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A study to explore definition, incidence, assessment
and program issues concerning the relationship
between learning disabilities and Young Offenders
in Canadian institutions that service the
Young Offender population.



Chapter 1

Perspectives from the Literature

Rationale and Purposes of the study

The passing of Bill C=-61 (House of Commons of Canada, 1982) and
its concern about both the most appropriate ways to both protect society
and meet the needs of the ycung offender has led to a growing need to
understand more about this population. It has become apparent that in
spite of concern and resource allocation to them, few programme thrusts
have been able either to prevent further criminal involéement or to
rehabilitate many young offenders, (sShamsie, 1980, Crealock, 1979). This
remains so even though there is increasing demand for such support such as

that indicated in the recommendations of Child at Risk (1980), a report of

the standing senate committee on Health, Welfare and Science which states

“We recommend that the Federal, Provincial and Territorial
governments encourage the development of needed community resources
and services to deal with young offenders
a) before they appear in court, to make a court appearance
unnecessary; and
b) when a court appearance is unavoidable, to provide viable
alternatives in their disposition.” p. 56
Trends at the provincial level also indicate a desire to find effective
ways of providing appropriate alternatives for delinguent adolescents at
the community level (Three Decades of Change, 1983) and these too have
prompted government at all levels to look to increased altornatives for
young offenders. This is reflected in The Youny Offenders Act in the list

of alternative dispositions thnat may be given 1n youth court. These

include absolute discharge, fine, compensation to the victim in goods,



money or personal service, a community service order, treatment in a
hospital o? other appropriate facility, probation, or committal to
intermittent or continuous custody.

One of the reasons that efforts to date have not met with the
success hoped for is the dearth of predisposition information that would
help the-courts appreciate the individual needs of each young offender and
thus recommend a programme more specifically tailored to these needs. This
problem may be overcome with the full implementation of the Young Offenders
Act since it does provide for the preparation of very full disposition
reports that include general information about the young person's current
behavior, maturity, and plans for the future, history of previous
delinqguencies, alternative measures, availability of community services,
familial relationships and school and employment records. Whether specific
programmes would be available if they were recommended is also at issue but
it is difficult to argue for programme improvements without first
identifying the necessity for them and the degree to which they do or do
not exist in the local community.

One subgroup of the delinquent population that has begun to
receive attention is the learning disabled younyg offender. Interest in
this subgroup has been apparent for the past few decades but the extent
to which this group exists among Canadian delinquents is difficult to
determine. That most young persons appearing in court have had some
difficulty in school is a reality widely recognized by the courts
(Boyle, 1980, varcoe, 1Y980). The role of learning disabilities in causing
or exacerbating academic difficulties is not well recognized however.

Definition of the learniny disabled subgroup, incidence, identifying



characteristics and appropriate assessment are each controversial and the

literature to date has not provided the courts with specific guidelines for

practical use in identifying those young offenders whose illegal behavior

is significantly influenced by their learning disability.

This study is an attempt to clarify these issues and to provide

some specific suggestions for the courts concerning identification and

programming for the learning disabled young offender both within the

training school programmes and the community-based programmes. The

specific objectives nf the study are:

1.

To examine the existing literature in the area of

learning disabilities, especially as it applies to

the youny offender population. One note of caution needs

to be introduced here. While 'young offenders' and 'juvenile
delinguents' are generally felt to be tefms that can be used
interchangeably to describe youth who have been in trouble with
the law, the specific meaning attached to ‘'‘young offender' in
Bill C-61 in terms of age of youth and criminal act is not
rigerously adhered to in the literature generally. 1In other
words, some jurisdictions include a broaaer range of behaviors
and age of offender to categorize a youth as delinquent. Both
the concerns and the populations studied are similar to those of
the young offender however and in this sense, the literature
review includes studies pertaining to youth involved in
delingquent behaviors whether or not thiey are as specifically
defined as they are in Bill C-61.

To develop an inventory of the diagrostic tools

available and to determine their current use in



Canadian clinics and institutions that service the
young offenders.
3. To determine the existing approaches to programming in
Canadian institutions which address the needs of juvenile deliquents
with learning difficulties.
4, To suygest components of an assessment battery that
will identify those young offenders whose
delinquency is contributed to or linked with

a learning disability.

, Definitional Issues

The first issue to be explored in the existing literature is the
definitional one. The Young Offender Act (1Y82) defines a young offender
or "young person" as follows:

| "young person" means a person who is, or, in the absence
of evidence to the contrary, appears to be
a) twelve years of age or more, but
b) under eighteen years of age or, in a province in
respect of which a proclamation has been issued
under subsection (2) prior to April 1, 1985 under
sixteen or seventeen years, whichever age is
~specified by the proclaﬁation, and, where the context
requires, includes any person who is charged under
this Act with having committed an offense while he
was a young person or is fourd guilty of an offense

under this act;" p. 2



In other words a youth between the ages of twelve and eighteen who
commits a criminal offense as that is defined for the adult offender is
considered a young offender and thus must take responsibility for his or
her behavior although not necessarily to the same extent as the adult
offender must. That definition is straightforward.

However the definition of learning disability is not so
straightforward. Since 1963, when Dr. Sam Kirk coined the term to
describe a group of students who in spite of normal aptitudes had
serious academic problems, many yroups have wrestled with a precise
definition. The two most frequently cited ones currently are the one
recommended by the National Joint Committee on Learning Disabilities
(NJCLD) (Leigh, 1983) and the one adopted by the Canadian Association
for Children and Adults with Learning Disabilities (CACLD, 198l1). The
NJCLD recommendation for the definition of learning disabilities is as

follows:

"Learning disabilities is a generic term that refers to a
heterogeneous group of disorders manifested by significant
difficulties in the acquisition and use of listening, speaking,
reading, writing, reasoning or mathematical abilities. These
disorders are intrinsic to the individual and presumed to be due to
central nervous system dysfunction. Even though a learning
disability may occur concomitantly with other handicapping
conditions (e.g. sensory impairment, mental retardation, social and
emotional disturbance) or environmental influences (e.g. cultural
differences, insufficient/inappropriate instruction, psychogenic
factors) it is not the direct result of those conditions or
influences." p. 43.43

The following CACLD definition is similar:

"Learning Disabilities is a genetic term that refers to a
heterogeneous ygroup of discrders due to identifiable or inferred
central nervous system dysfunction. Such disorders may be
manifested by delays in early development and/or difficulties in any



of the following areas: attention, memory, reasoning,
coordination, communicating, reading, writing, spelling,
calculation, social competence, and emotional maturation.
"Learning disabilities are intrinsic to the individual and may
affect learning and behaviour in any individual, including those
with potentially average, average, or above average intelligence.
“Learning disabilities are not due primarily to visual, hearing or
motor handicaps; to mental retardation, emotional disturbance or
environmental disadvantage; although they may occur concurrently
with any of these.

"Learning disabilities may arise from genetic variations,
biochemical factors, events in the pre- to peri-natal period, or
from any other subsequent events resulting in neurological
impairment."” (CACLD, 1981, p. 5)

These definitions both include the three major aspects of most
definitions of a learning disability, i.e. demonstrated difficulty in a
core academic area or discrepancy between achievement and potential,
reference to central nervous system dysfunction as a primary cause and
an exclusion component that suggests that academic retardation is not due
to emotional, intellectual or physical disabilities. These official
definitions do differ however on the stress they place on central nervous
system dysfunction as the primary cause. This difference will be referred
to later as we discuss the causes of learning disabilities in greater
depth.

The NJCLD and CACLD definitions are typical of the official
attempts to define a learning disability and do represent those used by
several authors (Swartz ard wall, 1978; OACLD, 1980, Florio-Forslund,
1977; Bernstein and Rulo, 1976; and Underwood; 1376). . However an
operational definition emanating from this official one would be that
used by Raza and Haberl (1976) in a study done for the Quebec
Assoclation for Children with Learﬁing Disabiiities, In their study,

they state that a learning aisabled pupil must have a normal or above



normal ‘intelligence gquotient, demonstrate no emotional, physical or
environmental handicap, show deficits in academic achievement relative
to ability, show evidence of perceptual and/or perceptual-motor
-disorders and show the existence of a pattern of deficits in an
otherwise normal profile.

Other definitions in the fi;ld are usually even more pragmatic.
They tend to focus on the systematic problems that occur for a child with
learning disabilities. Academic retardation is the most frequently
mentioned one with additional statements suggesting normal or greater
intelligence (i.e. excluding mental retardation as the reason for the
academic retardation). Examples of the discrepancy plus exclusion approach
to definition are those given by Reiter, 1Y82; Murray, 1976; Campbell,
1980; Broder et. al., 1481, and Keilitz, Zaremba and Broder, 1979 which
suggest that the diagnosis should be accompanied by evidence to suggest
that the learning disability cannot easily be interpreted as a )
manifestation of other handicapping conditions and which does provide
evidence that a discrepancy exists between achievement and expectation.

The last approach to definition focuses exclusively on the
discrepancy between achievement and aptitude aspect., Illustrative of

,

this approach are the definitions given by sSawicki and Schaeffer, 1979;
Trites, 1977; and Hallahan and Kauffman, 1982. Sawicki and Schaeffer
have defined a learning disability as a discrepancy between intelle:tual
pétential and academic achievement and then have used this definition to
classify delinquents whou show a learning disakility in terms of degree of

severity., Mild learning disabled adolescents were those who showed a

minimum of two grade levels of academic retardation while adolescents with



severe .learning disabilities demonstrated academic retardation of four to
six years., Hallahan and Kauffman have simplified the definition even
further and state "a learning disabled child is simply one who is not
achieving up to potential" p. 95. 1In approaching the issue this way they
do not have to concern themselves with causality or exclusion of other
handicapping conditions.

As can be seen the approach to definition varies greatly from
those that include discrepancy, exclusion and causation statements to
those which focus only on academic retardation. However, in closely
analyzing all the definitions, the operational manifestation usually
boils down to a measure of average or greater intellectual potential and
evidence of academic retardation of two or more grade levels, usually in

reading but also in writing or mathematics. As Coons, 1982 states:

"while there may be neurological and other physical

concomitants the important aspects of learning disability are the

academic and social consequences of perceptual and integrative

disorders." p. 252

Thus while we are sympathetic to the search for a highly specific
definition of learning disabilities, the present 'state of the art' vis-a-
vis definition suggests that a basic discrepancy between demonstrated
achievement and potential is the only approach with any true applied
concensus. This then is the one we will pursue in loocking For the juvenile
delinquency, learning disabilities (JD/LD) link.

‘ Incidence
One of the more important reasons for the growing interest in the

JD/LD connection has been the reports on incidence. While researchers



in the learning disabilities field itself have generally agreed on
incidence rates of two to threé per cent in the general population
(Hallahan and Kauffman, 1982; Hewitt and Forness, 1983; Hamill and
Bartel, 198l1) they have also noted a range from one to thirty per cent
depending on the definition used. However, in the delinquency
literature, incidence rates have ranged from lows of 1 to 40 per cent
(Sawicki and Schaeffer, 1979; Spreen-0Offried, 1981l; Murray, 1976;
Keilitz, Zaremba and Boder, 1979; Zimmerman, Rich, Keilitz and Broder,
1978), to highs of 60 to 90 per cent (Murray, 1Y76; Podboy, 1978;
Reiter, 1982; Swanstrom, Randle and Offord, 1981; Dalby, Schneider and
Arboleda-~Florez, 1982; wilgosh and Paitich, 1982; and Berman, 1878). A
- crude average across these studies is approximately fifty-five per cent
which is far in excess of what would be expected in the general

population.,

Again, however, one has to look at the operational definition used
in various studies to account for the high incidence rates. Basically
the assessment consists of a battery of intellectual and academic tests,
Two of the more moderate estimates (Zimmerman et. al. and Sawicki and
schaeffer) found 37 and 33 per cent of the adjudicated delinguent
populations they looked at had learning disabilities. In both cases large
numbers of adolescents were initially screened according to school records
and then those who sﬁowed high risk for learningrdisability were further
assessed with psychological and education instruments plus full
developmental and medical case'histories and investigations of family

functioning. Other investigators such as Wilgosh and Paitich (1982) in a



recent Canadian study, used a conservative criterion for Iearning
disabilities of two years or more below grade level on achievement tests
and found 61 per cent of males and 63 per cent of females, all of whom were
at or above average on the intelligence measures used, to be learning
disabled. Podboy and Mallory (1978) administered a battery of eight
achievement, reading, perception, and intelligence tests and found nearly
50 per cent to be learning disabled on the basis of a severe discrepancy
between achievement and expectation that was not due to handicaps in other
areas. Swanstrom, Randle and Offord (1981) assessed 317 normal seventh
graders and 128 adjudicated delinquents on a battery of intelligence,
achievement and perceptual tests and found that 15.8 per cent of the

normal population and 55.5 per cent of the delinquent population could

be identified as learning disabled on the basis of academic retardation,
exclusion of other handicapping conditions and observed deficit in one or
more learning processes. The essential criterion for learning disabilities
in each of these studies was the discrepancy between achievement and

potential even where other personal attributes were tested.

"In the adult population, Berman (1978) has reported 75 per cent to
be learning disabled and qudall (1978, 1979, 1981, 1982) in Alberta has
reported incidences of over 80 per cent. Both these investigators used
variations of the Halstead-Reitan psychoneurolcgical battery to assess
their populations and found strong discriminant indices based on their
assessment that could discriminate between learning disabled and non-
learning disabled offenders. 1In most of their studies however,. they are
iooking.at a hard core yroup of inmates who had long histories of criminal

behavior.
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while such high incidence figures suggest a causal link between
learning disabilities and juvenile delinguency, many investigators are
cautious about interpreting their data that strongly. Murray (1976)
found both confirming and disconfirming results in the literature
concerning a direct relationship between the two which he concluded to
be suggestive even though not strongly documented. He further suggested
that the school failure-delinquency relationship is a complex and highly
interactive one that requires careful study. Swanstrom et. al. (1978) alsoc
concluded that their data, though suggestive of a causal relationship, was
in fact only correlational.

Both Murray and Zimmerman et. al. (1978) have pointed to the
overlap in characteristics between learning disabled and delinquent
adolescents but have suygygested that this does not indicate a cause and
effect relationship. 1In fact, in a very well reported series of studies
(Zimmerman et. al., 1Y78; Broder et., al., 1981) that looked at 1005 public
school boys and 887 adjudicated delinquent males they found no difference
between learning disabled and normal adolescents on actual number of
delinquent acts as revealed through a self-report process. However, almost
twice as many learning disabled boys (33 per cent) were adjudicated as
delinquent as were non-learning disabled boys (18 per cent).- They suygest
that the léarning disabled adolescent is more at risk for adjudication
because of the social and academic deficiis that aré part and parcel of hisg
handicap not because he is more likely té engage in deviant behavior. This
is a very interesting finding; one that must be lcoked at carefully by law

enforcers and program planners.



The suggested discrepancy at adjudication may well effect an
increased number of learning disabled adolescents in Canada whose offenses

are processed by the youth justicé system. In their Guide to the Young

Offenders Act, Hardy, L. and Dunn-Worndl, B. (1983) recommend certain

behaviors to the adolescent who comes before the courts. They include
writing down everything you can remember prior to and during an arrest,
remembering that you have rights and can use them, responding politely to
officials, restraining tendencies to 'spill it all out', and clearly
communicating with the court officer about your wants,'ambitions, and
goals. Most learning disabled adolescents have difficulties in all of
these areas -~ their writing skills are poor, sequential memory is poor,
they tend to be impulsive rather than reflective and qnly rarely can they
organize their past, present and future hopes in a coherent manner. In
addition to this, their predisposition reports often contain information
such as poor school performance, immaturity, and inappropriate behavior
that can work agzinst them, Court officials will have to be careful to
tease out inappropriate court behavior that is linked to a learning
disability from that which is generally beligerant and defiant; not an
easy thing to do in a busy courtroom.

The one last issue concerning incidence is the ratio of males to
females found in the learning disability population. There are
generally found to be four males to every female in the population at
large (Hallahan and Kauffman, 1982; Hewitt and Forness, 1983). However
the incidence studies here which looked at both male and female
offenders, report a considerably reduced ratio that ranges from

approximately 1 to 1 (Wilgosh and Paitich, 1982) to approximately 2 to 1



(swanstrom, Randle and Offord, 198l). Whether this difference is the
result of an LD/JD female being more likely to be adjudicated or whether it
results from some causal link that results in a female with learning
disabilities being more likely to behave in a manner that brings her to the
court's attention is not clear from the reported data.

One must conclude from the incidence data reported above, that
whether one interprets the learning disabilities=-juvenile delinquency
link as a causative relationship or not, there certainly is considerable
overlap between the two conditions in terms of essential
characteristics. The next few pages in this report will look at the
characteristics of the two groups with a view to determining those that
overlap most frequently.

Characteristics

When one looks at characteristics of the learning disabled
adolescent and of the delinquent adolescent, there is a remarkable
degyree of overlap. In reviewing twenty-four studies describing this
population, the characteristics fall into six major categories:
academic, cognitive, psychoneurological, social, emoticnal and family
related.

The most overwhelming shared characteristic is academic problems,
usually involving retardation in one or more subject areas and
attendance issues. Accordiny to the Young Offenders Act, attendance
problems due to truancy are no longer considered delinquent.acts and so the
degree of overlap between the young offender and the learning disabled
populations may be reduced. However, a large number of both populations

have been shown to have serious academic problems with lags of two or more



years so this problem will continue to constitute a major area of ‘overlap.
Twelve studies (Murray, 1976; Reiter, 1982; Mauser, 1974, Leschied, Coolman
and Williams, 1983; Phillips and Kelly, 1979; Griffin, 1979;
Birkenmeyer and Polanski, 1975; Lambert and Birkenmeyer, 1372; Stephenson,
1973; pihl, 1984; Thomas, 1981, Florio-Forslund, 1977) document this
problem and déscribe its effect in terms of inability to meet school
standards, communication problems between principals, teachers and
students, repeated grades, academic problems beginning in the primary
grades, lack of motivation, failure to see relevance of school success to
their future, classroom behavioral difficulties and serious academic
retardation of two to five years in basic subject areas for as many as
fifty per cent of the delinquent p09ulation studied. Some authors feel
this is symptomatic of juvenile delinquency while others suggest it is
causative but all report the overlap. School attendance is a frequent
problem for this group; however in the delinquent grouwp it is usually
referred to as truancy (Zieman and Benson, 1980) and is often a reason for
adjudication, especially for females while in the learning disabled
population it is more likely to be seen as absenteeism (London, 1984).
While truancy is not an indictable offence under the Young Offenders Act,
poor attendance increases the likelihood of poor academic achievement and
it is a factor in the school histories of many young offenders and learning
disabled youths,

when one looks at the adult criminal population, academic problems
are often listed there as a significant characteristic of a large
percentage of the inmates which suggests that the problem persists over

time. Griffin (1979) found that the average inmate, upon arrival at the




penetentiary had only reached grade 6 with eight out of ten not finishing
elementary school. Such limited academic experience was deplorable but in
delving further into the academic skills of the populations studied, he
found that 66 per cent were actually below claimed grade level. Thomas
(1981) corroborated thesé findings. She reports that 78 per cent of
inmates of Canadian penetentiaries have less than grade 10 as a declared
educational level which is 30 per cent worse than the general Canadian
population. She did not test actual academic levels but one could predict
they would be lower than stated level given Griffin's results.

The second major category of overlapping characteristics is in the
cognitive area., Here authors have reported a tendency to be impulsive
as opposed to reflective in decision making (Murray, 1976; Koopman,
1983; Douglas, 1972). Murray has found an overlap between both
populations on this characteristic while Koopman reports it in the adult
criminal and Douglas in the learning disabled student. Murray and Koopmat
also report on an inability to learn from experience that is
characteristic of the learning disabled offender. Other characteristics
mentioned include poor understanding of cause and effect and confused
verbalization (Koopman, 1983); poor organizational skills (Douglas, 1972};
and poor problem solving skills (Schumaker, Haze%, sSherman and Sheldon,
1982). Thgse cognitive deficits occur in spite of average intellectual
skills (Mauser, 1974; Lescheid, Coolman and Williams, 1983; Stephenson,
1973; Lambert and Eirkenmeyer, 1972).

Six authors nave studied behaviors in the learning disablied youth
that are identified primarily as indicators of psychoneurological problems.

These include short attention span (Reiter, 1980; and bouglas, 1972);



difficulty following instructions, literal concrete thinking as opposed to
abstract thinking and inconsistency of performance (Koopman, 1983);
inflexibility (Pihl, 1984); spatial problems and greater occurrence of
minimal brain damage (Mauser, 1974) and faulty time concepts involving an
inability to project themselves into the future or to defer gratification
(Uﬂderwood, 1976; Kronick, 1983). These have been reported for learning
disabled young offenders by several investigators (Koopman, 1983; Yeudall,
1979; Murray, 1976).‘ In each case, the learning disabled and young
offender populations studied showed more of these characteristics than
would be expected from general population incidence.

The fourth category of characteristics that show significant
overlap between learning disabled and juvenile delinquent populations is
adequate social skills, The specific characteristics mentioned here are
péor understanding of social cues (Murray, 1976; Foster and Bernstein,
1979); poor social conversation skills (Schumaker, Hazel, Sherman and
sheldon, 1982); propensity to say irrelevant or inappropriate things
(Koopman, 1983); inability to give or receive positive and negative
feedback or to negotiate with peers (Schumaker et.al., 1982), peer acting
out and socially isolated behaviors (Lescheid et.,al., 1983).and generally
poor peer relatioﬁs (Pihl, 1984). Some of these behaviors also indicate
problems in cognitive function but because they relate specifically to
interaction with others, they are. listed under social skill deficits. Much
work has been done with learning disabled adoleséents (Kronick, 1983;
Bryan, Donohue and Pearl, 1981l) to corroborate the high frequency of social

deficits among this population,



- 17 =

Thé next category of characteristics are those that fall into the
emotional area. These tend to be reported more often for young
offenders, especially the more serious and pervasive deécriptors but
there is some overlap. Overlap has been reported for negative self-concep:
(Mauser, 1974; Pihl, 1984; Florio-Forslund, 1977), and low frustration
tolerance (Mauser, 1974; Florio-Forslund, 1977). Kronick (1983) has
reported emotional immaturity that translates into egocentricity and an
inability to understand the other's point of view in the learning disabled
population which is not unlike some of the social deficits earlier reporte’
for young offenders (Murray, 1976; Schumaker et. al., 1982; Koopman, 1983).
The more serious indicators of emotional problems however have been found
primarily in the delinquent pépulationo These include having received
psychiatric help in the community prior to adjudication (Lescheid et.al.,
1983, Birkenmeyer et.al., 1975), a tendency to be involved in self-
destructive behaviors, to act out against authority and to have experienced
a large number of serious stressful events (Lescheid et.al., 1983) and a
general description of being emotionally disturbed (Stephenson, 1973;
Burns, 1976; Lenz et.al., 1980). Stephenson's paper tried to debunk the
myth that young offenders are emotionally disturbed and though her data did
show that many were not, she did find a range of 16 to 85 per cent of the
delinguent populations in the three groups she studied showed emotionally
disturbed behaviors. The larger percentage was found in a training
school population that did conform to many of the stereotypes of the
young offender, i.e. emotionally disturbed (85%), in the dull normal
range of intelligence, reading skill two or more years below grade
level, lower SES and poverty in the family background (57%), and high

incidence of family breakdown (67%).



This leads into the final group of characteristics; those that
relate .to family background. These characteristics have been found to
describe the young offender group almost exclusively. In fact Hurwitz,
Bibace, Wolff and Roubotham, 1972 have suggested that delinquency is a
lower class problem while learning disabilities is a middle class
problem. Certainly there is some overlap but poverty and family
breakdown are more frequently associated with an adjudication of
delinquency (Hurwitz et.al., 1972, Steppenson, 1973; Lescheid et.,al.,
1983, Burns, 1976; Lenz et.al., 1980) than with a primary diagnosis of
learning disabilities.

In describing a typical resident of a Canadian training school,

Winzer and Bennett (1980) state the following:

"He or she is an adolescent who has failed once or twice in ordinary
school, who has been a behavior problem in the elementary grades and
who has transferred to high school because the lower school lacked
the resources to devote any more attention to this troublesome,
cantankerous and potentially dangerous youngster." p. 6

The characteristics summarized in this section would concur with their

description but would also flesh out some aspects. The most typical

young offender according to this review of the literature is a male who

has experienced serious academic failure beginning in the early grades

which has resulted in two or more years academic retardation in the core

subjects of reading, writing and mathematics; who shows cognitive

deficits in his ability to solve problems and appreciate cause and

effect relationships; who shows problems in attending to relevant

stimuli and tends to be impulsive; who has a poor understanding of

social situations which result in poor peer interactions; who has a



history of emotional and ayggressive response to frustration and who
frequently comes from a lower class family that has experienced
considerable stress and breakdown.

However, while this may be a description of the most typical
adolescent in a training school and, with the exception of the emotional
and family descriptors, a description of a typical learning disabled
adolescent, the issue of overlap of characteristics versus causation of Lhe
problem still remains.' That the learning disabled and young offender
populationé share many characteristics seems to be well documented in the
literature; that the one causes the other to still an open question. In
the next section, we will look more carefully at this issue.

Causation

The etiology of learning disabilities and its connection with
juvénile delinguency is exceedingly complex. This review will look at
the question from four perspectives: socioclogical, environmental
pollutants, biochemical and neurological. A major proponent of the
sociological approach especially as it concerns familial interaction is
Minden (1977) who makes a strong case for the importance of parental
training and involvement. He suggests that the learning disability can
precipitate stress and tension in the parents and that this can have a
reciprocal effect on the learning disability. He goes further to link
this stress to the development of neurological and processing deficits
at both prenatal and postnatal stages of development., Lane (1980) and
McKay and Brumback (1980) both suggest that a learning disabllity makes
the adolescent more susceptible to deviant behavior. If a student

rejects and is rejected by social institutions like the school, he or
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she may seek out alternate stimulation., However there i§ not much
literature to support this theoretical relationship between learning
disabilities and juvenile delingquency.

Environmental pollution is the second aspect of céusality in the.
léarning disability, young offender link. Investigatoré who explore
this issue have looked at various substancés such as lead (Lin-Fu, 1982;
Pihl, 1977; Needleman, et.al., 1979); aluminum (Rees, 1979) and other
minerals and trace élements (Rimland and Larson, 1983) to determine the
extent to which they are found in the systems of various groups. Lead has
been the most widely publicized pollutant with concern leading to the use
of lead-free gasoline and paints plus many cautions at both the
governmental and industrial levels. In a major study of all the grade 1
and 2 children in a school district during the years 1975-1978, Needleman
et. al. (1979) collected lost primary tee£h from 3329 children and examined
them for elevated dentine lead levels. These authors had criticized
earlier research that had looked at blood levels as being too susceptible
to short term individual ditferences and as being inadequate markers of
exposure to lead. Dentine lead levels however, reflect build-up over many
years and so are a more reliable measure of the efﬁects of long term
exposure. From the initial large group, the invegﬁigators found 100 with
low lead levels and 58 or 1.4 per cent with high lead levels. Educational,
psychological and sociclogical measures were obtained for the 158
children. There were significant Aifferences between the high and low lead
groups on the WISC-R full scale intelligence quotient, on verbal IQ,
auditory progessing and reaction time tests. 1In each case, the low lead

group performed better than the high lead group. There were also
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differences on teacher rating scales on distractibility, persistency,
dependability, impulsivity, ease of frustration, daydreaming, ability to
follow directions and low overall functioning. There were also
differences on father's education and social class with high lead level
children coming from lower SES families. Lin-Fu (1982) also looked
extensively at lead levels and found ﬁhat there were marked differences in
lead levels for race (2 per cent in whites versus 12.2 per cent in blacks},
cdmmunity (2.1 per cent in rural versus 11.6 per cent in the inner city)
and social class (1.2 per cent in middle class groups versus 10.9 per cent
in lower class groups). She further found that the family situation most
frequently associated with high lead levels included marital separation,
unemployment, absence of parents, high number of preschool children in
family, lack of stimulating environment, and an inability to cope with the
stressful city life. In both these studies, many of the characteristics
associated with high lead levels in individuals are similar to those found
in the delinquent adolescent who has a learning disability.

Two other studies in the environmental pollution area deal
directly with the young offender population., Rees (1979) had a hair
analysis done on 595 patients of all ages and found 74 per cent with
elevated aluminum levels. Among ten delinquent and psychotic boys who
were‘looked at separately, 100 per cent showed elevated levels. While this
subsample was quite small, the overall results do point to high aluminum
levels as a potential factor in learning disabled and young offender
populations. He attributed the generally high incidence to the use of
aluminum cookware, processed foods and treated water, Rimland and Larson

(1983), in a review of 51 studies, found both the learning disabled and



juvenile delinguency groups to show high levels of cadmium, lead, and
copper while the learning disabilities group also showed high levels of
manganese which the juvenile group were deficient in. The young offender
group also showed high levels of aluminum, magnesium and calcium which the
authors felt might betdue to their large intake of milk which was twice
th;t of the normal adolescent population.

In summary, it would appear that there is a gygreater likelihood of
both learning disabled and juvenile delinquent adolescents to show higher
than normal lead, copper, and aluminum levels than that found in the normal
population, However, while these findings are important, the cause:effect
relationship cannot be assumed since the studies reported were essentially
correlational. It may even be true that high levels of minerals and trace
elements in the body do cause hyperactivity and attention def;cits but the
meta problem may be the poverty and poor familial situations that are also
found among children whose mineral levels are high.

The third approach to causation that will be examined in this paper
is the biochemical one. This includes those studies that have looked at
diet, vitamin therapy, and at medication., One of the interesting new
aspects of the problem is the growing awareness of the relationship between
diet changes and hyperactivity in children. As our diet includes more
artificial food dyes, more artificial sweeteners and more sugar generally,
there is a steady increase in the numbers of reported cases of children
with learning disabilities which some researchers (Feingold, 19Y74; Sabo,
1977) have suggestad are causally related. Benjamin Feingold has developed
a special diet that excludes all foods containing artificial dyes or

sweeteners. He cites many case studies where children on his diet have



improved in both general behavior and academic achievement; he says that i.
children will adhere to it faithfully, their hyperactive symptoms
disappear.- Recent reviews (Mattes, 1983; Kavales et.al., 1983) have cast
considerable doubt on the degree to which the Feingold diet improves the
chilﬁren's behavior, but Rimland (1983) is more positive., He criticizes
the negative reviews of the Feingold diet on the basis of the irrelevancy
of many of the reviewed studies stating that only ten dyes have been
studied when Feingold had identified 3000 additives that have ,been placed
in our foods; ridiculously small dosage levels (1.6 to 26 myg per day when
the daily consumption of colorings is 59 to 76 mg. per day; failure to
control relevant variables such as copper, lead and polluted light and
inadequate atténtion to animal and in vitro studies. He concludes that
with the increase in youth crime and decrease in academic ability, we would
be foolish to iénore Feingold's message; instead we should do what we can
to remove unnecessary additives and pollutants from our food supply and
daily diet.

Another area of growing interest is the relationship between a
child's ability to tolerate and absorb glucose into the blood stream and
hyperactivity. :Langseth and bowd (1978) found that 88% of the hyperkinetic
children in their clinic showed abnormally low glucose tolerance levels.
They reduced the amount of sugar (both artificial and natural) the children
were receiving and found improvements in activity level and learning in all
of the children.

Hippchin (1976) states that delinquency and criminal behavior is
related to nutritional experiences, He cites work by Hoffer that

suggests four major symptoms that result from biochemical disorders;



perceptual changes due to nutritional disorders, perceptual changes due
to brain allergy, hyperactivity due to nutritional deficiency, and’
hyperactivity due to hypoglycemia or low blood sugar. Work at the
Saskatchewan penetentiary showed that one third of the inmates had
perceptual problems due to brain allergies related primarily to foods in
the wheat, corn and milk groups.

In a major study that looked at 300 articles concerning the
effects of nut;ition on behavior in offender populations, Lomp, Stasiak and
Quirk (1979) suggest that while some of the evidence is inconclusive, there
is enough to suggest that the offender population does suffer from a high
incidence of nutrition related disorders and that when potential
perpetrators of delinquent acts are in nutritional distress, they are more
likely to commit a crime than when they are not.

The effects of both diet and megavitamin therapy were studied by
Hershner and Grekin (n.d.). Seventeen boys and three girls between the
ages of 7 and 14 were assessed for intelligence, and for educational
and neurological skills., They were divided into two groups on the basis of
intelligence and age; one yroup received a nutritional diet plus vitamins,
and the second was on the diet alone. After a six month period, there was
no difference between the two groups. However, both improved significantly
on home discipline, attention span, reduced aggressiveness and
hyperactivity. The authors conclude that while boch improvéd on the diet,
there were no additional gains made by the addition of megavitamin therapy.

In the past decade, the use of druys to treat hyperactivity in
children has become increasingly popular. This seems to be occurring

because we as a society are more likely to turn tc drugs to solve many



physical and psychological needs and because some children do respond
positifely to drug therapy (Knights, 1974, swanson and Kinsbourne, 1978;
Kinsbourne and Caplan, 1979).- Interestingly enough, hyperactive children
seem to respond more positively to stimulants than to tranquilizers.
Studies report that hypéractive children show a decrease in activity level
and gn increase in attention and acceptable social behavior when they are
on drug therapy.

The drug most frequently used in treatimg children with learning
disabilities is methylthanadate (Ritalin). At the Hospital for Sick
Children in Toronto, extensive studies are being done to determine which
children respond well to Ritalin and what are the optional dosages.
Swanson (1979) reports that sixty (60) per cent of children diagnosed as
hyperactive on the Connors Scale showed increased performance on a paired
associate type task when they were on Ritalin as opposed to being on a
placebo. They also showed decreased impulsive activity and some increase:
in attention span. The remaining forty per cent showed the reduced
activity and distractibility but they did better on the task in the placebo
condition, Both groups indicated positive behavior effects from the
ingestion of pills but unfortunately there wasn't a control group who did
not injest pilils with which to compare.

Williams, Cram, Tausig and Webster (1977) studied 28 children in a
double blind study that looked at medicatioa and diet. Their outcome
measures were ratings of childrens' behavior on an eleven item and forty
item checklist for tezchers and parents respectively which had been
developed by Connors. They found that both oarents and teachers rated the

children's behavior improved when they werc on drugs while the diet had
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minimal effects according to the parents and positive effects according to
the teachers.

While there certainly are many champions of drug therapy, there are
aléo an increasing number of investigators who are indicating that all is
not well in the state of drugs. Walker (1974) reported on maﬁy case
studies where childrep who were on Ritalinvwere in fact suffering from
fairly serious physical problems (heart defects, low levels of calcium in
the blood, mild seizures) that were masked by the drug. Had these children
not be re-examined not only would their hyperactivity have increased but
their physical conditions would have seriously deteriorated.

New data is being reported that suggest possible addiction effects
from long term usage of stimulants. Medical practitioners are well awafe
of the addicting aspects of diet pills (which are similar to Ritalin) and
are becoming more careful in recommending their use to adult patients.

Such caution does not seem to be exercised as stringently in prescribing
for children however (Walker, 1974; Bornstein and Blouin, 1978). Bornstein
and Blouin did a follow-up study on a group of children who had been on
drug therapy for five years. At the time of follow-up, these children were
all in their middle teens and showed more anti-social delinquent behavior
and a greater propensity for alcochol abuse than did a control group of
chi;dren with learning disabilities who had not been on drug therapy.

To summarize, the studies on «iet, vitamin therapy and drugs do
indicate some relationship between nutrition and learning disabilities and
juvenile delinguency. Most of the relationship however seems to involve
the importance of a good, well-balanced, nutritional diet that avoids

excesses of sugar, milk and wheat products which is not typical of the



eating habits of many delinquents. This our mothers would agree with. But
the dramatic cause and effect relationship between certain foods and -
learning and behavioral difficulties that is cited in the case history
literature, is not clearly demonstrated in either the learning disability
or young offender populations per se. A final note of caution should be
made here however in seeing biochemical treatment approaches as the
disposition of choice for a young offender. That is the necessity for the
young person to agree to treatment that is mandated in Section 22 of the
Youné Offenders Act. This concern is one that is potentially problematic
in terms of any treatment approach to rehabilitation that is considered by
the youth court.
The final area of causation that has been widely investigated is

the relationship between minimal brain damage, learning disabilities and
juvenile delinquency. A major series of studies have been done in Alberta
to investigate the relationship between criminal behavior and
psychoneurological difficulties (Yeudall, et.al., 1978; Yeudall, 1979;
Yeudall et.al., 1981; Fedora and Pedora, 1982; Yeudall et.al., 1982).
These authors have looked at public school children, young cffenders and
persistent offenders to try to understand the prevalence, type and effects

>
of/brain dysfunction. Yeudall, Tuokko, Tuokko and Battle (1978) looked at
193 school children between the ages of 9 and 14, Sixty;eight were in
special education classes for che learning disabled (the El group), 60 were
in regular class but had been referred for assessment (the E2 group) and 65
were functioning normally in regular class (the C group). All were given
an extensive test battery consisting of neurological, neuroosychological,

intellectual, academic and personality measures, In the two experimental



groups, brain dysfunction was found in 56.7 to 92.3 per cent, while it was
found in only 13.8 per cent of the control group. The brain dysfunction
was primarily localized in the left or dominant hemisphere. In a second
study with 99 adjudicated delinquents and 46 controls matched on age,
Yeudall (1979) found that 84 per cent of the delinquents and 12 per cent of
the controls had abnormal neuropsychological profiles. He also found that
this population of delinguents had a higher incidence of head injury,
periods of unconsciousness, abnormal EEGs, stammering, convulsions,
learning disabilities and left handedness. Among the 84 per cent of
delinguents who showed brain damage, virtually all (99 per cent) had the
damage localized in the anterior region of the brain which is the area
where programming, regulation and verification of behaviors is located.
The authors state that these results suggest delinquents may have problems
planning their actions, perceiving their consequences and changing the
course of action once begun even when this would be appropriate, which is
reminiscent of the cognitive deficits found in young offenders stated
earlier. Mauser (1976) indicated that minimal brain damage is found more
often in both the learning disability and delinquent populations and more
often in males., Yeudall (1979) suggests that males have a more vulnerable
dominant hemisphere during their developmental years than do females and
that injury to it can result in disruptions in the role of language in the
development of foresight or anticipation of the consequences of deviant
behavior., -He also suggests that bilateral brain dysfunction localized to
th2 anterior brain area is most likely to result in impairments with
limited compensation since parallel systems don't exist and that early
bilateral dysfunction can lead to behavioral and specific academic

deficits. Yeudall, Fedora, Fedora and Wardell (1981) further state that



"Our view is that the bioloygyical impairments often found with
persistent criminals are not necessarily just concomitants of their
criminal careers or unrelated ramifications of their psychosocial
environment, but in many incidents are antecedents and contributory
to the initiation and continuation of criminal activity." p. 131,

The work done by Yeudall and his associates strongly suggests a
cause and effect relationship between minima’l brain damage, learning
disabilities and delinquent behavior. However, they argue that while brair
dysZunction is a necessary factor in the development of persistent criminal
behavior, it is not a sufficient factor. But, when coupled with lower SES,

the delinquent behaviors may emerge. He sugyests the following scenario.

"Significant brain disfunction in the early developmental years of
the child could have detrimental effects regarding their emotional
and cognitive intellectual adaptive abilities. Thus, such
individuals would experience greater difficulty in forming normal
psychosocial relationships with their family and peer groups, as
well as failure in school. These failures would inevitably lead to
subtle as well as obvious pressures and discrimination from
teachers, parents and peer acguaintances. This reaction by others
to the student's direct failure would result in additional secondary
frustration and emotional turmoil. Thus an insidious nexus of
etiological factors provides the determinants for a vicious circle
which is biologically based, but emerges at the surface as being z
psycho- socxologlcal problem, particularly for the lower
socioeconomic levels of society. The failure to correctly dlagnose
at an early stage the student's specific disabilities and--possibly
more important--their remaining adaptive functioning abilities would
set the scene for misinterpretation, not only by others but by the
students themselves of the factors involved in the genesis of the
student's deviancy." p. 23.

Strong as Yeudall's evidence appears, it is not without its critics.
Trites (1977) has argued that there is no single cause of criminal btehavior
and that the relationship between brain disfunction, learning disabilities

and criminal behavior is that the former are risk factors for anti-social



behavior. Other investigators (Gaddes, 1980; Krynicki, 1978; Post, 1981;
Rasmussen et.al., 1980) however, also report on the positive relationship
between brain damage, learning disabilities and delinquency. Krynicki
(1978) found that male adolescents with a history of multiple assaultive
incidents and males with diagnosed organic brain damage were very similar
with both showing abnormal EEGs. Rasmussen, Gillberyg, Waldenstrom and
Svenson (1980) screened 3448 Swedish seven year olds and found 82 or 2.4
per cent‘had symptoms of attention deficit. When compared with a control.
group on an extensive battery of neurological, medical, and psychological
factors, these children showed significant differences in speech and
lanygyuage function, oculomotor function, poor eye-hand coordination and
perceptual function. The authors concluded that this group did show signs
of minimal brain damage and could be described as having a 'clumsy child
Syndrome'.

Two investigators (Kinsbourne and Hiscock, 1978; Bannatyne, 1979)
caution aaainst an overinterpretation of the findings on minimal brain
damage. Both speak to the incidence found naturally in the normal
population and suggest that investigating clinical populations per se can
lead to unwarranted conclusions since by definition those populations are
high on many indices of dysfunction. Bannatyne suggests that learning
disabled students may have brains with a dominantly spatially organized
right hemisphere. However, this is neurologically normal since both left
and right heﬁisphere dominance-occur in the normal population, The problem
however occurs because the academic world forces an individual to be
competent in the realm of alphabetic svmbols which is a left brain

activity. A final caution comes from the work of Duane (1982) who suggests



that while investigétions of minimal brain damage are interesting and in
some cases suggestive of a cause and effect relationship, they at best
produce 'soft' neurological signs and cannot replace good psychometric and
educational assessment in understanding and planning for the learning
disabled student. It would appear then that while the presence of min.
mal brain damage is often coincident with both learning disabilities and
delinquent behavior, minimal brain damage by itself cannot be said to
cause either,

The issue of causation is very complex. This review suggests that
while a learning disability may put an adolescent at risk for delinquent
behavior, there is not a simple one-to-one relationship. In addition, it
is very difficult to point with certainty to any other single cause of
either condition. The individual most at risk for delinguent behavior
seems to be one who comes from a low SES family, lives in an area prone to
environmental pollution, eats a nutritionally poor diet and has social aud
academic problems at school and ih the community at large. All of these
factors would seem to contribute to the cause of delinquent behavior; most

of them also contribute to the cause or etiology of learning disabilities.

Assessment

Twenty-four studies that explored the juvenile delinquency, learning
disavilities link were reviewed for assessment instruments that had been
used to either diagnose, describe or plan for the population studied. 1In
the previous section, characteristics of tﬂis group were discussed in terms
of academic, cognitive, psychoneuroloaical, social and emotional and family

related. These yroupings will be used again in locking at the assessment
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instruments used to characterize the young offenders in these ways. One
other category of assessment will be added however. In the characteristics
section, intelligence per se was not mentioned, perhaps because by
definition this group is of supposedly average ability but in the
assessment literature, intellectual testing is very significant.

Of the studies reviewed, seventeen (Wilgosh and Paitich, 1982; G;off
and Hubblé, 1981; wWeiss et.al., 1980; Hogenson, 1Y74; Yeudall et.al.,
1&78;~Lescheid, Coolman and wWilliams, 1983; Swanstrom et.al., 1981l; Miller
et.,al., 1981; Bachéra and Zaba, 1978; Broder et.al., 198l; Keilitz et.al.,
1979; sawicki, 1979; Berman, 1978; Swartz and Wall, 19 ; Campbell, 1980:
Barrows, n.d.; and Raza and Haberl, 1976) cited the Wechsler intelligence
tests, either the WAIS-R or WISC-R, as a primary component of their
assessment battery. 1In a few cases there was an attempt to use the scores
and profiles clinically but generally the test was used as a straight IQ
measure. While most authors found their population to be in the average IQ
range, when that range or mean was reported, it was usually in the low-
average range for full scale IQ (Lescheid et.al., 1983) or low average
range on the verbal subtests (Yeudall et.al., 1978). Yeudall has even
suggested.that performance on certain WISC-R sub-tests--information,
arithmetic, digit span, picture completion, object assembly and coding is a
powerful discriminator between normal and retarded academic achievers whose
academic performance on the Wide Range Achievement Test (WRAT)-is
diagnostic of brain dysfunction.~ The positive relationship between
intelligence and achiévement has been well decumented (Woolfolk and
Nicolich, 1984) but Yeudall does attempt tc add to our understanding of

this relationship. The one other ability tezt mentioned was the Raven's



Progressive Matrices (Wilgosh and Patrick, 1982; Yeudall et.al., 1978)
which has the advantage of being non-verbal. It has formed part of the
LPAD (Feuerstein, 1979) assessment battery and has been used in
instrumental enrichment programmes.

Many of the tests measured academic achievement. The most widely
used one is the Wide Range Achievement Test (WRAT).thch gives -a grade
equivalent on reading decoding, spelling and computational mathematics.
Nine investigators included this as part of their basic battery. Other
achievement tests mentioned were the Woodcock Reading mastery test and
KeyMath tests which were used by five investigators; and the Durrell
Analysis of Reading Difficulty, Stanford-Achievement Test and Peabody
Individual Achievement Test which were each used by one author., Previous
school records were mentioned by two investiyators. Most investigators
were interested in how their populations scored on the basic academic
skills and used this information both diagnostically and in proygramme
planning.

Tests to measure cognitive abilities were used by five investigators
(Ross and Fabiano, 1981, 1983; Koopman, 1983; Lescheid et.al., 1983; Brode.
et.al., 1981 and Barrows, n.d.). The most frequently used test was
Witkin's tests for field dependence-field independence coéﬁitive style
which were mentioned three times. In a major study of assessment and
remediation approaches for young offenders, Ross and Fabiano (1983) suggest
that the folloﬁing functions should be tested: self control, sccial
perspective-taking, concrete-abstract thinking, interpersonal cognitive,
problem solving, locus of control, field dependence-independence,

conceptual rigidity, critical thinking and empathy/role taking. -The tests



_they suggest as good measures for these functions are available
commercially but they are not frequently used by most investigators.
Koopman (1983) did not use traditional tests to determine deficits in
cognitive processing. Rather she developed a list of criteria which
included difficulty following directions, literal thinking, difficulty
assessing the relative importance of eventé, poor cause and effect
relationships, confusion and bewilderment especially during verbal
discussion, impulsivity, éropensity to say inappropriate things, lack of
insight into behavior of self and others, inconsistency of performance and
inability to predict consequences of behavior., From these criteria plus
other measures of intelligence, language, cognition, achievement and
personality, she was able to determine three groups who showed serious
difficulties in cognitive competence and syntactic complexity.
Psychoneurological tests are used as part of the test battery in
nine investigations (Berman, 1978; Deling, 1978; Yeudall et.al., 1978;
Barrows, n.d.; Raza and Haberl, 1976; Broder et.al., 1981l; Keilitz et.al.,
1979; Campbell, 1980; and Swanstrom et.al., 19Y8l). The most frequently
used test was the Bender Visual-Motor Gestalt Test which six investigators
used. It measures visual-motor coordination and when scored according to
Koppitz (1963) gives an indication of minimal brain damage. The Halstead-~
Reitan Bétte;y was used in three studies, two of which (Berman, 1978 and
Yeudall et.al. 1978) found it tc discriminate highly between delinguents
and normal adolescents with leatning disabilities. Yeudall and his ~
colleagues have adapted the battevy some&hat to include the following
subtests: aphasia screening, oral word frequently, written word frequency,

seashore rhythm, speech sounds perception, Raven's colored progressive



macrices, Trail Making-A & B, Symbol Gestalt, Halstead category test,
Wisconsin card sorting, Minute Estimation, dynamometer, finger tapping,
Purdue pegboard, tactual performance test, finger localization, finger~tip
number writing, tactile form recoynition, L-J recognition, laterality
guestionnaire, name writing and Memory for Designs. Additional tests in
their battery include the WISC-R, WRAT, Durrell Analysis of Reading
Difficulty, Canadian Self-Esteem Inventory for children and power spectral
EEG battéry. The total time required for assessment on their tests is
eight hours. The six WISC-R subtests mentioned previously plus speech
sounds perception, seashore rhythm, Wisconsin card sorting and symbol
gestalt yielded 95.08 per cent correct classification of learning
disabilities. It would be useful if Yeudall would use only these subtests
as a check on their discriminant ability. An eight hour battery is beyond
the scope of most investigators but the reduced battery would not be.
Unfortunately however, although Yeudall et.al. have conducted several
studies since the one reported above, they continue to use the full battery
and use EEG results to validate their minimal brain damage findings.

One of the serious problems with using psychoneurological tests is
their questiénable validity and reliability as diagnostic instruments
(Coles, 1978; McIntyre, Keeton and Agard, 198l). The most frequently used
test amonyg those reported above is the Bender Visual-Motor Gestalt (BVMGT).

salvia and Ysseldyke, 1981 in their text entitled Assessment in Special and

Remedial Education state that .

"reliability for the BVMGT is relatively low, at least too low for
use 1n making placement decisions....vValidity for the BVMGT is
currently not clearly established, The authors have not empirically
demonstrated that the test measures visual-motor perception or that
it discriminates individual cases of brain injury, perceptual
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handicaps or emotional disturbance. The test certainly provides a
very limited sample of perceptual-motor behavior, and for this
reason of no other, one would have to be extremely cautious in
interpreting and using its results.," p. 353
This test is however, a very frequent component in the learning disability
test battery primarily because it is quick to administer and easy to score.
The Halstead-Reitan battery, by contrast, has been able to predict the
location and extent of brain injury (Reitan,‘1966) but it is rarely used
because of the length of time needed for administration and the necessity
for skillful interpretation.

Thus although psychoneurological tests are often part of a test
" battery when the relationship between juvenile delinquency and learning
disabilities is being explored, one must interpret the results very
cautiously.

Social and emotiénal tests were part of the assessment batteries of
six investigators {(Lescheid et.,al., 1983; Barrows, n.d.; Broder et.al.,
1981; Hogenson, 1974; Yeudall et.al., 1978 and Raza and Haberl, 1976). The
tests reported are each used by one investigator. They include the Basic
Personality Inventory, behavior checklists, Minnesota student aptitude
inventory, Rokeach Dogm;tism Scale, Bennett Self-Esteem Inventory, Canadian
Self-Esteem Inventory for Children, and the Goodenough-~Harris Drawing Test.
There is obviously interest in obtaining a personality measure on young
offenders but there is little concensus on any specific instrumeut in the
literatﬁre. '

Five investigators (Berman, 1978; Lescheid et.al., 1983; Barrows,
nd,- Peling, 19753: and Hoadenson. 1974) used ipterviews and extensive

family histories to assess their populations. Lescheid, Coolman and



williams (1983) looked at iqvolvement with community agencies, stability o.
faﬁily structure, emotional indices, school history, alcohol and drug abus-
and stressful events to help characterize the delinquent population they
investigated. McLoughlin and Netick (1983) suggested that assessment
batteries should look at genetic issues, diet, allergies, and medical
history but these topics did not rate highly among the investigators

reviewed here as ones to be looked at seriously.

Figure 1 summarizes this section on assessment, It visually
illustrates the concensus on both category of test and specific test among

investigators for intelligence and academic areas.

Insert Figure 1 here

This tends to confirm the operational definition of learning
disabilities that was suggested earlier, that is, an individual of at least
normal intelligence who is not functioning academically as well as is
expected., Other test categories are used by investigators but as Figure 1
shows, there are as many tests aé there are investigators with little

concensus on a preferred or best test to measure the behaviors of interest.
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Figure 1

The Number of Different Assessment Instruments Used
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The literature reviewed above seemed to view assessment results as -
means of understanding the strengths and weaknesses of the delinquent
individual and/or of ascertaining the causes of his or her behavior.
Whatever the purpose, the long term goal was to use the information to plar
effective rehabilitation for the young offender. Given this goal, it does
not seem to be as important to dwell on etiology as it is to provide
sufficient information to plan effectively for the individual. Thus, the
existence of brain damage or biochemical imbalance become important
primarily to the degree that they sugyest specific remedial approaches but
not in and of themselves. 1In other words, this information is valuable as
a means to an end but not as an end in itself. The next section will look
at programme where an attempt will be made to determine the types of
programmes described in the literature, their effectiveness and thé

relationship between assessment and programme.

Programme

As in previous sections of this chapter that have discussed issues
as they relate to several general categories, studies relating to programme
can also be classified as academic, cognitive, biochemical and
behavioral/social in general thrust.

Before looking at specific programmes however, there are several
global issues of importance. The first would seem to be the latitude of
the courts in their response the Young Offenders Act. 'Because the new bill
ooth reduces the types of cffences that can lead to adjudication and
increases the personal responsibility of the young offender for those

"delinquent acts committed, there will be increasing concern for appropriate



disposition. There are however several principles in the Bill that would
seem to allow the courts to recommend placement coincident with the
individual needs of the young offender rather than with basic retribution

and/or protection of society. Such statements include the following:

"{c) -young persons who commit offences require supervision,
discipline and control, but, because of their state of dependency
and level of development and maturity, they also have special needs
and require guidance and assistance; (d) where it is not
inconsistent with the protection of society, taking no measures or
taking measures other than judicial proceedings under this Act
should be considered for dealing with young persons who have
committed offences;... (£) in the application of this Act, the
rights and freedoms of young persons include a right to the least
possible interference with freedom that is consistent with the
protection of society, having regards to the needs of younyg persons
and the interests of their families;" p. 4.

Thus, it would seem that there is a considerable latitude built into
the Act for individual responses to the needs of youny offenders. The
problem may be however, the dearth of real élternatives in most communikies
to meet such needs. Shamsie (1980) found there were very few programmes
that had been successful in treating antisocial adolescents. Ross and
Gendreau (1979) in a review of 95 studies that had employed at least a
minimal sort of experimental desigﬁ with statistical analysis and a followw
up report period of at least six months, was more optimistic. They
criticized the pessimism of earlier programme reviews on two grounds; they
generelly looked at programmes implemented prior to 1967 and the programmes
reviewed were usually poorly designed. They grouped programmes into six
basic types: family and community intervention, contingency management,
counselling, diversion, biomedical assistance and miscellaneous treatment.

On average they found a range of 5 to 50 per cent improvement in recidivism



(with some studies reporting recidivism rates as low as 2 per cent) %n
these prdgrammes when they were compared to more traditional institutional
approaches. The also found that these studies had not had a 'single cure’
focus but had combined several approaches. For example, studies relying on
behavioral management only were less successful than those that used
behavior modification plus behavioral contracts and other complimentary
behaviors such as modeling, role playing and more peer ygroup interaction.
They suggest that in institutions that house a heterogeneous population of
offenders, one needs to provide more than one approach if one hopes to
match individuals successfully with programme alternatives,

For this section of the report, thirty-four studies were reviewed;
most dealt solely with young offenders but a few others that dealt with

learning disabled students were also included.

Insert Figure 2 here

As Figure 2 graphically demonstrates, the programmes séudied have been
classified primariiy as academic, cognitive, biochemical/environmental or
behavioral/social in thrust. As we have seen throughout this chapter,
academic thrusts are once again the most dominant, This occurs in part
because some studies have addressed several questions aﬁd so have been
reviewed in more than one section but this also reflects the very real
importance placed on the role of academic achievement for the future
rehabilitation of young offenders. O0f the fourteen studies that Efocus on
academic programming, eight describe actual programmes while the remaining’
six make recommendations for programmes based on the needs of the
ropulations they studied. One note of caution seems in order however,

because while many programmes speak of their academic component, there



seems to be more administrative concern than active programming for

academic needs in many of these reviews (Winger and Bennett, 1980).
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Figure 2

Programme Approaches in Juvenile Delinquency
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Griffin (1979) summarizes responses to questionnaires.from 182
persons involved with inmates' educational pfogrammes across Canada
concerning the educational programmes in their institutions. There were
two philosophical positions among the resporndents; the first was that they
should simply teach skills and knowledge and the second was that education
should be used to encourage value development and to affect the thinking
errors that lead to criminality. His study found a high degree of
illiteracy among inmates but very low levels of expectation for success in
the educational progfammes. Two hundred and twenty-three inmates also were
surveyed. Their responses to preferred instructor were gquite varied
although most wanted structure to some degree. Fourteen per cent preferred
teachers who tell you exactly what to do, 41 per cent preferred teachers
who tell you what to do but lets you determine the order, 29 per cent’
preferred the ones who tell you how to follow the course of study and asks
you to find your area of interest and 9 per cent preferred a teacher who
wants you to determine your own area of interest and work on it fairly
independently. Griffith concluded his report by suygesting that education
had the potential to help inmates rehabilitate but that greater Efinancial
and personnel resources were needed to make it really work.

Winzer and Bennett (1980) looked at education in correctional
institutions in Ontario and concurred with Griffith's findings that while
educational approaches are highly spoken of, in reality they are given lcw
priority for funds and time. They list the objectives for inmate education
of the Ministry of Correcticnal Services as follows:

"1, The provision cf initial educational assessment to help
determine educational placement

2. Individual counselling to interpret and clarify assessment
information and to provide programme alternatives for the student
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3. Placement in an individualized prbgramme which will allow the

‘'students to begin to meet their needs ,

4. A wide variety of programmes including academic, technical,

vocational and life skills courses which are kept current and

relevant through a process of continuing review

5. Individual evaluation reports which-indicate to the students

their progress towards the realization of their goals

6. Appropriate credit for all achievement

7. Preparation for successful integration into the community" p. 8

They conclude that while these are good objectives, they are usually
not implemented and that even inmates who are strongly motivated are
frequently unable to find appropriate programmes available to them.

One aspect of the above study that was subsequently reported
(Winzer, 1981) that did seem productive was the use of the Basic Literacy
for Adult Development (BLADE) progyramme. A follow-up of students enrolled
in it showed a drop in recidivism to 21 per cent from the 55 per cent rate
of other inmates in the same institution, however, the results were
confounded somewhat by poor controls for motivation,

Two studies have looked at a tutoring model to improve the reading
skills of delinquent adolescents. Mercantino (1980) successfully used
volunteers to provide remedial reading instruction through a diagnostic-
prescriptive model., Czapo (1976) paired up six students whose reading
levels were three to five years behind yrade level with tutors for a ten
week remedial programme. At the end of the period, both tutors and tutees
had improved in reading, both yroups had increased the number of positive
verbal interactions with each other, both had shown improvement in neatness
and meeting curfew and both had shown a reduction in adjudicated

delinguencies. These effects were significant but unfortunately were not

followed-up for maincenance.
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Programmes that have combined individualized institutional
programmes with careful community placement and follow-up are described by
Sawicki and Schaeffer (1979) and Lescheid, Coolman and Williams (1983).
Sawicki and Schaeffer instituted project LEARN which features automatic
screening of all juvenile delinquents adjudicated in a specific time period
(232), follow-up evaluation of those suspected of having a learning
disability (63 per cent of total), development of individual educational
plans for the 26 per cent who were confirmed as LD and who wished to
participate in the programme, placement in a self-contained class for
twelve weeks, ongoing liaison with the community school and parent
involvement in workshops and family counselling when necessary. These
students were subsequently placed in their.home schools and did well there
although there is no specific follow-up data reported. Lescheid et.al.
(1983) describe the impact of a clinic school programme for young
offenders. The purpose of their érogramme was to provide an extensive
academic assessment for the adoiescent following referral for assessment
from juvenile court. One teacher provided the programme for a half day
each d%y. The average stay for a student was 41 days during which they
were assessed on a wide variety of instruments, observed carefully as they
did their school work, had an individual educational plan developed for
them and were discussed with the local school officials concerning
placement at the home school. Forty-one students who had ccme through the
family court clinic programme were compared to 25 who had been assessed but
not involved in the clinic school. Follow-up was done at three months and

one year and consisted of an examination of court involvement and school

and work experiences. At both time periods, the clinic group were more



likely to be attending school and less likely to have been involved in
further delinquent activities although this wasvnot statistically
significant at the one year period. This study found that while all the
students involved had academic problemé, many had a wide variety of
emotional and social difficulties also. 1In spite of this however, the
combination cf careful academic assessment, development of individual
programme plan and communication between the courts and school proved quite
successful in maintaining these younyg offenders in school programmes.,

work study programmes have been an alternative used in several
correctional institutions. Birkenmayer (1975) summarizes results of such
programmes and found that recidivism rates were only 20.6 per cent among
boys and girls who had pafticipated in these experiences. His one
recommendation for improvement however was that more emphasis should be éut
on the study component in future,

In the above eight investigations of existing programmes, six
authors show positive effects of remedial academic programming for
delinquents while two report poor effects primarily due to limited
resources,

Mauser (1976), in a survey of 136 American institutions for
delinquents found that the average pupil:teacher ratio (P1TR) was ll:l; that
in spite of a high incidence of learning disabilities among the population,
only 15 per cent of the teachers had special educatior training; that the
main instructional materials were workbooks, worksheets, commercially
available kits and texts, and programmed materials; that instructional
strategies included grouping based upon IQ, achievemeét and interest, a

nongyraded approach, letter gyrade evaluation and self-contained classrooms



for intellectually retarded learners. He concluded that this model was an
outdated institutional one adopted from the public school and recommended
"a specialized curriculum, presented within a context of positive
relationship and sensitive teaching, offers the most direct and enduring
means of overcoming disturbances associated with problems in self control.®
pP. 37

Other authors have recommended changes in the educational programme
available to the young offender. Reiter (1982) cautioned about labelling,
and encouraged exploring the creative potential of the student and Ehe
expansion of teaching techniques. McKay and Brumback (1980) recommend the
hiring of sensitive professionals who are aware of the impact of a learning
disability on the young offender, a careful look at the studenﬂ's
educational history, and flexible individualized programmes at the
adjudicatioh stage. After finding that 55 per cent of their delinquent
population had learning disabilities, Swanstrom, Randle and Offord (1981)
recommend academic remediation for delinquents which Wilgosh and Paitich's
(1982) conclusions also recommend. They feel that remedial strategies are
an essential part of inter&ention for many juvenile delinquents.

In éummary then, the aspects of academic programmes that the authors
feel are essential for the young offender include sensitive teachers who
are trained in special education and in creating positive classroom
environments, greater allocation of funds to educational programmes, in the
form of lower pupil:teacher ratios and more educational materials to match
students' needs, development of specialized curricula that are based on
careful zssessment leading to individual educatinnal nlans and increased

interaction between the correctional and educational personnel in local
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communities. The presence of these components would go a long way to
reducing the discrepancy between objectives and practice noted in séme
programs (Winger and Bennett, 1980). There is fortunately provision for
including such components built in to the Young Offenders Act. Such
provisions are found in section 20(1)(i) which allows for a treatment
approach that can include placement in a facility (section 35(1)(b)(i)(iii)
that would improve the young persons education or training.

A second and highly rated approach to programme is the coynitive
one. Alley and Leshler (1979) recommend a learning strategies approach as
the most appropriate one for teaching the disabled adolescent. This is
defined as "techniques, principles or rules that will facilitate the
acquisition, manipulation, integration, storaée and retrieval of
information across settings and situations", p. 13. Spivak and shure
(1981) have described a very successful 72 lesson programme involving
interpersonal coynitive problem solving (ICPS) skills which they have
taught to children and adolescents with yood results across various social

class groups and IQ levels. The ICPS skills include:

1. the capacity to generate alternative solutions
to problems

2. considering the consequences of one's social
acts in terms of their impact both on other
people and oneself

3. articulating mentally the sequence of steps
necessary to carry out a specific solution to
an interpersonal problem

4, social causal thinking, an awareness of the
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existence of motive in human behavior
5, sensitivity to problems, an awareness of the

variety of interpersonal problems that can

beset people and an ability to articulate

them if asked

6. dynamic orientation, the ability to look

beyond the’surface of human behavior and to

appreciate that it may be caused by underlying

motives.
Narrol, silverman and waksman (1982) have taught the cognitive skills
developed by PFeuerstein (1979) to vocational high school students who
represent a group of students not unlike the young offender in terms of
academic retardation, low SES background, and dull normal intelligence.
These students were taught cognitive and thinking skills daily for an
entire school year. Post testing showed significant gains in cognitive
thinking plus anecdotal reporting of an enbanced self concept but no direct
transfer to academic achievement. They have also taken this program into
adult penetentiaries with good results (Waksman, Silverman & Weber, 1979).

Ross and Fabiano (1981, 1983), on the basis of an extensive review’

of the literature describe a cognitive programme which they feel would be
appropriate to the treatment_of offenders based on careful assessment of
the individual. The model suggests that criminal behavior may be
associated with developmental delay in the acquisition of the cognitive
skills which are essential for effectively coping with social situations
and includes social perspective-taking, means-ends reasoning, interpersonal

problem-solving and impulsivity control. They suggest that the person who



implements such programmes should be able to motivate the inmate to be
involved in the programme, empathic to the inmate's thinking and feeling,
be able to model effective reasoning and problem solving and be eclectic in
hié/her approach to interaction.

The final cognitive approach to be described here is the recent
study done by Koopman (1983). Central to her study of adult inmates is the
hypothesis that there is an inmate group with serious problems in their
cognitive processing skills. These problems were more specifically
identified as cognitive incompetence and inability to deal with syntactic
complexity found in language. She recommends that treatment for this group
should focus on thei; weakness and be structured to teach those skills not
previously learned.

There is strong concensus among each of the authors who argue for a
cognitive approach that the objectives of such programs should include the
ability (a) to generate a variety of solutions to problems, (b) to be able
to understand the viewpoint of others in social situations and (c) to
understand and use means/ends cc cause and effect reasoning. There is also
concensus concerning the need for an able sensitive teacher to implement &
cognitive approach,

Biochemical approaches to programme were not found in many studies .
dealing with youny offenders, However, they were described by many who
deal more extensively with lsarning disabled populations. As mentioned
previously, the most frequently mentioned proyramme in this category is the
diet modification advocatéd by Feingold (1974). He has cited many
individual cases of positive response to a highly specialized diet that

excludes any foods containing additives or food colouring. Initially his
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diet also excluded salicitates which were found in many fruits but more
recently these foods have been allowed. His findings have not been widely
replicated however and most reviews (Hallahan and Kauffman, 1982; Mattes,
1983; Kavales et.al., 1983) have found that the diet was not generally
effective except for a very small number of children.

Investigations into the effect of nutritious diets per se have
yielded more positive results however., Langseth and Dowd (1978) showed
positive results with a diet high in protein and low in carbohydrates
'(especially sugar); Growdon, Cohen and wWartman (1977) stated evidence to
show that regulations of neurotransmitters are effected by levels of
serotonin and acetylcholine which in turn depend upon the ‘amount of
tryptophan and choline available to the brain which fluctuate according to
dietary factors. These authors suggest that diets high in carbohydrates
(but not necessarily sugar) and reduced in protein would be most effective
in releasing tryptophan to the brain. This contradiéts the Langseth and
Dowd findings somewhat but is still consistent with the concept of a well-
balanced diet that avoids extremes of any major component, Kershner and
Grekin report on a study that combined a good diet with megavitamin
Eberapy. They found significant improvement in their learning disabled
édolescent population in discipline, attention-span, reduced aggressiveness
and hyperactivity that was attributed to diet mainly. Hippchin (1¢76) has
reported significant Improvement amonyg inmates in reduced hyperactivity,
general discipline, reading, speech and language, and visual impairment
#ith a combination of Aiet and vitamin therapy. The diet treatment

restricted caffeine and sugar related foods.



Studies that have looked at response to stimulant drugs have been
somewhat'pessimisticq Aman (1980) in a review of 64 studies found rather
limited results and in the seven studies that involved follow-up measures,
no experimental group showed yreater improvement than did the control
groups and some experimental groups actually were worse, An extensive
review of the literature led Godow (1983) to conclude that while stimulants
may increase academic achievement in some cases, the effect on standardized
achievement test scores is not robust, there is considerable variation
among individuals, the implications for adults are minimal and some
behavioral interventions are clearly superior. Yeudall) and his associates
(1978, 1980) however have suggested that, drug therapy could be an effective
component of the programme thrust for offenders who have been identified as
having brain damage.

In summary, while medication is not generally supported as the
treatment of choice for either young offenders or adolescents with learning
disabilities, there is some support for the efficacy of well-balanced
nutritional diets that avoid processed foods and additives when possible as
one éspect of a rehabilitation programme. ‘

The last programme thrust to be discussed is the behavioral/social
one. Birkenmayer and Polonoski (1975) describe the DARE experience
(development through adventure, responsibility and education) and follow-up
for 100 boys wto were described as récidivists, having academic problems,
truant and as having received psychiatric help previously. The purposes of
the programme were to develop a sense of purpose among the group to enhance
self-esteem, and'to develop a stronger desire for achievement. The

strategy to accomplish these goals was to provide nature chal.enges of



increasing difficulty. At follow-up only 13 per cent of the group were
still at school following the DARE programme.- Problems faced at school
included keeping up their grades, trouble with friends, boredom, poor
relations with teachers and principals, trouble readjusting after training
school and accepting authority. The authors concluded that success
depended more on individual preparedness to cope with the community than.on
the training school programme.

Ayers (1Y8l) has recommended a structured, integrated approach that
combines teaching and modellinyg of social skills, as integral to the
programme provided for the young person in order to develop his or her
value system so he or she will more easily integrate with society when he
returns to the community. Minden (1977) in his report to the Subcommittee
on Childhood Experiences as Causes of Criminal Behavior stressed the
importance of parental training and involvement in the rehabiliéation of
their children and outlined a ten week course for parents, This course ‘
would deal with understanding the child's learning style, parents as
teachers, parent-child communication, managing child's behavior and
discipline and skills for problem solving and stress reduction. while
these social learning approaches seem promising, they have not yet been
implemented so it is difficult to comment upon their efficiency. However
many of the studies reviewed by Ross and Gendreau (1979) that did focus on
emotional/social issues, produced positive results so this does seem to be
a useful component of a total programme for the young offender.

The last study to be reviewed here looked at the response of 464
training school students to their programme and at their ability to

integrate back into their community. Lambert and Birkenmayer (1972) found



that 48 per cent returned to training school with difficulties in school
and work placement related to academic achievement and positive experiences
on the job. They concluded that the young offender population could be
broken down into two groups: one that could be classified as 'normal
juvenile delinquents' and a second as ‘'emotionally disturbed juvenile
delinquents'. The first group was characterized by stable home
environments, some school difficulties and no serious emotional
disturbance. These youth required temporary help, a more structured
setting, firm limits, a continuation of educational, recreational and
physical care and in general could be expected to respond to the
traditional training school programme. The second group was' characterized
by the presence of emotional or family difficulties and as having received
psychiatric help'in the community prior to attending training school.
Programme for them involved long term plans, help to develop stable
relationships, lots of attention to individual and emotional problems and
assignment to small, personal treatment units that would provide long term
support. This concept of two groups of delinquents is consistent with
other indications of mild and severe problems in learning, cognition and
anti-social difficulty that have been mentioned earlier.

To conclude this discussion of programme thrusts, it would appear
that the ideal programme would involve a careful assessment and development
of an individual educational plan (Leschied et. al., 1983) a well-balanced
diet (Langseth and Dowd, 1978), and interaction by training school
personnel with parents and community schools to improve the home situaticn
and pave the way for a successful return to school (Ross and Gendreau,

1379). Each aspect of the programme would be coordinated and implemented



by a sensitive, well-trained person (McKay and Brumback, 1980; Ross and
Fabiano, 19Y83) who could provide a positive environment in the tréining
"school for the young offender, motivate him or her to participate in the
programme and learn to value prosocial academic and behavioral activities,
These persons would also structure the transition from the training school
to the larger society through use of the provisions in the Young Offenders
Act that can assist in successful re-integration. Such procedures would
include moves from closed to open custody, orders-for intermittent custody,
review procedures, temporary absence provisions, and changes in disposition
from open custody to probation.

In chapter 2 we will see how closely present programmes across Canada

approach this ideal.



Chapter 2

Perspectives from the Field ~ '

The purpose of this chapter was to explore the assessment and
programme alternatives currently in use in Canadian training schools and
clinics that service the young offender population and determine what
specific approaches are used to identify and programme for those who have
been diagnosed as learning disabled.

sample

Inquiry letters were sent to the appropriate provincial ministries
across Canada asking for the names and addresses of each training school or
support Serv;ce for delinquents in their province, 1In addition to the
names of training school personnel, in both Alberta and Ontario, the names
and addresses of clinic personnel who service the courts were also sent to
the investigator by the ministry respondant. These persons were included
in the study since they served the court systems in those two provinces
primarily through the provision of assessment reports that were used in
preparing predisposition reports. In this sense they were seen to provide
useful data on assessment instruments and on the number of adolescents they
served who were diagnosed as learning disabled. Following this,
gquestionnaires were sent out to 40 training school personnel and 36 clinics
with a covering letter explaining the nature of the research and an
addressed return envelope. If there was no return within six weeks of the
initial mailing, reminder letters with a second questionnaire were sent
out. Responses were received from every province with the exception of

Prince Edward Island, who uses the services of the province of Nova Scotia,



and Quebec. The latter province responded to the initial request to the
ministry for addresses but only two of the five institutions responded

subsequently, both saying they did not serve the population 1n question.

In total 29
training schools or 73 per cent responded to the questionnaire and 16 or 44
per cent of the clinics responded with another 5 returning their
guestionnaires because they no longer served the courts or the youny
offender population. The return was well within the.forty per cent rate
usually found with guestionnaire data and although the actual number is not
large, it is representative of all the English language institutions. A
breakdown of who the respondents were in each setting is summarized in

Figure 3.

Insert Figure 3

Psychologists and head teachers were the main respondents in both groups
although four directors were among fhe training school respondents. The sec
ond aspect of the survey involved telephone interviews with those training
school respondents (a) who indicated they would be willing to be
interviewed and (b) whose guestionnaire responses indicated a variety in

P
programme that had not been fully tapped by the questionnaire. 1In all,
twelve respondents were interviewed by telephone; one from each of

Saskatchewan, New Brunswick, British Columbia, and Nova Scotia; two from

Ontario, Alberta and Newfoundland and three from Manitoba.
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Figure 3

Breakdown of Respondents to Questionnaire by Profession
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Head Teacher or
. Principal

Psychologist or
Psychometrist

Director of
Institution

Social Worker or
Unit Supervisor

T l |

5 10 15 20 25 30 35 40 45 50 355 60

Percentage in each category

EERNER ) Training School Personnel (N = 29)

E====——7 Clinic Personnel (N = 16)



Instruments

A questionnaire was developed fo; institutions that serve the
delinguent population. An original draft was field tested locally with
feedback being incorporated into the final draft. 'The questions asked were
divided into three parts (see Appendix A).

Part A deals with assessment information. The literature search
focussing on assessment of learning disabled delinquents had indicated
several major categories of assessment: intellectual, educational,
psychoneurological and personality or behavioral. The twenty-one Eests
which were cited most frequently in each category were listed in this part
of the questionnaire and respondents were asked to respond to them using a
double Likert scale that determined frequency of use of each instrument and
value of the instrument. There was space at the bottom of the list for
respondents to list up to four additional tests that were used in their
institution. Following the above, respondents were then asked to "indicate
the four assessment technigues that are most useful to ?ou in planning for
the population you work with."

Part B dealt with programme information of a yeneral nature,
Thirteen brogramme alternatives: six focussing on behavioral training,
four on academic training, two on sports and hobbies, and one on diet, were
listed. Respondents were asked to indicate whether each was part of their
school and/or treatment programme and if it were, to indicate how many
hours per week,’on average, a student would be involved in that aspect of
the programme. Following this they were asked to "indicate the four
technigques used most often in vour setting" and to "indicate the four
technigques you feel are most helpful in rehabilitating juveniles in your

setting.”



Part C asked ‘for general information about the institution such as
the number of male and female inmates and the amount of time spent in
academic and vocational {nstruction. It also asked respondents to indicate
how many students showed academic retardation of two years or more in
reading, writing and spelling, and mathematics. A definition of learning
disabilities (one consistent with that used by the Canadian Association for
Children with Learning Disabilities) was ygiven and respondents were asked
to indicate what percentage of their population were learning disabled.
They were also asked to indicate how they determined this and how they
programmed for that population.

As was indicated earlier, twelve of the training school respondents
were contacted by telephone to participate in a structured interview. This
included ten guestions that delved more deeply into the type of adolescent
in the institution, the educational philosophy espoused, specific aspects
of the proygramme and teaching personnel issues (see Appendix A). Each
person contacted responded enthusiastically to the request for further
information. The telephone interviews lasted between thirty and sixty
minutes,

Results

All data were analyzed ftor frequency of response. Pearson Product
Moment Correlations were calculated between frequency of use and value
responses on the Likert scale for each assessment instrumsnt. Chi square
comparison were calculated between the training school and clinic
populations but these were not significant. Because they were not
sianificantly different, correlations wefe calculated among all assessment

instruments on frequency of use and among all programme alternatives with



the two groups combined. Responses to open-ended questions on the
questionnaire and interview were analyzed for major trends.

Assessment

Respondents were asked to respond to assessment information in
several ways. Twenty-one assessment instruments that had been cited
frequently in the literature were listed and respondents indicated how
frequently they were used in their institution and how valuable they were,
In addition, there was space provided to list up to four additional tests
that were used locally. These were described as local 1, 2, 3, and 4.
Independent of the above ratiny, respéndents also were asked to indicate
the four assessment techniques that were most useful to them in planning
for the population they worked with., Table 1 indicates the ranking given
by the training school and clinic personnel to instruments on frequency and
value., For the training school personnel, observation of behavior,
informal assessment of academic work, the Wecshler Intelliyence Scale for
Children~Revised (WISC-R), the Wide Range Achievement Test (WRAT) and local

1l were used most frequently.

Insert Table 1 here
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Table 1

Rank Order of Frequency of Use and Value of Instrument
by Training School and Clinic Personnel

Frequency of Use Value of Instrument

Assessment Training Training
Instrument School Clinic School Clinic
Observation of Behavior 1 1 1 1
Informal Assessment of Academic Work 2 6 2 5
WISC-R . 3.5 5 5 4
Wide Range Achievement Test 3.5 3 7 3
Local 1 5 2 3 2
Physical Examination 6 <12 8 10
Local 2 7 7 4 7
Vision Tests 8.5 14.5 12 11.5
Local 3 8.5 8 6 17.5
Peabody Individual Achievement Test 10.5 4 11 6
Bender Visual-Motor Gestalt 10.5 10 10 8.5
Hearing Tests 12.5 14.5 13 13
Local 4 12.5 13 9 15
Canadian Tests of Basic Skills l4 19.5 14 21
Draw-a-Person (Family) 15.5 16 16 15
M.M.P.I. 15.5 11 15 11.5
Woodcock Reading Mastery Tests 17 17 19 19
KeyMath 18 8 18 8.5
Halstead-Reitan Battery 19 24 20 22
Stanford-Binet Intelligence Test 20 19.5 17 15
Illinois Test of Psycholinguistic

Abilities 21 18 22 17.5
Detroit Aptitude Tests : 22 23 23 23.5
Frostig Test of Visual Perception 23 21 21 20
Slingerland Tests of Perception 24 22 24 23.5

Thurstone Flags 25 25 25 25




For the most part they were also seen' as most valuable although local 2 was
seen as somewhat more useful than the WRAT. For the clinic personnel,
observation of behavior, local 1, WRAT, Peabody Individual Achievement Test
(PIAT), and WISC=R were most frequently used while observation, local L,
WRAT, WISC-R and informal assessment of academic work were found most
valuable., For both populations, there was a strong relationship between
the tests used and their perceived value to the assessor.

when the ygroups were asked to independently indicate those
assessment instruments they found most useful in programme planning, their
responses were very similar to those reported above. For the training
school ¢group, local 1, local 2, observation of behavior and WISC-R were
seen as most useful while the clinic group found the WISC-R, observation of
behavior, WRAT and local 1 to be most useful. This is consistent with
instrument usage reported in the literature review where the WISC-R and the
WRAT were reported most frequently.

There was Eonsiderable agreement among the clinic and training
school personnel about the instruments used and their value. Table 2 shows
the correlation among use and value for all respondents. "It was
significant for all tests except the Illinois Tegt of Psycholinguistic
Abilities and slingerland Tests of Perception, neither of which were used

or valued yreatly. .,

Insert Tuble 2 here

There was an extremely wide variety of tests reported in the four
local preferencz slots. They are listed in Appendix B with the number of

respondents that mentioned each.
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Table 2

Correlation Between Frequency of Use and Value of Instrument
for Twenty-Six Assessment Instruments (N = 45)

Test Correlation Significance Level
Bender Visual-Motor Gestalt +735 .001
Detroit Aptitude Tests .349 .012
Draw-a~Person (Family) .670 .00l
Frostig Test of Visual Perception <424 .002
Halstead-Reitan Battery. .327 .017
Hearing Tests .600 .001
Informal Assessment of Academic Work .670 .001
Illinois Test of Psycholinguistic Abilities

(ITPA) .148 .172
KeyMath .840 .001
Minnesota Multiphasic Personality Iventory

(MMPT) .661 .001
Observation of Behavior .260 . 046
Physical Examination .395 .001
Slingerland Tests of Perception .238 .062
Vision Tests .723 .001
Wechsler Intelligence Scale for Children

~ Revised (WISC-~R) .776 .001
Peabody Individual Achievement Test (PIAT) .761 .00l
Woodcock Reading Mastery Tests .779 .001
Canadian Test of Basic Skills (CTBS) .576 .001
Wide Range Achievement Test (WRAT) .605 .001
Thurstone Flags <685 .00l
Stanford-Binet Intelligence Test .720 .001
Local #1 <654 ,001
Local #2 841 .001
Local #3 .793 .001
Local #4 .803 .001

Local #5 . 947 .001




Insert Table 3 here

Table 3 analyzed all the tests mentioned plus those included in the
questionnaire by category and frequency of mention. There were eighty-six

tests mentioned in total.



Table 3

Category of Tests Currently Used in Canadian Settings
Servicing the Young Offender

Number of Different

Test Category Tests Used in Category Frequency of Use Rank
Educational 30 158 1
Personality Tests 21 95 2
Intelligence Tests 9 35 3.5
Sensory and Medical 3 35 3.5
Psychoneurological Tests 16 39 b
Other 7 7 6
Total 86




Educational instruments were mentioned most often and also represented the
greatest variation. ‘the most frequently cited tests in this category were
informal assessments of academic work, the wWide Range Achievement Test

(WRAT) and the Peabody Individual Achievement Test (PIAT) as can be seen in

Table 4.

'Insert Table 4 here
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Table &

Assessment Instruments Used in Canadian Institutions
and Clinics to Determine Educational Skills of Juvenile Delinquents

Instrument

Number of Respondents who
Reported Using thke Instrument

Informal Assessment of Academic Work
Wide Range Achievement Test

Peabody Individual Achievement Test
KeyMath

Canadian Tests of Basic Skills

Woodcock Reading Mastery Tests

Stanford Diagnostic

Woodcock Johnson Psychoeducational Test Battery
Schonell Reading

Metropolitan Achievement

Diagnostic Reading Scales

Gates~McGinitie Reading

Slosson Reading

Brigance Comprehensive Inventory of Basic Skills
Gray Oral Reading

TORC Reading

Watson Diagnostic Math

Silvaroli Informal Reading Inventory
Dolch 220

Sucher Alfred Reading Placement Inventory
MAT

Paragraph Completion Test

Monroe~Sherman Math

Nelson Reading

Burt Word Test

Edmonton Spelling

Gates McKillop Oral Reading

Monroe Group Diagnostic Test

Primary Informal Tests

Individual Subject Assessments

29
28
20
12
11
11
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' The second most frequent cateygory of assessments used were in the
personality area. Behavioral observation and the Minnesota Multiphasic
Personality Inventory (MMPI) were the most frequently used tests in this
~ category. Intelligence tests were cited next with the Wechsler
Intelligence Scale for Children, Revised Version (WISC-R) dominating the
class as the most frequently used instrument. Most respondents indicated
that gyeneral physical and medical examinations were conducted at their
institutions even though the results were not necessarily used in
programming. The leasé frequently uséd category of assessment instrument
was the psychoneurological area. The Bender Visual-Motor Gestalt was cited
fairly often but it was not listed as an instrument that helped in planning
for individual adolescents.

The cateyory preferences indicated were consistent with the ratings
of utility given earlier.

Correlations among tests in each cateyory were calculated to
determine the likelihood of respondents to use several tests as opposed to

a few favored ones., Tables 5, 6, 7, and 8 indicate the results.

Insert Table 5 here

Bach of the three personality instruments listed in the questionnaire
correlated significantly with each other., This was especially true for the

MMPI and Draw-a-Person.

Insert Table 6 here

Among the .intelligence measures (see Table 6), personnel were
inclined to use both the WISC-R and Stanford-5inet although the WI1SC-R was

the much preferred test as reported earlier.

Insert Table 7 hecre
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Table 5

Correlation Among Personality Assessment Instruments on Frequency of Use

(N = 45
DAP MMPI BEH.OBS,
Draw-~a-Person (Family) 1.00  .5l4xxx  .275x
Minnesota Multiphasic Personality
Inventory (MMPI) 1.00 L «292x
Observation of Behavior 1.00

x =p<L.03 xxx = p<.001
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Table 6

Correlation Among Intelligence Tests on
Frequency of Use

N = 45
DAP WISC-R SB
Detroit Aptitude-Tests 1.00 . 142 .103
WISC-R 1.00 «353xx
Stanford-Binet 1.00

xx p<£ .01
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Table 7

Correlation Among Educational Tests on Frequency of Use

N = 45
Inf. KeyMath PIAT Woodcock CTBS WRAT

Canadian Tests of Basic

Skills "-045 .165 0267x 0077 ].-00 u096
Informal Assessment of

Academic Work 1.00 . =-,021 .275x . 662xxx -,045 212
KeyMath -.021 1.00 .331x . 490xxx .1635 .294x%
Peabody Individual

Achievement Test . .275x  .331x 1.00 234 .267x  J412xx
Wide Range Achievement Test 212 .2%x  .412xxx  .257x .096 1.00
Woodcock Reading Mastery

Tests - .662xxx .490xxx .234 1.00 .077 .257%

x p<.05 xx p<.01 xxx p.<001



In Table 7 correlations are shown among the six achievement tests
listed in the guestionnaire., Each test correlates with at least one other
indicating that each institution has a variety of tests in their repertoire
_ to determine academic performance. The PIAT correlates significantly with
four of the five other tests while the Woodcock Reading Mastery Tests, WRAT
and KeyMath each correlate with three others. These data suggest that
personnel use a fairly extensive academic test battery tc analyze academic

pertformance,

Insert Table 8 here

There 1s a very high correlation among the three medical tests which
suggests that all three are used frequently. Amonyg the psychoneurological
tests there is not a yreat deal of significant correlation although the

ITPA correlates highly with the Halstead-Reitan and hearing tests.
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Table 8

Correlation Among Psychoneurological and Physical Assessments
on Frequency of Use

N = 45
Bender Frostig H-R 11PA Hearing PE Vision

Bender Visual Motor Gestalt 1.00 .115 017 224 . 154 .071 =.048
Frostig Test of Visual

Perception 1.00 . 136 .289x 153 .060 «304x
Halstead-Reitan Battery 1.00 .567xxx .131 .Q79 .178
Illinois Test of Psycho-

linguistic Ability 1.00 .481lxxx .105 «243
Hearing Tests l1.00 «517xxx  .664xxx
Physical Examination 1.00 «680xxx
Vision Tests 1.00

x p.€.05 xxx p £ .001



Thirty-six respondents to tﬁe questionnaire indicated that
observation of behavior was a major component of their assessment approach.
In the telephone interéiews, they were asked to elaborate upon this. 1In
most cases (ten of the eleven) this was primarily informal. Students were
observed continually by either a specified worker or by all the staff and
the general behavior pattern would be discussed through anecdotal reports
at weekly or monthly team meetings or immediately if the behavior was
markedly deviant from expectation. 1In six of the institutions there was
some formal structured observation that was usually related to a behavior
modification proyramme. In no cases was there a structured clinical
observation of the student. oObservation was seen as a natural aspect of
teaching and interacting with the student. |

In summary then, the categories of abilities that are most
fregquently assessed in Canadian institutions are physical, intellectual,
and academic achievement.

The tests that are used most ftrequently are the Wechsler
Intelligence Scale for Children-Revised (WISC-R), the Wide Range
Achievement Test (WRAT), the Peabody Individual Achievement Test (PIAT),
and the Bender Visual-Motor Gestalt. In addition, most institutions
informally observe behavior and informally assess academic work.

To elaborate further on the approach to assessment found in Canadian
institutions, responses from the twelve interviews will be described.
Because of the small number of persons interviewed and the informality of
the stiuctured interview, thes: responses were not statistically analyzed.
They are of value descriptivelv however in expanding upon the issues raised

through the questionnaire data.



An example Of the assessment approach in Canadian institutions is

the following which is used at the Cecil Facer School in Sudbury, ontario,.

Shortly after arrival all students are seen by the Assessment and
Community Liaison Coordinator (A.C.L.C.) for an initial assessment
to establish grade placement, achievement attendance, attitudes,
etc. The Peabody Picture Vocabulary Test and the Wide Range
Achievement Test are usually yiven to help establish a student grade
level for initial placement. This information is verified by direct
contact with the student's last school.

This information is provided by the A.C.L.C. to the Principal and

the student is assigned to an appropriate full time school placement

and a specific teacher (Prime Teacher) for initial educational
programming, observation and detailed assessment. A wide variety of
assessment instruments both norm-referenced and criterion referenced
are available for use depending on previous testing, and current
needs.

In the telephone interview, the eleven respondents were asked to
describe the residents of their institutions. Descriptors were categorized
by ethnic breakdown, age, adjudication, academic and personality factors.

On ethnic background, four reported large native Indian populations,
one a larye French Canadian population and the remainder reported a
primarily English Canadian mix. 7The age range reported was 12 to 17 years
with an average of 15.5 years.

Admission to training school occurred both through adjudicuation and
through provincial mental health recommendations. This latter reason for
admission is rot acceptable under the Young 0Uffenders Act and so the sample
in training school when this survey was conducted was somewhat different
than the sample that would be admitted since the act was implemented.
Conclusions for a young offender/learning disability link based upon this

sample may be limited by this sampling difference but in general there .s

sufficient similarity in the samples to make general conclusions. The



major offenses were thef£ and break and enter although eight respondents
indicated a small but significant number of delinquents who had committed
serious crimes, usually armed robbery. The other major reason for training
school admission was unmanayeable behavior that tended to refer to female
more than male adolesceﬁts. Since this is not considered as offense under
the Youny éffenders Act, this entree into institutional care will no longer
be seen among adjudicated youth.

Four aspects of academically related characteristics were given.
These included ihtelligence, attendance, motivation and academic
functioning. Seven of the eleven respondents indicated that the average
student in their institution was in the dull normal range (I1Q of 80~90)
although there were several comments sugygesting that this was a minimal
estimate of their potential., The remaining four respondents felt that
their students covered the full range from borderline to above average but
also felt that the average would be in the low average range (IQ of 90 to
Y9). Poor attendance in school was reported in four cases.

Ten of the eleven respondents stated that their students had a very
negative attitude towards school upon arrival at the institution. However,
six stated that these attitudes improved considerably during the students'
stay in trainingf;chool and in fact held after they were released to the
community. All respondents indicated that the average student in théir
institution was academically retarded, usually by about two years but with
a range of functioning from yrade 1 to high school.

The personality characteristics mentioned varied greatly and
included statements like "psychologically immature, hyperactive, unable to

make friends, unwilling to conform, aygressive, and severely emotionally



disturbed". There was no distinct pattern mentioned here although
aggressive was mentioned most often.
Programme

Respondents were asked to indicate which of thirteen programme
alternatives they used and how many hours per week the average student was
iﬁvolved in each programme alternative. There was also space allowed for
local option 1 and 2 but these were rarely filled in. The additional
programmes mentioned here are summarized in Appendix 2. This contrasts
highly with the use of these optional categories in the assessment portion
of the guestionnaire and seems to reflect the more generic quality of

programme versus the specific nature of an assessment instrument.

Insert Table 9 here

As table 9 indicates, most institutions and clinics used a wide
variety of proygramme alternatives. The most frequently used programmes in
trainiﬁg schools are individual counselling, remedial academic, sports
programme and regular academic. &Among clinic personnel, the most frequent
programme alternatives are individual counselling, problem solving skill

traininy, remecdial academic, yroup counselling and behavior modification.
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Table 9

Percentage of Training School and Clinic Personnel
Who Use Each Programme Alternative and the Mean Number
of Hours Per Week Each Alternative is Used

Percentage Use by

Mean Number of Hours
Per Week Used in

Programme Alternative Training Clinic Training Clinic
School (N=29) (N=16) School
Individual Counselling 100% 92% 5.3 2.8
Group Counselling 81% 75% 2.3 1.7
Family Counselling 54% 58% 1.9 .2
Behavior Modification 81% 75% 36.3 13.6
Time Out 77% 67% 3.2 ]
Problem Solving Skills 81% 83% 1.8 .7
Regular Academic Programme 38% 67% 12.5 9.7
Remedial Academic 100% 75% 8.8 2.0
Vocational Training 65% 33% 6.6 .1
Study Time for Academic Work 58% 50% 1.9 1.1
Hobby and Craft Training 73% 50% 6,0 1.2
Sports Programme 92% 67% 7.9 1.7
Diet Control 42% 33% 1.3 0




In the training school, behavior modification, when used, would seern
to be an ongoing part of the daily programme. It takes many different
forms which were followed up in the telephone inventory. Ten of the twelve
telephone interviewers reported using behavior modification frequently.
Five programmes use it continually in both the school and residential
programme. In some situations students must have earned points for all
privileges over and above basic tood and clothing while for others they are
used primarily for increased freedom and special outings. All use the
system as a means of gaining additional privileges but three also report
using it to remove privileges. In some cases the behaviors to be worked on
are determined jointly by the student and staff but in most cases the
school staff and the psychologist work out the programme. Usually the
programmes are developed to be worked on individually but two institutions
use group contingencies where the reward is otten a desired activity.
Points are tallied daily and/or weekly and may be discussed with the
student (especially if low) or used as part of the regular staff reports on
the students. The actual rewards to be earned vary greatly across
institutions. The range includes snacks, models, visits to MacDonald's,
money, yuitar lessons, freedom passes and reduced time in the institution°
All users report that itvis a valuable way of controlling and improving
student behaviors. This is consistent with reported use of behavior
modification in the literature review (Ross and Gendreau, 1979).

Both regular and remedial academic work is a part of every student's
programme in Canadian training schools. On - average, twenty-one hours per
week or four plus hours per day are spent in school with an additional one

to two hours per day spent in vocational training. According to the



information provided by the respondants, students wihowere admitted to training
school under the Juvenile Delinquency Act spent approximately 9.7 months in
the training school with a range of ten days to five years so they were out
of main stream education for approximately a year and thus available for
remedial instruction in the training school. Whether sentences will be of
a similar length under the Young Offenders Act can only be speculated upon
but with treatment and attendance in an appropriate educational setting
being available dispositions, hopefully those young offenders who do have
learning disabilities can be ihvolved in a remedial program for at least a
six to twelve month period.

The training school proygramme is varied across the country but seems
ready and able to deal with a variety of students. Telephone respondents
were asked to describe the basic philosophy of their institution. While
all respondénts spoke of the necessity to improve academic skills and
general attitudes among their students, sixty-four per cent describe an
essentially remedial philosophy while thirty-six per cent described an
essentially personal growth philosophy in their institutions. The actual
comments related to an academic philosophy included the necessi;y tovassess
the student's strengths and weaknesses, the necessity of preparing them for
reentry into community schools, and the necessity for academic upgrading
and success so that they could be 'normalized' and thus fit back into their
communities. Comments supporting a personal growth philosophy included
experiencing a positive peer culture, the necessity to improve in self
esteem, to take pride in oneself and cne's work and to develop a wholistic

thrust where all the needs of the individual were understood and met.



These two thrusts are evident in looking at the questionnaire data.
‘As Table 9 indicates, academic programming is used in all cases. Table 10
shows the amount of overlap between various academic programme thfusts°
Regular and remedial academic overlap quite significantly wnile regular
academic aﬁd study time are less'highly correlated. Remedial academic
correlates significantly with regular academic and vocational while
vocational correlates with remedial and study time., Time out to study is a
relatively infrequent approach used in Canadian institutions and while 58
per cent of traininy schools report using it in their programme, on
average, students in training school spend less than two hours per week in

supervised homework.

Insert Table 10U here
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Table 10

Correlation Among Academic Programme Altermatives

N = 45
Regular Remedial Vocational  Study
Academic Academic Training Time
Regular Academic 1.00 «462xxx .043 -.072
Remedial Academic +462xxx 1.00 $327x .240
Vocational Training .043 «372x 1.00 .283x
x = p<.05
xxx = p<.001



Table Y summarizes the many proyramme alternatives that focus on
personal growth. These include individual counselling, group counselling,
family counselling, problem solving skills, behavior modification and time
out. In Table 11, the degree of overlap among these proyrammes is

summarized.

Insert Table 11 here

Individual counselling correlates mildly with group counselling and problen
solving skills but in general, there is very little overlap among the
various personal growth alternatives even though individually they are a
part of most programmes.

The last general programme category' to be commented on is sports and
crafts. Tﬁese play an important role in the training school both for their
entertainment value and for their 'normalizing potential'., Diet control is
used least freguently in Canadian institutions and in proyramme
elaborations, no respondent indicated that it played a significant role.
The use of medication was not specifically probed for in this study but
again, no one mentioned it spontaneously when given an opportunity to
expand on programme thrusts on the qQuestionnaire or in the telephone

interview,
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Table 11

Correlation Among Behavioral Programme Alternatives

N = 45
Behavior Group Individual Family Time Problem
Modification Counselling Counselling Counselling Out Solving
Skills
Behavior
MOdifiCation luoo - 106 “Q082 e 206 0089 el ] 1.06
Group 7 :
Counselling -.106 l1.00 «322x . L44 -.019 .228
Individual
Counselling -.082 .322x 1.00 . 185 -.048 .322x
Family
Counselling ~-.206 144 .185 1.00 <181 . 144
Time Out .089 -.019 -.048 -.181 1.00 -.019
Problem

Solving Skills -. 106 .228 «322x% L4 ~.019 1.00

x =p<£.05



The pupil:teacher ratio in Canadian institutions is good. It range-
between one to two ahd one to twelve with an average of one teacher to six
students at any one time. The range of actual numbers of teachers in each
institution is from four to twenty-four with an average of 8.7 academic
teachers per institution. These figures include the principal but not
other special support personnel such as psychologists or social workers.
This figure does suygest some problems in implementing a full programme
since the range of skills and knowledge that must be taught ranges £rom
grade 3 to college preparation in all subject areas. Expertise across this
range is impossible in most of our institutions and does create a serious
problem at both the iower remedial levels in basic skills and at the upper
levels in academic knowledge subjects. Forty-nine per cent of the teachers
in the academic programme have special education training, five per cent
are currently working towards it and in most institutions there was a sense
that more of their teachers would be pursuing additional training. In only
two cases was the training specifically geared to learning disabilities but‘
there is a general approach taken in the courses to the mildly handicapped
learner. Among telephone interviewees, seven institutions stated that
thelr teachers were hired by the ministry and three reported being hired by
the local school board. There was no indication of which was more
effective, but if community school liaison is an important component in
rehabilitation, then one would suspect this would be more effective when
the teachers all have the same apprcocach to curriculum and instruction and
are familiar with the local school situation.

The curriculum involves all subjeczts with the heaviest emphasis

being placed upon remedial language and mathematics. Several of the




programmes involved work training and in three cases, the students attended
local schools. Only three institutions used correspondence courses,
primarily for grade 11 and 12 courses and even in these cases there was
considerable dissatisfaction with them. This represented a change from
earlier practices and seemed to have occurred for two reasons; the
inappropriaten;ss of the courses themselves to meet student needs and the
increase in the skills and training of the institutional teachers. The
remedial teaching thrust focussed primarily on the core subjects of
reading, spelling, writing and mathematics with secondary emphasis on

cognitive and social problem solving and life skills. Responses to this

question by telephone interviewees are summarized in Table 12.

Insert Table 12 here

One respondent stated that what they did was 'patching' anywhere and

everywhere they could.
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Table 12

Curriculum Foci in Remedial Education (N = 12)

Number of Institutions Using
Foci Actual Number Percentage
Reading 9 . 75
Spelling 9 75
Writing ‘ 9 73
Mathematics 9 : 75
Problem-Solving 8 67
Life Skills 7 58
Vocational Upgrading 3 25
Attitude 2 17

Art, Music 1 ) 8




Most respondents stated that the majority of their students made
small gains in their academic skills that often did not maintain once they
were back in the mainstream but that a small minority made considerable
gains (as much as five grade levels in orne institutional year) that did
maintain., Standardized tests are used in one third of the institutions
with pre and post test evaluation in all skills. There seems to be an
increasing move towards this approach to evaluation which probably reflects
both gréater awareness of the importance of academic upyrading and a
general swing across the country to formal testing at the high school
level. All respondents use informal assessment and observation of their
students' academic and personal behavior. They report improved attitudes
towards school while they are in the programme but these too are often not
maintained in the community.

In summary then, there.are two major programme thrusts evident in
Canadian training schools. These are an academic thrust and a personal
growth thrust. The academic thrust focuses on basic remedial work and on
problem solving of a general coynitive nature directed towards life skills
and coping in the future. Sports and crafts are also an important part of
most proygrammes but diet control and medication are infrequently used-.
Most proygyrammes involve behavior modification as a means of behavioral
control and academic motivation. Students spend about four hours daily in
the academic part of the school programme and stay in the institutica for
an average of 9.7 months.

This ¢general programme picture is not very different at least on the
surface, from that found in a residential school for learning disabled

adolescents. To demonstrate this, the principals of a residential centre



for learning disabled adolescents and of a training school were asked to
provide a schedule of activities for one of their typical residents. The
principal of the training school had reported earlier

that there were no timet;bled differences in progfamme between a lea;ning
disabled young offender and other young offenders so the comparison with
the resident of the LD institution seemed appropriate in terms of the
reality of the training school experience for the young offender with
learning disabilities. This is illustrated in Table 13 which compares a
typical day in the life of an adolescent in a training school with a

typical day in the life of an adolescent in a residential LD school. Both

of these schools are located in Southern Ontario.

Insert Table 13 here
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Table 13

A Typical Day in the Life of a Young Offender and a
Learning Disabled Adolescent

Activity

Training School for Residential Programme for

Time JD Adolescent LD Adolescent
6.45 Wake Up Wake Up
7.30 Breakfast
8.00 Duties - tidy up Breakfast
space
8.45 School Begins
9.00 School Begins
10.30 Recess
10.45 School
11.45 Lunch
12.00 Lunch
1.00 School
1.15 School
3.30 Free Time, duties Free Time
life skills meetings
4.30 Supervised Homework
5.00 Supper
5.30 Planned Activities -
sports, crafts,
1 hour homework
5.45 Dinner
6.30 Planned Activities -
sports, crafts
8.30 Free Time, homework
9.30 Ready for bed’ Bedtime, 13 yr. & under
10.00 Lights out
10.15 Bedtime, l4-15 yr.
11.00 Bedtime, 16 & over




- 93 -

As can be seen, the actual days are very similar; each include times for
eating, sleeping,-school, study, recreational activity, and free time
periods. One difference is that caretaking duties are expected of the
delinquent adolescent which are not expected of the learning disabled
adolescent. Another is the supervised homework period assigned to the LD
adolescent. In addition, much of the free time in the LD programme 1is
filled up by tutoring and studying. There is also an active computer
programme in the school programme which has had a great affect on
competence and attitude towards school. These factors were not mentioned
by the principal who described a typical day in the training school
programme and although they may be operative there; no respondent to the
quéstionnaire reported any systematic use of computers to aid remedial
learning or problem solving.

The next section of this-report will look at identification and
programming for those with academic retardation and learning disabilities.
Responses to these issues will be compared to those given for the overall
programme.,

Academic Retardation

In the twenty-nine training schools involved in this study, there
were 1822 persons or an average of 63 per institution. Of that group 1447
(79%) were males and 375 (21%) were females, a ratio of 5:1. 1In the clinic
population, there were 784 adolescents seen in tctal or an average éf 42
with 667 (85%) males and 117 (15%) females, a ratio of approximately 6:1.
These ratios confirm the predominance of males in both the delinguent and

learning disability populations noted by Mauser (1977).



Both groups were asked to indicate the number of students iﬁ their
programmes who were at least two years academically retarded according to’
the tests they used in their own institutions. The training school
personnel reportea academic retardation of two years or more in
approximately 45 per cent of gheir students. While the clinic personnel

report academic retardation in 60 to 70 per cent of their students. Table

14 summarizes these data.

Insert Table 14 here

Cﬁi square analysis indicates that these differences are significant which
would be expected since these clinics serve not only the courts but other
agencies and individuals with learning problems. The other very obvious
observation to be made is the high incidence of learning difficulties in
both populations,

While respondents indicated serious academic retardation among their
students, some were reluctant to sugyest it was due to a learning
disability per se. They suyygested that the problems were multifaceted and
influenced by a different set of values, one that does not view education
as an important part of life, by emotional problems, by poor home
environments, poor nutrition, limited intelligence, inconsistent
discipline, poor motivation and reasoning deficits. Whatever its cause,
academic retardation is a serious problem; one that affects approximately
half of the population in training schools across Canada. Whether the
cause 1s inappropriate schooling, poor family background, minimal brain
damayge, biochemical complications, poor cognitive skills or whatever, the
presenting problem is sufficiently serious that it must be assessed
carefully if there are to be any changes while the student is in training

school,



- 95 -

Table 14

Number of Students who showed Academic
Retardation of Two Years or More

Academic Training School Clinic
Population Population
n = 1822 n = 784
Reading 45.5% x 63.7%
Writing and Spelling ' 49,9% x 62.9%
Mathematics 45.5% xx 73.0%
xx = p{.01



Learning Disabilities

All questionnaire respondents were asked to indicate if any of the’
students in their institutions were learning disabled and if so, what
percentage according to the following definition:

¥

"Some institutions distinguish a specific subgroup of their
population as having academic problems due to a learning dizapility.
This disability is defined as a discrepancy between intellectual
potential (IQ) and academic achievement that is not due primarily to
physical, intellectual or emotional problems, It may be caused by
neurological or biochemical factors and often shows up as
difficulties in the area(s) of visual or auditory perception,
language skills, coordination, readinyg, writing or mathematics."
Among the training school respondents, 96 per cent said they did
have learniny disabled students at their institution and 77 per cent of the
clinic population said they saw learning disabled students. The training
schools identified approximately 26 per cent of their pupils as learning
disabled or over half of those who were seriously academically retarded
~while the clinic population identified approximately 15 per cent of their
clients as learning disabled which is about one fifth of those whom they
reported to be academically retarded. Respondents were not asked how they
diagnosed learning disabilities specifically but they were given the above

/
definition and were asked which general methods were most useful in

determining whether a youth had a learning disability or not.

Training school responcdents stated (in rank order) that observation
in their setting, assessment in their setting, previbus psychological
testing and previous school records were most useful. Clinic personnel

found previous psychological testing, previous school records, observation

in their setting and assessment in their setting to be most useful. Thus



training school personnel seem to £ind their own assessment of both a
formal and informal nature to be most useful while clinitc personnel f£ind
previous reports most useful. This difference may occur because of the
differential availability of previous assessment,., In the interview portiow
of the study, several responden£s stated that many of their residents come
from remote ;arts of Canada where there have been few assessment or
progyramme alternatives available while clinic clients come predominantly
from large urban areas that do have a wider range of services to offer the
adoléscent.

Bighty~six per cent of the training school respondents and seventy
per cent of the clinic respondents said they programmed differently for the

learning disabled than for other students in their care. These differences

are summarized in Table 15.

Insert Table 15 here

The major programme thrusts for both groups are of an academic growth
nature. Because only a few of the clinic respondents described their
programmes, the range suggested is much smaller than that described by
training schools., 1In the training schools, the predominant curriculum
modification involves planning an individualized programme that is based
upon each pupil's strengths and weaknesses. This usually translates into
remedial teaching in the basic skills of reading and writing and
occasionally mathematics. Instructional modifications are not mentioned au
frequently but those that are mentioned focus on assignment of the pupil to
o1e teacher who is responsible for coordinating and implementing all
aspects of the programme, for example, the 'Prime Teacher' approach at

Cecil Facer school. (Other curriculum modifications include size of group,



involvement with local school and use of specialized materials. Throughout

all academic modifications, there is an attempt to improve attitudes and

self esteem but these are seen as complementary to the teaching-learning

expefience in most cases for the learning disabled delinquent and not as

separate from it.
L4
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Table 15

Alternatives for the Learning Disabled Population that

Augment the Regular Academic Programme

Training
Programme Alternmative School Clinic
n =21 n=2>5
Academic Growth
a) Curriculum
l. 1Individualized programme based upon
strengths and weaknesses 14 2
2.  Remediation of basic skills 11 2
3. Vocational Training 3
4,  Art and Recreation 2
5. Life Skills 2 1
6. Communication 1
7. Tomatis Electronic Ear 1
8. Matched to local board curriculum 1
b) Instruction
l. Assigned to an individual teacher 5
2. Small group teaching 3 1
3. One-to-one tutaring 3 2
4. After school instruction 1
5. Formal identification, placement, and
review procedures 2
6. Attend regular school 2
7. Liaison with regular school 2 1
8. Specialized materials 2
9. Lowering of expectations 1
Personal Growth .
1. Individual Counselling 2
2. Non=threatening approach 1
3. Self-esteem, awareness, control 1 1
4.  Group Counselling 1
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Unigue Programmes for the Learning Disabled Juvenile Delinguent

The responses to programme modification for the learning disabled
group are in most cases extensions of those in place for all gaolescents in
the training school programmes. There are however a few programmes that
are unique across the country and two of these will be described in this
section,

The Step~Up programme in Vancouver has operated for eight years with
funding from both the Ministry of the Attorney-General and the Vancouver
School Board. 1Its clientele are adjudicated delinquents who have had an
average of 4.7 adjudicated offenses each prior to attending Step-Up.
Eighty-eight per cent have a learning disability as defined by the Canadian
Association for Children with Learning Disabilities, and as indicated by a
checklist that covers movemént skills, visual skills, auditory skills,
concept formation and behavior symptoms (Thompson, 1983). There have been
253 graduates of Step-Up (a graduate is a student who has attended fifty
days or more). Fifty-three per cent of them had attended special education
classes in their communities prior to Step-Up, 64 per cent had failed at
least one grade, and their mean age was fifteen years, ten months. The
programme offers individualized remedial training for two 2-hour sessions,
five days a week. The teaching methods are eclectic and include a modified
token economy and any instructional technique that will help the individual
leawn. Students are tested daily in math, spellinyg, reference and oral
reading with a view to improving previous scores on a regular basis.

The philosophy of the school includes such principles as an
appreciation of the relationship between learning disabilities and juvenile

delinquency; all behavior is learned; approval should be immediate, sincere
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and appropriate; good teachers are of prime importance and each student
must be accepted and taught at his/her own lgvel of emotional, mental and
physical functioning. The goals and objectives of the programme are as
follows:

- GUALS

"l. To improve basic academic skills for youth referred by
Probation Ufficers.

2.. To reduce the number of times that the participants are
adjudicated delinquent on further offences.

3. To encourage appropriate social development.

4, To demonstrate that, even at adolescence, a remedial school
program can successfully rehabilitate students.

5. To provide a positive learning experience for a wide variety of
university students whose careers involve working with youth.

OBJECTIVES

l. To instruct each student in basic academic skills to the
equivalency of Grade 10.

2. To instruct in job employment skills,

3. To provide work experience with the Step-~-Up proygram (office
duties, clean-up, etc.)

4. To develop the motivation to learn, to f£ind suitable work, and
to remain employed.

5. To measure daily the progress of each student and to interpret
that progress to the student as a further impetus to learning.

6. To set up the academic program in such a manner that volunteers
can successfully tutor students.

7. To-demonstrate, by example, the accepted social behaviour
necessary to get along in society." p. 28

There can be no doubt about the success of this programme. In an eight
year review that included a questionnaire to the community, to
professionals and to the students themselves, the response was
overwhelmingly positive., It included comments from the professionals such
as goodAattendance, good attitudes, improvements in self-esteem, excellent
one-to-one tutoring, improved academic skil.s, instilling of a desire to

improve further, positive implementation of behavior modification and good
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involvement in extra curricular components. Students responded with 'the
staff treat you fairly, give you help when you need it, know what you are
doing, the programme is trying to teach us academic things we need to know
and we are happier than we were at regular school. 1In terms of what they
are actually doing, 106 are working, 50 are at school, 22 are homemakiné,
25 are unemployed but not in trouble with the law, four aré hospitalized, 2
are deceased, 20 couldn't be traced and 18 are in custody. These data
summarize responses from all students who have graduated over the past
eight years. The eighteen who are now in custody represent 7uliper cent of
the total yroup while those who are actively pursuing jobs or schooling
represent 70.4 per cent of the population.

A second example of a programme that reaches out to the learning
disabled delinquent is that offered at the Bosco Home programme for
disturbed adolescents in Regina. At any time there are approximately fifty
students in residence, 33 male and 17 female. Approximately 75 per cent of
them are learning disabled and about 50 per cent have had delinquent
experiences (unfortunately the incidence of overlap was not available).
They are tested with an assessment battery that includes observation, the
WISC-R, WRAT, Gates-McGinitie Reading, Rorschach aﬁd HTP drawings and
neurological screening with the Tomatis Listening Tests., The pra;ramme
employs a holistic/developmental approach within a philosophy of Christian
humanism in the broad pluralistic sense. All students are on
individualized programmes with the main therapeutic goals being unique to
each case. An important factor in treatment is the ability of the students
to feel comfortable in school and to move ahead in academic competence as

well as to leave the programme with some marketable skills. A major thrust
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in the academic programme is the development of listening and language
skills and &the ability to communicate properly. This is done through the
use of the Electronic Ear (Tomatis Programme) and through a therapy
programme that focuses on communication skills, self-awareness and self-
control. In the school proygramme, there is a pupil:teacher ratio of 1l:4 or
5 and both remedial and life skills training are emphasized. This approach
emphasizes the development of good relationships between staff and student

plus a growth programme at the academic and personal level that is unique

to the individual.

It has been evident to this researcher through the literature review
and descriptions of good Canadian programmes that those aspects of a
programme which seem most important in the rehabilitation of delingquents
who have serious learning difficulties (be they due to a learning
disability or combination of many tactors) include a highly specialized and
individualized academic programme that focusses primarily on remedial
teaching of basic skills and secondarily on life skills and recreational
involvement. These seem best taught in one-to~-one or small group
situations by a teacher who is personally responsible for the individual
and with whom the student can establish a meaningful relationship. These
factors suyyest that the most important component in effective programming
is an attitude and philosophy that regards the young offender as a person

worthy of effort plus adequate training in the academic area.
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Chapter 3

Discussion and Perspectives for the Future

In this chapter, the issues of definition, incidence, assessment and
programme that have been developed in the previous two chapters will be
discussed. Following this, recommendations for the future will be
suggested.

Definition of a learning disability has long been problematic. The
definition adoptéd by the Canadian Association for Children with Learning
Disabilities is typical of official definitions that include discrepancy,
exclusion and central nervous system dysfunction clauses, but it presents
problems to those who must use it. The problem lies in the assumption that
a learning disability is caused by such central nervous system damage.

This ascertion is difficult to prove, partially because the instruments
frequently used are not valid diagnostically and those that do show
reasonable validity are rarely used because of the expense, time and
training involved in their administration and partially because the final
validation involves actually looking at the brain which is rarely poss%ble.
As a consequence, the working definition for most investigators in the
literature ignores the central nervous system dysfunction clause and
focuses on academic discrepancy that is not due to primary problems in
intelligence, emotional stability, home background or physica’ handicap.
Clinic and training school personnel who participated in this study seemed
to concur with this approach to definition. While they were given a
version of the 'official' definition, when one looked at how the majority
assessed a learning disability, it was primarily with instruments that

mecasured intellectual ability and academic achievement.
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In addition to the general concensus on the working definition of a
learning disability, there seems to be concensus on existence of two types
of learning disabled young offenders. Sawicki and Schaeffer (1979) define
those delinquents with mild learning disability as showing academic
retardation of a minimum of two years while those with severe learning
disaSility show academic retardation of four to six years. Lambert and
Birkenmeyer (1972) distinguished between 'normal juvenile delinguents' who
had fairly mild problems and 'emotionally disturbed juvenile delinquents'
who had long histories of severe problems. Stephenson (1973) had one hard
core group of delinguents who had serious academic and behavioral problems
and came from low SES backyrounds and another whose delinquencies were
minimal and whose backgrounds were fairly hormal, their intelligence was
average and their academic skills were only mildly retarded. 1In the study
reéorted in chapter 2, respondents identified a group of students who werse
2 years or more academically retarded and another smaller group that were
felt to be learning disabled which alsoc seems to support the existence of
two types of young offenders with learning problems. Unfortunately, the
specific criteria for the smaller group were not usually given although
they were a ygroup who seemed to score baely on a ranée of
psychoneurological indices. '

In each case cited, above the mildly handicapped group do suffer
academic problems, but these are at a moderate level, ‘“he group is fairly
large (approximately 45%), and would seem to be assessed and programmed Eor
within the current practices in Canadian institutions. The second group is
smaller (approximately 20%), shows greater academic retardation, may show

central nervous system or biochemical dysfunction and/or more severe
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adjustment problems and seems to need a much more highly specialized
approach to assessment and programming (Koopman, 1983; Sawicki and

Schaeffer, 1979). The ramifications of two groups will be discussed later
in more detail in this chapter.

Incidence has been a major area of concern in the literature and in
Canadian institutions. The average incidence figures for the presence of
learning disabilities in the youny offender population in the literature
were approximately 55% with a male:female ratio of about 1:2. The
incidence is much higher than that in the general population (3 to 10 per
cent) and the male:female ratioc is lower than that found in the literature
(4:1). In this study, the incidence for academic retardation of two years
or more was approximately 46 per cent which is fairly consistent with the
literature when this conservative or 'mild' definition of a learning
disability is used. However, the incidence figure is reduced to 26 per
cent of the population when reépondents are asked to differentiate among
youth with academic problems using a more stringent definition of learning
disabilities, It would appear that professionals who deal with
youny offenders are able to discriminate between those who are simply
retarded academically and those whose retardation is due to a learning
disability. The ratio of males to females in Canadian training schools is
5:1 but since respondents were not asked for a male:female breakdown on the
learning disability question, it is not possible to say whether this ratio
is maintained._ \

There was considerable consistency in the description of a typical
delinquent adolescent in both the literature search and in this study.

Descriptors included an inability to solve coygnitive or real life problems,
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emotional problems, poor understanding of social situations, a tendency to

behave inappropriately, low average intelligence, poor motivation and
attitudes towards school, and academic retardation. Additional descriptors
include a tendency to agyressive behavior and a low SES background
(Koopman, 1983; stevenson, 1973; Murray, 1976; Mauser, 1977).

Assessment usually comprises intelligence tests, academic tests and
at least one psychoneurological and/or personality tests. The actual tests
most frequently citéd in both the literature and this study were the
Wechsler Intelligence Scale for Children - Revised kWISC-R), the wWide Range
Achievement Test (WRAT), the Bender Visual Motor Gestalt (BVMGT), Peabody
Individual Achievement Test (PIAT), Minnesota Multiphasic Personality
Inventory (MMPI), and to a lesser extent, the Halstead-Reitan Battery.
Observation of behavior and informal assessment of academic work were also
used by most respondents in the study. Both groups of respondents, those
from the training schools and those from the clinics ayreed on the types of
assessment and actual instruments that were most useful., This was good to
note since both groups provide valuable information to the courts and
receiving institutions about the individual strengths and weaknesses of ghe
youny offender. The overwhelming concensus among all investigators
concerning a core battery of assessment instruments suggests agreement
about the utility of some tests, however it also may reflect the paucity of
standardized instruments that do ‘yield useful information. Certainly each
institution felt the need to supplement the core with informal tests and
additional standardized tests of local preference. There does seem to be &
need to work within the framework of already accepted assessment

instruments and to suggest how they can be used to yield maximum diagnostic



information rather than to recommend instruments that are not in general
usage.

The causation issue has not been laid to rest in this paper. It
would appear that both learning disabilities and juvenile delinquency are
conditions that are influenced by SES status, environmental conditions that
are unstimulating and frequently prone to pollution, nutritionally poor
diets, social and academic problems and minimal brain damage. These causes
however are viewed as important not so much in and of themselves, but
primarily insofar as determining them can lead to specific remedial
suggestions. Thus, identifying the role played by poor diet is only useful
to the extent that one can provide a yood diet to the individual and
monitor behavior change. Similarly the influence of minimal brain damage
on delinquent behavior and learning disabilities seems important to
ascertain if knowing that has direct programme payoff. And therein lies
the rub since brain damage is by definition irreversible and though Yeudall
et.al. (1982) recommends medication therapy, he has not provided empirical
support for the efficacy of this approach. Nor has the literature
generally been able to show consistent results reygyarding biochemical
approaches to progyramme especially with adolescent populations, There may
be some argument for.a better understanding of the individual whom we have
identified as minimal brain damaged, but surely the more obvious symptoms
of academic retardation, impulsivit:, poor SES background would be
sufficient to generate sympathy for the individual and an appreciation of
his/her need for an appropriate programme (Coons, 1Y82), I comment on this
issue rather harshly because the causation issue has involved the energies

of many investigators with rather minimal results. The larger payoffs in



this field seem to come from a careful analysis of academic and social

behaviors that can be linked directly to programme goals not from extensiv

research into causation.,

This then leads into the findings concerning programme. Ross and
Gendreau (1979) found that no single programme thrust was as useful as a
many faceted programme thrust. This has face validity certainly when one
appreciates the multi-faceted influences on the young offender. This is
supported by descriptions of programme thrust across Canadian institutions,
The programme elements that seems to yield best results according to the
literature and to our survey are as follows:

1. a behavior modification programme that draws the students' atteﬁtion
to appropriate social and academic behaviors.

2. a nutritionally well-balanced diet.

3. the involvement of the community through liaison with school
personnel,; through the use of volunteers in the institutional
programme and through parent training in effective interaction with
adolescents.

4, remedial instruction in language and mathematics that is meaningful
to the adolescent.

5. problem solving training of a general cognitive nature which is
directed towards life skills and coping strategies.

6. the development of an active recreation programme that involves
students positively with their peers and staft.

7. implementation by sensitive, caring individuals who value the young
oftfender and see his or her potential for growth and who are well-

trained in their subject and in their ability to match the
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individual needs of students to appropriate curriculum and

instruction.,

This approach to programme could be implemented either within the
training schools or at the community level for both groups of learning
disabled offenders. Those whose handicaps are more severe however will
need additions to this basic proyramme. One addition would be a more
thorough psychoneurological workup with an instrument or instruments of
known validity such as the Halstead-Reitan battery or the Yeudall
modification of it. Delinquents who did show evidence of serious minimal
central nervous system dysfunction would be more carefully monitored as to
diet and perhaps put on medication therapy. In both their school and
residential proygramme, there would be an emphasis on small group and
one-to-one instruction with a teacher who would monitor their programme
personally and establish a strong affective relationship with them that
included good modelling of cognitive and affective behaviors as well as
caring (Thompson, 1983; Ross and Fabiani, 1983). These individuals would
hopefully also be persuaded to stay in the programme for a longer time in
order to teach the remedial skills required, ensure their maintenance and
carefully plan and support their re-integrati&n into the community. 1In
this situation, the principle of least restrictive environment might be
seen as incompatible with most appropriate programme.

In order to identiéy the two groups of offenders, it wéuld be
important to develop a screening instrument that could be used easily and
effectively at the time of disposition. Figure 4 is such a screening

instrument.



Insert Figure 4 here

The checklist of behaviors is an amalgum of behaviors that have’
discriminated among delinguent groups and among learning disabled groups.
(Thompson, 1Y83; Connors, 1Y68; Kinsbourne and Caplan, 1979, Koopman,
1983)., It includes both current and historical information about the young
offender. A high score on this instrument would suggest that the young
offender had a serious handicap that should be further assessed and that he
or she should be offered a programme alternative that would deal with the
observed difficulties in a supportive structured manner such as that
described earlier. High scores on this checklist should also be drawn to
the court's attention, so that judges and other officials will be more
disposed to understanding the inappropriate court behavior of some of the
youth when it occurred.

Recommendations

This chapter has laid the groundwork for the following
recommendations:

1. An attempt should be made to discriminate between those young
offenders who have mild learning disabilities and those that have
serious disabilities.1

2. An initial component of this discrimination would be the development
of a screening instrument such as that described in Figure 4. This
iﬁstrument would be used by court workers in developing the court
report and would be available to the judges at the time of
disposition:

3. Further research should be done to validate the use of such a

screening instrument across the &ountry.



FIGURE 4

YOUNG OFFENDER SCREENING CHECKLIST

BEHAVIORS YES (2) SOMETIMES (1) NO (0)

Current Behavior

Poor attitude toward school

Hates reading and writing

Writes and spells badly

Fails to finish things

Easily distracted, short attention
span, inattentive

Poor coordination, clumsy

Poor memory

Performance varies, yood somedays,
poor others

Has difficulty following directions
Poor understanding of cause and
effect and of significance of
conseyuences

Restless or overactive, fidgits
Impulsive

Disturbs others

Mood changes quickly

Easily frustrated

Lacks ipnsight into behavior of
self and others

Eats a lot of junk food

History

Has had serious head.injury
Difficult pregnancy and birth
Has been sick a lot

Has alleryies

Has a history of school problems
Has missed a lot of school
Pa~.ent had school problems
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Programme alternatives should be explored that include the basic
elements outlined earlier. Many of these are already in place
across the country but their specific strengths and weaknesses need
to be better known so that the courts can match young offender to
programme more 'effectively.

Where adequate programmes are not in place locally, however, effort
should be made to develop them or to buy them from other ministries
or geographic areas where this is feasible.

Additional hiring should focus on persons who are sensitive to the
needs of this group and who are well-trained and experienced with
learning disabled adolescents. Where possible, it should be of
persons who will ‘go the extra mile' since this population is quite

special.
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A Questionnaire for institutions
serving the delinquent population
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A. ASSESSMENT INFORMATION

Please circle the frequency of use and the vaiue to you of sach of the foilowing assess-
ment batteries where 5 equals high and 1 equais low.

DO NOT

Frequency of Use Vaiue of Instrument WRITE HERE

HIGH LOwW HIGH Low

1 1. Bender Visual Motor-Gestalt . 5 1

1 2. Datl;oit Aptitude Tests 1
1 3. Draw-a-Person (Family)

] 4. Frostig Test of Visual Perception

1 5. Hallstead-Aeitan Battery

1 8. Hearing Tests

1 7. Informal Assessment of Academic Work

1 8. lllinocis Test of Psycholinguistic Abilities (ITPA)
1 9. KeyMath

1 10. M.M.P.L

11. Observation of Behavior

1 12. Physical Examination

1 13. Slingerland Tests of Perception

1 14. Vision Tests

1 15. WISC-R

1 16. Peabody Individual Achievement Test
1 17. Wocdcock Reading Mastery Tests

1 18. Canadian or lowa Test of Basic Skills

1 19. Wide Range Achievement Test (WRAT)

1 20. Thurstone Flags
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1 21. Stanford binet Intelligence Test

OTHER (please list)

54321 22 5 43 2 1
54321 23 543 2 1
54321 24 543 2 1
5 4321 25_ 543 2 1

PLEASE INDICATE THE NUMBERS OF THE FOUR ASSESSMENT TECHNIQUES THAT ARE
MOST USEFUL TO YOU IN PLANNING FOR THE POPULATION YOU WORK WITH.

1 T2 T3 T4
(most _ (least useful
useful) of the 4)



B. PROGRAM INFORMATION

Please indicate which of the following are parts of your school and/or treatment program.

10,

i1

12

13.

14,

18.

. Behavior Modification

. Diet Control

. Group Counseiling

. Hobby and Craft Training

. Individual Counselling

. Problem Solving Skills

. Reguilar Academic Program
. Remedial. Teaching

. Sports Program

Study Time for Academic Work

. Time Qut

Family Counselling
Vocational Training

Other (please list)

YES

IF YES, NUMBER OF
NO HOURS PER WEEK

INDICATE THE NUMBER OF THE FOUR TECHNIQUES USED MOST OFTEN IN YOUR

SETTING.
%
17 2 )
(mgg«;jffen (least often

INDICATE THE NUMBER OF THE FOUR TECHNIQUES YOU FEEL ARE MOST

used of the 4)

HELPFUL IN REHABILITATING JUVENILES IN YOUR SETTING.

1 2
{most
helpful)

4

(least
helpful of the 4)

DO NOT
WRITE HERE

Continused on Pags 3



T T T o B el

GENERAL INFORMATION

Number of persons in the institution.

Male _____. = Female _______

Approximately how many hours per day do they spend in
(a) academic instruction

(b) Vocational instruction

Approximately how many show academic retardation
of two years or mare in

(a) reading
(b)  writing and spelling
(c) mathemstics

Some institutions distinguish a specific subgroup of their
popuiationi as having academic problems due to a learning
disability. This disability is defined as a discrepancy
between inteilectual potential (IQ) and academic
achigvement that is not due primarily to physical,
inteflectual or emotional problems. it may he caused

by neurclogical or biochemical factors and often shows

up ag difficulties in the area(s) of visual or auditory
percaption, language skiils, coordination, reading,

writing or mathematics.

(@) Are any of your students learning disabled?
(b) If so, approximately how many?

(¢) Pleass indicate which methods have been useful to you in
determining this:

Previous schoaol racords
Pravious psychological testing
Observation in your sstting

Agsessment in your setting
(please list the instruments used)

Other (please describe)

Yes

DO N ;:
WRITE HE.

Higt

oGOy

(d) Do you brogram for these students differently
than you program for otr.er students?

YES

P TN

NO

W W ww
NN NND e
—- - o o

e 2. 1)

Continued on Page 4



C. continued

(e) If yes, wouid you describe your program.

(  What percentage of their time is spent in the
program described in (e)?

(@) Is there anything unique about your population or
program that you fee! is relevant to the purposes
of this questionnaire that | have not specifically
asked about?

THANK YOU FOR TAKING TIME
TO COMPLETE THIS QUESTIONNAIRE



THE ACADEMICALLY UNDERACHIEVING JUVENILE DELINQUENT

This research has been funded by the Ministry of the Solicitor-General in an attempt to understand the
degree to which juvenile delinquents in Canadian institutions have academic probiems, how such pro-
blems are assessed and what program experiences are designed to accommodate their needs.

Infarmation of this nature in Canada is non-existant in any thorough, systematic manner and yet is essential
if the extent and nature of the issue is to be appreciated. Your cooperation in filling out all or any part
of this questionnaire will be much appreciated. All individual responses will be kept confidential. Would
you please return it by November 10, 1983 in the enclosed envelope. Thank you.

C.M. Crealock, Ph.D

o Department of Educational Psychology
The University of Western Ontaric

London, Ontario

Because of the distances involved, | will not be able to visit many institutions. However, | would like
to call some in order to understand more about Canadian programs. Would you please indicate the
name and phone number of someone in your institution that would be able to speak with me.

Names

Phone Number

(area code)

Time most likely to be available
Day

Hour
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Interview Questions

Hello, this is Bea Brewer calling as a follow-up to the research
gquestionnaire on the underachieving juvenile delinquent that you filled out
for Dr. Carol Crealock. First of all, thank you very much for £illing out
the questionnaire. The responses from across the country have been very
interesting. Do you have about 20 minutes now to elaborate on some of the
issués raised? If not, when could I call you back in the near future?

1. Could you describe the type of person you get in some detail? Probe
for intellectual level, attitude about school, behavior
difficulties, adjudicated offense, age range.

2. How long do they stay in your institution generally.

3. What are the basic philosophy and yoals concerning education at your
institution?

4, Could you describe the educational program in more detail? Probe

for teaching strategies, pupil:teacher ratio, curriculum (provincial
correspondence courses, local board, level of functioning of most
students).

5. Does the remedial aspect generally involve teaching of basic skills,
teaching of problem solving skills, life skills, etc.?

6. What academic gains do pupils generally make while they are with you
in writing, reading and mathematics? When you are assessing pupils,
do you do that when they first enter your program, when they
leave... .

7. You mentioned using observation as a major evaluation approach.
Would you describe how this is done? Probe for structured vs,
unstructured, length of single observation, frequency who observes,
etc,

8. Would you describe your behavior modification approach in more
detail. Probe for who is on it, basic behaviors monitored,
contingencies or rewards.

9, How many academic teachers are at your institution. What trairing
do they have? (pirobe for a special education training). Are they
ministry employed or contracted through your local school board?

10, Anything else?



Telephone Interview

Number

Name of Respondent

Date

Answers

1.

10.



Appendix B

Instrument and Programme Alternatives



Table 16

Assessment Instruments Used in Canadian Institutions
and Clinics to Determine.the Psychoneurological
Skills of Juvenile Delinquents

Instrument

Number of Respondents Wwho
Reported Using the Instrument

Bender Visual-Motor Gestalt
Halstead-Reitan Battery

Illinois Test of Psycholinguistic Abilities

HSPQ

Frostig Test of visual Perception
slingerland Tests of Perception
Test of Adolescent Language
Informal Tests of Perception
Tomatis Listening Test

Tomatis Listening Survey
Neuroloyical Screening

Stroop Colour Word Test

Trail Making

Benton Visual Retention Test
Road Map Test of Directionality
Wepman

Total 16
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Table 17

Assessment Instruments Used in Canadian Institutioms
and Clinics to Determine Personality Profiles of

Juvenile Delinquents

Instrument

Number of Respondents who
Reported Using the Instrument

Observation of Behavior

MMPI

Draw-a-Person

Jesness Behavior

Rorschach ‘

Thematic Apperception Test

Basic Personality Inventory (BPI)
House; Tree, Person

Adaptive Functioning Scale
California Personmality Inventory
Tennessee Self Concept

Carlson Psychological Survey
Psychological Screening Inventory
Family Environment Scale
Coopersmith Self Esteem Inventory

Personality Inventory for Children

Sentence Completion

Children's Apperception Test

CP1

Clinical Interview

Student Perception of Ability Scale

Total 21

36
16
12
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Table 19

Assessment Instruments Used in Canadian Institutions
and Clinics to Determine Intellectual Skills of
Juvenile Delinquents

Number of Respondents who
Instrument Reported Using the Instrument

Wechsler Intelligence Scale for Children =

Revised WISC-R 28
Stanford-Binet IQ Test 8
Peabody Picture Vocabulary 7
Detroit Aptitude Tests 3
Raven's Progressive Matrices 3
Wechsler Adult Intelligence Scale 2
Opposite Test for Mental Age 2
Woodcock Johnson Tests of Cognitive

Abilicy 1

Otis 1

Total 9 55.
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Table 20

Other Programmes Used Across Canada

Programme

Frequency Cited

Life Skills

Adult Up~Grading

School Consultation

Dreikurs Social Learning Theory
Addiction Counselling

Pastoral Counselling

Electronic Ear Programme

Music :

Social Skills Training
Relaxation Training
Coordination with other Agencies
Volunteer Remedial Tutoring
IEP's based on skill checklists
Group living training

Milieu Therapy

Chemotherapy

Pt b e e e e e e e e e NO DD O




IT Schooling apd nelirmquency (1)

Formal education sysbewms have always sold themselves as
developing cocletys through transavizslon of the b2zt of our
cultural haritage; through assiwiiating peoples of widely
different backgrounds; through citizenship training; through
enhancemant of individual students' potential; and most
specifically through enhancing economic production through
"skilling" (5ee, o.3. for Ontario, Prentice, 1977). Especlially
in the 1960's, Lhis nobion became formally claborated into "human
capital theory": If counirics wanted to develop, they could
nowhere better ‘nvestc thelr resources than in improved
(especially techinical) eduncation for their populace (see Karabel
and Halsey, 1977, Lockheart, 1975).

But our unlversal, compulscry, free school systewmsz arose Ln
Western Europe and North America not simply from humanitarian ox
educational concerns, but also in large part specifically to
prevent crime, ecspecially among the poor and urban young (see
Sutherland, 1978; Gaffield and West, 1978). Curricula meeting the
nced of the upper classcs were designed to inculcate moral
training, as well to organize and classify students to make their
"best contribution™ to developing the society (Johnson, 1977).

But somewhat ironically, nonetheless directly reluevant to
discussing social development and crime, one of the strongest
factors in social research which secems to determine delinquency
is school failure. (It must be noted that when the sexes are
separated analytically, the relation between schosnl failure and
dellnquency 1z wuch weaker for glrls than for boys) honetheless,
given that males continue to inordinately occupy our attention
regarding crime, the findings are not irrelevant.)(2) Dozens of
independent studles across cultural and linguistic boundaries (ir
Britain, France, the United States, Australia, India, and both
Angophone and Franceophone Canada) have repeatedly found school
faiure to be among the most persistent and strongest correlates
of both out-of-schonl male juvenile delinquency and male in-clas..
misbehaviour (reviewed in West, 1975a; 1984).

Anticipated social class (indlcated by school performance)
correlates with delingquent behaviour much more than social
class origins. Those with middle-class origins but who
through failing move to low ocacupational prospects arc as
delinguent as those with low origins and prospects, and
more delinquent than either those with high origins and
prospects, or low origins but high prospects.
{(West, 1984: 148)

Various bodies of research with different vtyles, theories, and
methods tend to corroborate and elaborate 3Such statistical
findings.

For example, linguistic studies have shown how well-off children
are able to "cash in" on their homz-derived ‘'cultural capital”

G)



(Bourdicu and Caaseron, 1977; Bernstein, (1975) Lo achleve moral
certification as well i academlc success.  Participand
ohservational rescaroh on the negotiation of student/teacher
contracts (Smith and Geoffrey, 1968) and the ubilizateon of the
hiddcn currriculm (Apple, 1979) has shown how such classroom
order is actively constructed in complex interaction between
students and teachers (Wesat, 1975 b). In-class typing seens to
play a major role in learning which gets reflected in Lormal
testing a achievement acores (Rist, 1970; Broadioot, 1979).
Certalinly, the oryanizational and woral order of the classroomwm
are as salienl =sw the educational.

Subculture research (eg. Willis, 1977; Corrigan, 1979; Robins amnl
Cohen, 1979; Hall et al, 1975; West, 1979; West 1984: chp. 5)
has situated education within class, ethnic, and neighbourhood
contexts, showing how youngsters reproduce cultural forms deemed
useful in thelr anticipated adult 1ife voles. Frequently,
delinquents are simply those who have decided that further
subordination in school is not worthwhile as a price for
continuing in programmes which are meaningless for anticipated
workling class joubs: they precociously adopt claiwms to adult
status which conflict with the prescribed student status (e.g.,
re deference to adults, smoking, drinking alcohol, sexual
relations, etc.) (Berkeley, Gaffield, West, 1978).

Some interesting recent British research is consistent with the
above summaries in suggesting that certain types of school
regimes specifically inhibit delionguency. Reynolds and his
colleagues (e.qg., 1979) found high delinquency schaools tended |
be larger, with a greater staff turnover, larger clasoes, Jd1d no!
involve youngsteru in helping toc run the school and were
conservative or noun-progresvsive 1n their teaching ideoloyy.
Teachers in such schools were less willing to defer to olderx
adolescents' demands for autonomy regarding smoking, gum chewling,
and behaviour outside of the school. Rutter et al (1979)
reported similar findings for inner-London schools: low
delinquency rates were associated with teachers who taught more
than one subject, used group-based discipline, were not punlitive
but rather praising towards students, and experienced close
principal supervision, joint staff curriculum planning, and had
highly stable studcnt peexr groups.

Most such school-prouduced delinguents enguaye in only winor
nuisance behaviour with occupies the neighbours' gossip and youth
bureau officers' time. But they have often developed such sour
relations with schooling by the time they reach the minimum
leaving aqge that they choose to leave gquietly to join the ranks
of the unemployed or to take the worsi manual labour jobs--as
Willis shows (1977). Some, however, rebel further against theirs
lot and become involved in serious although non-proafessional and
very low-paying crime (West, 1978; 1979, 1980, 1983; 1986).

Of course, none of this school failure and delinguency research
ls flawless., The correlations between school fallure and



deviance are ounly that, ond could in further rescorch be reve
as spurious. There is some counter evidence: Farringbton (1980
for example, has argued Ehat school effects made little
dlfference to delinguency when Intake was controlled In thelr
well-known inner-London data set. 3uch results, however, are at
varliance from those of the majority of such studies (e.g.,
Lebhlanc, 1982; Polk and Schaeffer, 1972; Rutter, et al.,

1979; Reynolds et al, 1979); but the coherence of the the
reasearch is impressive, within contemporary social science
criteria for grounding gnod theory (West, 1981: 89; 1984).
Happlily for applied researchers and policy developers, the time
ordering has =cemed unusnally clear, and school fallure is a
policy manipulable variable (wWest, 1978).

Many of the progressive educational policies of the late sixties
and eaxly seventies (e.g., Head Start, Televizlon learning,
child-centred curricula, pass/fail criteria for courses,
criterion-referenced grading, vocationally relevant work-study
programmes, credit systens, parent/student educational input,
teacher input, the end of corporal punishment, and the
enhancement of children's rights) offered some potential in
reducing school failure and its delinguent conzequences. They
were bean followed by heritage language programmes, co-operatlive
work-cducation programmes, curricular revizion to provide
non-sexist and non-racist curricula in the eighties.

Unfortunately, such cvidence that progressive school reglimes
reduce delinguency has tended to be ignored in most recent cchoo!
policy debates. The last decade especially has seen a resurgenc:
of traditlonal pedagogles and curricula and the retreat of the
new. Under cnormous medla orchestrated pressure claiming that wr
havg economic crises (e.g., of unemployment) because our cchool.a:
are not properxly training ocur young to meet the demands of an
increasingly competitive world economy, compulcory subjects have
been reinstated, enormous investments made in "high-technology"
programmes (e.g., computer use in classrooms: sSee Sullivan,
1983; sSullivan, 1886€) etc. Job training is stressed (CCCS,
1982). Both the US and Canada have poured funds into cpecial
education (PL-142; and Bill 82 in Ontario); while this may dircc!
nceded resources towards additional children in need, it also
threatens to create a System which condemns them to an inferior
status and of a working class future (Tomlinson, 1982). (Despit:
many suggestive links in popular lore, the most hecavily funded
American research review failed to find a clearly esctablished
link between learning disabilities per se and delinquency.
(Murray, 1%76.) The policy directions too often conflict with
the research findings.

Sadly, 1f this research on school failure and deviance is
correct, it would seem that many of our school policies almost ~
inevitably produce delinquents. In our insistance that schools
rank and sort, some students must £a11 to measure up; they will
perceive the irrelevance of zchool for their working class
futures; they will interact with tcachers and others to



internalize their fallure and adopt deviant roles within the
small group of the clasuroeoom; these are net infreoguently
claborated into delinguent roles.in the widecr cowmmunity. Our
maintenance of a =school =sysbtem in which some must £all means we
have chosen policy options which aclually produce crime!

We conld therefore think about eduncational programmes to rednce
fallure. But I heliove we pecd Lo move boeyond Lhinkiong a bhit of
tinkering with educakbional policy will effect wajor changes in
delinquency. Wo uneod Lo consider more seriously why our crime
rolls are f£illed with the young. (¥e could consider deepfreezing
them from age 12 to 25 and almost all of our ordinary crime
problems would disappear!)  WwWhat 1z peculiar ahout
youth--especialy young males --which make them criwe-prone--not
simply as individuals (for they uzually cool out later)--buk as
an age group? (Greenbexrg, 1977; West, 1984.)

I belicve there i3 an lronic hubris over the past century of
northern schooling since the industrial revolution--in our
frustrated hopes that by cutting young people off from full
participation in society and social development, especlally
through compnlsory prolonged schouling (too easily assumed as
automatically promoting social development), we will somchow
better prepare them fcr integration into our society. How might
we better arrange their socialization so that they might better
actively participate in social development? (West, 1986-Chile)(3:



I1II A MORE GLOBAL PERSPECTIVE ON EDUCATIONAL DEVELOPMENT:
JUSTICE THROUGH EDUCATION IN NICARAGUA.(4)

One useful 'strateqgy adopted by this confercnce in trying to
rethink how social development might prevent crime 13 the
adoption of a comparative perspective: we have considered
information from neighbouring meoze-or-less similar countries in
the developed northern world (England, the United States, etc.).
But for maximmun bornefit, bthis cowparative strategy needs to be
elaborated furxrther to include regard for successes 1In crime
prevention in some countries MOST unlike ours, some successes
where one would pochaps least expect them. For we must. not
forget a basic fact that comparative criminologlical research ha:
indicated: that in world-wide terms, the more developed countrins
have higher {(official) crime rates (especially regarding property
crimes) than the less developed (Shelley, 1981; Clinard and
Abbott,1973.) Does this not suggest we might learn somethling
from our less developed neighbours?

Specifically in regard to, and perhaps in seeminyg defiance of,
many of my above arguments relating more (and more "rigorous")
schooling with increased delinguency, one such very
underdeveloped country, Nicaragua, has since its 1979 revolution
BOTH opted for enormous investment in education AND
simultaneously, in a world with seemingly inevitably increasing
street crime, where traditional criminology (c.y., Clinard &
Abbott, 1973) would expect much crime, it has experienced a
falling crime rate which deserves our attention! I believe the
recent Nicaraguan experience is exemplary in showing us new
possibilities for true educational development:s which muskt be
examined regarding their transferability to the first world.

1. Underdevelopment, Schooling, Marginality, and Crime.

In regard to education, within most conceptlions of social
development, we have unthinkingly assumed that more and hetter
schooling would automatically mean development (but see Dale,
1982).  Yet the basic world demographlc facts should at least
make us reconsider. For the vast, disproportionate majority of
the world's children are being ralsed in countrles least able to
adequately provide for then. '

In 1975 , 1.44 billion children were under 15 years of age.
This represents 36 percent of the world population, an
increase of nearly 50 % in the population of children within
two decades. 80 percent of all children live in Africa,
Asia, and Latin America, where they comprisc nearly half of
the total population and where 50 percent of all deaths are
accounted for by children under five... Of the school-aged
group. {5-14 years) nearly 35 percent axe not in school.

IE, International Education Newsletter, no 2, March 1881,

OISE

The costs of providing universal publle educatlon have becone



inceeasingly sewere £or Lhiid world adulbs, Furthermore, Huberian
{1979} 1nd1categ that although there are improving "Pug¢1va1
rates" for school attendance in less developed countries, the
ABSOLUTE number of out-of-school youths has ilncreased from 1965
to 1985! Perhaps egqually significant, the percentage of public
expenditures fell from some 18% spent on schooling in 1970 to
only 13 % by 1978; =similar years' figures for per cent of the
Gross National Product were 2.8 and 2.3 percent.

Nicaragua was prototypical of such extreme third world poverty
and underdevelopment, ummsual only in the extreme brutality of
its dictatorship and its final overthrow. (5) By all the standard
measures of education, the pre-1979 school system was a disaster
(see Tefel, 1972?: 35-7;93Ef). Less than half the school-aged
youngsters attended formal instructional classes at all.

Primary School Enrolment in Nicaragqua, 1972
Grade:

6th 21,321
5th 27,600
4th 35,771
3rd 45,461
2nd 60,385
1st 115,153

(Black, 1980: 1) -
the

Some 20% of Lhe secondary 2chool age group and wowme 5% o
tertiery age group were formally enrolled in 1977 reports.

In 1976 only 68% of the 409,000 children in the 7-12 aqe

group registered (there are no figures for attendance) and

halft of these dropped 'out within a year. 5 with the other

levels of education, much less provision was made in the rural

areas; 90% of rural schools had only one teacher who had tc

teach all the six primary grades. Two thirds of the puplls

registered were in urban areas. The results of those who dil

attend primary schools were to say the least, extremely

poor. In rural areas only one in twenty of those who

started first grade finished all six grades and cven in

the urban areas the completion rate was undcr 50%.
(Black,1980: 18)

In ways not entirely well documented nor explalnel, such
systematic underdevelopment regarding schooling seems connected
to the explosive growth of large marginal populations, both rurel
and urban, throughout the third world (see, eg. Walker Larrain,
1983; West, 1987; Hausser, 1967), populations which depend upon
desperate strategies of the integration of legal secondary
economy activities with grey and black market ones in order to

.eke out a miserable existence (see, e.g., West, forthcoming;

Pahl, 1982; Birkbeck, 1981). 1In Nicaragqua, these conditions

1
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probably spawned the traditional cocial problems and crime i
inteqgrated into a4 marginal economy so often digcusczed in the
literature (petily juvenile delinguency, drunkenncss,
prostitution, brawling, and minor theft; e.g., see Clinard and
Abbott, 19723; Castro Rodriguez, 1945:42; Tefel, 197272).

However, such underdevelopuwent meant not only these petty street
crimes, but alco bhe certainly more profitable criminal
activities of the all-but-ignored ruling groups, most especially
by the Somoza dictators and the national police--the Guardia
Nacional (Wheoelock Roman, 1974/79; Liviano/Centro Valdiviesa,
1982)--who now, of course, provide the core of the
Counterrevolutionaries (MINT, 1986). To the dicasters of a majnr
earthquake, they added the horrendous destruction of theilr
resistance to democracy: 1in a country of less than three
million, they wreaked havoc: some 50,000 killed - almost all of
whom were under age 25 (proporftionately more thatn Britaln lost 'n
all of World wWar II), 100,000 injured, 40,000 orphaned, 200,000
families homeless and 750,000 depending on food assistance.
Leaving some half a billon dollars in damage, the dictator and
his cronies literally looted the national treasury in the last
days, leaving only $3.% million, while they had indebted the
country with $1.06 billion (the highest per capital in Latin
America), much of which they, of course, had also managed to
syphon off personally (EPICA, 1980).

2 Sandinista Social Development (6)

When the revolutionary triumph cawme in 1879, Nicaraqua was a
country Jjubilant, but it inherited all the problems of
underdevelopment, poverty, and dependency upon an agroexport
economy described above, plus the wanton destruction and greed it
suffered in the overthrow of the genocidal Guardisa.

Relying. upon popular enthuslasm and local organizational
coalltion of not only guerrlllas, workers and students, but als)
small holding peasants, rural and urban bourgeoisie and liberal
professionals, international aid and its nationalized inheritan.e
of the dictator's vast holdings, the Government of National
Reconstruction reactivated the agroexport economy under a
formally mixed model (wlth 60 percent of the economy still
privately owned, although socially controlled), readlistributed
land (especially to co-operatives), maintained basic real incom:s
through housing programmes and food subsidies,pursued a foreign-
policy of non-alignment, and inaugurated award-winning health and
educatlional programmes. Nicaragua has successfully managed to
hold general elections while stimulating the devclopment of
alternative participatory power structures through mass
organizations of all sorts (unions, professional assoclations,
youth organizations, the community groups, etc.) These are all
measures we would regard as soclially developmental.

One can easily gquestion the inadequacies of official statistics
indicating drastically reduced crime rates (although



criminologlists tend to rogurd offlicial murder rabtes az relatbively
valid), but one nhining recult of the 1979 revolution is further
corroborated by parbiclipant obscrvatlon esxperlence of safce
streets and apparent eradicatlon of vice, newpaper reports (EBE1L
Nuevo Diario, & dg¢ octubre de 1933) and informal inkterviews
(7):the drastic reduction in street crime and delinquency.

CRIMINAL OCCURENCES

1980 1981 1982 1983 1984
Murder and 364 390 313 320 na
Homicide
Robbery 10,497 4147 1435 1986 na
Total 38,781 22,554 10,439 8402 7500

(including
all crime)

Source: compiled from Nunez de Escorcia, 1985; 1986.

Granting that thecse figures indicate some real social trend,
there are doubtlessly many possible causes and cxplanations for
the dramatlc reductlon of crine in Nicaraguan streets (see Nunez
de Escorcia, 1984). Probably the success of the revolutionary
government 1n managing an economic recoveiy, with more just
distribution, under a government and socliety perceived as
legitimate, has had sowe lmpact on the crime and dellnguency
figures.

More specifically legal measures have doubtleczly helped. The

* immediate declaration of adherence to internatinal standards of

human rights gave new hope. Progessive social welfare and family
laws have followed; a new emphasis on prevention and support has
transformed the Institute of Social Sexrvice and Welfare from a
symbolic but ineffective ministry to a major force in governmen':
policy. The building of a totally new, efficicnt, and progressive
police force literally Erom nothing must be noted. Furthermore,
the prison system has not only becn extremely humane in releasing
large numbers of ex-Guardia prisoners, but in establishing model
farm communities which are among the most progressively
rehabilitative in the hemisphere (Del Olmo, 1980; 1983; McCab=s,
1985; MINT/Montealegre, 1985). '

But I believe a large part of this unigue success story in stre=t
crime reduction ls attributable to educational Chunge%——not On]j
in the formal school system, but in the wider soclety (e.

through popular education, often organized by the local
neighbourhood organizations, the Sandinista Defence Committees.)
I°'only have time here to discuss briefly two aspects of this
reconsideration of what educational development might mean for
young people--reconsiderations which I believe have contributed



to the lowered rate of ordinary utreet-crime: the Sandinlota
Defence Committcees and the new Educational System.

a) The Sandinista Defence Committeces: the Quintessential
Neighbourhood Watches.(8)

Besides the deeper structural causes eumbodied in social reform
and the Justlee vystem changes noted above, a wmore lmnedlate
reason for Micaragua's lowered crime rate and safe streets lier
in the operations of vigilancla revolucionaria by the sandinista
Defence Comumlttees,

Growing from Christlan base communities, nelghbourhood
improvement associations, social work and union efforts, the
CDS's were basically spontaneous organizations of neighbours who
needed and trusted cach other for clearing blocked sewers,
providing "safe houses" for gquerrillas or information. Moreover,
during the final offensive Efrom April of 1979 onwards, the CDS's
were often the only "government" type of organization opecrating,
as services were cut, abandoned, etc.; factorics ~1d businesses
were struck, bombed and shut, etc. This has ¢give the CDS a
prestige and political clout in Nicaraguan process second only to
that of the Sandinista Front itself. Beuides thecir local
co~ordination of health , housing, welfare, etc., policies which
might prevent delinquency, their provision of "vigilancia
revoluclonaria" (nightwatch) 1s clearly crucial In public safely.

Revolutionary guard duty ("vigilancia revoluclionaria") is
voluntarily carried out on almost every block throughout the
country with shifts from 11-2 a.m. and from 2-5 a.m., supportcd
by 2-person mobile patrols. Women make up a slight majority of
the volunteers, which include youngsters down to age 1l4. In .
Managua's El Nicarao barrio, for example, there are 29 CDS's for
, 5,400 persons in the neighbourhood, with 1,670 watchpersons. Tu
A country of less than 3,000,000 there are 300,000 watchpercony
(usoca, 1984:116-17). 1In Managua alone therc are some 72,000,
They far outnumber the pollice, both in patrolpersons and hours
logged.

It is primarily preventive work; guaranteeing tranquillity to
neighbourhoods and workplaces. I suspect thelr informal exercisze
of some "popular justice" in settling minor disputes, has bccome
an extremely cffective diversion of youngsters from formal courl
processing (c.f£.,, Morton and West, 1980, 1983). Although they
are authorized to make citizen's arrests, they normally try to
invelve the regular police as soon as possiblce if there is a
serious offence.

In this situation, the CD5's not only made the revolution
possible, they suggested a possible new politics, a reformulatiun
of education, and exemplified an alternative strategy of social
development: a social structure where citizens taught each other,
angd provided the needed resources to develop their immediate
social environment. They continue operating not only as a core

H
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clewent in wocial defeonce, but an o key resouree in popular
education.

) Educatlonal Development.(9)

In an initial attempt to elaborate how school changes might havea
affected the lowered crime rate, let us now turn to this second
example of Nicaraguan social development. The new government has
clearly enunciated its educational policy:

To shape students in and for creative work, and to develop in
therm an awareucss of the economic, soclal and cultural value of
productive labor, and of the fundamental rele of the working
class in the the formation of the new society.

(IHCA, June 1985)

Furthermore, the basic figures speak for themselves: in a time of
extreme scarclity and demand, commitment of public resources to
schooling has soared from 1.41% to 5.00% of the Cross Internal
Product from 1978 to 1983 (maintaining its hold of some 11% of
government expenditures during a time when government costs
rapidly lincreased their predominance in the econonmy.) (MINED,
1984: 64)

COMPARATIVE REGISTRATION IN SCHCOL COURSES.

Levels © 1978 1979-80 1980-1  1981-2 1982-3
Preschool 9,000 18,292 30,542 38,534 61,495
Primary 369,640 431,164 503,497 534,996 579,261
Middle/sec 98,874 110,726 139,743 139,957 161,630
Higher 23,791 29,173 34,710 33,838 39,765
Special 355 mmmee 1,430 1,591 1,800
. adult -—— e 167,852 148,369 161,317
TOTAL 501,660 589,355 877,756 897,285 1,005,318

(source: MINED: 1984: 15)

Especlally noteworthy are -the expansions of preschool education,
primary schooling, and technical areas (most notably in
agriculture). Combined with the Institute of Social Services

and Welfare programmes for children in need, these initiative
clearly show an decided attempt to target the most destitute
population sectors. Furthermore, within these figures are major
gualitative shifts: scholarships have shifted from bacheler’s
programmes to locally relevant agricultural and teacher traininy
ones; the agricultural programmes have been dispersed from two
universities to twelve local regional colleges, etc.

In addition to work projects within the school and the
surrounding community during the reqular terms (eg manufacturing
clothes and tools, local sanitation, clearing land and harvesting
crops), all schools organize Student Production Brigades (BEP3)
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to help in the vacation months with the iwporlont agro-cxport
crop harvests. Besides thelr inwedlate economic value (which not
only produces the country's important cash-crops for foreign
exchange, but also provides and effective substitute for the
socially disruptive mass pecasant family migrations of the past),
such brigades have prowven to be enormously educative regarding
the regions of the country, urban-rural differences, modes of
goclal organization, stc,

The well-known and enormonsly successful literacy crusade, which
the new governwent instituled on first taking office, resulted in
illiteracy ratcs falling from 62% Lo 12% within a year (see
Hirshon and Butler, 1983; Miller, 1985). We nmust note the
campaign was not only not without problems, but also criticism.:
that it was too centralized; that it was propagandizing (Angus,
1980: 20), that there have been greal difficultles maintaining
high levels of llteracy, (Torres, 1983), etc. But more than
half the adult population did learn to read.

Very notably, adult popular education programmes have continued
on an unprecedented scale, supported by every government
ministry, touching every neighbourhood and hamlet, covering
topics from mixed crop farming through civil defence to
husband-wife relations to social theory and popnlar theatre (sce
Barndt, 1983). The techniques are similarly innovative, ranging
from newspaper cartoons, neighbourhood slide and £1lm talks, to
popularly produced posters, song, and drama. And throughout, the
young people in the 12 to 25 year old age group have lead the
way: without their mobilization and energy, the educational
transformations could not have happened.

Again, this is not to say the new educational programmes are
without criticisms and problems. Besides the critiques of

. conservatives that the new school system is a totalitarian
project, politicized to destroy the family and ‘religion, therr
are the real difficulties posed by the guerrilla war of
attrition. In additlon, there are underway attempts to address
real problems with over-centralization, and burcaucratization.
Many teachers were schooled in Ltraditional pedagogies, and lack
flexibility to adapt to the ncw circumstances; younger teacherr
often lack formal trainlng. Many unlversity level technlical
courses contirnue to demand formal training and lack coordinaticn
with the more popularly orlented elementary and secondary
systems. (IHCA, June 1985)

It is5 not scientifically possible at this point in time to
provide a definite affirmation that the new educational policy
measures have influcnced the lowered delinquency rates reported
by various measures: too many questions exist Leygging furthex
research. For instance, can the decision nobt to
institutionalize universal secondary education be seen as a (uite
progressive move to avoid some serious problems entailed in
simply following a western model (e.g., expensive,non-useful
cducation; social reproduction,etc., Jjustice so overwhelmed thot
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diverazlon bas to be adopted?) Do the new vocationally relevant
programmes, plus the progressive ideology, mean that "low-stream”
vocational educatlion programmes are not seen az "fallures™" as 'n
the industrialized west but equally worthwhile, and hence there
is no correlation with delinquency? To what ewtent does
adolescence exist as a separate age status, among groups wihich do
not attend secondary school (see West, 1986d)7?

c) Summary

Made especiually by youth (traditionally the wmost crime-prone
group), the Nicaraguan transformation has scored spectacular
successes in incorporating young people. The new government's
policies towards younth have been particularly progressive,
doubtlessly reflecting their important participation in the
Insurrection (e.g., Black, 1980). Health clinlcs, the literacy
crusade (e.g.,Hirshon and Butler, 1983) and thc cxtension of
schooling including considered specializations after the primary
level (MINED, 1983), participation in the military and the
glectoral process, representation through mass organizations (ANS
and J5~19) all indicate rather important developments. In a
fundamental sense, many of these mezasure can he seen as
educational, broadly construed.

Of course, the new government's clear "option for the poor" hau
not immediately changed brute economic reality: the country io
still small, poor, economically dependent, and has a huge
marginal class dependent upon petty commodity production
andservice industry trades. But along with better housing,
nutrition, health, soclal services, etc., thls country also has a
veritable euxplosion of arts, of cultnre--of hope. Its people can
feel, taste, and see that if the problems of dependency,
maryglinallty, inappropriate schocling,and the systematic
exploitation of especially the poor, peusdants, females, and the
young are not yet solved, they are at least belny addressed.

It has been educational change with critical differcnces:
emphasizing informal, community-relevant programmes,
de-emphasizing an unthinking adoption of universal sccondary
schooling, a fascinating combination of liberation theology, a
conception of "the new person" ("el hombre nuevo"), community
service, and relevant vocational education. Truly,one of the
more remarkable developments of the Sandinista Revolution has
been the inteyration of education into all aspects of life:
truly, "Nicaragqua Is a School'.



TV Soctial pevelopment Coan Invite Horroxr (10)

Sadly, I cannobt at this tlwe tell yon that gocial development in
Wicaragua has alvzcady achieved a happy ending, The tUnited srtates
administration has since Reagan's assunption of power Lo 1981
(Newsweek, 1982), waged a smo-called "low-level" war of attrition
against such social development in Nicaragua on the spurious
grounds of inbtercepting schipments to Salvadorean rebels: no
evidence of one such gun has been found or prezented by the
United States (in contrast to the recent revelations of how the
Northamericanz and Salvadorans Rre supplying the
counterrevolutionaries in Nicaragua.)

Since 1981, the United States itcelf has directly f£lown regular
spy overflights, mansively monitored Nicaraguan air traflfic and
ground movements, alded harbour wmining from ships off the coast,
consclously intervened in international financial agencies,
violated GATT trade agreements, acsisted contrva bombing missions,
etc. It has conducted almost constant sea manouvres, joint land
exerclses in Honduras (timed especially to disrupt the lahour
supply needs for the Nicaraguan harvests), a massive training
program and massive armamernts shipments which are quickly
transported over the border.

Mow openly admitted, the Reagan administration has been
increasingly active since 1981 in organizing, recruiting,
tralning and supplying and directing the contrarevolutiovnariceo.
Without much popular support, they have little hope of actually
occupying and countrolling Nicaragquan teritory, but with
persuasive Anmerican help, they have engaged in a war of
attrition. By £all 1984, the U.Z.had gspent €150 million directly
in support of the contra (Wolf 1984: 25, CAIDR); it 1s estimated
that the official allotment of $100 million this year will
actually amount to over half a billion in support (Newswcek,
1986).

The direct cconomic cest and its consequent human suffering is
estimated at more Lhian $2.8 blllion from 1981 to March 1984.
(Tirado, in Toronto Stax, Jan 24,1987), with a total of $254
million lost in the first four months of 1984 months alone, 70%
of Nicaragua's annual export. As this spreads cspecially over
productive, infrastructural, social and health and educational
progresses successfully developed by the revolution, it seriounly
affects daily life and basic welfare in terms of shelter, food,
health, empluyment, etc., and has caused enormous Iinsecurity,
especially among the least educated transferable, recsourceful,
etc.i.e., those in the most backward and isolated area. One of
the most painful and costly consequence of this aggression has
been the displacement of some 150,000 persons by November 1984
(Update, Jan. 29, 1985), some 5% of the total population.

Repair and resettlement has been made cven more difficult by the
American dictated denial of inernational funds and Reagan's
economic boycott. But the central and true horror of the
imperialist counterrevolution has been assault, rape, kidnap,



torture and murder.

NICARAGUAN CASUALTIES, 1980-84 (11)

Year Government and Anti-Government Ordinary
Civilians Forces Murderao/
Homicides
Killed Wounded Prizcncrs = Killled Wounded Pris-
oners
1980 31 5 n/a n/a n/a 23 864
1981 78 22 4 79 7 10 390
1982 233 152 217 320 34 58 313
1983 1.047 1.334 1.137 1.834 248 321 320
1984 1.314 1.712 1.969 2.986 411 121 320%
Total 2.703 3.225 3.327 5.219 700 £33 2.207

*estimate

Sources: IHCA, 19 March, 1985; Ministerio de
Extranjero, March 1985, Nunez de Escorcia, 13984.

In regard to our concern with social development and crime, whil:»
the "normal" civilian murder rate has declined, deaths from
contra activities have dramatically increased. Although many of
the deaths and casualities occur in military encounters, a
zhocking proportion involves innocent civilians in classically
horrendous terror. The following are just a few examples of
literally thousands of cases, documented thoroughly by churches,
international human rights groups, and international aid agencie:
as well as by the Nicaraguan government.

Aung 31, 1983 - A 350 member FDN unit passed through

several villages In the Palwas mountalns. They murdered 70
civilians, kidnapped 15, wounded 3 women, raped 3 others, burnt
down 18 peasant's homes and farmhouses and forced 144 people to
take refuge in the municipal seat Bocana de Paiwas. In Ocaguis
the FDN dug out one peasant's eyes before killing him. One of
the 9 pecople murdered in El Guayabo was a 14 year old girl fivst
gang-raped and then decapitated. Her body was thrown in a brnok,
and her head was placed on a stake at the entry to the villag: as
a warning to others.(IHCA Update, Nov. 1, 1984)

Digna Barreda de Ubeda, a mother of two from Estelil, was kidnapp:d
by the contras in May 1983: )

Five of them raped me at about five in the evening... they

m



had gang-reaped we every day,  Yhen wy waglog conldn't take 7t
anymore, they raped we through my rectum. T calculate that in 5%
days they raped me 60 tiwes. (Brophy,1985: 135)

Doroteo Tlnoco valdivia recounted an attack Lo April 1984 on hls
farming cooperative near Yalli, Jinotega:

They had already destroyed all that was the cooperative: a
coffee drying machins, fthe two dermitories for the coffee
cutters,the electricity generators, 7 cows, the plant, the food
warehonse,

There was one hoy aliout 15 years old, who was retarded and
suffered from epilepsy. We had left him in a bomb shelter,
When we returned ... we saw... that they had cut his throat,
then they cut open his stomach and left his intestines hanging out
onthe ground llke a string.

They did the same to Juan Corrales who had already died from 1
bullet in the fighting. They opened him up and took out his
intestines and cut off his testicles. (Brophy, 1985: 70)

Micaragua, struggling to develop sccially, between 1982 and 1985,
suffered 3,246 children and adolescents murdered by the Anerican
supported mercenarices, and 6,236 children lost one or both

parents. 0n average, there have becn more than 4 deaths per day;

by March 1985 there werc 170,000 displaced people.

Specifically in regard to educatlon, in 1984, therc were 98 adulk
education teachers killed and 171 kidnapped; 15 primary uschool
teachers killed and 16 kidnapped and 14 schools destroyed. 840
adult education centres were closed, and 354 schools had to be
closed. (Melrose, 1985: 37).



Vv Conclusion

Nicaragua has opted in a very sevious way for woclal development,
seemingly greatly reduced its indigenous crime and delinguency
rates, only to invite upon itself from outzide nome of the most
horrendous criminal activities, guite incredibly orchestrated and
perpetrated by a country mest of us would regard as very highly
socially and certainly econemically developed: The United States
of America. what can we learn frowm this fascinating cxperiment in
the social development of educaticn and its possible relation to
crime preventinn?

1. what Might Real Social Development Mcan iIn a World of
Underdevelopment?

In looking at the above, one is forced to specify some underlying
patterns. The grand prograns for development of the third world
espoused since the Second World wWar through international aid
agencies supported by the first world have often not resulted in
development for the majority of the targel population, but rather
have resulted in worsening UNDERDEVELOPMENT. Cashcrop
development for agroexport economics, for instance, often

results in peasants being increasingly forced off their scmall
subsistence plots, with a real decline in the nutrition of the
majority. This certainly seems to have been the general pattern
in Central America (Barry, Woodd, and Preuszch, 19832). This
demands scriously reevaluating our policies regarding global
social developmant.

It 1s precisely third world education (as well as =zoclal a.d
health) programmes which the International Monetary Fund ind the
World Bank demand be cut to obtain their support for furthuir
international loans reguired to maintain payments on foreign
debts (typically contracted in Latin America by military
dictatorships), so we in the North can continue clipping our bank
coupons., Quite literally, in Latin America, millions of children
today are starving and uneducated because the international
banklng system dewmuands that they pay for the sins of the thugs
who stole democracy from their parents; with the clear direct
collusion of northern bankcrs and governments. Simply put,

almost all the social development programmes which thls
conference is proposing to solve crime in Canada are precicely
those which our bankz, our Canadian government (both directly anl
through international agencies), and our companies in which we
hold stocks--are all demanding be cut!

We nmust consider the global context. Precisgsely in regard to
Nicaragua, the American boycott and war of attrition criminally
violates not only international law (e.g., in rcgard to GATT
agreements), but also directly threatens one of the most hopnful
and sustained efforts at social development in the underdeveloper]
world. Policies here have effects there. Effects there also hav-
policy implications here. Where does this congress stand
regarding the cffects on global social development of our



Canadlan goverhwment policics?
2. Underdevelopment and Crlue,

In such a context, Hicaragua's struggle to realize an alternatlve
model of developument merits our attention. This process -
fundamentally gquestions what education might mean, what
development might mean. IEf social development just depends upen
economic developmcnt measured by the standard business-oriented
indices, 1f economic development ic thought to be hinged upon
higher formal standards of cducation and applicd technoloqy, will
we simply create many more frustrated and unemployed young
people? How can educational social developmenl be reconceived to
serve better the needs of the youny, and not just the needs of
industzxy? Can there be other meanings to "social development"
distinct from--perhaps even ln contrast Lo-- "econowic
development"?

The Nicaraguan process begins to develop some altexrnative lmages
of human progress and wellbeing. It tries to rethink how marginal
young males and females might be involved, how they might have a
real future, might not see criminal pursuits as favorable in
spite of conditions most of us would regard as desperately poor
and undeveloped. "Development"” and "modernization" are not simply
linear processes or concepts, where the third world is helatedly
imitating the first: Nicaragua has signalled some ways In which
the process might be reveresed. ’

I have purposely focussed on some Aaspects of MNicaraguan social
development from which we Jn the worth might learn, which we
might consider adopting from them,

-~there are numerous csocial welfare laws, such as those outlawing
the exploitalbion of women's bodies in advertising, allowing
single parent adoption, or insisting that children have
obligations to support infirm parents.

--the Sandinista Defence Committecs offexr a model for active
community participation in self-protection which could guide
Neighbourhood Watch, and general community development.

--the new educatlion policy effectively involves ‘the young and
0old, in formal and informal schooling, in ways which are
cost-efficient, economically relevance and possibly crime
reducing.

In Nicaragua, thcre is a revolution which has enormously wider
implicatlons--beyond Nicaragua, beyond Central and Latin
America--even unto our relatively safe northern liberal
democraciles.

Vice-President Sergio Ramirez(1983:11-13)--whom last yecar the
Canadian government shamefully snubbed and precvented from
educating us--has perhaps best expressed the threat that



NMicaragua represents:

"For us, the efficacy of a political model depends on its
capacity to resolve the problem of democracy and the problem
of Jjustice.

"We are not a people chosen by God to accomplish any Manifest
Destiny; we have no capltal to export, neor any transnatlonal
enterprises to defend bsyond our borders. Our dreams are nol
of dominion, ner of expansion hor of conguest, but they are the
humble dreams of a humble people who asplre to full fledged
justice and to fnll-fledyed independence.

"...We export the news that in Micaragua the revolution has
brought with it literacy, agrarian reform, an end to
poliomyelitis, the right to life and hope. How prevent a
peasant from another Central American country f{rom hearinyg,
from knowing, from realizing, that in Nicaragua land is being
given to other poor, barefoot peasants like hinself? How
prevent him from realizing that here children are being
vaccinated who are not his, and that his children continue teo
die of gastroenteritis and polio?

"In this sense do we export our revolution."

I believe this 1s an exportation which not only merits our
attention, but also demands our active support.

3.In Nicaragua Today, International State Terrorism Is THE Crime

This confercnce aspires to examine how social development might
prevent crime. It has assumed that the most scrious crime is
committed by young adolescent males who are socially
disadvantaged: these are indeed those who most come to the
attention of northern and southern social control agencies in tl:
sense of those persons most arrested. :

In contrast, McIntosh (1975) has argued that crime had evolved
from bandit, racket, project, and into business organization. But
all too often, in Latin America, it has further developed to
become government itself, the total corxruption of the state
apparatus in the service of criminal groups (e.g., Wheelock
Roman,1974/79; Del 0lmo,1980) .

More substantively, this analysis asserts that international
state terror has become the most significuant crime in Nicaraguu.
The economic damage competes with other types of property crime;
the violent deaths caused far outnumber those lost in "ordinary”
homicide, commonly regnarded as the worst crime. And indeed, not
only in Nicaragua, but throughout this American hemisphere, the
pattern is becoming clear: the criminals may be wale, yes--but
not so young. Perhaps they have had a learning disablility, but
not in the sense mcant by educators. Maybe they are bored--they
certainly have sought out risky unconventional pursuits--usually



I politlies or the wilitary! Heow can zocial development progeams
prevent such promising young lads as Oliver North, Eugene
Hasenfus, and Ronaldl Reagan frow golng so f£ar astray?

How might we actually beglin to corrvect the most dangerous
criminals who not only are undermining a very interesting
attempt at social development which is directed at least in part
at preventing crime--but even more viciously are committing the
most horrendous crimes in this hemisphere.

Central to zsuch activities is the internakional control of
information to distort knowledge of reulity within internationa?
forums and within domestic audiencces in the northern first world
liberal democracies. This control of knowledge is obviously
seen the leading international terrorist state as such a threat
that 1t is wllling to perhaps fatally undecrmine the division of
powers within its own constitution: it has now become clear thot
the White House under Reagan intended to pursue its policy of
international state terror via the contras, whether it obtained
the legally requlred approval of Congress or nol. When osuch
approval was denied in 1984, the administration merely set up a
new and more clandestine "civillan" network (Globe,Junc 11,1986,
funded by 1l1llicit arms sales to a state 1t itseclf had branded
as terrorist. And while needed social dcveclopmenlt programs were
cut in the United States, Contra aid funds were siphoned to
off-shore banks, drug smugglers, and Honduran gencrals (Clobe,
June 12,1986). Essential to such operation have bren campaigns of
disinformation and refusals to teztify to the truth. Education
in the preventlion of crime takes on a whole new meaning in suck
context!

We Canadians have a clear political commitment regarding toerroriom,
We supported The United HNations Resolutions 26 and 25 of the 25th

.General Assembly of October 24, 1970, which committed the

signatory states

to abstain from organizing, encouraging, supporting or
participating in terrorist acts in the territory of other
states, or tolerating within its soil organized activities that
are designed to commit such acts.

The 34 th General Assembly further committed the signatories

to abstain from organizin encouraqgineg supoorting or

g ‘ ¢ p
participating in acts of civil war or terrxorism in other
countries.

The northern summlt in May 1986 in Jupan issued a communlgue
putting the fight against terrorism at the top of its agunda. Thz
six point statement of the heads of the seven industrial nationw
at the Tokyo summit "agreed to ban arms sales to terrorist
-sponsoring nations, deny entry to suspected terrorists, ilmprov
extradition procedures, impose tougher immigration and visa
requirements and improve cooperation among security

2./



organizationsz." (Toronto Star,June 1, 1986)

By these criteria the Reagan administration's actions, openly
supported again by the United States Congress iun 1ts vote for
another $100 wmillion aid for the contra, must stand condemned;
vyet the other northern democracies formally committed to Lhe zule
of international law turn a blind eye to the international state
terrorism of the Unlted states of America.

Where do Canadians stand regarding soclal development activitic.
to prevent crime? Where does the Canadian government stand? How
can it give Ronald Reagan entrance to Canada for this April's
summit? Where does the Canadian Council on. Social Developnent
Stand? or the Canadian Criminal Justice Assoclatlion? Where docs
this assembled congress stand? Do we cowardly support such
international state terror by ignoring it, or do we have thec
fortitude to llve up to our princlples and cowme out on record (r
favour of serious efforts at social development, and in
opposition to social institutions which promote terror? Will
this congress dare to participate in a truly educative task whi'n
is essential to stup the spread of such horrendous criminal
behaviour?

- 2
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ENDNOTES

*  The idean of many ohbhers have £illtered thelr way

into this paper: espscially those of Grant Lowsry and Wa Ly
Seccombe from the Detached Worker Programme of tLhoe Toronto
Central YMCA; Gordon Cressey, from the Toronto Board of Education
and United Appcal; and George Martell of York University; and
many others regarding youth. More recently and specifically,

for the Nicaraguan material, my thanks to Dra. Vilma HNunez de
Escorcia, Peter Rivera, Lillian Hurtado Cubille, and Rosa Maria
Rodriguez of La Corte Suprema de Nicaragua; Jim and Margaret Golf
of E1 Centro Ecumenico Valdivieso; Judy Butler and Carlos Vila:
of El Centro de Investigaciones y Documentaciones de la Custa
Atlantica; Beth Woroniuk of El Instituto de Investigacicnes
Economico-Sociales; 3cott Evanson, Miguel Fried, and Cathy Gander
of the Instituto Historico Centroamericano; Carel Owen of EL
Fondo de las Naciones Unidas Para la Infancia; David Dye of INI-S
and Stanford University,; Rosalyn Frank, of the University of
Iowa; Jose Carcia and Joe Gunn of El Fondo Canadicnse Para la
Ninez; and Eldon Bennett, Lorraine DeGras, and Cheryl West Eor
essential base-camp support. The Canada Council, The
Solicitor-General of Canada, The Centre of Criminology, and the
Ontario Institute for sStudics in BEducation have all financially
supported the baslc research drawn upon in this paper. 1% is
quite unclear that zany of them would want to be attributed with
analyses expressed herein, and academic decorum demands that I
hereby absolve them of all such responsibility.

1. This
]
s

ection is a reviced sumniary of material elaborated in
West, S;

S
27 197279, 1979; 198L1; 1984: chp. 6; and 1986d.

2. One can hypotheszize that school succes. has calbiarally beern
seen as less important for females than for males. To take thi:
further, in a provocative direction: why have we paid so littl-
attention to the fact that our crime rolls are filled with your,
males? In an era cf questioning gender relationships and roles,
perhaps we should be asking why we are so successfully
soclallizing young women not to be criminals, and exzamining how
we could use such techniques on our boys? Could a little
feminization mean less criminality? (see Gavigan, 1983).

3, In some of my own research in Toronto =n serious thiever,
{(West, 1974, 1578; 1979b; 1979/80; 1980, 1983, 1226}, althongh
the above-discussed school factorsz seemed to operate, some othe C
alsc had direct impact. Specifically, getting caught and
sentenced 2 or more times inevitably resulted in a "long
stretch"--a sentence of a year or more. IE the young thief had a
wife, or common-law spouse, PLUS nad a job or Jjob prospectz he
considered worthwhile--he quit thieving. (He didn'b necessacll;
cease all criminal activities--a few drugs on the side might be
fun, and fencing could bring in a few extra dollars. Bubt hLe
stopped doing "break and enters".) So maybe love can still
conquer all? Unfortunately, these aren't always factors easily
orchestrated by social developers!
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4. This 1o a drasticall, swmmarized cowpilabion of walcr tal e
more extensively discusocd in Went, 1987a; 1987L; 1987c¢,; 1986C.

5, Az with =0 wany other Latin Arsrican republics, the rivolt

rom Spanizi dominablon allowed o ly a onort periol of indigenonz
capitalist devaleopnent 1o traditional twport-expert mariknta;
followed by develapanent F ¢offor cwportation, ooopor ard oot
gold and o 0 T e b (Wt s, 10T/ T IS PR

l1ike mostl wiboeo tiicd w0 010 countolel Do ool g ieoan
agroexport «aconomay (Whe lack, 1974/79) which hau reoulbed in
increasing debt and depcndency rather than development (Barry,
Wwood, Preusch, 1983). Internally, ilncreacing landlessness,
(MIDINRZ, 1984), urban marginalization (Rafacl Tefel, 19727), and
impoverishment of the miajority (Pearce, 1982) made the vast
majority of the population more restless and ungovernable with
the fallure of the Alliance for Progress, the Central America:
Common Market, and the disastrous 1972 carthquake. Furthermore,
the systematic ewxploitativeness of the developmer®t model became
grossly incarnate in the rapacious family capitalism of the
somoza's in their rise from small farmers to billionaires (Blaci,
1981:34; Booth, 1981).

With more than half Lhe land units compesing les.. than 4% of Lh
total area, and 1less than 1% of the units making up 30% of the
land area (Wheelock, 1974/79: 203), Nicaragua expcricnced the
exponential population growth rates typical of latin America
(over 3%) resulting in half the populatlion being undexr agr 15,
swollen cities, one of the world's lowest per capital lucoue
levels ($600 U3, 1772), a 20-45% unemployment rote, a pop.lat’:
more than halft illiterate and a high infant mortality rah» («f
130/1000), malnutrition ol 50% of the under-fives, half the houm 3
lacked toilets, 20% lacked water, and there was a low 1ife
-expectancy (56 years) (Pearce, 1982)

6. A revised summary of material from wWeut, 1987a; 1985.

7. A full discussion of the methodological problecms will appear
in a forthcoming book (West, 19874d.)

8. Thils sectlon especially is drawn from west, 1%87a.
9. This section draws on material in West, 1987c.
10. This section is a summarization of West, 1986b.

11. These losses are enormous: in just three years, there hawv
been more than proportionately twice the deaths the Americans
suffered in fifteen years in Vietnam; while the western media i
full of Northern Ixish violence, it has resulted in only &
quarter of the absolute deaths in fifteer yecars. For the worl}:,
in 1979 and 1980, the CIA reports only 5387 and 642 deathsz due t-
international terrorism (Washington Post, 16 June, 1981:10).
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NORG SERTOUS EDUCATIONAL DEYVELOPMENT PREVENT CRIME?
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ULl D L O MESTET L P THTERPHATTIONAL STATE TERROIRISM?®

Y. Gordon West,
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Sociology in Education,

Ontario Institute for sStudies in Education,

252 Blooxr St. W., Toronto, Ont. Canada

M55 1Vv6 {tel: 416 923-6641 ext 2289)

I Introduction

Social development is often justified on the grounds that it
will prevent crime and delinquency I want to gquestion what is
meant by social development, and what is meant by crime and
delinquency. I will do this by quickly reviewing some northern,
first world, in part Canadian research, in regard to schooling
and delinguency, indicating sources and hopefully raislng

more questions than I answer.

But in an era of mass media communications and the international
transference of cultures and technologies, I believe it is
absolutely essential that we elaborate and use a comparative
perspective on social development and crime: immigration and
cultural transtference brings new populations and behaviours to
our shores; internatlonal terrorism specifically transcends
natlonal bonndarlez; we lnecreaslngly deflne onr natlonal
political priorities in such global terms; and our soclety's
development is increasingly tied to the development of other
countries.

Hence, I will first argue that if social development depends upon
cconomic development, and cconomic development means more
technical education with the "return to standards", development
might mean more delinquency and crime in Canada, not lecs.
Secondly, 1f social development is seen as only being possible
after economic development, and as depending upon a "restructured
economy" (which really means the restoration of favorable index
figures of economic measures such as profit rates), following
past patterns such northern development will be made through
increasing the social misery and the UNDERDEVELOPMENT of the
majority of the world's peoples.

On that basis, I will elaborate my brief review of what I regard
as our relatively benign northern situation regarding educationul
development and crime prevention by discussing in much more
detail education, Jjustice, and crime one tiny, dn’ppratpl poor,
and heroically developing country in our hemisphere--Nicaragua.
After all, Manaqua is geographically closer to Toronto than
Vancouver is!



But more socherly, I belicove Nicaragua hag some programmes Erow
which we conld learn mush.  What we wmight mean by social
development and educatinn ia implicitly bub seriously challenged
by our southern ucighbours in Nicaragua. And uny assumptions
about the nature of the most serioun crimes, criminals and
criminal behaviour arve even mere fundamentally tested. And so are
our assumptions about what kind of soclal development nlght

prevent crime. .
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