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CHAPTER I 

INTRODUCTION 

Juvenile delinquency is an acute problem confront-

ing educators as they seek to meet the educational needs 

of our nation's youth. Many studies, including those of 

Kvaraceus and 1 2 
Ulrich, and Havighurst et al., indicate 

that delinquent youth see little value in attending school 

and as a group experience little success in school. 

Ultimately a large majority of delinquent youth drop out 

of school early. 

The apparent lack of success in school which seems 

to characterize a large majority of delinquents is 'not 

solely the school's problem. The fact, however, that the 

schools are in a position to make an effort to do something 

~illiam C. Kvaraceus and William E. Ulrich, 
Delinquent Behavior Principles and Practices (Wasi1ington 
National Education Association, Juvenile Delinquency 
Project, 1959), p. 33. 

2Robert J. Havighurst et al., Growing Up in River 
City (New York~ John Wiley and Sons, Inc., 1962), p. 66. 

1 



to alleviate the problems facea by delinquent youth is 

stressed by Kvaraceus and Miller who stated: 

The schools alone will not solve the problems of 
juvenile delinquency, but they are in a strategic 
position to render help and assistance to the 
delinquent, his parents, ana other professional 
workers in the community who are concernea with 
the prevention and control of norm-violating 
behavior. 3 

2 

There is a considerable body of research focusing 

on particular behavioral symptoms exhibited by delinquents 

and potential aelinquents. These data are valuable aias 

in the aetection of potential aelinquents ana may serve 

as background information in the formulation of solutions 

to the aelinquency problem, but other kinds of data are 

neeaed if the problem is to be imaginatively and produc-

tively faced. A critical facet of the delinquency problem 

seems to be whether or not individual schools studr their 

students and atte~pt to provide curriculums based on their 

students' lear~ing needs. Such information about all stu-

dents is desirable but is particularly desirable for 

3William C. Kvaraceus ana Walter B. Miller, "The 
School As a Social Institution," Delinquent Behavior, 
Culture clnd the Individual, ea., William C. Kvaraceus 
(Washing\:on: National Education Association, Juvenile 

Delinquency Project, 1959), pp. 146-147. 
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potential delinquents or delinquents. Concerning the 

importance of providing adequate curriculums to help 

attack the delinquency problem, Kvaraceus stated: 

Basic to the delinquency problem l.~hich is closely 
related to school failure, lack of interest in 
education, and early dropout from school, is the 
necessity to focus on the curriculum needs of all. 
children and particularly those with lower academic 
potential and interest. The typical school program 
does not make sense to many delinquents nor does it 
offer them even a remote chance for success. A direct 
attack on the delinquency problem by the schools will 
be forthcoming only when and as the good schools 
improve their curric1.llum opportunities for. all youth 
who are required by law to attend school. 4 

One important aspect of curriculum planning is the 

identification of individual and group needs of those for 

whom the curriculum is planned. For example, an overall 

growth need which all youth have is a wholesome, positive 

5 
self-concept. When the self-concept is not adequate, 

learning may be greatly deterred. This has been shown 

to be especiall.y true for juvenile delinquents. Research 

indicates that a child's success in school depends in very 

4william C. Kvaraceus, "Delinquency," Encyclopedia 
of Educational Research, ed., Chester Harris, 3rd ed. (New 
York: The Macmillan Company, 1960), p. 368. 

SArthur W. Combs and Donald Snygg, Individual 
Behavior (New York: Harper and Brothers, 1959), pp: 377-378. 
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large measure upon the kinds of concepts he has about 

6 
himself. Therefore, the development of a positive self-

concept can influence an individual's ability to strive 

toward goals which are realistic and meaningful to him. 

The identi£ication and recognition of the goals 

toward which individual students strive is complicated 

by the fact that the goals may vary considerably between 

and among the individuals from the various social classes . 
. 7 

Mille,r indicated that children from the cultural milieu 

of lower class families often, by choice, select behaviors 

which violate the norms recognized by micdle class families 

and their children as being essential to. success both in 

and out of school. Even though lower class children may 

be very conscious of what the official rules of society 

are, they may engage in delinquent a·ctivi,ties. The 

potential gains of delinquent activities in terms of 

prestige and peer status often outweigh lower class chil-

dren's perceptions of the penalties that can be directed 

6Arth·ur W. Combs, ";seeing is Behaving I" Educa tiona 1 
Leadership (Washington: Association for Supervision and 
Curriculum Development, October 1958) I p. 22. 

7Walter B. Miller, ;'Norm-Violating Behavior and 
Lower-Class Culture," Delinquent Behavior I Culture and the 
Individual, ed. William C. Kvaraceus (Washington: National 
Education Association, Juvenile Delinquency Project, 1959) I 

p. 65. 
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against them for engaging in specific delinquent acts. 

By contrast, children from most middle class 

families strive toward goals which are usually recognized 

by teachers and middle class society as being of value. S 

Thus, curriculums which may be effective in meeting the 

needs of middle class youth m2.Y not effectively meet the 

learning needs of youths from lower class families. 

Public school teachers need to be aware of the 

differences iI, the goals and ambitions toward which youths 

strive. It is because individual students are different 

that (a) their learning neEds differ, (b) how they fulfill 

these needs differ, (c) how they achieve positive self-

concepts differ, and (d) their motivational forces differ. 

Though the professional teacher has information 

concerning the developmental characteristics of different 

age groups, these group characteristics are often not 

sufficient when the teacher attempts to diagnose the learn-

ing needs of individual students. Thus, whenever possible, 

students who attend public schools should be studied 

individually. 

8 Ibid., p. 77. 
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Individual study can reveal something about a 

youth's life in and out of school. The information 

revealed, if properly used by the teacher, could help him 

glean insights which might be helpful in identifying some 

of the youth's learning needs and in planning curriculum 

activities to meet these need&. 

The amount of information which a teacher could 

secure about an individual youth would probabl?/ be limited 

in scope. It is not likely that a teacher would have the 

time or resources necessary to obtain all the data which 

could be helpful in planning an incUvidual youth's curricu-

lum. Thus, it would probably be .'l.dvantageous for a teacher 

to decide upon categories which he could use to secure 

desired information and to devise ways of procuring it. 

statement of the Problem 

'The purpose of t'nis study was to obtain individual 

information about a selected group of juvenile delinquents 

from which inferences could be made for curriculum planning. 

In order to develop an effective curriculum for students, 

especially juvenile delinquents, it is necessary to have 

individual information about them. The information obtained 

about the students included in this study served as the 
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basis for suggesting curriculum changes for these students. 

One category about which this study was concerned 

is that of overall interests which the individual has, 

inclusive of his out-of-school interests and his interests 

in the total school curriculum. Whether or not he believes 

that he should broaden or e.'Cpand his interest.s will be 

significant information. 

A second category of desired information included 

that of identifying some of the youth's attitudes or per-

ceptions toward school, his interests, his performance in 

school, himself, others, his immediate environment and his 

world. Author.ities in the field of perceptual psychology, 

. 9 10 11 . . 
i.e., Bills, Combs, Kelley, believe that an individual:s 

perceptions are reality to him regardless of what his real 

situation may be. Since perceptions are real to the youth, 

9Robert E. Bills, -Believing and Behaving: Percep
tion and Learning," Learning More about Learning, ed. 
Alexander Frazier ~ashington: Association for Supervision 
and Curriculum Development, 1959), pp. 57-58. 

10 
Combs, loco cit., p. 83. 

llEarl C. Kelley, ~ducation for What is Re~l (New 
York: Harper and Brothers, 1947), p. 29. 
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then an identi£ication of some of his perceptions might 

prove to be of value to the youth's teacher when planning 

a curriculum for him, and involving him in the planning. 

The process of identifying some of the personal 

attitudes or percepti.uns which an individual youth 

possesses is very difficult for many reasons. One reason 

is the time problem which teacilers may encounter in having 

personal conferences with students. However, if time can 

be fo.und to have these conferences, they may uncover 

attitudes held by individuals. It seems desirable that 

teachers should attempt to secure attitudinal information 

from which they could make inferences about the attitudes 

toward school which an individual youth has. The relation-

ship between a child's attitudes toward school and his 

experiences in school is indicated by Loree who stated: 

The school 
attitudes. 
subject is 
experience 

is a maj or source of some of ·the child's 
A favorable attitude toward a school 

largely atr~ibuted to the child's 
in school. . 

If an individual is found to possess negative 

attitudes toward school or toward a school subject, it is 

.likely that his experiences in school are indicative of 

l2Ray M", Loree, Psychology of Education (New York: 
The Ronald Press Company, 1965), p. 434. 
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poor achievement and lack of success. Conversely, a 

favorable attitude toward school is likely to indicate 

positive achievement and success. 

An awareness of the existing attitudes, especially 

toward school, which an individual student possesses, may 

provide teachers with insights which could be helpful in 

the process of designing curriculum opportunities which 

would enable the student to meet his learning needs more 

successfully. Getting juvenile delinquents and potential 

delinquents to examine how they feel about school and about 

themselves as individuals, could be a vital part of curricu~ 

lum planning for these youngsters. 

A third category about which information was 

desired includes a sampling of ha" the student feels about 

what he knows and the determination 'of how accurat~ his 

perceptions are. This would include a sampling of his 

knowledge about himself, about his inmediate environment, 

and about his world. It would be difficult for a classroom 
, 

teacher to inve~tigate in depth all the areas of a stu-

dent's knowledge, but a limited number of appropriate 

questions asked of an individual might provide some clues 

as to his. knowledge in some specific areas. 

A fourth category of desired information was the 

determination of the student's school performance in the 
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conununication skills of listening, speaking, reading and 

writing. The degree to which a student:, is able to achieve 

success in these skills affects his performance in almost 

every other as!,ect of his life in school. 

The information gained from t.he teacher's indi-

vidual youth study can assist him and the student in co-

operatively identifying goals and objectives which are 

realistic ard meaningful to the student in terms of what 

he is like as a person and what it takes to "turn on" his 

l~arning. These goals and objectives, in many instances, 

can be attainable within the curriculum of the regular 

classroom and the total curriculum of the school. The 

teacher, by being more aware of the individual student, 

will be in a better position to plan learning opportunities 

to enable the student to achieve the goals and objectives 

identified cdoperatively. 

In discussing the value of individual youth study 

1n terms of how it benefits the classroom teacher, Burton 

said: 

Goals cannot be set nor teaching procedures organized 
without accurate knowledge of pupil needs, rates of 
maturation, previous school and life experiences, 
health, general home and cultural backgrounds, and 
any other phases of the pupils' lives. Learning 
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difficulties, behavior problems, and personality 
maladjustments cannot be diagnosed and ,remedied without 
accurate information about the past experiences of 
the p'upils involved, their abilities, and their 
temperaments. Evaluations of achievement cannot be 
attempted without the guidance which comes from 
analysis of background information.13 

A principle generally accepted in the professional 

literature is that the overall school curriculum should be 

fl~xible enough so that the classroom teacher in many 

instances can plan a cU!:'riculum based on the needs of 

individual students. This is especially true if the 

teacher can get the help ana cooperation of the students 

and if the students can become actively involved in the 

identification of their own goals. Thus, an individual 

student's curriculum can approach meeting the needs 

diagnosed as the result of individual appraisal, and more 

precise objectives can be set up to meet these needs. If 

the curriculum is found to be inadequate in relation to 

the personal needs of an individual student, including his 

perceptions of those needs, then appropriate curriculum 

changes can be attempted. 

13william H. Burton, The Guidance of Learning 
Activities, 3 ed. (New York: Appleton-century-Crofts, 
:Inc., 1961), p. 216. 
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Justification of the study 

Research indicates that a large majority of juvenile 

14 delinquents drop out of school just as soon as they can. 

Research also indicates that many juvenile delinquents see 

little value in attending school and that they have failing 

grades and records of truancy prior to their dropping out 

of school and prior to their becoming delinquents. 1S 

There is a significant amount of literature in the 

fi Id f f . 1 d t .. 16 d e 0 pro. ess~ona e uca ~on, ~.e., Otto an McMenemy, 

- 17 18 
Shertzer and Stone, and Taba, which indicates that 

14Gordon P. Liddle, "Existing and Projected Research 
on Reading in Relationship to Juvenile Delinquency," Role 
of the School in Prevention of Juvenile Delinguency, ~ 
William R. Carriker ~ashington: U. S. Department of Health, 
Education and Welfare, 1963), p. 49. 

lSw• L. Herbert and F. W. Jarvis, Dealing with 
Delinquents (New York: Emerson Books, I~c., 1962) .. pp. 
76-77 • 

l~ayne otto a,nd Richard McMen,emy , Corrective and 
,Remedial Teaching Principles and Practices (Barton: Hough
ton Mifflin Company, 1966), p. 42. 

1.7Bruce Shertzer and Shelley C. Stone, Fundamen
tals of Guidance (Boston: Houg~ton Mifflin Company, 1966), 
p. 184. 

lBailda Taba, ~urriculum Development Theory and 
Practice (New York: Harcourt, Brace and World, Inc., 1962), 
p. 234. 

,I, 
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knowled~~ of students can be of help to individual tp.achers 

when planning a curriculum for them. An identification of 

some of the feelings, perceptions, and attitudes of 

students, and especially of juvenile delinquents, may 

help teachers to gain some insights into how to bring 

students into the process of curriculum planning and to , i 

ultimately plan a curriculum of value to individua.l stu-

dents. KnOWing about the individual needs of students 
J .' 

and being cognizant of their personal goal~ and objectives 

may make it possible for teachers to plan a curriculum 

which at last makes some sense to the students. 

This study reveals the attitudes and perceptions 

which a group of delinquent students possess toward certain 

aspects of their lives in and out of school. It also 

reveals information about the school'performance of, the 

students in ~be communication skills of listening, speaking, 

reading and writing. Information such as this can be help-

fUl to classroom teachers when planning a curriculum for 

ind'ividual students. 

Delimitations and Limitations 

The inforllli!.tion about the students studied was 

" 

gained from answers to specific questions which were based 
l' 
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on categories of information desired. Therefore, the s~ope 

of the information about the students was limited to the 

categories used. 

The sources of information were confined to an 

interview with each of eighteen delinquent students and 

with one of the student's teachers. Any conclusions from 

the data gathered woul<.l be limited to the group studied. 

The study of the students' performances in school 

in academic areas was limited to the communication skills 

of listening, speaking, reading and writing. No specific 

conclusions about their performances in other academic 

areas can be made. 

The information secured. from the students was 

based on their answers to specific .~estions. These 

responses may not be indicative of the students' tr~e 

feelings. 

The information obtained from one of each of 

the student's teachers was limited to the tear.her's knowl-

edge of the student. This knowledge may not have been 

completely accurate. 

;.:.'.~ , l 
:--, 
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Definitions of T~rms 

The following terms have been defined for the 

purposes of this study: 

Attitude .--"An individual's tendency or predispo-

sition to evaluate an object or symbol of that object in 

a certain way. An attitude itself cannot be observed. ,,19 

For the purposes of this study, attitude also includes the 

students' set of beliefs as expressed in personal inter-

views· with them. 

Basic Selected Competencies.--The communication 

skills of listening, speaking, reading, and writing. 

C~riculum.--The teacher's plan for learning 

based on a diagnosis of the learning needs of individual 

students. 

Juvenile Delinquent.--A youth under sixteen,years 

of age who was declared delinquent by the Calhoun County 

Juvenile and Domestic Relations Court and who, at the time 

he was declared delinquent, was in attendance at a junior 

high school in Anniston, Alabama. 

Learning Neeos.--Those individual needs of stu~ 

dents which, .... hen met, enable them to experience growth 

19 Loree, loc. cit., p. 422. 

H 
it •. " •• "_ .. ""~,.", .. ~,-,,--=-o. ___________________________ "'_""' _____________________________ _ 
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in their personal lives. For this study, these needs 

include those perceived by the students to be of value to 

them. 

Perception.--"An observable response that indi-

cates that a perceptual process has occurred through 

which the perceiver has structured the stimuli in some way 

as to give it meaning. ,;20 For the purposes of tIlis study, 

perception also includes those attitudes which the stu-

dents expressed about their personal lives and their school 

progress. 

Population.--The total number of delinquent stu-

dents in attendance at a junior high school in the city 

school system of Anniston, Alabama, at the time this 

study was conducted. 

School progress .--Gradual betterment or advancement, 

in school, toward objectives which students believe to be 

of value to them and gradual betterment or aovancement, 

in school, 'toward objectives which the school believes to 

be of value to students. 

20Ibid ., p. 304. 
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School success.--Desirable outcomes in school as 

determined by the school and by the individual students 

in attendance at school. 

Organization of the Study 

In Chapter I a general description of f.:he study is 

presented. The nature of the problem is discussed and the 

purpose, justification, delimitations and limitations, and 

definitions are indicated. 

In Chapter II a review of the literature pertinent 

to this investigation is presented. 

Chapter III contains a description of the pro-

cedures and methodology used by the investigator in con-

ducting the study. The population and instruments for 

gathering the data are described. 

Chapter IV consists of the presentation, analysis, 

and interpretation of the data. The categories of iflforma-

tion set forth in the statement of the problem and further 

described in Chapter III serve as the basis for this dis-

cussion. 

The last chapter includes a resume of the study, 

the conclusions, and recommendations for further research. 
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CHAPI'ER II 

REVIEW OF RELATED LITERATURE 

AND RESEARCH 

Research studies concerning delinquent students 

and students who drop out of school arc extensive. There 

is also a significant amount of literature in professional 

education suggesting ways in which the school should 

attempt to cope with potential delinquents, delinquents, 

potential dropouts, and dropouts. Since this study was 

concerned with all of these areas, it was necessary to 

review the literature relating to them. 

Because of the abundance of the literature concern-

ing dropouts, delinquents, and the role of the school in 

teaciling them, it was necessary to limit the reporting of 

the literature reviewed to the more important phases of the 

study. This was attempted by citing references from the 

most authorative opinions possible so as to provide a 

proper fra.me of reference for the study. 

18 
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Significance of the Dropout Problem 

The student who begins his school career and then 

decides to quit school before finishing either elementary 

or high school has been an area of concern for educators 

ever since public schooling has been available to the n~jor-

ity of the youth in the United States. However, the con-

cern about dropouts has intensified over the past decade 

because of the decreasing number of occupations open to 

h 'd' 'd 1 h d 1 'd 1, 2, 3 t ose ~n ~v~ ua s w 0 are not a equate y tra~ne . 

Another ~j or area of concern about the dropout 

and his effect on our nation is expressed by Faunce and 

Munshaw who stateo: 

The percentage of youth who leave school without 
being graduated has actually been decreasing, 
rapidly from 1900 to 1940 and more slQwly since 
that time. There are compelling'reasons, however, 
why the drop-out rate should be considered still 
much too high. The entire free world is 
threatsned with domination by an ideology that is 
the antithesis of our own democratic traditions 
and ideals. We have built our defense on the 

1 Bruce Shertzer and Shelley Stone, Fundamentals of 
Guidance (Atlanta: Houghton Mifflin Company, 1966), pp. 
326-329. 

2 
Arthur J. Goldberg, "Keep Them in School," 

National Education Association Journal (April, 1961), p. 9. 

3Richard H. Byrne, The School Counselor (Atlanta: 
Houghton Mifflin Company, 1963), p. 197. 

I 
i 
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proposition that our national interest will be served 
best if we remain strong. It seems most unlikely 
that the United states clm match population with the 
Soviet Union, to say nothing of China. It would seem, 
therefore, that our strength will have to be measured 
in terms of our technology and the quality of our human 
resources rather than the size of our manpower pool. 
Civilization has advanced to the extent that more and 
more education is required to produce the effective 
adult citizen. The time jtS probably near at hand when 
at least two years beyond high school will be a minimum 
for as much as two thirds of our pGpulation. It seems 
obvious th':tt our nation can ill afford to contimle to 
tolerate a condition in which 30 per cent of our 
citizens do not even compl\~te high school. 4 

5 6 7 Conant, Cervantes, Reavis, and many others 

ca11ed a.ttention to the seriousness of the dropout prob-

1em. The American Association 'of Secondary School Princi-

pa1s met in 1952 and went on re(:ord as recognizing the 

dropout problem as one of the mC)st serious issues con-

8\ 
fronting the secondary schools. 

4Roland C. Faunce and Carroll L. Munshaw, Teaching 
and Learning in Secondary Schools (Belmont: Wadsworth 
Publishing Company, Inc., 1964), p. 13. 

5 James B. Conant, slums ~nd Suburbs (New York: 
McGraw Hill Company, 1961), p. 62. 

. 6 
Lucius G. Cervantes, The Dropout Causes and Cures, 

O\nn Arbor: The University of Michigan Press, 1965), p.4. 

7William C. Reavis, "Lack of School Holding Power," 
School Review LX (April, 1952), pp. 189-191. 
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Burrup emphasized how critical the dropout problem 

is. He stated: 

The still high dropout rate of our schools continues 
to be a matter of national as well as local concern. 
COr.Ipulsory school attendance la\~s have not solved 
this difficult problem. Educa!:ional leaders are 
searching for solutions in broader programs, better. 
teaching, and more effective counseling and guidance 
practices. The loss in human capital from drop
outs is a loss that the United States cannot afford 
to tolerate. contrary to the opinions of many, the 
problem is nationwide. The p:'oblems created by this 
loss in one part of the country must, of necessity, 
be the concern of all the people--the bad effects of 
poor or inadequate education accompany the recipients 

"Wherever they go. 9 

It is difficult to det~rmim) the exact extent of 

dropouts because of the diffe~enc;:es i~1 methods Qf studying 

and identifying them. The~e is an area of disagreement 

among various researchers concerning the exact percent-

ages of dropouts and stayins. Culbertson called atten-

tiOD to this: 

Most dropout studies focus on the high schools. 
Many have marked limitations in problem aefi)1ition, 
research design, and validity of data ..•. Such 
limitations plus the great variety of school situa
ti.ODS studied have produced diverse findings .10 

9 
Perry E. Burrup, The Teacher and the Public 

School Systeln (New York: Harper and RoW, 1967), p. 32. 

lOJack Culbertson, "School Attendance," EncyclopeClia 
of Educational Research, ed. Chester Harris, 3rd ed. (New 
York: The Macmillan Company, 1960), p. 99. 
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However, Shertzer and Stone minimize the differences in 

the findings: 

Regardless of variations in numbers, the dropout 
problem is of such magnitude that one need not 
be concerned with a difference of a few percent
age points: the fact remains that 30 to 40 per 
cent of all students who begin high school fail 
to complete it. ll 

For a number of years many dropout studies have 

been conducted by local schools, local school systems, 

states, and by groups studying the problem nationally. 

For example, in 1935 Bell conducted a two-year study of 

the Maryland schools to determine if the needs of youth 

22 

were being met. He concluded that the dropout problem was 

12 
the most serious problem facing the Maryland schools. 

Phillips and Eaton conducted a study of the hold-

ing power of Indiana schools' from 1944 through 1951. They 

found that in 1944-45 about 46' per cent of the'pupils 

entering the ninth grade completed their high school years 

by graduating. The figure increased to about 57 per cent 

by 1951.
13 

Ilshertzer and Stone, loco cit., pp. 21-22. 
12 Howard M. Bell, Youth Tell Their Story (Washing-

ton, D.C.: The American Council on Education, 1938) p. 16. 

13Beenan N. Phillips and Merril T. Eaton, "Holding 
Power or the' Schools' in Indiana," National Association of 
Secondary Schools Principals Bulletin, XXXXIX (May, 1955), 
pp. 41-45 .• 
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The National Education Association released figures 

which indicated that in 1951 48 percent of the students 

enrolled in grade five in the Unit.ed States would not 

14 
remain to finish high school. Penty predtcted that in 

the 1960 decade at least twelve million students in the 

15 
United states would become dropouts. Schreiber ~redicted 

in 1962 that about half of the students who entered the 

first grade would not finish high school. 16 

Even though various studies over a period of years 

have produced different fig~es concerning the extent of 

dropouts there are some general areas of agreement. These 

areas of agreement include: 

1. The percentage of dropouts varies in different 

schools and in different sections of the United States. 

2. The percentage of dropouts is gradually' 

decreasing but it is still too high. 

14National Education Association Research Review, 
School Drop-Outs (Ha'shington, D.C.: National Education 
Asso6iation, 1955), p. 1. 

15Ruth C. Penty, Reading Abili.ty and High .school 
Dropouts (New York: Bureau of Publications; Teachers 
College, 1959), p. 275. 

16D • u·. Schreiber, "School Dropout: Fugitive from 
Failure," Bulletin of the National Association of Secondary 
School Principals, XLVI (May, 1962), p. 233. 

... 
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3. The federal government and many other profes-

sional and lay groups view the dropout problem as being one 

of the most serious facing the publkc schools in the United 

states. 

4. Even though extensive efforts are baing made to 

alleviate the dropout problem, there seems to be no predic-

tions that it will be solved in the immediate future. 
~ 

Causes of Dropouts 

The literature in professional education is replete 

with the results of studies which have attempted to explain 

why students leave school before graduation. Some studies 

report lists of characteristics of dropouts while others 

have attempted to identify isolated factors thought to 

contribute to a student's dropping out 'of school. H~ever, 

none of the studies have claimed that a final answer has 

been f01.l'nd. 

Many of the personal characteristics an individual 

possesses which may cause him to drop out of school are in 

17 existence long before he actually enters school. Non-

. school problems are included in many of the lists which 

17HOWard W. Hightower and others, ;'Mystery of the 
Elementary School Drop-outs," Phi Delta ~, Vol. 38 
(November, 1956), pp. 62-63. 
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attempt to identify characteristics of dropouts, thus the 

schools must deal with problems over which they have little 

control. 

In one study the National Education Association 

attempted to analyze the opinions of a group of dropouts. 

The observation was made that the two most prominently 

mentioned reasons were lack of financial resources and a 

d is like for school.IS 

Carrino identifies ten attributes which he thought 

helped to determine whether or not a student would stay in 

school: (1) intelligence, (2) reading achievement, 

(4) extra-personal relationships, (4) scholast' ) achievement, 

(5) retention in school, (6) general attitude toward school, 

(7) socio-economic factors, (8) occupation of parents, 

(9) education of parents, and (10) health and attendance.19 

Tha dropout problem in Smith ~gh school in Atlanta, 

Georgia was studied by Cook. He asked students who had quit 

lSResearch DiviSion, National Education Association, 
For Your Information \Washington, D.C.: The NEA, 1';155), 
p. 5. 

19AugUstus Carrino, Identifying Potential Dropouts 
in the Element.ary Grades (Unpublished Doctoral Dissertation, 
western Reserve University, 1965), p. 56. 
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school to reveal why they decided to withdraw. The reasons 

they gave are arranged according to the frequency given, 

as follows: (1) going to work. (2) dislike of school, 

(3) marriage, (4) failing, (5) needed at home, (6) leaving 

home, and (7) being expelled. 

The counselors in Smith High School were asked why 

they thought the students had dropped out. The reasons 

they gave are arranged according to the frequency given, as 

follows: (1) failing subjects. (2) home circumstances, 

(3) marriage, (4) feeling umranted. and (5) a dislike for 

school. 

Cook concluded from his study that the different 

answers given by thE! students really did not explain their 

genuine feelings and that there was really very little 

20 
difference in the answers they gave. 

Scr~eiber gave the follOWing picture of a dropout: 

Let me give you a picture of the dropout, based 
on some recent studies. In one state QO per cent of 
the dropouts quit school during or before their 
sixteenth year, 40 per cent of them with less than 
ten years of education. A total of 45 per cent were 

20 Edward S. Cook, Jr., -An Analysis of Factors 
Related to Withdrawal from High School Prior to Graduation,n 
Journal of Educational Research. L (November, 1956), p .. 192. 
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reading at the sixth grade level or lower, although 
60 per cent had scores above the minimum generally 
considered necessary to complete high school. 

27 

Seventy per cent had never p~ticipated in any school 
activity--athletic or other. Of the)I parents 52 
per cent 'were either unemployed or in unskill.ed j ops, 
and 80 per cent had not finished high school. 2l . 

Jacques listed the traits that he believed to be 

exhibited by many dropouts. The traits he listed are: 

(1) excessive absences, (2) low mental ability, (3) broken 

homes; (4) low family education, (5) l~ economic status, 

(6) rna,le sex, (7) lack of school activities, (8) school 

retardation, and (9) low reading ski.ll. 22 

A survey of the reasons that 5,393 pupils dropped 

out of Alabama schools in 1963-64 revealed the following 

statistics: 24.5 per cent dropped out to get married; 

19.4 per cent dropped out because the school did not meet 

their needs; 13.8 per cent wp-re unable to succeed in regu-

lar classes; and 12.1 per cent were failing. other reasons 

less frequently mentioned included behavior problems, 

entered armed services, illness, emotional disturbances, 

. 23 
and conflicts between pupils and teachers. 

21Daniel Schr ieber, "The Low-down on Dropouts," The 
PTA Magazine (November, 1963), p. 5. 

2~illiam T. Jacques, "Hasting High School Works 
on the Drop-out Problem," Personnel and Guidance Journal, 
Vol. 35 (September, 1956), pp. 390-40. 

23Dan C. HendeJ;son, "State-Wide sc.1-tool-Leaver 
survey," The Counselorgram, Vol. IV, No.6, Alabama State 
Department of Education Publishers, (May, 1964). 
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The Maryland state Department of Education conducted 

a survey of why 13,715 students dropped out of Maryland 

schools. The four reasons given most frequently were lack 

of interest (35.5 per cent); lack of success (17.8 per 

cenl:)i economic reasons (10 per cent)i and marriage and 

24 
p~egnancy (14.5 per. cent) • 

One of the most predominately mentioned character-

istics of dropouts which appeared on'nany lists was that of 

a lack, of inlt.elligence. However, there was an area of dis-

agreement: as to whether it was a pr irnary cause or whether 

i,t merely contributed to many students I dropping out of 

school. For example, Boggan found that the intelligence 

quotient was a factor when it was extremely low but not 

necessarily the most important cause when it was slightly 

25 ,below average or average. ExampleB 'of other studies 

which listed I.Q. as an important factor included studies 

24percy V. Williams, "School Dropouts," National 
Education Association Journal (February, 1963), pp. 11-12. 

25Ear l: J. B0ggan, "'What Are the Major Causes of 
Student Drop Outs and What Should the School Do About the 
Present Condition?" Bulletin of the National Association 
of Secondary School Principals, Vol. 39 (April, 1955), 
p. 84. 
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26 27 28 
by .Dresher, Lanier, and Young. Bent and I<ronenberg 

sunmaxized the feelings of many authorities this way: 

Intelligence as a primary cause of elimination has 
been overrated. It is true that many pupils find 
the courses of studies beyond their mental capa
cities and eliminate themselves or are eliminated 
by constant failures. However, it would be safe 'to 
say that only a small percentage of adolescents are 
so deficient in mental abilit:,' that they cannot 
profit by some kind of high sChool work. Although 
pupils with low I.O.' s do finish high sChool, their 
chances of finishing are somewhat reduced because 
of competition with those of average and above
average ability.29 

~eading deficiencies seem to Characterize a much 

higher percentage of school d,rbpouts than their peers who 

remain in school. Schreiber indicated this by saying, 

"Studies, from every section of the co,untry testify ,that 

the average dropout is at least two years retarded in 

26ltlchard H. Dresher, "Factors in Voluntary brop
outs," Personnel and Guidance Journal" xxXII (January, 
1954), p. 28,8,.,' 

27 J. Armand Lanier, "A Guidance Faculty st.udy of 
student Withdrawals," Journa:J. of Education Research, 
xLIII (November, 1949), pp. 205-12. 

28Joe M. young, "Lost, strayed, or Stolen," Clear
ing House, XXIX (October, 1954), p. 90. 

29Rudyard K. Bent and Henry H. I<ronenberg, 
Principles of Secondary Education (New york: McGY'aw Hill 
Company, Inc., 1961), p. 215. 
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30 reading ability by the time he quits school." 

30 

Williams, summarizing the results of a study con-

cerning dropouts in Maryland, said, " ... the one single 

skill which is thought to be paramount is reading. In the 

Maryland study, 45.5 per cent of the dropouts were reading 

at the sixth grade level or below. ,,31 other studies such 

32 33 34 
as those reported by Bledsoe, Hall, and Nash sub-

stantiate the conclusion that inability to read is a major 

characteristic of many dropouts. 

The home environment of students is considered by 

many researchers to be of great significance as to whether 

or not a youth rel1lains in school. For example, Hollingshead 

30naniel Screiber, "School Dropouts," National 
Education Association Journal (May, 1962), p. 52. 

31percy' V. Williams, "School Dropouts," Natibnal 
Educat.:;,on Journal (February, 1963), pp. 11-12. 

32JosePh C. Bledsoe, "An Investigation of Six 
Correlates of Student Withdrawal from High School," Journal 
of Educational~esearch, LXXX (September, 1959), pp. 4-6. 

33Nason E. Hall, Jr., "Sa,ving the Trouble Prone," 
,National Education Association Journal (April, 1965,. p. 28. 

34clifton Nash, "School Leavers," The Counselorgram, 
vol. VIII, No.2, (Alabama State Department of Education, 
November, 1966). 
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indicated that an unfortunate family background is one of 

the most potent factors underlying students' decisions to 

withdraw from school.
35 

The educational level of parents 

is one of the attributes of the family which seems to 

affect their childrens' desire to stay in school.
36 

The socioeconomic status of the family is also con-

sidered to play an important part in whether or not a 

pupil finds school attractive. Many youths find it diffi-

1 d 1 · 37 cu t to purchase textbooks an other supp l.es. Another 

home condition that may be one of the factors in a student's 

dropping out of school is the attitude which the parents 

have toward school and the values that they hold toward 

schooling for their children.
38 

Some reasons that may cause a student to drop out 

can be grouped unde~ a general category of conditions 

35August B. Hollingshead, Elmtown's youth (New 
York: John Wiley and Sons, 1944), p. 340. 

36Elaine Barnes, "School Dropouts: Local Plans," 
National Education Association Journal (May, 1962), p. 55. 

37 Bent and Kronenberg, loco cit., p. 217. 

3aE • Dale Davis, Focus on Secondary Education 
·~tlanta: Scott, Foresman and Company, 1966), p: 69. 
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within the school. The dropout feels that ne does not 

belong in school, especially if he has been failing in 

school, has not participated in school activities and has 

39 
not made many friends at school. Very closely related 

to a child's success in school is how he really feels 

about school and how he thinks his peers and his teacher 

feel about him. 

It is evident that many of the c~uses of dropouts 

which appear on the various lists are not mutually exclusive, 

of other causes. For example, a student's socioeconomic 

status may affect his relationships with his peers at 

school. or, a student's inability to read may affect his 

performance on a group intelligence test. Conversely, a 

low level of intelligence would affect the student's 

ability to learn to read. 

It is also evident that many students who drop out 
. 

of school and students who stay in school have similar 

characteristics. Thus, it is not possible to be completely 

accurate in identifying all students who will drop out of 

school. The research completed thus far, however, has 

helped to identify many dropouts and has some common areas 

39 Cervantes, op. cit., p. 102. 
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of agreement as to some of the causes of dropouts. 

In. summary, one of the most often repeated qu.ota-

tions concerning the characteristics of a typical dropout 

is as follows: 

The average drop-out is 16 years old~ often he 
has been marking time, waiting to reach the age when 
he may legally quit school. He is most likely to 
quit between the ninth and tenth, or between the 
tenth and eleventh grades. It is especially likely 
that he will not return after a summer vacation. As 
a rule, the drop-out has shunned participation in 
extr~curricular activities, and he has failed to 
become part of a social group within the school. . 
Usually his relat.ionships with his teachers and with 
many of his fellovJ students indicate tension, suspi
cion,and strain. His poor attendance record, lack of 
interest, and failure to coop~rate have contributed 
to his being retarded by about cwo years. Before 
leaving school, he may have spent as many years there 
as one who graduates, but because he has probably 
been held back rather tha'n promoted regularly, he 
will not have completed the full program by the end 
of his attendance period. The typical drop-out' s 
parents are unimpressed with the value of education~ 
often they operily scorn "book learning." In addi'tj,on, 
the family is likely to regard school as a financial. 
burden~ not only does it cost something to keep a 
Child in school, but the family is deprived of the 
money'which the boy or girl could be contributing to 
the budget. 40 

40High School Drop-outs, National Education 
Association Research Bulletin, Vol. 38 (February, 1960), 
pp_ 11-12. 

----------'------~-----------------
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The Significance of the 

Delinquency Problem 

Juvenile delinquency is one of the most acute 

social problems facing the entire citizenry of the United 

states. This is evidenced by the frequency with which 

newspapers, magazines, television, and other means of 

mass communication report acts of delinquency. It is 

also evidenced by the increased amount of money spent at 

all levels of government in support of programs designed 

to help to prevent, delinquency. In spite of such programs, 

however, juvenile delinquency seems to be increasing.4l 

Kvaraceus stated in 1959 that the appearance of 

juveniles in the courts doubled between 1948 and 1956 and 

that in recent years the number of cases included in 

court referrals of youngsters ~as exceeded by three or four 

times the increase in population in the seven to sevente~n 

42 
age bracket. More recent figures cited by Schafer and Polk 

indicate that juvenile ~elinquency is at an all time peak 

41 ' 
Walter A. Luden, 

Delinquency (Springfield: 
1964), p. 5. ' 

Statistics on Delinquents and 
Charles c. Thomas, Publisher, 

42william c. Kvaraceus and Walt(~r B. Miller, 
pelinquent Behavior, Culture and the Individual ~ashing

ton: National Education Association, :uvenile Delinquency 
Project, lSS,ijn), p. 16. 
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in this country and is still increasing. In 1965 the 

percentage of. the youth population handled by juvenile 

courts rea~6J an all-time hi9h. 43 

3S 

An extensive study of the delinque~cy problem in 

the United states was ~,de by President Johnson's Task 

Force on Juvenile Delinquency. This study reported that 

delinquency is the "single most pressing and threatening 

aspect of the crime problem in the United states.,,44 The 

stv.dy also revealed that one in nine children in the United 

states will be referred to the juvenile courts for an act 

45 of delinquency before his p.ighteenth birthday. 

The report of the Task Force indicated that the 

arrests of persons under eighteen for serious crimes 

43walter E. Schafer und Kenneth Polk, "Delinquency 
and youth Crime," as Appendix M in Task Force Report: 
Juvenile Delinquency and youth Cr lme I A Repor t by .I?resident 
Johnson's Commission 011 Law Enforcement and Administration 
of Justice (Washington: U. s. Government Printing Office, 
1.967), p. 222. 

44"The Admin.istration of Juvenile Justice--The 
Juvenile Court and Related Methods of belinq\.lency Control," 
Task Force Report: Juvenile Delinquency and youth Crime, 
A Report by President Johnson's Commission on Law Enforce
mE.nt and ,Justice (Hashingto,,: U. S. Gove;rnment Printing 
Of.fice, 1967), p. 1. 

4" -'Ibid. 
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increased 47 per cent in.1.965 over 196'0. The inc,rease in 

the ~ge group population for the same.year was only 17 

46 
per cent. 

The Task Porce called attention to the fact that 

serious crirnes .. committed by juveniles has reached an 

alarming rate. This conclusion is supported by the 

following stat.ist.ics: 

In 1,965, persons. tl.'ider 18 referred to juvenile 
courts constituted 24 per cent of all persons 
charged with robbery I 52 per cent of alJ. persons 
charged with . burglary, 45 per cent of all persons 
chargeq with larceny, and. 61 per cent of all 
perso:;:s cl'larged with auto theft. 4 7 

These figures call attention .to t.he fact that 

persons under eighteen years of age conunit more than half 

of the burglaries and car thefts in the United States. 

The stat.istics become even more meaningful when it is 

understood that serious crimes committed by youths under 

eighteen years of age are usually committed by youths 

from thirteen through seventeen y~ars of age. Whcn compari-

sons are made between crimes committ.ed by those under 

eighteen and those eighteen and over, about six years of 

persons' lives are compared with all persons over eighteen 

46Ibid . 

47Ibid . 
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years of age. Thus, youths who are from thirteen to 

eighteen y~ars of 'age are committing a negatively dis-

proportionate number of =i.,les when compared with those 

of all other age groups combined. 

Luden provided additional statistical information 

concerning the extent of delinquency: 

Many persons may find solace in the statistical 
fact that in anyone year the nwnber of delinquents 
only constitutes from 1 to 3 per cent of the total 
chila population in -'e ten through seventeen year 
age group, but one silould. note that of this yearly 
figure the rnaj o:r.ity are tleW cases. When accumula
tive figures, instead of the annual number, are 
used the nUlnber of delinquents in cour.t amounts to 
about 17 per cent of that age group. If the data are 
further defined for males in the same a.ge group, tho 
information reveals that 20 per cent have a delin
quent record. sta~ed quantitatively, therefore, the 
nwnber of young adU.l.ts in the nation today who have 
been before the juvenile court exceeds 1,700,000 
individuals.48 

The extent of the delinquency problem becomes even 

more complex when it is realized t.hat most statistics 

concerning the rate of delinquency deals with reported 

cases. It is impossible to accurately determine the true 

rate of delinquency. Many youths commie delinquent acts 

and are either not caught or are sent home by policemen and 

48 Luden, o~. cit., p. 31. 
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other law officers without being officially Charged.~9, 50 

For example, in 1946, in Fort Worth, .,Texas, a surve~' was' 

made comparing the offenses charged against boys brought 

before' the juvenile court with a group of college males. 

The number of violations admitted by the college boys 
.' . 

exceeded those charges against the adjudged delinqUents. 51 

However, the study. compared admitted offenses of the 

college group and offenses charged against the juveniles. 

It is revealing, nonetheless, that statistics concerning 

delinquency are usually based on actual cases and the 

e.:tent of. delinquency is higher than is reported. 

Another difficulty faced when attempting to deter-

mine the extent of delinquency is that the term "delinquent" 

52 
is ambiguous. The term does not ind~cate the seriousness 

or nature of the behavior of the offender. For ex~mple, a 

49Kvaraceus and Miller, Culture and the Individual, 
10c. cit., pp. 118-119. 

50 
Lud~n, op. cit., pp. 22-23. 

51Aust,in L. Porterfield, youth in Trouble (Fort 
Worth: The L,w Potishman Foundation, 1946) I p. 16. 

52 
Kvaraceus and Miller, Culture and the Individual, 

op;;,. cit., /?'. 42. 
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youth who runs away from home may ~ declared delinquent. 

However, most juvenile courts usually do not officially 

declare'a youth delinquent unless he has a history of 

repeated acts of norm-violating behavior which are con

sidered delinquent. 

The determination of the exact extent of delin

~lency is complicated by other problems. For example, in 

some states youths are classified as juveniles up to the 

age of sixteen while in other states they are considered 

juveniles up until they reach eighteen years of age. 

Another factor which affects the reporting of 

delinquency is that some communities have juven.:!..le courts 

and some do not. Thus, it is possible that communities 

which have juvenile courts may report more official cases 

of delinq~ents than communities which do not-have juvenile 

courts: yet the true ;t:ate.s of delinquency could be approxi

mately the same. 

Even though it is not possible to determine the 

exact rate of delinquency in the United states, there 

are some generally accepted areas of agreement concerning 

the delinquency problem. For example. many authorities 

would agree with the follOWing statements: 
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1. The number ~nd percentage ~f youth und~ 

eighteen years of age who are committing crimes in the 

United States is rising. 

2. The number ana percentage of serious crimes 

committed by youths under eighteen years of age i~ rising. 

3. The number and percentage of youths who are 

declared delinquent is small compared to unreported and 

undetected cases of delinquency. 

4. The extent of delinquency varies from locality 

to locality in the United States, but is more pronounced 

in urban areas. 

5. Juvenile delinquency is conSidered one of the 

most pressing national problems faCing the United States. 

Fine indicated that the delinquency problem must 

be s;c,_(ved if our American way of life is to be preserved. 

He said: 

We know that the fight against juvenile delin
quency is necessary for the preservation of the Ameri
can way of life; we know that the future of our nation 
depends upon. the courage j the ideals, the char"l.cter, 
the strength, the initiative, and the stability of 
Ot>:!: childre.n and of their ·children. We must recognize 
(:hat juvenile delinquency is not a passing phenomenon-
i~ is not a flying saucer observed by a few--but a 

I 
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dark and all too real facet to our modern way of 
life, and distressing to ull of us. 53 

Schafer and Polk cited three major reasons why 

41 

national concern should be given the delinquency problem. 

They contend that delinquency'is "anchored into social, 

educational, political, and economic conditions that 

transcend local communities and even single states." The 

.second reason that they give is that delinquency has 

national consequences in that it affects the human resources 

of a' nation and the manpower supply. Their third area of 

concern is that local efforts to reduce and prevent 

d l ' h d t b . if t" 54 e ~nquency ave prove 0 e ~ne ec ~ve. 

A report by the United States Department of Health, 

Education, and Welfare attempted to relate the delinquency 

problem as an early indicator of the dysfunction of our 

present society in the United states. The society 'in 

the United states, according to the report, is character-

ized l)y r<;.pid changes and is not taking into account the 

problems which are being caused by change. The report 

53Benjamin Fine, .L.QQQ..,OOO Delinquen·ts (New York: 
The World ,Publishing Company, 1955). p. 39. 

54 Schafer and Polk, op. cit. 
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charges that the major socializing institutions including 

the family, school, law, and church are failing in their 

efforts to help youths to adapt to the chang(:~ that are 

taking place in the United states. The report further 

charges that these socializing institutions are becoming 

decreasingly responsive to the realities of all peoples' 

lives that this is having a direct influence on the delin-

quency problem. Concerning the dysfunction of ~merican 

society, the report makes this prediction: 
.. 

Until this dysfunction is widely grasped, until it 
qecomes the basis for new approaches and new programs; 
until many persons across the country, both within and 
without pOSitions of power in the courts, police, 
schools, the business community, service fields-
r.ecreation, welfare, etc.--become committed to,re
directing society and its institutions; we can and 
must expect to live in the midst of increaSing unrest, 
hi~er delinquency rates, larger and more widespread 
riots. 55 . , 

Luden cited fourteen points cOncerning juvenile 

delinquency which he thinks have evs>lved over the past half-

century. The points he outlined are as follows: 

55 "Delinquency and the Schools," A Report by the 
Office of Education, U·. S. Department 0.£ 'Health, Education, 
and Welfare as Appendix N in the Task Force Report: 
Juvenile Delinquency and youth Crime, A Report by Presi
dent JOhnson's Commission on Law Enforcement and Administra
tion of Justice (Washington: U. S. Government Printing 
Office, 1967), p. 278. 



First: With minor exceptions delinquency has been 
increasing during the past fifty years. 

Second: There is evidence to show that delinquent 
offenses have become more serious ill nature. 

Third: Delinquency is no longer an urban problem 
because it has been increasing in rural and sub
urban areas as well as in the cities. 

Fogrth: Youthful offenses are no longer limited to 
the poorer or near-poverty level classes of peoples 
and nations. 

Fifth:. Those nations which may be classified as 
more advanced with state welfare programs display 
as much or more <?e:Hnquency than the less w-:ll de
vrloped countries. 

Sixth: Except 'for some few rare instances, current 
methods of treating delinquent offenders have 
proved to be unsatisfactory. 
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seventh: Almost every appr.0ach to the treatment 6f 
delinquents has been bas~d on a medico-psychological 
framework.to the negiect of the value systems in 
society. 

Eighth: Most juvenil,e offenders have been considered 
to be maladjusted individuals without du.e considera
tion of the total configurations in which they iive. 
In all. probability the. delinq:uent may be a "normal" 
person living in a delinquent society. 

Ninth: Most authorities have approached the problem 
of delinquency as a minor or temporary factor and fail 
to relate the problem to the total culture of the 
society. Knowingly or unknowingly they have over
looked the fact that adults and juveniles live accord
ing to basic moral and legal principles. Ultimately 
that which determines how an individual conducts 
himself depends upon the value system of a people. 

--------------.------------------------------ - -- -~ 
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Tenth: Only a very few individuals have attempted 
to analyze the problem of delinquency in terms of 
anom~e or the normlessness of contemporary society. 

Eleventh: With minor exceptions investigators have 
given little or no attention to how social mobility 
or mass migration has affected the conduct norms of 
a population. 

Twelfth: Some authorities have attempted to ex;':'''l.in 
the increase in oelinquency in terms of a transition 
of the "inner directed'person" to the "other 
directed person" pOinting to the fact that in time 
new standards will arise out of group consciousness 
or a "situation directed" type of behavior. 

Thirteenth: There appears to bi" some evidence to 
,point to the fact that unless other means arise to 
deal with the inCrease "in delinquency those in posi
tions of authority and the general population will 

,resort to more severe' methods of dealing with ju'-ieriile 
Offenders to the neglect of'certain psycho-social 

'methods. 

Fourteenth: Thus far only a very few men have dealt 
with the problem of delinquency-as part of a larger 
process of the diSintegration of Sensate Culture. 
Its crumbling means, among other things, diSintegra
tion of its moral, l~gal, and other values which 
from within control and guide behavior' of individuals 
and groups. When human beings cease to becon,trolled 
b~ deeply interiorized religious, ethical, aesthetic 
and other values, they become the victims of force 
and fraud as controlling factors of their relation
ships with destiny.56 

In s~y, much of the literature concerning 

Juvenile delinquency focuses upon these points: 

56 
Luden, op. cit., pp. 9-10. 
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1. ,Juvenile delinquency results in a loss of 

individual hum~n potential. 

2. Juvenile delinquency results in a loss of 

potential for society. 

3. Juvenile delinquency results in large expendi-

tures of money to p~event and control delinquency and in 

attempts to rehabilitate offenders. 

4. Juvenile delinquency of all types is increasing. 

5. The seriousness of crimes being committed by 

delinquents is becoming more acute. 

6. New- 2,nd different ways must be found to deal 

with thz delinquency problem. 

7. Juvenile delin,qur",cy may be a reflection of 

the values of the society of which delinquents are a part. 

8. There seems to be no predictions that t~e 

delinquency problem will,be alleviated in the immediate 

future. 

Causes of Delinquency 

The problems of delinquency cann~t b,e ,traced to any 

single cause which would be universally characteristic of 

all delinquents. Causes of all human behavior, including 

delinquent acts, seem to be rooted in many aspects of a 



person's life. Some examples of factors which affect a 

person's behavior are: (1) His home life, (2) His community 

life, (3) His social status, (4) His economic status, 

(5) His religious beliefs, (6) His race or cultural 

heritage. (7) His level of intelligence. (8) His self-

concept, (9) His relationships with peers, (10) His state 

of mental and physical health, (11) His school life, 

(12) His personal values, and (13) His personal maturation. 

T'.nese, factors are among many others which may affect how 

an individual behaves at any given time. 

It should also be noted that one aspect of a per-

son's life is not exclusive of all other aspects. For 

example. a person's self-concept would be affected by his 

home life: or a person's school life would be affected by 

his level of intelligence; or a person's social stat,us 

WI9uld be affected by his race or cultural heritage. 

One delinquent act, or re~,eated acts of delinquency 

'are caused by many factors within a person's life which often 

cannot. be isolated. However, researchers have attempted to 

identify certain group characteristics of delinquents just 

as they have for aropouts, even though many characteristics 

of delinqu~nts are also characteristics of dropouts. A 
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sampling of studies and literature specifically concerned 

with delinquency is discussed in the fOllowing paragraphs. 

Crow and Crow listed the following factors that 

contribute to delinquency: 

1. The relaxation of home control and parental 
supervision. 

2. The moving of workers from .small towns or 
rural areas to cities. 

3. Economic conditions in the family and life 
that;;, may cause neglect «f:' children .. 

4.. Poor he,alth or physical defects which may 
result in feelings of inferiority, discourage
ment or bewilderment. 

5. Inadequate recreational facilities. 
6. Inadequate school buildings and equipment. 
7. Inadequate teaching. 
B. Public indifference. 
9. Unsettled world conditions 

10. Ineffectual attempts to prevent delinquency.57 

Eleanor Glueck indicated that scnocl personnel 

should be cOncerned about the possibility of students 

becoming d.elinquent if they: (1) are retarqed in school, 

(2) have difficulties in reading, (3) have feelings of 

inferiority, (4) resent schoo~ restrictions and routines, 

(5) are not interested in school, (6) desire to drop out 

of school, (7) lack vocational ambiticms, (B) have poor 

peer relations, (9) are frequently truant, (10) cheat in 

57Alice Crow and Lester D. Crow, Adolescent Develop
ment and Adjustment (New York: McGraW-Hill Book Co., Inc., 
1956), p. 327. 
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school, (11) are not reliable, (12) do not pay attention in 

58 class, and (13) are careless in their work. 

In discussing delinquency in the Passaic schools, 

Kvaraceus I:!eveals a number of Significant findings aimed 

to combat the factors which appear to predispose children 

toward delinquency. These major points include: 

1. Many delinquent Children in Passaic come from those 
'school districts which neighbor on or center in the 
industrial-commercial areas. 

2. More than half of the delinquents come from Grades 
6-10 inclusive. The middle and junior high school 
grades hold the largest part of the delinquent 
population. 

3: A significant difference was noted in the matter of 
nonpromotion. Almost all delinquents repeat one or 
more grades. Many repeat several grades. Girl de
linquents repeat more grades than do boy delinquents. 

4. Delinquents, almost without exception, receive very 
"low marks." Very rarely does <'1 delinquent receive 
a mark of E, VG, or G. Scholastic failure or near
failure characterizes most juvenile offenders and 
significantly marks them from the general popul<3.tion. 

'5. A third of the delinquents were known to have been 
truant prj.or to their referral for ::ome misdemeanor. 
A significant difference was ,noted between extent 
of truancy among the delinquent group as against the 
general population. 

6. Two-thirds of the delinquents expressed a marked 
dislike for school in .general or for. some person 
connected with the school program. 

7. A fifth of the delinquents were reported as having 
had unsatisfactory social adjustments in. the school 
building. More delinquent girls were reported as 
not getting along with pupils and teachers than were 
boy delinquents.., 

58Eleanor T. Glueck, "Predicting Juvenile Delinquency," 
Harvard Educational Review, Vol. 36 (Apring, 1966), p. 120. 
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8. About three-fourths of the total group were 
found to have moved and transferred from one 
school to another at least on one occasion. 
Many delinquents moved ~nd transferred several 
times. 

9. A very large proportion of the school children 
who were involved in some misdemeanor left 
school as soon as they reached "the leaving 
age" of 16. The junior high school is the 
terminal school for most delinquents. 

49 

In general, the school picture of the delinquent 
presents an unsatisfactory, unsuccessful, unhappy, 
and hence extremely frustrating situation which 
precedes or, accompanies undesirable behavior. The 
delinquent group was found to differ significantly 
from the general school population in many of the 
factors studied. 59 

Kvaraceus summarized certain characteristics of 

delinquents as indicated in studies by the Gluecks, Healy 

and Bonner, Merrill, Sheldon and others, and Wattenberg. 

The characteristics he outlined are as follows: 

DEVIATr<)N IN PERSONAL MAKEUP 
Mean 10 of 89, Mesomorphic (muscvlar) with 
endomorphic leaning, emotional malfunctioning 
and disturbances, superego--delinquency identi
fied; value system not internalized, assertiveness 
strong, defiance high, resentfulness high, 
ambivalent attitude toward authority, impulsive
ness, high anxiety pattern in neurotic delinquent, 
high hostility and resentment, strong distrust 
toward authority, aggression--overt and retaliatory, 
unsocialized aggression, emotional lability and/or 

59williarn C. Kvaraceus', Juvenile Delinquency and 
The School (New York: World Book Company, 1945),pp. 155-
156. 
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impulsiveness, egocentrism and self-indulgence, 
suggestability strong, low frustration-tolerance, 
adventurous spirit, moral psychopathic tendency, 
~ypomanic tendency strong, low neurotic pattern 
in socialized delinquent with defective superego, 
low self-concept: a "nothing" or "less than 
nothing. Of 

DEVIATION IN HO~m. FAMILY, AND NEIGHBORHOOD 
. Contradictory social norms in horne and/or neigh
borhood, identified with delinquent subculture, 
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a typical horne structure (broken home), inter
personal relationships in home wanting, economic 
stress, insecuri.ty, and/or substandard economic 
conditions, lack of moral conformity--spiritual 
values lacking; little or nominal church contact, 
criminality pattern, culture conflicts, deteriorated 
neighborhood residence, disCipline overstrict, 
punitive, erratic, lax, lack of cohesiveness, super
vision by mother inadequate or unsuitable, affection 
of parents indifferent or hostile. 

DEVIATIONS IN SCHOOL 
Poor or failure marks, repeater, strong dislike and 
hostility for school, truancy, intent to leave 
school early, vague or no educational-vocational 
goals, motivational problem, member of special class, 
has attended many different schools, destroys school 
material ana property, does nQt feel he "belongs" 
in classroom, does not participate in volunteer. 
extracurricular school activities, seriously and 
persistently misbehaving in sChool.60 

Vedder,recognized many other factors of the 

.delinquency problem and indicated that he considered 

economic and familial factors as the most powerful influence 

60~Ulliam C. Kvaraceus, "Delinquency," Encyclopedia 
of Educational Research, Edited by Chester W. Harris, 3rd 
Edition (New York: The Macmillan Company, 1960), p. 367. 
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on youth's becoming d~linquent. He contends that mental 

attitudes are affected by both physical surroundings and 

family living. These menta1 attitudes are formed early 

and reinforced as the child becomes older. Vedder suggests 

that families should suspect delinquency of their children 

if they exhibit any of ten sympto.'1lS he listed. The symp-

toms are: 

(1) flagrant disobedience, (2) truancy, (3) cruelty 
to anima Is, (4) possession of articles not pur
chased, (5) unexplained cuts, scratches, and 
bruises, (6) unexplained late hours, (7) untidy 
appearance, improper dress (as boys' uncut hair and 
girl~' skin-tight.clothing), (8) friends who are 
not brought to the home-, (9) possession of weapons, 
and (10) evidence of alcohol, drugs, or needle 
marks on the arms. 61 

Sheldon and Eleanor Glueck discussed the importance 

of the family environment on childhood and the effect it 

has on the child's behavior in severa~ publications. For 

example, they stated that the improper influence of 

family life may cause a child's character and personality 

to be crippled for life.62 
In one of their studies on 

61 Vedder, op. cit., pp. 31-38. 

62she1don and Eleanor Glueck, Family Environment 
and Delinquency (Bost~n:. Houghton Mifflin Company, 1962), 
p. 38. 
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delinquency, the Gluecks compared 500 delinquent boys with 

500 controls equated for age, 10, ethnic deprivation and 

residence in under-privileged neighborhoods. Some of the 

differences they reported included: (1) more delinquents' 

parents had backgrounds of mental retardation, emotional 

disturbances, drunkeness and records of criminality; 

(2) more families were on public welfare relief; (3) more 

fathers were, poor workers; (4) there was more parent.al 

conflict in marriages; (5) more mother:s failed to properly 

supervise their children, and parents in general knew 

less alxmt their sons; (6) the fathers were less warm and 

sympathetic toward their sons and the sons did not feel 

that they wanted to emulate their fathers; (7) some mothers 

of the delinquents were overly protective while others 

were indifferent toward their sons; (8) the family back-

gL"ounds. i.n general, were less positive than that of tlle 

63 
control boys. 

'Kriters 
64 65 

such as McKay, Rodman and Grams, 

63Sb.eldon and Eleanor Glueck, Unraveling Juvenile 
Delinquency (New York: The Commonwealth Fund, 1950), 
pp. 80-133. 

64Henry D. MCKay, "Repo;:t on crimina1 Careers of 
Male Delinquents in Chicago," Task Force Report, op. cit., 
p. 107. 

65~m2n Rodman and Paul Grams, -Juvenile Delinquency 
and the Family: A Review and Discussion,- Task Force 
Report, op. cit., pp. 189-219. 
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Toby, Burns and Stern, Fine I Haimowitz and others 

indicate that the family in which a child is reared is a 

major determiner of the type of person he will become. 

The family can be a stabilizing, comforting, and support-

ing factor in a Child's life; or it can be a source of 

conflict, confusion, and Chaos for the child. Thus, the 

family environment £rom which a child comes influences to 

a great extent whether he will become a useful, productive 

citizen or if he will become delinquent and possibily a 

crimihal. Burns and Stern emphasized the importance of a 

child's family by stating: 

The family remains a social institution of undis
puted importance, particularly in a discussion of 
delinquency prevention. It is in the family that 
a child develops his personality" his attitude to 
authority, his moral code, and his adaptations to 
social institutions. • . • All efforts that 

66 . 
Jackson Toby, "Affluence and Adolescent C+ime,· 

Task Force,Report,op. cit., p. 140. 

67V,irginia M. Burns and Leonard W. Stern, "The 
Prevention of Juvenile Delinquency I" Task Force Report, 
2E. cit., pp. 389-395. 

68Fine , op. ci~., pp. 54-82. 

69Morris L. Haimowitz, "criminals are Made, Not 
Born," Human Development--Selected RI:!ad ings I ed. Morris L. 
Haimowitz and Natalie Reader Haimowitz (New York: 
Thomas Y. Crowell Co., 196~), pp. 393-395. 
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strengthen the family as a viable and constructive 
agent in the socialization of chilCiren help to 
prevent the emergence of Cleviance. 70 

There are many factors of importance within the 

family in which a chilCi is reared. Some writers place 

more emphasis on certain fact.ors than they 00 othe:::'s. 

54 

However, most writers agree that the following aspects of 

family environments are extremely important: (1) the 

economic status of the family, (2) social class 'of the ,i:<:I:::-

ily, (3) values of the family, (4) goals ana aspirations 

of the family, (5) eoucational level of the parents, (6) oc-

cupation of the father an%r mother, (7) cohesiveness of 

the family, (8) personal relationships among the var ious 

members of the family (i.e., father-Clominated, mother-

Clominateo, parent-centereo, chilo-centereCl, "warmness," 

hostility, etc.), (9) self-c;oncepts ~f the family, (10) re-

ligion of the family, (11) types of oiscipline ana super-

vision of chiloren, (12) health of family, (13) oroinal 

position of chi loren wi.thin the family, and (14) the amount 

of time members of the family speno with each other. 

70 'Burns ana St:ern, op. cit., p. 389. 
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71 
Some writers, i.e., Vedder, Kvaraceus and 

Ulrich,72 HaimOWitz,73 and Schafer and polk74 indicated 

that some conditions which exist in the public schools may 

be contributing factors of youths becoming delinquent. 

The following paragraphs include a discussion of some of 

these factors. 

Vedder stated that instruction in many schools 

is geared to the needs of middle-class ymmgsters, to the 

detriment of those in other socioeconomic groups. Many 

teachers and administrators, according to Vedder, have not 

been adequately trained to cope with students who come 

from ?iverse backgrounds. He further contends that extra-

curricular activities are not being planned for many 

students; instead only a few students receive any bene-

fit from participation in these activities. Another prob-

lem with which teachers are unable t? ?ope is the ~act 

that many stl:dents resent the restrictions and routine 

7lvedder, or. cit., pp. 51-61. 

7~i11iam c. Kvaraceus and William E .. Ulrich, 
Delinquent Behavior Pri.nciples and Practices, (Washington: 
National Educat:i.on Association Juvenile Delinquency Project, 
1959), pp. 29-30. 

73HaimOWitz, ~it., p. 39l. 

74schafer and Polk, op. cit., pp. 228-244. 
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controls which are placed on them by the schools. Vedder 

indicated that schools have not made subject matter mean-

ingful to students in that it is too far removed from the 

central life-experiences of the students. 75 

Kvaraceus and Ulrich have called attention to 

certain factors within the school which may contribute to 

the delinquency problem. They identified these factors 

as follows: {I) low teacher status, (2) poor morale among 

teachers, (3) skimpy special services, (4) traditional 

programs, (5) insufficient facilities, (6) rigid middle-

class measuring rod applied to children of all backgrounds, 

(7) a lack of supporting agencies, (8) a lack of imagina-

tive school-work programs to hold the interests of non-

academically oriented groups, and (9) the failure of the 

school to reach parents through school projects and ois-

76 
cussion groups. 

Schafer ,and Polk in a comprehensive discussion in 

which they reviewed studies concerning delinquency and the 

school focused upon weaknesses in school as they perceived 

75 
Vedder, op. cit. 

76Kvaraceus and Ulrich, OPe cit" pp. 29-30. 

) 
)' 

[ 
i,I 



.j 
II .' > ~ 

Ii 

h 
I 

f! 
n 
ii 

,; 

Ii 
I' 
) 

jl 
Ii 

Ii 
Ii 
!\ 
! 

L 

57 

them. For example, they indicated many schools are fail-

ing to r~spond to the changes our society is experiencing. 

They further contend that failure to do so has contributed 

to heightened delinquency.77 

According to Schafer and ~olk, schools are not 

providing experiences for some students to achieve any 

measure of success. The students' desire for success and 

their accumulation of educational failures have contributed 

to their lack of commitment toward school programs.
7B 

The 

students perceive the education they are getting in school 

h ' 1 1 b" 79 as irrelevant to t e~r persona goa s or am ~t~ons. 

Another charge made by Schafer and. Polk is that 

teachers often identify certain students as having limited 

potential and, as a result, do not feel a sense of 

responsibility for teaching them.
BO 

They also contend that 

ch · h d . . dBl t 't '\. inappropriate tea ~ng met 0 s are be~ng use 0 eaCl1 

77schafer and Polk, 012· cit., p. 226. 

7BIb 'd 
--~-., pp. 22B-231. 

79Ibid .', pp. 231-232. 

80Ibid • , pp. 236-237. 

81Ibid . , pp. 238-240. 
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students from low income groups and that remedia~ education 

82 and compensatory education are being neglected. 

A report by the United States Office of Education, 

u. S. Department of Health, Education and Welfare indicated 

three major deficiencies of schools which could contribute 

to the delinquency problem. The report indicates that the 

educational enterprise in many schools is not related to 

the ~eal world outside, especially the areas of employment 

and the Changing social conditions. The second deficiency 

is that the sChool does not present itself as a pluralistic 

society in that groups are being kept apart by ability, 

race, and economic class. The report further indicates 

that sChools do not prepare youths for a mature adult 

life.
83 

Haimowitz has placed emphasis on a youth's concept 

of what is expected of him by those whom he takes seriously. 

He relates this concept to the youth's school by stating: 

street boys go to school. The teacher knows they 
have been in trouble and if anything out of the 
ordinary occurs in the classroom, she knows who 

82~'d 
_~_l._., pp. 242-244. 

83 
"Delinquency and the Schools," op. cit., p. 278. 
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is to blame, she can guess who were the agitators. 
Because the street boys have more than average 
trouble at home. they may be more restless than the 
average pupils and not perform well in school. You 
can't want to please a teacher if this makes you a 
sissy, especially if this teacher is always picking 
on you or your friends. The teacher is not going to 
be his ideal or mOdel. She could if she had a class 
of fifteen children instead of thirty to sixty and 
if her salary made it unnecessary to hold down an 
extra job or two, and if teachers had high morale, 
and if she had time to consult with parents, social 
workers, religious 1oIorkers, a physician, a psycholo
gist, a reading specialist, to discuss the boy's 
problems, and if: she had professional training and 
attitudes. Sometimes she can do it without all 
these. But aren't 10Ie foolish to 'expect miracles of 
semitrained overworked teachers. 84 

In summary, most 10Iriters who call attention to 

school conditions 10Ihich may contribute to delinquency do 

so realizing that the school is only one agency 10Ihich 

affects the total life of the student. The home, the 

community. the legal structure, the church and facCors 

within the youth himself are among those conditions whj.ch 

influence a youth's behavior. The school, however" is in 

a positi6n in 10Ihich it should attempt to meet the needs of 

the individuals whom it serves. When the school does not 

attempt to meet. these needs, youths' problemp "e 

intensified. 

84Baimowitz. :::o:.c:p:...:.~c::..:i~t::.., p. 391. 
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Kvaraceus and Miller l,isted some commonly held 

misconceptions about causes of delinquency. For example, 

they state t~at many acts of delinquenc;{ eIre considereq to 

be indicative of maladjustment on the part of the children 

who commit them. But in looking at the behavior from the 

individual child I s point of view, his behavior is often a 

means through which he is attempting to adjust according 

to his essential frame of reference. Thus delinquent 

"malbehavior" is usually "aClj ustive behavior" for the child. 

It is maladjusted behavio;: only from the point of view of 

the outsider. 8S 

other misconceptions concerning causes of delin-

quency are those conditions which are often cited as 

universal causes. These include brok~n homes, working 

mothers, mental retardation, lack of recreational 

facilities, bad company, hereditary and idle hands. 86 

Miller expressed his belief that many youths 

become delinquent because of ~e value systems of the 

cultures in which they live. These value systems become 

8SKvaraceus and Miller, op. cit., p. 33. 

86Ibid ., pp. 31-41.. 

: .l!il 
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focal concerns which many individuals try to meet. For 

example, "achievement" is a generally recognized concern 

of most middle-class youths and is not a concern of many 

lower-class youths. Lower-class youths have dominant 

focal concerns such as "trouble, toughness, smartness, 

87 excitement, fa.'ce, and autonomy. n Youths from lower.'-

class cultt~es are more prone to get in trouble with the 

poli~e and to become delinquent because of their particu

lar focal concerns and values.8S 

Miller recognizes that some delinquency j,s preva-

lent in middle-class cultures. However, he contributes 

these delinquent acts to (1) the borr<Jlloling of lower-class 

concerns by middle-class youth, (2) an upward diffusion 

of lower-class concerns into the middle-class community, 

and (3) pathological behavioral problems of the middle-

89 class youth. 

Pine conducted a study in which he attempted to 

relate delinquency to the lower-class culture as Miller 

had done. Pine's conclusions were slightly different 

87 Ibid., p. 62. 

88Ibid • , 

89Ibid . 



from Miller's. Pine found that the aspirations of the 

youth as to the social class with which he wants to 

identify is more important than the social class in which 

he is actually a part. Pine is quoted as follows: 

The primary conclusion of this study is that 
delinquent behavior is less a function of tl1e 
class an individual is in at the moment and more 
a function of the class to which he aspires or 
toward which he is moving. 90 

A comprehensive study was conducted by SheIn on 

and Eleanor Glueck concerning the community lives of 

delinquents as compared with carefully matched non-

delinquents. They found that delinquents moved about 

more than non-delinquents and were also subjected to many 

more changes of environment than the non-delinquents. 

The instability of the delinquents' ,families and a con-

tinual movTiig from one neighborhood to another prevented 

the delinquents from establishing roots in anyone neigh-

borhood. These factors could tend to cause the delin-

. i . . 1 b h . 91 quents to engalJe n ant.~soc~a e aVJ..or. 

The G],ueck studies also revealed that the 

9°Gera1.:1 J. Pine, "Social Class I Social Mobility, 
and Delinqllent BC"havior," 'l'he American. Personnel and 
Guidance Journal, Vol. 53, Number 8 (April, 1965), pp. 
770-774. 

91sheldon and E1eanorG1ueck, Unraveling Juvenile 
Delinque~, op. cit., p. 167. 
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delinquents were more involved in a(~venturesome activities; 

sough.t recreation in Ili3ighborhoods c,listant from their 

homes; frequented cheap pool rooms a,nd dance halls; and 

spent very little time in their own homes 'or in supervised 

92 playgrounds. 

Other community differences in the delinquents and 

the non-delinquents found by the Glueck studies revealed 

that (1) the delinquemts were more inclined to gang mernber-
J 

ship, (2) the delinquents showed a marked dislike for 

supervised recreation, and (3) the delinquents attended 

church less regula~ly than the non-delinquents. 93 

A study by Fine revealed some findings which 

tended ~C? support the Glueck findings relative to the 

instability of the delinquents' environment. He f9und 

that "time and time again the children in trouble had no 

94 
community roots." In interpreting his findings, Fine 

indicateo that '~hen a child thinks of himself as a 

transient, he is much less inclined to be governed by 

92tbid ., p.' 167. 

93Ibid • 

94 ',". 
Fine, 2E...:........9~., p. 100. 
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what society thinks of his behavior, and he has a harder 

95 time finding constructive outlets for his energy. If 

The Role of the School in Preventing 

Dropouts and Delinquency 

The public schools should be concerned with teach-

ing all students who attend them. The schools' obligation 

does not end with the slow learner, the academically 

gifted, the student from lower social cultures or the 

students from middle-class cultures. Nor does the schools' 

obligation end when teaching students who are likely to 

drop out or who may be potential delinquents or delinquents. 

The public schools in the United States should make an 

effort to teach all youths who are in need of pursuing an 

education. 

~lis section will focus on the role of the school 

in teachinlg .two specific groups of students. These groups 

are the potential dropouts and potential delinquents and 

delin~tuentEI • 

Oft:en delinquents have histories of truancy and of 

being dropc)uts from schools. Even though many dropouts 
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do not beco~ delinquent, the incidence of delinquency .5':1 
among dropouts is significantly higher than the incidence 

96 of delinquency among t;;tudents who do not drop out. Thus, 

school programs may be designed to reduce dropouts and 

also be directed toward reducing delinquency. 

Kvaraceus and Miller indicatec that the schools 

are in a strategic position to help delinquents even 

though delinquent behavior is seldom the product of the 

97 
schoOl alone. To support this viewpoint, they stated: 

The genesis and etiology of delinquency is complex. 
frequently well hidden, and always intricately 
involved with larger social forces, many of which 
are beyond the schools I orbit of influence. Delin
quent behavior is seldom the product of the school 
alone. The school will not, indeed it cannot, 
solve the juvenile delinquency problem by itself. 
Teacher, administrator, and specialist neeo to 
review their unique functions and special responsi
bilities in the light of this conceptualization of . 
the meaning and causes of norm-violating behavior, 
always taking care lest. they' assume a feeling of' 
responsibility (and, ultimately, guilt) for the pre
vention and control of behavior that ~s outside their 
sphere of influence. The school is not a hospital •. 

96National Education Association, High School 
Dropouts, Discussion Pamphlet No.3, Research Division 
and Department of Classroom Teachers (Washington: 
National Education Associat.ion, September, 1959), p. 11. 

97 . Kvaraceus and Miller, Delinquent Behavior, 
Culture and the Individual, op. cit., pp. 146""'147. 



It is not a custodial agency. It is a place where 
the teacher motivates and guides the learning 
process. 98 

Boggan, in a comprehensive dis,cussion of how 
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schools could increase their holding power, listed twenty-

two implications: 

1. The desire to work, earn money, and take an 
adult's place should be considered. This might 
include 'improving students' attitudes toward 
work, preparation for work, guidance, and part
time employment. 

2'. A program to help students like school should 
start early in the elementary school. 

,3. Placement service by the guidance department 
should help students needing financial assistance 
to find part-time jobs. 

4. Counseling should attempt to find the best' 
curriculum for the student. 

5. Discouragement by failure and low marks should 
be lessened by a more realisti.c approach to 
evaluation, marking, and reporting on the part 
of the school. 

6. _~e administration should ch~nge schedules 
for students who cannot adjust to a particu.lar 
teacher, or where a teacher cannot accept th~ 
pupil. , 

7. ,The faculty and students should create a 
~riendly, social situation whereby students 
who are uphappy, nervous, or shy would feel 
more at ease. 

8. School personnel should work with the family to 
develop programs which would increase the hold
ing power of the school. 

9. Three aspects of guidance should be emphasized: 
how to get a job, improving human r~lations, and' 
planning further education. 

98ill£., p. 146. 
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10. All students should be encouraged to participate 
more in school activities in which they are 
accepted socially. 

11. Ten subjects should be added to the program of 
studies: automobile mechanics, behind-the
wheel driving, electricity, building trades, 
personal typewriting, occupations, homemaking, 
consumer education, reading, and cabinet making. 

12. The pr incipal and faculty should emphasize those 
aspects of the program which the seniors and 
-graduates reported as reasons for remaining 
in school. 

13. The evidence shows that in addition to the 
commercial curriculum with high standards, there 
should also be a program where less able students 
could study commercial subjects at their own 
rate and ability. 

14. In household arts, there is an apparent need 
for overhauling of attitudes, philosophy, 
purposes, organization, administration, and 
equipment. The program needs to be popularized. 

15. There is a need for re-evaluation of the 
. industrial arts curriculum, and a broadening 
of the program t.o meet the needs of more boys. 

16. Future enrollment should be increased in the 
trades, industrial arts, household arts, 
commercial, and teachers' ~ollege curriculum, 
and decreased in the classical and civic ' 
curriCUlums. 

17. There should be a study of the effect of try-. 
out courses on the select-ion of curriculums. 

18. The faculty should study, reVise, anq experi
ment with the c\.U"ricula to provide a level and 
type of work in which stUdents can be success
ful. 

19~ There is a great need for a more suitable and 
profitable education for the slow-learners. 

20. The program should emphasize the importance of 
retentj,on of students during their first three 
years of high school, 

21. An attempt should be made to modify the 
multiple-curric1.llum plan of organization 
which seemed to stratify the social structure 
of the student body. 
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22. A study of annuul book reports from 1856 to 
1950 showed that it often took ten to twenty 
years for a new proposal of offerings to be 
adopted by the school community.99 

68 

The National Education Association has listed ten 

factors which should be considered in planning a curricu-

lum to help keep students in school: 

1. Provide a wide variety of courses--academic, 
general, business, and vocational--to meet 
individual needs. 

2. Provide. diff~xent levels of instruction for 
all basic courses. 

3. "Gear methods of teaching to the achievement 
level of pupils. 

4. Use a grading system which measures pupils 
progress in terms of the individual's 
capacity and effort. 

5. Arrange special classes for the retarded and 
maladjusted, reading problems, slow learners, 
physically handicapped, and emotionally 
upset. 

6. Counsel pupils to help them choose the most 
suitable courses. 

7. 

8. 
9. 

10. 

Provide situations in which the pupil can 
experience achievement while he is also 
challenged to work harder. 
Provide new material for grade repeaters. 
Increase personal and vocational guidance. 100 
Stress the practical aspects of each course. 

99 
Earl J. Boggan, ''What Are the Major Canses of 

Student Drop-Outs and What Should the School Do About the 
Present Conditions?" Bulletin of the National Association 
of Secondary School Principals, XXXIX (April, 1955), 
pp. 84-88. 

lOONational Education A~sociatlon Research 
Division, School Drop-outs, (Washington: National Educa
tion Association, 1955), p. 19. 
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Th.e Association felt that such a program would tend to 

help students experience some success in school and thus 

be encouraged to stay in school. 

Havighl..lrst stated that dropouts are "!1l<7\rginal 

students to the school, to the labor force and marginal 

to the adult role."lOl He also indicated that boys who 

drop out, "(1) enter a pe:tiod of aimless loafing and 

drift~ng, (2) indiscriminately seek excitement and status, 

(3 r seek sex exper ience and C4} fight and dr ink. Ii 102 

Girls whQ drop out are usually "apathetic, uninterested 

in school, hostile to school and usually marry early. ,,103 

Havighurst called attention to two extLeme view-

points concerning the potential of dropouts. One viewpoint 

is that this group has the same potential as any ot~er 

youth and that all they need is an educational program 

tha.t w;i.ll fit their particular needs. Another viewpoint 

L<; that this group is permanently and irrevocably stunted 

in mental development and have gone aboQt as far as they 

10lRObert J. Havighurst, "Unrealized Potentials 
of Adolescents," National Association of Secondary-School 
Principals Bulletin, Number 310, (May, 1966), p. 77. 

102I" "d -E;L.. , 

l03Ibid • 

p. 82. 
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can go. Havighurst discounted both of these viewpoints 

and made some suggestions for the school program: 

1. It should be substantially different from the 
program they have had in the past, in which 
they failed. 

2. It should contain a systematic remedial program 
for building mental skills, based on the best 
research data. 

3. It should satisfy some major needs of the social 
type, such as excitement, challenge, money, 
young' adult models for identification. 

4. It should grow out of cooperation between the 
school system, the social agencies that deal 
with adolescents, and employees who are able 
to supply jobs for young people. That is, it 
should re~resent a serious and sober commitment 
to throw everything useful into the attempt to 
make such a program succeed. Among other things, 
it appears that raising the legal age for leaving 
school to 17 or 18 may be desirable. Doing this 
would require society to take formal responsi
bility for educative treatment of this sub-group--
a responsibility not now recognized .l?? '. 

Hoover contends that public schools -represent a 

vital force in the attack against juve'nile delinque'ncy. ,,106 

He believes that the schools, for many youngsters, repre-

sent the only symbol of law and order. In comparing the 

l04Ibid • 

10SIbid., p. 83. 

106 
John Edgar Hoover, "The School and Juvenile 

Delinquency," Educational Forum, Volume XXV (November, 
1960), p. 19. 
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cost of crime and cost of education Hoover has commented 

that for evexy dollar spent on education, $1.11 is spent 

on crime. He recommended that the schools specifically 

attempt to do four things to help prevent delinquency~ 

1. Guide the interests of youths into wholesome 

2. 

3. 

4. 

channels. 
Divert youthful energy into worthwhile 
channels. 
Detect early signs of delinquency (antisocial 
behavior and truancy) . 107 
Cooperate with law enforcement officers. 

Tait and Hodges believe the schools should 

provide for social work services and referral services 

for students who may become delinquent. They view the 

role of the teacher as that of instructor. In their 

opinion, if adequate supporting services were made a part 

of the' school program, teachers could spend more time on 

, 108 
instruction and could refer students to others for help. 

KVaraceus, as the result of a study concerning'-

delinquency in the Passaic, New Jersey schools revealed 

that schools should begin their attack,on the delinquency 

problem by 'learning all they can about the children who 

attend. This knowledge should then be used to alter 

107Ibid • 

lOBe. Downing Tait, Jr., and Emory F. Hodges, 
Delinquents, Their Families and the Community (Springfield: 
Charles C. Thomas, 1962), pp. 136-141. 
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curriculums based on the needs of the student population. 

He also suggested that the schools work with all agencies 

of the community who deal with youths. This multiple 

approach wou1.d help more individuals to become involved 

in delinquency prevention and wOuld also help the agencies 

to unify their efforts rather than each proceeding in a 

109 
piecemeal approach. 

Schafer and Polk linked the role of the school 

with the delinquency problem by focusing on three condi-

tions which they said have heightened the delinquency 

problem. The first condition is that the schools them-

selves have contributed to the delinquency problem. The 

second is that conditions in the public schools are deeply 

anchored in prevailing concepts and organization of the 

educational system. The third condition is that prdposals 

for preventing, reducing, and controlling delinquency have 

proven to be inadequate. To support the rationale for 

their statements concerning the inadequacy for present 

proposals in delinquency preven~ion, Schafer and Polk 

stated: 

109 Kvaraceus I Delinquency and the School, .2£. cit., 
pp. 263-301. 



To stop short at such stop-gap and surface pro
posals as more counselors, more social workers, 
more truant officers, special classes for trouble
makers and tighter enforcement of attendance laws 
would simply be a failure to recognize the broader 
dimensions of the problem. Their implementation 
would have only the slightest effect on prevention 
of delinquency. Unless basic, radical, and im
mediate educational changes are made, delinquency 
will continue to increase--and will be accompanied 
by the spread of other social ills that stem from 
the same roots. 110 

Schafer and Polk indicated that the schools must face a 

,dual .'challenge if they are going to become effective in 

the prevention of delinquency. The first challenge they 
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pose is "schools must organize their programs and efforts 

in such a way that all youth get bour:~ into legitimate 

. III 
and acceptable pathways through adolescence." The 

second challenge is "schools must organize their programs 

and efforts in such a way that students who fall behind 

.or stray from the legitimate pathways through childhood 

,and adolescence are 're-captured,' 're-equipped,' and 

're-committed. ' ,,112 

In order to meet the first challenge identified 

110schafer and Polk, op. cit., p. 258. 

lllIbid. 

112Ibid • 
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by Schafer and Polk, they sugg-ested specific goals tCl\o)ard 

which the school should strive. These goals are as 

follows: 

1. Schools must succeed in maximizing the chances 
of educational success by taking advantage of 
educational aptitudes ana assets ana by making 
up for any eaucational hanaicaps that may exist. 

2. Moreover, they must continue to hola the interest 
and allegiance of all youth throughout the 
educational career, even in the face. of strong 
pressure towara aelinquency.113 

To irnl?lement these goals, Schafer a,na Polk saia that curricu-

lum should be relevant to the prese~t experiences and 

problems in the lives of pupils as well as to their future. 

They also propose that the curriculum proviae alternative 

avenues in order that stUdents with varying aptitudes, 

interests, and aspirations may pr?fit from attenaing 

schoOl.
114 

They further suggestea tha.t schools give 

youth a larger share in (1) educational planning and 

decision making, (2) the exercise of authority, and (3) the 

. 115 instructLonal process. 

Schafer and Polk maae four additional suggestions 

113Ibid . 

114Ibid • 

115lliS!. 
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for curriculum planning: 

1. The schools must develop means for effectively' 
involving parents in the educational process, 
so their general support of educationai programs 
as well as understanding of and aid to their own 
children will be maximal. 

i. The schools must have a built-in capacity to 
assess their programs ana outcomes and to make 
needed a9aptations ' .... hen conditions demand it. 

3. Innovations must be introduced into current 
operations in such a way that they will not be 
subverted or channeled into existing framewo,rks. 

4. Teacher training institutions must feed into 
the schools new staff who are adequately prepared 
to teach students who are high risks in terms of 
failure and delinquency.116 

A report by the Office of EducatiOlI of the United 

States Department of Health, Education and Welfare sum-

roarized poine indication of the schools' responsiveness to 

thc;l needs of, youth anq the community. Therepo,Ci: stated 

that schools must accept the responsibility fqr 'providing 

educational opportunities for all children up to the age' 

of eighteen. The report. stated that "all" includes 

dropollts,students who have, been suspended or expelled, 

d 1 : h 117 del:1.nquents, young parents, unwed mothers an a J.. ot ers. 

A synopsis of the st;:hool's responsibilities as identified 

116!.Pid. 

117 "Delinquency and the Schools," Task Force Report: 
Juveni Ie Delinquenc'L-,and youth Crimes, op. cit'., p. 283" 
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by the report is as follows: 

1. Each student should have an opportunity to 
become activ~ly engaged in planning and imple
menting his individual goals and objectives. 

2. Teaching methods and the total school program 
should -be structured so that students may -
receive preparation for employment and for 
further education. ' 

3. The school should link itself to the community 
to the extent that its curriculum can be 
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planned to assure the relevance of its offer
ings to immediate and projected emp;I.oyment ' 
opportunities nno to other educational programs. 

4. Linkage with the community should help assure 
adequate referral services for each child in, 
order that the health, legal, welfare, employ
ment, and other services will help him to 
remain and function adequately in school. 

5. Assistance should be given to the student to 
either find work or to further his education 
at t:he termination of his school career. 

6. school services should be extended to help meet 
coinmunit:i needs and those services should be 
easily availabl~-. 

7. The school and community should combine their 
resources in order that educational opportunities 

-for youth will be utilized to the fullest extent. 
S. The school must do a more effective job of ' 

assessing its immediate and overall goals and 
practices -and must devise ways to interpret 
these goals and practices to a.ll those concerned 
with the educational needs of youth. llB 

In sununary. -'in this section C9l:lcerning the role 

of the school in the prevention of dropouts and delinquency 

a sampling of the opinions of certain writers was selected 

to be included. It should be noted that, while their 
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opinions overlapped in some areas, they were different in 

others. For example, Hoover indicated only four responsi-

119 
bilities of the school; Tait and Hodges would limit 

the school's role primarily to the identification of and 

referral of problem students to other agencies for help, 

120 while placing more emphasjs on instruction; the report 

by the United States Office of Education, and suggestions 

by Shafer and Polk would expand the role of the school 

considerably, even to include services to the conununity and 

to other agencies and,would ra~icallY,change present 

concepts of education.
121

, 122 Much of the literature, 

however, is in agreement on some factors. Some Qf these 

factors are:' 

1. Schools are extremely important in the lives 

of s'tudents but they do not operate in a vacuum. Students 

corne from families and communities over which the schools 

have no control. The out-of-school ~nvirorunents and 

factors within the students themselves affect the students' 

SchDOl progress. 

ll~oover, op. cit. 

12~it and Hodges, Ope cit. 

121"Delinquen~y and the Schools I It Task Force Report, 
Ope cit. 

122Shafer and Polk, Ope cit. 
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2. There exists a need for changes to be made in 

the schools to meet the learning needs of potential 

dropouts and delinquents. Merely encouraging them to 

stay in, or to return to sChool, without changes being 

attempted by the sChool will not get at the problem. 

3. The sChools must take cognizance of the dif·-

ferent goals and aspirations of students and attempt to 

help them n~et their individual goals. 

4. The sChools should o£fer more flexible 

curriculums. 

5. Within existing and in proposed school 

programs, ways must be found to help students to 

aChieve some degree of success in school. 

6. SChools, communities, and families should 

work more closely together in attempting to provide. help 

for students. 

7. There seems to be no evidencE:\ that any 

particular school program will solve the dropout or the 

delinquency problem. Multiple approache;s i:'ust be 

attempted. 

8. There seems to be no evidence to suggest 

that the delinquency aI~ dropout problem will ever be 

,completely solved. 
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Sununary 

The literature reviewed indicated that the dropout 

problem is considered by many educators to be one of the 

most pressing concerns of our public schools. The pre-

dominately mentioned reasons for this concern include 

(1) the decreasing number of jobs open to persons who do 

not finish high school, (2) the loss in the individual 

potentials of those who drop out, and (3) the decrease in 

the quality of the human resourc~s in the United states. 

various studies cite different figures as to the 

a<..'i::ual ilUIllber and percentage of yout..'ls who will not finish 

high school. These figures vary from school to school and 

from state to state. However ,from thirty to forty per 

cent of the youths who enroll in high schools throughout 

the United states will probably not complete their ' 

schooling. 

The professional literature is replete \dth 

studies which have attempted to identify the causes of 

students' dropping out of school. The studies usually 

trace causes to (1) those within the personal makeups 0f 

the individuals, (2) environmental factors such as hOme 

conditions, neighborhoods, and peer groups, and (3) con-

ditions within the schools which may contribute to the 

.. 
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dropout problem. 

Many studert:s who drop out of school come from 

families in low socio-economic groups and from families 

who do not have a high regard for education. Dropouts 

usually have records of failure, truancy, and an overall 

lack of success in any area of their school lives. Few 

students who leave school early have records which indicate 

that they participated in extra-curricular activities or 

that indicate that they were able to get along well with 

their teachers or their school peer groups. Often drop-

outs are not able to read well and score poorly on 

intelligence tests. 

Many of the group characteristics of dropouts are 

also considered to be characteristics of delinquents. 

Most dropouts do not become delinquent, but the percent-

age of dropouts who become delinquent is !:,ignifican~ly 

higher than it is among youths who complete their public 

schooling. The causes of youths becoming delinqu~nt are 

multiple and are rooted in their total lives. Some 

writers have linked delinquency with the dysfunction of 

our present society. Others have indicated that delinquent 

behavior may be adaptive behavior in that youths often 
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attempt to conform to the standards of a partic\:llar peer 

group rather than to the legal ann moral st,andaI:ds of 

middle class society. The overall picture of the typical 

delinquent is usually one of a troubled frustrated youth 

who is leading a dismal and unpr.oductive life. 

Juvenile delinquency is cunsidered to be an acute 

national problem and seems to be increasing. The number 

and seriousness of crimes that are being committed by 

delinque~t youths are becoming nlore intense. For example, 

high percentages of burglaries, car thefts, larcenies, 

and robberies are being committed by youths' uncler eighteen 

years of age. The seriousness of the problem becomes more 

critical when it is realized that much delinquEmcy is not 

reported or is undetected. There is no incUca1::ion that 

the problem is going to be solved in the immediate' future. 

There are areas of disagr~ement as to the role of 

the school in the teaching of potential dropouts, potential 

delinquents, and delinquents. For example, some would 

limit the role of the school to that of. being responsible 

for the academic progress of students and to refer to other 

agencies those students who are not able to adjust to school. 

others woul('.l have the school expand its role t.o provide 
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jobs, medical services, and any other services that 

students need. This expansion of the role of the sr"'lOol 

would mean that schools would have to pl~ce great emphasis 

on bringing community agencies and schools into closer con-

i;act and for the schools to take the initiative in organiz-

ing groups to serve the total needs of youth. There, 

however, is a consensus of opinion that the schools alone 

cannot solve either the dropout or the delinquency problem. 

Even though there are differences in opinion as to 

the role of the school in meeting the needs of youth, 

there are some generally accepted areas of agreement. 

These areas of agreement primarily focus on the assumption 

that individual students have different needs and that the 

total school program should be flexible enough so that it 

can attempt to serve as many students as possible •. 

Neither the dropou~ problem nor the delinquency problem 

can be lessened by just encouraging students to stay in 

school. Schoul should be a place where students can attain 

some degree of success in terms of their personal goals. 

In many instances it may be necessary for schools to re-

examine some of their practices and seek new methods of 

teaching large groups of yo"ths who are different from 

each other. 

: '\; 



CHAPTER III 

METHODOLOGY AND PROCEDURES 

This study was designed to obtain individual 

information about a selected group of delinquent students 

as revealed t'hrough interviews .. -lith each student and one 

of! his teachers. The information obtained about the 

students included (1) the students' perceptions of their 

interests; (2) the. sl;udentl3' perceptions of their needs 

in regard to their interests; (3) t~e students' percp.p-

tions toward and knowledge of themselve!l, others, their 

immediate environments, and their wo;t:ld; (4) the students' 

perceptions of their per~ormances in the co~ounication 

skills (listening, speaking, reading, and writing); and 

(5) the perceptions of the studp.nts' tea.chers in regard 

to the information as listed above in :l t:ems 1 through 4. 

Presented in this chapter are descriptions of the 

stt.ldent population, th;!! teacher population I and the 
j 

"'I 
l 

instruments used to gather the data. Also included is a ql 
description of the kinds of data sought, the procedures 
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used to gather the data and how the data were 

processed. 

Student Population 

The delinquent students included in the study 

consisted of eighteen youths who had been declared delin-

quent. by the judge of the calhoun county Juvenile and 

Domestic Relations Court. At the time of t'his investiga-

tion,these stUdents were under the supervision of the 

Calhoun County Juvenile and Domestic Relations Court. 

~ch youth was enrolled in a junior high school at the 

time he was declared deling.uent. Tho;! total population of 

delinquent students in attendance in the junior high school 

during the tj.me this study was conducted is included in. 

the study. However I of the eighteen stuClents stu.died I five 

dropped out of l:ichool after reaching their sixteenth 

birthdays. Thus thi~tE~n 0t the eighteen were in attendance 

in school at the time of the investigation and five had 

dropped out. 

Teacher Population 

The homeroom teacher of each of the thirteen sub-

jects who were still enrolled in school was the teacher 

selected to be interviewed. The homeroom teacher ~<Ias 
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selected because he was in a better 'position to know about 

the total school progress of the student than any other 

individual teacher. 

Of the five delinquent students who dropped out 

of school after reaching their sixteenth birthdays lone 

dropped out during the school year in which the investi-

gation was conducted. Four dropped nut at the end of the 

year preceeding the investigation and their homeroom 

t~~~ers were no longer employed at the junior high school. 

Since their homeroom teachers were no longer available, 

the assistant principal, who knew each of the four stu-

dents, was interviewed. 

The Instruments Used 

The instruments used for this study were i~dividual 

interviews. An interview guide based on certai~ categories 

of desired information about each of the subjects studied 

was used. The categories of ir,formation are as follows: 

I. Attitudes 

A. To what extent is he interested in any part of 

the school curriculum? (Examples: association 

with peers, participation in school student 

clubs, or particular part of course of study.) 
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To what extent would he like to broaden his 

interests in any part of the curriculum? 

B. How does h~ spend his time when not in school; 

that is, what are his interests out of school? 

(Examples: association with family, participati--' 

in adult-sponsored activities including church 

activities, scouts, organized sports pros~ams, 

and Y..M.C •. ~.) To what extent would he like to 

breeden his out-of-school interests? 

c. What does he think of himself 'I (E,.~amples: his 

assessment of his ability to function well with 

his peer group, his assessment of whether or not 

he is usually happy, and how he really feels about 

himself.) 

D. What is his knowledge of self? (Examples: what 

he thinks he is accomplishing in school: whether 

he withdraws or is outgoing; and his state of 

physical health.) 

E. What is his perception of others? 

1. What does he think of his friends, his 

teachers, his family, his probation officer, 

and other adults with whom he identifies? 
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2. Does he ever t~lk personally with any adults 

other than members of his own family? 

F. What is his knowledge of others? 

1. What doe.s he know about his friends, about 

his teachers, about his family,. about his 

probation officer, and about other ~dults 

whom he identifies? 

G. What is his perception of his irnmecHate environ-

ment? 

1. How does he feel about the neighborhood in 

which he lives? 

2. How does he feel about the city in which he 

lives? 

3. How does he feel about t?e school he attends? 

H. What does he know about his neighborhood, 11is city 

and his school? 

I. What is his perception of his.world? 

1. How does he feel about the state in which he 

lives? 

2. How does he. feel about the country in which 

he lives? 
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3. Is he aware of anything that is happening. in 

the news concerning his state, his country, 

or out'side his co~ntry? 

J. What does he know abo~e his state, nation, and 

world? 

II. Performance in Selected Competencies 

A. Percepti,ons of Communication Skills 

1. Listening 

a. Does he have any physical hearing 

impairments? 

b. I.s he usually able to comprehend what 

the teacher is saying? 

c.Does he usually listen when the teacher 

is talking? 

d. Is he usually' able to follow directions 

which are given by his teacher? 

. e. What does he need to do to improve his 

listening skills? What can his teachers 

do? 

2. Speaking 

,a. How does he. feel about speaking? 

b. Is he free .of speech defects? 
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c. Is he willing to speak in class? 

d. Is he able to answer questions to which 

he knows the answers, when he is called 

on in class? 

e. Is his enunciation and pronunciation 

usually acceptable? 

f. Does he use reasonably good grammar? 

g. How is his ability to express himself 

influencing hi3 progress in school? 

Ii 
t , 

h. What does he need to do to improve his 

speaking skills? What can his teacher 

do? 

3. Reading' 

a. What does the student like to read about? 

b. Does he have any physical limitations 

which would affect his reading? 

c. Does he experience any difficulty with 

left to right eye movement? 

d. Is he able to divide words into syllables? 

e. Is he able to identify words by using 

context clues? 

f. Can he understand most of the reading 

material in the textbooks he uses? 
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g. To what extent does he read outside of 

class? 

h. Does he miss very many words when read-

ing orally in class? 

i. Does he read to learn about things other 

than assignments given in school? 

j. What does he need to do to improve his 

reading skill? What can his teachers do 

to help? 

4. Writing 

a. How does he feel about writing? 

b. Does he have any physical limitations 

which would affect his writing? 

c. Is his penmanship legible? 

d. Can he spell accurately? 

e. How much writing does he do in school? 

f. Does he ever have thoughts that he wants 

to write? 

g. Is his vocabulary developed.to the extent 

that he ~n express himself very well? 

h. What does he nei;d to do to improve his 

writing skill? What can his teachers do 

to help? 
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B. Teachnr Infcrmaticn Regarding Delinquents' Perfcrmance 

in Selected Competencies .of Listening, Speaking, 

Readi'ng, and Writing 

The interview guide was pre-tested .on two students 

and their hcmerccm teachers. A boy and a girl were selected 

at rand .om frcm the group .of students .... hc .... ere ur.·_~r the 

supervisicn .of the Calhcun Ccunty Juve,nile and Domestic 

RelaticnE! Court h'lt ,;,:10 were attending ano!::her tichcol. 

~~e interviewer posed broad, general questicns 

during the first pre-test interview. The purpose .of these 

questicns was tc determine if the desired infcrmation could 

'be secured without asking each specific question as it 

appeared .on the interview 'guide. It was fcund that after 

. the broaq questiens were asked, it .... as still necessary 

tc ask mest .of the mere specific questicns. 

The secend pre-test interview was cenducted by 

asking the questicns as ~hey appeared .on the interview 

guide. ~~e length .of the interview was shertened and the 

student's respcnses were m.ore easily .obtained. This was 

the methed used in interviewing the students whe were a 

part .of the study. The specific questicns included in 

the interview guide are included in Appendix A. 
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The interviews with the teachers were attempted 

with the investigator taking notes. The method worked 

successfully and was used in interviewing t.he teachers 

who were a part of the study. 

Data'sheets were compiled based on the categories 

of information desired about each student. A copy of a 

sample data sheet is included in Appendix B. 

Soon after each student was interviewed, his 

responses were tra~scribed onto a data sheet. A separa~e 

'data sheet was completed on each student interviewed. 

The investigator completed a data sheet based on 

the information secured from each of the teachers inter-

viewed. Some of the information was recorded immediately 

after the teacher gave a response. The remaining informa-

tion was written on the sheet shortly"after the interview 

with the teacher. 

After the completion of the interviews with the 

students: summary data sheets, based on the information 

included on the individual sheets, were compiled. The 

same procedure was followed with the data sheets compiled 

·from the teachers' responses. The results of the informa-

tion secured from the students and from their teachecs 

are reported in Chapter Four. 

~ ------------------------------------------------------.-----
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The Interview Settings 

The delinquents who were not dropouts were 

individually interviewed during school hours in a private 

room assigned by the principal of the school. No one was 

present during the interviews other than the interviewer 

and the student. Those students who were no longer in 

attendance in school were interviewed in a private office 

in th,e Calhoun County Courthouse. No one was present dur-

ing these interviews other than the interviewer and the 

student being interviewed. Tape recordings of all student 

interviews w~re made. 

The following procedur.~ was followed in interview- il 
! 

·t 
'" 

ing the students: 
! 

1. The interviewer would explain the purpose of 

the interview by saying: "I am interested in knowing just 

how you feel about certain aspects of your personal life 

and about how you really feel about school. You will 

notice that I am going to record what you say on tape in 

order that I will not have to write while we are talking. 

I am not going to call you by name so that, only you and r 

will know what you, as an individual, have said. I plan 

to talk to other young people about your age and then, 

after I am through, I hope that I will be able to offer 
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some suggestions as to how we might make school more 

helpful. Do you have any questions?" 

2. The questions from the interview guide were 

then asked of each delinquent. Some sample questions are 

as follows: 

~) Tell me about some of the things that you like 

to do when you are in school? (B) Tell me about some 

of the things that you like to do when you are not in 

school? ee) Tell me about what you think you are accom-

plishing in school? (D) When you are in classes in school, 

to what extent do you usually listen to what your teac~ers 

say in class? (E) When you are in classes in school, how 

do you feel when a teacher calls on you to answer a ques-

tioD out loud? (F) Tell me about some of the things you 

like to read about. (G) What can your teachers do to help 

you to improve your reading? What can you do? 

Questions were asked of the students and their 

teachE'.Is to obtain the same types of informati"on about the 

students. The teachers were interviewed in the same room 

in which the students were interviewed. The interviews 

were conducted with no one present other than the inter-

viewer and the teachers. The teachers' responses were 
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written either during or immeoiately following the 

interviews. The following procedure was followed in 

interviewing the teachers: 

1. The investigator would explain the purpose 

of the interview by saying: "I am interested in gathering 

some info'Cma~:\on about a grcmp of delinquent students who 

are in attendance in school hei;:8. Since you are the- home-

room teache.r of a particular st.udent included in the study, 

.I would like to talk with you about this student. Your 

name will not be usad. I hope that, as a result of this 

study, I will be able :0 suggest how th~ school program 

for this group of students might be ~~proved. Do you 

have any q'lestions?" 

2. The questions from the interview guide 'were 

then asked of one of each of the subject's teachers. 
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CHAPTER IV 

PRESENTATION AND ANALYSlf OF DATA 

This study was concerned with obtaining individual 

information about a selected group of juvenile delinquents 

f~om'which inferences might be made by teachers for curricu-

lum planning. The information is categorized into areas 

which include (1) the students' perceptions of their 

interests; (2) the students' perceptions of their needs in 

regard to, their~nterests; (3) the stuc'lents' perceptions 

toward and knowled~re of themselves, others, their immediate 

environments, a,nd their world; (4) the students' pe'rcep-

tions of their performances in the'communication skills 

(listening, speaking, reading, and writing); and (5) the 

perceptions of the students' teachers in regard to the 

information a9 listed above in items 1 through 4. 

Data were gathered from personal interviews with 

the students and with their teachers. These data are 

presented in this chapter in tabular and narrative form. 

The data in each category is presented in- a sequence which 

96 
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is consistent throughout the chapter. The sequence 

includes (1) the data obtained from the students; (2) the 

data obtained from the teachers; and (3) a comparison of 

the students I and the teachers I perceptions. 

Nature of the Population 

The total number of students studi.ed was eighteen. 

All eighteen had been declared delinquent by the Calhoun 

County Juvenile and Domestic Relations Courts. They were 

in attendance in a junior high school at the time they 

became delinquent. 

Sixteen students were boys and two were girls. 

Ten students lived with both parents; five lived with only 

one parent; and three lived with neither of their pprents. 

The nwribar of siblings in the student's families ranged 

£rom zero to nine with a mean of 3.9. Twelve of the 

students lived in neighborhoods considered by the juvenile 

cOurt'authorities as being high delinquency areas. 

The ages of ,the students, ranged from fourteen to 

sixteen year s .. Four were fourteen years .of age; nine were 

fifteen; and five were sixteen years of age. 

The grades the students reached in school ranged 

II 
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from seven through ten. Three reached the seventh grade; 

ten reached the eighth grade; three reached the ninth 

grade, and bio reached the tenth grade. All five of the 

students who had reached their sixteenth birthdays dropped 

out of schooJ.._ 

The Students' In-School Interests 

The first category of desired information included 

the students' interests in the school curriculum. The 

specific interests about which the students were questioned 

were (1) their association with peers: (2) their participa-

tion in student clubs and organizations: (3) their interests 

in the school's course of study: (4) other school interests 

identified by the students: and (5) the extent to which 

the students would like to have broadened their interests. 

The information about the students' interests was secured 

from the students and from their teachers. 

The Students' Perceptions 

All eighteen students expressed an interest in a 

subject area of the school program. Physical education 

was cited as being of 1nterest to fifteen students. Other 

specific school subjects mentioned were auto mechanics by 

four students, mathematics by three students: science by 

three students, h3nd by three students: art bY two students: 
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and English and social studJles by one student each. Table 

1 shows the number of responses given and the percentage 

of students who gave the responses. Since some students 

gave more than one an5'«er, Ithe percentages will total 

more than 100 per c,ent • 

• TABLE 1 

INTERESTS IN SCHOOL SUBJECTS 

Subjecll: 

Physical Education 
Auto Mechanics 
Band 
Mathematics 
Science 
Others 

Number of 
Responses 

15 
5 
3 
3 
3 
3 

Percent of 
Students 
Responding 

83 
28 
17 
17 
17 
17 

Five of the students indicated that they were 

interested in associating with their peers at school. 

Three revealed that they were interested in associating 

with their teuchers. Thirteen of the eighteen students 

studied did not express an interest in associating with 

their peers at school. 

School clubs and organizations were not initially 

mentioned by any of the students as being an area of 

interest. However, when specifically asked about how t!tey 
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felt about them, two revealed that they were members of a 

club; six said they were not members and had no desire to 

become members; si:<: indicated that they might want to 

become members; and four would not express an opinion. 

Four responses indicating different points of view are 

as follows: 

I do not want to join any. I do not like to join 
anything because I do not like to. I do not like 
them, I ain't never joined any. I have been asked 
but I just do not want to. 

I belong to the band and to the school "y" club. 
I think they help me physically and mentally and 
help me learn to do things right. 

I am not a member and have never been asked to 
Join. I do not know anything about them. 

I am not a member. I was asked but did not want 
to join because some of the people in them think 
that they are better than me. 

When the students were asked about what they thought 

would be exciting for them to learn in school, only four 

mentioned anything other than a particular school subject 

or subjects. Two said they were not interested in learning 

anything. Twelve named a particular subject or SUbjects. 

The students, as a group, seemed to equate learning 

in school with the mastery of a particular subject or sub-

jects taught in school. There was ver,y little evidence 
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that the students could really verbalize any particular 

area of interest about which they really wanted to know 

something. 

The students were asked if they would like to 

broaden or expand their interests in school. Ten stated 

that they would; and eight expressed no desire to broaden 

their interests. However, the ten students who said they 

wanted to broaden their interests gave answers such as 

"I would like to be in clubs later," or "I would like to' 

be more active." None of the students identified schools 

as a means by which a particular goal might be met. 

The Teachers' Perceptions 

The teachers were questioned to determine their 

perceptions of the students' interests in school. ~e 

teachers throught that six students were not interested 

in any par~ of the school curriculum. Four of the stu

dents were thought to be interested in a school subject 

or sUbjects: four were thought to be interested in 

sports; seven were thought to be interested in associating 

with other students: and one student was considered to be 

interested in associating .... 'ith his teachers. The t~~achers 

thought three students were thought to be interesteCl in 

clubs and organ~zations. 
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In response to a question asking the teachers to 

identify what they thought the students wanted to learn 

in school, the teachers' answers revealed that they con-

sidered only five students as interested in learning 

anything in school. Thirt~en of the students were believed 

not to be interested in learning anything in school. 

The teachers' perceptions of the stUdents' desires 

to broaden their interests in school were assessed. The 

'teachers thought that only three stUdents were interested 

1n broadening their interests. Fifteen students were 

thought not to be interested in broadening their int~rests 

in school. 

comparison of Teachers' and 
students' Perceptions Toward 
students' School Interests 

These data concerning the students' interests in 

school reveal that the tE)achers' perceptions and the 

students' expressed interests were quite different. The 

more important differences were those concerned with the 

interests of the students in a particular subject in 

schOOl; the students' interests in wanting to learn in 

school; and the students' desires to broaden their school 

interests. In each Q,f these areas, the tea,chers evaluated 

-----_ ...... -._-----------------------
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the students' interests as being much less than those 

expressed by the students. 

The students' Out-of-School Inte~ests 

The next category of desired information was con-

cerned with the students' out-of-school interests. The 

specific information sought ';las how the students spent 

their time when not in school. This included (1) the 

extent to which the students associated with their 

familjes; (2) the extent to which they participated in 

adult-sponsored activities (church, organized sports, 

scouts, and the Y.M.C.A.); (3) other interests identified 

by the students; and (4) the .extent to which the students 

\>!ould like to broaden 'or expand their interests '. 

The students' Perceptions 

In response to questions concerning their family 

activities, the students' answers revealed that twelve of 

the eighteen students did devote part of their time to 

frunilyactivities. Three of the students said that they 

attended movies with their families; three said that they 

just liked to talk with their families; three students 

indicated that they watched television with their families; 

two students s~id that they went on picnics with their 

families; and two students said they rode around with 

.. 
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their families. 

Family activities mentioned only once included 

Bingo, attending church, eating out, fishing, golf. and 

hunting. The total number of responses exceeded the num-

ber of students since some students des=ibed llIOre than 

one activity. Six students, however, said that they seldom 

participated in family activities. Those six students 

did ~ot identify any activity. 

The students were asked if they participated in 

the adult-sponsored actiVities available to them. The 

specific activities about which they were questioned in-

cluded church activities, organized, sports, the scouts 

and the Young ~n's Christian Association. 

Twelve of the eighteen students identified ~t 

least on~ adult.-:sponsor~d activity i~ which they partici-

pated. Five of the students said that they attended 

church regularly and three said that they wene occasionally. 

It is of interest to note tha't when des=ibing their 

family activities only one student said that he attended 

church with his family. 

None of the students w~e members of tHe scouts but 

eight were members of the Young Men's Christian Association. 

Five of the students participated in organized sports. No 
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other adult-sponsored activities were identif.ied by the 

students. 

The Teachers' Perceptions 

When asked about the out-ai-school activities of 

the students, the teachers could not identify a single 

activity of nine of the students. Only one teacher indi-

cated any knowledge about a student's family activities. 

This student was known to have a paper route with which 

his father helped him. 

The teachers thought that four of the students 

probably participated in activities in which they sl10uld 

not participate. ,However, the teachers indicated no 

knowledge about any specific activity. The teachers' 

answers revealed that four of the students partici~ated in 

sports ~ two were said to participate in "usual" teen activi-

ties ~ ,one was thought to be a sex problem; three ';iere 

thought to spend time 'at the young Men's Christian Asso-

ciatiori~ one student was thought to.spe~d·time reading; 

and one student was known to have a paper route. The 

teachers indicated that, to their knowledge, none of the 

students partiCipated in the scouts, and one student 

participated in church activities. 
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Comparison of Students' 
and Teachers' Perceptions 

A comparison of the students' answers and the 
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teachers' answers is not possible because of the limited 

information the teachers had about the students' out-of-

school interests. The teachers knew very little about the 

students' families, their participation in adult-sponsored 

activ:ities or whether or not the students attended church, 

The students' Perceptions Toward Themselves 

The next category of information was concerned 

with how the students perceived themselves as getting 

along with their school and neighborhood peer groups. It 

was also concerned with the students' assessments of 

whether or not they were happy, and haN they really'felt 

about themselves, 

The Students' Perceptions' 

The students were asked to assess their abilities 

to get along with their classmates at school', Their 

.answers were categorized into three areas which were 

(1) above average,' .(2) average, and (3) below average, 

Eight of the students' answers revealed that their rela-

tionships with their classmates were above average; seven 

were below average; and three were average, 
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Ear1~er in the interviews only five students said 

that they were interested in their school peer relation-

ships. Yet when asked to evaluate how well they were 

getting along with their school peers, eight said that 

their relationships were above average. One possible 

explanation for the differences in their answers is the 

fact that the first series of questions were open ended. 

The specific request for the students to "tell me how well 

you get along with your classmates at school," elicited 

a slightly different response. However, in each series 

of questions, the students' answers indicated that more 

of them were interested in their neighborhood peers than 

in their school peers. Seven of the students recognized 

. that they were not getting,along very well with their 

peers at school. 

The students were asked to assess their abiJ,it,Les 

to get along with their neighborhood friends. Theil:' 

answers were classified into three areas which included 

(1) above average, (2) average, and (3) below,' . 'rage. 

Six of the students thought that their relation-

ships with their neighborhood friends were above average; 

nine were average: and th.1:'ee were below average. In 

'j 
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comparing the answers of the students' assessments of th.eir 

abilities to get along with their school peers and neigh-
') 

'. borhood peers, it seems significant that fifteen students 
\.~ 

" 
thought they were either getting along average or ~bove 

the average with their neighborhood peers I while eleven 

thought that they were getting along average or above 

average with their school peers. The students' answers 

consis'tently showed tJ"eir apparent high regarc1 for their 

neighborhood peers. To a lesser degree their answers 

showed that: the majority of the students were interested 

in associating with their school peers. 

The students were askec1 to identify the things 

about which they were happy. All but three indicated at 

least one area of happiness. The most frequent responses 

were "being at home," by four students; "being in school," 

by two students; "I do not drink," by 1::\0;0 students; "I can 

do as I please, It by two students; and "having fr iends I" 

by two students. Many of the areas of happiness ic1enti-. 

fied by tl,e students were not positive responses. For 

example, "I do not drink," and "I do not have enemies," 

have negative emphasis. Only two students mentioned any 

part of school life as being an ~ of happiness. One 
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student's answer about being happy is as follows: 

Quitting school. I am going to quit tomorrow. 
I'll be sixteen and I do no.t like to go to 
school. I do not like the s'::!lOol. I do not like 
the teachers. They suspended me last week 
because I called a nigger a baboon and they 
suspended me. They have too many rules, they 
will not let us chew gum or smoke. 
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Three students said that they were not happy about 

anything. It is difficult to imagine a student's being 

interested in school or in learning if he cannot think 

of anything in his whole existence about which he .can 

find something to be happy. The responses the students 

gave concerning their are~s of happiness and the number 

and percentage of students who gave each response is shown 

in Table 2. Since some of the students gave more than 

one answer, the total percentage will be more than '100 

per cent. 

When asked to indicate what they were unhappy 

about, six said that they were not unhappy about anything. 

Five of the students specifically mentioned school as 

being an area of their lives about .... hich they were unhappy. 

No other single area of unhappiness was mentioned more 

than one time. The areas mentioned once were as follows: 

war in Viet Nami trouble with police; had to get his hair 

c 



TABLE 2 

AREAS OF HAPPINESS 

Responses 

Being at horne 

Not anything 

Being in school 

Does not dr ink 

Freedom to do as pleases 

Having friends 

Has car 

Healthy 

Moving to AI izona 

Moving to Florida 

Mother has job 

No enemies 

Quitting school 

Waking up every morning 

Number of 
Students 

4 

3 

2 

2 

2 

2 

1. 

1 

1 

1 

1 

1. 

1. 

1. 

110 

Per Cent 
of 

Students 

22 

17 

11 

11 

11 

11 

6 

6 

6 

6 

6 

.6 

6 

6 

cut; nothing to do: father got killed; recent car wreck; 

unhappy with sisters: and dad is in Korea. 

The students were asked to explain how' they really 

felt about themselves. The interviewer experienced more 

difficulty in getting responses to this question than with 

any other question asked. In every interview the question 
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had to be repeated at least once. Some representative 

answers are as follows: 

I never thought of it. I'm here just like every
body else. I'm happy. 

I'm di.ssatisfied with myself. I'm sorry that I 
stole that car. I'm dissatisfied with myself. 

I feel fine and all right. I'm gjlad that I am 
alive • 

~ do not get mad too easily. I guess I am all 
right. I get along with my friends, neighbors, 
and family • 

In re:sponse to the question asking the students 

how they felt about themselves, four said that they were 

happy with thE~selves: three indicated that they were dis-

gusted or felt, ,guilty about themselves:. three were unable 

to answer the question: and two students' said that they 

felt they could get along well with people. In addition 

to the multipll:! rf!sponses, single responses were: "I'm 

here like eVe:Cl{body else:" "I can do as I please:" "I do 

not get mad ea~iily: It "I am an average person; II and flI 

enjoy being in g::coups." All eighteen of the students had 

difficulty in answering the question. Not one student 

could answer the quest.i,on without probing from the inter-

viewer • 
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The Teachers' Perceptions 

The teachers' perceptions were assessed as to how 

they thought the students were getting along with their 

classmates. The teachers' responses were classified into 

three areas. The areas of classification were (1) above 

average, (2) average, and (3) below average. The teachers' 

responses indicated that eleven students' relationships 

with 'their peers were below average; four were above 

average; and three were average. 

The teachers were asked if they could identify any 

area about which they thought the students to be happy. 

Eight of the students were thought not to be happy about 

anything. Five were thought to be happy about some 

aspect of schoolz'threE; were thought to be happy about 

their peer relationships; two were thought to just seem 

happy; one was thought to be happy with sports; and one 

was thought to be happy with auto mechanics. One teacher 

did not express an opinion about one student. 

The ,teachers were asked to identify some things 

about which they felt the students to be unhappy. Six 

students were thought to be unhap'py about their school 

adjustments; three were thought not to be unhappy about 
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anything; two just seemed generally unhappy; two seemed 

unhappy about their families; one was unhappy about any 

kind of control being exerted on him; and one seemed un-

happy about current racial problems. The teachers expressed 

~o knowledge as to how they felt about the unhappiness of 

three of the students. 

Comparison of the 
Students' and 
Teachers' Perceptions 

The students' assessments of their abilities to 

get along with their classmates in school and with their 

neighborhood friends were different from their teachers' 

assessments. The teacher did not think the students were 

getting along as well as the students thought they were. 

The students' and teachers' identification. of 

the area of happiness and unhappiness of the students was 

also different. The teachers had little knowledge about 

these areas. The only area of agreement was that" both 

groups indicated the students' unhappiness wi.th school 

as the more predominately mentioned area of unhappiness. 

The Students' Knowledge of Themselves 

The next group of questions were asked to discover 

what knowledge the students had about themselves. The 
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specific information desired was (1) what the students 

were accomplishing in school; (2) whether the students were 

withdrawn or outgoing; (3) the students' state of physical 

health; and (4) the students' abilities to reveal facts 

about themselves. 

~~e Students' Perceptions 

Table 3 shows the responses the students gave con-

cerning what they thought they were accomplishing in 

school. The number of responses will exceed the number 

of students since some students gave multiple answers. 

TABLE 3 

ACCOMPLISHMENTS IN SCHOOL 

R~sponses 

Not anyth~ng 
Getting an education 
Preparing for a job 
Learning to get alor.g with people 
Learning English 
Learning Mathema'tics 
Learning sports 
Meeting people 
Others (single) 

Number of Responses 

6 
4 
3 
2 
2 
2 
2 
2 
7 

The students' answers concerning their school 

accomplishments were void of any indication that school 
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was serving as a means to help them reach future goals. 

Ambiguous answers such as "getting an education," or 

"learning English," dia not reflect any real identifj,ca-

tion of values which the school could help them to develop. 

The only answer which might have been construed as an 

identification of future goals was "preparing for a jObo" 

This answer, within itself, haa little meaning because 

-the students did not say how school was helping them to 

prepare for a job nor did they indicate the job for which 

they were being prepared. 

The students were asked to indicate whe,ther they 

usually participated in class activities. Their answers 

were categorized into three areas which were (1) outgoing, 

(2) withdrawn, or (3) neither outgoing nor withdrawn. 

Eight students' answers indicated they were with-

drawn; and eight answers indicatea that they were out-

going. Two students' answers could be categorized neither 

withdrawn nor outgoing. Some representative answers are 

as follows: 

I usually join in, I holler out ana tal~. I 
participate in everything that goes on in the 
classroom. 

I try to join in when I know the lesson. 
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I'm not too good in answering questions. 
do not join in. 

I let the others. It would be wrong if I said 
anything anyway. 
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~~e students were asked to say whether or not they 

were physically healthy. Fifteen students said that they 

were healthy. Three indicated that they had some prob-

lems with their health. No student had a serious health 

problem. 

The last question concerning the students' knowl-

edge of themselves was, "Tell me what you really knovi 

about yourself." The interviewer experienced some oiffi-

culty in obtaining answers to the question; even though 

the students seemed to understand the question. Thirteen 

students gave a total of twenty-eight responses. Five 

students were unable to cite a single fact about them-

se1~s. Some representative answers are as follows: 

I am five feet seven and weigh 145 pounds. I 
have brown eyes and hair. I do not have a 
disease of any kind. 

Not much. A person really does not know much 
about himself. I know that I am not going to 
get in any more trouble and that I am going to 
make something gut of myself. 

I ain't really intelligent. I know gnough to 
get through school but I'm no genius. I like 
to have fun. 
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I never really thought about it. 

only one response was given as n'any as three 

times. That response was, "I like sports." Responses 

given twice are as follows:' "I am healthy;" "I like to 

be with people;" and HI get along well with people.-

The Teachers' Perceptions 

The teachers were ~skeQ about what they thought the 

students were accomplishing in school. Their answers 

t rl.'\vealed that twelve students w'ere not accomplishing any-
! 

thing. only one student was thought to be above the 

average in performance. in his school subjects. one stu-

dent was thought to be average in his performance in 

his school subjects. Three student~ were considered to 

be below average in their performanc;e in school subjects, 

but they were thought to be accomplishing something in 

school. An analysis of the teachers I answers concerning 

the specific accomplishments in school of the six students 

i who they thought were accomplishing something in school 

is as follows: Five of the stUdents were thought to be 

accomplishing something in their school subjects; two of 

the six students were thought to be learning to get along 

with people; and one student was thought to be developing 

leadership qualities. only three different areas of 
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accomplishment were identified for the six students. The 

teachers' answers r,evealed that they thought the students 

were accomplishing very little in school. 

The teachers were asked to express their opinions 

as to whether the students were outgoing, withdrawn, or 

neither outgoing nor withdrawn in class. Their answers 

revealed that ten of the students were withdrawn; seven 

were.' outgoing; and one was neithF.'x outgoing nor withdrawn. 

The teachers were questioned to determine their 

perceptions of the health of the students. Their answers 

revealed that seventeen of the students were healthy and 

that one student had health problems. 

comparison of the 
Students ' .. and 
Teachers' Perceptions 

The students thought that they were accomplishing' 

more in school than their teachers thought they were 

accomplishing. However, the students' and teachers' 

answers revealed that the students were making very little 

progress in school. 

The students and teachers thought that most of 

the students could be classified as either outgoing or 

withdrawn in class. Their opinions differed in that the 
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teachers thought that more students were withdrawn than 

the students thought were withdrawn; and the students 

thought that more students were outgoing than the teachers 

thought were outgoing. 

The students' and teachers' assessments of the 

students' health were very similar. None of the students 

were thought to have a serious health problem by either 

the Students or teachers. 

The Students' Perceptions of Others 

The students and their teachers were questioned 

as to the students' perceptions of others. Specifically 

they were questioned about the students' friends, families, 

teachers, probation officers and other adults whom the 

, 
students and teachers could identify. Eor the purposes 

of, analysis, the students' and teachers' answers were 

categorized into four areas: (1) positive feelings, (2) 

negative feelings, (3) neither pOsitive or negative, and 

Ii (4) no answer. 

Ii , , The Students' Perceptions 
q 

The students were asked about their feelings toward 

their friends. All eighteen students answered the 
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question and gave a total of twenty-four responses. Of 

the twenty-four responses given, only one was considered a 

negative res) ~nse. Twenty-three responses were considered 

to be positive. Some of the students' responses are as 

follows: 

Just normal, just like I would be with most people. 
I feel free to say what I wish and they feel the 
same way. Sorta like being with your dog, you 
can do what you want to. 

Feel that I am as good as they are and I like 
to have fun. I am relaxed. 

I feel good. I like them, we go off together. 
They do not get drunk and start fighting and 
things like that. They try to help me. 

If I know them, I feel okay. When I first know 
people, I feel kind a nervous. 

Great, you can joke around with 'them. You feef 
like you have known them ail of your life. You 
feel like you' can have a gooa time. They have 
about the same views as me. 'You can feel like 
yourself. 

The students were asked about their feelings toward 

thei.r families. They gave a total of twenty responses, 

eighteen of which were categorized as positive feelings 

and two of which were categorized as negative feelings. 

Some of the examples of their 'answers are as follows: 

Sorta hard to answer. Most of the time pretty 
good. You have to walk a chalk line and do 
what is right. 



That's a different story. I like to be with mom 
but dad is always grouchy and is fussing . 

. Normal, but I have to not do some things that I 
want to when I am with them, you know, just like 
anybody else would feel with their family. 

Just normal. I have plenty to eat and a place to 
stay. 
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When asked about their teachers, the students gave 

a total of twenty-five responses. Sixteen of the 

responses were indicative of negative feelings; eight 

represented positive feelings, and one response was 

neither ne~ative or positive. Some of their responses 

~l.re as follows: 

With some, o.k., with others, sorta scared. With 
some of them if you have a problem, they will help 
you. The others feel like that they have spent 
.too· much time with you already., 

Sad. I do not know much about homework and books 
and things like that. 

Nervous. I am afraid that they will ask me to do 
something that I can't do. 

I do not' .feel so gooo. Mostly I do not like the 
school. Some of the teachers are all right but 
most of them are not. ·I think that they are 
grouchy. 

They fuss on me because I do not do my work. 

Sorta hard ~o say, every time I say something, 
everybody starts laughing. This is O. K., because 
it is better to leave people happy than to leave 

; .'" 
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them sad. I do not feel friendly toward ehem. 
It is hard to get to know them. 

r feel pretty good. I think my teaChers are 
interested in me. I'm not nervous when I am 
with my teachers. 

Questions were askeg 9£ the students concerning 

their feelings about their probation officers. Four of 

the students would not. express themselves. Eight stu-
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dents had .. positive feelings and three had negative £eel-
.~ 

uigs' about thcl.::s.probation officers. Three an,5wers could 
.,.~ ........ , 

be categorized as neith~r positive r.br negative. Some of 
' .. ~'~ .... 

the students I answers are as····zQllows: 

1: lik!:! to be with her. She ha~'dpne a lot for me. 
'" " 

r feel. nervous. 

All right. 
". I think he is interested in me. . ..... 

" 

All right sometimes. All nervous :inside somet,imes' '''' 
'because I am afraid that he may have found out "'" 
something I have done wrong. . ... ". 

You do not know what is coming next. You never 
know when you are goners. Pretty nervous. 

In summary, the students made more positive 

statements about their friends and families than they did 

about their teaChers and probation officers. They made 

more negat.ive statements about these teachers than about 

anyone else. This information is shown in Table 4. The 
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number of responses exce~ded the number of students since 

some students gave multiple responses. 

TABLE 4 

STUDENTS' PERCEPTIONS OF OTHERS 

Categories Number of Number of Number of No 
Posj,tive 
Responses 

Negative 
Responses 

Neither Answer 
Positive 
nor Nega-
tive 

Family 18 2 0 0 
Friends 23 1 0 0 
Probation Officer 8 3 3 4 
Teachp..rs 8 16 1 -0 

The students were asked to identify aGults other 

than their famili,rs, their teachers ,or their probation 

officers with whom they had good relationships. Six 

students did not identify anyone. Nine students mentioned 

one other adult and three students identified·more than 

one. Adults mentioned more than once included relatives, 

neighbors, a service station owner. 

The students were asked to identify adults other 

than their families, their teacher s and their probation 

officers with whom they had poor relationships. Thirteer\ 

students did not identify a.nyone. Four students identified 
\. 
" \ 
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~e1atives. One ~tudent said he did not get along with 

anyone who hsrnarts off to me." 

Ir; summary, these students as a c;roup indicat.ed 

that they did not associate with many adults other than 

their families, teachers and probation officers. Not one 

student identified a law enforcement officer as a person 

with Nh6m he associated. 

The Teachers' Perceptions 

Questions were· asked of the teachers to determine 

. their perceptions toward how they thougflt the stuuents 

felt about their friends, families, teachers, and proba-

tion officers. The teachers' responses to these ques-

tions are summarized in Table 5 as to the number of posi-

tive responses, number of negative responses and .1f the 

teachers did not respond. 
I 

The teachers were asked to ideTltify any adults 

other than the students' families, teachers, and proba-

tion officers the students associated. None of the 

teachers was able to identify any. 

Comparison of Students' 
and Teachers' p.erception~ 

The most significant comparison is that of the 

students' perceptions toward their teachers. The students' 

'i _, 

. ;, 



TABLE 5 

TEACHERS' PERCEPTIONS OF STUDENTS' 
FEELINGS TOWARD OTHERS 
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Categories Number of Number of Number of 

Families 
Friends 
Probation Officer 
Teachers 

Positive 
Responses 

4 
10 

0 
5 

Negative No 
Responses Responses 

4 10 
3 5 
0 18 

13 0 

answers revealed that they had more negative feelings 

toward their teachers than toward anyone else. The 

teachers' opinions SUbstantiated these negative feelings 

of th~ students in that thirteen of the eighteen students 

were ~ought to have negative feel~gs about their teach-

ers. The students' answers concerning their feeling? 

about their friends nevealed that their feelings were 

highly positive. The teachers thought that ten of the 

students had positive feelings about their friends and that 

three students had negative feelings • 

. The Students' Knowledge of Others 

The next category of desired information included 

the students' knowledge of others. Specifically the 

students were asked to cite some facts which they kne"r 

".'; 
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about their friends, their 'teachers, their families, their 

probation officers and othe:r adults whom they identified. 

The teachers were asked to express their opinions as to 

the extent of the students' knowledge about the same 

individuals. 
" 

The Students' Perceptions 

When asked to "tell me some things that you know 

about your fl: iends," six students gave from five to six 

facts; five galve from three to four facts, and four 

students gave one fact. One sbudent was unable to tell 

anything about his friends. 

Answers to previous questions about their friends 

were indicative of the students' apparently high regard 

for their friends. Yet, the students seemed to be unable 

to verbalize very much about their friends. It seems 

significant that one half of the students interviewed 

could not relate as many as three facts about their 

friends. 

in response to a question asking the students to 

in'dicate some things they knew about their families, the 

follOWing data were Obtained: Eleven students gave from 

three to six facts, and six students gave from on~ to two 

..... 
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facts. One student was unable to tell anything about his 

family. These students should have had extensive knowledge 

of their fami.lies, yet they seemed unable to relate very 

much information. Some representative dnswers follow: 

Mother likes to visit grandmother. They like to 
r ide around in car s . They are nice" 

Daddy works in the day time. My grandmother is 
sick and weak. 

My sister is real nice to me. My mother works 
all the time. We all get along well. 

~~ey are relaxed sometimes and nervous sometimes, 
especially when my little brother gets sick. 

The students were asked to indicate some things 

that they knew about their teachers. Eight students did 

not identify an~tthing. Four students gave from four to 

six facts and six students gave from one to two facts. 

In relating information about their probation 

officer, six students gave from three to six facts; ten 

students gave from one to two facts; and two students were 

unable to cite any facts. 

Five of the students had previously identifi~d 

adults with whom they associated other than their fam,ilies, 

teachers" and probation officers. Those five students 

were asked to relate some things that they knew about the' 

! ' 
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~~u1ts whom they had identified. Four of the students men-

tioned a ~ota1 of eighteen facts about the adults. One 

student was unable to cite any facts. 

The Teachers' Perceptions 

The teachers were asked to comment on the extent 

to which they thought the students possessed knowledge 

about their friends, families, teachers, and probation 

officers. The teachers had not previously identified any 

other adults with whom the students associated. The 

teachers' answers were put into three categories which 

III/ere (1) adequate knowledge, (2) limited knowledge, and 

(3) no response. 

The teachers' responses indicated tha.t seven stu-

dents had adequate knowledge of their friends, seven had 

a1dequate knowledge of their families, and one student had 

an adequate knowledge of his teachers. The teachers 

~~ressed no opinions as to the knowledge the students 

possessed about their probation officers or other adults. 

A IComparison of the 
Students' and 
Teachers' Responses 

Because of the teachers' apparent lack of information 

abo\'lt the students I knowledge of their families, friends, 



, . 
I j 
II 
Jt 
w 

129 

probation officers and other adults; it was not possible 

to compare their answers with the students" answers. The 

teachers' and students' answers concerning the students' 

knowledge about. their teachers seemed to be consistent. 

The teachers thought that only one student had an ade~ 

quate knowledge about his teachers and that sixteen stu-

dents had a limited knowledge. The students' answers also 

reve~led that, as a group, the students were unable to 

express much knowledge about their teachers. 

The Students' Perceptions of Their 
. Immediate Environment 

nle students were questioned as to how they felt 

about (1) the neighborhoods in which they lived, (2) the 

city in which they lived, and (3) t~e school they attended. 

The students weze asked to specifically identify what they 

liked and what they would like to change about their neigh-

borhoods, City, and school. 

The Students' Perceptions 

In regard to the neighborhood in ~hich they lived, 

the students' answers revealed that they liked twenty-four 

things and that they wanted to change fourteen things. 

Some examplet~ of their answers concerning what they liked 

·\1 . 
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about their neishborhoods are as follows: 

The cleanliness of the neighborhood. People do not 
throw garbage around. They keep their dogs up. 

It is quiet and it ain't noisy. The people will do 
anything for you. 

I like the boys in the neighborhood. 

Everybody on the street is kin to everybody el5~. 
It is a good thing that_ everybody knows each 
other and gets along well together. 
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Some examples of the students' answers concerning 

desired changes in their neighborhoods are as follows: 

I do not like it really. A lot of people say that 
it is not a respectable place to live, and you 
have to live with that too. However, it is a 
place to live and eat and sleep. 

I would move some of the old women out.- They are 
always running their mouths and griping about 
something. 

The rules. Some of the sorry people should move 
out. 

Thirteen of the eighteen students gave a. total of 

thirty-four answers regarding tha city in which they 

lived. Some examples of their answers ar~ as follows: 

There are a lot of places to play like the Y .M.e.A. 
and the football field. 

I've been li~ing here fifteen years and I like 
everything about it. 

';i!he skating rinks: the dances in the city auditorium. 
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It is a fitten place to live; the police try to 
keep it clean and do not allow people to roam 
around l~e streets at night. It is a nice size 
city, it is not huge and it is not little. Xt 
is growing. 

Eleven of the eighteen students gave a total of 
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seventeen responses to the question regarding things Which 

they wanted to change about their city. Some representa-

tive. answers are as follows: 

Ain't nothing I would like to change. 

The smoke house should not be there, it is where 
men play pool and gamble and do thinks like thilt 
and it needs new stores. 

Would like to have the slums and colored sections 
cleaned up then the colored people would quit 
yelling. 

I would like for the town to be dry. I woulQ like 
for all the liquor and beer to he pOI~,=ed down the 
drain. It sells, liquor, whiskey and beer. G~t 
that stuff out; of here. A lot of teenilg(~S like 
me get drunk, rob stores, and if we could not get 
the liquor, we would not do it. 

The colored people should get along 'loIit'h the 
whites; th~whites should get along ~ith the 
whites; they should not go around fighting. 

The students were asked to indicate the things 

they liked about the school they attended. Eleven stu-

dents indicated from two to four aspects of school whic11 

they liked; and each of two students listed one 81ing 

they liked. Five students said that. they did not like 
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anything about schooL The total numbe:c: of responses given 

was thirty-four. Sorr~ representative answers ar.e as 

follorws: 

I do not IDee nothil1g about it. 

I IDee it because my friends go there. The 
teachers w~ll help you i£ you want to learn. 
The teachers are fine and it is a good school; 
but the teachers will not help you if you act 
IDee you do not want to learn. They will just 
let you sit there .. I do O.K. in school, though. 

./4'1' friends and the gym and that I s all. 

I like the foOO, physical education and math and 
where you learn to build things. 

Good clean wctils and clean classrooms; having 
clean 10Ialls and classrooms helps us ~ the way 
it is ,run; they have ,nice teachers. 

The students were questioned as to the things 

they wanted to change about the school they attended. 

Eight students verbalized from two to three aspects of 

school which they 1oIo~11a lib:; to change and seven stu-

dents mentiooC'd one. Three students did not mention 

anything. The students gave a total of twenty-five 

responscsto the question. Some examples of their 

answers are as follows: 

I wonld liJee to change the colored and the 
whit'~. You know, make the colored go to one 
school and the whites to another. 



Some of the teach~:s; the desks and chairs need to 
be replaced; they have marks allover them. 

Would like to c, ""nge the teachers anc1 that's all; 
it woulc1 be nice t~ have new teachers up here. 

New teac'1ers and a new principal anc1 to change 
the ru'~es about smoking and gum chewing. 

Some of the teachers show favoritism. You can see 
this. Those wlho do not have enough money c10 not 
get fair treatment. I woulc1 like for schools to 
have clothes like acac1emies where everyboc1y c1resses 
just alike. Some students wear rags and some wear 
expensive cl')t~hes. Teachers show favoritism toward 
those who we expensive clothes. If everyone 
dresued alike, ~Tl=yone would be treated equally. 

Burn ~t down is the only thing I would like to 
change. 

The Teachers. 

Not anythi~g wrong with it. 

The colored should go to their own s,chool. 

The teachers' attitude toward tl1e students. 

In summary, the stuc1ents numerically identifled 

more things that they likec1 abou't their school than they 

dislikec1 . However, the intensi,ty of some of their 
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answers revealec1 a genuine c1islike for school. Statements 

such as ''burn it down· anc1 "get new teachers and a new 

prl.ncipal," are inc1icative of rather intense feelings. 

The students' answers concerning the things they wanted to 

change about their neighborhoods and cities c1id not 
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reveal their-.intense feelings as did their answers about 

the school they attended. 

The Teachers '. Perceptions 

Only three teachers expressed an opinion as to 

"'hat they thought the students liked about their neigh-

borhoods. 'rhe teachers who did respond said that one 

student probably liked his peer group; one student prob-

"lhly 'liked the neighborhood recreation facilities; and 

one student was thought not to be interested in anything 

about his neighborhood. None of the teachers expressed 

an opinion as to what they thought the stUdents wanted 

t~ change about their neighborhoods. 

Only one of the teachers expressed an opinion as 

to ",hat he thought a student liked about his city ahd 

"'hat the student wanted to change about his city. This 

teachar revealed that the student probably did not like 

anything abo'ut his city and that the student probably 

would like fewer restrictions on his behavior by the 

city. 

All of the teachers responded to the question 
1'::~ 

concerning their opinions as to what the students liked 

about school. The teachers' answers revealed that eight 



<'~. ,. ---".~. ~~.,~, -------------------------K----------------
i·! p 
}; 
I 
; 

: J 

135 

students did not like anything about school and that 

three students liked most of the things about school. The 

t5&ch~rs thought that seven students liked certain phases 

of school, but that the things they liked were very 

limited. For example, six of the seven were thought to 

like their peersj two were thought to like sports and one 

was thought to like the· band. 

Only four of the teachers responded to the ques-

tion concerning their opinions as to what they thought the 

students wanted to change about school. The teachers' 

responses indicated that three of the students wanted 

fewer restrictions and that one student wanted school to 

be made easier for him. 

A Comparison of the 
Students' and 
Teachers' Perceptions 

It was not possible to compare the students'· and 

teachers' responses concerning the students' feelings 

about the neighborhoods and cities in which the students 

lived or abo'ut the things the studellts wanted to change 

about school. It was possible I however, to compa;re the 

students; and teacher's answers abou't what the students 

E11fed-:aootit. school. The teachers thought that the 
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students did not like as many things about school as the 

students said they liked. However, both the students' and 

teachers' answers revealed that the students, .as a group, 

had serious deficiencies as far as their liking very much 

about school. 

The Students' Knowledge of Their 
Neighborhoods,City, and school 

Questions were asked of the students and ~heir 

teachers to determine if the students had any basic 

knowledge about their neighborhoods, their city~ and 

their school. The students' answers were analyzed as to 

the number of facts they could cite. The teachers' 

anSWers were analyzed as to whether they thought the 

students' Jrnowledge 'Was (1) adaquate, (2) limited" or 

. (3) unknown to the teacher. 

The Students' Pe~ceptions 

The students were asked to tell some things that 

they knew abou,t the neighbo:r;h90ds and city in which they 

lived. The eighteen .stUdents gave a total of thll:ty-six 

statements about their neighborhoods anc;:J thirty-four facts 

about. their city. Some examples ot th:air ans~ers about 

their neighborhoods are as follows: 
p. 

" 
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It,is a'sorry place to live. They have rules that 
I do not like. The rules will not allow ~ou to 
play around the buildings. 

It is quiet. 

It is a nice neighborhood. There is a park in 
it. I do not like the highway that goes in 
front of it. 

It is a rough side of town. Everybody lowrates 
it, but they do not corne over and tell us. 
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Some examples of the students' answers concerning 

their city are as follows: 

It is in northeast Alabama: I know where every
thing is in Anniston: it's population is 
about 70,000. Jacksonville State Univ~rsity is 
located just north of Anniston" Ft_., McClellan 
is nearby. 

Eve.r'ybody has to go by the law. 

Not much fighting on streets: streets are clean: 
good police force; a good place to live. 

A pretty good place to live; not very big: 
not as big as Birmingham or Gadsden: has a 
lot of nice people in it. 

The st~dents were questioned as to their knowledge 

,of the school which they attended. Their anSWE!rS are 

analyzed as follows: Eight students were able to cite 

from three to s~ facts about their school and five stu-

dents gave from one to two facts. Five students could 

not give any factual information about their school. The 

, j 
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total number of answers given was thirty-four. Some 

examples of the students' answers are as follows: 

Its nice: has I.W.P. (independent work period): 
I like I.W.P.; has a sports program; has a shop 
to learn a trade.' 

There are some mean boys who go there. The 
colored go there. 

I can't think of anything. 

Not too much. 

Bad rather not say; after the accident, I do 
not like the school; before my accident they 
'did not search the colored people and did not 
protect us, if they would have my accident 
would not have happened. It is big and the loca
tion is good. (NOTE: The accident to which ne 
refers involved him and a Negro boy in an inci
deat where he was cut during 'a fight with the 
other student.) 

In summary, all of the students were able to 
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give some factual information about the neighborhoods in 

whiCh they lived even though the information was limited. 

Five students were unable to give any information about 

the city in whiCh they lived and five students did not 

give any facts about the school they attended. Table 6 

summarizes this information. 

TeaChers' Perceptions 

The students' teachers were asked t.e indicate 

their opinions as to the extent of the students' knowledge 
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TABLE 6 

NUMBER OF STUDENT RESPONSES ABOUT FACTS ~ONCERNING 
THEIR NEIGHBORHOODS, CITY AND SCHOOL 
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Number of Number of Students ResEondinoL 
Statements Given N'eighborhood City School 

Six 0 1 0 
Five 1 0 1 
Four 0 2 1 
Three 5 3 6 
Two 4 4 2 
One 8 3 3 
zer'o 0 5 5 

Total Students 18 18 18 

of their neighborhoods, c.ity, and school. The teachers' 

answers were categorized into three areas which were (1) 

ad(equate knowledge, (2) limited knm"ledge, and (3) no 

response. 

The teachers' opinions as to the, students' knowl-

edge concerning their neighborhoods revealed that seven 

students were thought to have an adequate knowledge; and 

nine students were thought to have a, limited knowledge. 

Two teachers did not expl!:ess an opinion. 

The teachers werE~ asked to assess the students' 

knowledge of the city in which they lived. Every teacher 
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responded to the question and indicated that sixteen 

students probably had a limited knowledge and that two 

students had an adequate knowledge of their city. 

The teachers' opinion as to the students' knowledge 

of the school they attended were assessed. The teachers 

thought that eleven of the students had a limited knowledge 

and that six students' knowledge was adequate .. One teach-

er did not express an opinion. 

A Comparison of 
the students' and 
Teachers' Opinions 

The answers from both the students and the teach-

ers revealed that the students expressed very little 

factual information about their neighborhoods, city, or 

school. This was indicated by the small T:\.unber of 

facts the students could cite and by the teachers l 

appraisal of the students' knowledge as being .limited. 

~e Students' Perceptions of Their World 

.The students and their teachers were questioned 

as to the students' perceptions of their world. 

Specifically they were asked about the state in which 

they lived, the country in which they lived, and about 
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their ilnterest in news happenings. The students were 

asked to identify what they liked and what they wanted 

to charlge about their state and country. 

The St1lldents' Perceptions 

The students were asked to identify some things 

that they liked about the state in which they lived. 

Five students did not identify anything. Thirteen stu-

dents mentioned forty-five things which they liked about 

their state. Some examples of their answers are as 

follows: 

A nice place to live; the way it is run; the 
laws. 

The hunting grounds, fishing areas, cheaha park; 
a nice state; it is clean; the odor ~J good. 

It is my home> I like Birmingham and other 
places like that. It is not tqe number one 
state to live in but it is all right. I have· 
learned to like it because I have lived in it 
aI-l of my life. 

:£1; is hard to explain, I don't know. I cbuldn't 
tell you nothing about it. 

The lakes, forests, and out;,doors. 

I do not know what I like about it. I never 
thought about it .. 

The students were asked to tell what they would 

like to change about their state. Only three of the 
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eighteen students said that they wanted to change anything. 

Those three students' answers are as follows: 

~ne slums around some of the big cities. 

Get all the whiskey and beer and stuff out of it. 

The racial situation. All that stuff like fight
ing and the bad name that Alabama has. We need 
to stop the trouble if we have to let the colored 
stay in school with the whites or if we have to 
make them go to separate schools. A solution 
needs. to be found regardless of who it hurts. 

The students were asked to tell what they liked 

about the United States. Only three of the eighteen 

students did not respond to the question. Fifteen stu-

dents gave a total of fifty-six: anSwers. Some re.presen-

tative answers are as follows: 

strongest nation in the world: .democratic: the 
war in Viet Ham. You can worship God like you 
want to. You can do pretty we~l what you please. 

The people: the stores in it: the skating rinks. 
The army' tries to protect,us. 

It is anti-Comrnunist, helps other countries who 
areanti-Communist: it is presently at war with 
North Viet Ham on the side of South Viet Nam. 
As a whole, other countries look up to the U. S. 
It acts as a leader for other countries. The 
United Nations is in New York because it keeps up 
the morale of other countries. 

Plenty of schools and industries and r can't 
think of anything else. 
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I don't know. We are free. We ain't got nobody 
over us like Cubans or Russians. You can do 
things that you want to. You can go where you 
want to any time the day or night. 

I just like it. 

I just can't think of anything. 

Six students said that they could not think of 
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an)( changes about the United States. One student identi-

fied two changes and el~"en students cited one change 

eac:h. The total nl:mIDer of desired changes was seventeen. 

The students' concerns over current news happen-

ing:s were assessed. Fourteen of the students verbalized 

concerns about news happenings. Eleven students gave 

from two to six responses and tru ~ students gave one 

response each. Twelve of the fourteen 'students who re-:-

sponded to the question specifical~y mentioned the war in 

Viet Nam as being of concern to them. Four students were 

concerned with racial problems and two students were con-

cerned about people being hungry. In addition to these 

multiple concerns, twenty-one other single areas of 

concern were identified. The students gave a total of 

thirty-nine different responses. Table "1 summarizes theZle 

areas of concern. The number of answers totals more than 
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eighteen because some students gave multiple responses. 

TABLE 7 

MOST FREQUENTLY MENTIONED AREAS OF 
CONCERN OVER NmqS HAPPENINGS 
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Areas of Concern Number of Students 
Identifying Areas 

War in Viet Nam 
Racial Problems 
Hungry People 
No Concern 

The Teachers' Perceptions 

12 
4 
2 
4 

The teachers were asked to express their opinions 

as to the students' feelings about the state ,in which tney 

lived. When asked what they thought the students liked 

'about their state, only one teacher responded. Tl}at 

teacher said, "He just does not like it." Seventeen 

teachers did 'not express an opinion. None of the teachers 

responded to the question asking them to identify what they 

thought the students wanted to change about their state. 

The teachers were asked to indicate what they 

thought the students liked about the United states. None 

of the teachers responded to the question. None of the 

':".; 
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teachers would express an opinion as to what the students 

wanted to change about the United States. 

The teachers were asked to indicate what, if any-

thing, the students seemed concerned about current news 

happenings. The teachers' answers revealed that twelve 

students were not concerned about anything. Five students 

were thought to be concerned but the teachers could not 

identify any particular area of concern. One student was 

thought to be concerned with racial problems. 

Comparison of Students' 
and Teachers' Perceptions 

It was not possible to compare the teachers' 

responses and the students' responses of the students' 

perceptions toward their state or nation. The teachers 

did not express their opinions in these two areas. Their 

knowledge about the students was limited as far as these 

two areas were concerned. 

The teachers did, however, express themselves as 

to how the students,felt about news happenings •. They did 

not think that the students were as interested in news 

happenings as the students' answers indicated that they 

were. 
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The Students' Knowledge of Their World 

The students and their teachers were interviewed 

to determine if the students had any basic knowledge about 

their state and nation. The students were asked to tell 

some things that they knew about their state and naU,on. 

The teachers were asked to indicate what they thought the 

extent of the stUdents' knowledge was concerning their 

state and nation. 

The'students' Perceptions 

Six students were unable to cite a single fact 

about the state in whiCh they lived. Five students 

mentioned from two to eight facts and four were able 

to cite one fact. The total number of facts given was 

forty-two. Some examples of their answers are as follows: 

I'do not know anything about ie. 

Nothing much, I do not travel any. 

It has a pretty good governor. He gave us free 
textbooks. Lurleen is governor now but he will 
still be in office. Parks; lakes; camping 
reserves; has big cities like Birmingham and 
Montgomery; has good clean water. 

It is a growing state~ it is a nice state to 
live in. 

I do not know what I know. 
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Birmingham is the biggest city, Montgomery is the 
capital; the University of Alabama is in Tuscaloosa. 

The students were abl.e to identify forty-two 

different things that they knew about the state. Yet, 

they indicated forty-five things that they liked about the 

state and four things that they wanted to change. stu-

dents' answers such as "a nice place to live," or "it is 

my home," are indicative of their feelings but are not 

necessarily indicative of any basic knowledge. Four stu-

dents were unable to state any facts about the United 

states. One student was able to state ten facts, and 

thirteen students stated from two to seven facts. The 

total number of facts given was sixty-two. Some examples 

of the students I answer s are as follm~s: 

It is in a war right now. 

Alaska is the biggest state; Washington is the 
capital; a lot of nice people. 

Bas its nose where it does not belong. Viet Nam 
is where the Communists belong and is on that 
side of the water. .Amer ican troops are getting 
killed for one little piece of land that is not 
e\Ten ours. Freedom of the press; you can start 
your own business; you can work if you want too and 
you do not have to work if you do not want too. In 
Communist Countries, you have to work. Here, what 
you produce is yours and you do not have to give it 
away. 
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Johnson is p~esident. Alabama is one of the states. 
You have freedom. YOll can say what you want too 
any time you want too. 

The students identified sixty-two facts about the 

United-States. The students identified seventy~three 

things that they liked or wanted to change about the United 

states. The same observation can be made about the stu-

dents' feelings and knowledge of the United states as 

was made concerning their feelings about knowledge about 

their state. The students' feelings did not app~ to be 

based on very much factual information. 

The Teachers' Perceptions 

The teachers were asked to express their opinions 

as to the students' knowledge of their state. The teach-

ers' answers indicated that only two students had very 

much knowledge about their state. 'Sixteen students were 

thought to have a very limited knowledge. 

The teachers were asked to indicate their opinions 

as to the students' knowledge of the United states. Only 

three students were thought to possess any basic knowledge 

about the United States . 
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and Teachers' Perception 
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The students' answers revealed that their knowledge 

about their state and nation was very limited. The 

teachers' answers sUbstantiated those given by the stu-

dent:s. The teachers thought that the students I as a group, 

kne~ very little about their state and nation. 

Performance in Listening Skills 

The students and the teachers were asked to express 

their opinions as to the students' performance in listen-

ing skills. Answers to the following 'questions were 

sought: 

1. Does the student have any hearing impairments? 

2. Is he usually able to comprehend what the 

teacher is saying? 

3. Does he usually listen when the teacher is 

talking? 

4. Is he usually able to follow directions which 

are given by his teacher? 

5. What listening problems does he have? 

6. What does he need to do to improve his 

listening? 
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7. What can his teachers do to help him improve 

his listening? 

The Students' Perceptions 

In response to the questions asked of the students 

concerning their listening skills, the following informq-

tion was obtained: Two students said that they were hard 

of hear~ng; one student said he was deaf in one ear; and 

fifteen students said that they had no difficulty in hear-

ing. 

Twelve of the eighteen students indicated that they 

usually understood what their teachers said in class. Six 

students said that they could not understand their teach-

ers. 

Eleven students indicated that· they listened most 

of the time in class. Four students said that they lis-

tened part of the time and three students indicated that 

they seldom listened in class. 

Concerning their ability to follow directions in 

class, thirteen of the eighteen students revealed that 

they could follow directions. Five said that they could 

not. 

Seven students identified specifi.c J.istening 

problems. Three of the seven identified poor .J:.!..earing as a 



problem. Four of the seven identified four different 

probll:!ms. Their answers were: "being bored," "can't do 

the w(lrk," "just don't listen," and "I can't understand 

directions. " 

Sixteen of the eighteen students said that they 

needed to improve their listening. Their responses are 

summarized as follows: Ten students said that they 

needed to pay attention more; three said that they needed 

to quit daydreaming; and two said that they needed to quit 

looking out the window. Individual responses given one 

time were as follows: "I need to move to the front of the 

room, n "get.my head set on it," and "keep my eyes and ears 

open." 
) . 

, In response to the question concerning how their 

,teachers could help. them ·to imp!:ove their listeniI')g, seven 

students gave five different responses. TWo students said 

that their teachers should talk to them personally about 

their listening. TWo other students said that their 

teachers needed to "fuss at them" more. Another student 

thought that his 'teacher should have paddled him when he 

did not listen. Another student said that his teacher 

should try to explain things better. One of the students 

who had a hearing problE'.m said his teachers' should talk 

______________________________ ................ ~·.J .................... IIE~ 
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louder . 

The Teachers' Perceptions 

In regard to the teachers' perceptions of the 

students' listening skills, the teachers were not aware 

that any of the students had hearing difficulties. The 

teachers thought that twelve of the eighteen students 

listened very little in class and that ten of the eighteen 

students could not follow directions given in class. The 

teachers identified four areas of listening weakness for 

fifteen of the eighteen students. The most predominately 

mentioned problem was the students' lack of interest in 

school. Other problems identified by the teachers were 

the students' lack of ability; vocabulary inadequacy; and 

lack of effort. One teacher said that one student just 

did not listen. This information is shown in Tabie 8. 

The teachers did not suggest many specific ways 

in which the students' listening weaknesses could be helped, 

even, though only thr,ee students were thought hot to. need 

any improvement. The teachers said that six students needed 

to be motivated but none of the six teachers offered any • 

specific suggestions as to how the students could be 

motivated. Three students said that the overall needs of 
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the students, including their listening skills, needed to 

be met. One teacher said that one student needed more 

individual attention. 

TABLE 8 

TEACHERS' PERCEPTIONS OF STUDENTS' 
LISTENING PROBLEMS 

Problems Number of Students 

Lack of Interest 
Lack of Ability 
No Problems 
Vocabulary Inadequacy 
Does Not Listen 

A Comparison of the 
Students' and 
Teachers' ~erceptions 

8 
4 
3 
2 
1 

The students' answers revealed that three students 

had hearing problems of which their teachers were unaware. 

The teachers identified more listening comprehension 

problems than the students identified. The teachers did 

not think that the students listened in class to the extent 

that the students said they did. The teachers thought that 

the students' inability to follow directions was more preva-

lent than the students considered it to be. Neither the 
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teachers nor the students offered any specific construc-

tive suggestions as to ihow the students could be helped 

to improve their listening skills. 

The Students' P,erformance in Speaking 

Information about the students' performance in 

speaking skills was obtained from the students and from 

their teachers. Answers to the following questions were 

sought: 
L 
! 1. How does the student feel when called on to 

answer a question out loud in class? For example, does 

he like to speak in class or does he dislike speaking in 

class? 

2. Is he able to answer questions to wnich he 

knows the answers when he is called on in class? 

3. Does he have any speech impairments, enuncia-

tion problems, pronunciati.on problems, or other speech 

problems which would prevent his teachers from understand-

ing him? 

4. Does he use reasonably correct grammarZ'-

5. How is his ability to express himself influenc-

ing his school progress? 

1 ) 
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6. What does he need to do to improve his speak-

ing ability? How can he help? How can his teachers help? 

The Students' Perceptions 

Nine students said that they did not like to speak 

in class. Some examples of their answers are as follows: 

Nervous, I am afraid that I will get it wrong 
and everyone will start laughing. 

I do not like it. 

Not too good, I do not like to speak up. 

I feel pretty dumb. I do not like to speak in 
class. 

Kinda nervous and afraid I will make a mistake. 

Six students expressed positive feelings about 

speaking in class. Their answers were: 

1. just answer it. I do not get nervous. I 
like to speak out loud. 

I like to speak up. 

I:f I know, I can tell it. I like to speak up in 
class. 

It startled me if I was not listening, but I 
liked to speak up if I knew the people in class 
and if I knew the answers. 

I like to speak out loud. My hands go allover 
the place because I like to speak in class. 

Usually funny, because I usually was not listening. 
When I was listening and knew the answer, I 
liked to answer. 
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Three other students indicated that they neither liked 

nor disliked being called on in class. Their answers were 

as follows: 

I feel good when I know the answer but I do not 
especially like to speak. 

I just up and answer it. I don't mind. 

It does not hurt me. I do not get stage 
fright or anything. 

The students placed emphasis on whether or not they knew 

the. answers to questions asked of t.hem. The fear of 

embarassment involved in missing a question was present 

with many of the students. 

Eleven of the eighteen students said that they 

experienced diffi;':'l.llty in answering questions in class even 

if they knew the answers. Four of the eighteen students 

indicated some problems in getting,their classmates and 

teaChers to hear them in class. Their answers were as 

follows: 

I have to repeat myself because I do not speak 
loud enough. 

I have to repeat myself because I have braces on 
my teeth, but before then I had no difficulty. 

Most of the time I have to repeat myself. Most of 
the other students are talking to the other students 
and I have to holler out and answer and that's why 
I do not like to answer in class. 
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I have to repeat myself. I do not "t.alk laud enough. 

From the students' point of view, none had any 

permanent speeCh defects which prevented their classmates 

and teachers from understanding them. The student ~ho had 

teeth braces had a temporary problem. The other three 

students said that they just did not tal?: loudly enough. 

Later in the interview, th-.:ee students said that. they haa 

stuttering problems but none of those three said that 

they had any difficulty in getting people to understand 

t.hem. Thirteen of the eighteen students thought. that they 

used reasonably correct English. 

Eleven st.udents indicated that they thought. their 

ability to express themselves was helping them in sChool. 

TWo students thought. that it. was hurting them; and five 

students thought that. it was not helping or hurting t.nem. 

Fourt.een st.udents ident.ified nine different. areas 

in which they could improve. The most predominately needed 

area of improvement was in English. Three st.udents said 
I. 

that t.hey stuttered and tWQ students said that they needed 
, i 

to talk plainer. As previously mentioned, three st.udents 

said that they needed to talk louder. Table 9 shows the 

different answers given and the number of student.s who 

gave each answer. The nur.1ber of answers exceeds the 

i! 
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number of students since some students gave more than one 

answer. 

TABLE 9 

STUDENTS' IDENTIFICATION OF NEEDED 
IMPROVEMENT IN S.?EAKING SKILIjS 

Areas of Improvement Number of Responses 

English 
None 
Stuttering 
Talk Louder 
Talk Plainer 
Speech Lessons 
Nervousness 
Talking Through Nose 
Teeth Brace Removal 
Reading O~t Loud 

The Teachers' Perceptions 

5 
4 
3 
2 
2 
2 
1 
1 
1 
1 

The teachers thought that nine of the eighteen 

students disliked being called on in class and that only 

two liked to speak in class. Seven students were thought 

not to be concerned either way. 

The teachers said that eleven students had diffi-

culties answering questions out loud even when they knew 

the answers. The teachers also indicated that seven stu-

dents experienced no difficulty in answering questions 
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out loud. 

Fourteen students could talk plainly enough to 

be heard by their teachers. The teachers experienced 

difficulty in understanding four of the students. 

The teachers' answers indicated that fifteen of 

the eighteen students could not use correct grammar. Three 

students', according to their teachers, could usually use 

correct grammar. 

The teachers' answers revealed that thirteen 

students' school progress was being impaired because of 

their lack of ability to express themselves. Four stu-

dents' school progress was thought to be helped, and one 

student's progress was not being influenced either way. 

Only two of the eighteen students were thought not 

to need help in improving the·ir speaking ability. . However, 

the teachers said that five of the sixteen students who 

needed help could not be helped because they would not 

help themselves. The teacherz offered some suggestions as 

to how tht:! students' speaking could be helped. The sug-

gestions are as follows: "his overall needs should be met, 

including speaking," ''he needs individual help," ''his 

interest in speaking needs to be improved," ''he needs 
, ' 
i j 
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more understanding," and "programmed materials could help 

him verbally." 

A Comparison of theScudents' 
and Teachers' Perceptions 

The teachers' and students' answers revealed that 

nine of the eighteen students did not like to be called on 

in class, that eleven students had difficulty in answering 

questions out loud even when they knew the answers and that 

fo~ students could no~ be heard when they were called on 

in class. 

The teachers thought that only three of the 

eighteen students could speak reasonably correct grammar: 

the students thought that thirteen students spoke reason-

ably correct granunar. The teachers' and students' answers 

differed in their perceptions of how the students' ability 

to speak was influencing their school progress. ~he 

.teachers thought that more students' progress was being 

impaired, while the students th'ought that more were being 

helped. Neither the teachers nor the students could offer 

very specific answers as to how the students' speaking 

skills could be improved. 
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The Students' Performance in Reading Skills 

Questions were asked of the teachers and of the 

students to determine the students' performance in the 

skill of reading. Answers to the following questions 

were sought: 

1. What does the student like to read about? 

2. Does he have any phYpical limitations which 

would affect his reading? 

3. Does he experience any difficulty with left 

to right eye movement? 

4. Is he able to divide words into syllables? 

5. Is he able to ident~fy words by using context 

clues? 

6. can he understand most of the reading material 

in the textbooks he uses? 

7. How much time does he spend in reading out-

side of classes? 

8. When he reads out loud in class, does he miss 

very many words? 

9. Does he read to learn about things other than 

assignments given in school? 

10. What does he need to do to improve his reading 

ability? What can his teacher do to help? 
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The Students' Perceptions 

Two of the eighteen students were unable to 

indicate anything about which they enjoyed reading. 

Four students identified only one area of reading enjoy-

ment. One student identified two areas of reading enjoy-

ment, four students identified three areas, five students 

identified four areas, and two students identified five 

areas. Biographies and sports were the two most fre-

quently mentioned areas of reading enjoyment. Mysteries 

and animal stories were the next most freq\\ently mentioned 

areas. Twenty-two other areas of reading enjc}~ent were 

identified by the students. 

Sixteen of the eighteen students identified no 

visual difficulties. Two students indicated that they 

had visual problems. Those two students said: 

Yes, sometimes I skip sentences but I do not 
know why. 

Yes, sir, sometimes my eyes go black and my eyes 
are blurred. 

Five students indicated that they did not try to 

determine the meaning of a word that they did not know. 

Their initial answer was they just skipped the word. 

Three other students said. that if someOne was near them, 
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they would ask what the word meant; otherwise, they 

would usually skip the \WQrd. Three st:udents said that 

they would try to divide into syllables a word that they 

dld not know. If they could not do that, then they would 

skip it. Their answers are as follows: 

First, I try to divide it into syllables and if 
l: can't, I just skip it. 

l: take it into syllables but usually I skip it. 

Divide it into syllables but most of the time, 
l: skip it. 

Five students who indicated two methods of word attack 

said: 

I ask someone or look it up in a dictionary or 
encyclopedia to find out about places I do not 
know about. 

l: take it letter by letter and try to pronounce 
it. If there is someone around, I ask them, 
otherwise I skip it. 

l: either ask someone or look it up in a dictionary. 

I try to sound it out in syllables or look it up in 
a dictionary, but I u3ually skip it. 

l: trY to pronounce it in syllables or look it up 
in the dictionary. 

The two students who gave the most comprehensive 

answers about analyzing a word that they did not know, 

sald: 

------ --------
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Usually I try to take it into sections; sometimes 
I ask the teacher if he is in c~~ss, sometimes I 
look it up in a dictionary. Most of the time I 
know the words. Sometimes r try to figure it out 
from the other words in the sentence. 

I divide it into syllables; then if I dO not know 
it, I will ask the teacher. Or r can look at the 
other words in the sentences and try to figure it 
out. However, if I am alone, I usually just skip 
it. 

Since some of the students gave multiple answers, their 

164 

number of answers exceeds the number of st;uaents. Table 

10 denotes the aifferent ways in which the stuaents 

attacked woras that they aia not know and it a,lso shows 

the frequency with which each response was given. 

TABLE 10 

WORD ATTACK METHODS IDEN1'IFIED BY STUDENTS 

Word Attack Methoa 

Skips 
Syllabication 
Asks Someone 
Dictionary 
Context Clues 
Letter by Letter 
Encyclopedia 

Number of Students 

14 
8 
8 
5 
2 
1 
1 

Sixteen of tbe eighteen students said that they 

understooa most of the reading material in C'l'le textbooks 
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they used. 

Four students indicated that they read more than 

four hours a week. Of the four, one said that he read 

about one-fourth of his spare time. One student estimated 

that he read about four hours a day. One student indicated 

that he read more than fifteen hours a week, and another 

student said that he read from four to five hours a week. 

Three students estimated the amount cf time they spent 

rea~ing to be about three hpursa week, three students 

read two hours a week, and three students said that they 

read about an hour a week. Six of the eighteen students 

indicated that they read less than an hour a week and one 

student said that he did not read at all. 

Eleven students said that they did not miss many 

wor.ds when they read out loud in c~ass. Seven students 

indicated that they missed too many words when they read 

out loud. Sixteen students said that they read to find 

out about things which they did not know. 

S~ven students thought that they did not need to 

improve their reading. Eleven stucents ioentified seven 

different ways in which they thought they could improve 

their reading. Table 1.1 shows that the most frequently 

mentioned way in which the students thought that they 
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could improve their reading was to read more. The other 

ways were: learn not to skip words: learn not to miss 

words: read more slowly: listen to others read: vocabulary 

improvement: and take a course in reading. The number of 

students who gave each response is shown in Table 11. The 

number of responses exceeds the number of students because 

some students gave more than one response. 

TABLE 11 

, STUDENTS I IDENTIFICATION OF WAYS TO IMPROVE TEEIR READING 

Ways to Improve 

No Need for Irnproveme~t 
Reading Mox:e 
Read More Slowly 
Reading Cour'se 
Learn Not to Miss Words 
Learn Not to Skip Wqrds 
.Listen to other s Read 
vo<.:abulary Improvement 

Number of Responses 

7 
7 
1 
1 
1 
1 
1 
1 

Only three students 'had suggestions as to h'ow 

their teachers could help them to improve their reading. 

One 'student said that he thought the teachers needed to 

pronounce words better. Another student said that the 

teachers should give ,more reading a·ssignments. The other 

suggestion was that the teachers needed to require more 
! . " 

outside reading. 
" 
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The Teachers' Perceptions 

The teachers thought that ten of the eighteen 

students did not like to read about anything. Two stu-

dents were considered to be non-readers. Three students 

were thought to read for pleasure, but their teachers did 

not identify what they enjoyed reading. The teachers 

thought that one student liked to read about cars and that 

another student liked to read about some of his school 

subjects. One teacher would not express an opinion. 

The teachers thought that none of the eighteen 

students had any visual difficulties. The teachers thought 

that thirteen stuoents did not know how to determine the 

meanings of words they did not know, and that three stu-

dents could use dictionaries but could not attack a word 

by any other method; The teachers ,indicated that two 

students could use dictionaries, could use context clues, 

and could divide words into syllables. The teachers' 

answers revealed that only four of the eighteen students 

usually understood the material in their 'textbooks and 

'that fourteen did not, 

The teachers thought that twelve students spent 

very little time reading outside of class and that one 

student spent a large part of his time reading. Five 
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teachers did not express an opinion. 

Ans\'lers from the teachers revealed that twelve 

students probably did not read to learn about things about 

which they wanted to know and that one student did. Five 

teachers did not express an opinion". 

The teachers' answers revealed tha.t thirteen stu-

dents missed words when they read out loud in class, and 

that four students did not. One student missed words but 

not'to a great extent. 

The teachers' responses revealed that nine students 

needed remedial help in reading and that six students 

needed to be motivated to want to learn to read. Three 

students, according to their teacher, did not need any 

help in reading. 

A Comparison of the 
Students' and 
Teachers' Perceptions 

The teachers and the students were in agreement 

that the majority of the students were in need of help 

with their reading skills. This was especially shown by 

both groups' answers concerning the methods which the 

students used to attack words that they did not know. Only 

two of the students could attaCk a word as many as three 
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different ways. 

The students' answers revealed that they thought 

they could read more proficiently out loud in class than 

their teachers thought they could. The students also 

I 
t 

indicated that they read to a greater extent outside of 

classes than their teachers thought they read. 

Two students were experiencing some visual diffi-

culties of which their teachers were unaware. These two 

students, along wit~ three students identified earlier as 

having hearing difficulties, indicates that five of the 

students included in the study had physical impairments 

unknown to their teachers. 

The students and teachers did not sugge~_ very 

specific ways in which the students help themselves im-

prove their reading, or ways in which their teachers 

could help them. The teachers thought that nine of the 

students needed remedial help in reading. The answers 

from the students and the teachers revealed serious read-

ing deficiencies for the majority of the students. These 

deficiencies, although recognized by both groups, were 

not being dealt w:i.th by either of the two groups. 

, , 
, 
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The Students' Performance in Writing 

The last category of information about which the 

studenta and tea,chers were questioned was concerned with 

the students' performance in the skill of writing. Answers 

to the following questions were sought: 

1. How does the student feel about his writing? 

2. How much writing does he do in school? 

3. Does he have any physical limitations which 

would affect his writing? 

4. Does he ever have thoughts that he would like 

to write? 

5. Is his pemmanship legible? 

6. can he spell accQ,ately? 

7. Is his vocabulary developed to the extent that 

he can express himself very well? 

8. What does he need to do to improve his writing 

skill? How can he help? How can his teacher help? 

The Students' Perceptions 

Nine students indicated that they liked to write 

:in school and five students said that they did not like to 

write. Four students' answers revealed that they neither 

liked nor disliked writing. Five students indicated 
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that they did not write very much in school. Thirteen 

students' answers revealed that they wrote a good part of 

the time when they were in school. 

None of the students identified any physical 

disabilities which affected their writing. However, two 

students said they had problems holding their pencils 

correctly. Their answers are as follows: 

I hold the pencil too hard and my hands get tired. 

'1 just can't do my hane: the right way. 

h Fourteen students indicated that they did not have 
" I' 

thoughts about which they wanted to write. These fcur said 

they sometimes wrote letters. One of the four students 

said he wrote his. own views about some of the subj ects he 

was taking in school. 

Regarding their writing in school, fourteen stu-

dents said that their teachexs could read their writing and 

four students said that their teachers could not read what 

they wrote. Thirteen students said that they had no prob-

lems with spelling and five students indicated that they 

did have problems with spelling. 

TWelve of the eighteen students indicated that they 

had difficulty in choosing words to express themselves. 
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Eleven students felt a need for improving their writing. 

Six students said that they needed to "write more." TWo 

students said that they needed to "improve their spelling." 

Six other areas of improvement Werf! mentioned by six 

" , students. The six areas were "use dictionary more," "try 

harder," "improve penmanship," "take literature," "learn 

IOOre, II and "express myself better." 

Three students said that their teachers could 

belp them improve their writing by requiring them to write 

mare. ~ne student thought the teachers could help by 

offering him more encouragement. 

The most serious area of.writing deficiencies 

identified by the students was their inability to choose 

the correct words when writin9. Their answers concerning 

their ability to spe,ll and write legibly suggested that 

the students did not think that they were weak in these 

i' 
f 

areas. The stud'<:!nts were not able to suggest specific 

I: 
I, 

ways in which their writing could be improved. 

The Teachers' Perceptions 

The teachers' answers revealed that nine students 
l: 
'I 

H d'id not. like to write in school and that two students did 
I 

like to write. 'The teachers thought that seven students 

-
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neither liked nor disliked writing. The teachers' answers 

indicated tilat sixteen students wrote only when told to do 

so. Two students, according to their teachers, wrote more 

than was required of them. The teachers could identify 

no physical problems which affected the students' writing. 

Concerning the students' penmanship, the teachers 

thought that ten students did not write legibly. They 

thought that eight students did write legibly. Fourteen 

students, according to their teachers, could not spell 

accurately. The teachers thought that fourteen students 

had vocabulary weaknesses and that four students could 

select words without difficulty., 

Sixteen of the eighteen stud~nts were thought. to 

need help in writing skills. However, the teachers were 

not very specific in their suggestions as to how ,the 

students could be helped. No suggestions were offered 

,for eight of the students. Four students were thought to 

need r,ernedial help' but no specific kind of ,remedial help 

was mentioned. One teacher thought that more instruction 

in spelling would help. Another 'teacher thought that 

specific help in word attack skills would help. Programmed 

materials were suggested for one student. One teacher said 
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that one student could not be helped. 

The tea~lers' answers revealed that the students 

had serious writing deficiencies in their desire to write, 

in the amount of time they wrote, in their penmanship, in 

their spelling, and in their vocabulary. The teachers, 

however, did not suggest very many specific ways in which 

the students' writing skill could be improved. 

A Comparison of the 
Students' and 
Teachers' ~swers 

The students and teachers were different in their 

appraisals of whether or not the students liked to write 

and their appraisals of how much the students wrote in 

school. In both instances, the teachers dld not think 

the students were as interested in writing as the students 

indicated that they were. Ne:ither 'the students nqr the 

teachers identified any physical handicaps which were 

affecting the students' writing ability. The students' 

,and teachers' ,answers were in agreement that most of the 

students did not have many tltoughts about which they wanted 

to write. 

The students' and tea,chers I answers concerning the 

-legibility of the students' ~ociting differed in that 
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fourteen students thought that they could write legibly 

white their teachers thought only eight students could. 

The students' spelling 'ability was assessed 
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differently by the students and teachers in that thirteen 

students thought they had no difficulty with their spelling, 

but their teachers thought only four students could spell 

accurately. 

Both the students and the teachers recognized 

vocabulary weaknesses on the part of the students and 

neither the students nor the teachers were able to be very 

specific in suggesting ways in which the· students' writing 

skills could be improved. 

Summary 

The purpose of this study was to secure individual 
, 

information about a selected group of juvenile delinquents 

from which inferences might be made by teacher.s.for curricu-
I 

lum planning. The . purpose of this chapter was to descr ibe 

the information secured from the students and from their 

teachers. 

The information reported in this chapter was 

presented in narrative and tabular form. It included 

some representative answers quoted from individual 
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students and teachers. The Chapter also included a 

compilation of all tne data secured from the students and 

teachers. 

The data reported in this Chapter served as the 

basis for formulating the major conclusions of the study 

which are reported in Chapter Five. The data also served 

as the basis for the suggested curriculum Changes for the 

group of students studied as well as for the recommenda-

tions for further research, both of which are reported in 

Cha.pter Five. 

1 
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CHAPl'ER FIVE 

SUMMARY, MAJOR FINDINGS, CONCLUSIONS, AND 

RECOMMENDATIONS FOR FURTfffiR STUDY 

The purpose of this study was to obtain information 

about a selected group of juvenile delinquents from which 

inferences could be made by teachers for curriculum planning. 

The student population included eighteen students who were 

declared delinquent by the judge of the Calhoun County 

Juvenile Court while they were in attendance at a junior 

high school. 

The information about the students was obtained 

through interviews with each student and with one of his 

t.eachers. The interviews were conducted by asking specific 

questions from an interview guide, a copy of which is· 

incl~ded in Appendix A. The questions in the interview 

guide were based on categories of information which 

incl~ded: (1) the students' perceptions of their 

interests; (2) the students' perceptions of their needs 

in regard to their interests; (3) the students' perceptions 

177 
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toward and knowledge of themselves, others, their immediate 

environments, and their world; and (4) the students' 

perceptions of their performances in the communication 

skills (listening, speaking, reading, and writing); and 

(5) the perceptions of the students '. teachers in regard 

to these four categories. 

Tape recordings were made of the interviews with 

the students. Data sheets were compiled ba8ed on the 

questions asked from the interview guide. The tape record-

ings were transcribed onto the data sheets, a copy of which 

1s included in Appendix B. Individual data sheets were 

maintained for each student interviewed. The information 

included on the individual data sheets was then summarized 

for the group of students interviewed. 

Notes were taken of the interviews with the 

teachers. Individual data sheets were compilp.d for each 

teacher interviewed. The information included on the 

individua:J. sheets was suml1arized for the group of 

teachers. 

Major Findinss 

The five delinquents in this study who had reached 

sixteen yearf~~,;of age had dropped out 01 ,1chool. The 
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literature concerning d(\linquency indiccd:.es that many 

delinqt;ents drop out of school as soon as t:hey legally 

car.. This was the case with the five delinquents in this 

study who had reached the legal age for dropping out of 

school. 

Only two o:E the eighteen sCl'del1ts were members of 

a school student club. The group of students studied did 

not participate in school student clubs or organizations. 

How~ver, six students expressed an interest in becoming 

members but inclicated that they had not; been encouraged 

t'O do so. 

The group of delinquent~ in this study were con-

sis tent with many of their peers in that a lack of partici-

pation in ex~ca-curricular activities i~ one of the 

characterist:i.cs that is inclucl.ed oh lists which p.oruays 

typical dro~Juts and delinquents. 

The majority of the students,pa~ticipated in 

family activities and expressed pOSitive fe:elings about 

their families. TWelve of the eighteen students inQicated 

that: they spent time with their families. Six students 

inc13.ca.ted t1mt: they did not. 1'he encouragement anI'! 

I 
Eupport of an individual' 5 ,family CClm often help him to 

T 
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face many of his problems, including the problems he would 

have at school. 

In indicating how they felt about their families, 

eighteen of twenty responses given by the students were 

considereCl positive responses. Only two of the twenty 

responses were considered negative. 

With respect to spending time with their families, 

the delinquents in this study probably spent mo~e time with 

their families than most of the delinquents described in 

the literature. 

A majority of the students did participate in 

adult-sponsoreCl activities. TWelve of the eighteen stu-

dents identified at least one adult-sponsoreCl aci:ivity in 

which they participated. The activities they identified, 

however, were limited to the Y.M.C.A., church, and sports. 

The delinquents included in this study seemed to pe unlike 

those included in the review of literature. The literature 

indicated that, as a group, delinquents generally show a 

dislike for supervised activities. 

The students I and teachers I answers indicated tl1at 

the students were accomplishing vel:'Y little in school. six 

students thought that they w('xe nor. accomplishing anything 

in school. TWelve students could identify a total of 
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fourteen different areas of accomplishment. The teachers 

thought that twelve students were not accomplishing any-

thing. The teachers could idertify only three different 

areas of school accomplishment for the group of students 

studied. 

These findings were consistent with the litera-

ture reviewed in Chapter Two in that dropouts and delin-

quents have histories of accomplishL~g very little in 

schOol. 

The students did not as~ociate with many adults 

other than their teache:t;s, families, and probation 

officers. Only three ~f the eighteen s.tudents identified 

more than one adult other than their teachers, probation 

officers, and families, with whom they asso~iated. Six 

students did not identify a single 'adult with who~ they 

associated. 

Five of the eiqhteen students had physical 

~~fects unknown to their teachers. One student indicated 

that he ~as deaf in one ear and two other stUdents said 

that they were hard of hearing. Two students had visual 

d:i.fficulties which affected their ability to see the 

printed material in their textbooks. The students' teachers 
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were unaware of the physical defects of the five students • 

. Phy&ical. education was mentioned by fifteen students 

as being·of interest to them.. Only three of the eighteen 

students .did not initially mention physical. education as 
' . 

. being an area of interest for them. The next most fre-

quentlymentioned subject was aut'o' mechanics which \oIas 

identified by five students. 

The students seemed to equate learning with the 

mastery of school subjects. When asked to indicate what 

they would like to learn in school, only four students men-

tiC'ned anything otlH'!r than a particular subject or sub-

jects. The writer lola,s unable to detect any evidence that 

any of the students associated learning in school with 

the reaching of any r>eJ;sonal goals other than knowing 

about a particular subject. This finding is consistent 

with research which shows that dropouts and delinquents 

SE!e little value in their attending school. 

The students' ans,~ers consistently showed a high 

regard for their peer groups. The students seemed t;o 

~Ilace a great deal of importance on the associations with 

'c.heir peers. They were more interested in their neighbor-

hood peers than their school peers but they were 
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interested in both. Fifteen students thought that their 

relationships wi,th their neighborhood -;;eers were either 

average or above average. Eleven students thought that 

their relationships with their school peers were eith~ 

average or above average. When specifically asked how' 

they .. felt about their friends, only one of twenty-four 

responses was considered a negative response. 

,The strong attaChment which delinquents have 

toward theL~ peer groups is supported by much of the litera

ture concerning delinquency. In fact, some writers 

believe that the seeking of peer approval is one of the 

strongest motivating factors in youths becomi.ng delinquent. 

The students I knowledge of their families, frierlds, 

teachers, and probation officers was limited. The stu

dents were una:ble to verbalize many facts about their 

families, friends, teachers, and probation officers. The 

eighteen students were able to relate fifty-nine facts 

about their fr iends;' fifty about the:i,.r families; forty 

about their probation officers; and twenty-eight about 

their teachers. These data reveal that the students were 

able to give fewer facts about their teachers than about 

any other adult about whom they were questioned. 

," 
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The students were unable to relate very much 

factual information about themselves. Five students did 

not relate a single fact about themselves. Thirteen 

studel'lts cited twenty-eight facts about themselves. The 
, . 

fact that th.e students had, so much difficulty in respond-

ing to a question involving their knowledge of themselves 

could have been indicative of their not ever having thought 

about a question of this type. y~t, this type of question 

may help them to begin thinking about wh'at they are really 

like as individuals. 

The students did not identify many things about 

which they were happy. Only two of the eighteen students 

mentioned any aspect of school as being an area of 

happiness for them. Their other :z:esponses to the question 

were not indicative of their being very happy abqut many 

things. Fifteen students were able to identify twenty-

two are:..s of happiness. Three students,.indicated that 

they were not happy about anything. 

The students were unable to describe how they felt 

about themselves. Great difficulty was experienced in 

getting the students to describe how they felt about 

themselves. Every student had to be probed in order to 
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get a response to the question. Three students were unable 

to answer the question even after being probed. 

The students' expressed knowledge about their_ 

state and country was limited. Six of the eighteen stu-

dents were unable to citfl a single fact i.\c')ut the state 

in which they lived. The twelve remaining.students could 

cite a total of forty-two statements which they considered 

were facts about their state. Four st·udents did not make 

any statements about the country in which they live. 

Fourteen students were able to make a total of sixty-two 

statements about the country in which they live. The 

students identified more things that they liked or dis-

liked about fjheir state and country than the number of 

. facts they identified about their state and country. The 

students made sixty-two st~tements about their country 

and forty~two about their state. 

The students were concerned over world affairs. 

TWelve of the eighteen students specifically mentioned the 

war in Viet Nam as being an area of concern for them. This 

particular response was given by more students than any 

other open-ended response throughout the interviews. 

The studt;:,nts recognized a need fo~ improving their 
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skills in listening, speaking, reading, and writing. Six-

teen of the eighteen stlldents recognized a need for 

improving their listening skills. Fourteen of the eighteen 

students said that their ability to express themselves 

verbally needed to be improved. Eleven of the students 

recognized that they had reading difficulties which needed 

to be improved. Eleven students said that they needed to 

improve their writing. 

Many delinquents have histor ies of not being able 

to perform well in the communication skills. Reading is 

one of the most predominatel:),' mentioned areas of weakness 

of dropouts and delinquE',nts. 

Neither the students nor the teachers offered many 

§.E!ld.fic suggestions as to how the students' communication 

skills could be improved. The teachers and students 

recognized that the students were weak in the commill~ication 

skills of listening, speaking, reading, and writing. Yet 

theil;' suggestions as to how the sc'Lidents could improve or 

how they could be helped to improve were nebulous and 

vague. The teachers did not seem to have enough information 

about the students to make any realistic suggestions as to 

how the 'students could be helped. The students' suggestions 

ii, 
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were so superficial that they could not have been imple-

mented into procedures which could result in specific 

behaviorial changes on the part of the students or 

teachers. 

The students' weaknesses in the communication 

skills could affect their performance in almost every area 

of their school lives. Almost all of the devices used to 

evaluate the school progress of students require either 

written or verbal responses. The students' inability ~o 

effectively communicate with their peers and with their 

teachers would aversely affect their ability to either 

understand instruction from others or to seek self-

instructio~ for themselves. 

The teachers were not aware of the students' 

expressed interests in the school curriculum. The teachers' 

answers concerning their perceptions of the students' 

interests in the school curriculum were very different 

from the answers secured from the students. The teachers 

thought that the students were less interested in school 

than the students said they were interested. This was 

particularly true in regard to the teachers' assessments 

of the students' interests in a particular subject in 

I , 
·f 
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scnool, the students' interests in wanting to. learn in 

schoel: and the students' desires to. breaden their school 

interests. 

The teachers had little informatien about the out-

ef-scheol interests of the students. The teachers could 

net identify a single out-of-scheol activity of ene-half 

of the students studied. Their knowledge of the out-of-

schoel interests of the other half was very limited. Only 

one teacher expressed an opinien about hew a student felt 

about the state in which he lived. No teaCher expressed 

an opinion as to. how the students felt abo.ut the country in 

whiCh they lived. 

The teachers expressed virtually no knowledge about 

the students' families. Only one ·teacher knew anything 
, 

about the family of a student. The teachers did not relate 

a single fact about seventeen students' families. 

The teachers did not think the students were getti~ 

along as well with their peers as the. students thought they 

~. However, both the students and the teachers theught 

that the students' relatienships with their neighborhood 

peers were better than their relatienships .with their 

school peers. 



The teachers thought that the majority of the 

students had negative feelings about their teachers. 
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The teachers' answers indicated that thirteen of the 

eighteen students had negative feelings about their 

teachers. The teachers' opinions were' substantiated by 

the students' statements. In describing their feelings 

about their teachers, thE) students made a total of twenty

five responses. Of the twenty-five responses given, 

sixteen were negative responses. 

The teachers thought that listening, speaking, 

reading, and writing we~e areas of weakness for the 

students. The, teachers tho,ught that fifteen of the 

eighteen students had deficiencies in the skill of listen

ing. They thought that the school, progress of thirteen 

of the eighteen students was being impaired because of 

their lack of,ability to express themselves verbally; 

and that sixteen of the eighteen students needed to 

improve their speaking ability. Reading was considered 

by the teachers to be an area of weakness for fifteen of 

t~e eighteen students. 'l"he teachers' opinions revealed 

that sixteen of the eighteen students needed help to 

improve their writing. 
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Conclusions 

The teachers should study the existing records of 

the students. Throughout the interviews with the teachers, 

it was evident that they verbalized very little knowledge 

about the students. For example, only one of eighteen 

teachers gave any information about a studen.t's family. 

Much of the literature concerning curriculum planning 

gives emphasis to teaching the ''whole child." The concept 

of the ''whole child" includes the gathering and studying 

of background information about the child. The cumulative 

record of each student in this study incl~ded some basic 

information about which the teachers were Wlaware. The 

school registers kept by the homeroom teachers contained 

such information as the address and occupation of the 

students' parents. The teachers seemed unaware of this 

infer"lIlation. Studying the existing records of the students 

would be the first step in attempting to diagnose their 

learning needs .. 

The school should attempt to gather and record 

additional information about the students. There are many 

ways in which classroom teachers can obtain information 

about their students. Some of the methods include the 
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use of sociometric devices, case conferences, open-ended 

class interviews, personal interviews, autobiographies, 

records of tll.2.llleS, standardized instruments, and others. 

It would not be possible for eve'J.:y teacher to attei:opt 

all of t.~e methods of gathering information about every 

student. However, by planning with other professional 

staff members such as counselors, supervisory personnel 

and others, it would be possible to focus upon implementing 

a school-wi.de program for secur ing informati.on about stu

dents. The information secured could then become a part 

of the students' individual folders. As the students 

moved horizontally and v~~tically within the school curricu

lum, the teachers could have access to the information 

that other teachers and members of the school staff had 

been able to secure. Thus, each teacher would not have to 

depend solely upon information that he was able to secure. 

The first step in curriculum planning should include a 

study of the students who are to be taught. Merely gather

ing information about the students is of little significance 

if the information is not used in planning a curriculum 

to meet the needs of the students. 

The"teachers should attempt to plan cooperatively 
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with the students ways in which the students may be helped 

in school. Answers to questions asked of the teachers dnd 

the students revealed that neither group provided very 

much information about the other group. The answers also 

revealed that neither the students nor the teachers 

offered very specific suggestions as to how the students 

might be helped to experience more success in their 

progress in school. 

It is suggested that the teachers make a deliberate 

effort to work with their students at least to the extent 

that they can learn something about the goals which are 

meaningful to the students. It may be that the teachers 

could help the student~ to 1dentify personal goals ant help 

the students to begin to make progress to\<'ard the goals 

they identified. No evidence was found that indicated 

the students viewed school as a means by which they could 

'reach personal goals. Instead, the students seemed to 

equate their progress in school with how well they were 

able to "learn English," o~ to "learn more about' science." 

Perhaps a closer contact between the students and their 

teachers could help both groups to become .more conscious 

of the importance of the students' identifying and striving 
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toward personal goals .. 

The student activities program should be e'xpanded. 

Only two of the eighteen students were members of a school 

club or organization. Yet, six additional students ex

pressed a desire to become members. Often membership in 

school organizations is restricted by the social class of 

the student, by the academic pro~ess of the student, by 

the cost of being a member, by the students who are members, 

and other restrictions. It would be well for the teachers 

to examine the rolls of the present clubs to determine if 

the clubs are predominately serving a particular group of 

students or if they are serving the general population of 

the school. 

One specific suggestion is that the students' 

physical activities program be extended. Such a program 

should be planned to capitalize on the students' expressed 

interests in physical education without emphasizing com

petitive sports. ~ program of this type would enable 

students who do not excel in sports to become active 

participants along with those students who do excel in 

sports. A student program such as this might help students 

to develop socially and physically and perhaps enable them 
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to become happier while they ill"e in school. 

Homero-om guidance programs should be attempted. 

The teacho:!l:s and the counselors should work together and 

attempt to devise ways in wh.ich the homeroom period could 

be used to help the students to know their teachers and 

counselors better and to help the teachers and counselors 

to learn more about the students. The homeroom teacher 

would be in a position to work with the students in a 

non-evaluative role; and in a helpxng-relatianship role. 
I 

The teachers may be able to actually learn £rom the 

students ways in which the school might be of greater 

service to them. The teachers could also work with the 

counselors either by using the counselors as resource 

persons for the homeroom groups or by referring students 

to th.e counselors for individual help. 

This study revealed that the majority of the 

students expressed negative feelings about their teachers 

and that the ~.jority of the students revealed very little 

~nowledge about their teachers. Perhaps a well-organized 

homeroom period could reduce the barriers which apparently 

exist 'between the students and the teachers. It would be 

a positive step forward if every student could have at 

_________________________________________ -'-'-"""""-'c...:..: .. -""---="--~--~-----_ .. _--



least one person on the school staff with whom he could 

consult if he needed help. 
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The school needs greater information regard~ 

physical characteristics of students. Five of the eighteen 

students in t'his study indicated that they had either 

defective hearing or seeing. Their teachers seemed unaware 

of these physical defects. It is possible for students to 

be given vision and hearing tests at schools, either by 

pcirents or by teachers. These tests could help to identify 

students who would need to be referred to physicians. 

Students who need medical help and who cannot get financial 

help from their parents, can be helpea through existing 

community agencies provided that they are referred by their 

school authorities. '1'his seems to be an area in whi.ch the 

students in this study could receive aid. 

Teachers should give attention to the feelings 

students have toward class participation. Eleven of the 

eighteen students indicated that they had difficulty in 

answering questions out loud in class even when they knew 

the answers to the questions. The embarassment involved 

in missing questions seemed to be an area of concern for 

students. Perhaps this embarassment was related to the 

------------~--------------------------------~~~====~=~~~ 
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self-concept of the students in that t~ey probably felt 

insecure when they were asked to participate with other 

students in the clasB. It is suggested that the teachers 

give emphasis to helping the students improve their rela-

tionships \dth other students and to help the students to 

become mor,e involved in classroom activ.ities. 

The curriculum for these students should .incluoe 

dcvelopmbntal ana remedial learning experiences in the 

communication skills of listening, speaking, reaoing, and 

writing. The stuoents in this study had maj or areas of 

weakness in the basic communications skills. These weak-

nesses affecteo their total school progress in phactically 

every aspect of their lives in school. The major diffi-

culty seemed to be that the teachers knew very little 

about the students. At least two correctiv'e steps should 

be considered. The first step would be for the students' 

present teachers to exert more effort in diagnosing their 

students' needs; and then, with the help of the other mem-

bers of the school staff, determine if and how the stu-

dents could be helped in their present classrooms. If it 

is determined that the stuoents cannot be helped in trle~.r 

present classrooms, then perhaps remedial reading 

i _______________ - ____________ ------______________ ~ __ ="= .. '"" .. """_= •. _"".="""'=====~~"""""':;oi,.~,-~".~.: .. ~."N. 



specialists and other specialists might be added to the 

professional staff. 

Recommendations for Further study 

As a result of the information obtained in this 

study, the following suggestions for further study ~eem 

appropriate: 
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1. The interview guide used in this study included 

many questions and was easy to administer. However, much 

of the in;ormation co~ld not be used because it was not 

feasible to include all the data gathered in the permanent 

records of the students. It iz recommended that a study 

based on computer programming be attempted to determine 

ways in which information about students can be stored 

and disseminated to teachers and to other members of the 

school staff. 

2. It would be valuable if control groups of a 

normal school population and experimental groups of 

juvenile delinquents could be studied to compare the di£

ferences in their perceptions toward their teachers and 

toward certain aspects of a school curriculum. 

3. This study was primarily concerned with the 

attitudes toward and performance in> 6~hool ~f a selected 
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group of delinquents. A study which would prove to be 

helpful would be one which would assess teachers' attitudes 

toward teaching juv'enile delinquents who are enrolled in 

certain publ~c schools. 

4. Changes in students' progress in school normally 

occur slowly over a period of time. Perhaps a longitudinal 

study of the effect which certain curriculum changes would 

have on a selected group of juvenile delinquents would prove 

to be of significance. 
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APPENDIX A 

IN':ERVIEW GUIDE 

category I. Attitudes 

1. Tell me about some of the things that you like to do 
when you are in school. 

a. Tell me about some of the school activities in 
which you enjoy participating with your friends. 

, b. How do you feel about the school's student clubs 
and organizations? 

c. What kinds of things are exciting for you to 
learn in school? 

d. Are you interested in becoming more active in 
things that happen at school?' Te1,l me about it. 

2. Tell me about some of the things that you like tc do 
when you are not in school. 

a. What kinds of things do you like to do with your 
family? 

b.What do you enjoy doing with your neighborhood 
friends? 

c. About how much time do you spend in 
1. Scout activities? 
2. church activities? 
3. Y.M.C.A. a.ctivities? 
4. organized sports programs? 

3. 'l.'ell me about how well you get along wit'l-. yom: class
mates at scho,ol. 
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a. Tell me about how well you get along with your 
neighborhood friends. 
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b. What, if anything, are you especially happy about? 

c. What, if anything, are you especially unhappy 
or dissatisfied about? 

d. Tell me how you really feel about yourself. 

4. Tell me about what you think that you are accomplishing 
in school. 

a. When things are going on in your classroom in 
school, do you u;mally .:oin in or do you usually 
sort of let the other students participate in . 
the activities? 

b. Are you usually healthy? 

c. Tell me what you really know about yourself. 

5. Tell me how you really feel when you are with 

a. your friends. 
b. your family. 
c. your teachers. 
d. your probation officer. 
e. What other person older than yourseif (grown-ups) 

are there with whom you find it difficult to get 
along? Explain in what ways it is difficult. 

6. Tell me some things that you know about 

a. your friends. How· do you know this? 
b. your family. How do you ~now this? 
c. your teachers. How do you know this? 
d. your probation officer,. How do you know this? 
e. others (he identifies).. How do you know this',? 
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a. What do you know about the neighborhood in which 
you live? 

b. What things do you like about your neighborhood? 

c. What things would you like to change about your 
neighborhood? 

d. What do you know about your' city? 

e. What things do you like about your city? 

f. What things would you like to change about your 
city? 

g. What do you know about your school? 

h. What things do you like about your school? 

i. What things would you like to change aDout your 
school? 

9-10 

a. What do you know about your state? 

b. What things do you like about your state? 

c. What things would you like to change about your 

state? 

d. Wha.t do you know about the United States? 

e. What do you like about tbe unitea States? 

f. What would you like to change about the United 

states? 

g. Is anything happening in the news which concerns 
you? What about local news? state news? News 
about the United states? News outside the 
United States? 



Category II. Performance in Selected Competencies 

(A) Listening 

1. When you are in classes in school, to what extent 
do you usually listen to what your teachers say in 
class? 

202 

a. Do you usually understand what Y0u.r teachers are 
talking about? 

b. Do you have any difficulty hearing what your 
teachers say? 

c. When your teachers tell you directions for 
assignments, can you usually follow th~ directions? 

d. Do you think that you are having any particular 
problems in school as far as listening tOo and 
understanding what your teachers say? 

e. Do you think that you need to improve your 
listening? What can your teachers do to help 
you improve? What can you do? 

(B) Speaking 

1. When you are in classes in school, how do you feel 
when a teacher calls on you to' answer a ques~ion 
out loud? 

a. Do you like to speak in class? 

b. When you know an answer to a questl.on that your 
teacher asks, do you find it difficult to put 
that answer into words when you are called upon? 

c. When you do answer a question in class, do your 
classmates and your teachers usually hear and 
understand you or do you have to repeat yourself? 

d. Do you think that you use reasonably correct 
English? 
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e. How do you think that your ability to express 
yourself is influencing your progress in school? 

f. Do you think that you need to improve your 
spreaking ability? How? What can your teachers 
do to help you? What can you do? 

(e) Reading 

1. Tell me some of the things that you like to read 
about. 

a. When you try to read, do you have any difficulty 
in seeing the words or in keeping your eyes 
from skipping words or sentences? 

" b: When you come to a word that you do not know, 
what do you do? 

c. can you understand most of the reading material 
in the textbooks that you are using? 

d. How much time dO you spend in reading outside 
of class? 

e. When you read out loud in class, do you miss 
very many of the words? 

f. Do you ever read to learn about something that 
you' would like to know a"bout? . , 

g. Do you think that you need to improve your 
reading ability? How? What can your teachers 
do to help you? What can you do? 

(D) Writing 

1. About how much writing do you do when you are in 
school? 

a. Do you like to write? 

b. Do you have thoughts that you want to write? 

203 



c. Do you ever have difficulty in thinking of any
thing to say? 
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d. When you are writing, do you have any difficulty 
in holding or guiding your pencil? 

e. Do your teachers ever complain about not being 
able to read what you write? 

f. Can you usually correctly spell most of the words 
when you are writing? 

g. Do you sometimes have difficulty in choosing words 
to use? 

h. Do you think that you can write about as well. as 
most of your classmates, or do you think that you 
need to improve to be able to write as well as 
most of them write? What can your teachers do 
to help you improve? ~~at can you do? 



APPENDIX B 

DATA SHEETS 

category I. Attitudes 

1. Things the student likes to do in school 

a. School activities enjoyed with friends 

b. Feelings about school's clubs 

c. exciting things to learn 

d. interest in becoming more active in school 
happenings 

2. Things the student likes to do when not in school 

a. Things enjoyed with family 

b. Things enjoyed with neighbo,:,hood friends 

c. Amount of time spent in Scouts 

d. Church activities 

e. Y .M.e.A. 

f. organized sports 

3. How well he thinks he gets along with classmates 

a. How well he thinks he gets along with neighborhood 
friends 

b. Identification of areas of satisfaction 
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c. Identification of areclS of dissatisfaction 

d.. How he really feels about himself 

4. What he thinks he is accomplishing in school. 

a. Withdrawn or outgoing in class? 

b. State of health 

c. What he really knows about himself 

5. How he really feels with 

a. friends 

·b. family 

c. teachers 

. d. probation officer 

e. other grown-ups with whom he gets alonS! 

f. grown~ups with whom he does not get along 

6. His knowledge of 

a. friends 

b. family 

c. teachers 

d. probation officer 

e. others 

1-8 

a. knowledge of neighborhood 

b. things liked about neighborhood 

206 



<0 

207 

c. things would like to change about neighborhood 

d. things known about city 

e. things liked about ci.ty 

f. things would like to r~angeabout city 

g. knowledge of school 

h. things liked about school 

i. things would like to change about school 

9-10 

a. knowledge of state 

b. things liked about state 

, 
,) 

c. things would like to change about state 

d. knowledge of the United states 

e. things liked about the United states 

f. things would like to change about ,the united states 

g,. concern over news ,happenings 

category II. Performance in Selected C9mpetencies 

(A) Listening 

1. Extent to which he listens in c1as's 

a. Does he usually understand what the teachers say? 

b. Any difficulty in hearing? 

c. can he follow directions? 

d. Listening problems? 
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e. Identification of ways to improve speaking and 
ways teachers can help. 

(c) Reading 
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1. Identification of some of the things he likes to read 
about. 

a. Identifi~)ation of difficulty in seeing to read 

b. How does he attack a word not known? 

c. Does he th ... .'1k that he understands most of the 
reading mat~~ial in the textbooks he uses? 

'd. Amount of time spent in reading outside of 
classes. 

e. Does he miss very many wards when he reads aloud 
in class? 

f. Extent to which, he reads a~ut something he 
wants to know (explain) 

g. Identification of ways to improve reading and 
ways teachers can help 

(0) Writing 

1. Extent to which he writes in school (explain) 

a. Does he like to write? 

b'. Ident;lfy.any thoughts that he would like to write 0 

'co Does he haoJe difficulty in thinking of anything 
to say? 

d. Does'he have anY,dif£iculty in holding the 
pencils? 

e. Do his teachers ever complain about not being able 
to read his writing? 
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f. Can he usually spell most of the words he writes? 

g. Does he have difficulty in choosing words? 

h. Identification of ways to improve writing and 
ways teachers can help. 
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