Editor’s Preface

Thjs past Christmas was an ex-
citing time with a new baby in the
house. I even had a few moments
to catch-up on some professional
reading. The 1991 PDK: Reflec-

s edited by
Derek L. Burleson held a lot of my
attention. What1 found in that vol-
ume was a wealth of individual
perceptions and insights about the
occupation that links all of us who
read journals such as Thresholds.
The common thread woven
through these individual essays is
one of faith not only in our educa-
tional system, but in our society in
general. These educational schol-
ars have witnessed the emergence
of an educational system thatliter-
ally binds us together as one, and
their “reflections” are something
of a salute to that system.

One author, scholar, and dis-
tinguished educator, and prob-
ably the elder states-person of the
group, did an exceptional job in
analyzing and summarizing
American education aver the past
60 odd years. That much re-
spected and humble gentleman is
Ralph Tyler. Professor Tyler notes
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how in his “own teaching and in
observations of other teachers, . ..
how easy it is to get into a rut and
no longer be actively engaped in
studying the problems of educa-
tion and the possibilities for im-
provements.” Tyler himself be-
lieves that as one remains active in
studying the problems of educa-
tion and sharing with colleagues,
that possible solutions and reme-
dies can be explored.

Ralph Tyler believes in fact
that the “public schools of the
United States have been relatively
effective in helping to develop
citizens for a democratic society.”
Tyler bears witness that the
schools of today do face “new de-
mands” and “new kinds of stu-
dents.” But Tyler's challenge is
that our schools must make last-
ing changes in order to remain ef-
fective. The problem is that many
of the reform proposals for school
improvement “are being made
without considering the resources
required or the constraints under
which schools operate.”

While reading this insightful
essay by Tyler, I received a Christ-
mas card from him congratulating

my wife and I on the birth of our
baby. In the card Ralph said he
would not be able to write an arti-
cle for this issue of Thresholds,
and was very apologetic. In pass-
ing, he mentioned that he had had
heart failure in November and a
pacemaker installed to “keep his
heart pumping properly.”

As | put the pieces of this is-
sue of Thresholds together and
identified appropriate authors
and topics, Ralph Tyler was on my
mind and in my prayers. | don't
like to think of Ralph not being
there with his strong voice of opt-
mism for our educational system.
Idon’tlike to think of young schol-
ars not being able to converse with
Ralph and walk away with a new
insight or new will. But most of all,
1 don't like to think about Ralph
not setting the example and the
pace for all of us in the profession.

As the 2ist century ap-
proaches and as we in education
consider how educational leader-
ship is to take place in our schools
and who will set the pace, my
hope is that we all remember
Ralph Tyler and his teachings.
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Introduction: Remembering Ralph Winfred Tyler

During the 1960°s there were
several prominent educators
whase writing and research influ-
enced the way teachers worked
with students. Flanders, Bruner,
Medley, Combs, Hunter, Piaget,
Tyler and others provided new in-
sights for educators intent on im-
proving their instructional skills.

One of these distinguished
educators, Ralph Tyler, has re-
mained active as author, speaker
and researcher whose insights
continue to impact the reform
movement in education. Dr. Ty-
ler’s contributions span more than
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seven decades as a teacher, re-
searcher, and administrator at
four universities. Dr. Tyler’s role
as Director of Evaluation of the
Eight Year Study, 1934-42, estab-
lished him as the authority on test-
ing and evaluation which contin-
ued in many future projects such
as Director, Center for Advanced
Study in the Behavioral Sciences
and Senior Consultant of Science
Research Associates.

Perhaps Dr. Tyler's greatest
legacy to education are his former
students and his generous philan-
thropy. Many current educational

leaders have been recipients of Dr.
Tyler’s teaching or scholarships
provided in his name. In 1976, Dr.
Tyler was named to the distin-
guished Laureate Chapter of
Kappa Delta Pi. Annually, a Tyler
Scholarship is awarded to a wor-
thy doctoral student in Educa-
tional Evaluation, thus, providing
a legacy which will continue for-
ever.

Dr. Ralph Tyler’s wisdom of
the past continues to shape educa-
tion in the present.
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Technology, Computers and Changing the Face of

Leadership

Providjng quality education is
arguably the single most impor-
tant issue facing our country.

During this decade, technol-
ogy in our schools will be one of
the keys to educational quality.
Technology has proven to bea tool
which can help lower dropout
rates, enhance student achieve-
ment and, most importantly, raise
self-esteem, At the same time,
technology in the classroom can
inspire teachers and provide them
with more time for what they do
best: teaching,.

Classroom technology—
computers, networks, educational
software and the rapidly growing
number of multimedia tools—is
effective because it is consistent
with today’s video-based, visu-
ally oriented society.

Consider that by the time a
child enters school, he or she has
spent an average of 6,000 hours in
front of a television. Upon gradu-
ation, that student would have
watched 20,000 hours, yet only
spent 12,000 hours in the class-
room.

Today's teachers must com-
pete with these influences. In ef-
fect, their mission is tomake learn-
ing as interesting and exciting as
MTV. Classroom technology has
the same visually intriguing quali-
ties as television and captures stu-
dents’ attention, enabling them to
keep their minds on task.
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The Teacher as
Facilitator

Computers and multimedia
technology stimulate more senses
than traditional teaching tools.
Students become active workers,
rather than passive listeners, and
teachers become the true facilita-
tors of learning.

Technology dramatically en-
hances the professional role of the
teacher. The teacher becomes the
manager of the educational proc-
ess. Technology provides more
opportunities for individualized
instruction and more opportuni-
ties to teach creatively, motivate
and inspire.

These benefits were cited by
educators in 1989 when IBM com-
missioned a survey of 1,100 teach-
ers to determine their use of and
attitudes toward computers.

The survey revealed that 75
percent of those who responded
believed that using computers al-
lowed them to spend more one-
on-one time with their students. In
addition, 74 percent of the respon-
dents felt that using computers in
the classroom allowed them to be
more creative in their instruction.

A Dvnamic
Combination

Teachers tell us that the
proper training unlocks the doors

to the world of technology for
them. They become excited about
using these new tools. And tech-
nology, fused with a teacher’s en-
thusiasm, is a dynamic combina-
tion—one that motivates students
to learn. Technology, fused with a
teacher’s enthusiasm, is a dy-
namic combination.

This excitement is shared by
principals, administrators, and
superintendents.

Technology’s Second
Wave

As we approach the year
2000, networked computers, qual-
ity educational software and mul-
timedia tools used in the class-
room for daily instruction in virtu-
ally all subjects will become a
widely-used educational model.

We have seen the start of this
trend, which builds on the past
decade’s model of computer labo-
ratories. Historically, students
have been taken from their class-
rooms to labs for computer liter-
acy courses or to improve upon
the skills they lacked. In many
cases, laboratories have been used
for remedial instruction. But as
educators have seen the effective-
ness of computers in remedial
education, many also have seen
the value of incorporating com-
puters in the classroom to head off
learning problems before reme-
diation is needed.
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Thus in the second wave of
educational technology we see
more and more networked com-
puters being installed in class-
rooms and used to teach many
subjects. Using these networked
computers, teachers can work as
classroom managers and can fo-
cus more on individualized in-
struction. Teachers can better
challenge today’s students by giv-
ing individual assignments and
monitoring their success from
their own computer workstations.

In every class, the makeup of
students includes the fast-paced
learner, the slow-paced learner
and many students in between.
With computers in the classroom,
the advanced student can pro-
gress, limited only by his own
ability. The slower learning class-
mate can also progress at his pace,
without embarrassment or crifi-
cism. Regardless of each student’s
ability, they are learning. And be-
cause they are learning, their self-
confidence and self-esteem are en-
hanced.

Tangible, measurable results
in student performance are being
realized every day that are di-
rectly attributable to technology.

Adapting Technology

Incorporating technology in
the classroom is challenging for
teachers, Rather than reciting les-
sons in mathematics, language
arts, science and other curriculum
topics, small-group instruction
and interaction can take place:
Some students can explore the
topic at hand through a computer
program while others work indi-
vidually or with assistance from
the teacher.

In an environment where the
teacher manages the education
process through computers, a
great sense of satisfaction is real-
ized not only in the amount of in-
terest the students have in the
classroom curriculum, but also in
the amount of time saved in ad-
ministrative duties. In this decade,
classroom administrative and in-
structional systems will come to-
gether within a single school net-
work. And in this environment,
the teacher is rewarded.

Computers in the classroom,
including a workstation for each
teacher, can make necessary grad-
ing and reporting tasks much eas-
jer and less time-consuming. Edu-
cational software specific to teach-
ing  responsibilities—reporting
student progress, attendance, spe-
cial programs and tracking learn-
ing autcomes—can be made avail-
able at the touch of a finger on the
educator’s desk. Administrative
computer programs can replace
grade books and stacks of papers
to grade that often accompany
teachers to their homes at night.

Whether computers are used
for administrative or instructional
activities, teachers welcome tech-
nology to the classroom because it
empowers them. Until recently,
technology was used minimally in
the classroom. Instead of being
used to its fullest potential, the ex-
tent of technology’s use was lim-
ited to basic audiovisual aids—
filmstrips, chalkboard, and trans-
parencies.

Today, computers equipped
with vivid color graphics, sound
and motion video, integrating
videotape, laserdiscs, compact
discs, large-screen television
monitors and other technology,

enable teachers to use multimedia
presentations to enhance their les-
sons. Students, who have become
so accustomed to such fascinating
technology through activities like
Nintendo games, find that class-
room technology stimulates their
creativity and motivation.

The classroom environment
also changes with the opportuni-
ties technology, such as multime-
dia, brings. Just as the teacher’s
professional role evolves to that of
classroom manager, the student’s
function in the education process
becomes that of active participant.
How much more exciting it must
be to explore, for example, the so-
lar system through multimedia
software tools rather than simply
observing the planets through still
photos and filmstrips.

Working Towards the
Future

Technological advances such
as multimedia and networking
computers for administrative and
instructional use make it apparent
that the classroom is changing in
many positive ways. And what
more positive results could there
be than students getting excited
about learning and teachers be-
coming increasingly more moti-
vated and creafive through com-
puter-assisted instruction?

Classroom technology s
transforming education—in the
way teachers teach and students
learn. They have embraced the
technology challenge and  the
classroom of the "90s is most as-
suredly an exciting and progres-
sive place to be.
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The Teaching Culture and Classroom Computer Use

Interactive video, CD-ROM,
videodiscs, interstate computer
networks, distance education—
the future of the schools. When we
think of the implications of tech-
nology for the schools, those are
the ideas that come to mind. When
we think of the leaders in this tech-
nological revolution in the schools
we think of computer and soft-
ware manufacturers, research
universities, and telecommunica-
tions companies. When we think
of barriers to the advance of tech-
nology in the classroom, we think
of teachers and America’s plod-
ding school system. As Jesus wept
over Jerusalem, so do the high-
tech messiahs wail over the
school’s consistent reluctance to
respond to the private sector’s at-
tempts to save our souls. The en-
tertainment industry, the infor-
mation industry, the government,
even the fast food industry have
given themselves whole-heart-
edly to the new religion; why do
you stubborn teachers resist? The
answer is simple. To extend the
religious analogy, the high-tech
missionaries have tried to convert
educators in ways similar to those
used by early explorers of the New
World—convert or else.

As a result of years of outside
control and unrealistic expecta-
tions, a powerful defense mecha-
nism has evolved within the
teaching profession. That defense
is in the form of a teaching culture
which has often been accused of
being overly conservative, self-
protective, lacking in creativity,
and anti-intellectual (Goodlad,
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1984, 1990; Jackson, 1968, 1986;
Perry, 1935; Lorte, 1975; Ost,
1988). Although those traits are
typical of too many teachers and
schools, the problem is not as
widespread as the media and
other detractors would lead us to
believe. Many teachers are reluc-
tant to incorporate yet another
new educational device into their
classrooms because the present
expectations and structure of our
schools has become overwhelm-
ing and restrictive, and meaning-
ful support is nowhere in sight.
Therefore, if school leaders are
truly committed to integrating
new technology into the class-
room, a number of conditions and
concerns must be addressed.
While a whole array of technology
deserves attention here, for clar-
ity’s sake, | will only refer to com-
puters throughout most of the dis-
cussion.

Becoming Critical
Consumers

If we want teachers to under-
stand the true implications of
computers in the classroom, they
must be given complete and hon-
est information about the poten-
tial and himitations of that tech-
nology. Proclamations that warn
us to prepare our students for the
future job market by using com-
puters in our classrooms are sim-
plistic at best and dishonest at
worst.

It [increased technol-
ogy] may provide in-
creased job opportunities

for engineers, computer
operators, and robot tech-
nicians, but it also prom-
ises to generate an even
greater number of low
level, service jobs such as
those of janitors, cashiers,
clericals, and food service
workers. And while many
more workers will be us-
ing computers, auto-
mated office equipment,
and other sophisticated
technical devices in their
jobs, the increased use of
technology may actually
reduce the skills and dis-
cretion required to per-
form many jobs (Rum-

berger & Levin, 1984).

Even within high-tech indus-
tries that manufacture devices
such as computers only one-
fourth of all occupations require
any substantial knowledge of
technology. Most jobs provided
by those industries are in areas
such as clerical work, production
or assembly. Michael Apple
(1988) has summarized the dou-
ble-edged sword of technology in
the marketplace with the less-than
optimistic prediction that “what
we will witness is the creation of
enhanced jobs for a relative mi-
nority and deskilled and boring
work for the majority”. If the jobs
for which we are really preparing
our students are of a deskilled and
boring nature, then the existing
schools will do just fine.

Even if we dismiss the “geta
job” rationale, more than enough
persuasive reasons for integrating
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computers into the curriculum re-
main. However, having granted
computers an important role in
the classrooms, a number of im-
portant questions remain; ques-
tions that must be asked by a criti-
cal consumer: How will we guar-
antee equal access to and benefits
from technology to groups pres-
ently on the outskirts of the class-
TOOm computer room—Iminori-
ties, women, and lower socioeco-
nomic groups (Apple, 1988;
Becker & Sterling, 1987; Ander-
son, Welch, & Harris, 1984; Sutton,
1991)? How can we move beyond
drill and practice applications for
the average or below average stu-
dent? What other programs must
be cut to pay for the "glamor’ of
computerized education? Will yet
another form of illiteracy further
disadvantage students who are
burdened with too many labels ai-
ready? Will the technical logic of
the computer endanger a more
criical humanistic understand-
ing? None of these questions are
meant to encourage antagonism
toward technology, but as Apple
(1988)—from whose work these
questions are derived—has re-
minded us:
Our task as educators

is to make sure that when

it [technology] enters the

classroom it is there for

politically, economically,

and educationally wise

reasons. ... We should be

very clear about whether

or not the future it prom-

ises opur students is real,

not fictitious. ... [tis more

than a little important that

we question whether the

wagon we have been

asked toride on is going in

the right direction.

Provide Sufficient
Funding

Cost is nearly always a stum-
bling block in attempts to reform
public education. But given the
imposing pricetags on much of the
new technology and the sheer
numbers of students that must be
served by our schools, the issue of
financing is of special concern
when discussing this particular
type of reform. Unfortunately,
some of the more outspoken crit-
ics of our “backward” schools
seem to have underestimated this
factor. Consider these statements
made by James Mecklenburger
{1990):

Those who lead
the computer
revolution in

education must

not only change
the attitudes of
teachers, but
those of the
people who pay
the bills.

There are hundreds of
schoals and tens of thou-
sands of teachers today
who are reaping these sig-
nificant benefits of infor-
mation technology. But
there are more than
100,000  schools and
nearly three million teach-
ers who could be doing so.

Educators seem not to
have noticed, but among
the breakthrough tech-
nologies coming in the
1990s and beyond will be

next-generation capabili-

ties to distribute informa-

tion—including all man-
ner of electronic learning
opportunities.

Yes, there is certainly ram-
pant mediocrity in many of our
schools and as Cuban (1986) has
pointed out, when it comes to
technology of any sort, the school
system is often resistant to change.
However, resistance to change
does not stop at the classroom
door.

Many, perhaps a majority, of
teachers have noticed the break-
throughs in technology. Their
homes and cars are full of those
breakthroughs. Awareness of and
access to are very different things.
As Mick Jagger has noted, “You
can’t always get what you want.”
Unlike the rest of the song though,
many teachers do not even get
what they need. When Mecklen-
burger and others compare the
plodding pace of change in the
schools to the rapid advances in
technology made by specialized
high-tech industries, they are
comparing the praverbial apples
and oranges. When those indus-
tries have to train even severely
disabled employees for jobs they
do not want to do, accept anyone
who applies for a job, feed their
employees, operate in work set-
tings which are often restrictive
and even dangerous—all with a
budget determined solely by what
the taxpayers will allow—then the
comparison will have validity.

Those wholead the computer
revolution in education must not
only change the attitudes of teach-
ers, but those of the people who
pay the bills. Ultimately, taxpay-
ers must finance whatever techno-
logical reform takes place in the
classroom. If, however, the pre-
sent funding dilemma facing
nearly every state is any indica-
Hon of the taxpayers’ willingness
to do so, we may have to wait a
long time for that reform. Even
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donations from computer compa-
nies or through local supermarket
receipt programs often tease more
than train teachers and students.
Such programs remind me of the
“thoughtful” relative who gives a
young girl her first Barbie doll.
From that paint on it is left to the
defenseless parents to provide an
endless supply of clothes, com-
panion dolls, cars, and houses to
support Barbie’s extravagant life-
style. Computers do not exist in a
vacuum. Unless some of these
generous donors are willing to
stay around to provide the exten-
sive software and training tobring
abaut genuine reform, T would al-
most be tempted to say “Thanks,
butno thanks” to their gifts. If you
are going to abandon your baby
on our doorstep, at least keep up
the child support.

Providing Support
and Training

Research and theory as far
back as Dewey has advocated giv-
ing the student a greater role in his
or her own learning. The present
revival of constructivism, coop-
erative learning, whole language
and the like is encouraging from
the perspective of unproving the
meaningfulness of the young
learner’s education. Ironically,
those who have been chosen to
teach those children and use those
theories have not been given the
same courtesy. [f children were
educated in the same way as their
teachers are provided with in-
service training we would have to
broaden our definition of an at-
risk student to include most eve-
ryone in kindergarten through
twelfth grade.

Quality computer integration
in the classroom will not result
from one intensive half-day work-
shop or from a series of training
sessions held at 4:00 every
Wednesday—after a full day of

teaching. Neither will teachers be-
come excited about and apply
someone else’s packaged, “teach-
er-proof”  materials, Teachers
must be given a significant role in
planning computer integration
and adequate support in imple-
menting their plans. High-quality
training alone will not be suffi-
cient. [t must be followed by long-
term support for efforts at inte-
grating computer technology in
the classrcom. The kind of train-
ing and support being suggested
here would have the following
qualities:

1. Training should be on-going, in-
teractive, and at the teachers’
convenience to whatever extent
possible.

2. Release time and/or grants
should be used to encourage
more in-depth training of at
least a core group of teachers.

3. During training and planning, a
wide range of soffware and
hardware should be available
50 that the teachers can deter-
mine what best fits the other
curricular goals of the school.

4. A knowledgeable consultant
should become a regular fixture
during most planning sessions.
Giving teachers a significant
role in the planning process
does not imply that they should
be left on their own to imple-
ment something they do not yet
understand.

Once a plan of implementa-
tion is prepared and the technol-
ogy is available the administra-
tion must continue to provide
support for the teachers’ efforts.
That support should include but
not be limited to:

1. Flexibledaily schedules toallow
more flexible planning.

2. Updated software and contin-
ued release or planning time to
provide for adequate review
and selection of new materials.

3. Flexible facility use so that
physical access to computers is
not overly inconvenient or time
consuming.

4. Freedom from the tyranny of
state and local testing, which en-
courages a drill and practice ap-
proach to computer use and
consumes large amounts of
classroom time with relatively
meaningless activity.

Teachers, especially those
new to the field, are committed to
the integration of technology in
the classroom (Novak & Knowles,
1991); but they are also committed
to surviving and thriving in an in-
creasingly complex profession
over which they have little con-
trol. Under the burden of an ad-
ministration that is often restric-
tive or hostile, ceaseless planning
and grading, an effort to be crea-
tive, the emotional and physical
needs of thirty children, the strug-
gle ta build collegial relationships
among, staff members, and the
myriad other responsibilities of
the teacher, computer integration
is seldom at the top of one’s prior-
ity list. This does not necessarily
imply alack of ability or stubborn-
ness an the part of the teacher.
Rather, it is a form of passive re-
bellion which should send educa-
tional leaders the message that if
something doesn’t change, noth-
ing’s going to change. The techno-
logical revolution in the classroom
must begin with a human revolu-
tion in the structure of the school.
A revolution which provides the
time, resources, and support to
move teachers beyond the role of
passive providers of software to
one in which they see themselves
as informed and creative inter-
preters of technology who are pre-
pared to reflect on and reconstruct
it in the best interest of their stu-
dents,
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Youth-at-Risk: The Real Issue

Many of society’s units, in-
cluding the family, the commu-
nity, organized religion, and vari-
ous social programs and agencies
(for the lack thereof) have been
targets of blame for those we now
call atrisk youth." Let’s look at the
one unit most directly influenced
by educators—the school. In
many ways, at risk, alienated
youth are the natural by-product
of the school’s mentality, its cul-
ture, as defined by the school’s
form of governance.

At its worst, the American
school is a dictatorship. Much
more often, it is an oligarchy, i.e.,
rule by the elite. In the case of
schoals, the elite are those who
have directly benefitted from and
been most rewarded by the sys-
tem they govern-—the elementary,
middle and secondary schools,
which predominately are geared
toward the values of Western cul-
ture, the two-parent middle and
upper class family and those aca-
demically and intellectually tal-
ented learners whao come to school
already motivated to learn.

Teachers, counselors and ad-
ministrators are usually from the
fifteen to twenty percent of the
student body who made A’s and
B’s in this academically minded
culture, went to college and ma-
jored in education to prepare
themselves for employment in the
same system from which they so
recently emerged. No wonder
they believe so strongly in per-
petuating the system—Ilook what
it has done for them!

The others? The remaining
fifty to eighty percent? Well, voca-
tional programs (some of which,

by Deede Sharpe
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thankfully, are flourishing) and a
program of “general studies”
(which prepares no one for any-
thing) are available for “those”
students to take. But one look at
graduation requirements, the
courses recommended by teach-
ers and counselors, and those stu-
dents who are held in high esteem
by the authorities will reveal the
mission of most schools as being
to hold intact the system that
made those in charge successful.

Be Like Us, Or Be
Gone

The Italian sociologist Robert
Michels, writing at the turn of the
century, coined the phrase, “iron
law of oligarchy,” ie., those in
power will use their power to per-
petuate the system which has

brought them success. Thus
emerges, according to Michels, the
bureaucracy. “Bureaucracy,”

Michels writes, “is the sworn en-
emy of individual liberty, and of
all bold initiatives in matters of
internal policy. The dependence
upon superior authorities . . . sup-
presses individuality and gives to
the society . . . a pettybourgeois
and philistine stamp. The bureau-
cratic spirit corrupts character and
engenders moral poverty. [n
every bureaucracy we may ab-
serve place-hunting . . . arrogance
toward inferiors and servility to-
wards superiors. . . . We may
even say that the more a bureauc-
racy is distinguished by its zeal ..
. the more it will show itself to be
petty, narrow, rigid and illiberal.”

Although intended as a cri-
tique of bureaucracy, Michels’
work is a searching (and to some,
alarming) examination of the es-
tablishment of societal values. It is
frightening to read Michels and
think of the youth to whom
schools are saying, “Be like us, or
be gone!”

[f that sounds overly harsh,
one need only to consider that, un-
til a few short years ago, the drop-
outwas suppaosed todrop out, and
go to work. Secondary schools
were intended for the “college
bound.” If the others really cared
enough, they could get a high
school diploma and then go to
work. But the mission of the
school was to enroll graduates in
college. Even today, some schools
boast their achievement only in
terms of college placement, the ul-
timate achievement as defined by
the ruling elite. Not that there's
anything wrong with college
placement (except that the data
ought to cover the rest of the story,
i.e.,, what happens after the stu-
dent enters college), but what
about the others?

Perhaps the percentages of
“at risk™ are not that much higher
than they were for the population
at large twenty, thirty or sixty
years ago. One consideration is
the fact that, in the past, schools
were not expected to serve the to-
tal population at large. Failures
were counted from among those
who attended school. A large ma-
jority of whole segments of society
went unnoticed in their absence.

Secondly, our data collection
systems are improving. We havea
better handle on the needs and
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characteristics of those we are not
serving. Their numbers today are
truly alarming. Are the unserved
youth of the '90's different from
their counterparts of previous
decades? Possibly not. Their emo-
tional needs for approval, their
learning styles and the correlation
between their self-esteem and
their learning are probably com-
parable.

Are the '90's different? Defi-
nitely! First, the risks for the “at
risk” have expanded to include le-
thal drugs and diseases. Teen
pregnancies and suicides have in-
vaded the suburbs. The very lives
of many “atrisk"” youth are now at
risk. Never has there been a more
crucial need to examine our deliv-
ery of educational services to the
total population.

The Issue Becomes
Increasingly Critical

Families, communities and
other societal entities are restruc-
turing. Adults spend less and less
time talking to, reading to and
praising children. Television is be-
coming a prime source of values
and role models. “Latch key” now
describes over half the nation’s
youth. If many children today are
to learn success and self-esteem,
they must do it at school. In terms
of healthy, happy human lives,
those we fail now have few other
support systems on which to rely.

The economicburden of edu-
cation’s unserved is costly. Now,
more than ever before, there is no
place for the drop-out to drop to.
More than half of the jobs of the
'50’s could be filled by unskilled
labor. The majority of today’s jobs
require advanced technical skills.
That's not “changing a spark
plug;” that’s reading a diagnostic
computer. Even the military has
gone “hi-tech.” Vast unskilled em-
ployment opportunities are his-
tory. Those who leave school

without the qualifications for ad-
vanced learning or the skills for
today’s employment have only
welfare or a few dead-end, low-
paying jobs or illegal activities as
their choices for making a living.
Those we fail now are creating a
significant drain on dwindling
£CoNOIMic resources.

An even more
setrious threat to
our society is the

impact of the
uneducated on a

democracy.

Thomas Jefferson voiced the con-
viction. that “those who believe in
a democracy without [a strong
educational system] believe in
what never was and never will
be.” Democracy, rule by the gov-
erned, cannot survive unless the
vast majority of the governed can
stand on their own two feet and
participate successfully and pro-
ductively in our communities,
homes, workplaces and voting
boaths. People wha are unable to
read, compare, analyze and evalu-
ate are dangerous voters. People
who cannot hold a job cannot
benefit from all the advantages of
a democracy. One cannot be very
free on a welfare check. Whether
or not democracy and our eco-
nomic system as we have known
it can survive into the 21st Cen-
tury may well depend on how
well we meet the needs of all
America’s youth. The foremost
challenge facing the U.S. today
may not be global economics or
global politics, as important as
those are. Rather, it may be the
preservation and health of its
most endangered species—its op-

timistic, goal-oriented, prepared,
purposeful and proud young peo-
ple.

“At Risk” Force
Reexamination of
System And Its
Purpose

So the real issue is one of phi-
losophy—who are schools com-
mitted to serve, and how do we
best serve them? If we are to serve
all youth, the iron law of oligarchy
must be challenged. Diversity
must be valued; it must guide the
learning experience of every
youngster.

Perhaps the problem comes
not from “at risk” youth bogging
down the system, but from a sys-
tem bogged down by its own defi-
nitions of success. Programs of
study, course content, structure
and outcomes must be diversified
and individually tailored to meet
the needs, talents and aspirations
of the total popudation. The excit-
ing new findings validating dif-
ferences in learning styles and
modes must find their way into
the curriculum and the instruction
of every classroom. Every kid, to
paraphrase Leon Lessinger, must
truly become a winner, extending
the concept of Special Education’s
Individualized Educational Plan
(IEP) to all learners.

Who Are The Youth
at Risk and How Do
We Help?

Rather than using demo-
graphic or behavioral descriptors,
the author takes a “change agent”
approach to defining “at risk.”
Through experiences at both ends
of the socio-economic spectrum,
the author defines “at risk youth”
as those young people who have
no visions for their own future, no
skills or plans for getting there and
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no belief in their abilities to make
adifference in their own or others’
lives.

What makes them “at risk?”
They have, for whatever reason,
been failed by the system to which
their young lives have been en-
trusted: their dysfunctional fami-
lies, communities and schools.

What can schools do to make
up for the failure of other societal
units? We can teach for success in
a broad range of achievements.
We can focus on a positive appre-
ciation of the unique talents and
contributions of each learner, first
in our own minds and then in the
mind of each child and his/her
family. We can make every
youngster aware of his/her own
worth and dignity, talents and
uniqueness. We can structure op-
portunities for youngsters to con-
tribute to the improvement of
their small corner of the world to-
day, allowing them to demon-
strate to themselves and others
that they are valuable now. We
can find and plan for each
learner’s own area of giftedness.

We can help them explore
their communities and the world
around and beyond them and en-
courage them to begin to shape a
mission, a positive vision for their
own lives. We can help them de-
velop the skills and confidence to
implement that vision. And we
can be sure they leave our class-
room, or our level of the educa-
tional system with the confidence,
skills and plans they need to con-
nect successfully with their next
step in life.

Perhaps if we take learners
where they are and help them de-
velop the skills, confidence and
plans for success (by whatever
definition is appropriate for
them), then we can eliminate the
term “at risk.” (Even the term it-
self implies a “misfit.”) There will
always be learners from the first
grade on who face more severe
challenges than others, but if the

school concentrates on each stu-
dent’s competencies rather than
shortcomings, these challenges
become merely additional consid-
erations in creating that child’s In-
dividualized Educational Plan
(IEP).

Qutcome based education
could become the norm, i. e. , tak-
ing the outcome of a successful
productive adult and organizing
the resources of the school, com-
munity, family and workplace to
achieve that outcome. In this sce-
nario, two-by-four learning (two
backs of a textbook and four walls
of a classroom) gives way to real-
life experiences and interaction
with success through productive
roles in the community and work-
place. Business partnerships
mean more than contributing a
few computers; the community is
seen as an expansion of the class-
room, providing sites for using
school-based content to solve real
life challenges, from upper ele-
mentary on.

What is being described here
is already happening in some out-
standing schools combining aca-
demic and vocational offerings. In
a school that serves all learners,
vocational options  (especially
considering the “hi-tech” nature
of today’s workplace) are given
value and support equal to and
integrated with academic offer-
ings. The two become one, be-
cause success in today’s world de-
pends on both.

To mandate the same courses
for all, regardless of life goals and
learning styles, is to reinforce the
image of success as the academi-
cally talented ruling ¢lite have tra-
ditionally defined it. In a truly
demaxratic educational system,
there is no gae definition for suc-
cess.

Such schools talk about their
percentages accepted into the
military, post-secondary technical
schools and the workplace with
the same enthusiasm with which

If schools are to
serve everyone,
including those
“at risk,” the
value and dignity
of each individual
must be honored
by the system and
everyone within
the system.

they cite college placements. They
keep track of their alumni and
honor all equally. The ninth
grader who moves from a fourth
grade reading level to an eighth
grade equivalency in six months is
given an “A" with a description of
his/her achievements, just as is
the senior who completes a com-
parative analysis of political
movements in the 1900’s. The cur-
riculum becomes truly compe-
tency-based.

The student who takes elec-
tronics and machine shop is en-
couraged to take higher level
math courses to complement
his/her vocational achievement,
just as is the student who plans to
major in physics at State U. The
mechanically gifted craftsperson
holds prestige equal to that of the
intellectually, cognitively gifted
poet. The socially gifted is re-
warded and recognized for his/
her talents, as is the artistically
and creatively gifted. The carpen-
try student is valued the same as
the star achiever in the world his-
tory dass. In other words, those
studying for technical careers are
as important as the aspiring histo-
rians, scientists and doctors. To
deny or belittle participation in
one or more areas of endeavor is
to stimulate alienation, to create
our own contributions to the “at
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risk” population. (John Goodlad,
in alluding to the same problem,
remarked that “the society that ex-
alts philosophers and humbles
plumbers is in trouble; neither
their pipes nor their philosophy
will hold water.”}

The strong service compa-
nies, McDonald’s, the Disney and
Six Flags parks, as well as military
and technical schools, often take
rejects from the traditional educa-
tional system and train them into
proud, productive citizens. They
do it by giving them a vision of
their own importance to a mission
they collectively define as impor-
tant. Using that vision of impor-
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limited programs and one-shot
projects is comparable to rear-
ranging the deck chairs on the Ti-
tanic. The “at risk” population
presents us with a challenge and
an opportunity to rethink the
whole structure of schooling in
America, from the classroom in
the rural community to the
teacher preparation program at a
prestigious university. Let’s not
let them down. The iron law of
oligarchy, as it applies to the ex-
pectations and operations of
schools, must be declared uncon-
stitutional!
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Preventing the Child from Becoming an At-Risk

Student

The recent announcement of the
decline in SAT scores is the latest
in a series of gloomy signposts as
the education of young people in
the United States travels a bumpy
road downhill.

Thousands of eighteen year
olds who will leave school with-
out the ability to write well or
solve a basic math problem re-
main a puzzle for the educational
community. Hands are wrung
and reasons are offered, but they
are the same reasons suggested a
decade ago. When books on this
are written in the year 2001, will
educators be any maore receptive
to new ways of looking at the
problem, or will the education of
American young people be in an
even more desperate condition?

Americans like to throw
money at problems, but that does
not guarantee a solution. Business
Week noted, “In recent years, a
cruel paradox has been bedeviling
observers of the U.S. education
system: On the one hand, statistics
indicate that the U.S5. spends more
on education on both a per-stu-
dent basis and as a share of na-
tional income than virtually all of
its major industrial rivals. On the
other, numerous international
comparisons of students’ skills re-
veal that Americans are badly de-
ficient in most areas of learning at
a time when education and train-
ing are becoming an increasingly
critical factor in determining na-
tional competitiveness” (Business
Week, 1/29/90).

by Jane Hersey
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Suggested causes for our
educational dilemma include
“stress”, our fast-paced life, TV,
single parents, divorce, crime,
drugs, and the entire litany of do-
mestic social ills. These factors
may play an important role in the
decline of our children’s ability to
learn, but they are not the only
reasons.

Instead of concentrating on
the world outside the student,
consider the possibility that his in-
ternal environment may be the
critical factor. And rather than fo-
cus on millions of troubled adoles-
cents, let’s look at just one child at
risk, and let's call him Michael.
Michael’s academic failure began
long before the first day of school;
it began even before he was born.

He may have had cards
stacked against him if his father or
mother was a poor student and if
their problems are due to a genetic
variation that was passed on to
him.

Michael’s mother could have
exposed him to nicotine, alcohol,
or even drugs while he was still in
the womb. She might have been an
unwed teen living in a city ghetto
or an affluent suburbanite whose
lifestyle included beer, cigarettes
and sleeping pills.

An endless assortment of
chemicals and/or occupational
hazards (encountered by his fa-
ther as well as his mother) could
play a part in predisposing Mi-
chael to many problems as he de-
velops.

After a difficult labor and
birth, including temporary oxy-
gen deprivation, Michael enters
the world. 1tis a world of potential
hazards for the child’s vulnerable
system. He is a fussy infant (and
his parents are unaware he is aller-
gic to the milk in his formula, and
sensitive to the synthetic flavoring
in his vitamins). He becomes a
terrible two-year old (reacting to
lead dust from the paint in his
renovated house). At three he
shows signs of a developmental
delay (especially after he drinks a
“punch” colored with petroleam-
based food dyes).

At age four he still doesn’t
understand the difference be-
tween “before” and “after” (and
his confusion is greatest when his
preschool teacher wears per-
fume). At five he has night terrors
{which began one winter after his
parents purchased a kerosene
heater).

Six year old Michael can nei-
ther stay in his chair nor stand in
line. He has difficulty with even
simple tasks, but is worse after
lunch (especially when he drinks
chocolate milk). He receives re-
source help, but seems to forget
what he learned the last time he
met with the LD specialist.

Michael faces a bleak future;
he won’t complete high school
and will have difficulty even fill-
ing out job applications.

If we backtrack to Michael as
aninfant, itbecomes apparent that
many of the substances which
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triggered his reactions were
avoidable. Once these irritants are
identified they can be removed,
and when they are remaoved, Mi-
chael can function more normally.
Perhaps under improved condi-
tions he will graduate from high
school, receive some additional
training, and become a productive
adult.

Michael is a hypothetical
child, and one whichis at high risk
for school failure. There are thou-
sands of real children who would
have been considered to be at risk,
but have overcome similar chal-
lenges to become successful stu-
dents/young adults.

Stephen is a good example.
His parents were horrified to hear
the evaluation of their three year
old son. Stephen, they were told,
had “the 1.Q. of a dog.” They were
cautioned to expect the worst and
prepare for it. But the dire predic-
tion never came about because his
parents’ search for answers was
successful. They were able to iden-
tify and find help for their son’s
problems, and by the time he was
eight, Stephen’s superior intelli-
gence proved to be a challenge for
his teachers.

Chris was a classic hyperac-
tive ADD child in elementary
school, but he graduated from
high school as a National Merit

Note.

For a professivnal packet contact:
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the United States, P.O. Box
6550, Alexandria, VA 22306,

Commended Scholar with a GPA
above 4.0.

Lita was a hyperactive tod-
dler, suffering at times from haltu-
cinations. Today she is a prelaw
student at a competitive college.

Mark got all the way to fifth
grade unable to read or spell. By
the end of the school year he was
nearly at grade level.

Kathy suffered from psycho-
motor seizures and often dis-
played violent behavior. Her par-
ents’ efforts have enabled Kathy to
live normally, free of seizures, and
to graduate from college,

These children have different
stories, but with one common
thread. Each of them had parents
determined to find the cause of
their child’s problem and to deal
withit. The parents include a phy-
sician, registered dietitian, learn-
ing disabilities consultant, physi-
cal therapist, and registered nurse.
They received traditional training
in their respective fields, but none
found their answer in the tradi-
tional treatment of learning and
behavior problems: behavior
modification and stimulant medi-
cine.

Stephen, Chris, Lita, Mark
and Kathy were all found to be
sensitive to certain foods and syn-
thetic food additives—particu-
larly those made from petroleum.

Their parents observed improve-
ments when these things were re-
moved, and a recurrence of symp-
toms when they were added back.
The diet management which
helped these children was not a
miracle cure. It required a certain
amount of effort on the part of the
parents—effort they considered
well spent. Some of the young-
sters benefited from additional
help, particularly for a residue of
learning disabilities. But in each
case, it was the child’s inner envi-
ronment, not the external world,
which was the critical factor.

Parents of children such as
these succeed by remaining open
to new ideas. They used a pro-
gram because it worked, even
though scientific studies had not
yet been conducted.

Today, the scientific docu-
mentation is available. Double-
blind placebo controtled studies
which support diet management
for at-risk children have been pub-
lished in respected medical jour-
nals.

A non-prafit organization,
composed of professionals and
parents offers practical informa-
tion an how their research and ex-
perience can be used to help at-
risk students.
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Discipline Through the School’s Curriculum

Opim‘on polls conducted both
by public pollsters such as the Gal-
lup Poll and educational groups
like the National Education Asso-
ciation (NEA) continue to demon-
strate that our public school’s lack
of consistent discipline is educa-
tion's biggest problem and par-
ents’ number one concern. Sur-
vey respondents report year after
year that discipline is the number
one problem of the schools. The
seriousness of the discipline issue
is recognized throughout society.
Some feel the reverberations are
helping to wither away at our own
citizenship and that a disciplined
educational standard is essential
for a more disciplined society.
Classreom discipline is also
viewed as a growing problem by
most educationists: administra-
tors, boards of education, supervi-
sors and teachers. They feel disci-
pline is one of the more or most
important responsibilities con-
nected with schoo} work. Without
the power to control, a teacher is
out of place in his/her classroom.
No teacher can teach a class that is
out of control, and once the stu-
dents realize that the teacher can-
not control the classroom, his/her
reputation begins to decline.
Administrators agree that the
greatest single cause of failure
among teachers is poor classroom
control. Studies show that begin-
ning teachers have more problems
with discipline that any other ac-
tivity. Weakness in discipline ac-
counts for 25% of all teachers’ fail-
ures (Przychodzin, 1981). Super-
visors of praspective teachers list
problems with discipline as stu-
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dent teachers’ biggest headaches.
Likewise, beginning teachers nec-
essarily must place a high priority
on classroom discipline.

Placing a high priority on
classroom discipline is a result of
its influence on two of the most
important aspects of teachers’
professional lives: first, how well
their students develop personal
and cognitive skills and second,
how much thev enjoy teaching.
This concern of teachers aver dis-
cipline is not surprising since they
are usually the first to feel its et-
fects. In the initial NEA Nation-
wide Teacher Opinion Poll in
1979, it was reported that an esti-
mated 110,000 teachers, one in
twenty, have been physically at-
tacked by students at least once,
and 11,000 of these teachers re-
quired medical attention for
physical injury. From these at-
tacks, ten percent were serious
enough to cause teachers to miss
school to recuperate. Of this group
10,000 teachers required psycho-
togical attention for emotional
trauma. The report also estimated
that 5,000,000 teachers, or one in
four, had personal property dam-
aged or stolen. Seventy-five per-
cent reported that discipline prob-
lems impaired their teaching ef-
fectiveness. Many of the teachers
surveyed stated that their school
did not provide enough assistance
in dealing with discipline prob-
lems (NEA, 1974). Other follow-
up studies since 1979 have re-
ported similar results.

The concept of discipline has
greatly changed over the last 100
years. The traditional view of a

well-disciplined classroom con-
forms to an anthoritarian view of
order and discipline when chil-
dren situp straight and speak only
when spoken to or recognized.
One of the traditional concept’s
chief characteristics was the re-
pression of students’ interests and
ideas through threats of corporal
punishment. The success of teach-
ers was measured by the number
of whippings they gave. Parents
“expected” teachers to use this
type of punishment, perhaps to
relinquish some of their own duty
of disciplining their own children
or to possibly have someone else
to blame if the child was not disci-
plined enough. This traditional
concept of discipline as the “un-
questioned submission to author-
ity” continued through the first
two decades of this century.
“Progressive or New Educa-
Hon” emerged during the 1930s
and peaked in the 1940s. During
this period, school interests
shifted from contentcentered to
child-centered. The powerful
“motivation of learning” was the
high point of this educationat
movement. For progressives, dis-
cipline was expected to come from
within the child as a natural con-
currence to learning (Knute and
Karpas, 1963). Their philosophy
and ideas of discipline survived
the dreary depression years, but
World War [l proved to be too
great a strain. During this period
the steadfast influence of the fam-
ily began to decline as fathers
went off to war and mothers
found jobs in factories. The post
war period seemed to continue to
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aggravate the situation as infla-
tion pressured mothers into con-
tinuing to work while still finding
time to create a baby boom. These
factors compounded the problems
in American education as children
now had little or no scurce of dis-
cipline at home or in the class-
room.

These circumstances spiraled
unti] a renewed interest in Ameri-
can education emerged with the
successful  launching of  the
USSR’s Sputnik I in the 1950s. This
achievement in Soviet technology
created confusion and concern in
the American society. Immedi-
ately, generalizations emerged
that the Soviets were beating us
into space because they had more
and better scientists, and that this
was a result of their schools that
were concentrating on science and
mathematics. This dilemma ulti-
mately led to a period of rapid
change and excitement in Ameri-
can schools (Knute and Karpas,
1963). The U.S/US.S.R. techno-
logical race now entered the pub-
lic schools through the vehicle of
new math and “new” science. The
issues surrounding discipline
were once again put on the back
burner.

This negligence of dealing
with discipline problems contin-
ued through the “humanism"” of
the late 1960s and early 1970s.
There were so little order and
structure in the classroom arena,
that chaos was often the result.
Reaction to the Vietnam War, the
arms race, and a general “moral
loosening” of society caused
many teachers during the 1970s to
begin to push for more freedom
within the classroom as a compo-
nent of classroom instruction. The
students were given freedom for
self instruction and individual-
ized activities. Educators as-
sumed that by allowing students
to follow their own interests, that
they would become excited and
interested by the learning experi-

ence. No wonder American edu-
cational views on discipline today
are so confused when linked tothe
Progressives of the first half of this
century and their ideas of linking
learning experiences to promote
discipline. By the late 1960s many
educators had come tobelieve that
little or no discipline would ulti-
mately promote learning. Obvi-
ously, educators of the 1970s and
1980s faced disillusionment and
chaos surrounding, discipline is-
sues.

Individual classroom disci-
pline continued to receive highin-
terest and concern during the
1980s. The major question during
this past decade was whichtype of
discipline—traditional, authori-
tarian, or a type of discipline
geared toward behavior modifica-
tion—is the best to pursue? De-
spite the efforts of open education,
progressive education and hu-
manistic education, the image of
the classroom as a battalion com-
mand post still persists. This
authoritarian view of discipline is
deeply ingrained in the mythol-
ogy of education (Lehmanbn,
1981). This is probably due to be-
lieving that order is necessary for
teaching and can only be achieved
by “taming children” and that
authoritarianism does not stifle
individuality and critical think-
ing. These individual’s profess be-
havior modification as an ap-
proach to discipline. This, of
course, is a behavior modifier, but
in this article behavior modifica-
tion will refer to those preventive
discipline plans that encourage
positive student behavior.

“Available school discipline
plans run the gamut from preven-
tive to punitive” (Gary, 1982).
There are currently five major
classroom discipline strategies
which have successfully been
used in schools. These strategies
are interactive, interpersonal,
problem solving, instructional
and behavioristic punishment.

Table 1 is an arranged model of
these approaches and their sup-
porting educational strategies.
This model format places the in-
structional approach to discipline
in the center. 1t views the teachers’
primary role as that of providing
students with interesting, well or-
ganized individual instruction
and believes that discipline is de-
pendent upon a tight curriculum.
Most educators will agree that this
is a valid base for responsible dis-
cipline. To the left of the instruc-
tional approaches are the more
humanistc/interactive ap-
proaches and to the right are the
more structured, control-oriented
methods.

The humanistic/interactive
side of the continuum includes
Thomas Gordon’s “Interactive/
Interpersonal Strategy” and Wil-
liam Glasser’s “Problem Solving
Approach” to discipline. In his
book, Teacher Effectiveness Train-
ing, Thomas Gordon proposed
three methods of resolving con-
flicive behavior. Two methods
rely on the power of struggle and
result in a win or lose situation.
The third method relies on the de-
velopment of two-way communi-
cation between the teacher and
student so that no one loses in the
solution to a problem. William
Glasser’s article on “Ten Steps to
Good D:smp]me” in The Educa-

proposes redirection
of student misbehavior by helping
students recognize an underlying
problem and establishing an
agreement with the teacher for
solving it. An example he uses fo-
cuses on class meetings where
misbehaving students are pro-
gressively isolated until the prob-
lem is resolved.

At the center of the model is
the instructional approach where
Madeline Hunter and Paul Carl-
son’s  book, lmproving Your
Child’s Behaviaor, outlines a four-
step reinforcement theary based
on observation and analysis. After
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Table 1

Interactive Problem Instructional Behavioristic Behaviorism/
Interpersonal Solving Punishment
Carl Rogers William Glasser Madeline Hunter Rudolph Dreikurs  |Lee Canter
Tom Gordon Frank Maple Paul Carlson Wesley Becker James Dobson
William Purkey Tom Gordon Carl Wallen Daniel O'Leary

Richard Schmuck Johanna Lemlech

YJunes, V.F. and jones, L.S., Responsible Classroom Discipling, Boston, Mass., Allyn and Bacon, Inc. 1981, p.13.

the problem is identified, teachers
plan a reinforcement schedule to
determine

1. which positive behaviors they
want the children to continue,

2. those positive reinforcements
that work best,

3. those negative behaviors that
need to be changed, and

4. which negative reinforcements
must be avoided.

When a student is told to stop
a negative behavior, a positive be-
havior must immediately be iden-
tified for them to follow.

To the right of the continuum
are the structured, control-ori-
ented methods, In his book, Disci-
pline Without Tears with P. Cas-
sel, Rudolph Dreikurs identified
four misbehaviors of children that
are characterized by a desire for
attention, power, revenge, or a
feeling of inadequacy. By diagnos-
ing the root of the child’s misbe-
havior, the teacher can hopefully
modify the child’s motivation for
misbehavior rather than the be-
havior itself. Lee Canter’s Asser-
Hve Discipline is the most rigid
and control-oriented strategy of
the continuum. He classifies
teachers into three groups: nonas-

sertive; hostile; and assertive, and
proposes a discipline manage-
ment system whereby teachers
can cornmnuricate their wants and
needs clearly, According to the
system the students are well
aware of the teacher’s rules and
consequences for disruption and
know their wants and needs
clearly.

These five approaches to dis-
cipline vary widely, but research
shows that teachers have been
combining these methods, some
successfully, and some unsuccess-
fully. Some of the more popular
combinations of these approaches
include the following three types.
The first combined group simply
presents instructional material
geared towards the higher-
achieving students’ productivity.
It presents a structured, punish-
ment-oriented approach to con-
trolling students who do not or
cannot positively respond to the
instruction being given. This ap-
proach is unproductive, unprofes-
sional, and usually leaves a
teacher unfulfilled. A second com-
bination group employs interest-
ing and individualized instruc-
tonal material and implements
more behavioristic methods for
maintaining appropriate behav-

ior. Since this approach is based
on external motivation students
are often left with a major skill
deficit as well as little knowledge
on how to behave productively.
At least, how to behave produc-
Hively when strong external con-
trols are not present. The third
combined group is the most suc-
cessful in managing a classroom.
It focuses on implementing inter-
esting, individualized instruction
while coming to employ an inter-
active and problem-solving ap-
proach to classroom discipline.
This method creates a positive,
supportive environment which
promotes learning and personal
growth (Jones and Jones, 1982).
Understanding these three
combined methods for incorpo-
rating the five most popular disci-
pline strategies available is only
part of the discipline puzzle for
teachers. Further difficulty arises
in translating these concepts into
actual classroom practice. Table 2
is a possible model for outlining
the factors involved in developing
effective and responsible class-
room discipline. The develop-
ment and employment of correc-
tive and preventive knowledge
and skills is the basis for estab-
lishing responsible classroom dis-
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cipline. With this basis, teachers
need only to be careful when cre-
ating more positive student be-
haviors. By laying a solid founda-
tion of preventive interventions at
the lower end of
the hierarchy and
by employing cor-
rective measures
at the upperend, a
kind of unified
discipline can
merge. Changes
aim-ed at creating
positive  student

nile authorities. The aim of using
these discipline approaches is to
keep the majority of disruptive
students in school, rather than
sending them home. Many chil-

Table 2

lis, Indiana; and High Point,
North Carolina. Students are sent
to these suspension centers for pe-
riods of ime ranging from one pe-
riod to several days, depending
upon the prob-
lem. The advan-
tage to this ap-

proach is that the
troublemaker re-
ceives individual
counseling while
keeping up with
his/her studies,
and other stu-

behavior should
occur  in the
model’s  hierar-
chial order. The
caution is that
when teachers in-

Correction

Using Resource Personnel

dents in the class-
room are not dis-

Working with Parents

tracted from their

Implementing Behavioristic Interventions,

studies. While at

Employing Problem-Solving Approach

a suspension cen-

tervene at the up-
per end of the hi-
erarchy  before
laying a founda-
tion,  improve-
ment in student
behavior is usu-

Prevention

Improving Student's Self Concepts

ter, students
must maintain si-

Employing Effective Teaching Strateqies

lence, eat lunch

Establishing Positive Peer Relationships

alone, and keep

Relationships

Establishing Positive Teacher-Student

up with regular
school  assign-
ments. There are

Creating Functional Classroom Norms

counseling  serv-

ally limited and
short term.

Understanding Student's Personal and
Understanding|Academic Needs

ices available for
students with se-
tious  behavior
problems.  Par-
ents of young-

*Jones, V.F., “School Discipline Problems and Solutions,” Practical,

61, September 1981, p. 17.

Some New Directions
for Discipline

There are many new and suc-
cessful programs across the coun-
try that are witnessing long-term
results to the problems of disci-
pline. Four of these program are
in-school suspension centers, al-
ternative schools, behavior con-
tracting, and peer counseling,
which deal with disruptions such
as rowdiness, insolence, tardiness
and truancy. As always, infrac-
tions such as assault and drug
abuse are turned over to the juve-

dren today come from single-par-
ent families or homes where both
parents work. In any case, sus-
pending a child to an unsuper-
vised home creates more prob-
lems.

The fastest growing ap-
proach to handling problem stu-
dents is the “in-school suspension
center,” also known as “crisis
classrooms,” “time-out class-
rooms,” and “behavior modifica-
tion centers.” These centers are
operating in hundreds of school
districts throughout the country,
including St. Petersburg, Florida;
Richmond, Virginia; Columbus,
Ohio; Houston, Texas; Indianapo-

sters at the center
are required toat-
tend conferences
with their chil-
dren and school officials, rather
than simply getting a note from
the school. In 1980, at Ferndale
Junior High School in High Point,
North Carolina, there were three
hundred traditional suspensions.
In 1981 an in-school suspension
center was introduced and only
eighty-five incidents of discipli-
nary problems occurred (Kaer-
cher, 1982).

“Alternative schools” now
operate in St. Petersburg, Florida;
St. Paul, Minnesota; Oxford, Mas-
sachusetts; Wilmington, Dela-
ware; and Anne Arundel County,
Maryland. They are a more inten-
sive method of handling problem
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students. It is costlier than in-
school suspension centers, but the
results are worth more than mone-
tary figures. These schools offer
extensive counseling services for
problem children as well as reme-
dial academic programs for chil-
dren who are behind in their
school work. The average student
attends the alternative school for a
period of six to nine months before
returning to their regular school.
The classes focus on basic reading
and math skills while emphasiz-
ing self-discipline. Unruly stu-
dents at the school fill out forms
lising what they have done
wrong and their plan for improv-
ing this behavior. If no progress is
made, students are sent to an in-
school suspension center within
the alternative school. The learn-
ing center in Anne Arundel
County reported that two-thirds
of the students who returned to
their regular classrooms over the
past five years have remained out
of trouble (Kaercher, 1982).

El Camino High School in
Sacramento, California, is among
many communities using “behav-
ior codes and contracts” to spell
out exactly what type of behavior
is expected of students and the
consequences of not honoring
those contracts. The written be-
havior contract covers matters
such as getting to class on time,
completing homework, and obey-
ing rules of conduct. This contract
is signed by teachers, parents and
students. El Camino officials say a
dramatic change in the student
discipline problems has occurred
with the implementation of strict
behavior contracts. The emphasis
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here is to create an orderly envi-
ronment for the majority of stu-
dent in a school.

Some communities such as
Seattle, Washington; Cincinnati,
OChio; and Salt Lake City, Utah,
are integrating peer counseling
into their discipline programs. In
Cincinnati, officials report that
peer counseling has helped a
number of services previously
limited by budget cuts. Services
include volunteers that are
trained in human relations work-
shops and offer their informal
counseling, services to students
during lunch time. Also the use of
peer counseling services has suc-
cessfully averted potential prob-
lem behaviors as well as provided
an outlet for those with identified
behavioral problems.

These new approaches for
dealing with disciplinary prob-
lems are wonderful, but at the
core of the issue remains the
teacher and his/her ability to
identify behavioral problems.
Whether a school district itself
deals with these problems or not,
the teacher is the first to see the
praoblem occur. He/she must be in
a position to identify what is caus-
ing the problem, what student
needs are not being met, what, if
anything, can be done to prevent
the disruptive behavior, how the
classroom environment can be
changed or modified to promote
more productive behaviors and
what can be done to deal with
those behaviors that are not being
influenced by preventative meth-
ods. It is up to the teacher to an-
swer these questions and direct

Jones, V.F_., Jones, L.S., (1981 ). Re-

the problem student toward more
appropriate behaviors.

Too often the teacher is left
with the full responsibility for dis-
ciplinary action when parents
should be playing more of a lead-
ing role. Understanding that
many families are led by only one
parent, or that both parents work,
is no real excuse for not teaching
children how to behave properly
and respect authority. Realizing
though there will never be a time
when all parents are proper disci-
plinarians, teachers must be ready
to guide and work with their stu-
dents upon the first indication of
behavioral problems.

As far as knowing which ap-
proach for disciplining is the best
to apply in a given classroom, it
remains an individual decision for
the teacher. The hope is that teach-
ers will utilize the variety of disci-
plinary strategies available to
them. Those who rely on strict
authoritarianism or on strict be-
havior medificaion may nmt
reach all their students. By limit-
ing the disciplinary strategies
used rather than adapting strate-
gies to emerging problems, a
molding process takes place
rather than a correcting. After all,
a teacher’s realm is not limited to
the text book they use while teach-
ing a subject area, but focuses
more on how consistently their
students are absorbing the mate-
rial. The effective classroom man-
ager needs to understand, to inte-
grate when possible, and most of
all be able to utilize the entire
“package” of strategies available
to them.
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The Facilitative Role of Leadership in Tomorrow'’s

Schools

The recognition of and sensitiv-
ity to the new demands which
have been placed upon school
leaders in the 90's is paramount to
the success of the element of edu-
cational change referred to as
“school reform.” A social climate
which fosters participative man-
agementand teacher involvement
in professional decision making
will no longer permit leadership
ta take the form of independently
initiated and directed change.
Conversely, changing the school
environment will require that a
leader be skillful in functioning as
a catalyst in facilitating the inter-
action and involvement of con-
stituents.

Once viewed as the primary
decision maker and manager in
the educational setting, the leader
in schools of tomorrow must as-
sume the role of one who provides
assistance to and collaborates
with others in the making of qual-
ity decisions. The role of the leader
as facilitator is confounded by the
fact that it is the individual in this
leadership position who will wlti-
mately be held accountable for the
quality of the decisions made, as
well as the outcomes which result
as products of decisions. How
then can the school leaders insure
or, at best, increase the probability
that quality decisions are made at
the local school level?

by Cart Martray and L. Nan Restine

Cari Martray is Dean, College of Education and Behavioral Sciences, Western

Kentucky University.

L. Nan Restine, is Assistant Professor, Department of Educational Leadership,

Western Kentucky University.

In order to deal with this criti-
cal question of accountability, the
criterion on which decisions will
be measured must be made clear.
[n the final analysis, school deci-
sions will be measured from one
major perspective—student
achievement and perfarmance
outcomes, Thus, in identifying
leadership qualities and behav-
iors of effective school leaders of
the future, it is important to focus
upon those characteristics and at-
tributes which have been demon-
strated as either directly or indi-
rectly related to student and/or
school achievement.

The effective schools research
and school reform efforts of the
1970s and 1980s stimulated an in-
terest in understanding exem-
plary school leadership. A host ot
descriptors are associated with
strong  school leadership, but
much work remains to be done
toward understanding leadership
and its relationship to instructon
and learning in schools (Blase and
Kirby, 1992).

The complex nature of lead-
ership has been the focus of theo-
reticians, researchers, and practi-
tioners alike and has resulted in
volumes of literature on the topic.
The definitions of leadership
abound, albeit as illusive a con-
cept as love—difficult to describe
or explain but readily recognized.

A review of this body of literature
is beyond the scope of this article
and may be found in other sources
such as that prepared by Mec-
Cauley {1990).

The focus of this paper is on
one element of school leadership
that has been the object of much
recent attention. This element is
the reconceptualized role of the
leader in the decision making
process.  Decision making in
schools has evolved from the
autonomous function of an indi-
vidual to include the constituents
of schools as partners in the proc-
ess. As Blase and Kirby (1992) sug-
gest, “Instead of viewing partici-
pation and delegation as confes-
sions of their inaptitude, effective
leaders should tout them as
badges of their genius.” This
change is difficult for some in that
many school administrators have
functioned as guardians of the or-
ganization and the status quo and,
hence, have protected the organi-
zation against shifts in power and
authority (Willower, 1991). It ap-
pears that in order to successfully
enhance performance, a leader
must understand the impact of
authority, power, and influence.
In spite of the widespread use of
the term “power,” other concepts
such as authority and influence
are often associated with power
thus rendering the term definitely
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indistinct. If power is defined as
“influence potential” (English,
1975), this may translate power
inte the resource that enables the
leader to induce desired perform-
ance from others.

Power, Authority, and
Influence

Shifts in the degrees of power
and authority into the purvue of
teachers, school councils, and
other representative groups are
designed to increase the profes-
sionalization of teachiny as well as
give educators more control and
flexibility in their respective class-
rooms (Timar, 1989). Although
classroom  teaching has been
viewed as being a rather isolated
world, where one operates inde-
pendently when the doors are
closed, it appears thata “zero sum
game” has been in effect in regard
to more comprehensive roles of
the teacher in the organization.
When individuals interpret the or-
ganization as limiting, problem
solving and decision making ca-
pacities are reduced. The school
leader facilitates opportunities for
growth, influences through em-
powerment, and has power to
delegate. Shared and accepted le-
gitimation becomes the base from
which quality decisions are made.

Professional and bureau-
cratic organizations differ with re-
spect to autonomy and conform-
ity. The emphasis on formal
authority in bureaucracies clash
with the professional valuing of
expertise. Rosenholz (1989) dis-
tinguished autonomy in schools
as being freedom from and free-
dom to. Teachers who were pro-
vided opportunities for learning
and collaboration were more com-
mitted to their students and felt a
freedom to grow and develop
with fewer limitations. Empower-
ment requires more than provid-
ing opportunities to act, and par-

ticipatory decision making alone
may not increase the power of
teachers to improve schools (Blase
and Kirby, 1992). As Hawley
{1988) noted, the ability of schools
to improve student achievement
is “conditioned by the collective
competence levels of the teachers
involved.” The reliance on exist-
ing repertoire of skills and knowl-
edge rather than engaging in op-
portunities to build upon that base
will not suffice (Weiss, 1990),

Empowerment and
Efficacy

Professional empowerment
may be defined as a set of struc-
tures, processes and /or behaviors
that result in individuals believ-
ing they have increased contral
over their professional environ-
ment. The set of beliefs and self
perceptions that teachers have
about their ability to control and
manage their professional world
has been coined by Ashton (1985)
as professional efficacy, or more
specifically “teacher efficacy,”
when referring to the professional
environment of the classroom
teacher.

An assumption seems to be
conveyed in some of the literature
that teacher performance will be
improved as a result of empower-
ment and its by-products (Rist,
1989). Logically, this assumption
seems valid, however, little evi-
dence exists to substantiate the
contention that teacher empower-
ment will independently improve
teacher performance. [t is submit-
ted, therefore, that school restruc-
turing and reform efforts are
doomed to failure if school leaders
rely solely on teacher empower-
ment as the vehicle for school im-
provement. In addition to sound
leadership practices that have
been shown to influence school ef-
fectiveness, the adoption of
shared decision making, school

councils, and site-based manage-
ment have made the variable of
empowerment even more signifi-
cant. It is contended that even
though empowerment seems to be
a logical and critical variable in
school improvement, the related
variable of teacher efficacy has
been significant in discussions of
teacher performance and student
achievement {Ashton, 1985; Ash-
ton and Webb, 1986; de Charms,
1968; 1976). 1t is the thesis of this
article that a major challenge for
leaders in our schools is the focus
on creating a climate and environ-
ment which facilitates efficacy,
not merely empowerment.

Traditionally, research on the
motivational construct of teacher
efficacy has been based on the
teacher’s perceptions and beliefs
about self regarding the capability
to influence student learning. This
focus on teachers’ perceptions is
not surprising because early stud-
ies conducted by the Rand Corpo-
ration involving this construct
demonstrated significant relation-
ships between teacher efficacy
and student achievement {Ash-
ton, 1985). However, the implica-
tions of this construct led to con-
clusions that are too simplistic be-
cause teacher efficacy and student
achievemnent are complex con-
structs. Personal beliefs about
one’s effectiveness regarding in-
fluence on others is a multifaceted
phenomenon.

Borrowing ideas proposed by
Bandura (1977), Ashton (1985) ina
review of the research on teacher
efficacy pointed outthatefficacy is
a multifaceted trait influenced by
one’s behavior, beliefs, self-per-
ceptions, and  environment.
Hence, it is proposed that the de-
velopment of a teacher’s sense of
efficacy goes beyond classroom
interaction experiences which
provide feedback on teaching per-
formance and student learning,.
Efficacy is influenced by addi-
fional envirommental variables
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such as collegial and administra-
tor relationships and interactions,
as well as familial and societal in-
fluences. Ashton used Bronfen-
brenner’s {1976} ecolugical model
to illustrate numerous factors than
can influence a teacher’s sense of
efficacy. These factors range from
the teacher’s immediate setting
(i.e., the classroom) to the eco-
nomic, educational, legal, and po-
litical institutions which might
have an impact on a teacher’s
thoughts, feelings, and behavior.
It is important for the school
leader to assist teachers in identi-
tying how schools can influence
these factors which, in turn, influ-
ence cognitive views of self and
personal capabilities.

Leadership,
Knowledge, and
Achievement

Much of the literature on
school reform has been directed
toward issues of governance and
policy. With due respect to the im-
portance of these elements in the
design and conduct of schools,
student achievermment vis-a-vis

teacher efficacy must consider the
knowledge base(s) of leadership,
curriculum and instructon, and
teaching and learning. From an
operational as well as philosophi-
cal standpoint, one might view the
major players in schools as having
discrete properties and functions
as shown in Figure 1. This model
sugrgests that interaction is linear,
with little merging even though
there is some degree of reciprocity
and distribution of information.
The Venn diagram in Figure
2 reflects the educational enter-
prise as a community of learners,
with information and knowledge
blended. As Senge (1990) pro-
posed, superior performance de-
pends on superior learning. One
cannot presume that student
achievement and outcomes based
performance is independent of the
learning, effectiveness, and effi-
cacy of those in positions of lead-
ership and teaching in schools.
From a corporate perspective, the
bottom line is, indeed, student
achievement. Likewise, those
whao serve as stewards must have
strong convictions about the na-
ture of learning organizations.

Figure 1

Principal

and Staff
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Office

Community

In presenting a “blueprint”
for empowering teachers, Maeroff
(1988) suggested three key areas
in which teachers’ sense of profes-
sional empowerment could be en-
hanced. These areas were teach-
ers’ (a) status, (b} knowledge, and
{c) access to decision making,
Strategies that are designed to in-
volve teachers in shared decision
making and in the determination
of school policies and curriculum
can provide the teacher with a
sense of professionalism and per-
sonal dignity. The teacher’s envi-
ronment is often plagued by isola-
tion, time pressures, and excessive
paperwork—all of which may
lead the teacher to perceive little
personal control. Additional pro-
grammatic intrusions will not
change these factors. If teachers
are to overcome these percep-
tions, then opportunities for colle-
gial interaction must be provided
and encouraged. In addition, the
old adage that “knowledge is
power” remains true for the pro-
fessional setting. Teachers need
opportunities to increase their
knowledge base in critical areas of
their profession so that they can
meet the expectations of expertise
that they have for themselves and
demonstrate this expertise.

Historical deficiencies in sal-
ary and benefit schedules have
forced teachers out of the class-
room. The result has been anaccu-
mulation of somewhat meaning-
less credit hours as opposed to
time spent engaged in meaningful
and relevant pursuits of career
and life goals.

Concluding
Comments

To say the least, the leader of
tomorrow’s schools must possess
a belief in his/her own ability to
facilitate a school environment
which reflects shared decision
making and the confidence that
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Figure 2
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A Model reflecting school constituents as a learning community.

References

Ashton, P. (1985). Motivation and
the teacher’'s sense of In C.
Ames & R. Ames (Eds.), Re-

Bronfenbrenner, U. (1976). The ex-
perimental ecology of educa-
ton. Educational Researcher,

sealchm_mnuxatmn_mm 5,5-15.
fivation  (pp. 141- -71),  de Charms, R. (1968). Personal
Orlando, FL: Academic Press. causation: The internal affec-

Ashton, P. & Webb, R. (1986). New York: Academic Press.

Making a difference: Teach- :
ers’ sense of efficacy and stu- 9 Chalr msl, R. 1 9C7l 6). .Enhanc.mgl i
dent achievement. New York classroom. New York: [rving-

Longman.
ton.

Bandura, A. (1977). Self-efficacy: . .
Toward a unifying theory of  English, F. (1975). Schoal argani-
behavioral change. Worthington, OH: Charles

logical Review, 84, 191-215.

collaborative efforts will result in
enhanced learning outcomes and
the improvement of life in schools.
Inherently, if the school leader is
to facilitate an environment of
school efficacy, he or she must ex-
ude a personal sense of efficacy as
well as confidence in the faculty
and staff. Successful schools of to-
morrow will reflect a team effort
and the exemplary leader will be
the individual who can facilitate
the development of a team—a
teamn that executes responsibilities
and duties through a convicion
that its members can make a dif-
ference in the achievement, per-
formance, and lives of students.
This requires will, as well as skill,
in leadership.
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Refocusing and Redirecting School Leadership for

the 21st Century

Refocusing and redirecting the
role of the 21st century school ad-
ministrator has assumed a sense
of urgency. America 2000, the am-
bitious education agenda un-
veiled by the President of the
United States, is spawning the de-
velopment of new and different
school designs. Requested are
new educational designs that
break the mold of traditional edu-
cation and create new and differ-
ent high performance schools (De-
signs for a New Generation of
America’s Schools, 1991). New,
innovative, high performance
schools will require innovative,
high performance leaders.

What future role changes are
necessary toassure the presence of
innovative, high performance
school administrators? Presented
in the following paragraphs is a
vision of educational leadership
for the 21st century. The vision is
a synthesis of the author’s per-
sonal experience as a building ad-
ministrator and school superin-
tendent and a personal search for
a futuristic role suitable for educa-
tional leaders. The vision of to-
morrow’s school leadership is
broad, for successful refocusing of
the school administrator’s role
must not be timid. Tinkering with
traditional patterns of manage-
ment is not sufficient. Michaels
(1988) claims that leaders need to
sort values, develop new belief
systems and ultimately create
schools that foster improved
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learning. Clearly, improved learn-
ing in the 21st century will require
school administrators with new
and different skills, knowledge
and values.

The future skills, knowledge
and values needed by 21st century
administrators are presented in
two different packages. Presented
first are generic changes so vital
and inclusive that they must be
adopted by all future school ad-
ministrators. Following the pres-
entation of general change, tradi-
tional individual administrative
roles are examined and projected
into the 21st century. Positions ex-
amined are the assistant principal,
the principal and superintendent
of schools.

Skills for All Future
School Administrators

Koestenbaum (1991) identi-
fies five issues business leaders
must face in the 21st century:
technology, globalization, repeti-
tion of change, cooperation and
freedom. One could argue that all
five issues are applicable to educa-
tional leaders. I choose to empha-
size technology and cooperation,
however, as two issues absolutely
essential for the future success of
all educational leaders. A third is-
sue, change, permeates all the
thoughts presented in this vision
of new school leadership. Globali-

zation and freedom are issues to
be addressed another day.

Cooperation means over-
coming alienation, learning to
work together and accomplishing
results through mobilizing people
{Koestenbaum, 1991}. Staff coop-
eration seems to be progressing
positively in this decade and is,
therefore, not addressed as a fu-
ture concern. Cooperation with
parents, however, is a concern
with serious future repercussions.
New school deigns can be created,
but world class schools desired by
saciety will not become realities
until school personnel and par-
ents coaperate to clarify the values
and respansibilities of both par-
ties.

What values must be clari-
fied? Parents and children must
assume responsibility for learn-
ing. Schools must assume respon-
sibility for teaching. Both parties
must get serious about teaching
and learning. The Iack of coopera-
tion that exists today must be di-
minished and a super strong part-
nership between home and schoal
created. School leaders of the fu-
ture must attack this problem, for
other parties lack understanding.
In fact, society blames educators
for many student failures beyond
the school’s control. Students
often come to school with little in-
centive to learn, and without an
established work ethic. In the fu-
ture, cooperation between home
and school is essential if schools
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are to create a successful learning
environment.

Making optimum use of rap-
idly changing technology is a sec-
ond vital change that must be
adopted by all future administra-
tors. One of the most remarkable
occurrences of the last half of the
20th century has been the devel-
opment of technology. Its future
potential for learning is almost un-
imited (Millard, 1991). Obstacles
exist, however, that must be over-
come before technology can effec-
tively improve student learning;
obstacles that school administra-
tors must be prepared to address.
First, school administrators in sig-
nificant numbers have not person-
ally learned to use new technal-
ogy and have not grasped the
changing role of technology in the
classroom. School leaders too
often delegate administrative use
of technology to a secretary and
use of classroom technology to
staff. Technology might be under-
stood by everyone in the school
organization. Administrators
must serve as models for class-
room teachers who resist the
change promised by new technol-
ogy and who fear the invasion of
the sanctity of their classroom. All
competent 21st century leaders
must be technology specialists.

Role Reversal: the
21st Century
Assistant Principal

No doubt it seems hackward
to introduce a model that refo-
cuses school leadership with the
position of assistant principal. Af-
ter all, why start at the bottom of
the administrative ladder? The as-
sistant principal has historically
been afforded little attention as a
serious contributor to instruc-
tional leadership in America’s
schools. Tasks traditionally dis-
tasteful to the principal, disci-
pline, attendance and extracur-

ricular supervision, are assigned
to the assistant. In a given day, the
assistant principal helps some
teachers with classroom behavior
problems and disciplines the
worst student offenders.

Administrators
must serve as
models for
classroom
teachers who
resist the change
promised by new
technology and
who fear the
invasion of the
sanctity of their
classroom.

The assistant principal en-
counters criminal violations that
only armed law officers would en-
counter outside school. The assis-
tant principal also spends valu-
able time locating missing stu-
dents who probably should not be
attending school. Other duties are
equally outrageous and time con-
suming. In North Carolina, for ex-
ample, the assistant principal su-
pervises bus drivers and actually
drives the bus when substitutes
are not available. In the best of
circumstances, the principal in-
volves the assistant in some in-
structional matters, but meaning-
ful involvement is limited by the
assignment of many mundane re-
sponsibilities.

Can the 21st century assistant
principal become a dynamic re-
source in improving education for
youth? The answer is yes, but only
if the job description changes. The
future job description for assistant

principals should allow the assis-
tant principal to make significant
contributions to the general edu-
cational program of the school
and the school district (NASSP’s
Courcil on the Assistant Princi-
palship, 1991). To accomplish this,
the following two role enhancers
are suggested.

First, since the assistant prin-
cipal is the administrator closest to
students, he or she should expect
to assume the role of student ad-
vocate. In many school districts,
this will be a role reversal from the
currently assigned role of student
adversary. A new role suggests a
new title for the 2Ist century assis-
tant: Associate Principal for Stu-
dent Growth and Development.
Asthe title suggests, the new asso-
ciate must become an expert re-
garding the subject of student
learning and achievement. Impor-
tant components of the associate
principal’s future role are:

® the initiation of strategies that
promote student motivation,

® the application of learning the-
ory and practice that help stu-
dents succeed,

® the acquisition of expertise on
students-at-risk, and the initia-
ton of programs that help at-
risk students succeed,

® the application of developmen-
tal counseling to student prob-
lems.

The associate must be responsible

for refocusing the school coun-

selor’s role in this area.

A second role change also
provides role enhancement for to-
morrow’s  associate  principal.
Since the position will continue to
be the entry level for all other lead-
ership positions in the organiza-
Hon, associate principals must be
socialized into the larger school
leadership arena. Today’s associ-
ate principals are tomorrow’s site-
based and school district leaders.
Socialization must include prac-
tice of leadership skills needed by
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principals, central office special-
ists and superintendents.
NASSP’s Council on the Assistant
Principalship (1991} concludes
that the assistant principalship
will be enhanced by inclusion in
school decision-making, involve-
ment in teacher supervision and
achive participaion in instruc-
tional leadership.

How can a new role be con-
sidered when the life of today’s
assistant principal is so hectic?
Admittedly, the new associate
principal will still need to share
responsibility for student disci-
pline, attendance and student ac-
tivities. Student problems will not
disappear in the next century, but
hopefully, new social orders that
stress parenting will better pre-
pare students for school. Assis-
tants also can be helped by other
persons. Teachers must assume
additional responsibility for disci-
pline problems. Students who vio-
late the law should become the
responsibility of the police. Para-
professionals can be trained to in-
tercede in less serious discipline
problems and parents must be
held more accountable for student
behavior.

To insure success, adminis-
trator preparation programs must
adjust to the role change, and staff
development for school adminis-
trators must be available in large
doses. Change will not be easy,
but the traditional mold must be
broken.

The School Principal
in the 21st Century

A more gentle role change is
projected for the school principal
in the 21st century. Today, the role
of the principal is viewed vari-
ously as building manager, ad-
minjstrator, politician, change
agent and instructional leader. Re-
cent research suggests that the
principal is an essential contribu-

tor to school improvement. Simul-
taneously, the emergence of ca-
reer ladder plans, teacher centers
and lead teachers suggesta dimin-
ished leadership role for the prin-
cipal. Pilot programs have been
tried that actually eliminate the
principal from the governance
structure.

Considering the conflict,
what is the projected role for the
principal? The 21st century princi-
pal will not disappear but wili re-
main a strong site based instruc-
tional leader. Role enhancement,
however, depends on the princi-
pal’s acceptance of the instruc-
tional role rather than a manage-
ment role. Some principals do act
as instructional leaders, but others
often fail to exhibit day-to-day in-
structional leadership. Confi-
dence is lacking. Renewed confi-
dence in school leadership will re-
quire the retention, recruitment,
training, selection, and evaluation
of a corps of school principals for
the 21st century who clearly un-
derstand the meaning of school-
ing in a democratic society, pos~
sess leadership ability, and per-
form professional roles in such a
manner that teachers are commit-
ted to create excellent schools
(Smith & Andrews, 1989).

Earlier, the role of the assis-
tant principal was suggested as
student advocate. The principal
must be an equally strong advo-
cate and role model for teachers.
The principal’s role as a teacher
advocate includes the following
components:

® Principals must model effective
teaching and learning. He/she
must be prepared to bring out
the best in teachers. The princi-
al must understand new in-
itiatives in teaching and sup-
port staff development activiti-
es.

® Principals must become clinical
supervisors who diagnose
teacher behavior and seek im-
provement. Clinical supervi-

sion has been available for
some time, but teachers claim
little use by principals. Peer su-
pervision is also a worthy clini-
cal idea that should be more
effective. Better supervision of
teachers should result in im-
proved teaching butalso the re-
moval of ineffective teachers, a
necessity for improvement.

® Principals must master the art
of shared decision-making and
consensus. Brightman (1984),
studied the amount of time
principals spent in decisional
roles and reported that decision
making consumed 50% of their
time. Little change in that fig-
ure is expected in the next cen-
tury, but rapid information re-
trieval will enable principals
and teachers to make better,
faster decisions.

. Princigals in the 21st century
must be researchers. The prin-
cipal must be a consumer of ef-
fective school research and in-
itiate site based research.

® Future principals must be
highly visible site-based lead-
ers. Legislated learning, popu-
lar in the 90's, is not producin:
expected results; and the loc
unit should become the instruc-
tional decision-maker. Future
principals will lead a profes-
sional model of school govern-
ance less affected by politics.
Principals will continue to
face time consuming manage-
ment tasks, but instructional lead-
ership must become a priority.
Again, leadership preparation
programs must help with this
change and in-service efforts must
be supportive.

The Superintendent:
New Leadership for
21st Century Schools

The superintendent is per-
haps the most important player in
the design for 21st century school
administration. The power of the
position supports a role change
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that embellishes the total educa-
ticnal governance system. From
top to bottom, school governance
must be refocused and redirected,
and the superintendent must be-
come the change agent.

The potential leadership
power of the superintendent will
be released onty if major restruc-
turing occurs. I suggest that the
school superintendent advocate
and actively work for the follow-
ing changes in school governance:

® legislated learning must be
tempered. While the state must
maintain legal responsibilit
for providing quality school-
ing, legislated learning has be-
come oppressive to educators
and is not producing promised
improved learning. Superin-
tendents must advocate a site-
based decision makinE model
and 5“]3130” local teachers and
principals as primary instruc-
tional decision makers.

Superintendents have an ob-
ligation to train and support site
based educators.

¢ At the local level the traditional
board of education should be
resfructured as education en-
ters the 21st centm;j/. Whether
appointed or elected, the board
should be advisory and should
be composed of teachers, ad-
ministrators, parents, commu-
nity leaders and undversity
educators. Once useful in a less
complex society, the current
elected lay board of education
is becoming a liability. Teo
often, politics dominate the lo-
cal board, and individual board
members are not student ori-
ented. Today’s superintendent
spends far too much time car-
ing for board members who
often have little impact on the
instructional success of schools.
Superintendents should be-
come professional leaders
rather than nurturers of a lay
board aof education not wef]
prepared to make educational
decisions.
Whether or not the superin-
tendent is successful in restructur-

ing school governance, he/she
will need to enhance the superin-
tendent’s leadership role.

Instructional
leadership will
characterize the

future role of
principals and
superintendents.

® The 21st century superinten-
dent will need tO{ve a visionary
far beyond the expectations of
the 90s. Change will take place
rapidly and the superintendent
must perceive trends and react
quickly. Visioning, reacting,
and facilitating changeina pro-
ductive way will be a major
challenge for tomorrow’s su-
perintendent.

® The 21st century superinten-
dent must be an expert at stra-
tegic planning, a process not
used widely in today’s schools.
Strategic planning will be a ve-
hicle used to involve all mem-
bers of the school community in
the decision-making process.
Strategic planning will pro-
mote research based teaching
and learning.

® The superintendent in the next
century must provide the lead-
ership necessary to establish
site-based leadership. The roles
previously outlined for build-
ing administrators become re-
ality only if the superintendent
believes in moving decisions
closer to the classroom. Profes-
sional autonomy must be
granted to teachers comparable
to autonomy granted other pro-
fessionals.

® Future superintendents must
continue to be team organizers,
community resource persons,

instructional leaders, and or-
ganizational managers. Or-
ganization of the central office
staff must support the goals
and objectives of 21st century
schools. Key persons will be as-
signed the job of improving in-
struction, developing coopera-
tive relations with parents, and
providing maximum use of
new technology. The greatest
mission of the central office
staff will be support of site
based management.

Conclusion: The Art
of Instructional
Leadership

Education will change in the
21st century and school admini-
stration will successfully change
to meet new educational designs.
New knowledge will be rapidly
applied to the learning process,
new technology will assist learn-
ing, and new processes will be im-
plemented to improve schooling,
Cooperation will bring parents
and educators closer together. n-
structional leadership will charac-
terize the future role of principais
and superintendents.

But educational leadership is
more than a science. Educational
leadership is analogous to direct-
ing a symphony. Input must be
harmoniously blended to create
beautifu] music. School leaders for
the next century must learn the art
of conducting. Hodgkinson (1991}
agrees that administration is
closer to an art than a science.
Hodgkinson suggests, “It is legiti-
mate for the practical leader to
pursue truth and accept maxims
wherever they can be found. Max-
ims are grounded in experience—
what works. For administrators,
mega maxims are:

Know the task.
Know the situation.

Know the followership.

Know oneself.”
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Antisocial Behavior: A Social Learning Perspective
in an Educational Context

Public educators are inundated
with students that bring a wide
range of significant antisocial be-
haviors to the school setting.
These behaviors have serious im-
plications for the students them-
selves, for others in the school set-
ting, and for the communities in
which they live and will impact as
adults. Furthermore, if antisocial
behaviors persist into adulthood
they may lead to a variety of asso-
ciated problems, such as marital
discord, maladaptive parenting,
legal problems, substance abuse,
and interpersonal communication
(Robins & Ratcliff, 1979).

The present article examines
the population of students re-
ferred to as “antisocial” youth.
Antisocial youth are characterized
by significant and enduring diffi-
culties interacting with their envi-
ronment due to their aggressive
interactions and disregard for so-
cial rules and the rights of others.
For the younger child, these diffi-
culties may be manifested by defi-
ance at home, chronic arguing
with parents, and excessive fight-
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ing with siblings and peers. As
these students reach middle child-
hood, difficulties move to the
school setting. Typically, these
students are defiant and disrup-
tive in the classroom, are aggres-
sive with peers, and frequently en-
counter school administrators for
disciplinary actions. Moreover,
these students tend to have more
learning difficulties, which may
be directly related to their behav-
ioral difficulties. Finally, if the
progression continues, the aggres-
sive behaviar moves to delinquent
behavior in the community.

The costs to society in terms
of dollars and human resources
are staggering. The number of
children engaging in antisocial be-
havior is increasing in the U.5. ata
steady rate. According to the Juve-
nile Crime Statistics Federal Bu-
reau of Investigation (1988) there
are more crimes committed by
adolescents and more violent
crimes against people and prop-
erty by youth under 18 than ever
before. Kazdin (1985), in his re-
view of the impact of this popula-

tion, noted that over one billion
dollars are spent each year to
maintain the juvenile justice sys-
tem, with an estimated 500 million
dollars spent annually on school
vandalism alone.

The Development of
Antisocial Behavior

Is it possible to understand
this population adequately to em-
power educators and related serv-
ice providers to attack the prob-
lem? Though there are many con-
tributing factors, there appears to
be a reliable developmental
course in cases of significant and
enduring antisocial behaviors.
This developmental progression
has been studied most exhaus-
tively by Patterson and his col-
leagues at the Oregon Social
Learning Center, and has been
summarized by Patterson, De-
baryshe, & Ramsey (1989). They
sugpest that,

. .. Child behaviors at
one stage lead to predict-
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able reactions from the
child’s social environment
in the following steps . . .
Each step in this action-re-
action sequence puts the
child more at risk for long-
term social maladjust-
ment and criminal behav-
ior.

Not only does antisocial be-
havior have a predictable antiso-
cial course, but once adopted, re-
mains highly stable over time. A
review of studies indicates that in-
stead of growing out of antisocial
behavior patterns, these children
grow up to be coercive, antisocial
adults. Further, they often raise
antisocial children (Patterson,
1982). Hence, antisocial behavior
in childhood presents a remark-
ably stable picture for the future,
notonly within, butacross genera-
tions.

Antisocial behavior may be
predicted by:

a. coercive family processes,

b. school failure and peer rejec-
tion, and

¢. deviant peer group member-
ship.

The following description of

the development of antisocial be-

havior is a brief summary as de-
scribed by Patterson, et al., (1989).

The Coercive Family
Process

The sequence of develop-
ment begins at a very young age
with behavioral training in the
family unit. Parenting practices in
such families are characterized by
poor monitoring of child behavior
and all emphasis on coercive (e.g.,
yelling, threatening, hitting) disci-
plinary practices. Analysis of mo-
ment to moment exchanges indi-
cate aconsistent pattern of interac-
tion in which these children are
actually taught to behave aggres-

sively (Patterson, 1982). Patterson
(1982) refers to this pattern of in-
teraction as the “coercive family
process.”

The number of
children engaging
in antisocial
behavior is
increasing in the
U.S. at a steady
rate.

In the coercive family proc-
ess, model parenting typically in-
volves noncontingent delivery of
positive and aversive feedback to
the child. Noncontingent feed-
back is coupled with parent-child
interactions that model and rein-
force aggressive behavior. Re-
duced to its simplest form, the
typical maladaptive parent-child
interaction is an exchange in
which the parent models aggres-
sion, the child responds in kind,
both escalate quickly, and the ex-
change ends when one party over-
powers the other. Thus, in the co-
ercive family system, the child’s
behavior environment is gener-
ally chaotic and often the only pre-
dictable feature is that highly
charged aversive behavior results
in control.

This training ground for so-
cial interactions is powerful and
creates behavior that is strongly
resistant to change. Typically, the
child applies an aggressive inter-
action style outside of the home as
well. Research has indicated a
strong correlation between coer-
cive parenting practices and anti-
social behavior in school (Ramsey,
Walker, Shinn, O’'Neill, & Steiber,
1989).

School Failure and
Social Rejection

Research indicates that chil-
dren who display antisocial be-
havior have lower academic skills
than non-antisocial peers
{(Walker Reavis, Rhode, & Jensen,
1985). These children typically do
not spend as much time on task,
nor do they demonstrate compli-
ance with social expectations that
enhance classroom success and in-
crease engaged time in learning
(Walker, Reavis, Rhode, and
Jensen, 1985). One might specu-
late that difficulties in learning
may lead to further disengage-
ment from the learning process
and in turn contribute to increases
in negative behavior. While direc-
tionality was not established, both
children (Williams, Crabb, Batts,
Hollis, and Feibelman, 1990} and
adolescents (Williams, Feibelman,
& Moulder, 1989} admitted for
hospital treatment of serious emo-
tonal and behavioral treatment
were comumonly observed to have
long histories of social and aca-
demic problems at school.

The child’s tendency to esca-
late quickly often leads to short
term gains in social control, but
long term losses in terms of rejec-
tion by peers. Often, rejected chil-
dren lack social skills to enter a
group, or respond appropriately
to social overtures or provocation.
However, more recent research
{Gray, 1989) suggests that many of
these students may possess proso-
cial skills, but that these skills are
negated by their coercive behav-
iors. Research described by Gray
(1989) examined the social interac-
tions of antisocial elementary
aged boys and their non-antisocial
peers. Specifically, the antisocial
boys showed similar rates of posi-
tive interactions, but engaged in
higher rates of negative behavior,
such as swearing, pushing, and
hitting, than their normal peers.
These data indicate that high rates

32

Thresholds in Education

February, 1992




of negative behavior, rather than a
lack of prosocial skills, may ac-
count for the social rejection by
normal peers experienced by
these youth.

Deviant Peer Group
Membership and
Delinquency

Rejection by normal peers
often is followed by the unfortu-
nate consequence of alliance with
a deviant peer group. As . .. Pat-
terson, et al., (1989) note, it ap-
pears that involvement with the
delinquent peer groups facilitates
the continued growth of antisocial
behavior. It is in later childhood
and adolescence that the deviant
peer group supports the commis-
sion of delinquent, community
based acts of aggression (i.e., tru-
ancy, destruction of property,
theft, substance abuse, etc.).

In summary, the develop-
mental course of antisocial behav-
ior is not only consistent and pre-
dictable, butalso it is highly stable
over time. According to Kazdin
(1987):

The stability departs
from many other disor-
clers that are often specific
and remit over the course
of development. Thus,
when children evince con-
sistent antisocial behavior
such as aggressive acts to-
wards others, it is unlikely
that they will simply grow
out of it.

Thus, effective intervention
across settings and caregivers are
critical to an effort aimed at im-
pacting the current trend of anti-
social behavior.

Addressing the
Problem

As research has clarified the
natural developmental course of

antisocial behavior, interventions
to address these problems have
arisen. A commonality of these
strategies is to rearrange the

Schools that are
well structured
and organized,
which focus on

academic
achievement, and
provide greater
time on lessons,
tend to have
better outcomes
for antisocial
youngsters.

contingencies in the child’s envi-
ronment so that they cease to rein-
force coercive behaviors that pre-
viously were functional. These
techniques could be classified into
four general categories:

a. Overall school climate;

b. Direct behavioral interventions
in the classroom;

¢. Social skills training; and

d. Parent training in behavior
management.

Predictably, the likelihood of
success tends to be greater the ear-
lier the interventions are begun.
This is particularly true for antiso-
cial youth who form strong alli-
ances in early adolescence, pro-
viding a support network for dis-
ruptive behavior.

School Climate

Kazdin (1985), in his review
of the work done with antisocial
children, reports that a particular
school profile may be associated
with greater success for these stu-
dents. Schools that are well struc-
tured and organized, which focus
on academic achievement, and
provide greater time on lessons,
tend to have better outcomes for
antisocial youngsters. Additional
characteristics that contribute to
greater success include higher lev-
els of praise and appreciation for
positive student conduct, an em-
phasis on individual responsibil-
ity for behavior, consistent and
clearly stated expectations for be-
havior, and greater opportunities
for working out problems with the
assistance of adults. These charac-
teristics appear to be associated
with greater overall prosocial be-
havior unaccounted for by struc-
tural differences in schools or
types of children served. The find-
ings suggest that “the school may
have a general ethos of attitudes
and behavior that helps promote
prosocial behavior in the chil-
dren” (Kazdin, 1985).

While a positive, well organ-
ized school climate may be associ-
ated with greater success, more in-
tensive interventions also are re-
quired. Moreover, the intensity of
the interventions will dictate the
restrictiveness of the environment
in which the student is placed,
given the structure of service de-
livery found in most schools. For
some students, classroom inter-
ventions may be adequate to
maintain the student in the regu-
lar class setting, for others special
programuming in the regular edu-
cation classroom with resource
room assistance for academic
needs may be necessary. Still oth-
ers may require a self-contained
classroom where contingencies
can be monitored closely and
where there are ongoing and im-
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mediate opportunities for guided
problem solving. Finally, some
students may require placements
in community based day treat-
ment or residential facilities that
can provide greater treatment op-
portunities.

Direct Behavioral
Interventions in the
Classroom

A great deal of empirically-
based research has been con-
ducted that supports the efficacy
of behavioral strategies in the
classroom for increasing appro-
priate behaviors and decreasing
inappropriate behaviors. The use
of contingent praise and attention,
contingency contracting, token
economies, self monitoring, and
for negative behaviors that cannot
be controlled, the use of punish-
ment procedures such as response
cost and time out, have all been
demonstrated to be effective with
the types of behaviors displayed
by this population (McMahon &
Wells, 1989). Also, management
programs have been extended to
the home through daily reports so
that parents are kept informed of
the child’s school behavior and
can deliver rewards and punish-
ments accordingly. The interested
reader may consider Alberto and
Troutman (1982), Wolery, Bailey,
and Sugai (1988), or O’'Leary and
O'Leary (1977) for extensive
works in this area. Although there
are a multitude of intervention
strategies available, this article
will describe a sample of the types
of interventions that have demon-
strated success.

As noted above, antisocial
youth tend to be rejected by their
normal peers as a result of their
abrasive style of interaction. A
study by Shisler, Osguthorpe, and
Eisman (1987) examined an inter-
vention intended to increase ac-
ceptance of behaviorally handi-

capped students by their non-
handicapped peers. The handi-
capped students in a self-con-
tained classroom were trained to
provide tutoring in sign language
to their non-handicapped peers.
Prior to treatment, handicapped
students were viewed more nega-
tively than non-handicapped con-
trols, supporting the notion that
behaviorally disordered students
tend to be rejected by their normal
peers. However, ratings com-
pleted by tutees after the tutoring
sessions indicated similar atti-
tudes towards all of the behavior-
ally disordered students in the
class in which they had been tu-
tored and non-handicapped
peers.

]
Modifying the
home
environment is a
critical variable
in interrupting a
child’s antisocial
progression.

Students with significant an-
tisocial behaviors often demon-
strate academic deficits. Not only
do inappropriate classroom be-
haviors interfere with academic
engaged time and success, but
academic difficulties may contrib-
ute to increased misbehavior. A
study conducted by Miller, Miller,
Wheeler, and Selinger (1989) ex-
amined whether behaviorally dis-
ordered students could be taught
a self-instructional strategy that
would improve academic per-
formance, as well as whether im-
provement in academic perform-
ance would result in concommit-
tant improvements in behavior.
Two students were taught self-in-

structional strategies that led to
improvements in math and read-
ing, respectively. The students
demonstrated behavioral im-
provement during instructional
time in the targeted area. Those
results led the authors to suggest
that academic skills may be an ap-
propriate primary target for inter-
vention for students with signifi-
cant academic deficits.

While self-management stra-
tegies have been proven useful in
facilitating generalization of treat-
ment gains made with more labor
intensive programs, an investiga-
tion by Smith, Young, West, Mor-
gan and Rhode (1988) suggests
that a self management strategy
may be useful as an initial strategy
for reducing disruptive behaviors.
Four junior high school students
were trained to self-monitor their
compliance with classroom rules
using a point card and to match
their ratings with that of the
teacher. All four students demon-
strated a functionally significant
reduction in off task and disrup-
tive behavior during treatment
phases. However, treatments
gains did not generalize when the
experimenters atternpted to apply
the self-evaluation and matching
procedure to the regular educa-
Hon classroom. In contrast to these
findings, Clark and Mckenzie
(1989) found that treatment gains
achieved in a resource room with
a self-evaluation procedure em-
bedded within other contingency
management strategies did gener-
alize to aregular classroom setting
when only the self-evaluation pro-
cedure was employed.

Skills Training

Two types of skills training
programs have been used to treat
antisocial children. The first is a
direct behavioral approach that
targets specific prosocial behavior
and teaches the child, typically
through didactic instruction,
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modeling, and role playing, to
perform these behaviors. The sec-
ond approach expands upon the
behavioral targets to include cog-
nitive skills such as perspective
taking and interpersonal problem
solving (McMahon & Wells, 1989).

Outcome studies of direct,
behavioral skills training ap-
proaches have yielded only mod-
estly promising results. While
some studies have demonstrated
short term increases in rates of
prosocial behaviors, few studies
have looked at long term gains of
generalization of skills. Those
studies that have examined
broader outcomes suggest that
these programs may not signifi-
cantly impact the child’s social be-
havior (see McMahon & Wells,
1989, for areview). These findings
make sense in light of the results
obtained by Gray (1989) that sug-
gested that high rates of negative
behavior and a tendency to esca-
late negative interactions to a
higher level, rather than a lack of
prosocial skills per se, led to inter-
personal problems for these stu-
dents.

The second class of skills ap-
proach, which includes teaching
the child to generate and apply
prosocial alternatives to antisocial
responses, may be better suited to
the needs of this population.
Kazdin (1987) has labeled these
approaches  Problem Solving
Skills Training (PSST). Kazdin, in
his review of the efficacy of PSST,
reports that these approaches may
lead to significant gains in social
and behavioral function over time
and across settings. Kazdin (1987)
cautions that many of these stud-
ies have been with students iden-
tified as impulsive rather than
with clearly identified antisocial
children. However, significant re-
ductions in aggressive behavior
have been obtained in cases where
the PSST approach has been
adapted for children with highly

aggressive behaviors (Knapczyk,
1988).

Parent Management
Training

The treatment strategies re-
viewed thus far have focused on
the products of antisocial behav-
ior, such as school related behav-
ior problems and interpersonal
problems. Parent management
training (PMT) is a freatment ap-
proach that seeks to change child
behavior by systematically teach-
ing parents to alter their discipli-
nary practices and the coercive
family processes hypothesized to
be a primary contributor to antiso-
cial behavior.

Due to the
pervasive nature
of antisocial
behavior across
settings and
interactants, a
multi-modal,
multi-setting
approach is
necessary to
effectively
address the
problem.

These programs typically are de-
signed for application with chil-
dren three to twelve years old and
focus on training parents in social
learning theory, skills for accu-
rately monitoring child behavior,
rewarding and attending to posi-
tive behavior, effectively conse-
crating negative behavior (par-

ticularly with effective use of time
out), and setting up token reward
systems. A number of packaged
PMT programs have been devel-
oped (Barkley, 1987; Forhand &
McMahon, 1981; Paterson, 1975)
and extensive research on the ef-
fectiveness of such programs has
consistently, yet not invariably,
demonstrated dramatic improve-
ments in antisocial behavior (see
Kazdin, 1985, for a review). “No
other intervention for antisocial
children has been investigated as
thoroughly as PMT and has
shown as favorable results”
(Kazdin, 1987).

Modifying the home environ-
ment is a critical variable in inter-
rupting a child’s antisocial pro-
gression. However, PMT alone is
unlikely to bring about changes in
all aspects of a child’s life, includ-
ing school. A review of research
by McMahon and Wells (1989) in-
dicates that in some cases a "Be-
havioral contrast effect may occur,
in which deviant school behavior
increases as home disruption de-
creases.” However, addressing
the problems both at home and at
school may lead to improvement
in both settings (Patterson, 1974).

Interagenc
Collaboration

Clearly, the problems posed
by antisocial youth are dramatic
for the families, the schools, and
the communities in which they
live. It is equally clear that these
behaviors follow a predictable
pattern that is highly stable over
time and resistant to change. As
this pattern emerges, the coercive
behaviors are applied in multiple
settings, and if left untreated, be-
come reinforced. Reinforcement
in multiple settings strengthens
the behaviors and their resistance
to change. Addressing the antiso-
cial behavior in one setting will
not likely reduce the child’s acting
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out in other settings, as the child
will “be likely to engage new in-
teractants in coercive inter-
changes and they will be likely to
set up powerful contingencies to
maintain the antisocial behavior”
(Reid & Pattersen, 1991).
The mode! of development of
antisocial behavior presented
herein suggests that maladaptive
parent child interactions, peer re-
lations, and academic functlomng
are important targets for interven-
tion. Research has shown that in-
tervention strategies exist that can
effectively impact the child’s func-
tioning in each of these areas. Fur-
ther, an emerging body of empiri-
cal evidence described by Reid
and Patterson {1991) underscores
the need for treatment of parent-
ing practices that begins in early
childhood and indicates that such
interventions may significantly
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