectations and 
high self-esteem among students may be the effect or the cause of 
changes in other variables," including achievement, because they 
creating a favorable learning environment (Ralph, p. 692). 

~~. J' 

Effective Schools Fr~m Another Persp,ective 

The AseD review of the effective schools research by 
Squires, Huitt, and Segars is probably more encompassing than 
the other reviews. One of the reasons is that these authors deal 
with the effective classroom as well as the effective school. That 
makes it more pertinent to prevention. 

The most important ingredients found in the effective schools 
research have been built into an improvement model by the ASCD 
authors: 
LEADERSHIP SUPERVISION TEACHER BEHAVIORS 

• Modeling • Entrance diagnosis • Planning 
• Feedback • Technical success • Management 
• Consensus • Reintegration • Instruction 

• Meaning (Personal 
and professional) 

SCHOOL CLIMATE STUDENT BEHAVIORS 
• Academic emphasis • Involvement 
• Orderly environment • Coverage 
• Expectations for success • Success 
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The'~tudentsupponsH 

component directly affects 
student behaviors and leads 

to no,! only student 
achievement but also to 

student personal growth. 

The ASeD authors couple 
school evaluation with formal 
planning, organizational, and 

other suppons of student 
achievement which come 

through planning. 
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The proposed effective schools model in the AseD re
search summary has supervision, school climate, teacher behav
iors and student behaviors as the critical ingredients. When the 
school-related prevention research is considered, an additional 
component consisting of several variables is suggested. The 
additional component could be called "student supports." 
Teacher behaviors feed into this component as do those of parents 
and other students. 

The Ustudent supports" component directly affects student be
haviors and leads to not only student achievement, but also to 
student personal growth. As will be seen later in this report, the 
student support component is built into the proposed YEA strat
egy along with the ASeD components. 

Other Effective Schoo.1 Factors 

"Meaning" is as important to teaching as it is 
to learning 

It is also significant that personal and professional mean
ing on the part of school staffs was shown important in the 
effective school summary by ASeD. That corroborates the data 
coming out of business and industry in which the most successful 
companies are those able to structure the work and provide a 
climate that taps the "meaningfulness" ingredient. 

In their book, the ASeD authors propose quarterly evalu
ation of school progress using the factors of student involvement, 
content coverage, and student success. They say these elements 
"are so important and so relatively easy to measure that they 
should be carefully accounted for, much as money spent to support 
the school is accounted for." 

The latter concept is a valid one which should appeal to 
legislators and taxpayers who are increasingly demanding to see 
the link between funding and student achievement. The ASeD 
authors couple school evaluation with formal planning, organiza
tional, and other supports of student achievement which come 
through planning (Squires et al., pp. 2-3). 
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"Teachers have the most 
influence over student 
behaworandsuppon 

student achievement through 
planning, instruction, and 
classroom management." 

Teacher support 
Describing the importance of teacher behavior; Squires et 

al., summarized: ''Teachers have the most influence over student 
behavior and support student achievement through planning, 
instruction, and classroom management. To the extent that the 
teachers' behaviors support students; involvement, success, and 
coverage, then student achievement will improve., .. If improved 
student achievement is the goal, then research has some sugges
tions about which teacher behavior patterns are most effective" (p. 
3). 

Squires, Huitt, and Segars call for the same kind of 
supervision support for teachers as they provide for students. 
Professional growth; they say, is the by-product when supervision 
is focused on improving student achievement via the three mecha
nisms described above. As part of that supervision, "the supervi
sor and the teacher explore the meanings in the patterns of their 
professional behavior" ( pp. 3-4). 

Students in effective schools . 
The ASeD report lists several student-related 

characteristics of the most effective schools. 
• "Students are expected to reach the goals set. 
• "Student success is built into lessons, and 

teachers provide consistent rewards for 
demonstrated achievement. 

• "Standards for achievement in effective schools 
are high, yet reasonable, and students expect to 
master th(,*Ilf' academic work and graduate from 
high school. 

• Students "feel teachers care about their academic 
performance and believe hard work is more 
important to that performance than luck. 

• "Because they have been successful in the past, 
the students have a sense of control over their 
environment." 

Squires et aI. (p. 5) 
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The principal in the effective school 
• "If the principal believes students are not likely to 

leC1ro, then the principal is not likely to be concerned 
about whether the staff devotes ehough time to 
instruct/on. 

• "Feedback that supports and recognizes successful 
academic performance and appropriate behavior is 
also more likely to occur in effective schools. 

• "The principal's actions communicate the message 
that praise. rewards. and encouragements needto 
outweigh negative sanctions. 

• "Developing consensus about academic focus and 
expectations for behavior is a .• .leadership process 
in effective schools. 

• "Principals of effective schools have a focus in 
mind .... ensure that school goals are set, guide the 
development of consensus around those goals, and 
systematically check to see that the school is 
C)perating accordingly" 

Squires at al. (pp. 6-8) 

.;.'.i:'~lln:.·.u.nus:a.II· •.. ,:; •. ef.fectlve •• ~.SChO()ls' •• rr: ••• th.e,:~;.aUtho.rs.· .•. ~ot~'; ..•••••• · •• 

: 

:.;::::: 

::>;::;:!j:;:. 
:'., "/'Effectiva, scnools g~n:erally recognize a lu,iform ',. . ... 

~['il\'fiftl~iil~1~;~;~~t;[~};:1! 
:.,<,:;: ,. ",' " ':-:>';'';:::;;'.,: . ·.,c.· ...... ::,·.·· '';'; ... >:-:' ;':".,:: ://::,::. ;":'j> 

;":. '::''::::;::: :';' <::;.:',:{ :,:::<:.;.::~.,.;-: .... " ,;" . .;:.,;:.; .... ";, .',,', : .":>;::"'; .... ' 

.'':'.:.("hpretikely'tO' be ,'engagl;!Q ifClassroomfOutirlesarid 

':,~';~~~\e~~~;iij~,~~~,~t;~~~~;.~;laS~~hd, ... , •••. 
/,';'T~acher$~$pehdmor.elirrte<?l'l·lessqnsl/(begin~· . . .. . . 
·;hingaricieridihgorttime{$tc·r{S'qu'resetal~,p~5) .. .. ' .. ; ................. ,... ';". '. . ... ; ... ;... .... .' 



200 SUCCESS INSURANCE FOR YOUTH 

"Students' classroom behavior 
is the most direct link to 

student achievement . ... 
Teachers' behavior can affect 

students' behavior in ways 
that will lead to improved 

student learning. n 

Squires et aI. (p. 9) 
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The above list should not be taken as conclusive. As was 

noted earlier, of the variables studied, these correlate most highly 
with academic progress. Far less research has been done on 
behavioral progress. It should also be noted that a few of the 
pertinent behavioral variables are just starting to be tested against 
academic effectiveness. Nonetheless, the above list has signifi
cant implications for classroom methodologies as well as leader
ship styles. 

"Student success is clearly related to school climate. n I 
Squires., et aI. (p. 6) . 

Are good behavior and academic 
achievement related? 

The ASCD report says, "One important fIDding is that stu
dents' classroom behavior is the most direct link to student ac
hievement. A second important rmding is that teachers' behavior 
can affect students' behavior in ways that wi1llead to imprOVed 
student learning" (Squires.. et al., p. 9). The link works both ways. 
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Like the prevention 
research, the effective 

schools research cautions 
that "more of a good thing 

is not always better. II 
The optimum use, not the 

maximum, is advised. 

The growth in integrated 
research is accelerating the 

rate at which new know/edge 
is added to what is already 
known about the teaching 

and learning processes. 
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"Schools that achieve above expectations on standardized 
tICSts", the ASeD report says, "also tend to succeed in other 
iilnportant areas, such as attendance, student self-concept and 
participation~ lack of student disruption and vandalism, and low 
ir,lcidence of delinquent behavior in the community. This suggests 
thiat areas that correlate with standardized test perfonnance pro
vide clues to more effective classrooms and schools" (Squires et 
al'll p. 8). 

Mcne is not always better 
The authors of "Effective Schools and Classrooms" ex

amin,ed the research findings on time on task and found that too 
much lengagement as well as too litde can hinder optimal learning 
(Squires, et al., pp. 10 .. 11) .. They also found that optimum rates of 
success on teacher tests differs for different students. 

In one key study on college students, for example, "stu
dents classified as having low motivation for achievement but 
high fear of failure did best when their success rate was approxi
mately 93 percent and worst when their success rate was approxi
mately 60 percent. Conversely, students classified as having high 
motivation for achievement and low fear of failure perfonned 
optimally at the 60 percent success rate and did worst at a 93 
percent rate" (Squires et al., p. 14). 

The latter type of findings brings up an important point. 
Much of the past educational and prevention research has as
sumed linearity in relationships. Only recently have many impor
tant curvolinear relationships begun to be explored •. ~'U" and "P' 
shaped curves have began to replace straight line or proportional 
relationships. In several cases, the fmding of curvolinearrelation* 
ships has helped explain some of the previous conflicting data 
which undoubtedly came from exploring different ends of the re
lationships. 

Much of the research clarification has come from packages of 
related research as contrasted to combining isolated bits and 
pieces of research. The growth in integrated research is accelerat
ing the rate at which new knowledge is added to what is already 
known about the teaching and learning processes. 
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Classroom Management f!Jnd ~revention 

'TStudiesj have shown that if 
deficiencies in prior learning 

are attendt?d to, 
most students can learn 

what was previously learned 
by only the best students. If 

Squires, at aI., ( pp. '15-16) 

How to prevent deficiencies from occurring 
"A number of [studies] h3.ve shown that if deficiencies in 

prior learning are attended to, most students can learn what was 
previously learned by only the best students" (Squires, et al., pp. 
15-16). The ASCD report refers to recent studies by the Research 
and Development Center for Teacher Education and others which 
confmns earlier work. Several practical suggestions have 
emerged from this research, including the need to-

• Analyze the tasks of the first few weeks in detail and predict 
what will confuse or distract students 

• Present rules,. procedures, expectations, and assignments 
to students in a clear, detailed manner and establish 
classroom routines 

• Establish a system of student accountability for behavior and 
academic work 

• Consistently monitor behavior and work and provide 
feedback on its appropriateness (Squires et al., pp. 17-18). 
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"The most effective 
approaches to management 

build group cohesiveness 
and consensus." 

Teacher teams 
Squires, Huitt, and Segars say, "We have found it helpful 

for teachers to work in pairs or small groups as they attempt to de
velop specific management strategies in their classrooms." Teach
ers don't have to work alone or in isola.tion (p. 18). 
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Research on instructional 
practice reveals unumerous 
and complex relationships 

with student achievement. " 

"Students in effective 
classrooms spend at least 

half of their time working at 
a high level of success 

on daily work and less than 
5 percent of their time 
working at a low level 

of success. " 

Of the bestmanal~~ment practices, the authors say, USeveral 
studies (sc'e Squires. et aI. p. 1 R. for list) show that the most 
effective approaches to management build group cohesiveness 
and consensus ..•• An authoritarian approach in which the teacher 
assumes full responsibility for controlling student behavior, often 
through the use of pressure and force? is significantly less effec
tive" (Squires. et aI., p. 19). 

Classroom monitoring 
The ASCD authors, in attempting to make the results of the 

latest research practical, focussed on those things which can be 
readily monitored. For this reason, the three classroom manage
ment strategies they stress most are proportion of engaged time, 
criterion-relevant content, and levels of student success. 

Research on instructional practice is more complex and 
difficult to sort out. It reveals "numerous and complex relation
ships with student achievement," the authors say. While they 
review several attempts to "synthesize research on classroom 
characteristics and instructional methods," they present their own 
organization of the findings under four headings. 

Their headings are sequentially important and form a kind of 
process. The ftrstis "presentation," which includes an overview 
(review, what, why) explanation. As part of that, "students dem
onstrate understanding." The second heading is practice, frrst 
guided or controlled, and secondly, independent. The third head
ing is performance consisting of daily work, unit tests and per
iodicreviews. The fourth heading is feedback, an integral part of 
the fIrst three headings as the learning process unfolds. 

In justification for their process components, they note, 
"Students in effective classrooms spend at least half of their time 
working at a high level of success on daily work and less than 5 
percent of their time working at a low level of success. Students' 
mastery of a unit's content is evaluated every two to four weeks, 
with a subsequent corrective feedback and remediation thatlets all 
students master the content tested. Periodic review is provided on 
a regular basis ... to maintain mastery of concepts and skills" 
(Squires et al., p. 21). 

They say, "Research has ... identifIed a number of teacher 
behaviors that can be used to affect student behavior. The chal
lenge now is to design and implement programs that encourage 
teachers, principals and supervisors to take advantage of this 
knowledge" (Squires et al., p. 23), . 
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Effective School Literature Summary Points 
Key points from the effective schools research can be summarized as follows: 
• The summary of bO~(1 "effective schools" and "school effects" suggests that truly effective 

schools must include the home as a critical ingredient. 
• l'The effectiveness of schooling should not be confused with efficiency or even with 

humane classroom environments" ( Ralph, p. 690). 
• Changes in staff attitudes, greater parental involvement, the articulation of specific 

instructional goals, and even a more humane school climate mayor may net be evidence 
of successful school programs. They may affect behavior, but not necessarily learning. 

• Much of the effective schools research focuses on amount and degree of learning, less 
on prevention of behavioral problems. Care must be exercised in connecting independent 
anddependentvariables.lnother words, the rightends mustbe matchedtothe right means. 

• Matched-pair case studies are the backbone of good effective schools research. 
Relatively little research of this type has been done to separate the value of the various 
components cited in effective schools research. 

• Much of the effective schools research has had its origins in policy rather than 
conceptual or theoretical foundations. Little has been done on theories explaining how 
the effective sch'ooling factors actually mesh (see Ralph, p. 693). 

• "The effective schools perspective has an important place in educational thinking, but it 
has been mistakenly identified as a scientific model" (Ralph, p. 693), 

• One goal of effective schools reform should be to "promote a more coherent and focused 
upproach to school management" (Ralph, p. 694). 

• There is a large number of unanticipated consequences when rapidly adapting research 
into mandated practice. This has proven true in the effective schools arena. 

• Minimum ingredients for effective schools program include the following: 
a. District~wide instructional goals built upon "student outcomes." 
b. A goal-setting process for each school and its classrooms based on student outcomes. 
c. The curriculum and textbooks are "reviewed to determine whether the objectives for 

subject matter and skills, the textbooks, and the tests are consistent with what 
teachers teach in classrooms." 

d. District supervisory practices and evaluation instruments are revised to become 
linked to objectives. 

e. A monitoring process is mandated to assess progress in reaching district, school, and 
classroom goals. 

f. An extensive staff development program is set up for teachers, principals, central 
office supervisors, and the school board (see Cuban, p. 696). 

• "Clearly, schools can raise the test scores of all children. That evidence continues to 
mount." But the public expects more from schools than test scores (Cuban, p. 696). 

~ In moving toward effective schools, trade-offs have to be made or tend to be made: 
a. Standardization including uniform curriculum and textbooks. 
b. Agenda narrows and tunnel vision can occur. 
c. Schools with high test scores escape the obligation to improve. 
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Cuban suggests an alternative question: "How can the 
broader, more complex, and less easily measured goals of schoolM 

ing be achieved. as we improve test results? Such a rephrased 
question places test results in a ranking position but relates them 
to other important reasons for schooling" (Cuban, p. 696). 

. . . 
SChQ~1 Organizati-on and Effe~tive Instruction 

IIClearly, schools can raise 
the test scores of all children. 

That evidence continues to 
mount. " But the public 

expects more from schools 
than test scores. II 

Cuban 

IISchool management and 
instructional leadership are 

two separate tasks that 
are not easily performed 

by a Single individual. n 

Who in the school should provide 
instructional leadership? 

Because the effective schools research shows the princiM 

pal is an important ingredient in successful schools, many have 
concluded that the principal has to provide the leadership for 
instructional improvement. Others disagree and say the responsiM 

biHty for instructional improvement belongs to one or more teachM 

ers in the schoo1. The question has not been well researched. HOWM 

ever, to provide balance and perspective in this report, a Phi Delta 
Kappan article by Rallis and Highsmith is summarized below. 

Rallis and Highsmith note that both maintenance funcM 

tions and development functions "are essential components of an 
effective school. n In the past the maintemmce functions (smooth 
operate of schools, coordinated activities, safety of students and 
teachers, etc.) have always been expectations for the principal. 
Now the principal is increasingly expected to also provide instrucM 

tionalleadership (Rallis and Highsmith. p. 301). 

These two authors question whether it is reasonable to 
expect one person to generally do both. They say, "We suggest 
that the first realistic step in school improvement is to recognize 
that school management and instructional leadership are two 
separate tasks that cannot be perfonned by a single individual" 
(Rallis and Highsmith, p. 301). 

• 
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School climates must be 
made conducive to 

instructional improvement. 

The divergence of skills needed, as well as the incompati
bility of traits between management and instructional leadership, 
usually mea.'!s that one function is performed well and the other is 
"performed superficially or overlooked." Usually the manage
ment functions get attention, based on more immediate need. 
Attention is to management flrst, because "most principals hold 
degrees in administration, not advanced degrees in teaching or 
curriculum or philosophy of education" (Rallis and Highsmith, p. 
301). 

Climate is important for both staff and 
students to do their best work 

The research on effective schools is summarized by Rallis 
and Highsmith. "Effective schools are characterized by a climate 
that is conducive to leaming-one that is free from disciplinary 
problems and that embodies high expectations for student 
achievement" (Rallis and Highsmith, p. 301). 

These authors point out that school climates are often not 
conducive to instructional improvement They claim there are 
problems in most schools because of the loosely coupled nature of 
the school. Often schools are no more cohesive than a "series of 
classrooms held together by a parking lot." Loose settiDgs, they say, 
"require leaders who are able and who feel free to manipulate the 
components of change" (Rallis and Highsmith, p. 301). 

"Schools are often no more cohesive than a series of 
classrooms held together by a parking lot." 

The bottom line characteristics of 
change agents 

Rallis and Highsmith note that "the distinguishing charac
teristics of effective instructional leaders are apt to be a set of 
attitudes and beliefs rather than a set of skills and behaviors. It may 
be that 'theory and research have emphasized too much what 
leaders do and how they behave and not enough of the more 
symbolic aspects ofleadership-the meanings they communicate 
to others'" (p. 301). 

I! 

I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 



I-
I 
I 
I 
I 
I 
I 
I' 
I 
I 
I 
I 
I 
I 
• • 1 

I 
I 
I 

i' I 
'..::: 

"The educational leader 
can empower; 

the manager 
must enable. " 

Research points out the need 
for both good instruction 
and a good instructional 

climate. One without the other 
will not produce results. 
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Rallis and Highsmith describe the "vi
sionary" requirement of effective instructional 
leadership. "He or she must be able to see and 
communicate possibilities and to transform 
them into beliefs that can be shared by every
one in the school. One way such a leader oper" 
ates is by inspiring risk-taking through a rec
ognition of his or her own successes and fail
ures.'; They add, "no OI)e right way ... exists" 
(p.302). 

''Training leaders who communicate meanings, set goals, 
and locate problems that must be solved is not a simple task," say 
Rallis and Highsmith. They add, ''These individuals must have 
deep pools of accumulated knowledge, mediated by practical 
experiences and sensitivity to human needs .... The leader can em
power; the manager must enable." Most principals are better 
equipped and situated for managing than for leadership, they 
claim. Therefore they conclude, i'Instructionalleadership that is 
to raise the quality of teaching can and must come from within the 
ranks of teachers" (p. 303). 

Many effective school authors feel otherwise; they focus 
on the principal. Most important, others say it does not have to be 
one or the other, noting that the critical ingredients are people 
skills, not "position" rights. 

Nevertheless, Rallis and Highsmith feel the main respon
sibility for improved teaching should be given to teachers. They 

. claim, "Establishing peer-based programs of instructional im
provement will not only allow principals to concentrate on de
mands of managing their buildings but will improve teaching by 
returning ownership of professional growth to the teachers them
selves. Well~managed schools that enable real instructional lead
ers to empower teachers can create more of the effective schools 
that reformers are seeking" (p. 304) . 

Effective instruction 
The effective school and effective classroom research 

points out the critical nature of instruction as well as the instruc
tional climate. Instructional techniques which contribute to pre
ventive climates and relationships as well as to academic progress 
are particularly promising. Again, the research of the last few 
years gives direction. 
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A Synthesis of Educali.o·oal Research 

How to MAXIMIZE affective, behavioral, and 
cognitive learning 

Herbert J. Walberg, in his "syntheses of thousands of 
research studies," concludes that there are nine factors behind 
powerful and productive learning. Walberg is Research Professor 
of Education at the University of Dlinois, Chicago. Walberg's 
team, armed with grants from the National Science Foundation 
and the National Institute of Education, compiled all of the re
search of the '70s and performed "quantitative synthesis" of all 
available studies of productive factors. His conclusions come 
from a syntheses of nearly 3,000 investigations (Walberg, p. 23). 

Walberg says nine factors have to be optimized in order to "increase affective, 
behavioral, and cognitive learning. " He implies thatthe highest forms of each of these three 
dimensions of learning comes only with the othertwo. Good behaviorand cognitive achieve
ment are best achieved together, and they cannot be done withoutthe "affective" dimension. 

Walberg's nine -,ariab/es are-
1. Ability or prior achievement 
2. Motivation, including self-concept 
3. Quality of instructional experience 
4. Age or stage of maturation 
5. Use of out-of-school time 
6. Time engaged in learning 

7. Enduring affection and academic 
stimulation from adults at home 

8. Peer group with learning interests, 
goals, and activities 

9. The psychological climate of the 
classroom group 

Walberg (po 20) 
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Of Walberg's factors, he says, "The flrst flve ... appear to 
substitute, compensate, or trade-off for one another at diminish
ing rates of return. Immense quantities of time, for example, may 
be required for a moderate amount of learning if motivation, 
ability, or instructional quality is minimal. Thus, no single essen
tial factor overwhelms the others; all appear important" (Walberg, 
p.22). 

The other four factors are "nonclas~Toom" variables, 
which "may directly supplement as well as indirectly influence 
the essential classroom factors. In either case, the powerful 
influences of out-of-school factors, especially the home environ
ment, must be considered." Walberg stresses the interaction and 
cumulative effect of considering the nine factors as a composite. 
He says, for example, "Student aptitudes as a set may be less 
alterable than instructi.on. Yet positive home environments and 
good instruction affect them; 8il1d, since they are powerful COITe
lates of learning, they deserve inclusion in [efforts to improve 
educational] productivity" (W'alberg, pp. 22-23). 

Walberg does not ignore other factors, but dismisses them 
as having less importance. "For example", he says, "class size 
[and] financial expenditures per student ... coITelate only weakly 
with learning" (Walberg, p. 21). 

Walberg makes a strong point of the interactive and 
cumulative effects. As one example, he notes, "equal additions of 
time, with other factors held fIXed, yields ever smaller gains i'l 
learning, which suggests that neither time alone nor any other 
factor by itself can solve the productivity problem." While some 
factors are difficult to measure, he generalizes "that each of the 
other essential factors, if well measured, would prove necessary 
but insufficient by itself and would show diminishing returns
thus the possible danger of concentrating on anyone factor alone" 
(Walberg, p. 24). 
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The numbers Walberg uses to describe the magnitude of 
effects ate statistical measures called standard deviations. He is 
indeed talking of some gigantic improvements. The following 
charts illustIates the relative size of some learning and environ· 
ment ingredients (Walberg, p. 24). 

Instructional Factor Effects on learning 
Method Effect 

Reinforcement 1 .17 
Acceleration 1.00 
Reading Training .97 
Cues and Feedback .97 
Science Mastery Learning .81 
Cooperative Learning .76 
Personalized Instruction .57 
Adaptive Instruction .45 
Tutoring .40 
Higher-order Questions .34 
Diagnostic Prescriptive Methods .33 
Individualized Instruction .32 
Teacher Expectations .28 
Homogeneous Groups .10 
Class Size .09 

Home, Peer, Class Morale, and Media Effects 
Method Effect 

Graded Homework 
Class Morals" 
Hame Interventions 
Home Environment 
Assigned Homework 
Socioeconomic Status 
Peer Group 
Television 

.79 

.60 

.50 

.37 

.28 

.25 

.24 
·.05 
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It is important to note that many of the highest effects 
come from the "interactive" factors. Home interventions, class 
morale, graded homework, reinforcement, cues and feedback, 
cooperative learning, and tutoring are some examples. 

It is also important to note how comparatively little effect 
some historically touted factors have. Walberg says, "By com· 
parison, the influence of the peer-group outside of school is 
moderate and comparable to the influence of the student's socio· 
economic status .... Homework that is graded or commented upon 
has three times the effect of socioeconomic status" (p. 24). 

Even more important, Walberg says, "school-parent pro· 
grams to improve academic conditions in the home have an 
outstanding record of success in promoting achievement. What 
might be called 'the alterable curriculum of the home' is twice as 
predictive of academic learning as is family socioeconomic 
status. This curriculum refers to informed parent-child conversa· 
tions about school and everyday events-encouragement and dis
cussion ofleisure reading, monitoring andjoint critical analysis of 
television viewing and peer activities, deferral of immediate 
gratifications ... , expressions of affection and interest in the 
child's academic and other progress as a per:son" (p. 24). 

Walberg concludes: "Cooperative efforts by parents and 
educators to modify these alterable academic conditions in the 
home have strong, beneficial effects on learning .... Although the 
average effect was twice that of socioeconomic status, some 
programs had effects ten times as large; and the programs appear 
to benefit older as well as younger students." Walberg adds, Hit 
should be recognized that educators cannot carry out these pro
grams by themselves; they require the concerted cooperation of 
parents, students, and other agents in the community'~ (p. 25). 

The effective school-classroom research 
overlaps the prevention research 

All of the variables found in the prevention and child 
development research covered earlier in this report· are easily 
integrated into one or more of the factors that Walberg synthe
sized out of the effective school and classroom research. More 
important, Walberg was able to clearly identify the magnified 
effect of combining instructional variables with home and school 
climate variables. In addition, the personal relationship variables 
of Walberg's synthesis parallel the very factors identified in the 
prevention and child development literature. 
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None of the prevention variables or the successful devel
opment variables detract from, interfere with, or require extra 
effort beyond that required for full implementation of the effec
tive school variables~ Walberg's work raises the hope and expec
tation of simultaneous increases in "affective, behavioral, and 
cognitive learning." 

The implications of the high overlap of the effective 
schools and classrooms research with the prevention research are 
exciting to contemplate. Prevention as a by-product of educa
tional improvement? At little or no additional cost and effort? The 
YEA-recommended strategy covered in a later chapter will ex
plore these implications in more detail. 

.i 
I 
I 
I 
I 
I 
I 
I 
I' 
I 
I 
I. 
I 
I 
I 
I 
I 
I 
I 



I 
I 
-I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 

• 12 

EMPOWERING SCHOOLS 
FOR PREVENTION 

BORROWING FROM THE EFFECTIVE ORGANIZATION LITERATURE 

What can effective corporations tell us about pre-
venting failure and building success In children? 

Patterson Purkey, and Parker 

Chapter 2 dealt with the need for school changes to handle 
the new social \~onditions within which child development now 
takes plact~. Social changes are occurring rapidly andcompensat~ 
ing changes must now come faster. The previous chapter of this 
report addresse.d the need for the implementation of effective 
schools research if a major prevention effort is to succeed in 
Utah. School adjustments to address changing social needs and 
implement effective schools research will not be automatic. 
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"In today's world we are all 
engulfed in a 'firestorm of 

change. III 
Alvin Toffier 

[Ask] not what kind of dis
ease the person has, ask 

what kind of person has the 
disease. n Sir Wm Osler 

New tools of change will be needed. The choice to ignore 
change is no longer open to us. We can choose to either react to 
the change thrust upon us from others, or govern the change by 
gaining control of its effect. Whether inclividuals or organiza-
tions, the latter is the better of the alternatives. . 

Ht)W do organizations cope with change? 
Effective organizations are able to change as needed. 

They do this by continually adjusting their internal climate to be 
compatible to the extemal environment in which they live. They 
move beyond focussing on things and on data; effective organi
zations focus on people. They concentrate on empowering 
people. People are what make corporations effective. People 
change; data and things do not, nor can they take action. 

The effective school research also points to empowering 
teachers and students. That commonality makes the effective 
organization research applicable to education and other youth 
development organizations. It also makes it relevant to.efforts to 
prevent youth failure and ensuring youth success. 

. -

. , . Empower Teachers and OthefVrofessionals to Effect Change . . 

The perceived inability to make a difference is a growing 
concern of school teachers. "Even the altruistic reward of seeing 
young people grow has declined as the nature of teaching has 
changed. Not a lot of attention has been given this problem in an 
educational setting" (Darling-Hammond, in Patterson et aI., 
1986, p. 6). 

At the very time conditions in the school have lowered ~ 
teachers'sense of efficacy; workers in the corporate [~ 
sector are achieving more personal involvement and ~ 
more feeling that they can make a difference. ~ 

z· ....... ' :':;' ... ,' .. ,' b' .. ;.'...... • ......... x' . ','....:" ...... :. . ... ;0' .. '0; ,,~. • •••••••• ~.~ •• , ..... :-.:0 .......... :xw.~·tf 

This feeling ofloss of efficacy comes at the very time that 
a new workplace value ha£ emerged on the scene. Workers now, 
more than at any other time, want to be personally involved, to 
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feel they make a difference, and to feel they are making a worthy 
contribution (see T. Peter .. , Inyentin~ the Corporntion). The 
business world has given these new 'values a ~at deW. of 
attention and has learned how to tap them. The public sector can 
learn from their experience. 

Much of what the business world has found out about em
powering individual workers has relevance to educational and 
other public sector workers. In a recent Association for Supervi
sion and Curriculum Development (ASCD) publication, three 
authors transformed what business has learned into educational 
applicability. While these examples and discussions apply to 
education, they apply equally to all public sector professionals. 

These authors, Jerry L. Patterson, Stewart C. Purkey, and 
Jackson V. Parker, translated the literature IOn effective or
ganizations into an educational context. Their book titled, Pro
guctiye School Systems for a NonratiQmd WQrlg, provides a dual 
service to education. First, it demonstrates the overlapping ingre
dients between effective organizations and effective schools, 
and second, it facilitates the implementation of those ingredients 
into schools and otberpublic agencies. Their ideas, will be partic
ularly helpful for those wanting to implement the findings and 
recommendations of this report. 

The ASCD publication authors also intend as their objec
tive, to restore what has been lost to teachers--a sense of 
efficacy. However, their arguments and the adaptations from the 
corporate world suggest the possibility of going beyond what has 
been lost. 

The principles enumerated in the ASCD 
publication are contained. in several books from 
the corporate world. For the purposes of this re
port, their adaptation of those principles to educa
tion better serves the audiences for whom this 
report has been prepared. These authors acknowl
edge heavily borrowing from authors in the effec
tive corporation literature. 

It is important to note 
that the principles enumerated 
in the ASCD book can also be 
applied to multi-agency pro~ 
grams, and hence are of par
ticular import to the desired 
outcomes from this report. 
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A good organization is
". flexible 
" uses integrated structures 
" monitors its climate 
" strategically plans 
" empowers its people 

The authors of the ASCD publication have credibility in 
th\.:. field of education, especially Stewart Purkey, a much quoted 
author on school effectiveness and research~r with the Na#onal 
Center on Effective Secondary Schools, University of Wiscon· 
son-Madison. 

Public sector borrowing from the corporate sector is ap
propriate when parallels exist between them. The ASCD publi
cation authors refer to generic "organizational criteria that, when 
realized, can achieve OUtpllt criteria" set by any agency. They 
say, "These organizational criteria include the ideas that a good 
organization is flexible, uses integrated structures, monitors its 
organizational culture, develops strategic planning techniques, 
and empowers its people" (Patterson et al., 1986, p. 9). 

Returning efficacy to teachers 
It is because education operates through organizations 

that Patterson,et al. contend that "Educators' sense of effective
ness and importance can be restored. However, to do so, educa
tional organizations must be understood in a new way, with a new 
way of thinking about the world of schools and school districts." 
The key is whether new strategies are "designed ultimately to 
empower those within the organization to make a positive 
difference with children" (p. 7). 

In the field of personal effectiveness, education has also 
learned new things in recent years. Patterson et al. concur: 
·'The recent research on effective schools points to clear 
direction for restoring efficacy in an era of change." Coupling 
the effective school literature and the effective corporate 
literature can provide important direction to school districts 
(p. viii). 

·j·DO~S·.if·.~atler.Who.·is.·e.m~·()'Nar~d.~~.·.·I .••• ·.~·PQw~rls·th~·.~pllitY.t9··mobilize.en-
... as~ the~t.lt.H9r~7 '(e~, ~lp~;~au9~th~.: .~rQYm~sch~o! .di~tricttoachi~ve 
tJltlmate.r~f.SQn . for m()t:ntli.:fngen-··· . the' mission: of Jmprgved leClrnmg 
argyln •.. the. first placaistq ·.·atte<?tll and the qualifypf'life' in schodls." 
children's learning,IfJ<,/,... . ............ •.· .... ···Patterson.et af. 1966 (p. 29) 

: ....... _... . ........• _.. . ........... .... ... .... .... . 

In support of efficacy, the authors looked for "effective 
practices for creating productive and innovative organizations, 
for implementing new strategies of planning and decision mak
ing to make use of this new organization, and for developing the 
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It is an educational contradic
tion to give teachers the re

sponsibility, but not the clout 
to make things hapPEIn. 

EMPOWERING SCHOOLS FOR PREVENTION 217 

kind of leadership that assures the organization will produce a 
renewed sense of efficacy" (patterson.et al., 1986, p. ix). 

Also, "decentralization of decision-making power places 
the clout to make things happen as close to the action as possible. 
Numerous research studies converge on the theme that access to 
infonnation, resources, and support by those ultimately re
sponsible for using a specific innovation is critical to successful 
implementation" (Patterson et al., 1986, p. 30, additional refer
ences included). 

Under traditional organizational practice, the link be
tween school board policy and teacher practice is al
most nonexistent. 

----~,~ 

·Patterson. et aI., use the term "rational" to de
scribe the traditional educational system and the 
term "non rational" to describe their model. While 
those terms are descriptive for the purposes of 
their model, the terms "traditional" and "strategic" 
are better suited to the general purposes of this 
report r nd more in line with the corporate literature. 
This d,fference is shown by the addition of the 
bracketed term [strategic} or [strategic planning} in 
some of the quotes. 

"For instance," Patterson et al., observe "teacher dissatis
faction with district policy mandating a particular teaching 
mod~l may never reach the policy-makers. Instead, teachers 
likely will adapt, even distort, the model to fit their needs." 

By way of contrast, they say, "The nonrational [strategic 
planning]* model concludes that the reality of loose coupling 
reinforces the need to view decentralized empowerment as the 
most effective way to make a difference in classrooms" (Patter~ 
son et al., 1986, p. 30 emphasis added. See also Peters and Wa· 
tennan, In Search of Ex£eUence). 

The ideal is to get 
goals and people and 
practice integrated
to get rid of frag
mentation. 

The authors found that "nonrational [strategic] school dis
tricts grant the latitude for schools and teachers to continue their 
quest for a framework that fits with their respective interpretation 
of how children learn best in that school's context" (patterson et 
al., 1986, p. 36). 

The dynamic nature of this strategic planning approach 
allows for alternative forms of goals among classrooms and 
schools which are more closely aligned to the people being 
served as well as those delivering the service. 
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• .. 
TEACHING PRACTICE UNDER OLD AND NEW STRUCTURE . . .. 

Patterson et aI •• 1986 (pp. 36-45) 

OLD "There is a standard set of best practices to improve learning. 
If only teachers would put these practices into action in the 
classroom, teaching and learning would improve." 

NEW "According to the nonrational [strategic] model, things aren't 
quite that simple. The teaching process is a highly complex act, 
not easily understood by researchers or practitioners." 

"Given the vast diversity among our student population, it 
seems only logical that teachers need an array of situationally 
appropriate instructional practices to improve learning. And 
based on current research, tlte nonrational [strategic] view of 
the teaching process turns out to be a more realistic perspective 
than the rational [traditional] model." 

OLD The teacher or field professional is expected to solve the 
problem by themselves, or a new practice is expected to solve 
it for them. 

NEW Merging the practice with the teacher does not mean that 
teachers and other public service professionals do not need 
help in identifying the instructional or intervention practices 
best suited to themselves or to the task at hand. The important 
point is that new practice should be tailored to fit with the 
potential of an existing teacher. 

EMPOWERMENT VIA STRATEGIC PLANNING 

The prevention strategy recommended later in this report 
does not contain a detailed program plan for school districts and 
other agencies to follow in implementing the recommendations 
of this report. Instead, the following section on how strategic 
planning takes place in effective organizations is included to 
suggest an implementation proces£ in harmony with the preven
tion and success ingredients found elsewhere in this report. This 
chapter should be therefore considered as part of the solution 
strategy proposed later in this report. . 
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this report. 

Integration is what opera
tionalizes a strategic plan. 
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Adaptive plans must be strategic plans, for at most, 
they can only guide other planning. 'Strategic planning is no 

. longer a tool of just the military. "Over the past 20 years, research 
in schools of management has sought to detennine effective 
planning strategies. This literature has converged into a solid 
conceptual framework under the heading strategic planning" 
(Patterson et al., 1986, p. 58). 

CONVENTIONAL PLANNING STRATEGIC PLANNING 
• Segmented 
.. Long range 
• Quantitative 
• Emphasis on product 
• Fixed master plan 
• Dependent 
• Idealistic 

• Integrated 
• Medium or short range 
• Qualitative 
• Emphasis on process 
• Masterful planning 
• Interdependent 
• Pragmatic 

Some of these planning concepts are more self-evident 
than others. The following explanations will illustrate key differ
ences ( Patterson et al., 1986, pp. 60-61). 

Se2wented ye~us jntea:rated. Planning in a segmented frame
work tends to view discrete units as "responsible for their own 
destiny. In, all integrat~ system, planning emphasizes interde
pendency, crosscutting relationships among organizational 
units, and the concept of the 'whole' of the organization in 
planning efforts" (patterson et al., 1986, p. 60). 

Integration is the primary element in operationalizing a 
strategic plan. In a school, for example, a segmented system 
would leave the dealing of a student academic or behavior prob
lem only to the unit experiencing the problem. 

On the other hand, in an integrated system "academic and 
behavior problems become the joint responsibility of the special 
education teacher, classroom teacher, and others, including the 
guidance counselor, school psychologist, and reading specialist, 
each as necessary. When major problems occur, hoth central 
office staff and the school operate from a perspective, 'Welre all 
in this business together, and we 're depende~t on each other to 
resolve issues in the best interest of [all]'" (patterson et al., 1986, 
p.60). 
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The strategic planning frame
work rests on the assump

tions of change and an active 
external environment. 

If education required hard 
data before implementing 

practice, much of what it now 
does would be barred. 

Strategic planning is more a 
process than a product. 

Lon&-ram:e versus short-range. "Strategic planners aren 't op~ 
posed" to looking ahead.... When it comes to actual planning 
horizons, though, t.~e strategic planning framework rests on the 
assumptions of change and an active external environment. 
Because we are educating in an era of change and instability, we 
can't assume today's plans will meet tomorrow's needs .... For 
these reasons, the planning time-line can be as short as a few days 
or as long as, perhaps, a couple of years" (patterson et aI., 1986, 
pp.6O-61). 

Qualitative versus quantitative. "Traditionally, planning 
models have relied on hard data because these figures offered the 
most defensible basis for making tough decisions about the 
future. Strategic planning models, on the other hand, add as well 
as emphasize qualitative data. Because the future is uncertain, 
subjective judgment, intuition, and even hunches become impor
tant pieces of data in planning for the future" (Patterson et al., 
1986, p. 61). 

process versus product. In contrast to traditional planning, "the 
goal of strategic planning is to produce a stream of wise decisions 
designed to achieve the mission of the organization. Emphasis 
shifts from productto process. Just as the planning process builds 
in flexibility for adapting to changing conditions in and out of the 
organization, it also accepts the possibility that the final product 
may not resemble what was initially intended" (patterson et al., 
1986, p. (1). It'pragmatically takes what it can get and moves on. 

"In other words, strategic planners say it's okay to aban
don some original goals that looked good at first. .•• Substituting 
goals may not result in the most efficient planning, but it nets a 
more effective process because changes made today are designed 
to make the organization better off in the future" (Patterson et al., 
1986, p. 61). 

In summary, strategic planning is not some package 
that will guarantee magic results overnight. Rather, it 
offers an easier, more practical and realistic way of 
dealing with change and the human dimension. It 
would be foolish to expend time and money on a plan 
that did not address the realities in which it must be im
plemented. 

I 
I 

-I 
I 
I 
I 
I 
I 
I" 

I 
I 
I 
I 
I 
I 
I 
I 
I 
I 



, 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 

Participatory teams can be a 
great asset to successful pre
vention and early intervention. 
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THE VEHICLES OF EMPOWERMENT 

Patterson, Purkey) and Parker note three assumptions 
about empowerment: 
• "First, empowerment is seen as an expanding entity .... Anyone 

and any department can have access to the necessary power 
available. " 

• "Second, the acquisition of support, information, and resources 
is the basis by which people and organizational units become 
empowered. " 

• "Third, empowering people in the organization to influence 
decisions directly affecting them leads to a more effective 
operation ..•. However, this la$t assumption does not equate to 
total delegation or abdication of responsibility. Keyorganiza
tional decisions maintain their locus of power at the top of the 
organization" (Patterson et al., 1986, p. 69). 

Emp~werment Through Problem .. solving Teams· 

*See Rosabeth Kanter's researcb on 
how organizations work in The 
Change Masters, N.Y.: Simon and 
Schuster,1983 

In research conducted within 
the corporate sector, peer ac~ 
ceptance was identified as a 

prerequisite to building a 
power base. " 

Patterson et al., 1986, p. 81 

Participatory teams do not 
fit every need. 

"To be effective in this era of change and uncertainty, a 
school district requires two types of organizational structures," 
say Patterson and his coauthors. They add, "Every school district 
needs a normal management structure with specified tasks and 
lines of authority for carrying out the routine business of the day. 
Every district also needs another structure, one that is not gen
erally shown on the organizational charts. This 'other structure' 
consists of flexible, ad hoc problem-solving teams, vehicles for 
figuring out how to do what the organization doesn't yet know" 
(patterson et al., 1986, p. 75). 
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Patterson et aI., acknowledge that participatory teams are 
not always the answer. They say, "Underthe following conditions, 
employees don't want or need to be involved: 
• when one individual has greater expertise on the subject than others in 

the school district; 
e when the solution has already been determined, so that fonning a 

participative team to 'create' a solution would be a waste of organi
zational energy; 

• when an individual has the issue as part of his or her regular assignment; 
• when no one really cares much about the issue, including instances 

where the issue is trivial, as well as situations where the problem is so 
broad it has no meaning to the individual; and 

• when time dictates a quick decision." 

Efficacy "is the power to make 
a positive difference ... ; it 

comes from gaining coherent, 
consistent, effective, and 

positive results from one's 
professional actions" 

Patterson et aJ •• (p. 113). 

Patterson et aI., 1986 (pp. 74-75) 

For keeping up with some student problems, participatory 
teams are absolutely essential. Educators, social workers, court 
judges, parole officers, volunteers, and others must meet in par
ticipatory teams to deal with general and specific student prob
lems. Anyone of these players must be able to trigger an ad hoc 
team, beginning with specific delineation of the problem and 
ending with a specific set of activities tied to the achievement of 
specific outcomes. 

"When an ad hoc team has a clearly defined mission with 
specified limits, time-line, political realities, and bound
ary constraints, they can channel their energy toward the 
issue, without spending precious time wondering what 
they're supposed to do and how they're going to do it. II 

Patterson et aI., 1986 (p. 76). 

In order to avoid duplication of effect, all field-level 
workers must be kept informed of participatory teams which are 
dealing with classes of behavior problems. But for particularly 
difficult problems, some duplication is often helpful. Duplication 
allows more minds to focus on the problem without the teams 
becoming cumbersome. Also, a central repository of participatory 
teams and the problems or issues they are handling is helpful 
(Patterson et all, pp. 76-77). 
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In the case of secondary schools where a student may have 
several teachers, a permanent advisor to the student may provide I 

I 



I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 
I 

A team has not been for
mulated properly unless its 

termination criteria is part of 
its formulation. 
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the continuity over time to deal with a student's learning or 
behavioral problems (p. 77). 

Because team members may "frod that the taste of success 
is one worth sustaining, relinquishing power isn't easy, and the 
amount of power accruing to a well-oiled team is formidable .... 
Therefore, careful planning is necessary to orchestrate the life and 
death of the teams, and ground rules must be established that spell 
out the conditions signaling their demise" (Patterson et al., 1986, 
p.78). 

" 

EMPOWERMEN'T THROUGH MANAGEMENT STYLE 

Pattersont PurkeYt and Parker include a cogent story that began with 
an all too common style of leadership, The description comes from a 
school-level leader who said'She and her staff felt as if they had 
been placed in a building that was then wrapped tightly with Saran 
Wrap." Fortunately, conditions changed, partly aided by her decision 
to "create a new image and share it with the staff." The authors relate 
what happened next. "She decided to envision the building as wrapped 
in soap bubbles, in order to present to her new staff a feeling of new 
freedom and opportunity. She and the staff then decided to start the 
next school yearby having everyone, including the students, write their 
frustrations on helium balloons and release these as a first-day activity. 
This image has started the staff on a number 01 other innovative ideas 
for the coming year." 

Patterson et aI., 1986 (p. 89) 
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ttlt is intriguing that the 
descripnonsofeffecnve 
principals conceptually 

overlap the descriptions 
of effective schools. " 

Patterson, et aI., 1986 (p. 118 

Good man~ger~ do the following at the right time: 
• Assume responsibility for ensuring that appropriate intro

ductions are made to key administrators in the organiza
tional hierarchy; 

• Defend an individual when he or she is the center of con
troversy during closed-door management meetings; 

• Cut red tape, by-passing the usual chain of command, 
including short-cutting ofthe usual communication struc
tures; 

• Provide powerful backing at strategic times. 
Patterson et al.,1986 (p. 81) 

EMPOWERMENT THROUGH VISIONARY LEADERSHIP 

ttVision is a mental joumey 
from the known to the un

known." 

The unknown cannot be 
controlled; but it can 

be explored. 

T.he visionary leader also is 
capable of holding different 

points of view so that multiple 
possibilities can be seen. 

" . 
I 

In their book, Creating Excellence: Managing Corporate 
Culture. Strate~. and Chan~ in the New A~e, Hickman and 
Silva (1984) say, uVision is a mental journey from the known to 
the unknown" (in Patterson et al., 1986, p. 88), 

"The leader creates a future from a montage of facts, 
hopes, dreams and forecasts. Vision is the product of exercising 
many skills 4t a holistic way to create a mental picture of what the 
future could and should look like. It is not undisciplined day
dreaming; it is more than a short intuitive flash" (Patterson et a1., 
1986, p. 88). 

The four dimensions of visionary perspective: 
• foresight, 
" hindsight, 
• depth perception, and 
• peripheral vision. 

Patterson et aI., 1986, (p. 88) 

Foresia:bt. Patterson and his colleagues say, "The leader is able to 
sense not only what will happen, but on what time schedule, to 
anticipate those items that need short-, medium-, and long-range 
planning. The leader develops a special feel for time, including a 
sense· of the rates of change and the time required to plan and 
respond" (p. 88). 

Hindsia:ht. "The cultural norms of the organization" cannot be 
violated, including "its history, heroes, and symbols" (Patterson 
et al., p. 88). 
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The leader scans beyond the 
organization to know what's 

going on "out there. " 
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Depth uerceutjOD. The leader "is able to see the big picture, to see 
how all the parts work together as a total system. The leader also 
is capable of holding different points of view so that multiple 
possibilities can be seen," including from the differing points of 
view of others (p. 89). 

"Depth perception extends beyond knowing the tra
ditional wisdom about how various groups see the world. Leader-

r------.:.----------, ship means understanding what life 
In all four of these dimensions of vision- looks and feels like for those people 
ary leadership, "the emphasis is on syn- in this particular organization. 
thesizing what is known into a cohesive Understanding and assessing the 
picture that will contribute to the leader's organizational culture is invaluable 
ultimate vision for the organization." in developing depth perception" 

Patterson et aI., 1986 (p. 89) ( 89) p. . 

Peripberal yjsion. The leader scans beyond the organization to 
know what's going on "out there." Such leaders have a "system
atic way of staying informed" (p. 89). 

Visionary leaders do more than dream their 
own dream; they tap the dreams of others. 

EMPOWERMENT THR\OUGH LE DER INTEGRITY 
, 

Research on corporate ethics has found 
that the perception which company wO~t
er~ have about the personal integrity of top 
management is a key determinant of th(~ 
amount of internal crime. 

Patterson, Purkey and 
Parker say personal integrity is 
important for effective manage
ment. They report, uSome 1,500 
managers and executives were 
asked to identify and rank quali-
ties most admired in sub

ordinates, colleagues, and superiors. Integrity was the highest 
rated quality for all three groups. For superiors, it even ranked 
ahead of the quality of leadership .... If integrity, through leader 
modeling, becomes a guiding belief of the culture, it has great 
power" (patterson et al., 1986, p. 92). 

A related concept, honesty, also ranks high in such sur
veys, as does responsibility. "A leader who demonstrates such 
qualities inspires trust in subordinates. The leader will not have 
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liThe root words integrity and 
integration are the same, 

meaning to create unity out of 
diversity. II 

Leading and teaching are the 
same except for one 

ingredient. Good teachers 
make good leaders. 

to constantly prove the good intent of his or her actions. Further, 
if integrity is a guiding principle, then the leader can trust subordi
nates. This in turn opens the door to decentralized decision mak
ing, teaming, and empowerment" (Patterson et al., 1986, p. 92). 

Trust, as was noted in an earlier section of this report, is a 
critical ingredient in fostering growth relationships at home and at 
school. It is not unexpected then to find it as a key ingredient in the 
supervisor-supervisee relationship. If incorporated into the 
school organizational climate, its carry-over into the classroom is 
greatly facilitated. 

The link, and its carry-over between school leadership and 
classroom leadership is worth stressing. Leading and teaching are 
the same except for one ingredient. In leading it is work to be done; 
in the classroom, it is learning. 

The integrity of the leader is reflected in the vision they@ 
articulate. It oan also be evidenced in organizational struc-:~~~ 
ture and climate. When in all three, it becomes a point of;!!! 
stability for both those within and for those who interface :it 
with the organization. It becomes a buffer against the~:!J 
distracting noise that invades all organizations. 1[1 

Patterson et ale (pp. 92-93)iilli 

EMPOWERMENT THROUGH ORGANIZATIONAL CLIMATES 

Without vision, integrity, and supportive 
climates, attempts to deal with the rapid 
change of our world by adjusting the or
ganization will probab~~f be unsuccessful. 

In an earlier section of this 
report, it was concluded that suppor
tive school and classroom climates, 
including trusting relationships be
tween teachers and students, contrib
ute significantly to academic as well 

'------------------' as behavioral progress of students. 
Part of the reason such climates contribute so much is that they 
empower students. But such climates also empower faculty and 
staff. It is for that reason that these benefits from the business 
world are important to this report. 

Empowennent of employees comes in two ways: 
"through selected activities and through the building of alliances" 
(patterson et al., 1986, p. 79, see Kanter, Rosabeth Moss, Men and 
Women of the Corporation. N. Y.: Basic Books). 
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Traditionally, power has been associated with titles and place
ment on the organizational chart. But real empowerment, the 
ability to get things done,. comes from access to the power tools 
of support, information, and resources. As school distric,1s seek 
to expand access to power within the organization, they realize 
that a critical organizational strategy is to empower individuals. 

School and classroom eli· 
mates seem to be the key to 

implementing many of the 
recommendations from the 
national reports on educa

tiona/ reform. 

Patterson, Purky, and Parker 

Giving the staff responsibility for the school's or
ganizational health leads to ownership and commitment and may 
be "a prerequisite to releasing the innovative spirit within the 
school" (patterson et aI., 1986, p. 106). If the school district makes 
all assignments routine, by reducing opportu.nities for creativity, 
risk taking, and experimentation, the district diminishes any 
hopes for people to perform in extraordinary fashion (Patterson 
et aI., 1986, p. 79). 

Educationally speaking, the key ingredient for em
powering the system is the school-level climate. 

. " 

EMPOWERING VIA SCHOOL CLIMATES 

School climate is one of several terms used to describe 
what is emerging as a crucial ingredient in effective schools. The 
characteristic has been variously described and labelled. It could 
be said and has been said to include factors such as flavor, atmo
sphere, setting, milieu, feel. impressionand spirit. There is no 
agreement on what to call it and no standard definition or list of 
characteristics has yet emerged. 

The reader is reminded of one of the key conclusions from 
an earlier section of this report. It was that school and classroom 
climate including relationships between people in the school, was 
a key to character development in schools. 

Some of the terms from the literature Me;culture (patter-
I 

son et aI., 1986), etMs (Rutter, et aI., 1979), climate (e.g., Good-
lad, 1984), moral order (Cohen, 1983) and learning environment 
(Hawley et al., 1984). As Patterson et aI. note, "Still others talk 
about school social systems and separate culture from social 
structure (Brookoveret aI., 1979), and a few attempttoexpand the 
concept of culture by locating it with an ecological perspective. 
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The path from school imposed 
control to self-control is the 

educational climate. 

*For clarity and consistency in this re
port" the term ·'[climate]" has been im
bedded after the word "culture" in some 
of theaccompanying quotes from Patter
son, et aI. 

. , ..... ,.",; .. :. ... :,.:.».;'.' 

Admittedly, it is inaccurate to employ these terms interchange
ably" (patterson et al., 1986, pp. 96-7). 

This report uses the term "school climate"'" because it ap
pears to be the emerging prefelTed tenn in the latest literature. Its 
use in this chapter will be in the context of research literature 
wherein its components support and correlate with student growth 
in both behavior and studies. If! the broad sense, climates include 
the relevant social conditions within and without the school. Most 
import.antly, the term includes the school and classroom opera
tional influences which affect the attitude and behavioral response 
of faculty and students. 

"School culture [climate]* has become particularly sig
nificant as researchers attempt to uncover the characteristics of 
effective schools. For instance, from an effort to understand why 
some elementary schools are relatively more successful than other 
schuols serving similar populations of students, culture [climate] 
had lemerged as the most persuasive explanation" (Brookover, et 
al., 1979; Cohen, 1983; Hawley et al., 1984; MacKenzie, 1983; 
Purkey and Smith, 1983; in Patterson et al., 1986). 

... . Finall¥;t4riugh t)i¢ydQnotspe* cifr¢ctlYOfscb60lctiltUT:e, the reforms proposed 

....•• ··.by ··~()Y6r(l?$~)~d.S~e1:'(i~84r-would rutel'theorganiian()hal· structure~ 
. ·.fi()nila~ve:Values;pattein~bfbeliaViQr'aIiclso·on9.tlli~hs9hoolsand~~sUltinilie 

....•.•• < a.eveto'p1nen~ofnew iristlttitlQnalcUitili.'esTclitnaies].· at· th~ bllildfugleveI. 
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''We periodically bave students ~ 
write 'agree' or 'disagree' on a: slip of i~ 
paper in answer to the statement: 'Teach· ~~ 
ers in tbis school care about the students.' I 
Tbe answers are sorted and stacked. Tbe ~i 
comparative size of the stacks gives us one 1~1 
good measure of scbool climate." .m. 
*w:t":'~;'«::~~~':~~;;:¢~~~~Jq(~i':::':i'$i*~~~¥i~t~J 

Patterson et al., state, 
"Re.cent commentators on educa
tional quality have suggested that 
schools, for all the data they col
lect, are infonnation poor when it 
comes to having useful indicators 
of [climate)" (patterson et al., 
1986, p. 107). 

"Effective principals 
should ... seek to drive O(Jt fear 
of risk taking and innovation." 

Patterson et aI., 1986, (p. 107) 

. 
EMPOWERMENT THROUGH CO'LLABORATION 

I . 

Both the effective schools and effective corporations liter
atures stress "the importance of collaborative relationships and 
democratic decision-making. Even though collaboration and 
shared decision-maki.ng are not identical and one can exist 
without the other, both are essential to the successful implemen
tation of educational change, both are thought to increase job 
satisfaction, and both are conducive to an environment of experi
mentation and mutual assistance" (Patterson. et aI., 1986, p. 106). 

Patterson, Purkey, and Parker stress that, "Effective prin
cipals, by example and by policy, support collaboration and 
involve staff in decision making" (1986, p. 106). They add, 
"Delegating authority and democratizing decision-making con
tribute to greate:r flexibility (via school site management) and 
greater responsibility for school reform at the school level" 
(Ibid.). 

These authors also connect collaboration with efficacy: 
"Whatever else empowerment accomplishes in terms of en
hancing staffprofessionalism, it is a powerful mechanism for gen
erating ownership by the people in whose hands success or failure 
inevitably rests .... Empowerment does not mean the abdication of 

..................... ...... . ................... }.< .• .</. authority or the relinquishment 
l'A~~~se()leffi¢~fY:~1si;~V(~~~'!pe .~g~vy~'.' of leadership; leadership ,is es-
.thatonePs .b(3havl()r/~coperent ___ that I~t~n~. sential to the implementatton of 
tion$. lead to.: thfJde$lte(rr~sl.Jlts~n~that {he significant innovations. Em~ 
rEJsuft~:arew~rthy.·Trus.tanclc()nfidFJnceCl(lse. powerment does mean, how~ 
in others whenthey bellsvethey Ctlncoant on . ever, giving others the opportu-

. coherence; competence,sndlntegrity trom' nity and responsibility to gain 
superiors, colleaguFJs, andszibo'cJinates. ". ... and wield influence" (patterson 

. . .)?at~n~tat~1986 (p.ll?) et aI., p. 109). 
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Empowerment: a Tool for Prevention 
The means and methods of empowerment apply to pre

venting misbehaviors as well as gaining school effectiveness. All 
of its key elements apply. 
.. Access to information including knowledge 
• Access to resources (particularly human resources), including 

the freedom to establish collaborative relationships for prob
lem solving purposes 

• Support from supervisors and colleagues 
It Involvement in decisions affecting one's job responsibilities. 

"Knowledge is power" may be a trite statement in the field 
of education, but knowledge empowers the individual who ac
quires it. That point has been stressed in several recent national 
reports on education, especially those comparing educational 
achievement with the ability to compete internationally. 

The information gleaned from the research included in 
this report is an example of empowermen~ toward a successful 
prevention program for misbehaving students. Knowing the 
cause of a student's problem or learning difficulty empowers the 
teacher or caseworker. Knowing which skills and concepts a child 
has failed to acquire empowers a parent to either help or find help. 
Knowing that teache:rs care about them empowers students to do 
better. 

A similar case for prevention can be tied to each of the 
other elements of empowennent. For example, solving some 
student problems will necessitate that the t.eacher have access to 
human resources from noneducational sources and also new kinds 
of support from colleagues and administrators. 

Empowering people adds energy and brings new human 
resources to a task. It expands personal influence and inCI'eases 
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capabilities. The following chart depicts the extra empowerment 
which can come from applying the latest research literature on 
both school success and on successful prevention of misbehavior. 

EMPOWERMENT FOR PREVENT10'N 
Adds Energy & 

Empower 
Parents 

Taps New Human Resources 

••••••••••• ~.. -.. .. . .. 
~ ••• • Apply Latest Research .\ 
;. Collaborative Involvement: - ~ ........ • Freedom to Innovate .... .. .. 

~.- ... ••••• a _ •••• 

Empower Students 

Empower 
Teachers 

& 
Field Staff 

1~1dividual empowerment coupled with system empowerment are 
powerful forces for achieving success 

- -
LINKING EMPOWERMENT AND STRATEGIC PLANNING . . . 

Once empowered, the staff need to know how to ap
proach the problems at hand. The approach suggested by 
Patterson, Purkey, and Parker is threefold: 
~ Environmen!!Ll analyses 
• Internal analysis 
• Integration of external and internal analysis 

For all three steps, the 'j) articipant asks two questions: 
1. What are the forces that serve as opportunities to help ac

complish the purpose behind the plan? 
2. What are the forces that serve as threats to the accomplish

ment of that plan? 
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For any game plan to suc
ceed, intent and purpose must 

be merged with reality. 

Patterson, Purkey and Parker summarize the process for 
school districts: "After reviewing the quantitative and qualitative 
data available from the external world and the world of the organi
zation, strategic planners pool this information to arrive atrecom
mendatiol1.s for action that are consistent with the school district's 
guiding bt:.liefs~ [and are] economically justitiable, politically 
attainable, and educationally sound" (p. 64). 

The constraints outlined by YEA (under which this report 
was prepared) is an example of integrating intent and purpose with 
reality. 

Summary List 
for Empowering Schools and Other Social Agencies 

for Prevention 
The effective organization literature incorporates such terms and concepts as-

• mutual respect and trust 
• organizational climates 
• mutual responsibilities and collegial support 
~ mentoring and encouragement vs. control 
o integrity by example, moral order 
• visionary but realistic expectations coupled with support 
• self-control vs. imposed control 
• flexible approaches vs. fixed procedures 
• autonomy within fixed responsibility 
• accountability tied to autonomy 
• participatory problem solving 
• decentralized decision making 

All of these variables have their counterparts in the prevention and child 
development research literature as well as in the effective school literature. This 
is not surprising; all of them define and structure productive human relationships. 
This is what business, education, and child rearing all share in common. It is what 
can link home and school and community in a successful prevention and 
development program for children and youth. 

The conclusions which follow in the next chapter reflect the above link, 
as do the recommendations contained at the end of this report. 
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13 
SUMMARY 

CONCLUSIONS 

Success insurance, if feasible 
and practical, is YEA's goal. 

. Orientatio"n " : 

The title of this report and its introductory section incor
porated the theme of success insurance. The subtitle, "Home and 
School Irlsurance Against Failure," follows that theme; however, 
protection against failure does not necessarily ensure success. For 
that reason, in addition to exploring every facet of prevention, the 
Youth Enhancement Association wanted to explore the connec
tions between prevention and success. Success insurance, if 
feasible and practical, is YEA's goal. 

This chapter deals with both the prevention and success 
issues. Designed to summarize the fmdings from the literature, it 
formally answers two more of the questions asked in the introduc~ 
tory chapter. 

;jwB~t~:~~~I~~~~t~l~if~!lllt"l:!_~I[.~f~.:;~~~.I.~~' 
, .. ' 6·~·~~tr~·~::··~·:·'·;$::~~;··~·~·~~:;~~·~~~·~··· ~~:~~~"·~~~~~::;h·~::··i~:i~:~~I;~·~·,··~~·~~···i.:.':' 

cessful children to'tie pre'vention:and development. ,ogether?Jt", ' 
: .'::';':"',~:":::,,,:' ,', ;. .... ;::: :::;;" )~~.:':.~ ',.:.;" .. :;;. ,': :,'.'::.' ':'.'';,::;:.::;';:::';:. ·::::.r.,,(:~.:;::.· .. ::.:: ,:::;:::', }>~;; ':', <::,.; .. >;;:,.::. . </": :;';:;:;(:';:;';:':,'" .... ; ;: :.:,.-: . ,.,"-:::., .. };: ::;: :'; i:i:; ;:': .. ' "::: .... ;';.;":', 

:- >: .:,:;::-:::::',:::':>':<, . .;::", ::::,::,,: :>:::>;::<;:::;::);:::-: .. :::"::: .. :.;:.,;:;::::.-.;. ,', . '.' '.' .. ' : .... ';.',' ,/.::,:::::;:~:> ::\:,::" '. ':-:':/;:-:;:".;'.:,';:;:';;::,,::::: ;:; ;'.:;.:. ,:::>., .... , •..• 

While question number three was partially answered in 
Chapter 10, it will be dealt with more completely in this chapter. 
Of specific interest to YEA was whether prevention and success 
were different processes or opposite ends of the same process. If 
the latter, it would mean that prevention would contribute to 
success, and success would contribute to prevention. YEA wanted 
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It should be kept in mind that 
the contents of this chapter 

are of necessity interpretive. 

Persons who read the 
literature differently or 

those who see alternative 
interpretations are 
invited to respond. 

success to be more than a wish and delved into the research to 
assess its probability. However, research, like insurance, is not 
foolproof. The data are never complete; the interpretations are 
never fixed. Interpretations always add an additional element of 
"risk" or uncertainty. It should be kept in mind that the contents 
of this chapter are of necessity interpretive. 

The reader should also remember that this chapter is based 
on the research summaries studied. Just as unanimity was not 
found between the summaries studied, other summaries by other 
authors would undoubtedly differ in some respects. It should be 
noted, however, that differences between summaries are smaller 
than differences between individual research projects. This is the 
very reason summaries were used, to minimize the differences 
and distinguish the commonalities. 

Combination and syn.thesis from the summaries and espe
cially cross-field comparisons also required interpretive 
judgments. Persons who read the literature differently or those 
who see alternative interpretations are invited to respond. Future 
renderings and updates are planned pending the interest and 
reception of this report. 

This report was intended to be a broad overview and 
comparison of several fields. It is not an exhaustive examination 
of allY single factor contributing to a child's success or failure, nor 
of the ingredients from any single field of endeavor. Undoubtedly, 
there are better publications on child rearing, on teaching, on 
successful organizations, and even on prevention. 

...............•.. , ......... , ......... ::;'.':'-, :';':;'<':,.':',':::.:'»' 
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The conclusions in this section of the report should be 
viewed within the above framework, including the noted cautions 
and limitations. Note that the recommendations are couched 
within the framework of the YEA-imposed constraints related to 
the Utah realities, and particularly of cost containment and prac
ticality. Where a certain author's conclusions are especially 
relevant, they have been included. 

Question NOe 2: Is enough known about how 
to prevent "youth-at-risk" to justify a 
fUll-blown effort? 

The conclusions and recommendations regarding preven
tion, in addition to conformity with Utah realities, must also be 
couched within the realities of current research. 

. Research Realities ~ .. ... " . 

Regarding causes of misbehaviors 
There is no general agreement on the causal relationships that result in 
patterned misbehavior. As mentioned earlier in this report, causal relation
ships in human behavior are very difficult to prove. However, several rela
tionships are so consistent in the research findings that many authors are 
willing to admit a direct connection. Common themes which continue to 
emerge include--
• Difficulty with interpersonal relationships 
• Lack of closeness and bonding to parents and other adults 
• Lack of home and school sustenance, including lack of structure and 

support, inappropriate discipline (especially harsh or coercive meth
ods). ambiguity in direction and expectation, or lack of warmth or mis
communicated warmth 

• Self-rejecting attitudes including low self-esteem . 
• Inappropriate coping mechanisms for dealing with problems and stress 
• Organic dysfunctions 

All of these factors except the physical are made up of 
hundreds of experiences built around the ingredients of self, 
environment, and relationships. The number of variables, and 
more importantly, the number of combinations, is so large that it 
defies formal research methodologies. This is one of the reasons 
that no general agreement on the causal dynamics of misbehavior 
or of good behavior currently exists. 
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In spite of not having all 
of the answersl there is 

solid agreement on some 
of the key ingredients 

thst contribute to good 
and bad behavior. 

Knowing the dynamics 
behind successful devel
opment could make both 
prevention and develop-

ment more efficient. 

Only by recognizing the relationship between causal variables 
can the dynamics of good or bad behavior be fully understood. Little 
empirical research has been done on the early life dynamics which lead 
to later behavior. Most of what has been done is after the fact research 
or observational data from case studies associated with clinical practice. 
Some explanations from clinical sources were covered in earlier chap
ters. 

Most agreement on causal dynamics centers around speculation 
on basic human needs and the maturation process, including the integra
tion and internalization of beliefs and skills with those needs. In spite of 
not having all of the answers, there is solid agreement on some of the key 
ingredients that contribute to good and bad behavior. 

"Relationship" ingredients (such as love, trust, mutual respect, 
joint expectation, a degree of autonomy-or independence or locus of 
control) and support mechanisms (including consistency, mentoring, 
monitoring, feedback) show up in almost every list. However, lists of 
key ingredients do not explain how they come into play, especially in 
combinations or in multiple settings. 

The interactive effects of multiple settings provided by home, 
school, peers, and social milieu are not well understood. More fine
tuning will have to take place before we can answer the question of why 
one of two persons having very similar experiences in all four settings 
turns to misbehavior and the other does not. Differences in the percep
tion of the child (including perception of self) is a common hypothesis. 
Hereditary differences are also frequently mentioned as one factor, as 
implied by studies of identical twins reared apart. 

Knowing the dynamics behind successful development could 
make both prevention and development more efficient. Not knowing 
them, however, nerA not hinder placement of the known key ingredi
ents. Knowing what works is more important than knowing why. For 
the most part, therefore, we are confined in our child rearing approaches 
to doing what works without knowing exactly why it works. Fortu
nately, we now know a great deal about what works and, consequently, 
which elements to base prevention efforts on. 
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~ How Much is Now Known About Misbehavior' 
and its Prevention . . , 

1. Enough consistent research data has accrued to identify 
some key ingredients needed for prevention and early 
intervention efforts, 

2. Correlation studies consistently point to a number of 
common ingredients that lead to maladaptive teenage 
misbehavior. 

3. Most precursors, in turn have their own precursors. As 
these become clear, earlier and earlier interventions are 
possible. 

4. The best single correlates of later misbehavior, when 
standing alone, do a relatively poor job of predicting it. 
Just as a combination of factors is usually required to 
produce success, so it is for failure. 

5. "No one factor has ever been shown to be the primary 
explanation for delinquent conduct, nor likely ever will. 
However, years of research have pointed to a number of 
factors that show up in study after study" (Sandberg. 
p.39). 

6. Early misbehaviors need to be looked at in combination, 
not in isolation. (For example, quietness may merely 
indicate low social needs rather than shyness, insecu

. rity, or low self-esteem.) 
7. There appears to be no reliable predictors of teenage 

misbehavior before age five or six, notwithstanding 
some advocacy for preschool intervention. 

8. The uncommonly high rates of previous child abuse 
among delinquents is sufficiently compelling to war
rant significant policy changes in how judicial, mental 
health, and educational personnel handle these youth. 

9. "There is ample reason for professionals to always 
consider neuropsychiatric factors and histories of vio
lence when evaluating very aggressive, hostile chil
dren" (Sandberg, p. 49-50). 

10. The evidence is clear that child abuse is not restricted to 
the preadolescent. Forty percent of all reported abuse 
subjects are adolescents (Sandberg, p.44). 

11. After reviewing the correlates of misbehavior, one 
cannot help but ask, "For the most part, whose misbe
havior is in question? Kids' or adults'?" 

12. "Serious conduct disorders in childhood appear to be 
virtually a prerequisite for serious antisocial personal
ity problems in later life" (Catalano & Hawkins). 

13. Danger signs precede maladaptive behavior for several 
years. While not all who exhibit the danger signals end 
up misbehaving, almost all who misbehave fIrst exhib
ited the danger signals. The only good insurance is to 
know the danger signals and treat them when they fIrst 
occur. 

14. Putting into place the prevention climate and relation-

ship ingredients will weed out all all behavior problems 
but those needing special intervention. 

15. The majority of obnoxiol's behaviors of young children 
carry the flavor of pain control techniques, and for older 
children, the flavor of coping mechanisms. 

16. Most maladaptive behavior in adolescents appears to 
contain one or more of the following ingredients: a 
coping mechanism toward unmet needs, a reactionary 
mechanism against perceived coercion, or actions 
taken for relief of unresolved stress arising from their 
inability to deal with their problems. 

17. Most patterns of misbehavior stem from patterns of 
earlier unpleasant experiences. 

18. Bad behavior is not merely the absence of good behav
ior and visa versa. 

19. Arguing with adolescents runs the risk of entrenching 
them in their position. 

20. ''Running away is always symptomatic of a serious 
problem regardless of the type of child involved" 
(Sandberg. p. 59). 

21. Nowhere in the research literature is mere punishment 
mentioned as a salution for misbehavior. Punishment 
does not correct bad behavior. 

22. Restrictive, nonrational discipline is associated with 
withdrawn, dependent, and disaffiliative behavior in 
both boys and girls. 

23. Delinquency treatment an,d intervention research suf
fers from substantial methodological faults. 

24. It should not be said that delinquency treatment pro
grams cannot work, only that most do not. 

25. In the absence of any organic causes, the best preven
tion known is good parenting practice. 

26. Witl:out the right kind of "socializing" experiences 
with adults, the child can never grow up. 

27. Society is sending mixed value signals; the confusion 
is creating moral anarchy within the hearts of the 
young. 

28. Preventative strategies can help to restructure the social 
systems that operate to promote deviant behavior. 

29. Successful prevention and intervention techniques can 
be classified as proactive, not reactive. Unfortunately 
most programs are of the reactive type. 

30. The developmental stage of adolescents includes a 
natural desire and movement toward independent be
havior. The kinds of choices children are allowed have 
important implications for prevention programs. 

31. When praise comes only for adult-determined achieve
ment, the child is left without a world of their own, 
without any self-identifying rewards. The same applies 
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to adult-detemtined punishment. The internal lessons 
are nlJt learned. 

32. If eXI)erts are reading the research correctly, then moral 
education must go beyond independent activity. 

33. In contrast to authoritarian control. authoritative control 
is viewed by adolescents as legitimate and is relatively 
welllilCcepted (Baumrind,. p. 35). 

34. To plrematurely "abandon children to their rights, not 
only ignores the real needs of the children, but afuo 
creatles within adults a false expectation" (Olson etal. p. 
83-4)1. 

35. Caring and supportive relationships with adults appear 
to be a highly significant ingredient of childhood suc-

1. If the causes, then the cures as well, must 
now extend beyond the home. 

2. With the traditional external supports of 
the home largely gone, mediocre parent
Ing skills will no longer suffice. 

3. The parenting practices observed in one's 
own parents may no longer meet the 
needs of today's children. 

4. The nature of parenting, more than family 
structure, economics, or social setting, 
appears to be the central predictor of 
future misbehaviors. 

5. Family structure appears to be less impor
tant as a predictor of delinquency than Is 
attachment to parents. 

6. Relationship among family members, 
more than family status, best predicts fu
ture behavior of children. 

7. Parenting practices, more than any other 
factor, create or prevent the cruciallngre
dien's of healthy child development. 

8. Overbearing, authoritarian parenting, 
coupled with the absence of crucial devel
opmental support mechanisms, appears 
to be the best home-related predictor of 
future maladaptive behaviors. Child ne
glect is the second. 

9. Coercion by either parent or child conl
pounds behavioral difficulties. 

10. The research link between child abuse 
and later delinquency gets stronger every 
year. The sexual abuse link appears 
unusually strong. 

cess, and the lack thereof for later failure. 
36. The wise parent or professional uses their authority to 

support jointly developed rules; the unwi:;e impose 
their authority and their rules. 

37. The critical message of prevention is love born of trust 
and mutual respect; message ingredients include joint 
expectation, a degree of autonomy, accountability, 
encouragement. helpful support, mentoring. monitor
ing, and feedback. Praise and reward, while helpful if 
not overdone, are less critical. 

38. Even the most effective parenting does not guarantee 
success. The child has to contribute. 

1 i. The adult behaviors which help produce 
responsible, capable, and productive 
youth are most frequently found in adults 
possessing those same characteristics. 
Close interaction with such adults seem to 
be the most effective transfer mechanism 
of these traits to youth. 

12. The prinCiple that the home should not be 
by-passed in any problem solution strat
egy is validated by the research literature. 

13. No findings from interviews with the ex
perts had more implications for early inter
vention than this: 'Well over 90% of par
ents of delinquent children were willing to 
get involved to help those trying to help 
their children." There is something about a 
blood bond which stirs even the delin
quent parent to a point of willingness to 
help others help their child. 

14. "Parent training for delinquency preven
tion is one vehicle for achieving [it]" 
(Hawkins and Weis, p. 82). 

15. Children should have "participatory roles 
in the family as contributors to family func
tioning" (Hawkins & Weis, p. 82). 

16. Training of parents in techniques formoni
toring and changing their children's bad 
behavior has proven somewhat effective 
with most parents. 

17. There are parental antecedents which can 
predict social responsibility in children. 
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What We Know About cho·ols and Prevention .': 

1. No o~ehas y~t~rov~dthat sChools by lhernselves>qUency than is ability; .'. ' ..... . 
area root cause of maladaptive behavior, While . 18. i'Schoolsare the primary setting for much of the 
thecorrelative/inks'arethere,thecaUsafresearch ·.·· .• ·, •• ·.serious dennqu~hCy t~at oCcursiri contemporary 
links are not-J1iat theyarea~ontributlngfactorls/.society" (Gottfr(ildson. p.24).< '.' . ' 
becoming Well;:1ccepter:t<. > ..••....•••....•.•••.•.••.....•• ii... .is.Even if the ihgr~dlehtsforsucceSSful development 

2;, School adaptations.l)ayenofkepfupwith thedra .. ·· . <are absenttromlhe honiei if found .In abundance in 
matlc'changesl"' sbclety2·)·> ..•. ...<i· .................. '. ··i .. ' .......... ' <theschObr.the childhasareaso!1!:lblechanc:e for 

3 •. "Today'sschOols build on yesterday's . notionotachlevingsticcess;,. ." .. .. 
. 'family/ both in formandfunctibn" (?DK, Aprir,87f .••. 20, 5choolresiructl,iringwlil be" required' for' effective 
p~ 578) ( " .· ••.• i ••.•.•.••....... ' ......•. ". ' ••• ' .. ' •...••.••..•••.. , .•.....••• '........ .•....•. ••.. •.•. . ,prevention andearlylntervention, . 

4 •. Underthelamiltar ~hds()ciatconditions.6( today/ 21. The "research Iiteratufe·sh6Wsthatschdol based 
over 40Cl/ciQfchiidren·' 06W< fi{·into.thrf .' preventlonmustconsistofrnorethan helping stu~ 
"hard-to-educate".categorY~«<q ..... ··/i. >dentsfeef goodaboutthemselves.. ...• ..' 

. 5.. The causes behindat·fisk behavtorsextand be-: ··22. The highscf1~0Iskins~fthe50sno longer open. 
yond the horne; so mLJsfthesbrutiortF6rthatthe employment doors of theSDs;. . .. . 
reason alone, schools' most bEiirivolved. '. .....•... .... 23>Nof until·. the/child. becomes' the curriculum and 

6. Schools have. traditionallY provided a commOn > child succ:essesthebEHlchtnarkwill.education 
pathway out. of poverty: that pathway must be built '.' > have In place th~ itigredielits forprevention. . . 
anew. '. ../ '>< .......................... " ...•.... <. .>i24.CompetitionJofgrades . and comparisons with 

7. The·. necessity 'ofscnool'involvementdoes not ..........•... <other children mfsfocu$ the direction and the ener
mean thatedueatorsmustbwnthewholeburden. · •••• ·><giesofyouhgc.hi!dretl~StLJdents,w6uld be better 
of prevention orthatotheq:>I.lblic andsocfalagen- ·...>.servedwlth units of progress rather than units of 
cies cannot be heavily involved. It only means that ··.comparison.),·.... ..•. .... . . 
schools musfbe Involved; ..•...•..••. / ...• .... ..• ..•.•. .25. InterVentlontsabetter~trategYfor the hard to 

8.. PreventiOn experts consider schools as thEforie .... ····· .•. ··· •• ·.educatethal1is¢OITIPensatory educatiom 
. great hope. for success. . ..•....•.. . .... . .......... '.. .•.••• 26. Delinquency conti'oland prevention programs for 

9. Unresolved difficulties wlthinterpersonal relatlon~ .'. ···········.leaniinQ-disabled.sfudentswilitequirf;! the close 
. ships tn the firstand second grade appears to be.· .·.··cooperatlonand ·coordihatlon of juvenile lustree " 
the best early school predictor of future misbehav· .. ······$ducationat, and. youth service agencies (Sand-
lor. ........... ...berg),<><i .••.•..... ". 

10. When child abuse and neglect is present, it is 27~lntensive inierventlonworks forstudemts who are 
difficult. for children to get "themselves sufficiently'· seriously' behind grads'· !e"e~-It reduces de Iin-
under control to succeed academically" (Sand·. .. quent activity. .......• . ' .. ' . 
berg, p.17-18). '. ..... . 28; Emphasis on. academic achievement is' not 

11. Children subject to child abuse have a higher pro~ enough; onlYwhenat..::risk students feel good 
portion of perceptual, auditory, and discriminatory about schoolwi\l misbehaviorchange. 
difficulties. . 29.· Students don't leavetheirproblems at the school-

12. More punishment at school is not tl1eanswer forhoose door. Solvinga. child's school problems 
the abused or neglected child. . solvesmostofthe others because they are related. 

13. Academic predictors of misbehavior follow antiso- 30.~uFamily interventiOn must become an fntegral part 
cial predictors.' of any schoal treatment program" (M iller & Klung-

14. The link between continuing diHiculties at school ness, p; 33)~ 
and later difficulties with the courts can no longer 31. The ingredienls that facilitate good IHarning 
be ignored by either~among students are the same ones that facilitate 

15. There should be a close and continuing relation- good teaching among teachers. 
Ship between the juvenile court and school authori- 32~ There is an inverse relationship between peer in· 
ties in every community (Gottfredson). fluence and the degree of bonding with home and 

16. The lOwer the academic achievement the greater school. Thls suggests a basis for school programs 
the delinquent behavior. aimed at preventing negative peer influence. 

17. School failure is more strongly linked to de Iin-



240 SUCCESS INSURANCE FOR YOUTH 

What We Know About Schoor Effectiveness 
and Its Relationship wit~ Preveotion 

1. "Mastery of learning tasks, student motivation, posi
tive attitudes toward teachers and school, and 
self-esteem all improve when student team-learning 
is successfully used" (Hawkins & Weis, p. 87). 

2. Effective school management practices reduce behav
ior problems both in school and out of school. 

3. School management, communication, and role model
ing are risk factors which should be closely monitored. 

4. The relationship between school success and 
behavioral success is now so clearly established that 
preventionists are giving a great deal of attention to 
how to create effective schools. 

5. Pure and properly controlled research is almost 
impossible to conduct in the public schools. 

6. Cautions about the less researched components of 
effective schools are overridden by the concurrent 
validity between those fmdings and the prevention 
literature. 

7. Research findings in general are having trouble 
getting through the schoolhouse door. One reason is 
the mistaken notion that they have to be built into a 
new program. In reality, they are more easily ab
sorbed into existing ones. 

. 8. For schools and classrooms who want to make a 
difference, new knowledge is now available. 

9. Instead of viewing a child as an entity independent 
from the class and using escalating penalties, the 
newer approaches view the disruption as an interac
tion among the classroom setting, the program, and 
the child. 

10. Academics can be improved without improving 
beh~lVior and behavior can be improved without 
improving academics. We now know how to merge 
the two and it is no harder than accomplishing either 
one by itself. 

11. Keeping parents involved in the what, how, and 
where of their child's learning is a mark of the most 
effective schools. 

12. "Effective schools research has shown that urban 
schools can largely overcome the effects of poverty 
on student perfonnance" (Steadman, p. 222). 

13. The latest research has shown that the impact of 
schooling on academic achievement can be much 
greater than thought from earlier studies. 

14. The latest effective schools research has disproved 
the conventional opinion that the connection 
between social class and academic achievement 
cannot be changed. 

15. Evidence suggests that successful attempts by 
schools to compensate for home disadvantages 
which hinder learning might have dramatic effects 
on academic success as well as behavioral success. 

16. In spite of correlative data, the "how-to's" of effective 
schools are not well understood. 

17. Much of the effective schools research has had its 
origins in policy rather than conceptual or theoretical 
foundations. Little has been done on theories explain
ing how the effective-schooling factors actually mesh 
(Ralph, p. 693). 

18. Synthesis of the effective school ingredients suggests 
six compcnents: collegial leadership, school climate, 
teaching behaviors, learning behaviors, teacher-stu
dent interactive behavior, and student supports. Each 
has its home counterpart. 

19. "Student success is clearly related to school climate" 
(Squires. et al., p. 6). 

20. "Students' classroom behavior is the most direct 
link to student achievement. ... Teachers' behavior 
can affect students' behavior in ways that will lead 
to improved student learning" (Squires, p. 9). 

21. Just as the prevention research found, the effective 
schools research cautions that "more of a good thing . 
is not always better." The optimum use is sought for 
successful ingredients, not their maximum use. 

22. The growth in integrated research is accelerating the 
rate at which new knowledge is added to what is 
already known about the process of teaching and 
learning. 

23. "[Studies] have shown that if deficiencies in prior 
learning are attended to, most students can learn 
what was previously learned by only the best 
students" (Squires, p. 15-16). 

24. The most effective approaches to both school and 
classroom management build group cohesiveness 
and consensus. 

25. Research on instructional practice reveals "numer
ous and complex relationships with student achieve
ment" which are just now beginning to be under
stood. 

26. The summary of both "effective schools" and "school 
effects" suggests that truly effective schools must 
include the home as a critical ingredient. 

27. ''The effectiveness of schooling should not be con
fused with efficiency or even with humane classroom 
environments" ( Ralph, p. 690). 

28. Much of the effective schools research focuses on 
anlount and degree of learning, less on prevention of 
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behavioral problems. Care must be exercised in con
necting independent and dependent variables. In other 
words j the right ends must be matched to the right 
means. 

29. Matched-pair case studies are the backbone of good 
effective schools research. Relatively little research of 
this type has been done to separate the value of the 
various components cited in effective schools re
search, 

30. ''The effective schools perspective has an important 
place in educational thinking, but it has been mistak· 
enly identified as a scientific model" (Ralph, p. 693). 

31. There are a number of unanticipated consequences 
when translating research into mandated practice. This 
has proven true in the effective schools arena. 

32. "('1early, schools can raise the test scores of all chil
dren. That evidence continues to ooount." But the 
public expects more from schools than test scores. 

33. School management and instructional leadership are 
two separate tasks that are not easily performed by a 

single individual. 
34. School climates must be made conducive to instruc

tional improvement. 
35. ''The distinguishing characteristics of effective in

structionalleaders are apt to be a set of attitudes and 
beliefs rather than a set of skills and behaviors" (Rallis 
& Highsmith). 

36. There is a "visionary" requirement of effective instruc
tionalleadership. "He or she must be able to see and 
communicate possibilities and to transform them into 
beliefs that can be shared by everyone in the school" 
(Rallis & Highsmith). 

37. The educational leader can empower; the manager 
must enable. 

38. The jury is still out as to whether the principal can and 
should be the instructional leader in the school. 

39. Research points up the need for both good instruction 
and a good instructional climate. One without the other 
will not produce results. 

What We Know About School' \,. It>... 

Organization and Prevention 
, . '\ . 

]~j~l!:llillrlillilllllllll\l11 
...>, effectfye':schoots','and prevention research.. ::.,',' . ,"', , . 
. "<,:Schoots w!lr'h'ava to empowetteachers in' 'order to fully' ,: 

·:··'·.··.·· ..• : .• :, .. impl~hJeHtln~·· .~.ff~ct.~X~··.~~h~§lr~*,e,~rpryi:)>,:::,) ... · .• · •••.••• • •• 'i:, ...... :;., .: •... 

Taken as a whole, the research literature 
reviewed in this report has some powerful 
implications for education. 

The school related ingredients associated with misbehav
ior are closely aligned to the home related ingredients. These 
parallels suggest schools can be a causative factor; more com
monly, they are an additive factor. More importantly, if schools 
can add to the likelihood of misbehavior, they can subtract 
from it as well. It is for this reason that great hope is held out 
for the potential of school based prevention. That hope is based 
on the following conclusions: 
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----------------------------------------------------------~~---'~~ 

, " " "~Some, Pawerfullmplica'tioru:i>For' , " Ii 

.' " o. SChool-Home LinkCJges . " -
o I. • ,.. • 

, -

1. The ingredients of a successful home have been known for some time. Now that we know the 
ingredients of a successful school, we can see that most of them are the same. 

2. Because of today' S familial and social realities, the at-school effects on child development may rival 
home effects. 

3. Parents and teachers can help with a child's behavior more by drawing out a child's internal 
satisfactions than by heaping on external rewards. 

4. The response of the child to mistreatment, and his or her perception of it, are critical ingredients in 
determining reactionary misbehaviors. 

5. The clearest pattern of teenage misbehavior e.merg1.ng from the research literature begins with a 
difficulty of relationships at home and in the earliest grades of school, translates itself to academic 
difficulties in the upper elementary grades, and increases in secondary school where it is accompa
nied by more serious behavioral problems, both in and out of school. 

6. Quality social bonding with home and school is the foundation upon which high academic 
expectation can be achieved. 

7. Shared values cement the social bonding between children and both home and school. 
8. Abiding interest in a child is the only catalyst that can bring together the chemistry of the home and 

school. 
9. Benefits of meaningful parental involvement in school are well documented. 
10. Family management [and school management] practices, communication and role modeling 

represent risk factors which should not be ignored" (Hawkins, p. 83). 
11. "The fact of diminish,;d. parental influence should not mean a breakdown in communication between 

home and school" (Fenwick, p. 54). 
12. School-based prevention must take the home into consideration (Gottfredson). 
13. Intervention in the early grades of school should be built around family factors. 
14. Parents, teachers, and peers form the triad upon which major prevention must be built. A strong 

parent-teacher base diminishes the need for peers. 

• 

• 
• 

• 

• 

. " . Peers :" ..' 

Peer influence, as a contributing factor in misbehavior, comes into playas adolescence begins, and 
then mostly for children who have failed to find success in their own eyes. 
Peers are not so much a cause of misbehavior as they are a coping crutch on which misbehavior rests. 
Peers, prior to adolescence, appear to have little effect on future misbehaviors. Once adolescence 
begins, peers have an inverse relationship depending on the degree of bonding to home, school, and 
society. 
For the most part, peer influence is a contributing factor to misbehavior, rather than an independent 
cause. Parents worried about peerinfluence ought to give companion concern to their own influence 
and that of the schools. 
If achievement pylons are built out of parent-child and teacher-student relationships, most children 
can weather the peer-tossed stonn. 
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I Common Co'rrelates of Misbehavi,or . . . 

Parents & home 
Poor and inconsistent family management 

practice 
Lax supervision 
Excessively severe or inconsistent discipline 
Low communication and involvement, parent-

child 
Child abuse 
Child neglect 
Physically threatening discipline 
Parent example 
Number of siblings and their example 
Conflict between family members 
Extreme social and economic depravation 
Child maltreatment, abuse, and neglect 
Weak attachment to parents 
Interpersonal aggression 
Low parental education level 
Low parental commitment to education 
Low parental educational aspirations for child 
Control exercised in detached, impersonal 

manner 
Warm but none on trolling parents 
Restrictive, nonrational discipline 
Benign acceptance of child's misbehavior 
Lack of or inconsistent discipline 
Lack of maternal involvement in activities with 

children. 
Overinvolvement by one parent and disengage

ment by the other 
Degree of aggression manifest in the home 

Horne & prevention 
Positive family relationships 
Strong emotional attachment to parents 
Bonded to parents 
Bonds to family 
Quality of parent-child relatiDnship (vs. time 

with) 
Knowing where child is and who with 

Family expectations 
Finn control in context of contingent wannth 
Authoritative (vs. authoritarian) and rational 

discipline 
Active participant in shaping ongoing behavior 
Active involvement and attachment to family 

Schools & misbehavior 
School milieu 
Academic difficulties 
Low commitment to academic success 
Underachieving 
Dislike of school 
School structure & practices 
- authoritarian and custodial climates 
- ability tracking 
- corporal punishment 
- emphasis on control VB. instruction 
- ambiguous sanctions 
- rules perceived as not clear or fair 
Perception of school as hostile 0;1.' threatening 
Feelings of alienation 
Disregard for what teachers think of them. 
I.Q. 
Leaming disabilities 
Behavior disorders 
Nonconventionallearning style 
Attendance and tardiness problems 
School policies and environment 

School & prevention 
High commitment to academic success 
Educational aspirations 

. Participation in school activities 
Community flavor of school 
Concern about teacher opinions 
Degree of bonding with school (feeling part of) 
Degree of bondicg with teacher(s) 
Opportunities for active learning 
Varied reward systems 
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Supportive logistical system 
Effective communication 

Peers & social factors & 
misbehavior 
Association with delinquent peers 
Need to fit in with others 
Greater orientation to friends than parents 
Need for peer support and modeling 
Social maladjustment 
Unpopularity at an early age 
Lack of social bonds to society 
Alienation from dominant values of society 
Strong need for independence 
Rebelliousness 
Nonnlessness 
Poverty and minority status 
Resistance to traditional authority 
Frequency and seriousness of prior misl:,ehav-

iors 
Social patterns and attitudes about dating 
Language and cultural barriers 
Acting out 
Peer influence inverse of home and school 

bonding 
Beliefs and values 

interpersonal factors &. 
misbehavior 
Interpersonal factors (grouping) 
Acting out, Dverirtvolvement in socially disturb

ing behaviors~ impatience., impulsivity, 
acting def1,ant and negative 

Self~rejectin¥ attitudes in course of interactions 

SUMMARY CONCLUSIONS 245 

Behavioral factors (groupings) 

Other predictor factors 
Attitudes and beliefs (mixed findings) 
High deviance tolerance 
Sensation seeking 
Chosen role model exhibiting misbehavior 
Perceived powerlessness 
Diet (excess sugar or nutrient deficiencies) 
Low self-esteem 
High family mobility 
Maladaptive coping mechanisms 
Biological or physical defects 
Continuous use of negative labels 
Constant harboring of negative feelings 
Neurological problems (high in aggressive 

boys) 
Witnessing extreme acts of violence in home 
Stress 
Degree of involvement in church activities 
Degree of belief in norms and values of society 
Degree of attachment to neighborhood 
High rates of qlobility 
Degree of locus of control 
Low verbal ability 
Perception of peers as worse than themselves 
Number of siblings 
Amount of TV wa.tchiIlg 
Lack of supervision olver TV 
Confused social values 
Confused sex role identity and norms 
Long term stress and or anxiety 
Learned helplessness 
Genetic factors 
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. Effective Schpol ~nd C,assroom Correlates' . 

• High staff commitment to student achievement 
• Communication of high expectations to students 
• Orderly and purposeful classrooms 
• High levels of parent/teacher and parent/principal contact 
• Ongoing in service training and frequent informal consulta-

tion 
• Strong leadership by principals and teacher autonomy 
• Teacher flexibility in adopting instructional techniques 
• More time devoted to direct instruction 
• Consistent appropriate reinforcement 
• Participatory decision making and governance 
• Clear rules of conduct, combined wit.l} firm and consistent 

discipline 
• Student and staff identification with bonding to the schoo} 
• High expectations for student performance and schoolwide 

recognition of success 
• Frequent monitoring of student progress 
• Maintenance of an orderly and quiet atmosphere without 

being oppressive 
• Collaborative planning and collegial relationships among 

teachers 
• Minimizing turnover among the most competent staff 
o Frequent monitoring of student progress 
• Orderly and quiet but not oppressive atmosphere 
• Collaborative planning and collegial relationships among 

teachers 
o Schoolwide staff development and rer;ognition of academic 

success 
• Home-school relations 
• Shared governance (teacher, parents and students) 
• Student responsibility for school affairs 
• Accepting and supportive environment 
• Teaching aimed at preventing academic problems 
• Skillful assignment of teachers 
• Close personal attention to students 
• Warmer and more humane atmosphere 
• Freer but more supportive atmosphere 
• Caring is demonstrated 
• Personal and professional "meaning" behind activity 
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Observations from cross-list compariSc.lns 
Mter comparing the home-related correlates which pro- . 

mote good and bad misbehavior, one is struck by the relationship 
between the two. It appears the failure variables are the absence 
of, or abuse of, the success variables. Several key ingredients 
show a continuum. When adult behavior is located at one place on 
the continuum, the use of the ingredient fosters good behavior, 
when located at another place, it fosters bad behavior. The 
absence of a key ingredient is harmful. but not nearly as harmful 
as the abuse of the ingredient. This may explain why child neglect, 
while harmful. is not as harmful as child abuse. The following 
chart explains the continuum concept using a few examples. 

.... .. ~ , 

Application of .Prevention-Succ~,SS Ingr~dients . 

< < 

Negative 
attachment 

Inconsistent 
discipline 

Numerous rules 

Very strict 

< < Harmful • Helpful > > > > 

No expectation Familyexpectat'n 

No attachment Positive bonding 
to parents to parents 

No diSCipline Firm but warm 
diSCipline 

No rules A few key rules 

Very lenient Lightly strict Moderately strict 

The chart illustrates a caution worth repeating. Some 
dimensio.1S are nonlinear in nature; instead, they are curvolinear. 
If the ingredient is overly applied, it can be harmful to the child. 
More is not always better. Degree of parental strictness serves as 
a good example. Both overstrictness and understrictness are 
harmful. Another example is warmth. Some parents become 
solicitous with their love, and by doing Soy they go beyoml the 
mark. 
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The latter observation points 
out that the behavior

influencing ingredients at 
school are no different 

than those at home. 

Bad behavior is not 
merely the absence of good 

behavior and visa versa. 
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The school research, as it applies to both prevention and 
success, is not as extensive as the research on the home. What 
there is, however, is consistent with the same conclusion as made 
for the home. That is, both the prevention and success ingredients 
in the school lie on the same dimensions. This conclusion is 
supported by many effective school variables that are comparable 
with the home correlates of misbehavior. 

The latter observation points out that the 
behavior-influencing ingredients at school are no differ~nt than 
those at home. Their maximum impact, however, may lie in a 
slighdy different place on the continuum. The similitude of the 
school and home ingredients in the above chart is striking. 

The above charts also illustrate a very important finding 
about the causal dynamics of beha\tior. The evidence is mount
ing that the causes of both good and bad behavior are directly 

. related. That means that everything we know about produc
ing healthy behavior can be comfortably applied to preven
tion and intervention, and even treatment of patterned misbe
havior. 

The above relationship between the causes of good and 
bad behavior does not mean that the behaviors themselves are 
related. Bad behavioris not merely the absence of good behavior 
and visa versa. The behavior resulting from the cause is deeper and 
more complex than that and often proceed along different dimen~ 
sions. As Baumrind consistently found, for example, children 
reared in authoritarian homes were not socially responsible, but 
n~ither were the ones from warm, permissive homes. The fonner 
were often socially irresponsible, but the latter were not. Only 
those from authoritative homes turned out to be socially respon-
3ible. 

The above lists of correlates and conclusions provide 
adequate documentation to answer YEA's question number two. 
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Question # 3. "Is enough known about how to develop successful 
children to tie prevention and development together?" 

The above lists also help answer question number three. Their similarity becomes more striking 
when they are compared with a generalized list of ingredients for success. The following ingredients 
appears to be common to most of the lists. Additions or alternative lists which migbt be more prescriptive 
are invited. 

.. Shared expectation and vision 
• Communicated love 
• Mutual respect 
• Ordered environment 
• Trust and dependability 
• A degree of autonomy 
• Accountability (linked to autonomy) 

• Helpful support 
• Encouragement-type reinforcement (includ

ing shared satisfactions) 
• Mentoring (the use of a wise and trusted coun

selor) 
• Monitoring 
• Feedback 

The above list is not a statistical refinement of research, nor an attempt to identify independent 
variables. Many of the above ingredients overlap each other and are not mutually exclusive. The list is 
meant only as a tool, a smaller list, so to speak, for parents ~d others to use to guide their efforts with 
children. It is interesting to note that there is almost a proces'J implied by the ingredients when viewed in 
the above order. 

, Linkages Between Success Ingredients ' 

There are a number of hints in the child development literature which employ links between 
ingredients. While many of them have not been researched completely enough to draw finn conclusions, 
they are worth noting: 

• Love without expectation or expectation without love doesn't seem to work. Only the two together 
produce results. 

• When trust and respect are present, behaviors are labelled but never the person. 
• Autonomy without accountability is mere license. Accountability without autonomy is tyranny. 
• Too much autonomy sets a child up for failure; so does too little. 
• Accountability should relate to the child's committed choice, not the adult's. 
• Coercive control is not love of child, it is fear of failure-usually adult failure. 
• Order and expectation eliminate the need for coercion. 
.. Coercion in any form violates half of the ingredients for success. 
.. Moralizing is a subtle attempt to impose our choice instead of helping the child to make one of their 

own. Like coercion, nothing is learned, for the imposed choice robs the opportunity for internal 
growth. 

.. Freedom to choose allows children to learn from their little mistakes now rather than fail through their 
big mistakes later. 

co Freedom gives love a new dimension. Support for success becomes more important than protection 
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from failure, and helpful mentorlng more important than control. 
• A mentor is "a wise and trusted counselor or teacher," a proven ingredient whether for treatment, 

intervention, prevention, or developmental success. 
• Rewards ought to be tied to measurements of a child's progress and not to comparisons with others. 
• Encouragement reinforces the child's world and the child's choice; praise and material rewards 

supports the adult's world and the adult's choice. "Are you pleased with yourself? Tell me how your 
feel," is better than "I'm so proud of you." The flI'St helps develop growth and self control; the latter, 
if overdone, can lead to shallowness and dependency on other people. 

There is much more to be learned about the connections 
between success variables. For the present, the best advice ap~ 
pears to be to put them into place simultaneously. 

The answering of' question number three was purposely 
left to the end of thiR chapter. It is so interwoven with the answer 
to question number two, that it defies a separate chapter. It should 
be obvious to the reader at this point that prevention is so 
intertwined with success that it is safe to conclude that success is 
clearly the best prevention. While not one of YEA's questions, it 
appears likely that success is as easy to produce as prevention. 

While the causal dynamics of both prevention and success 
are not completely known, numerous relevant ingredients are. It 
appears as safe to conclude that we know as much about how to 
develop successful children as we do about producing success in 
school. And the processes appear to be related. 

Sum·mary Points ' . . 

1. When the underfunctioning youth are added to the misfunctioning, over one-half of Utah's youth 
need more help than they are now getting. 

2. The prevention issue now goes beyond punishment versus treatment; the size of the problem suggests 
it must be either prevention or social chaos. 

3. While the subtleties are still being ferreted out, tile major success-failure ingredients are now known. 
4. Since the failure variables are looking more and more like the absence of (or abuse of) success 

variables, the assumption that "success may be the best prevention" is probably a valid one. 
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5. Child rearing for success goes far beyond the containment or elimination of misbehavior. 
6. "Lack of success at school" is most easily observed early warning sign of potential future failure. 
7. "Individual interventions for delinquency prevention are not well grounded [as] there is no certainty 

that a particular child will otherwise become delinquent. Seeking to improve a child's chances for 
educational success is a more defensible objective" (Sandberg, p. vi). 

8. The use of an educational intervention strategy as the best behavioral prevention st.categy makes a 
lot of sense. It is consistent with the research and simultaneously offers the best of both worlds, 
behavioral and academic. 

9. The adult behaviors which help produce responsible, capable, and productive youth are most 
frequently found in adults possessing those same characteristics. This may explain why we have been 
more successful at selecting workers who can be effective with at-risk youth than in selecting 
programs for them. Close interaction with such adults seems to be the most effective intervention 
method yet discovered. 

10. The study of both "effective school" and "school effects" suggests that truly effective schools must 
include the home as a critical ingredient. 

11. That the home should not be by-passed in any problem solution strategy is validated by the research 
literature. 

12. Society has changed, schools have not. Educators cannot prepare students for the future by 
operating within the walls of the past. 

13. In light of dramatic social changes, Utah schools have the responsibility to provide curriculum 
and operational policies in support of successful family life. 

14. The school role in prevention is made relatively easy by the overlapping findings from the effective 
school literature and the prevention literature . 

. 15. Whether In effective schools, effective youth treatment, effective organizations, or effective homes, 
the same success ingredients are found. Why? In short, people make the difference and supportive 
climates and esteeming relationships get'the most out of people, including students and teachers. 

16. Mterreviewing the literature, one has to ask, "Why implement the effective schools research, the 
effective organization research, and the prevention research separately, when they can better be 
implemented together?" 

17. After reviewing the literature, one must ask, "Why treat a child's academic problems separate from 
his behavioral problems separate from home problems?" Especially when all can be better treated 
with the same techniques simultaneously. 

18. "A great number of social problems can be averted far ahead of time if we make sure that our 
children are educated well in their early years" (U. S. Ed. Sec. Wm. Bennett, PDK, Oct 86, 
p.129). 

19. Most prevention takes some form of early intervention. For this reason, prevention and early 
intervention are best thought of as a prevention continuum. 

20. It appears that success is equally as easy to produce as prevention. 
21. It is becoming increasingly clear that healthy growth and development is the best prevention and that 

the relevant development takes place in preteenage years. 
22. It appears as safe to conclude that we know as much about how to develop successful children as we 

do about producing success in school. And the processes appear to be related. 
23. Given the need and the encouragement from supportive research, it is hewildering that Utah does not 

have a comprehensive intervention system to serve failing students and children. 
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24. The evidence is mounting that the causes of both good and bad behavior are directly related. That 
being the case, it means that all we know about producing healthy behavior can comfortably be 
applied to prevention and intervention and even treatment of patterned misbehavior. 

25. Success gets you far beyond merely avoiding failure. 

Recommendations 
The recommendations arising out of the above conclu

sions will be presented following the cl'solution" strategy covered 
in the next few chapters. 
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SOLUTION 
CONSIDERATIONS 

"Education cannot isolate 
against the dangers of 

society; instead, it should 
insulate, inoculate and 

immunize against them. " 
(Keith Steck) 

Accepting the challenge to prevent major behavioral 
problems in youth is a couraceous undertaking; designing a pre
ventative solution is both courageous and formidable. If either 
were easy, more effective solutions would have been forthcoming 
long ago. We have no dearth of suggestions. Most people, either 
through experien(t or training, consider themselves experts on 
the subject Most ideas, involving only one or two ingredients, are 
overly simplistic. Whatis lacking is a comprehensive solution that 
transcends individual endeavors. 

The greatest challenge goes beyond knowing the ingredi
ents of childhood failure and success and asking wh\o can affect it. 
The solution needs to put into effect the success ingredients on a 
broad enough scale to encompass all youth and offer success in 
spite of countervailing social forces or breakdowns in any of the 
players, be it parent, teacher, peer, or other. 

The solution strategy outlined in this section was designed 
to meet that larger challenge. The importance of the strategy lies 
in the comprehensiveness of its approach to youth problems in 
general and its tenacity to a youth's problem in particular. Neither 
the child nor society hangs on the success of anyone program or 
anyone component. 
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One of the most difficult issues is determining when to 
intervene in the lives of youth and with what criteria. The dangers I 
of labeling, lack of confidentiality, and "false positive" predic-
tions are well known. So are the consequences of unwanted home I 
interventions or premature meddling with parents. 

A workable solution must be consistent with the needs of I 
everyone involved. It must also be consistent with the broad base 

I 
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Growing up in today's world 
is more perilous than in times 

past, and old lifsi skills 
do not necessarily prepare 

for new life conditions. 
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of research and field fmdings. Internal as well as external condi
tions to the child, the family, the school, and other participatory 
agencies must be considered 

A successful solution is credible as well as workable. To 
be credible, a solution must strike at the heart of the matter as 
viewed by key players. The solution gives hope as well as 
direction. And it must not create stumbling blocks of its own 
making. 

Political, social, educational, and personal realities were 
considered in developing the solution strategy contained in this 
section. For that reason, it should be understood that while the key 
ingredients are research based, the proposed strategy encom
passes more than research. 

Six sets of factors were taken into consideration: 
1. The problems of youth and their prOjected consequences 

to the individual and the state 
2. Suggested solution strategies found in the literature 
3. The Utah social l political, and economic climates including 

those inside schools and other public agencies 
4. Special attention to the overlapping and common findings 

from several research topics 
5. The specific links between prevention ingredients and 

success ingredients which enable a dual emphasis 
6. The study conclusions drawn in this report (in the previous 

chapter) 

The above factors are briefly reviewed below in to provide 
perspective to the solution strategy in the next chaptl~r. 

1. The problems of Utah youth and the const)
quences to the state 

Chapter 2 covered the Utah need for prevention. The 
numbers of youth needing help, and more particularly the upward 
trends, signal a cause for alarm. When the underfunctioning youth 
as well as the misfunctioning are considered, over one-half of all 
Utah youth are in need of more help than they are getting. More 
than individual success is at stake. Without that help, the vitality 
of Utah's future is clouded. 
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The YEA-recommended strategy is one which encom
passes the large numbers of youth in need and includes giving 
them the behavioral as well as academic foundations needed to 
succeed in the workplace. 

Due to countervailing forces, families now 
meet the needs of fewer children, and 
schools meet the needs of fewer students. 

2. Suggested solution strategies found in the 
literature 

Based upon the research revi,:;;wed in this report, none of 
these approaches by themselves seems to be a complete solution. 
Some of them have little research justification. Still others focus 
only on one or two ingredients. Rarely does any single ingredient 
place children at risk. Likewise, no single. variable will cure or 
guarantee success. More important, the latest research shows the 
importance of companion or integrated elements. 

Whether positive or negative, single influences in a 
child's life seldom operate in isolation. For example, parenting 
styles influence the type and degree of impact from peers. 
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The YEA-recommended 
strategy incorporates all 

of the major variables affect
ing both prevention and 

success, and involves the 
major components and 

players associated with them. 
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Likewise, teaching practices can block or bring into play 
the child's internal factors. Also, school climate affects both 
teacher and student performance. Effective prevention, like effec
tive learning, requires attention to a satisfying mix ofingr:::dients. 

The research addresses the need forinclusion of key ingre
dients rather than their specific rendering. Not enough research 
has been completed to include recommendations on which ver
sion of an applicable principle or ingredient should be used. That 
fact suggests a strategic approach rathertban a program approach. 
A strategy leaves the question of alternative versions open, 
whereas a program approach would prematurely close it. Unfor
tunately, most past prevention efforts have been program ap
proaches built around only one or two independent variables, and 
usually specific versions of them. 

While the above solution approaches identified from the 
literature may not be complete by themselves, they cannot be sum
marily dismissed. The YEA-recommended strategy is compat·· 
ible with at least ten of the above approaches and allows the incor
poration of all facets which have proven effective. 

3. The Utah SOCial, pOlitical, and economic cli· 
mates 

The Utah social, political, and economic climates, includ
ing those inside schools and other public agencies, provid.ed what 
might be described as a set of boundary constraints within which 
a solution approach must fit. While expected to be very confining 
at first, they turned out to present no insurmountable obstacles to 
designing a solution. 

As outlined in Chapter 3, the initial constraints imposed on this study by the 
Youth Enhancement Association were as follows: 
• Require no add-on programs 
• Must work within existing financial and staff resources 
• Cannot impose heavy in-service training requirements 
• Be compatible with or able to connect with existing prevention 

thrusts 
• Must involve the schools 
• Use simple, self-evident, and practical links that go beyond the 

school 
• Must not by-pass the home or abrogate parental responsibility 
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Over forty structured 
interviews were held with 
Utah leaders and experts 

involved with youth training 
or problem solving. 

Assessment of the 
Utah climate indicated 
assets exist that have 
not been fully tapped. 

"Traditional family .. focused remedies are unlikely to 
succeed, because they ignore the structural reaiities of 
today's families, the resources available to them, and 
their ability to interact with the school./I 

Heath and Mclaughlin (p. 579) 

The above constraints represent the larger social, political, 
and economic boundaries within which a solution must be forged. 
In o:-der to get a more sensitive feeling for those constraints as well 
as the internal agency climates, a series of interviews were 
conducted. While not a commissioned part of this study, over 
forty structured interviews (and scores of infonnal interviews) 
were held with Utah leaders and experts involved with youth 
training or p~blem solving. These interviews confumed the 
validity of the YEA guidelines. 

The interviews found a surprisingly high degree of under
standing of the latest research, particularly among social service 
agency, special education, and juvenile detention personnel. It 
was determined that a guiding philosophy for prevention, drawn 
frem the latest research, would be readily acceptable and under
stood as well as serve as a base for further action. 

More extensive orientation, however, might need to take 
place among the general educational community. This group has 
understandably not studied the behaviorally related research as 
much as the professionals who deal with misbehaviors more 
directly. The more recent effective schools research, which looks 
more deeply into the human elements of climate and personal 
relationships, can help fill that need. 

The contertts ofthe.intervie\\Tssug&ested the need. for the chapters 
contilit!edin this report. They were designed to be individually helpfulaswellas' 

.. relevant to the: needed in"':$ervice training. . . . . 

Assessment of the Utah climate indicated assets exist tllat 
have not been fully tapped. Concern over behavioral as well as 
academic success for youth is high in Utah. Formal and informal 
resources abound. Professional dedication, training, and commit
ment is high among youth service providers. Utah has an abun
dance of volunteer agencies and organizations committed and 
dedicated to the success of youth. 
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Educationally, Utah has a workable number of school dis
mcts for a coordinated and integrated prevention effort. Educa
tional reforms and improvements are being pursued aggressively 
by most school districts. The climate for improvement is ripe. 
School-level interest in improved student behavior ~s high; 
at-risk behaviors have caught educators' attention. These factors 
should prove a great asset in making the school adjustments 
needed for a major prevention effort. 

Links among and between community agencies (includ
ing the schools) are, for the most part, already established. 
State-level leaders have shown a high interest in exploring new 
multi-agency interventions and solution to youth problems. As 
one example, a drug pP.:::vention curriculum originating in a 
noneducation state agency has been incorpora~ed into every grade 
level in nearly every school in Utah. 

The above ,combination offactors places Utah in a unique 
position to attack prevention and build youth success on a broad 
scale. There is no lack of human r~sources, if these can be pulled 
together with a common thrust through joint action. Each could 
then make their unique conmbution. Integration of such efforts 
can magnify the impact of current resources. The Utah climate of 
concern, coupled with dedication and commitment, provides an. 
ideal base to launch a major prevention effort, given adequate 
direction. 

The YEA-mcommended strategy takes into account the unique assets of 
~h including a favorable climate and commitment to prevention. , 
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The same support 
ingredients that make 

students effective make 
teachers effective. The right 

kind of staff training and 
school operation wi!! 

eventually reach the kid~s 
as a by-produ~~ 

The YEA-developed 
strategy builds on the 

commonalities from 
companion fields of study, 

but does not exclude relevant 
findings from any of them. 

4. SpeCial attention to the overlapping and 
common findings from several research 
fields 

The latest findings from the research are pointing the way 
to new prevention strategies. They also show how previously 
known ingredients work togetherin cause and effect. The working 
dynamics of both causes and cures are emerging. 

Both success and failure involve human behavior. Pro
ductive behaviors in adults are related to productive behaviors in 
children. The factors that ilnfluence behavior have been known (or 
some time. Now the resc~arch is showing how to use them for 
effective homes, effective schools, and effective organizations. 

In elementary school, kids are the curriculum; they per
form in cefiter ring. This ends abruptly as they enter junior high 
school where subject matter takes center stage, and kids become 
lost in the audience. 

Key ingredients 

The generic ingredients drawn from parallels found across 
the fields of research surveyed in this report were enumerated in 
the previous chapter. They are listed below for emphasis and per
spective; their use in some explicit form should be considered as 
part of any solution approach strategy. They apply to all suppor
tive climates and esteeming relationships. 

~:-: .. : : . '" :.: '. :::::::'/::::/ .. ".::.;;::,.:: ...... ;. .::::;(.: .. :::;:):>::){:,:.:}::.::. ,,: .. ;:.: '. 

:::,,:, .. ' ::' . '" lnteractfve love' .. ":, .:' 
:: . ..: ····ordsred·en\iiron·mertt: ; ' .... '!::. 
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The above version of key ingredients are abstract and 

skeletal in nature. Their use requires the addition of clarifying 
detail. Other words or terms could adequately substitute for many 
terms on the list. One intended function of this list is to serve as a 
vehicle for examining the meaning and the parallelism behind the 
many correlates cited in the research. Most of the correlates of 
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"The secret of education is 
respecting the pupil." 

(Ralph Waldo Emerson) 

It is difficult to create 
if you have to conform. 
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academic and behavioral failure or success are tied to one or more 
of these ingredients or their absence and also to the conditions 
which create or hinder them. 

The anatomy of implementation 
Implementation of the key ingredients will be different in 

each setting. Each delivering agent can only do so in the context 
of their own skills and operating styles. This is another key reason 
to avoid fIXed methodologies and programs. 

Professional latitude and freedom are critical principles in 
successful organizations. In the YEA strategy, staff freedom is 
adequately constrained by the clear goal of individual success at 
school and the clear focus of that responsibility at the field level. 
Individual organizations must provide any additional "thou shalt 
not's" which might be needed to protect the client. 

The success ingredients included in the YEA strategy are 
presented as general principles rather than fIXed factors. This is 
because principle, rather than prescription, has proven to be the 
most productive rule fonn for professional climates. Fixed pro
gram rules tend to constrain and confine. Professionals cannot 
exercise initiative or creativity when required to conform. Fixed 
programs do not maximize the use of professional skills, initia
tive, or creativity. 

5. Links between prevention and success 
Many members of YEA, as experts in the fields of human 

behavior, suspected a link between the ingredients of success and 
those of failure. Some common ingredients between the two (or 
opposite ingredients, depending upon semantics) have long been 
identified. The dynamics of those ingredients are rapidly being 
unraveled due to the nature of new research methodologies and 
data analysis tools. Some of the most important conclusions of this 
report relate to accomplishing prevention by supporting the ingre
dients of success. 
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A few minutes of 
sabotage can undo 

years of building. 

YEA developed a strategy 
whicf1 allows almost all of 

the conclusions contained 
in this report to be used. 

The close relationship between the two does not mean that all 
of the success ingredients are polar ingredients of failure. While 
success is much more than avoiding failure, sometimes it is depend
ent upon preventing or intervening in failure variables. In that sense, 
success effectively prevents failure. In complex systems-and human 
development takes place in the most complex of systems-single 
events or single components can cause failure, while many events are 
required for success. A few minutes of sabotage can undo years of 
bnilding. 

The latter idea stresses the importance of avoiding failure 
in youth; the forces of failure cannot be ignored in building 
for success. The YEA-recommended strategy incorpo
rates the ingredients of success without ignOring the 
ingredients of failure. It uses success as the first line of 
defense against failure, but accommodates the need to 
deal with failure directly. 

6. Merging key findings 
Putting into operation the numerous findings from the re

search is a tall order. Doing so from one field of research is difficult 
enough; to do so from multiple fields might seem impossible. The 
number of useful considerations is beyond the capacity of fixed 
programs and fixed planning mechanisms. Fixed models do not work 
well in complex, subjective climates. New findings and insights on 
both learning and behavior develop much faster than fixed-program 
capability can use. The scope of the conclusions in the previous 
chapter illustrate the challenge. 

It would be unwieldy to deal with hundreds of conclusions 
separately in fashioning a solution strategy. Fortunately, the task is 
simplified by some common themes which run through the research 
literature. The list shown in Figure 1 is an attempt to compile the 
major findings into core considerations for prevention. The solution 
strategy proposed in the next chapter recommends newer planning 
and implementation strategies in the fonn of key premises. 

The new information about precursor causes, syndrome 
causes behind most patterned misbehavior, parallel success ingredi
ents for home and school, the direct relationship between failure and 
success, the new intbrmation about key ingredients for developing 
character and social responsibility, and their use for healthy growth 
and development-all these give renewed hope for success. 
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FIGURE 1 

Key Cotaclusions & Their Implications for Strategy 

KEY CONCLUSIONS 

1. Utah has limited program resources. 
2. No prevention program has proven successful enough 

to be recommended at this time. Must stay flexible. 
3. Key ingredients of prevention are known even though 

the causal dynamics are not. 
4. There is high overlap between the ingredients of pre

vention and of effective schools. 
5. For prevention access to all children and their parents, 

the school is the only game in town. 
6. The skills required for many interventions will require 

an integration of multi-agency responses. 
7. Almost all antecedents of patterned misbehavior have 

school problem counterparts. 
8. The ingredients for home success are the same as for 

school success. 
9. Success ingredients are opposite of failure ingredients -

but on the same dimension. 
10. Early intervention of future delinquency is not well 

grounded; ongoing intervention for educationally in
hibiting behavior is. 

11. Adopting a new practice is easier than eliminating an 
established one. 

12. Common cause syndrome for most patterned misbe
havior. 

STRATEGY IMPLICATIONS 

Suggests a strategy and not a program approach 

Schools should implement the effective school research 
and the prevention research as a package 

Schools can best trigger multi-agency intervention 

Schools can compensate for and add or subtract from 
poor parenting practices 

Home & parents should not be bypassed 

The easiest prevention is to focus on successful develop
ment 

All intervention to be in the interest of the child's success 
in school- avoid finger pointing & labeling 

Focus on giving children, parents and professionals new 
skills 

Do not need separate program for each type of misbehav
Ior. 
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SOLUTION STRATEGY 
The proposed solution strategy for reducing adolescent failures 

and enhancing adolescent success is composed of three parts: a guiding 
philosophy, a prevention component, and an early intervention compo
nent. The philosophy guides both direction and operation. It incorporates 
the common ingrediemts for successful prevention, intervention, treat
ment, and development. The prevention component incorporates the 
promotion of success as well as the prevention of failure. It consists of 
helping the schools use the latest findings from the effective schools and 
effective classrooms research, while paying additional attention to the 
companion ingredients from both the prevention and successful-child 
development literature. 

Guiding Philosophy For Preventing and Dealing with 
"At-Risk" Behaviors of Youth 

, . Direction!,. 
Utah's goal is not to contain bad behavior9 but to prevent it, 

and failing that, to correct it. 
Its higher goal is to empower youth to live capable, productive, and responsible lives. 
• The issue is no longer "punishment versus treatment." It is time to move up the ladder. The next rungs 

are early intervention, prevention, and developmental success. 
• Building child success is a co-aim of prevention. 
• The research is clear. Successful people operate as moral agents guided by an internalized set of 

values reflecting social responsibility. They believe they have control over their future and accept 
responsibility and accountability for their actions. Utah believes it makes good sense to adopt the 
above concepts and ingredients in the philosophy to guide its agencies in dealing with the behavior 
of youth. 

• Utah purposefully avoids the temptation to combine the research literature into a prescriptive 
program model of prevention. Utah feels that operational principles and guiding strategies can steer 
prevention further than fIXed programs. It encourages further development and refmement of 
strategic methods tQ facilitate ever improved field operation of proven principles. 
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, , 
, . Basic Premises 

. 
. Operation·-

• Utah chooses to be idealistic in its approach to misbehavior and pragmatic in its 
operation. The Utah philosophy is to apply and fit proven methodologies into its 
strategy as they become known and are demonstrated to be effective. This 
requires a flexible operational strategy rather than a fixed program approach. 
Furthermore, this-
a. places the chief responsibility for results on the professionals closest to the 
client, 
b. requires management to focus more on supports than on controls, and 
c. requires both management and delivery professionals to agree on goals as 
well as foundation principles. 

• Any problem which inhibits school success is worth keeping track of until solved. 
"Solving" includes a hierarchical structure of integrated mUlti-agency responses 
as necessary. 

• Behavioral success is defined by and developed through ways of relating with 
other people. 

c The home should not be by-passed nor parental responsibilities abrogated in 
dealing with any youth problem. 

• The operational heart of both prevention and early intervention consists of field 
level professionals with the skills to provide the necessary support climate and re~ 
lationship ingredients upon which child success is based. 

'\ .. 
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\ . Operational Guidelines " .. 
. . 

All prevention and intervention 
efforts in Utah will operate, and 
be evaluated on, the following 
principles: 
• Responses to all misbehavior will be 

proactive, not reactive. 
• Personal respect and expectation for 

improved behavior will be shown at all 
times. Behaviors will be labeled; the 
person will not. What is right, and not 
who is right, will be the issue. 

• The interaction between the child and 
the significant others in his/her life is a 
more important focus than the child 
apart. 

• Individual responsibility and accounta
bility for misbehavior will operate 
within integrated support structures 
provided by the family and other en
gaged agencies. Progress will be 
shown through monitoring and fre
quent feedback provided to the youth, 
parents, engaged professionals, and 
the support agenCies. 

o Growth requires active choices. Au
tonomy and locus of control will be ex
tended based upon the maturity and 
demonstrated capabilities of the child. 

• Short, intermediate, and longer range 
goals for improved personal behavior 
will be established with full participa
tion of the offender. 

o Encouragement and support toward 
reaching the established goals will be 
provided. 

o Mentoring, in one form or another, will 
be included in all intervention plans. 

Sample operating proceduresa 
Operating Principles will be developed as 
part of any implementation phase. The 
following are samples. 
o In the case of school-aged children, 

the Student Educational Plan (SEP) or 
~he Individual Educational Plan (IEP), 
!n the case of handicapped children 
will anchor the record keeping. ' 

o The concept of "successive interven
tions as needed" will be employed as 
soon as patterned misbehavior is de
tected or danger signs of future misbe
havior have been documented. 

o A hierarchical structure of integrated 
interventions (across agency) will be 
available for access by any field level 
professional (teachers, counselors, 
prinCipals, social workers, case work
ers, parole officers, etc.) beginning 
with a brief action plan. 

o In the case of school-aged children, 
the support structure will be orches
trated by the child's school; for non
students by (state or county) Social 
Services. 
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Preve'ntion Compone t , 

Prevention must take 
place during formative 

years when social 
responsibility is developed. 

Prevention must take place during formative years when 
social responsibility is developed. During formative years, the 
home and the school are the key socializing agencies, and parents 
and teachers are the key socializing agents. It makes sense to 
operate both home and school along the lines of the latest research. 
It also makes sense to support the people therein with full use of 
the latest research. 

Danzberger and Hahnby suggest that elementary 
schools create special units charged with identifying 
the early warning signs of school failure in young 
children. This, with an "educational services corpora
tion" within each state, would register, on a voluntary 
basis, all high-risk youths and help develop individual
ized plans for them. 

The prevention component of the YEA strategy is built 
around the effective school and classroom research. Schools are 
assisted in full use of successful school and classroom ingredients 
in a way that is compatible with the prevention and developmen
tal success versions of these same ingredients. The strategy can be 
greatly facilitated by using the effective organization versions of 
those same ingredients. The common ingredients, stated as ge
neric principles, were presented in the previous chapter. Implem
entation procedures are discussed in a later chapter. 

Beyond failure 

····The .. ·· •• above .• · ••• expla!fled·· ••• ()~edoppih·~.·.·pf··· •• ihg.redie.nts·· ••• iS ..... 
what aIlO'Nsthepreventforl'·GQmp()nentof]h~.yEA . 
strategy tQ·g6··beyond.·pre"entionoffanlJre~rh·1ts····· 

. fullness, the· preventlclhcompOrienf Qfthestrafegy 
becomes an auxiiiarYchild· developmel1tstrategy ~ It··· 

. supports ·c~rrent$ucceS$asVle II asa\loldingfuture ••. 
fa.ilu res,acad.emicaswelfasbehavibra.l .success .. It .. 
·prapar~s f6rjuturet~mili·. Uf$ .··aswell·asfor ·tha· •. 
workpIace.<> .. .. 
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Human talents cannot be 
maximized in the absence of 

supportive climates and 
relationship skills. 

The ingredients of success 
shown earlier group in two 

broad areas labelled 
supportive climates and 
esteeming relationships. 

Human skills are the basic skills for future vocational 
success. Technical know-how can now be rapidly communi
cated. Competitive advantages of a technical nature are 
short-lived. In the future the economic advantage will go to the 
country or state which can maximize human resources. Human 
talents cannot be maximized hI the absence of supportive climates 
and relationship skills. Interpersonal skills required for complex 
societies include social responsibility. To that must be added 
personal initiative, creativity, and productivity. The latest re
search on the most successfully competitive corporations steadily 
confIrm this. 

Changes in schooling at home and at school 
The prevention component does not imply in any way that 

schools should abandon emphasis on such basic ingredients as 
curriculum structure, curriculum materials, and time on task. It 
suggests moving beyond them by revamping school climates, and 
establishing more effective adult-chUdrelationships in the school 
to better support the learning and teaching function. Altering and 
adopting new operating and teaching methods in line with the 
latest research will also help achieve this. 

The most powerful effects on learning come from tech
niques using the common ingredients extracted in this report. The 
common ingredients, when viewed as a whole, carry an important 
message for the delivery of child selvices. The ingredients of 
success shown earlier group in two broad areas labelled suppor
tive climates and esteeming relationships. The climates serve a 
dual purpose. They not only support the child, they support the 
relationship between the child and others, including teachers, 
peers, and parents. 

No attempt at treating adolescent misbehavior succeeds 
unless it is built around successful interrelationships between staff 
and client, and unless it fosters the same between clients. An 
earlier chapter described the importance of such relationships for 
healthy child development and the acquisition of social values, 
sexual identity, and self-esteem. 

The experts stress that relationships be more than casual 
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friendships. Productive, caring relationships translate into higher I 
expectations, evidence respect and trust, provide active rather 
than passive support, exhibit a willingness to mentor, monitor 
progress, provide both directive and corrective feedback, and I 
maintain an orderly and stable environment. 
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For child success, the re
search suggests that 

one-way relationships, no 
matter how well-intentioned, 

are not enough; two-way 
relationships are required. 

Most patterned misbehavior 
occurs in youth who have 

grown up in settings whioh 
have prevented or hindered 

two-way relationships. 
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The heart of effective relationships 
For child success, the research suggests that one-way 

relationships, no matter how well-intentioned, are not enough; 
two-way relationships are required. Shared expectation and 
v.ision, interactive love, and mutLUlI respect and trust are recip
rocal endeavors. Encouragement is an interactive and two-way 
activity, as are effective mentoring, monitoring, feedback, rein
forcement, autonomy, and accountability. 

Motivation is more powerful than stimulation. Motivation 
comes from within one's self; stimulation comes from others. The 
most effective encouragements draw out and reinforce internal 
motivations. The following dialogue illustrates the difference. 

Typical: John, I'm so pleased with your project. Pm 
proud of you. 

The better way: John, you chose a difficult project and 
you have performed it well. How do you feel about your 
accomplishment? (response) What have you learned 
from it? (response) What new skills have you ac
quired? (response) What do you plan to do next? 
(response) How can I be of help? 

It is out of such two-way relationships that a sense of 
value, self-identity, and worth are derived, as well as the personal 
beliefs and skills to sustain and nurture that sense. Most patterned 
misbehavior occurs in youth who have grown up in settings which 
have prevented or hindered two-way relationships. The most 
effective parents and teachers use those skills. Parents and teach
ers can be taught these skills. When they are used, behavior can be 
affected. 

In light of the importance of supportive relationships for 
both academic and behavioral success, it is surprising that most 
educational delivery models still see students and teachers as 
independent components. The common emphasis is on what is 
done/or the teacher or to the stude1u. The latest research is saying 
something different. In effect it says, "In all you do, do not neglect 
the interaction between the teacher and the student (or between the 
parent and the child, or between the principal and the teacher). ,. 
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"Intellectual risk-taking re
quires safety, and children 

who are suspicious of a 
school's agenda cannot work 

up to their potential. " 
Deborah Meier, principal of 

Central Park East School, Harlem 

How much misbehavior can be prevented 
through the schools? 

According to experts, 50 to 80 percent of misbehavior 
problems would be prevented if the prevention. ingredients were 
properly implemented in the schools. At the same time, academic 
perforr.aance for those same students would also improve. 

Residual academic and behavioral problems remaining 
after the success ingredients were initiated could be handled 
through the early intervention component 

, ' . Early Intervention CompoAen.t ~ , 
" .. . .... 

The early intervention component is designed to intervene 
when danger signs (or precursors) of maladaptive behavior 
persist. These are almost always evidenced and signaled by some 
lingering clifficulty at school, either academic or behavioral. The 
research literature suggests that other agencies, along with their 
experts, must be involved in solving some children's school 
difficulties. Patterned symptoms are addressed through a sequen
tial hierarchy of interventions, beginning with the home and 
including social, clinical, medical, and judicial expertise as 
needed. Supplemental supports from neighborhood, church, and 
extended family are provided for in the model. 
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Child involvement and 
responsibility are part of 

every intervention design. 
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The interventions will operate within the same prin
ciples an prevention. They merely bring new skills, new sup
ports, and additional experts into play. When all participants of 
intervention are operating consistently with the guiding phi
losophy, the resulting integration will have a synergistic effect. 
Intervention efforts can build upon a strong, expanding founda
tion rather than "starting over" with repeated independent 
efforts. 

These interventions start with the simple and move to 
the complex. They also start with parents and expand as needed 
to include multi-agency and multi,-community expertise. Child 
involvement and responsibility are part of every intervention 
design. The benchmark of success in the model is always 
success at school. The model stresses family assistance toward 
that end. Behavioral labels, categorizations, and predictions are 
avoided and are completely unnecessary to the model. 

The multi-agency impact on students will be magnified 
in two ways. First, each intervening agency will operate from 
the same mutually developed plan. Second, all agencie.!; will 
operate on the same wavelength, that is, from the same guiding 
philosophy and, inasmuch as possible, the same methodologies. 
This combination creates consistency in structure and treat
ment. Treatment produces a solution, not vain repetitions. 

.. , "How Early Int~r.vehti·on'-Works " . 
. . 

If one attempt doesn't 
work, anothElr approach 

should be tried. 

Since school difficulties reflect students in need and stu
dents potentially at risk, itmake sense to not let the problems; go 
unresolved but to address needs before they get out of hand. If 
one attempt doesn't work, another approach should be tried. 
Parents and teachers do not give up; they never run out of 
options. So goes the argument and the process of early interven
tion incorporated in the recommended strategy. 

Early intervention means teachers and schools must 
have access to help beyond their skills and responsibilities. 
Multiple public agencies, having both the skills and the re
sources, will provide that help to teachers. They in turn will need 
to combine and integrate their efforts with those of teachers. A 
team now tackles the problem rather than a teacher. But the 
teacher does not step out of the picture. 
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The intervention team 
will jointly "own" the 

problem until it is solved. 

The issue is not who 
created the problem, rather 
who can solve the problem. 

Since success at school is the primary benchmark of 
problem improvement, teachers, counselors, and other stu
dent support professionals will stay intimately involved in 
the proce~s. Responsibilities are shared. The intervention 
team (whether of two or ten people, or from single agency 
or multi-agency) will jointly "own" the problem until it is 
solved. Parents are part of e'J'ery intervention team and every 
intervention plan. A mentor, acceptable to the student, 
should almost always be part of any extensive intervention 
plan. 

How much of adolescent misbehavior can be 
blamed on society at large, on socializing institutions such 
as home, school, church, and media, on poor parenting and 
teaching practice, or on the individual child is not the issue. 

Figure 2 shows the early intexvention part of the 
strategy and how it links with the prevention component. As 
the chart shows, successive intexventions progressively 
help the student fmd success at school. Success includes 
more than academic progress. It includes behavioral and 
interpersonal relationship successes as well. For most stu
dents, these are closely related. 

While research that school and classroom practices 
create or compound many school difficulties, the school is 
seldom the root cause. The issue is not who created the 
problem, rather who can solve the problem. The fIrst inter
ventions take place at the classroom and school level. 
Counselling and other school resources should be used as 
available. Parents should be kept informed and invited to 
help. School intexventions will naturally flow into joint 
school-home intexventions. 
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FIGURE 2 

Prevention and Early Intervention Strategy 

Successive and linked 
interventions beginning 
with school and home _____ I:;;;;;; 

I.·. I 

Prevention 
via 

implemen
tation of 
effective 
schools 
and pre
vention 

research 

Begin 
with 

school 

Add social 

Add 

Add 
institutn'l 
treatment 

All interventions are 
triggered in the interest 

of child success 
in school 

Early Intervention --------------------------Prevention 

Uses the parallels of effective school and 
classroom findings-from multiple fields 

Empowers staff, students, and parents 

Cautionary Note 
The chart depicts misbehaviors-not students 
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The following is an example of a simple 
school-triggered home intervention. If necessary, it can be 
initiated by a volunteer: 

"Mr. Pack, we have found that when parents take a 
couple of minutes each day and do four things withtheir 
child, the student does about 20 percent better in 
school. Would you like to try those four things in the 
interest of helping your child progress faster in school?" 
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Why does this intervention have such a powerful I 
effect on a child's success? Because it combines many of the 
key ingredients and messages of success: 
• Join.t expectation in an atmosphere oflove: "School is impor- I 

tant; you are important; therefore it is important for you to 
learn." 

". Mutual respect and trust: "I respect you and care enough about I 
you to find out how you are doing-from your perspective." 

• Encouragement and support: "I am here to help and support 
you in any way I can, even though the main responsibility for I 
learning is yours." 

• No growth occurs without thoughtful decision-making: "You I 
have a degree of autonomy accompanied by accountability. 

I 



I 
,I 
I 
I 
I 
I, 
I 
I 
,I-
I 
i 
I 
I 
I 
I 
I 
I 
I 
I 

Schools have more 
influence over external factors 

than previously believed. 

Students give far more attention 
to learning-knowing they will 

have to teach it to someone else. 
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While I can advise you, certain decisions belong to 
you as do their consequences." 

• The key ingredients of mentoring, monitoring, and 
constructive feedback are brought into play. 

This example illustrates the fact that schools have 
more influence over external factors (effects of parents, 
peers, socioeconomic status, etc.) than previously be
lieved. Most socioeconomic factors, for example, are 
root-related to parenting practices. And few parental 
factors operate so independently that their effect cannot be 
alleviated by some school practice or methodology. In 
fact, parents often learn new skills even as children prac
tice their newly acquired problem solving skills at home. 

Another example of a simple school-home inter
vention yields dramatic results on both academic and 
behavioral performance. Teachers suggest to parents that 
they show a high interest in the subject matters being 
learned at school. Then parents are to invite their student 
to teach them what they have learned at school. The result 
is that students give far more attention to learning
knowing they will have to teach it to someone else (from 
a Steven R. Covey leadership seminar). 

A school practice that uses the above technique is 
"cooperative learning" where class peers help each other 
learn in small groups (and are graded as a group as well as 
individuals). The dual school and home use of the 
preceding principle is an example of a coordinated 
intervention strategy. 

When school-home interventions don't work, 
different interventions are applied by adding expertise 
from social service agencies, other community supports 
(extended family, church, neighborhood, volunteer or
ganizations), medical diagnosis or treatment, mental 
health treatment, and even court intervention if need be. 
Each successive level of interventions takes more and 
more problems out of the pipeline. The records of all 
attempts serve as documentation for any nonvoluntary 
interventions that may eventually be necessary. 



I 
276 .sUCCESS INSURANCE FOR YOUTH 

The concept of early 
intervention is fully practical 

only when it operates 
together with an in-place 

prevention effort. 

I 
The following is an example of a school-home-social 

service intervention. I 
"Mr. Pack, your son frequently seems preoccupied and is I 
having trouble concentrating on school work. We suspect 
he feels some stress in his life. The community school has I 
a short workshop led by experts from the department of 
social services. It is designed to show parents how they 
can reduce stress in the lives of their children so children I 
can put more of their energies into succeeding at school. 
Would you and your wife like to attend for the next three 
Tuesday evenings? We think it could help your child do I' 
better in schooL" 

Through that training, social service personnel meet the 
parents, interact with them, and identify special problems which 
might affect the child's ability to succeed at school. Tailor-made 
interventions can follow. 

Prevention and intervention work in tandem 
The concept of early intervention is fully practical only 

when it operates together with an in-place prevention effort. 
There are two reasons for this. First, the interventions extend these 
ingredients and practices. Since the child already understands 
these~ this makes intervention easier. For example, even the 
juvenile offender will know that he or she will be treated with 
respect and fairness, but also with fIrmness and expectation. 
Offenders will know that excuses are useless, that accountability 
is commensurate with freedom to act, that power ploys are not 
accepted. and that they must focus on what is right, rather than 
who is right. 

The second reason why early intervention must operate 
out of a prevention setting is related to cost and practicality. Only 
if the minor and temporary problems have already been taken care 
of through pre'Vention will the number of remaining problems be 
sufficiently small to handle effectively with existing resources. It 
becomes a question of economics and practicality. 
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16 
THE POWER OF THE 

SOLUTION STRATEGY 
Including Practicality, Efficiency, and Other Advantages 

Student perceptions probably 
indicate more accurately 

whether the needed 
ingredients are in place 

than do faculty perceptions 
(Merrill and Strick/and, pp. 31, 52, 76). 

Educators need to recognize 
that the prevention compo
nant is not an add-on pro

gram, and once implemented, 
will take no more work than 
current modes of operation. 

I Is The Prevention Component Too Simple? 
It may appear overly simple to suggest that fully imple

menting the ingredients found in the effective school research will 
put in place most of the prevention ingredients and that schools 
can prevent a large share of future problems. Many educators feel 
they have already implemented the effective school research. 
However, the data does not show this, even for the more effective 
schools. Also, most of the crucial ingredients are continuum 
variables. A little courtesy or respect is different from adequate 
courtesy or respect. A little should not be taken as enough, nor do 
good intentions dismiss further need. 

The latest Utah data available, for example, shows that 
only 45 percent of secondary students feel that teachers in their 
school care about the students. Contrast this with the 89 percent 
of secondary teachers and 97 percent of administrators who think 
they do. Student perceptions probably indicate more accurately 
whether the needed ingredients are in place, than do faculty 
perceptions (Merrill and Strickland, pp. 31,52, 76). 

Educators need to recognize that the prevention compo
nent is not an add-on program, and once implemented, will take 
no more work than current modes of operation. The strategy 
works within the latitude already available to most teachers, 
individually and collectively. For example, no administrator will 
object to teachers implementing the latest research findings; nor 
to having them address misbehaviors or school difficulties; or to 
using techniques to bring into play cooperative learning and other 
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Still another source of power 
arises from the ability to 

implement quickly and easily. 

Using ingredients from the model 
to implement the model 

is a further source of power. 

Professional success for 
teachers as well as academic 

and behavioral success for 
students will follow. 

means of accelerating student progress. Who can object to 
teacher suggestions to parents to improve their child's prog
ress in school, or to their reaching out to community re
sources for assistance? The strategy is one to empower 
teachers and through them, to empower students. 

. The Power of the Model -

The proposed strategy model, while simple, is pow
erful. Part of the power comes through implementing effec
tive school ingredients with both prevention, success, and 
effective organization ingredients. Minor additions to the 
effective school research will accomplish this feat. To 
implement a package of four proven improvements for the 
price of one is, in itself, a source of power. 

Another source of power in the strategy is magnify
ing results. As problem behaviors decline and student inter
est and cooperation increases, everyone finds more success 
and satisfaction. The residue of school difficulties gets 
smaller and smaller. Some problems develop over a long 
period of time and will take more time to solve than others. 
But that is better than just working around the problems, 
allowing them to move along unsolved year after year. As 
problems diminish, more and more energies can go into 
more productive teaching and learning activities. 

Still another source of power arises from the ability 
to implement quickly and easily. Traditional implementa
tion of school improvement is slow and costly. Once started, 
programs are 1. esistant to change. A strategy approach at the 
point of delivery is more flexible and dynamic. Change and 
improvement can build upon what has been done instead of 
replacing it. 

Using ingredients from the model to implement the 
model is a further source of power. Implementation and 
training become the same activity, maximizing efficiency 
and effectiveness. The YEA model gives teachers a vehicle 
to help students. Professional success for teachers as well as 
academic and behavioral success for students will follow. 
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Economic Feasibility of YEA Strategy 

Estimates of success for the 
model as a whole comes only 
from professional judgement. 

Knowing that dedicated 
professionals can be 

optimistic, YEA chose to use 
the lowest estimate of 50 

percent on which to build its 
strategic assumptions. 

The expected intervention rates and their cost 
While the strategy developed by YEA has not been used 

anywhere in the country, most of its components have. These 
components are researched based, but have not been tested in 
combination. Estimates of success for the model as a whole comes 
only from professional judgement. 

Field professionals and clinicians suggest change will 
occur more rapidly and more completely in young children, with 
success rates alsomuch higher in preadolescents. YEA asked 
experts who understand the ingredients of prevention and effec
tive schools'the following question (with the understanding that 
no one would be quoted) to learn what was potentially possible. 

The Question ... 

The Answer ... 
Answers to the question ranged from 50 to 80 percent with 

most answers in the 70 to 80 percent range. Knowing that dedi
cated professionals can be optimistic, YEA chose to use the lowest 
estimate of 50 percent on which to build its strategic assumptions 
to provide a realistic expectation. Using the maximum numbers of 
misbehaving students, the following scenario outlines what can 
be expected. 

The best data available assumes that no mote than 40 
percent of children will have precursor patterns of misbehavior 
requiring intervention. Since even good students occasionally 
misbehave, intervention focuses on patterned misbehavior. 
However, the prevention component can significantly reduce the 
misbehaviors of all students. 

* 
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The number of students 
concurrently involved in 

active inteNention should not 
overload current social and 
other youth agency capaci

ties. More children than 
that currently use 
existing agencies. 

Benefits to education include 
better behaved and more 

responsible student behavior, 
as well as improved 

academics that could lighten 
teacher workloads. 

Not all of the 5 percent needing intervention will need it 
at one time. Therefore, the number of students concurrently 
involved in active intervention should not overload current social 
and other youth agency capacities. More children than that cur
rently use existing agencies. 

The number of children needing treatment can be reduced 
sufficiently by prevention to free up existing resources to assist in 
early intervention; therefore, no new operational funds should be 
needed. The main difficUi~ is targeting intervention until preven
tion gains momentum. Temporary policy decisions will allocate 
resources for either treatment or prevention and early interven
tion. 

Benefits to education include better behaved and more 
responsible student behavior, as well as improved academics that 
could lighten teacher workloads. By taking more responsibility 
for their own learning and moving more quickly through the 
system, students could free up resources for special-need stu
dents. 

The cost in teacher time 
Putting into operation the effective ingredients noted in 

the report could cost more money, especially if teachers were 
expected to provide every ingredient and perform every function. 
Mentoring, for example, takes time and most teachers do not have 

I, 

I 
I 
I 
I 
,I 
I, 
I 
I 
II 

I' 
I 
I 
I 
I 
I 
I 
I 
I 



I 
I 
I 
I 
I· 
I 
I 
I 
I 
I 
I 
:1 
I 
I 
I 
I 
I 
I 
I 

Cooperative learn
ing has been shown 
to have seven times 

the effect on aca
demic progress 

as class size. 

The decision to use 
the recommended 

solution strategy 
reaches far 

beyond finances. 
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that amount of time. The solution does not require smaller classes or more 
teachers. Mentoring can be performed by others in the child's life. However, 
teachers can structure and plan their work to take advantage of this mentoring 
support. 

Feedback is another area that at fIrst glance could appear to require 
more time and effort from teachers. However, effective computerized class
room management systems are being developed and refined in Utah. These 
can perform most of the feedback function and lighten other information 
processing activites that now burden teachers. This would free teachers to 
concentrate on other critical ingredients in the solution strategy. 

Experience with newer teaching methods and clinical techniques 
related with Lite solution strategy also suggest more cost-effective interven
tions. For example, volunteers trained in just a few hours as mentors have 
proven very successful with hard-to-educate students. Similarly, coopera
tive learning has been shown to have seven times the effect on academic 
progress as class size. . 

Time and money not the issue 
Nevertheless, the YEA strategy is not offered as a money-saving 

effort. YEA purports that the the proposed strategy will treat individual youth 
much more successfully and within the resources cUlTently available. It will 
also treat many more youth than are currently receiving help. The decision to 
use the recommended solution strategy reaches far beyond/inances. 

-What the St~ategy Leaves Out and Ho'w it Differs 

To focus on 
separate delivering 

agents misses a 
key point of the 

strategy. 

The recommended solution strategy does not include all influences 
that affect adolescent behavior. Music and other media, religion, cultural 
values, movie stars, and role model heros are not included. The model does 
stress, however, the application of the key ingredients as far as possible 
beyond home and school. Neighborhoods, churches, organized ethnic 
groups, and others have a place in the strategy-but to focus on separate de
livering agents misses a key point of the strategy. 

The ingredients for success, more than the delivering agents, are in the 
essence of the model. It would be nice if the media and religion would 
cooperate, but while the model allows for that, it is not dependent upon such 
extensions. Emphasis on the ingredients of influence, rather than the agents 
of influence, is a basic difference between this model and other approaches 
to misbehavior. Other differences are noted in the following chart. 
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. Contrast' . 
YEA VS. Typical Prevention Strategy 

Traditional 

1. Most prevention efforts are programs that take 
separate funding and staff. 

2. Most prevention programs focus on junior and 
high school levels when target behaviors be
gin to occur. 

3. Most prevention programs emphasize co
ordination among cooperating agencies. 

4. Most prevention programs operate at only one 
level. 

5. Most prevention programs are of short duration 
with little lasting impact. 

6. Traditional prevention programs see each mis
behavior category as a separate problem to be 
prevented. 

7. Most programs target specific populations 
based on some defining symptom of behavior. 

8. Current prevention programs have poor re
search bases upon which to build. This is 
because they operate on specific methodolo
gies, the effects of which are hard to document. 

9. Mostprevention programs are based on specific 
methodologies. 

YEA 

The YEA effort is a prevention strategy which can 
be incorporated into existing operations. 

The YEA strategy focuses on precursor behaviors 
of later misbehavior as they occur in elemen
tary and junior high school. 

The YEA strategy integrates activities among co
operating agencies. 

The YEA strategy operates prevention at multiple 
levels and between levels. 

The YEA strategy is designed to operate through
out all school grades, providing long-term in
tervention and follow-up. 

YEA adopts the growing data and expert opinion 
which suggests that most teenage misbehav
iors have common causes which can be tar
geted. 

The YEA approach targets common precursor be
haviors 

The YEA strategy operates on well documented 
principles rather than on specific methodol
ogy. 

The YEA approach is a strategy which can fit any 
successful methodology. 
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10. Regular prevention programs require separate 
staff, funding, administration, and monitor
ing. 

11. Most prevention programs compartmentalize 
functions and segment activities and con
centrate responsibilities. 

12. Most prevention and early intervention pro
grams point fingers of blame toward parents 
and often take over parental responsibilities. 

13. Most prevention programs center on one or 
two approaches. 
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The YEA strategy uses existing resources. Moni
toring, data collection, and feedback mecha
nisms fit into existing components. 

The YEA strategy integrates both function and ac
tivity and shares responsibilities among 
vested interested participants. 

YEA leaves major responsibility with the home 
and invites parental participation for better 
school success. 

YEA incorporates compatible philosophies from 
eight recognized prevention approaches. 

The contrasts noted in the above chart represent advantages of the YEA strategy over more 
traditional approaches. 

Advantages of the Solution Approach 
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-An increased share Of responsibility for academi'c and behavioral progress is 
shifted to the student and the home. . 
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~. , .. 
. ' , Social Advantages of the Solution' , ,',,':', :.' 

.. *' ... , 

The strategy provides the opportunity to--
Q Build moral character as a by-product of effective schooling. 
• Eliminate the fears many citizens have of teenagers and young adults. 
• Strengthen students as a by-product of strengthening professional staffs. 
• Reestablish education as the vehicle to escape poverty. 
• Fulfill the dream of equity in schooling. 
• Build relationships between students and their parents. 
• Support and build the family as it extracts its help. 
• Build respect for tea.chers in the eyes of students, parents, colleagues, and the 

public. 
• Develop a workforce to match the operating style of the most effective corporations. 
• Counter the destructive social trends in human behavior. 

,'~ .' ," '" .. ~ De~ign. AdvantCl~es ., .~ " ~ 
. ~ 

• Encompasses the large numbers of youth in need. It will give all youth the behavioral 
as weli as academic foundations needed to succeed in the workplace, in the family, 
and in society. 

• Incorporates all of the major variables affecting both prevention and success and 
involves the major components and players associated with them. 

e Considers the unique assets of Utah, including a favorable climate and commitment 
to prevention. 

• Builds on the commonalities from companion fields of study, while not excluding 
relevant findings from any of them. 

• Combines ingredients of success without ignoring the ingredients of failure. It 
uses success as the first line of defense against failure, but accommodates the 
need to deal with failure directly. 

• Uses almost all of the conclusions contained in this report. 
• Meets or exceeds all of the purposes outlined for this study. 
• Overcomes the incompleteness found in existing programs for at-risk youth. 
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IMPLEMENTING 
THE SOLUTION 

While the recommendations 
in this report are grouped to 

facilitate top-down implementation, 
many can be used by individuals 

and groups of individuals. 

The ideal would allow alternate 
versions of promising methodologies 

to be tested for their effectiveness, 
individually and in cornbii'Jation. 

Implementing the YEA-recommended strategy 
depends upon adoption of the recommendations in this 
report. However, this can take many roads. The effective 
organization literature illustrates that implementation is 
feasible from the bottom up as well as from the top down. 
Bottom-up use particularly applies to the prevention 
component of the recommended solution. On the other 
hand, using the intervention component is more difficult 
without formal, top-down support. This is because inter
vention involves multi-agency cooperation and more 
fonnal support mechanisms. 

While the recommendations in this report are 
grouped to facilitate top-down implementation, many can 
be used by individuals and groups of individuals. Indi
viduals who review the proposed strategy and accompa
nying recommendations in that light will find adequate 
guidance to get started on their own. 

The development of a detailed statewide plan was 
beyond the scope of this report. A logical next step is the 
collection and development of a multitude of teaching and 
other field-level methodologies compatible with the key 
ingredients of prevention and intervention. The ideal 
would allow alternate versions of promising methodolo
gies to be tested for their effectiveness, incFvidually and in 
combination. More infonnation is needed about the inter
active effects of key ingredients; for example, the interac
tive effect between control versus support on children. 

-I 
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The PTA could sponsor 
joint training for parents and 

teachers on schoo/
home interventions. 

Build on current efforts 
Even without funds for further development, effective 

implementation can begin immediately. For example, selected 
teachers and other professionals are already using many appli
cable methods and techniques. Collegial sharing and teaming is 
one way to move ahead. This can take place both within and across 
agencies. 

In many locations in the state, coordinating groups repre
senting multi-agencies already exist and should be used to facili
tate implementation. The mechanics of intervention coordination 
between social services, health, and mental health personnel 
provide one ex.anple. The link between PTA-school-home is 
another. To illustrate, the PTA could sponsor joint training for 
parents and teachers on school-home interventions. They could 
also conduct training for parents, locate subject matter volunteers 
for tutoring, and ask other volunteers to act as mentors or proctors. 
Other volunteer groups could provide logistical support until 
adequate computer support systems are put into place. 

Link to national reports 
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Whether organizational, collegial, or solo, this report 
offers much in the way of help for implementation. Both 
organizational and self-help implementation sugges
tions follow. 
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Implementation outline for multi-agencies and institutions 
The following are the activities needed for cooperative efforts to get started. 

Formally adopt the Guiding Philosophy and companion Approach Strategy. 
Identify and alter current pOlicies and practices which are incompatible. 
Initiate organizational meeting with other participating agencies. 
Form a mUlti-agency implementation and facilitation team to-

-Agree on mechanics: 
a. Establish field-level contact and triggering mechanisms 
b. Develop support documentation and record keeping mechanisms 
c. Format student intervention plan document 
d. Decide on monitoring, feedback mechanisms, and format 
e. Establish criteria for successive interventions 
f. Prepare flow charts and other field-level helps to guide implementation 

-Organize in-service training: 
a. Conduct in-service training on the key ingredients of prevention and 

development for success 
b. Conduct jOint in-service training on the mechanics of operation 
c. Conduct ongoing in-service training on new methodologies and interven 

tion techniques 
d. Publicize multi-agency "experts" available for staff consultation 
e. Put in place collegial facilitation mechanisms (in-agency and 

multi-agency) 
-Organize formative development and evaluation plan: 

a. Agree on benchmarks of progress 
b. Agree on assessment measurements 
c. Implement system to monitor and track new intervention techniques 
e. Agree on trouble-shooting arrangements 
d. Use the prevention and effective school variables as monitoring check 

lists for organizational as well as individual success 
Establish a floating or shared library and clearinghouse on prevention and effective 
school research and methodology. 
Provide the type of organizational and institutional support found in the effective or
ganization research (particularly that which parallels the prevention and effective 
school researCh). 

Implementation guidelines for single agency or organization 
Schools and other primary providers, as well as other organizations, can operate the prevention 

part of the solution strategy independent of other agencies. Activities one and two above, plus some 
initial in-service training is all that is required to get started. The self-help section of this chapter 
(referring to specific report contents) will be helpful and gives pertinent information for getting started. 
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For all too many, what is has 
become more sacred than 

what ought to be. 

The importance of common driving values or 
uniting goals 

!tis safe to note that many people are natural skeptics. The 
problems of Utah 's youth are so complex that many conclude that 
there is no practical solution. Others fail to see the need and 
dismiss it with oversimplifications. Still others will not catch the 
vision and will be too preoccupied with their current efforts. For 
all too many, what is has become more sacred than what ought to 
be. 

Building on commonly felt needs can help engage broad 
support. The above strategy may require the identifying of an ex
isting need which is more specific than general prevention or 
success of youth. For those who need specificity, it will be helpful 
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to get beyond generalizations and find some expression or goal 
which can unite the parties to the discussion. 

One such form is a new policy; it eliminates old mind sets 
while still tapping key motivations and values of coworkers. 
Another way is to establish a unifying benchmark that provides 
clear focus and direction. Such benchmarks can take two forms: 
"what should be" and "what should not be." "What should be" is 
often the more difficult of the two discussions because it tends to 
get bogged down in generdlized abstractions. 

"Let's move for a minute to what should 
not be, what we do not want." 

"It is sometimes easier to 
focus on the prevention of 

failure than on the 
generation of success. n 

This report gives the impor
tance of success in school 
new meaning to students, 

parents, staff, and community. 

How to get agreement 
Consensus is easier when discussing commonalities. 

"What should not be" is both more specific and more commonly 
shared. When consensus doesn't come, a helpful suggestion could 
be, "Let's move for a minute to what should not be, what we do 
not want." Agreement is often based more on eliminating objec
tions than in fulfilling new criteria. In discussions of 
multi-agency cooperation, the initial concerns will be over 
"protections." The subject of protection is closer to "what should 
not be" than "what should be." Dr. Kent Stevens, president of 
SAGE Analytics International notes, "It is sometimes easier to 
focus on the prevention of failure than on the generation of 
success." One reason for this, he says, is that many elements are 
usually required for success, but often one event can lead to 
failure. 

The following is an example of the difference between the 
two approaches. Professional discussions could go on indefmitely 
about a goal to have students find maximum success at school. 
The easier agreement might be, "No student will make less than 
one year of progress during each year of schoo1." 

Workable goals tap common values, provide focus, stress 
outputs, shape mind-sets, and provide direction to supporting 
activities. 
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The adoption of the report's 
recommendations serves as 

a beginning for state-level 
implementation. 

Agencies will need to 
revise these suggestions 

according to their own 
purposes and goals. 

Courage to move in new 
directions and a willingness 

to change, not cost in 
money, characterize the pre

mium. 

Statewide implementation 
The purpose behind this report is for widespread, even 

statewide use of ~ prevention and early intervention plan. The adop
tion of the report's recommendations serves as a beginning for 
state-Ievelimplementation. If they are followed, a more formal plan 
can be developed through involvement of all agencies and organi
zations interested in the success of youth. 

Rapid and full-scale implementation will require some 
one-time resources, particularly for in-service training and compu
terized monitoring and feedback. New resources would be desir
able, but some reallocation of existing resources could occur in 
committed organizations. A lot of money is not needed. As noted 
above, many parts of this report are designed to support in-service 
training and other implementation activities. 

Recommendations for implementation 
Recommendations to facilitate implementation are in

cluded in Appendix A as an addendum to this report. The recom
mendations are based on the use of this strategy. They are also based 
upon the conclusions drawn in Chapter 13 with its supporting 
research. 

The members of YEA stress that the recommendations 
contained in Appendix A are only meant to facilitate discussion in 
targeted organizations to prepare for interagency involvement. 
Agencies will need to revise these suggestions according to their 
own purposes and goals. Similar revisions will be needed as they 
work with other agencies in prevention and early intervention 
efforts. 

, A Final Word from YEA 

The Youth Enhancement Association concludes, as the title 
of this report implies, that "Success Insurance for Youth" and 
''Failure Insurance for Home and School" are now feasible and 
reasonably priced. Courage to move in new directions and a 
willingness to change, not cost in money, characterize the premium. 
The policy value for the individual and for society is much higher 
than current offerings. Neither those charged with the success of 
youth, nor those who will benefit, can escape the responsibility of 
examining the benefits of the recommended solution. 
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This report is a beginning; 
it olily points the way. 
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This report is a beginning; it only points the way. Much 
remains to be done, including preparing a more complete plan, 
developing in-service training, uniting community involvement, 
and more. Limited resources prevent these extensions at this time. 
Also, had money been available, a chapter would have been 
included, summarizing the latest research on teaching and instruc~ 
tion. Those methods art::: compatible with the other research 
contained in this report. 

Notwithstanding its shortcomings, the report does provide 
philosophical vision and focus as well as political direction 
leading to statewide unity. More importantly, the report provides 
a vehicle to stimulate needed discussion 
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Appendix A 
RECOMMENDATIONS 

,~1il'il.illtl~lIi.ltil'11111~~fil_ll\t~~ii,,:i 
.. th at ot'its ybuth 'shbUlCf::iiiirne(ff~tefYC(Jmmit to ~·hoh;:pr~h·ansiveand integrated: effort 

;:. ·01' preve·n.ting ieen~g~r·tTllsb~haVio:rs :and fosteiiri~ adole;sc~nt succe~~·~ That. e·ffOI1:· .. 

/~:~!i=~iffNilirJ\llli:~111111.1'lili~i(! 
The bottom line in 

any insurance is the worth 
compared to the cost. 

The agenda concerning 
Utah's youth is too 

import..ant to be ignored. 

Implementation of the recommendations of this report 
will provide for academic as well as behavioral improvements in 
youth. Implementation should help schools and homes operate 
more smoothly as well as reduce the headaches for social workers, 
clinicians, law enforcement personnel, court officials, and others 
who work with youth. 

Referring to the theme of this report, the success insurance 
afforded by implementation of the following recommendations is 
attractive: success rates up, failure rates and premium costs down. 
The bottom line in any insurance is the worth compared to the cost. 
The bottom line justifying a changeoveris the new ratio compared 
to the existing one. 

The composite benefit of successful academic and behav
ioral development of children through the strategy proposed in 
this report has not been tested empirically. While most of the 
individual components have been tested, the degree of improve
ments noted in the research for the various components are not 
mutually exclusive, and therefore not additive. As such, no 
statistically generated probabilities are available for the whole. 
However, if the experts are correct in their interpretation of the 
composite research, a lofty improvement in both behavior and 
academics can be expected. It is within that framework and with 
that expectation that the following recommendations are offered. 
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All of the following recommendations flow from the 
conclusions enumerated in the "Summary and Conclusions" 
chapter. The general recommendations apply to all agencies. 
They are supplemented by separate lists for major state agencies. 

Additional recommendations flowing out of the content of 
this report are invited for inclusion in subsequent printings. Such 
will come to mind as agencies and institutions begin implement
ing the suggestions contained in this report. 

, General Recommendations. ,$ '.' 

, applying to all agencies 

1. Adopt the proposed "strategy" and "guiding philosophy" as a base upon which to build a 
school-triggered, multi-agency prevention and early intervention support system for childhood 
success. (Optional: Invite a parallel comprehensive, community-based effort forjamily success-
encompassing church, neighborhood, extended family, and other volunteer agencies.) 

2. Use the identified ingredients common to both prevention and success to guide implementation and 
assessment of prevention, early intervention, and treatment efforts. 

3. Concentrate on authori~, as contrasted to authoritarian. climates and relationships in all 
program operations. 

4. Use the conclusions section from this report to guide in-service training. 
5. Choose in-service training personnel from qualified professionals who exhibit the traits enumer

ated in the guiding philosophy. 
6. Use the effective organization section of this report as a guide to help implement the other 

recommendations 
7. Put into place new, simple parent-support mechanisms for schools and other social agency use. 
8. Restructure the home, school, neighborhood, and peer social systems that operate to promote 

deviant behaviors. 
9. Flow youth service dollars from treatment to intervention. 
10. Monitor intervention methods for results and cost effectiveness. 
11. "No social policy or prevention program concerning delinquency should be adopted before careful 

attention is paid to the consequences of such a policy or program on families" (Gottfredson). 
12. Carefully scrutinize existing policies which cover problem youth to determine which ones leave 

out or discourage family involvement; revise those that do. 
13. Establish and maintain field-level access and collegial relationships between school, court, law 

enforcement, and social agency personnel. 
14. Every jurisdiction serving youth should review and update their partnership arrangements with 

other agencies. 
15. Develop and establish special intervention techniques linking juvenile justice, medical, educa

tional, and youth service agencies for multi-problem children. 
16. Reassess current intervention strategies and discard those which are not compatible with the 

proposed strategy and philosophy. 
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. -
.. Recommendations· to ' , . , . 

, .' Parents . 
. . . 

1. As a family, evaluate home climate and relationships against the common success 
ingredients. 

2. Use the elements of the family related and child development sections of this report 
as a guide and assessment tool for family operation. 

3. Implement a daily program in support of school success to include: 
a. Inquire about what is being learned, 
b. Stress the value and benefit of what is being learned, 
c. Identify any problems or help that is needed, 
d. Offer encouragement and provide assistance, and 
e. Draw out each child's feelings about their succ~ss at school (minimum of 

one-half of talking by child). 
4. Model the desired behavior. 
5. Treat children with respect. 
6. Monitor your child's whereabouts; get to know your child's friends (and their parents) 

and compare notes. 
7. Acknowledge that in today's society, the parents cannot go it alone in the develop

ment of their children. Don't be afraid to ask for help and advice. 
8. Ask your child's teachers to keep you informed of any difficulties or changes in your 

child's behavior or school success. 
9. Offer to help your child's school to implement the findings and recommendations of 

this report. 
10. Use the Guiding Philosophy and Strategy to operate your home. 

. ~ Recommendations to Juvenile Court 
• .... .. '" l •• _ " 

1. Adopt the proposed '\guiding philosophy" and "strategy." 
2. Decide what documentation will be required from prior mUlti-agency interventions 

to trigger court-ordered intervention. 
3. Link school and court hearing processes, and use school administrative hearings as 

a preliminary part of court procedures for school-related misbehaviors. 
4. Require a multi-agency (including the family) intervention plan for each juvenile 

offender. 
5. If not volunteered by the school, juvenile courts should be empowered to require 

schools to evaluate young offenders for possible learning disabilities. 

· .••• •·••• •.•• ·JiJve·nlle.Ju~tl¢e.·p·ro~rams··tnust··~ri~~.:beybnd."go()d.·.· •• •••.• •• •·•·· 
. Intentions" arid bec()me"resultsdrlven.~.· ....•.......•...... . ..' 

• 'NalionaICOalitii>hofsuiu:jl1~~ej~il:C c¥ups> 
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RECOMMENDATIONS ~5 

• • P Recommendations to Schools . 

. and School Districts _ 
. '. 

1. Adopt the proposed "Guiding Philosophy" 
for preventing and dealing with at-risk be
haviors of youth as the directional and op
erational policy of the district. 

2. Adopt the proposed "Prevention and Early 
Intervention Strategy" as district policy. 

3. Imbed a full-scale prevention effort under 
an agenda of assured student success. Adopt 
a goal such as, "Each student in this district 
(school) will find and feel educational suc
cess each school year." 

4. Implement the prevention ingredients first 
in order to weed out all but the behavior 
problems needing special intervention. 

5. Implement the effective school, the effec
tive organization, and the prevention re
search simultaneously and build on their 
commonalities. 

6. Provide staff in-service training on the State 
Guiding Philosophy and its related 
prevention-success strategy model. 

7. Provide short-tenn community school of
ferings on the parenting skills of prevention. 
Use multi-agency staff as team instructors. 

8. Train teachers in the newer teaching meth
odologies which better incorporate the in
gredients of success and prevention: coop
erative learning, direct instruction, experi
entiallearning, adaptive teaching, etc. 

9. Insist that teachers adopt instructional meth
ods which enable a broader range of students 
to experience academic success and which 
bring into play the ingredients of success, 
including bonding to teachers. 

10. See that all teachers become knowledgeable 
about behavioral-problem children and the 
intervention options open to them. 

11. Re-examine school operating policies and 
practices in light of societal changes affect
ing home and child. 

12. Engage families in more meaningful ways in 
the schooling of their children. 

13. Build positive peer support mechanisms into 
school programs (peer tutoring, mentoring, 
teaming, etc.) 

14. See that schools go beyond the mere report
ing of child abuse and treat it educationally 
in concert with treatment from other agen
cies. 

15. Use the YEA- compiled list of ingredients 
(or similar list) to guide school and class
room operation. 

16. Use the YEA report conclusions as a check
list for staff, parent, and student input for 
identifying a common interest base from 
which to launch prevention efforts. 

17. Give students participatory and contributing 
roles in school and classroom functioning. 

The PTA should reorganize its efforts and 
concentrate on school and home factors 
that research has shown will make a dif
ference. 
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. : ..' fle.commendations to . . 
-' _ . Spcial Services Agencies 

1. Adopt the YEA....:recommended "Guiding Philosophy For Preventing and Dealing 
with At-risk Behaviors of Youth" and accompanying prevention strategy as the 
directional and operational policy of your agency. 

2. Jointly develop with school districts (for community school or other delivery 
avenues) in-service training on parenting practices for prevention. Use such classes 
as part of home intervention strategies for "at-risk" families. 

3. Given the willingness of all companion agencies to adopt the YEA-recommended 
strategy, shift social agency staffresource~ to early intervention. 

... In· .·llght···6f.·drEir11~titi.·S6cial···chariges·,. ·Wtah .• ~ChQo.I~····hkve·.·th~ ..• 
responsibility to provi~e c~m6uruni andoperatlortal policies . 
•. .. . .. :. :.'~ ... f· ..... ... c... .. ··f· .). f· .... ·'1·" ··J·.'f ... c ..•.••• ,........ •.. •. ....... . m suppo. ~.o . ~ucqess u . arn,y,e, .. 

" Recommendations to 
'. Law Enforcement 

1, .. ·Adbptthe~i6Po~~d&qi~lngphird~oPh~/ 
.and Strategy caS thEfdlreclionalan(j<op.; 

. .eratiOrla]· policy oltha departmeht. ••. '>i < 
ExpandjolrJfp~()gram$With~cho(),s to 

. buHd studentbonding withtaWenfqrce;. 
....• rnentandsodety~( «..<>\ •...•. 

3. Developenfor6elT1ehtt~chQiqUes. fOr 
youthwhlchbring 'intopl~Ymore 6fthe > 

preventi()n-success ingredients.·· 

Recomm~ndations to the 
State Legislature 

····.··1 ;RevieW~Xisti~g .leglslati6hforcom
> .......p~fibilitywiththeproppsed phi/oso., 
..•.....•.• ·······phy and tnterVenUonstrategYi . 

~;. <Reviewal! newlegistation for impact . 
>6n entire youth-support system and 
onmultl"';agency interventions. 

3. . Mandate a rnuIU-agencyinterven.
tion plan for youths who are not suc~ 
ceeding if voluntary implementation 
does not take place. 
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RECOMMENDATIONS ~7 

/ Recommendation~ to the Utah State .' 
Board of Education 

1. . AdoPtthepr~POseduGutdiflg Philosophy" as thedirecti()nal ailooperational policy 
of Utaffeducation.lnvitelocal school boards to do the same. . 

2. Ad 0 pft he proposed "Pr~ventionaricf.Earlylnterventi6ri$trategY·'as·aformat policy 
forserving thehat'd to educate~ Requ~stl()'darscho()lboardsdOthesatne; .' ..... . 

3.. Organizeschoorreform thru~tst9facilitateparalleIJrl1eletnentatlonof thE} research 
on effeciive.schools, eff~cti~edassro()ms,.effective.organj'zations,prevention and. 
early intervention, and ~:hild~evelopm~nb. . ............... ' •..... ....... ......•.....•.... ". .•• .. .'. . .. 

4~ DevelopaI1ralnirtggOjd~ .. forteq~fred pr~selViceandf.n~s,ervlce training on the 
academic and behavlor'll~ffectlv~nessre$earch.i' ..' . .... .....•. . .••... .... .. . .... 

5. ~oh'ltfy sponsor with the (30yem()r~··office,aseriesof town meetings to discuss the 
content and recommendations oHhis reportwilh the edUcational. community. . 

.' 6. . Utilize this report to facilitate implementation.of theStrategicP!annlngCommfs- . 
sh)n Report~ 

, 

\ 'Recommen 

1. Invite the citizens of Utah to join state agencies in a major prevention and early intervention effort 
in the interest of youth success and state vitality. 

2. Initiate a statewide dissemination and orientation conference and a series of related implementation 
workshops. 

3. Invite the media to help sponsor dissemination, discussion, and implementation of this report. 
4. Take the lead to insure that, onc(~ approved at the state level, the necessary coordination, cooperation, 

and integration of intervention services is maintained. 
5. Jointly sponsor with the Utah State Board of Education a series of town meetings for educators, 

parents, and civic and business leaders, to discuss the contents and recommendations of this report. 
6. Establish a multi-agency, state goal of reducing adolescent and young adult misbehaviors by_ 

percent over the next five years and _ percent over the next ten yean:'. 
7. Ask participating agencies to set measurable goals related to specific behavioral and academic 

successes such as: 
• achieving 1.2 grade levels of school progress each year, 
• having _ percent of students liking school, 
• obtaining _(number) of advance placement credits, 
• keeping dropouts below _ percent, 
• achieving _ percent reduction in drug usage, 
• reduce by _ percent the number of youth coming into contact with the court, 
• reduce drug usage rates by _ percent, 
• reduce teenage sexual activity rates by _ percent, etc. 

8. Invite churches, communities, and neighborhoods to implement a comprehensive 
community-based support system forjami/y success to operate in conjunction with the SGhool and 
social agency support system for student success. 
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Next Step Recommendations for YEA " . " 

In concert with the governor and the $tate school board: 
1. Suggest multi-agency state target goals for reduction of all (or of 

various) "at-risk" behaviors. 
2. Based upon state-level approval ofthe guiding philosophy, strategy, 

and YEA report, hold a series of orientation workshops throughout 
the state to explain the guiding philosophy and related strategy. 
Explore the use 01. state-owned 1V for a series of town meetings with 
professionals, parents, and students to explain the philosophy, the 
strategy, and the key ingredients of prevention and howto implement 
them. 

3. Provide assistance in regional planning, organizing and implemen
tation of the proposed prevention and early intervention strategy. 

4. Form a facilitation and development team to do the following: 
a. Collect and develop assessment measures forthe key ingredi

ents of prevention and early intervention. Include measures of 
progress and effectiveness for students, field-level profession
als, parents and homes, administrators, schools, and other 
intervention and service agenCi(3s. 

b. DeSign and implement a computerized monitoring and feed
back system to systematically inform parents, students, admin
istrators, teachers and other field-level professionals. Include 
access by all agencies. 

c. Maintain a clearinghouse for prevention and intervention tech
niques. 

d. Develop self-help and in-service training aids. 

This report makes the importance of success in school take 
on new meaning to students, parents, staff and community. 
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A Reptirt T() Utah By The Youth ... Enhancament Association 

Prepared by M. Richard Maxfield & Associates 

EXECUTIVE SUMMARY 
, ,'Wi 

It is a social, political and economic crime for Utah to stand idly by 
while increasing numbers (over 40%) of its youth fail to find success 
in home, school, or the workplace. It is a moral injustice not to act 
when solutions are available. It is offensive when agencies and or
ganizations do not modify their operation to be compatible with 
research-based directions and solutions. 

When the underfunctioning are 
added to the misfunctioning, 
over one-half of the state's 
youth need more help than 

they are now getting. 

More and more youth are failing family life, failing 
school, and failing the workplace. Very often, these failures take 
the form of an expanding cycle, repeating themselves with ever 
increasing numbers. 

Over 20 percent of young children now live in poverty-
six times the rate for those over age 65. One-half of this year's 

crop of births are forecast to experience one-parent living before 
age 18. Well over-half will experience latch-key life. In Utah, as 
in the nation, increasing proportions of youth come into contact 
with the juvenile court system during their minority. For Utah, the 
proportion was 44% for those turning age 18 in 1985 (including 
some traffic and neglect cases). 

Destablizing social changes of recent years have affected 
children's chances for familial, educational, and economic suc
cess. No one dares estimate what percent of children do not find 
success at home. However, those not finding success in school 
have increased to the point where 40% of Utah students now fit 
various "hard-to-educate" categories. Failure in school is a well 
documented link with future behavioral problems and lack of job 
success. 
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"The need for employees who are 
broader-based intellectually, even at 
the entry and bottom level, has gone 
up tremendously at a time when the 

education system is essentially failing 
for the bottom half of our students • ... 

It's not higher levels of the old-time 
religion that are required (reading, 

writing, arithmetic), it's new 
interp&rSonii; skills, teamwork skills, 

logic skills, the ability to learn, 
problem-solving skills, critical think

ing skills." Curtis B. Plott, W.S.l.lll11c 21,1988 

The problem now extends 
beyond the failing individuals 

and beyond failing families. 

The roots of failure and the 
dynamics of hope have both 

changed. 

Dropouts, graduates without adequate basic skills, and 
those with inadequate work skills make up over fifty percent of 
those who apply for the workforce. When the underfunctioning 
are added to the·misfunctioning, over one-half of the state's youth 
need more help than they are now getting. 

Lack of academic succe~ behavioral success, and job 
success hinder family life success and the cycle repeats itself. 
The problem is cyclical in nature; therefore, no one in the cycle is 
free from responsibility. Schools and social agencies can no 
longer keep up with the problem. Ownership of the problem must 
be broadened and new solutions developed. 

The numbers of youth experiencing undue difficulties 
have exceeded the point where the problem can be dismissed with 
either pity or piety. The problem now extends beyond the failing 
individuals and beyond failing families. The larger question is, 
"What percent of children must emerge as socially responsible 
and productive in order for a society to remain safe, peaceful, and 
operative? What are the economic and social implications for a 
society that equips less than 60 percent of its members for suc
cess?" 

Utah, as is the nation, has developed a split personal
ity. Never have so many youth performed so well, and never 
have so many youth performed so poorly. At the same time 
more and more students are performing college-level work as 
part of high school, and more are leaving school with eighth 
grade skills or less. As a later consequence of that divergence, 
more and more families are struggling financially, while at the 
opposite end, the "never-had-it-so--good" group also ex
pands. The social traumas from such a dividing society are 
starting to be felt; the projected consequences cannot be 
ignored. 

The problem is not an extension of past problems. The 
roots of failure and the dynamics of hope have both changed. 
Parenting practices have changed. The family no longer has 
available many of its traditional supports. Family structures and 
peer structures h,ave changed dramatically. Drugs and deviant 
lifestyles, once rare, are now commonplace and are portrayed 
openly. Media influence rivals teacher influence on youth. 

Adolescence is t\. dme of confused messages and expecta
tions. The length of adolescence has increased fourfold in two 
generations. Children enter puberty earlier and their vocation and 
maniage later. The benchmarks which used to separate adoles
cence from adulthood, while once clearly defined, are all but 
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The conditions in which many 
adolescents find themselves 

are conducive to mental 
confusion, moral anarchy, 

social experimentation, and 
irrational decision making. 

The search began with a 
review of the latest research 

literature from fields relating to 
childhood failure and success, 

including who can affect it. 

The more difficult challenge 
was to find an approach which 
could put the research findings 

into effect on a broad enough 
front to encompass all youth 

potentially at risk. 
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absent. Sex roles are confused. Fixed patterns of sexual identity 
and sexual expectation no longer exist. No common community 
moral standard prevails. While standards are preached on many 
subjects, violations are readily accommodated. 

The judicial theme of children's rights further confuses 
youth about which decisions belong to them and at what age. 
Teenagers are often left dangling in an ever expanding limbo 
called adolescence with confused paths of exit or "escape," as 
many youth describe it. Such conditions create mental confusion, 
moral anarchy, social experimentation, and irrational decision 
making. 

Old solutions seem inadequate for either the individual 
or the group. A return to the past is not likely, and isolation from 
"the world" is not a viable option for youth. For the individual 
child, "Spare the rod and spoil the child" is not a complete 
solution. For ever larger numbers of children, public schooling no 
longer paves the road out of poverty nor performs its "melting 
pot" function. 

Due to countervailing forces, families now meet the needs 
of fewer children, and schools meet the needs of fewer students. 
"At-risk" youth now exceed the treatment capacities of schools 
and other .;ocial agencies. It is clear that homes, schools, social 
agencies, and community agents must collectively do something 
different. Containment and after-the-fact treatment are no longer 
possible options. 

New prevention and early intervention solutions are 
needed. This conclusion motivated the Youth Enhancement 
Association (YEA) to undertake the challenge of exploring new 
solutions to the problems of U:.:a.h youth. The search began with 
a review of the latest research literature from fields relating to 
childhood failure and success, including who affects it. 

The more difficult challenge was to find an approach that 
could put the research findings into effect on a broad enough front 
to encompass all youth potentially at risk. To accomplish this 
within Utah's limited resources, it would have to fit within 
existing school and social agency missions, tap into and integrate 
the activities of the numerous agencies interested in at-risk youth, 
and link prevention with early intervention and treatment if 
necessary. 

The research findings and the unique solution are covered 
in detail in a sizeable but easy to read report. They are briefly 
summarized below. 
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'. I 

What does the research say about child failu.e and success? 

The YEA report reviews the latest research and groups it into nine chapter topics. Key chapters 
I\fe summarized below. 

Correlates and predictors of misbehavior 
The most frequent correlates and predictors of patterned misbehavior of youth cluster around 

home, school, and peers. 
,..------_."'-, ----,----------------, 

HOME Many research summaries say poor and inconsistent family manage
ment practices deserve much of the blame for delinquency of all types. Conflict 
between family members, more than family status or structure, account for 
child misbehaviors. Excessively severe and physically threatening discipline, 
neglect, and child abuse all correlate with misbehavior. Genetic 21nd dietary 
factors appear to account for some problems. 

Early antisocial behavior, often arising from family factors, appears to 
be the best early predictor of later misbehavior. Stable predictions have been 
found from age five, but not before. Academic predictors appear later but seem 
to frequently follow social precursors. 

SCHOOL The school connection to adolescent misbehavior is now fmnly estab
lished as an independent factor. "At the individual level, academic achievement 
appears to be a predictor of delinquent behavior that transcends social class and 
ethnicity" (Hawkirls and Weis, p. 11). In one study f students who reported disliking 
school were five times more likely to be engaged in serious delinquency (Gottfred
son, p. 28). School structures and practices correlate with rates of school failure, 
alienation, dropout, isolation, school misbehavior, and delinquency. 

Lack of school bonding is one of the best early predictors oflater misbehav
ior as are rebelliousness, "normlessness," and resistance to traditional authority. 
These, in turn, reflect earlier use of incorrect parenting and teaching practices. 

PEERS Peer factors con'elate with misbehavior, but are not as independent as 
home and school factors. When strong bonds are not present 'Hith home and 
school, peers appear to fill the void. For example, "frequent users of marijuana 
have a greater orientation toward friends than parents" (Jessor, et aI. 1980). 

Other correlates of misbehavior include lack of self-identity, lack of 
social bonding, lack of religious or values framework, mobility, propensity for 
risk taking, low expectations for self, copycat behavior of role models, and 
attitudes (such as not believing one has any control over one's future). 
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When strong bonds are not 
present with home and school, 
peers are there to fill the void. 
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Causps of Misbehavior 
Cause and effect are difficult to prove in correlative 

studies. However, the accumulating data is now extensive enough 
that experts are more willing to pin a causal label on some 
variables. What makes the task difficult is the train of causal or 
additive links, each caused by yet an earlier factor. The implica
tion for prevention is that the chain can be broken at several links 
prior to early adolescence. After that, the links get more resistant. 

The strongest causal links established have been for 
family dynamics and parenting p:actices, particularly the tech-. 
niques and ingredients of adult-child relationships. These appear 
far more important than socioeconomic or family status factors. 

Success Climates 
Both success and failure correlate with the kind of support climates and 

relationships fostered by adults in a child's life. Relationships between adults and 
children, characterized as authoritative (in contrast to authoritarian or permissive), 
area critical determinant of both academic and behavioral success. Missing the mark 
on strictness, autonomy, monitoring and feedback, warmth associated with control 
measures, and the two-way nature of the interaction all explain a good measure of 
child failure. 

The existence of a syndrome 
cause rather than separate 
causes for most categories 
of patterned misbehaviors 
offers hope for simplifying 

prevention efforts. 

,'! 

School factors similar to home factors, particularly in 
early and middle grades, appear to be both causal and additive. 
Social and media factors appear to be more additive or substituQ 

tional than root causal. Peer factors appear to be additive except 
for a group of generally healthy and capable set of teens with a 
propensity for risk taking. The latter group engage in drugs or 
sexual activity markedly later than those whose problems arise 
from root causes. 

Except for the latter group and some kinds of child abuse, 
root causes are associated with conditions in the child's life which 
exist or occur over time. Early symptoms often involve some form 
of acting out and tend to represent "pain control" themes. If the 
causal conditions are not altered and the associated stress reduced, 
coping mechanisms begin to emerge which end up as patterned 
misbehaviors. Rebellion, as an exaggerated form of independ
ence, is one such coping mechanism. Coping can also be associ
ated with or represented by academic difficulties, learned help
lessness, withdrawal, or passive submission. 
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Good parents, like good 
teachers, act rather than react. 
They make "what is right" more 

important than "who is right. " 

The effective school supports 
the home in many subtle 

ways. 

".,:::; 
.:\.:, :::<:::.: 

An increasingly important finding is the presence of com-
mon precursors to most teenage misbehaviors. The existence of a I 
syndrome cause rather than separate causes for most cate gories of 
patterned mis~haviors offers hope in simplifying prevention 
efforts. I 
Family Related Prevention Clues 

The highly successful authoritative (in contrast to authori
tarian or permissive) parenting climate demonstrates participa
tory management and problem solving, clear expectations, inter
active communication, role modeling, and mentoring, as well as 
other child-centered support mechanisms; mutual respect is an 
underlying value. Therefore, what is right becomes more impor
tant than who is right. Good parents, like good teachers, act rather 
than react. 

Prevention evolves around loving, two-way relationships 
framed within mutually supported standards and expecta,tions. 
Contributory roles for children and shared responsibilities also 
help. A degree of autonomy commensurate with maturity and 
coupled with accountability has also been shown to foster social 
responsibility. Family cohesiveness, family traditions, monitor
ing for compliance to family standards, and issue-oriented direc
tion are also associated with prevention. Defensive, reactionary 
responses, power ploys, and fmger pointing between parent and 
child are particularly harmful, and especially so when they are the 
most commDn forms of interaction. 

Simple, short-term training of parents has proven effec
tive, particularly teaching the mechanics of discipline. Consistent 
parental discipline appears' to increase children's belief in the 
moral order. The "alterable curriculum of the home," as one 
researcher notes, has been shown to have three times the effect that 
social class has on school success (Walberg, p. 24). 

School and social agency prevention clues 
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Schools do not have to own 
the whole problem or take on 
any duties unrelated to their 

educational mission. 

The development of social 
responsibility has been shown 

to be a by-product of the nature 
of adult-child interactions. 
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The school-related correlations are clear. What they seem 
to be saying is that, "most childhood problems will be reflected in 
school work in some way. Solve a child's school problems and 
most of their other problems - in spite of their root cause - will 
be solved." The research literature suggests that other agencies, 
along with their experts, must be involved in solving some 
problems. 

Simple, but effective~ school-home interventions are sug
gested in the report with applicable instructional approaches. As 
the report explains, schools do not have to own the whole problem 
or take on any duties unrelated to their educational mission. 

Dr. David Sandberg concludes, "What stands out most [is] 
the desirability of doing major intervention at the elementary 
school level." YEA shares his "feeling of bewilderr,nent that the 
nation [and the state] still does not have a comprehensive inter
vention system to serve failing, chronic acting-out children" 
(p. vi). 

The development of character and social 
responsibility 

The vast majority of parents feel thatvalues and character 
development are a function of the public schools. The develop
ment of social responsibility has been shown to be a by-product of 
adult-child interactions. One key ingredient is mutual trust. 
Fairness and consistency reinforce that trust and the morality 
behind it. A degree of autonomy or freedom of choice, coupled 
with accountability for those choices, appears critical to both 
moral development and the acquisition of many higher order 
thinking and problem-solving skills. One-on-one mentoring and 
focused encouragement are also particularly effective. 

All of the requested values and character traits for school 
curriculum describe facets of relationships or ways people relate. 
These are best taught by being treated that way. Research shows 
that homes and schools that exemplify and expect this treatment 
produce children of higher social responsibility as well as higher 
academic, behavioral, and workplace success. 

The report content also covers what does not work in 
character development, including force, coercion, moralizing, 
and stand-alone school cun'icula. 



-------------

314 SUCCESS INSURANCE FOR YOUTH 

The inability to closely and 
productively relate with signifi

cant adults, more than any 
other factor, describes flawed 

child development. 

The lack of proper develop
ment is attributable, more than 

any other thing, to ''parents' 
power to coerce .... It reflects 
parent need, not chUd need. It 

David Elkind 

The unknown cannot be 
control/ed, but it can be 

explored. 

"Vision is a mental journey 
from the known to the 

unknown. " 
Hickman and Silva 

Child development as a prevention 
Someone said that failure is the absence of success. YEA 

wanted to knoW iffocus on developmental success would achieve 
prevention of misbehavior. The research literature supports the 
premise that the variables of success are closely related to the 
variables of failure. That is, the existence or absence of key 
variables appears to account for success or failure, respectively. 

The inability to closely and productively relate with sig
nificant adults, more than any other factor, describes flawed child 
develo,pment. Socialization skills, and especially interpersonal 
problem-solving skills, indicate this. So do the abilities to empa
thize, express guilt, and to internalize a clear set of values to guide 
decision-making and behavior. Experts feel that the traits associ
ated with success need to be linked together and "integrated" for 
healthy development. Home and school operational climates are 
critical supports of such integration. 

Personal and sexual identity, moral autonomy, and self
respect and self-esteem are important by-products of develop
mental relationships. If such developm~nt does not take place by 
the end of puberty, flawed personalities and character disorders 
result. Warning signs and inteIVentions are included in the report. 
Development for success takes less time and energy than preven
tion, and provides far more benefits. 

Effective organization literature 
Successful corporations have focused on the needs of 

individual clients, supporting individual workers to maximize 
their contribution to the company. Because the research literature 
on child success so closely parallels that philosophy, the effective 
organization research can apply to school and home operation as 
well. 

Effective organizations have learned how to deal with 
change and how to empower their employees, individually and 
collectively. Effective organizations use flexible structures, 
monitor the internal and external climates, u~ strategic and 
adaptive planning, stress process as well as product, integrate 
rather than segment activities, and foster peer relationships and 
collegial teaming. More important, they move from 
imposed-control to self-control mechanisms and from central
ized to decentralized management; they use central values and 
goals in place of directives to guide progress. 
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Effective school literature 
Ingredients for effective schools and classrooms parallel 

those of healthy development This means that prevention efforts 
do not need-a separate focus from that of academic development. 
It also means that intervention for at;ademic success does not 
differ greatly from intervention for bt!havioral success. 

Six things become clear when viewing the effective school research in concert with other 
research: 
1. Academic and behavioral success are more closely related than previously thought 
2. Clear expectations, supportive school climates, warm relationships,and respectful treatment 

between teacher and student (and student to student) are critical for success at school. 
3. If educators implement all of the ingredients of effective schools and classrooms, most 

prevention ingredients are available. 
4. The research on effective schools and classrooms grows faster than its implementation into 

schools and classrooms. Ways to accelerate its implementation must be found. 
5. In prevention efforts, educators need not be required to take on any burden over and above 

school success for each child. 
6. Schools, homes, social agencies, and organized community resources must jointly accept re

sponsibility for and focus on individual student success in school. 

Summary terature 
1. The latest research clearly indicates that misbehavior trends of youth can be reversed. Except 

for inhibiting genetic or medical problems, essentially all children can be helped to succeed 
behaviorally as well as academically. 

2. Research on misbehavior, effective homes, effective schools, effective organizations, and child 
growth and development all have a surprisingly high number of common ingredients to use in 
building a program of youth success. 

3. The right ingredients in the school can prevent most future misbehavior. The process of 
developing responsible children is directly related to producing success in school. 

4. Most patterned misbehaviors of teenagers have common root causes. These can be alleviated 
or compensated for by schools and other agencies if efforts begin in the early grades. 

S. "Lack of success at school" is the most observable early warning sign of potential failure. 
Intervening in the name of school success avoids the dangers of labeling. 

6. The most successful parents and the most effective teachers focus on and frequently monitor the 
progress of individual children. 

7. Supportive climates, clear expectations, and mutually respectful relationships help people do 
their best, including teachers and students. 

8. Teachers need ready access to and support from a variety of experts to deal with specific 
problems of children. This works best when community agencies and their experts are willing 
to integrate their efforts with those of home and school. 
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~ 

Proposed Solution Strategy 
. 

Prevention and intervention must take place in the formative years. During 
those years, the home and school are the key socializing agencies. It makes sense to 
support them along the lines of the latest research. At the same time, since parents, 
teachers, and peers are the key socializing agents, it makes sense to arm them, as v;"~ll 
as the child, with the latest techniques of developmental success. 

Utah's goal is not to 
contain bad behavior, but to 

prevent it, and failing that, 
to correct it. 

The beginning point and 
ending point of preventing 

patterned misbehavior 
focuses on success at 

school. 

The YEA report outlines a solution approach to youth 
problems in Utah. It includes a guiding philosophy and directional 
goal as a foundation upon which the state can build to get everyone 
on the same wavelength. YEA also fashioned research findings 
into a field approach strategy which supports and integrates the 
activities of home, school, social agencies, and other community 
resources. It takes advantage of Utah's unique "community spirit 
and commitment to youth." 

The strategy begins with helping schools use the success 
ingredients identified by the research compatible with the effec
tive school and prevention versions of those same ingredients. 
That step alone will prevent most future behavior problems. 

When residual problems remain, experts are brought in 
from auxiliary support agencies. Residual problems at school are 
addressed through a sequence ofinterventions beginning with the 
home and including social, clinical, medical, and judicial exper
tise as needed. Extended supports from neighborhood, church, 
and extended family are provided by the model. 

The strategy presumes limited program resources and is 
designed to operate within existing resources if necessary. Re
sources will be shuffled from treatment to prevention as results 
begin to magnify. In-service training should greatly facilitate and 
speed up implementation. Schools and other agencies can get 
started by using parts of this report. Maximum effectiveness will 
require further training. 

The report concludes, as its title implies, that "Success 
Insurance for Youth" and "failure insurance for home and school" 
are now feasible and reasonably priced. New directions and a 
willingness to change, more than money, characterize the cost of 
the premium. The face value of the policy for the individual and 
for society are much higher than current offerings. Neither those 
charged with the the success of youth, nor those who would 
benefit thereby, can escape the responsibility of examining the 
benefits offered through this report and responding accordingly. 
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The YEA report includes specific recommendations for 
individual andjoint institutional action. Suggestions are included 
for the Governor's office, the legislature, state and local school 
boards, social service agencies, juvenile justice agencies, law en
forcement, and community. 

The research is clear. Successful people operate as moral agents guided by 
an internalized set of values denoting social responsibility. They believe 
they have control over their actions including tLi.ose affecting other people, 
and they accept responsibility and accountability for such actions. YEA 
believes it makes sense to adopt these premises and the ingredients that 
produce them as part of a guiding philosophy for Utah agencies interested 
in the behavior of youth. 

Any problem which inhibits 
school success is worth 

keeping track of until 
solved. 

The report also includes suggestions for individual par
ents, teachers, and other professionals. Limited resources pre
vented the report from including a detailed implementation 
plan. However, enough direction is included to get individuals 
and groups started. The report includes a major bibliography to 
help with the task. 

The Governor's Office, the Governor's Board of Juve
nile Justice and Delinquency Prevention, and the Youth En
hancement Association wish you well in your efforts and stand 
ready to offer their assistance. 
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