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To the People of lllinois

Fiscal responsibility, efficiency, and effectiveness. Those must be the
watchwords for lllinois in the future. We must be sure we direct our limited
resources to areas where they will have the most impact.

Part of that effort means we have to stop playing catch-up. We all know
it takes more money and effort to fix a problem that has been neglected over
time than to prevent the problem from occurring in the first place.

As last year's edition of Trends and Issues showed, spending on the
criminal justice system in lllinois has increased faster than the rate of inflation
over the past several years, yet has still failed to keep pace with increases in
the system’s workload. As far as crime is concerned, we are still playing
catch-up.

In Trends and Issues 91, the lllinois Criminal Justice Information
Authority suggests a way that we can begin to address the problem of crime,
up front.

More than 70 percent of the lllinois prison inmates surveyed by the
Authority for this report did not graduate from high school. Almost one-
quarter of those who had dropped out left school before the 10th grade.
Clearly, there is a strong correlation between educational failure and crime.

The average annual cost of keeping a student in school in lllinois is
approximately $4,200, while the average annual cost of incarcerating an
adult in a state prison is $16,200. Ensuring that Illinois students are well
educated is obviously the more cost-effective measure.

However, if the schools themselves are not safe, ensuring an education
for our students is impossible. In this report, the Authority documents alarm-
ingly high rates of crime in and around lllinois public high schools—not just
those in large urban areas, but in suburban and rural schools as well.
Teachers cannot work and students cannot learn in an atmosphere of fear. If
lllinois schools are to become second to none in the nation, they must be
made safe.

Trends and Issues 91 has attempted to illustrate to leaders in educa-
tion, criminal justice, child welfare, and government the importance of
crossing the boundaries of their separate agencies and disciplines. They
must work together to make lllinois schools safer and to make education a
key element in preventing crime. )

| congratulate the lllinois Criminal Justice Information Authority, Chair-
man Peter B. Bensinger, Executive Director J. David Coldren, and the staff
for their insight in presenting these issues in Trends and issues 91.

Sincerely,

'm

Jim Edgar
Governor



Message from the Executive Director

Over the past decade-and-a-half, the lllinois criminal
justice system has investigated record numbers of
crimes, seized increasingly large amounts of illegal
drugs, and prosecuted and imprisoned more offenders
each year than the year before. Yet, even with more
personnel, new prisons, and better techniques and
technology, the number of reported crimes has contin-
ued to increase.

How do we stem the tide? It's become a truism: the
roots of crime are in poverty, joblessness, and lack of
education. It's not the job of those of us who work in
criminal justice to solve those problems directly, but it is
our job to understand those problems, to work with those
trying to solve them, and to use our understanding of -
them in fighting crime at its roots.

To that end, the lllinois Criminal Justice Information
Authority embarked on two related surveys, which form
the basis of Trends and Issues 91: Education and
Criminal Justice in llfinois. In the first, we asked Illinois
public high school students and teachers about crime in
their schools. In the second, we asked offenders in
llincis prisons about their educations.

We found some sobering news. One in 12 of the
students we surveyed had been physically attacked in or
around their schools in the past school year, and almost
a third of the students said they had brought a weapon
to school at least once in order to protect themselves.
Seventy-two percent of the inmates we interviewed said
they were high school dropouts. Many of those inmates
said they believed they had been forced out of their
schools by administrators who didn’'t want “troublemak-
ers" around.

In addition to laying out the problem, Trends and
Issues explores some of the ways lliinois is responding
to crime in the schools, the causes and effects of stu-
dent dropout, and the educational needs of offenders
and other adults who were unable to get a complete
education when they were young. It also describes,
however, many areas in which much more needs to be
done.

Criminai justice and social service agencies,
schools, and other institutions must address the factors,
such as learning disabilities and behavior disorders, that
place some children at high risk of dropping out and
criminal behavior, before they either make their schools
too violent to learn in or drop out and wind up in court,
juvenile detention, or prison. We must make sure that
adult dropouts and ex-offenders get enough education
to function in today's woarkplace. to prevent them from
becoming a iinanctal burden cn an already strained

state economy. And we must make sure that lllinois
employers, including criminal justice agencies, are
guaranteed the skilled workers they will need to function
effectively and competitively in the global marketplace of
the 21st century.

With caseloads of all human service agencies,
including criminal justice agencies, expanding at the
same time budgets are being cut back, the temptation is
for agencies to narrowly interpret their institutional
mandates in order to limit their workloads. But we must
look beyond the boundaries of institutions to identify
common goals and devise strategies that can achieve
them, by creating partnerships among institutions and
among the people of different disciplines who operate
them.

Juvenile officers and juvenile court officials can
help educators learn how to prevent crime in their
schools and how to help ensure that youngsters at risk of

Jgetting in trouble with the law are identified and helped
early on. Correctional officials can work with educators
to develop programs for aduit and juvenile offenders that
will enable them to get jobs, and well-paid jobs, upon
release. Educators can help criminal justice officials
learn to recognize learning problems among the defen-
dants and offenders they work with. And the list goes on.

An important step toward that kind of cooperation
was taken when the Authority convened a special
committee of lllinois educators to advise us on this
report. The Educational Advisory Panel's advice and
criticism were vital in making sure this report accurately
reflects the state of education in lllinois.

The public education and criminal justice systems
share a common interest in seeing that young people
are equipped with the skills they need to become
productive citizens. Without the skills to earn enough at
legitimate jobs to maintain a decent standard of living for
themselves and their families. young peoptle are faced
with either living in poverty and dependency or entering
an underground economy that offers illegitimate means
to meet basic needs and increase their income. The cost
to society of the second alternative is crime, and the cost
to the individual is frequently loss of freedom, addiction.
or death by violence.

(P

J. David Coldren
Executive Direcior
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“A lot of bebavior problems
are related lo missing values.
I'm talking about things like
honesty, politeness, respect,
and responsibility. As institu
tions, schools are not pres-
ently equipped fo teach them,
and working parents don't
seem to have the time any-
more. Teaching values is an
important function that has

W

hen lliinois residents are asked to identify the
most serious issues facing the state, education
and crime are consistently at the top of the list.!
Public education and criminal justice are not just
important but separate issues; they are often
intimately related in a variety of ways. Two as-
pects of this complicated relationship are pivotal:
crime and violence in schools keep students from
learning, and, too often, students who fail in the
educational system and drop out become in-
volved as aduits in criminal activity, get arrested,
and end up in prison. E

WHAT IS THE EFFECT OF CRIME AND
VIOLENCE IN THE SCHOOLS?

When crime and violence reach into the class-
room, the safety of the learning environment is
diminished, and the ability of teachers to teach
and of students to learn is diminished as well.
Although, nationally, crime in the
schools appears to be not much
worse than it was 10 years ago,
schools are by no means safe
sanctuaries of learning. One in
four public high school teachers
in lllinois and one in five students
had property stolen from them
during the 1989-1990 school
year. One in 12 students state-
wide were physically attacked,
and almost twice as many es-
caped an attempted attack in
school or while traveling to or
from school.?

become n()body:g ]'ob ” The victims of crime and
drlene Kanno violence in the schools are not
Teacher just those students and teachers

Elementary School District 97, Oak Park
L]
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who are attacked orrobbed. Fear
of violence changes the behav-
ior of other students and teachers, in ways that
reduce the effectiveness of the school as a learn-
ing environment. Many teachers are reluctant to
remain alone after school hours, making them
less available to students and parents, and some
students stay home from school because they are
afraid of being hurt.?

Fears for their own safety prompted one-
third of the public high school students in lilinois
to carry aweapon to school during the 1989-1990
school year, and onein 20 students reported they
hadtaken a gunto school during the school year.

Ouring the first five months of the 1990-1991
school year, police assigned to school patrols in
the 64 Chicago public high schools seized 282
guns and 85 other weapons.®

Although, in many cases, schools work
closely with the criminal justice system to fight
criminal behavior on their campuses, too often
students, teachers, and administrators treat po-
lice and other officials as adversaries rather than
partners. Many crime incidents go unreported in
schools, because teachers and students say they
lack confidence in the ability of school officials
and the police to respond effectively. Many of
those who do report being victimized say they are
dissatisfied with the results.® Police officers
working in schools in all parts of the state report
that some administrators and teachers have failed
to report seizures of weapons and drugs, have
obstructed police investigations, and suppressed
the reporting of serious crimes in their schools.”

Crime in the schools is one extreme of a
behavioral spectrum. Misbehavior in the schools,
although not necessarily criminal, can cause
equally serious disruption to learning. Forexample,
a veteran science teacher in a suburban school
district reported that she is reluctant to plan any
lab demonstrations that involve heat, strong
chemicals, or materials that can splirier or break,
because she cannot rely on all of her students to
behave responsibly, even under close supervi-
sion.® Many teachers say the measures they must
take every day to control a few disruptive students
diminish their ability to teach.

According to a 1987 survey by the U.S.
Department of Education, many teachers feel that
disruptive classroom behavior has increased.
Forty-four percent of the elementary and sec-
ondary teachers in a national poll said there was
more disruptive behavior in classrooms thanthere
was five years earlier, and 29 percent said they
had seriously considered leaving teaching be-
cause of student misbehavior.®

WHAT CAUSES MISBEHAVIOR?

Social changes in the structure of families, dra-
matic shifts in the demographics of poverty. and
increasing incidence of drug-exposed. abused,
and neglected children may be producing new
generations of children who are poorly equipped
to perform successfully in a traditional classroom
setting. Such children may be less socialized.



may have shorter attention spans, and may be
more likely to have physical, emotional, and learn-
ing disabilities that affect their behavior and learn-
ing styles. Finally, children who are disruptive and
who have problems mastering learning skills or
responding to conventional teaching methods
are at very high risk of dropping out of school, or
of being pushed out of the educational system by
the schools’ inability to cope with those students'
needs or their behavior. As new generations of
troubled children reach school age, the impact of
those younger students on the schools may be
one reason why teachers of elementary students
were most likely to report increases in misbehav-
ior in the 1987 survey. It is likely that the most
unruly students drop out before ever reaching
high school. "

A 1990 study by the National Center for
Health Statistics reported that developmental
delays, learning difficulties, and emotional and
behavioral problems were becoming more
prevalent among American children. Based on
an epidemiological survey of more than 17,000
childrenunder age 17. the study found that one in
every five American children has had a develop-
merital delay. learning disability, or emotional
problem. According to the authors, “. . . these
kinds of conditions appear to be quite prevalent
and may be becoming more so0."'! Increases in
psychological disorders are attributed to growing
numbers of children exposed to parental divorce,
born out of wedlock. or raised in conflict-ridden.
low-income, low-education, and single-parent
households.” Other studies have shown that
learning and behavior problems may be on the
rise as a result of the increased survival rate of
very low birth-weight babies, the possible effects
of environmental contamination, and the increased
numbers of drug-exposed infants, especially
babies exposed to crack cocaine.™ These and
other factors can seriously affect children’s ability
to do well in school:

* Drug-exposed infants. Statewide, the number
of babies born with cocaine in their urine in-
creased tenfold between 1986 and 1989.
Although that number fell 15 percent in 1990,
1,712 babies were verified as having cocaine
in their systems that year. Some officials of the
Ilinois Department of Children and Family Ser-
vices (DCFS) say 1t is too early to tell if the
decline consiitutes atrend. They point to fiscal

1991 reports that show verified cases during
the first eight months of fiscal 1891 running far
ahead of 1990 totals. By the end of February,
1,311 cocaine babies had been reported—a
rate that could result in more than 2,000 by the
end of fiscal 1991." Such drug-exposed in-
fants suffer high rates of birth defects, includ-
ing neurological damage that can lead to se-
vere attention deficit disorders and other learn-
ing and physical disabilities. Those disabilities
can require years of therapy and special edu-
cation services, at a cost to the public that will
strain school and social service budgets.'® The
drug-abusing parents of these children are
oftenunable to provide the level of special care
such damaged children require, and many of
these children end up in the foster care sys-
tem."”

Changes in family structure. Since 1965, the
divorce rate in the United States has doubled,
and approximately half of all first marriages
now end in divorce. One-third of the children
born in the last decade will live in a stepfamily
before they are 18, and one-quarter of all
children are currently being raised in single-
parent families. Twenty-two percent of Ameri-
can children are born to an unwed mother, and
athird of those mothers are teenagers.'® Many
studies have shown that children raised in
single-parent families and stepfamilies are two
to three times more likely to have emotional or
behavioral problems than those with two bio-
logical parents in the home.*

Teenage mothers. A 17-year study of more
than 300 teen mothers in the United States
found that their children are more likely to be
high school dropouts, be prematurely sexually
active, and have trouble with the law than are
childrenin the general population. These nega-
tive outcomes persisted even for the children
of teenage mothers who had succeeded in
improving their socioeconomic and employ-
ment status through education or marriage.?®
Teenage motherhood is not exclusively an
urban problem. In 1989, more than one-third of
the live births in Pulaski County were to moth-
ers under the age of 20, compared to almost
one-fifth of the births in the City of Chicago.?'

The changirg demographics of poverty. The
number of cnildren living in poverty in the
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Orr High School’s infant and Family Development Center:

an innovative program that helps teenage mothers

The Infant and Family Development Center at Orr Community Academy, a public
high school on Chicago's West Side, is an award-winning program that helps young
mothers to stay in school while providing a comprehensive child development
program for their children.’ Young mothers learn child development and parenting
skills, and their children attend a child development center for infants or a Head Start
program for older children, both on the campus of the high school.

The program also provides a free maternal and child health-care program,
staffed by a physician, a nurse, and a counselor from Mount Sinai Hospital. The child
development specialists who work with the infants, toddlers, and their mothers are
staff from Jane Addams Hull House. The Lecotech Institute of Evanston, a firm that
designs toys that help children overcome developmental delays, provides develop-
mental play therapy, utilizing the firm's specialized toys.

The program, fully implemented in May 1991 with the opening of the infant
center, presently serves 24 mothers and 64 children, including 24 infants and young
children and 40 older children in the Head Start program. Public-sector program
partners include the Chicago Board of Education, the Illinois Department of Public
Aid, and the lllinois Department of Children and Family Services. The long list of
private-sector partners includes the Harris Foundation, Continental Bank, the Ounce
of Prevention Fund, and Helene Curtis Corparation. Only Orr high schoo! students
are eligible for the program. but according to principal Kenneth Van Spankeren, the
program is not large enough to meet even the need within this school of approxi-
mately 1,600 students. “There are currently 65 girls in this schoot who need this
service, but we can only accommodate 24, Mr. Van Spankeren said. “The program
tries to assist others in finding private day care in the community."?

1. The program received the 1991 School Innovation Award from the lllinois Caucus on
Teenage Pregnancy.

2. Site visit. September, 1990 and Kenneth Van Spankeren, interview: April 2, 1991.
L]

United States is steadily increasing. In 1969,
11 percent of American children lived in fami-
lies with cash incomes below the poverty line.
By 1990, that figure had almost doubled—20
percent of American children under 18 and 23
percent of children under age 5 resided with
families living in poverty.? Children now make
up 40 percent of the poor people in America.®
An even higher percentage of lllinois children
live in poverty than the national average—28
percent of the children enrolled in public
schools come from low-income families. In
Chicago. the percentage is dramatically
higher—66 percent of public school students
live in poverty.®

. Neglected and abused children. Neglected
and abused children frequently suffer devel-
opmental delays, as well as emotional and
physical damage that impairs their ability to
concentrate and to relate to teachers and
classmates. Abusive families rarely provide

4 listrectiehien

the encouragement and support children need
to succeed in school. In {llinois, the number of
cases of child neglect and abuse investigated
and substantiated by DCFS rose from 33,857
in 1986 to a high of 40,932 in 1989—an in-
crease of more than 20 percent in just four
years. In 1990, the number of substantiated
cases declined slightly to 38,530.%

Wards of the state. The physical and develop-

‘mental problems of abused and neglected

children are often complicated by emotional
problems that directly result from their experi-
ences as wards of the state. According to a
panel of experts convened by a federal judge
in a class action suit brought against the De-
partment of Children and Family Services,
"While in DCFS custody these children mani-
fest an increase in chronic medical, develop-
mental, educational, and emotional prob-
lems. . . . Itis the consensus of the panel that
the risk to these children’s health, develop-
ment and well-being is not significantly dimin-
ished, and is many times aggravated while in
DCFS custody."? An investigation of the edu-
cational opportunities of the 24,686 children in
the care of DCFS faulted the agency for failing
to give sufficient priority to the education of
these children. DCFS records showed that 18
percent of the children were not in school.
Investigators also found children were fre-
guently moved “without apparent regard for
where they have been attending school.” Ac-
cording to DCFS records, schools in commu-
nities to which children have been moved often
do not accept children, due to missing health
and academic records or challenges to their
residency. Despite their higher risk of having
conditions requiring special education ser-
vices, only 7 percent of DCFS wards were
enrolled in special education, yet children
placed in shelters and certain other programs
automatically receive special education,
whether or not they require it.#

Violent entertainment. A study of children in
five different countries found that children—
especially those younger than 9 years of age—
who watched violent television programs ex-
hibited more aggressive behavior than chil-
dren not exposed to such programs.?® By age
18. an average American teenager has wit-



nessed 200,000 acts of violence on television,
including 40,000 murders.® Violence is not
limited to films shown on TV and at the movies.
In the last few years, increasingly graphic
themes of violence are portrayed in best-sell-
ing books, in popular music, and on the stage .

Individually, each of these factors—the
physical and mental consequences of drug ex-
posure, the psychological traumas of divorce,
under-educated teenage mothers, families living
in poverty, physical abuse and neglect, and the
impact of violence in the mass media—can put
children at risk for immediate difficulty in school
and for later difficulty in life. Many children are
exposed to not just one but several of these
factors, and the addition of each new risk factor
multiplies the chances that a child will have the
kind of difficulty in school that can lead to dropout
and trouble with the law.

A 1990 study of almost 25,080 eighth graders
nationwide found that 47 percent of the children
had experienced one or more of the following six
risk factors for poor school performance:

» Single-parent family (22 percent)
» Family income less than $15,000 (21 percent)

* Home alone more than three hours a day (14
percent)

* Parents without a high school diploma (11
percent)

* A brother or sister who dropped out of high
school (10 percent)

* Limited English proficiency (2 percent)

The study found that eighth graders who have
experienced two or more of these risk factors are
twice as likely as children withcut any risk factors
to have the lowest grades and score among the
lowest one-quarter of students on math and
reading tests. Twenty-six percent of the students

reported one risk factor, and 21 percent reported
two or more.?'

HOW DO THESE RISK FACTORS

AFFECT CHILDREN IN SCHOOL?

Children with behavior problems resulting from
these factors not only have trouble succeedingin
school. but their behavior problems may lead to
disruptions, and even crime and violence, that
prevent others from learning. Children exposed
10 drugs. poverty. abuse. broken families, and

violence require educational planning and ser-
vices that will address their individual needs and
help them overcome their difficulties (see Chap-
ter 5, Special Education).

When their problems are not correctly
identified and they don't get special assistance,
such children often become frustrated and dis-
ruptive. They are likely to be ejected from the
classroom for disciplinary purposes. Children
who fail in school, whether because of behavioral
problems, learning disabilities, or other reasons,

are likely to drop out. Chronic
truancy and dropout, inturn, have
been shown to be associated
with criminal activity.

Rates of delinqguency are
far higher ambng adolescents
who drop out (especially male
dropouts) than among teenag-
ers who stay in school, and the
association between dropping
out and later criminal behavior
has been shown to persist into
early adulthood.®2 Male adoles-
cents with learning disabilities run
a high risk of both dropping out
and engaging in delinquent be-
havior (see Chapter 5, Special
Education). A major longitudinal
study of the links between learn-
ing disabilities and juvenile delin-
quency found that, regardless of

L
“American society bas
moved into a period in
which it contains many of
what could be called ‘new
age’ families, while schools
continue to function as if
they were serving children
Jrom traditional families.
Schoois have to create more
involvement by parents,
and they need to involve
children in school activities

oulside the classroom.”

Professor James S. Coleman
University of Chicago

Quoled in the Chicago Tribune
(April 4, 1990)

race or socioeconomic status,
youngsters with learning disabilities are more
than twice as likely to be delinquent as adoles-
cents without learning disabilities.®?

Among lllinois prison inmates, 72 percent of
the men and women in the Authority's 1990 Sur-
vey of Educational Experiences and Attitudes of
Inmates in the lllinois Department of Corrections
had not graduated from high school (see Chapter
7, School Experiences of Inmates). Inmates were
more likely to have dropped out than the general
population. While only 16 percent of white male
high school students in Illinois drop out, 71.5
percent of the white male inmates surveyed had
failed to complete high school. Forty-two percent
of black male students and 43 percent of His-
panic male students drop out statewide, butmore
than 72 percent of black male inmates and almost
77 percent of Hispanic male inmates had left




school without completing their high school edu-
cation.*

Statewide averages do not convey the seri-
ousness of the dropout problem among young
urban males (see Chapter 6, Truancy and Drop-
out). Although the graduation rate statewide was
78 percent in 1990, 39 public high schools in
llinois had graduation rates lower than 50 per-

cent—38 of them Cook County schools with high

minority enrollments.® A Chicago Board of Edu-
cation study found that almost half of young
Hispanic and black males and more than two-
thirds of the Native Americans who entered Chi-

]
Educate now or incarcerate

later?
The average annual cost of keeping a

student in school in lllinois is approxi-

mately $4.200, but the average annual
cost of incarcerating an adult in a state
prison is $16,200." The costs of incar-
ceration are only a smalil fraction of the
toll that has been extracted from soci-
ety by the criminal acts, arrest, pros-
ecution, and conviction of an offender.
Every child who is retained in school
represents an enormous potential sav-
ings to the state, by increasing the
chances of producing a productive citi-
zen and diminishing the risk of an cut-
come that includes arrest and incar-

ceration.

1. Data from the lllinois State Board of
Education and the illincis Department of
Corrections.

R

cago public high schools as
freshmen had failed to graduate
four years later in 1988. Not all
minority groups have high drop-
out rates, however. The dropout
rate for Asian students in Chi-
cago, for example, is only 15.3
percent—Iless than half the rate
for white students, almost one-
third the rate for black and His-
panic students, and less than
one-fourth the rate for Native
American students. The dropout
rate for Asians is low despite the
fact that many Asians, like many
Hispanics, arerecentimmigrants
with language and cultural dif-
ferences that must be overcome
in order to succeed in school.*

High dropout rates among
black male students may con-
tribute to the disproportionately
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high numbers of black men who become criminal
offenders. While black men aged 15 and older
make up 4.9 percent of lllinois’ population,* they
constitute 57.4 percent of persons arrested for
serious (index) crimes,* approximately 34 per-
cent of offenders sentenced to probation, and 61
percent of those sentenced to prison. Hispanic
men aged 15 and older make up 2.9 percent of
the population, but only 1 percent of those ar-
rested for index crimes, 7 percent of probation-
ers, and 9 percent of prison inmates.*

Simply counting the number of dropouts
does notadequately measure educational failure.
Graduation is no guarantee of educational skills.
The Authority’s survey of prison inmates: found
thatinmates who had graduated from high school

were almost as likely as inmates who had dropped
out to report they had serious reading problems.
Inmates’ performance on standardized tests of
basic skills showed that, on the average, the
inmates’ skills were almost three years behind the
grade level they had completed in school. Many
inmates reported that they had been repeatedly
promoted to higher grades in school, eventhough
it was obvious to them and to their teachers that
they were not mastering the curriculum.

This problem seems to be especially acute
among minority and low-income public school
students, who are likely to receive lower-quality
educations. Minority students are far more likely
than white studerits to be living in poverty and to
attend a public school with lower-than-average
test scores, lower teacher salaries and per-pupil
expenditures, and higher-than-average class
sizes and dropout rates (see Chapter 2, Educa-
tion in lllinois).*"

In the 1971-1972 school year, minority
students constituted 22 percent of the state’'s total
enroliment 2 By the 1988-1989 school year. that
percentage had increased to 33.4 percent. and,
by the year 2000, minority enrollment is projected
to reach 42 percent of the school popuiation.*3

Because many minority students are likely
to experience risk factors for poor school perfor-
mance, these projections mean that an increas-
ing proportion of lllinois’ public school enroliment
may require special services to succeed educa-
tionally and must be considered at high risk for
dropping out of school.

But the inequities in educational quality in
schools with high minority enrollment and the
high dropout rates of minority children suggest
that the system of public education has not suc-
ceeded in meeting the educational needs of a
growing segment of the state's public school
population.

MINORITIES IN THE WORK FORCE:
NOW AND IN THE YEAR 2000

Although minorities are becoming a greater per-
centage of the population. and therefore consti-
tute an increasing proportion of the new workers
poised to enter the labor force. employment
prospects for minorities, given present trends in
education, are not bright. A 1987 study hy the
Hudson Institute of demographic trends and their
expected outcomes, Workforce 2000, found that



the U.S. work force is becoming older, more
female, and more disadvantaged. In 1987, 47
percent of the labor force consisted of native-
born white males, but in the closing years of the
20th century, only 15 percent of new workers
entering the labor force will be in that category.
The majority of new workers will be some combi-
nation of female, ethnic minority, and recentimmi-
grant.* According to the study, the future is not
rosy for many of these new workers, especially
minorities, or for their employers:

* The skills of new workers entering the labor
force do not match the demands of the kinds of
jobs the changing economy is creating, and
the skill gap is particularly severe among mi-
nority workers.

* Blacks and Hispanics are overrepresented in
declining job sectors, such as manufacturing,
which are projected to lose the highest num-
bers of workers. Most job growth in higher-
paying occupations will occur in fields requir-
ing high-technology skills and postsecondary
education. '

The nationwide trends found by the
Workforce 2000study hold true even more strongly
in llinois (Figure 1.1). Between 1980 and 1985,
fllinois lost 227,000 manufacturing jobs and was
one of only two major industrial states that suf-

jobs in the six occupational groupings most likely
toemploy marginally skilled workers will decline .47
Job growth will be greatest in white-collar and
service occupations, many of which require some
college or specialized training, and, in many
cases, graduate degrees. Competition for limited
numbers of low-skilled jobs will increase.®® It is
estimated that, of every 100 new jobs in llinois, 57
will require a high school diploma, and 35 others
will require at least some college

training. That leaves only eight Figure 1.

jobs available for individuals lack-
ing a high school diploma.*

2000
If lllinois does not educate Size of Percent

all of its children for the jobs of labor forcein ~ change
the future, the consequences, Agegroup 2000 {thousands) from 1960
social and economic, could be ;(‘:Z 223 ;g
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criminal justice and other

Demographic changes in the
llinois work force from 1980 to

Source: Ninois Department of Empioyment Sacurily

fered anetloss of jobs during that
period (Figure 1.2).4
The economic shift from

manufacturing to service indus- Peargen_
tries will create some new jobs,

but many of them will be low-
paying service jobs that cannot
replace the high salaries lost by
factory workers.® If black men 2

Figure 1.2
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and Hispanics fail to obtain the
necessary education to move out
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The prospects for very low-
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agencies that will have to cope with these
rising problems will themselves be facing a
shortage of skilled labor.

= The generation of young people entering the
work force is smaller than the “baby boom”
generation that preceded it, and increasing
proportions of these new workers lack the skills
needed for the jobs being created. The con-
vergence of these two trends could result in
serious shortages of skilled labor that not only

“The lesson is plain. If people
have nothing to lose by
committing violent crime,
some are likely to prey upon
their neighbors, and, occa-
sionally, upon the rest of us.
Acting on this lesson is far
more difficult. If we are to
deal with crime in the long
term, we must ensure that
the people in our inner cities

could hamper lllinois’ economic
competitiveness butalsoincrease

the social burden on productive .

workers. If these young people
remain unemployed, a smaller
number of workers will be footing
the bill for government services—
for themselves, for the growing
number of needy unemployed,
and for the growing number of
retired workers.

= A University of lllinois study
has found that there is a direct
link between educational attain-

have a stake in this society,
that they have too much to
lose to make crime a worth-

while proposition.”
Professor james F. Fyfe

American University

Washingfon Post (March 17, 1991)
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ment of the work force and the
ability of states to attract indus-
tries that will provide new jobs.
According to the study, a 10-per-
centincreaseinthemedianyears
of school completed by adults
increases the rate of a state's
employment growth by 17 per-
cent to 19 percent.%® As lllinois
competes with other states and countries for
new industry, especially in the high-technol-
ogy arena, the education level of the work force
will become an important factor in the state’s
future economic development or failure.

THE ROLE OF CONTINUING
EDUCATION

Although the educational system is charged with
producing well-educated, employable adults, in
tact more than 2 million adults in lllinois are
estimated to be functionally illiterate.3' No matter
what efforts are made to educate the children of
the future, without equally vigorous efforts in adult
education, the undereducated adults of the
present will continue to be a drain on lllinois’
soc:al services and criminal justice agencies for

their lifetimes (see Chapter 9, Adult Education).
Correctional education programs injails and pris-
ons provide literacy, basic education, GED, and
higher education programs to inmates. Public
school districts, community colleges, and many
community-based organizations provide aca-
demic and vocational programs to adult learners
in the community. Many corporations have di-
rectly confronted the skill gap among their work-
ers by providing on-the-job training and workplace
education programs.

Many of these programs suffer, however,
from problems that hamper their effectiveness:

» Prison crowding, mandatory education require-
ments, and “good time” incentives for com-
pleting educational programs have combined
to create long waiting lists for many educa-
tional programs in lllinois prisons.

» Budget cutbacks threaten correctional educa-
tion and job-training and -placement programs
atatime when the correctional systemis expe-
riencing its fastest population growthin history.

* Cutbacks of state and federal support for vo-
cational and educational training in work re-
lease and community-based programs for of-
fenders threaten the existence of programs
that have served thousands of released of-
fenders every year.

» The number of-students taking and passing
GED tests in lllinois is declining, and the per-
centage of students tested is well below the
averages of other states.

» Adultbasic education and literacy programsin
some community colleges have been criti-
cized for their high dropout rates, failure to
tailor programs to the needs of their students,
lack of measurements demonstrating their ef-
fectiveness, and low hiring standards for
teachers.

» Community-based programs that have had
success in working with adults with very low
skill levels are prevented from competing di-
rectly for federal funds for adult education.
instead. they must obtain scarce state and
private funds that are a less certain resource.

s Guidelines that require vocational training pro-
grams to show quick success in job training
and placement discourage programs from
working with adults with very poor skills.



All of these problems threaten the last chance
many adults and young people have to equip
themselves with skills that can lead to indepen-
dence and a productive role in society.

—
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uch of lllinois' uniqueness as a state lies in its
great diversity. As demographer Haroid
Hodgkinson observed, “Although the ‘Heartland'
is very difficult to define, lllinois is the only state
that combines the aspects of the Great Lakes—
manufacturing, ethnic diversity, unions, large ur-
ban centers—with those of the Great Plains—
rural agricultural, small town, low diversity."!

This wide-ranging diversity may be the
source of one of the most distinguishing charac-
teristics of public education in lllinois—decen-
tralization. In many other large states, including
California and Florida, school systems are cen-
tralized at the county level. In such states, poli-
cies, curriculum planning, and many other impor-
tant administrative decisions are made by county
administrators, providing a measure of uniformity
lacking in a highly decentralized system like that
in lliinois.

Local autonomy in lllinois extends beyond
even the level of the 955 school districts to afford
individual principals decision making authority
within their own school buildings. In Chicago,
school reform has put decision making power into
the hands of parents, teachers, and citizens
elected to more than 500 local school councils.?

Decentralized, local control allows schools
to tailor their programs and policies to the indi-
vidual needs of their local communities. Local
control also gives parents an opportunity to be-
come involved in decisions that affect their
children’s education. Increased local control of
schools has been the goal of school reform efforts
in Chicago and in many other districts across the
nation. But there are disadvantages to such de-
centralization.

In a decentralized system, it is difficult to
make sure widely dispersed decision makers
have the information and expertise they need. A
1990 poll of local school council members in
Chicago found the central administration did not
respond to their questions quickly and accu-
rately, and did not give them enough assistance
on such issues as school implementation plans
and budget preparation.®

Because eachdistrictand, sometimes, each
principal are free to set priorities different from
those in other schools and districts, the net effect
of decentralization is often inequity in certain
services and in the amount of attention thatis paid
to specific issues from district to district or school

Public Educaton in tlinoss

to school. Other difficulties, including several that
affect school safety and the relationship with the
criminal justice system, arise from decentralization:

» Juvenile police officers assigned to work with
more than one school report that the level of
cooperation and the quality of the relationship
between each school and the police depart-
ment can vary widely, even in the same com-
munity. There is little conformity even in such
basic elements of school-police rapport as
school authorities’ understanding of juvenile
law and police powers.*

= |tis difficult to use the court system in lllinois to
achieve statewide educational reforms. For
example, in disputes over the rights of special
education students, successful suits in behalf
of students and parents rarely have impact
beyond the district in which the case arose.
duetodifferences in the way special education
services are implemented in each district.?

s Methods for dealing with truancy and the prior-
ity assigned to it vary widely across the state.
Some districts intervene effectively with tru-
ants and their families, but in many parts of the
state, districts may not even maintain accurate
records of the numbers of chronic truants and
provide only minimal intervention (see Chapter
6, Truancy and Dropout). A major disparity in
handling truancy arises from the Juvenile Court
Act: in the 101 counties outside Cook, truants
may be brought before the juvenile court when
school interventions have been exhausted, but
the Cook County Juvenile Court is specifically
exempted from this provision of the act.

s Each district is free to establish its own disci-
pline code. There are no uniform statewide
standards for disciplinary procedures, includ-
ing corporal punishment, suspension, and
expulsion.®

= Differences in curriculum and in readmission
policies among various schools make it diffi-
cult for detention centers and correctional fa-
cilities to coordinate their programs with local
schools, making it harder for students to return
to those schools.”

» The responsibility for funding and managing
schools in special categories, such as those in
detention centers, is murky. Resulting disputes
between counties and school districts can
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IMlinois schools

In 1990-91, lllinois’ 4,181 public elementary and secondary schools included:

= 2,672 elementary schools
= 576 junior high schoals
s 573 high schools

® 260 special education and other special schools, which include schools in state

correctional facilities and state schools for special populations, such as deaf and

blind students.

m

harm programs and disrupt staffing in the
facilities.®
School financing, like decision making, is
more decentralized in lllinois than in many other
states. Because the state's contribution toward
funding for the schools—40 percent—is lower
than in many other states, schools depend more
on local property taxes to support the quality of
education provided. Wealthy districts have more
resources to contribute to their schools and can
provide better education to their students than
poor districts.

HOW BIG IS ILLINOIS’ EDUCATIONAL
SYSTEM?

During the 1990-1991 school year, lllinois ranked
third in the nation in number of school districts,
after Texas and California, with 955 ° Although the
1985 School District Reorganization Act was in-
tended to encourage small districts, especially in
sparsely populated, rural areas, to consolidate in
order to boost cost savings and efficiency and to
enhance educational opportunities for rural chil-
dren, only 21 school districts were eliminated
through consolidation between 1985 and 1990.
Twenty-five more were eliminated for other rea-
sons.

During the 1990-1991 schaool year, there
were more than 1.8 million public school students
in lllinois, of whom 1.3 million were kindergarten
and elementary students and 516,500 were sec-
ondary students. ® Total public school enrollment
in llinois increased 1.5 percent between the
1988-1989 school year and the 1990-1991 school
year. This growth reversed a decline that had
lasted since the peak enroliment year of 1971-
1972, when nearly 2.4 million students were en-
rolled."

In 1986-1987 (the last year for which figures
are available) more than 169,000 students—ap-
proximately 15 percent of the school-age chil-

dren in lllinois—were enrolled
in private schools. ™

lllinois also has 191 col-
leges, universities, and other
post-secondary institutions. The
public system includes 12 pub-
lic universities and 50 commu-
nity colleges. There are also
106 private colleges and uni-
versities and 23 proprietary in-
stitutions (private professional and trade schools)
in lllinois."™ Chicago alone has 25 public and 34
private colleges and universities. Twenty-five per-
centof householders in the Chicago metropolitan
area hold college degrees, making the region
one of the best-educated labor markets in the
United States.™

THE STRUCTURE OF PUBLIC
EDUCATION IN ILLINOIS

Public education in lllinois resembles a layered
pyramid, with the State Board of Education at the
administrative pinnacle, 57 educational regions
forming an intermediate layer, and the local school
districts as the broad base of the structure. Each
layer has distinct mandates as well as shared
responsibilities to provide for public education
within the state.

State Board of Education

Thelllinois State Board of Education, inits present
form, was created by the 1970 Illinois Constitution
to serve as the state's main educational policy
making and administrative body, with responsi-
bility for all public primary and secondary educa-
tion in lllinois. The State Board of Education con-
sists of 17 members, appointed by the Governor,
with the advice and consent of the Illinois Senate.
This board is authorized to hire and supervise a
state superintendent of schools, who serves as
the chief administrative officer.'s Callectively, the
board, the superintendent, and the administra-
tive staff are responsible for monitoring the com-
pliance of schools with statewide policies, rules,
and regulations; administering state and federal
funds for education; regulating the teacher certi-
fication process: and providing technical assis-
tance to school districts.

Educational regions
The state is divided into 57 educational regions,

Public Education in llhinos
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“Some of the most affluent
bids who walk on the face of
the earth are not learning on

each presided over by an elected regional super-
intendent of schools. The size of these regions
varies, to ensure that each regional superinten-
dent serves an approximately equivalent popula-
tion. Thirty of the educational regions are indi-
vidual counties, and the remaining 27 regions are
made up of two or more counties.'®

Many of the duties of the regional superin-
tendents are specified in the State School Code.
By statute, they serve as the chief truant officers
for their region, a duty which they sometimes
delegate to one or more full-time truant officers."
Regional superintendents conduct all GED test-
ing within their region, and they inspect building
plans and schools for safety. Regional superin-
tendents also distribute state funds and perform
a wide range of financial and
electoral duties.

Local school districts
Local school districts sometimes

1 world standard.” have boundaries identical to
\lbert Shanker those of atownship or village, but
Oresident of the American school districts in lllinois are very
“ederation of Teachers often made up in ways that don't

Juoted in the Chicago Tribune

August 20, 1990)

conform to the geographic
boundaries of local communities.

They may cover only a portion of a larger city, or
they may combine to serve two or more villages or
portions of unincorporated areas. School districts
may be organized as elementary districts, high
school districts, or unit (K-12) districts. The 1985
School District Reorganization Act identified unit
districts as the preferred organizational structure.
Restructuring along those lines has met with
some resistance because elementary teachers’
salaries would have to be brought up to the higher
levels of teachers in high school districts, and
school boards and superintendents concerned
solely with elementary education would cease
operating.®

Most districts have an elected school board
which selects a superintendent of schools. Su-
perintendents set policies and curricula within
their districts, and. in most districts, they hire and
fire both teachers and principais.'®

The structure of the educational system
provides the framework for the delivery of educa-
tional services. Along with many other factors,
such as teacher training, administrative leader-
ship. parenta! :nveolvement. adequate funding.
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and curriculum design, the structure of a system
can influence the quality of education children
receive. A variety of indicators suggest that the
educational systems in lllinois and in the nation as
a whole fall short of excellence.

THE QUALITY OF AMERICAN
PUBLIC EDUCATION
American students fare poorly when compared to
their counterparts in Western Europe and indus-
trialized Asian nations on indicators ranging from
the amount of time spent in school and doing
homework to performance on standardized tests.”

During 1990, U.S. Department of Education
researchers studied more than 200 reports of
student performance over the last 20 years and
concluded that, while some progress was being
made in the attainment of basic skills, today fewer
American students than in 1970 could demon-
strate advanced applications of those skills.>' A
1990 report by the Educational Testing Service
found that the percentage of American students
with the best scores on state assessment tests
peaks in the fourth grade and steadily declines
through the end of high school, suggesting that
bright students are not encouraged to maintain
superior performance. The study also found that
only half of the top-performing students who en-
tered college in 1980 had graduated by 1987 .2

Business leaders have also consistently ex-
pressed concern that job applicants do not pos-
sess the skills needed to perform increasingly
sophisticated jobs in industry and business. Ac-
cording to Arthur Gottschalk, former president of
the Illinois Manufacturers' Association, many ap-
plicants for jobs in lllinois industries are unable to
read the application form or perform simple math-
ematical calculations. The problem is affecting
employers in the criminal justice system as well.
When anew prison opened in Mt. Sterling in 1989,
309 people with a high school diploma or equiva-
lency certificate applied for positions with the
lllinois Department of Corrections. Twenty-one
percent of these applicants failed a reading test
geared to only a 10th-grade reading level 23

In a nationwide assessment of math skills
among eighth graders, the U.S. Department of
Education reported in June 1991 that only one in
seven eighth-grade students had math skills ap-
propriate to their grade level. lllinois students
pertormed slightly worse than average (260 peints



out of a possible 350, with a nationwide average
of 261), ranking the state 23rd among U.S. states
and territories.?*

EVALUATING EDUCATIONAL
PERFORMANCE .

There is little consensus on the best way to
measure the effectiveness of schools, although
almost everyone agrees that schools should be
held accountable for their performance. In the
past, student performance on standardized tests
has been the principal means of measuring a
school system'’s effectiveness. Two of the most
common standardized tests are the Scholastic
Aptitude Test (SAT) and the American College
Test (ACT).2

Many critics say these test scores are not an
accurate measure of a school’s effectiveness,
because they fail to take into account any perfor-
mance measures for the almost 40 percent of
students who do not plan to go to college and do
not take the tests.® The students who do take the
test are likely to be the most successful students,
further distorting test scores as a performance
criterion for the whole school.

Nevertheless, students' performance on
standardized tests continues to be used as one
way to assess how well college-bound students
perform, compared to their peers in other states.
With 63 percent of the lllinois public and private
high school seniors taking the test in 1990, the
state’s average score on the ACT testwas 20.9 (a
perfect score is 36), slightly higher than the na-
tional average of 20.6 (Figure 2.1).

Accountability beyond testing

In addition to student scores on standardized
tests, evaluation of an educational system could
include the following:

1. How well does the system meet the broad
goals and fuffill the fundamental purpose of
public education in the state?

2. How closely does the system conform to its
specific legislative mandate?

3. How well does the system prepare students to
function in society?

Meeting the goals and purpose
Few would argue that the primary function of a
system of universal. compulsory education is to

Figure 2.1
lllinois students’ performance on ACT tests in 1990

Lowest [linois K
average (one school)

Highest llinois
average (one school)

lllinois average
math

llinois average
English

Illinois average
overall

National average

Perfect score

0 5 10 15 20 25 0 3 40
Source: Chicago Tribune (September 11, 1990)
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Diploma with a money-back guarantee
In an innovative attempt to solve the problem of employers who find high school
graduates deficient in skills and lacking in the work ethic, Harlem Consolidated
District 122 in Winnebago County, which includes the communities of Machesney
Park and Loves Park, is equipping qualified graduates with what amounts to a
money-back guarantee. To qualify for the special certificate, a graduate must
maintain at least a 4.0 grade average (on a scale of 5) over four years, must average
fewer than seven days absent per year, and must be judged by teachers to possess
such qualities as honesty, promptness, initiative, and pride in the quality of work.

Graduates who qualify receive a wallet-sized guarantee that they can present
to prospective employers. The guarantee promises that the school district will send
tutors, hired at school district expense, to the workplace to retrain any graduate who
proves to be deficient in the basic skills needed to succeed on the job.

According to Superintendent Irving Miller, about 70 percent of the district's
350-400 graduating seniors plan to immediately enter the job market. “The world of
work and the world of schooling have been artificially separated,” he said. “What our
programs do is reintegrate these experiences." According to Superintendent Miller,
the graduate guarantee is only the final step in the district's Education for Employ-
ment programs. In the iower grades, children are taken on field trips to familiarize
them with what people, including their own parents, do io make aliving. In junior high
school, students are taught about a variety of career options and the kinds of training
needed to qualify for them. At the high school level, students “shadow" an employee
in a panticipating firm during an eight-hour work day to see first-hand what it means
to perform a full day's work in various accupations. At all levels of the program there
is a concentrated effort to relate good work habits needed 10 succeed in school to
what is required of employees on the job.

So far, 22 firms in the Rockford area, mainly aerospace and small machine
parts industries, are participating in the district's programs. Firms afso consult with
the district's curnculum planners about the skills that are required in the modern work
force. The corporate response has been enthusiastic. In 1990, participating firms
raised $63.000 to install a computerized drafting system in the high school 1o give
students the opportunity 1o train on state-of-the-art equipment
L ]
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provide children with the basic knowledge and
skills that will equip them to assume productive
adultroles. In a participatory democracy such as
ours, education also plays a central role in bind-
ing together a diverse society. The system of
education in the United States has long been the

L]
“Having a child too soon,

abusing drugs and alcohol,
criminal behavior, and
ultimately violence are
Jormidable barriers in the
Dpath to adulthood. But the
comparisons [to other coun-
tries] suggest strongly, even if
they do not prove, that others
may be doing a better job
than we with the transition to
work aspects of youth’s devel-
opment and preparation for
responsible adulthood. We
know for certain that a
variety of countries have
more extensive policies than
does the Uniled States to help
their young people make the
move from school to promis-
ing careers.”

Rosemary George

William T. Grant Foundation Commis-
sion on Work, lamily, and Citizenship

{1987)
.

primary tool for promoting social
equality, lawful behavior, and
responsible citizenship.#

In 1989, approximately half
(49.2 percent) of the graduating
seniors in lllinois said they
planned to enroll in higher edu-
cation.® While not all of these
students may be admitted to col-
leges or universities and still oth-
ers may not complete an under-
graduate education, this figure
nevertheless suggests about half
of the state's students set out on
a path to adult careers that leads
to better paying jobs and a mar-
gin of financial security.?® The
economic and social prospects
of students not headed for col-
lege are far less certain, and stu-
dents who drop out—more than
35,000 each year—face even
bleaker prospects.

A national study of mean
annual earnings for men aged
20-24 found that, between 1973
and 1986, high school dropouts’
earnings fell 42.1 percentin con-
stant 1985 dollars. High school
graduates' wages dropped by
28.3 percent. The mean income
for college graduates, however,

dropped only 6 percent. The greatest loss was
suffered by black high school dropouts, who saw
their average earnings fall by 60.6 percent during

the period. ¥

A 1987 study of the school-to-work transi-

The difficulty many non-college bound
young people have in finding well-paying, career-
oriented jobs may contribute to higher U.S. rates
for teenage pregnancies, drug abuse, juvenile
crime, and juvenile deaths by homicide and auto-
mobile accidents. Stephen Hamilton of Cornell
University has compared the work histories and
life experiences of West German and American
youth and concluded that “the absence of aclear,
direct path from school to work contributed to
much problematic behavior among American
youth, "3

As the gap between predominantly middle-
class, college-bound “haves” and mostly minor-
ity “have-nots" widens, the educational system
may also be failing in its secondary goal of bridg-
ing the divisions in society and promoting equal
opportunity. According to lllinois State Board of
Education enroliment projections, the percent-
age of low-income students in the state's public
schools will increase from its present 30 percent
to 43 percent by the end of the decade. Minority
enrollment will increase from 33 percent to 42
percent in the same period. This growing popula-
tion of poor and minority students may be at risk
of educational failure, due to their higher likeli-
hood of requiring special education services and
ofattending schools with lower-than-average read-
ing and math scores and higher-than-average
truancy and dropout rates.®

Fulfilling the state's educational mandate
Article X, Section 1 of the lllinois Constitution
spells out the goals for public education in lilinois:

= A fundamental goal of the people of the State
is the educational development of all persons
to the limits of their capacities.

* The State shall provide for an efficient system
of ‘high quality public education institutions
and services. Education in public schools
through the secondary level shall be free.
There may be such other free education as the
General Assembly provides by law.

tion for American youth found that students mov-
ing directly from high school into jobs are typically
unable to obtain career-ladder positions, even at
the entry level.®" Citing a lack of work-study.
apprenticeship, and other vocational training pro-
grams, the study called for the creation of a clear
alternative path to useful employment for youth
who are not planning to go to college.

* The State has the primary responsibility for
financing the system of public education.®
The first goal. to educate all persons to the
limits of their capacities, would require that teach-
ing be tailored to the different learning styles of
students, a difficult task. Students who succeed

best in the present system tend to be those who
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can conform to the common teaching style and
method of instruction used in their classrooms.
Many students cannot conform to that system,
because of learning disabilities or behavior disor-
ders, or because their culture and language differ
from those of educators. Such children are not
always educated to the limits of their capacities
and frequently drop out, or are pushed out, of the
educational system and end up as clients of the
criminal justice system (see Chapter 5, Special
Education, and Chapter 6, Truancy and Dropout).

The second part of the mandate decrees
that public education in lllincis will be free, effi-
cient, and of high quality. But a suit filed in
November 1990, in the Circuit Court of Cook
County on behalf of 54 schools districts across
the state asserts that school financing in lllinois is
so inequitable that the public school system is
neither efficient, nor of consistently high quality.*

School financing in lllinois depends heavily
on local property taxes. The assessed valuation
of property in a district is the basis upon which a
local taxing body decides how much tax money
can be levied to pay for the local schools. Districts
that have high average home values or contain
major industrial or commercial complexes within
their boundaries—a regional shopping mall, for
example—have more money to spend on schools
than those lacking major commercial or industrial
developments and with low average property
values.

The lllinois State Board of Education has
defined lllinois school districts with an equalized
assessed valuation per pupilin the top 25 percent
as ‘rnich” districts and those in the bottom 25
percent as “poor” districts. In rich districts, on the
average, $159,000 worth of property supports
each elementary student, and $222,000 stands
behind every high school student. In poor dis-
tricts, each elementary student is supported by
only $28,000 in property value, and each high
school student by only $26,000 (Figure 2.2).%

One effect of this disparity is that taxpayers
in poor districts often pay property taxes at a
higher rate than those in rich districts, but still
generatelesstotal revenue to support the schools.
Taxpayers in the poorest suburbs in Chicago pay
as much as $16.67 for every $100 in assessed
property value, while homeowners in wealthy
suburbs pay as little as $5.55 for every $100 the
assessor says their property 1s worth

.______________________________________________________________________ ]
Tech Prep educates students for technical jobs

Tech Prep, an educational program designed to better equip lllinois students to fill
technical jobs in the 1990s and beyond, will be launched in 45 high schools across
the state in the fall of 1991. Tech Prep pairs community colleges with local high
schools to create six-year vocational programs that award both a high school
diploma and an associate’s degree. Community colleges add new vocational
courses to existing high school vocational programs, which are then integrated with
advanced vocational programs leading to associate’s degrees at the college level.
In addition to creating new vocational opportunities within the high school curricu-
lum, Tech Prep also includes an infusion of applied learning and vocational
perspectives into regular high school courses. A close relationship between
participating schools and the private sector is a key component of the program.
Localbusinesses and industries consult with the schools and colleges on curriculum
development and provide internships and summer jobs for Tech Prep students.

The lllinois State Board of Education began the program in state fiscal year
1991, using $650,000 in federal vocational education funds. Seventeen community
colleges were approved for participation in the program during 1991, and the board
plans to add 10-12 more colleges to the program during fiscal 1992.

Tech Prep will not replace college preparatory courses, but will provide amore
intensive and goal-directed academic education for vocational students.! The
program is aimed at students whose grades place them inthe 25th to 75th percentile
of their classes, but, according to State Board of Education administrators for the
program, all students in participating schools will benefit from a teaching approach
that introduces practical applications for math, science, and other subjects students
are learning in their regular classes. Jerry O'Hare, contract administrator and one of
the developers of the program, said, “Tech Prep will take the place of general
education courses that don't presently give students a clear purpose.™?

The initial phase of the program has emphasized vocational programs in
technical and industrial occupations, and will expand in some areas to include

programs in fields such as financial services and communications.?

1. Charies Baldwin, associate vice-president, Parktand College, Champaign, interview:
June 7, 1991,

2. Jerry O'Hare, lllinois State Board of Education, interview: June 6, 1991.
3. Sharon Wheeler. City Colleges of Chicago, interview: June 6, 1991.
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This type of disparity occurs in all parts of
the state, often in neighboring districts. For ex-
ample, Seneca High School District in LaSalle
County has one of the lowest tax rates in the
state—only 0.658 1—but the district is so wealthy
that this low tax rate still allows it to spend $9.403
in operating expenditures per pupil. Next door, in
the LaSalle-Peru High School district, the tax rate
is more than twice as high (1.4389), but this
higher rate generates only $3,891 per pupil.® The
average operating expenditure for all students
statewide is $4,215, but the amount spent in
individual districts ranges from a low of $2,085 to
$12,866. Eight districts in the state spent more
than $8.000 per pupil. while 100 districts spent
less than $2,804.%



Using the State Board of Education's defini-
tion of rich and poor districts, there are 450,000
students in rich districts and 290,000 students in
poor districts in lllinois. A 1990 State Board of
Education study suggests that the quality of a
student's education in lilinois is directly deter-
mined by the wealth of the district where that

student resides:*

s Elementary school children in rich districts

“The greater the percentage
of low-income children, the
lower the expected test scores
in the district. This s not a
hypothesis; it is far more like
an empirical law, albeit a

very cruel law.”

Professor G. Alan Hickrod

Center for the Study of Educational
Finance , fllinoss State University
(1989)

scored anaverage of 33.5 points

higher on reading tests and 48

points higher on math tests given
in grades 3, 6, and 8 than those
in poor districts.

» ACT composite scores for high

school students in rich districts
were higher—19.9, compared
to 18.2in poor districts. In math-
ematics, rich districts scored 2.7
points higher—19.1, compared
to 16.4.

Figure 2.2

Unrestricted revenue for
public schools per
average daily attendance
in 1991

Less than
T 3000

B

%
%
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3

[ $3,000-$3.300
I $3.300-$3.800
M More than $3,800

Note: Unrestncted revenue equals sevenues locafly raised olus general state aid
source G. Alan Hickrsd. The Long March ‘0 £ducational Inequaity 1 iinces (iing:s Siate Universiy, in oress)
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* Average class sizes are smaller inrich districts
at the elementary level.

* Rich districts employed more teachers with
advanced degrees. Atthe high school level, 69
percent of teachers in rich districts had ad-
vanced degrees, compared to 38 percent in
poor districts.

* On the average, teachers' salaries were sub-
stantially higher in rich districts. For elemen-
tary teachers in rich districts, annual salaries
were $5,800 higher than in poor districts, and
high school teachers earned $12,000 more
per year than their counterparts earned in poor
districts.

* Operating expenditures per pupil were 31 per-
cent higher at the elementary level and 69
percent higher at the high school level in rich
districts.

» The proportion of students from low income
families was only 6.7 percent in rich districts,
compared to 30.9 percent in poor districts.

The final portion of the constitutional man-
date, the state's “primary responsibility for financ-
ing the system of public education” is the only
section of lllinois’ educational mandate that has
been interpreted by the lllinois Supreme Court.*'
In Blase v. State of Illinois,*? the Court ruled that
the wording of this mandate did not mean that the
state had to provide more than 50 percent of the
funding for schools, describing primary responsi-
bility for financir{g as a goal toward which the
state should be working.*

Instead of carrying an increasing share of
the burden for funding the schools, however, the
state’s share has generally declined over the past
20 years. When the new lllinois Constitution was
ratified in 1970, the state provided 48 percent of
the schools’ operating expenses per pupil; in
school year 1988-1989, the state’s share of local
school finances had dropped to less than 38
percent. Inthe 1989-1990 school year, partly due
to the effects of a two-year income tax surcharge
that devotes approximately half of the additional
revenue to education, the state's share rose to
almost 40 percent (Figure 2.3).*

In fiscal year 1978, lllinois ranked fourth in
the nation in terms of state expenditures per pupil
for grades K-12. Ten years later, in constant
dollars, lllinois had fallen to the 28th position—a



drop of 24 ranks and the biggest drop in the
nation.* The amount spent on schools per capita
is one indication of a state’s willingness to invest
in its human resources. In state fiscal year 1978,
llinois ranked seventh in the nation in per-capita
spending on education. By fiscal 1988, lllinois
ranked 44th—by far the worst decline in rank
nationwide.*® A

The decline in lllinois' relative spending for
education has occurred at the same time that
expenditures in constant dollars have increased
and total public school enroliment has declined.
In constant 1982 dollars, per-pupil spending in
llinois increased by 6.5 percent between the
1979--1980 and 1989-1990 school years, while
enroliment declined by 12 percent—almost one-
quarter of a million students.*”

While per-pupil expenditures may give some
indication of the level of services provided to
students, they are not necessarily a measure of
educational quality. According to researchers in
educational finance at lllinois State University, itis
not the overall level of funding that is important,
but rather how the money is spent and what
educational outcomes it produces.*® Equalized
assessed valuations, district cost per pupil, and
districtwide percentages of low-income families
were compared to average scores on ACT tests.
The research group identified 21 lllinois high
school districts that produced higher-than-ex-
pected test scores at lower-than-expected ex-
penditures in both 1986 and 1988, demonstrating
that educational performance can be indepen-
dent of funding levels.*?

SCHOOL REFORM IN ILLINOIS

In spite of the relative decline in state financial
support for education, and the funding inequities
that result in unequal services to children, educa-
tional reform has been a high priority across the
state since 1985.

In 1985, the lllinois General Assembly
passed a package of educational reform bills
designed to improve the accountability of public
schools. The Legislative Reform Act of 1985 re-
quired the establishment of state goals for learn-
ing and mandated all schools to issue report
cards thatassess student performance and school
characteristics. These reports are intended to
make schools more accountable to parents and
the public. Schools were also required to develop

local student learning objectives, assessment
strategies, and improvement plans. The law also
mandated annual tests of all lllinois school chil-
dren in grades 3, 6, 8, and 11—the lllinois Goal
Assessment Program (IGAP)—on the same scale
as other tests administered nationwide.*

From 1989 to 1990, lllinois students’ scores
remained roughly the same, although math scores
declined slightly in the third and eighth grades
(Figure 2.4). National averages on the same scale,
however, increased across the board, except for
eighth-grade reading scores, and the percent-
age of lllinois third-graders scoring in the top 25
percent in reading dropped dramatically. Thus,
although lllinois scores are still above the national

Figure 2.3
llinois school funding sources, 1989-1990 school year
Federal—8%

State—40%

Source: Minois State Board of Education

National average school funding sources, 1991
Federal—6%

Local and State—48%

county—46%

Source: U.S Department of Education

Illinois education expenditures, state fiscal year 1989

Other—1%  Private tuition—3%
Purchased services—10%

Supplies and
equipment—10%

Salaries and
benefits—76% /

Note: "Purchased services' includes contract services; ‘supplies and equipment”
includes supplies. bulding modifications. and equipment purchases: “other” includes
‘ees, dues. debt services. judgments, and transters to other districts; and “private
Kaon”includes kaon sayments o private mstitutions for special education students.
Source. tincis State Soara of Ecucation
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State and national performance on reading and math tests, 1989

Reading
Grade 3
Grade 6
Grade 8
Grade 11

Math
Grade 3
Grade 6
Grade 8
Grade 11

Note: Hinois Goal Assessment Program scores have a range of 1-500. The full IGAP testing program is not yet implemented. In 1990 language arts
lesting was added for grades 3, 6. and 8, as were reading tests for the 11th grade. Language arts scores (writing skils) were slightly higher than the
national avesage (4 points) only for eighth graders, and the percentage of students scoring in the tap 25 percent was only very slightly higher {maximum
2points for eighth graders) than the national norm (25 percent). Average reading scores for 1 1th graders were 20 points highes than the national average

% llinois students
scoring in top 25%

Hllinols average National average

1989 1990 1989 1990 1989
254 257 230 250 35.2%
249 249 240 250 292%
255 254 252 249 26.3%
NA* 250 NA 230 NA
1989 1990 1989 1990 1989
250 249 218 235 36.5%
250 252 231 238 32.7%
250 248 218 231 34.4%
NA NA NA NA NA

{250, compared lo 230), and 33 percent of the students scored in the top 25 percent nationally.
Source: linols State Board of Education

Schools that meet or ex-
ceedrequirements could bere-
warded with less frequent in-
spections. But if a troubled
school continues to fall below

1690 standards “. . . the State Board
28.8% . e
25 7% will arrange for the operation of
29.9% the school and/for the place-
13 ment of students in the best
interest of the children.”™ In
1990 other words, for the firsttime the
38.2% State Board of Education would
glg:: have authority to intervene di-
NA rectly to control the quality of

education in local schools or
school districts that have de-
faulted in their responsibility to
make needed improvements.
Inorder for school reforms

20

average, lllinois students are showing no signifi-
cant gains, and, in the case of the youngest
readers, may be falling behind.

State Board of Education officials acknowl-
edge that the testing program alone has not
succeeded in improving the quality of education
in some lllinois schools. Reforms proposed in
1991 by the state superintendent of schools and
a committee of educators would make local
schools far more accountable for how well their
students learn.

"To restructure the schools, we have to
change the way we do business,” said Robert
Leininger, state superintendent of schools. “It's
time to look at our results and give the responsi-
bility for outcomes to the local schools. "'

Proposed changes in the school accredita-
tion process would allow state evaluators to look
at student performance profiles based on test
results, but also at four other factors:

» Student attendance rate (average daily atten-
dance)

» Studentretentionrate (year-end total enroliment
as a percentage of beginning enrollment)

* High school graduation rate (of entering fresh-
men, how many graduate in four years)

* Post-graduation placement (how many gradu-
ates go on for post-secondary training or edu-
cation, how many enter the military, how many

getjobs, and how many have other outcomes)s?

Public Education in lilinois

tosucceed, however, safetyand
discipline in the schools must be ensured. Learn-
- ing cannot take place unless the classroom is
secure and orderly, but this condition is not being
met in all lllinois schools.
-~ ]
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safe, orderly, and predictable schqf~l environ-
ment is a necessary prerequisite to ldarning. But
student misbehavior, disrespect for ".‘}aachers or
rules, and actual delinquent or criminIaI behavior
have increasingly been documenteqas serious
disruptions to the educational proiess in the
nation’s schools.! Also being called i:fto question
is the ability of teachers and prinoipal% tomaintain
order inthe classrooms .2 A nationwide| 1985 Gallup
survey indicated that up to one-quarter of stu-
dentsin secondary schools feared fo! their safety,
in both junior and senior high schooli 2

Serious and violent crime inthe .jchools has
drawn particular attention in large upan areas:
During the 1988-1989 school year ih Chicago,
1,680 serious disciplinary inci-

“When confronted with dents were reportedi to the Chi-
questions of right and wrong, cago Board of Education’s Bu-
many more youngsters are .reau of Safety and Sec}gnty. Thgse

) included more than 650 physical
gmded by what geis them attacks and sex offer:uses, more
ahead or what makes them  than 200 weapons violations, and

feel good than by what their
parents or religious authori-

ties say.”

Robert Coles, Harvard University

more than 800 attacks on teach-
ers (including nearly 250 with
injuries).*

To what extent are lllinois
students andteachers victimized

by various crimes in and around
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their schools? How do students and teachers feel
about safety and discipline in their schools and
neighborhoods? To answer these questions, the
lllinois Criminal Justice Information Authority con-
ducted the Survey of Safety and Discipline in
lllinois High Schools, administered to students
andteachers in 31 public high schools across the
state at the end of the 1989-1990 school year.

In addition to specific questions about crime
victimization, the survey asked about the impact
crime and other disruptive behaviors have on the
learning environment. Teachers and students were
asked, for example, about the kinds of precau-
tionary or self-defense measures they may take
and how safe they believed themselves to be in
their schools. The survey also explored percep-
tions of race relations, the extent of parental
involvement in their children’s educations, and
the impact of drugs and street-gang activity on
the school.

One of the most important factors investi-
gated was the influence of the surrounding com-
munity on student and teacher perceptions of
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crime and safety in the school environment.®
Community characteristics include geographical
and population size; the amount of crime in the
community; economic, social, and racial and
ethnic composition of the neighborhood area;
family stability; and population concentration
around the school. Factors involving community-
school relations include support of the school
from parents, police, community agencies, and
the local boards of education.

To examine the effects of community char-
acteristics, the Authority drew studentandteacher
samples from schools of varying sizes in four
types of lllinois communities, based on U.S. Cen-
sus Bureau designations: central city, suburban,
small city, and rural. (See Appendix B, High
School Survey Methodology, for documentation
of the sampling strategy.) In addition, the survey
analysis searched for any statistically significant
differences in responses between Chicago and
other large lllinois cities, and among suburban
respondents from Cook County, the collar coun-
ties (DuPage, Kane, Lake, McHenry, and Will),
and suburbs of other metropolitan centers in
llinois.

HOW SAFE ARE OUR SCHOOLS?

Schools are not all sanctuaries from crime and
violence. When asked to compare the safety of
their school to the safety of their neighborhoods,
44 percent of students and one-fourth of the
teachers in the lllinois High School Survey indi-
cated that their school was as unsafe as the
neighborhood in which it was located, or even
less safe.

Student and teacher victimization
Theft was the most common crime reported in the
llinois High School Survey (Figure 3.1). More
than one-fifth of the students and more than one-
fourth of the teachers reported that they had been
victims of a theft at some time during the 1989-
1990 school year—either on the way to or from
school, while attending school, or at a school
event. Four percent of students and 6 percent of
teachers reported that they had been victims of
theft at least three times during the school year,
and 10 percent of the students and 14.5 percent
of the teachers reported having been a victim of
theft during the last two months.

In 44 percent of the reported thefts and



Figure 3.1

Percentage of lllinois public high school students and teachers who said
they had been the victim of a crime in the 1989-1990 school year

Students
Theft 22.6%
Physical attack 8.5%
Attempted atfack 16.2%
Robbery 47%
Attempted robbery 8%

Source: Mingis Criminal yustice 'nformation Authority

precipitated the attack or at-
tempt. Smaller percentages of
studentsreportedthe attack had
stemmed from “boy/girl relation-

Teachers .
ships” (17 percent), was street-
28.3% gang related (14 percent), or
3.6% ) .
15.9% had racial or ethnic causes (14
24% percent). More than one-quar-
2.5% ter of the respondents indicated

that they were not sure of the

attempted thefts from students and in 47.5 per-
cent of those reported by teachers, the value of
property or money taken was or would have been
less than $10. Seventy-one percent of the inci-
dents reported by students and 72 percent of
those reported by teachers involved losses of $25
orless. Inonly 7 percent of the thefts did students
report actual or possible losses of more than $100
(Figure 3.2). .

Of the students, 8.5 percent indicated that
they had been physically attacked, and almost
twice that many had escaped an attempted at-
tack during the school year. A relatively small
percentage (less than 3 percent) indicated that
they had been attacked more than three times.
Slightly more than 3 percent of the students (6
percent of the female students) also indicated
that they had been forced to have sexual contact
they did not want. Four percent of the students
indicated that they been victims of an attack or
attempted attack during the past two months.

In 28 percent of the reported attacks, the
student victims reported that an argument had

Figure 3.2
Actual and possible losses from student thefts and
attempted thefts :

More than
$100—6.9%

§51-8100—8.6%

$26-$50—
13.3%

Less than $10—
44.4%

$10-825—
26.7%

reason for the attack.

Most of the attacks reported by students did
not involve extreme violence or result in serious
injury (Figure 3.3). More than 60 percent of the
students reported no weapon had been used in
the incident and that the most serious thing the
attacker did was to either grab or shove them.
Nevertheless, the outcome of the attack was

Figure 3.3
Types of attacks on students, weapons used, and
seriousness of injury

Shot—3.9%

Cut—7.7%

Grabbed or
shoved—61%

(316 students; 659 incidents)

Gun—7.9%
Pipe—7.7% Ll

N

No weaponx\

@ 62%

Knife—9.1%

(307 students; 684 incidents

Hospitalized—5.8%

N\

= Not senous—\\

/

Missed school—

9.6%
Saw a doctor—
8.4%

v

(320 students; 676 incidents)

SCe vhnae emea | see ieformaion Sythaary
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Figure 3.4
Types of attacks on teachers, weapons used, and
seriousness of injury

Cut—0.7% Shot—0.7%

Punched—
17.7%

Grabbed or
shoved—81%

(88 teachers; 147 incidents)

o3 gy, TP 4% Cun—1.4%
Q70

Club—2.2%

{84 teachers; 138 incidents)

Missed school—2.7% Hospitalized—1.1%
Saw a daclor—2.7%

Bleeding—10.4%

Not serious—
83.1%

{112 teachers; 183 incidents)
Source: lllinois Criminal Justice Information Authority

more serious for many victims—more than one-
quarter of the victims reported that they had been
punched, nearly 8 percent had been cut, and 4
percent had been shot during the attack.

Weapons that students said were used in
the attacks on themincluded clubs, knives, pipes,
and, in almost 8 percent of the attacks, guns.
Slightly more than half of all student attack victims
indicated that their injuries from the attacks had
not been serious. Another quarter of these stu-
dents reported "bleeding” as the worst injury they
had suffered. However, 24 percent indicated
more serious consequences—they were required
to see a doctor or nurse, they had been forced to
miss school as a result of injuries, or they had
required hospitalization.

Far fewer attacks on teachers werereported
(4 percent said they had been attacked during
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the school year) than on students. As was the
case with students, a fairly large percentage of
teachers (15 percent) reported having been the
target of an attempted attack at some time during
the 1989-1990 school year. Fewer than 1 percent
of the teachers indicated that they had been the
victims of an attack or attempted attack more than
three times. Among teachers, 1.5 percent re-
ported that they had been attack victims within
the previous two months. Unwanted sexual con-
tact was reported by an extremely small percent-
age (0.1 percent) of teachers.

Unlike students, who often reported their
attacks as stemming simply from an argument,
more than two-thirds of victimized teachers iden-
tified the attacks and attempted attacks on them
as street-gang related. Other reasons given for
attacks on teachers included “racially or ethni-
cally based" (10 percent), an argument (10 per-
cent), or unknown reasons (10 percent).

Teachers reported serious violence in at-
tacks and attempts even less frequently than
student victims (Figure 3.4). More than 80 per-
cent of the teacher victims reported that the most
serious thing their attacker had done was to either
grab or shove them. Another 18 percent reported
that they had been punched. Being cut or shot
was far more rare for teachers than for students.

Weapons were used in fewer than 10 per-
cent of the attacks and attempted attacks on
teachers, and guns were reported as the most
serious weapon inonly 1.4 percent of the attacks.
Finally, more than 83 percent of the teachers who
had been attacked reported that their worst injury
had not been serious. Fewer than 3 percent had
been forced to miss any school as a result of
injuries, and 1 percent required hospitalization.

Robbery was defined in the survey as inci-
dents in which “someone took something away
from you, using force against you or threats of
force.” Among the students surveyed, 5 percent
reported that they had been victims of a robbery
at some time during the school year. Also, 8
percent reported having experienced an at-
tempted robbery.

Slightly more than 3 percent of the students
reported that they had been victims of a robbery
during the previous two months. This figureis very
close to the percentage who had been victimized
during the entire school year. This may have
occurred because people both tend to forget



events over time (known as a “forgetting curve”)
and tend to remember important events as hav-
ing occurred more recently than they actually did
("telescoping").®

Inalmost half of the robberies and attempted
robberies reported by students, the value of the
property or money involved was or would have
been less than $10. More than two-thirds of the
robberies resulted in actual or potential losses of
$25 or less (Figure 3.5).

Teachers reported fewer robbery victimiza-
tions than students. Among the teachers sur-
veyed, only 2 percent indicated that they had
been victims of a robbery at some time during the
schoolyear. Anadditional 2.5 percent of teachers
reported an attempted robbery—much lower than
the 8 percent rate reported by the students, Only
slightly more than 1 percent of the teachers indi-
cated that they had been victims of robbery
during the past two months, As with student
victims, the value of property or money stolen
during the robberies and attempted robberies
was or would have been relatively low. More than
61 pefcentoftheteacherincidents involved losses
of $25 or less.

Disrespect, threats, and disorder in
the classroom
Teachers reported many disciplinary problems
withtheir students that could be considered threat-
ening or disrespectful. Nine percent reported that
a student had threatened to hurt them during the
past month. More than half reported that in the
past month a student had directed an obscenity
at them, and about one-third reported that a
student had made an obscene gesture at them.

Certain factors may explain why some teach-
€rs are more prone to threats. Suburban teachers
reported significantly fewer threats from students
than did those from other types of communities.
Also, teachers in all types of schools who said
they had been victims of a robbery, theft, or an
attack at school during the school year reported
more threats by students than did non-victims.
Teachers whom students see as vulnerable may
be prone to both threats and actual offenses by
perpetrators,

Threats and disrespect toward teachers
may also reflect a general lack of discipline in
SGNOOIS, Btudsnts and teachers were asked how

" often teachers maintain order in the classroom

Figure 3.5
Actual and possible losses from student robberies and
attempted robberies

More than
$100—8.2%

$51-$100—10%

$26-350— . e d  Lessthan $10—
13.2% 45.3%

Source: inois Criminal Justice information Authority

Almost a third of the students reported that this
was true only “some of the time,” while another 10
percent said that it was “hardly ever” or "never”
true. Even among the teachers surveyed, about
20 percent reported that order was kept in the
classroom only “some of the time.”

Teachers were also asked how many times
they had broken up both physical and verbal
fights during the past month. Forty-one percent
reported that they had broken up a physical fight
atleast once, and 14 percent had broken up two
or more fights. An even higher number, 76 per-
cent, indicated they had broken up at least one
verbal fight during the month, and half had broken
up two or more. Teachers who broke up more of
these physical and verbal fights were more likely
to have been threatened by students than those
who did not. Teachers who involve themselves in
such altercations may invite threats.

Who is victimized in and around
school?
In [llinois public high schools, student victims of
robbery, theft, and attempted robbery and theft
are likely to be ninth and 10th graders and are
more likely to be victimized by older students.
Student robbery, attack, and attempted robbery
and attack victims are likely to be male.’
Student robbery, theft, and attempted rob-
bery and theft victims reported that their parents
are more involved in educational support activi-
ties. but less involved when school disputes take
place. Although this seems somewhat contradic-
tory, there may be a logical explanation. While

Crime in the Schools

27



encouraging their children to pursue traditional
societal goals, such as academic success, those
parents may be reluctant to challenge the school
when disputes take place, and trust the school's
ability to act in the best interests of the students.
The students, then, who respond to their parents'
encouragement may appear less “tough” and
may be seen as vulnerable robbery and theft
targets.

T e e P P T O T R TN
The typical student victim

Robbery

The typical student robbery victim is a freshman or sophomore boy who is frequently
absent from school and is unwilling to obey rules. Compared with nonvictims, he
doesn't think teachers strictly enforce the rules, and he is more likely to take active
measures to-avoid victimization, including bringing a weapon to schoal. His parents
are less likely to intervene when he gets in trouble in school, but they do provide
educational support by helping with homework, attending school functions and
parent-teacher conferences, and reviewing report cards. He is more likely to know

someone who dropped out of school.

Theft >

The typical student theft victim is a freshman or sophomore boy or girl. He or she is
more likely to know someone who has dropped out of school and to believe drugs
are readily available to students. Like the typical robbery victim, the typical theft
victim is more apt to take measures to avoid victimization, including bringing a
weapon to school, and, like the robbery victim, has parents less likely to getinvolved

when there's trouble at school, but who do get involved academically.

Physical attack

The typical student victim of an attack is a white, Asian, or Native American boy with
arelatively low overall grade average. He is more likely to believe drugs are readily
available to students and to see signs of street-gang activity in the school. Like the
typical robbery victim, he's less likely to think teachers strictly enforce the rules and
more likely to take steps to avoid victimization, including bringing a weapon 10
school. The parents of a typical victim of a physical attack are less likely to intervene

when he gets in trouble in school.

The typical teacher victim

Robbery
The typical teacher robbery victim is a white, black, or Native American man of
woman who is mare likely to be absent from school, to see signs of gang activity in

the school, and to be threatened by students,

Theft
The typical teacher theft victim is a non-black man who is threatened by students
more frequently, is less satisfied with the school administration, and is less likely to

feel that the parents of his students are involved in their children's education.

Physical attack
The typical teacher attack victim is more likely to be threatened by students, to see

signs of gang activity, and to be dissatisfied with the school administration
O e e e gy T e Y e e e T e e comey

28 Crime in the Schools

Student attack and attempted attack vic-
tims were likely to have a lower self-reported
grade average than non-victims. Unlike robbery
and theft victims, students who were attacked
were not more likely than other students to have
parents who get involved in educational support
activities. Attack victims may fit a different "vul-
nerability” profile than students who are victims of
crimes that involve property loss.

Hispanic students were proportionally less
likely to be victims of attacks and attempts than
black students, and both were less likely to be
attacked than students of other races (white,
Asian, Native American, and other) combined.
Comparisons by race for other crimes were not
statistically significant.

Teachers who had been victims of attacks
and attempted attacks were much more apt than
students who had been attacked to believe that
their attacks were street-gang related. They also
perceived more signs of gang activity in the
school than teachers who had not been victim-
ized. Although there may, indeed, be greater
gang awareness on the part of teachers than
students, teachers' heightened awareness may
also be due to the differing racial composition of
lllinois student and teacher populations, espe-
cially in the central cities. Whites constitute a
higher percentage of the teacher population than
the student population, but street-gang member-
ship is largely made up of minority youth. Teach-
ers may therefore feel more culturally alienated,
and thus more personally intimidated by the threat
of street-gang violence than students.

Asian and Hispanic teachers were propor-
tionally victims of robbery and attempted robbery
less frequently than whites, blacks, or Native
Americans. As with the students, comparisons by
race for other crimes against teachers were not
statistically significant. Male teachers were more
likely than females to be theft victims, and black
teachers were less likely than teachers of other
races to be theft victims,

Who attacks students and teachers in
and around schools?

Nearly 60 percent of the student victims of attacks
and attempted attacks reported that only one

attacker had been involved. Two, three, and four

or more attackers were each reported by about
10 percent of the student victims. Generally, the



attackers were from the same school as the
victim—in more than 85 percent of the attacks
and attempts, students were absolutely or rela-
tively sure that all or some of the attackers had
been from their school. Almost three-fourths of
the attackers were reported to be the same sex as
the victim. Fifty-eight percent of the attackers
were of the same race as the victim, and 77
percent were the same age as or older than their
victims.

More than 85 percent of the teacher victims
reported that they had been victims of attacks or
attempted attacks by a single assailant. In 95
percent of the incidents, teachers identified their
attackers as a student intheir school. Inmore than
60 percent of the attacks, teachers perceived the
attacker to be aged 15 or 16, and aged 17 or 18
in 23 percent of the incidents. Older students may
make up a smaller percentage of the attackers
because they may have learned more mature
ways of expressing disagreements with teach-
ers, or because students who attack teachers
may be expelled or drop out from school before
attaining higher grade status. While most attack-
ers are male, about half the teachers are female,
and nearly half of the attackers were of a different
sex from the teacher victim. In only. about one-
third of the incidents were attackers of the same
race as the teachers who were attacked, reflect-
ing differences in the racial makeup of teacher
and student populations.

Where do school crimes take place?
The most common locations for studentrobberies
(and attempts) were a locker room or washroom
(Figure 3.6). Most robbery incidents reported by
teachers took place somewhere on school
grounds, rather than inside the school building
itselt. Teachers were robbed less frequently than
students in washrooms, perhaps because of stu-
dents' lack of access to faculty washrooms.

In more than half of student thefts (and
attempts), the theft was reported to have taken
place from the student's locker, but one in five
theftincidents took place in the classroom (Figure
3.7). Aimost 84 percent of victimized teachers
reported the classroom as the most common
location of their thefts.

Attacks on students occurred most fre-

quently in open areas where students interact

most often, such as hallways and, surprisingly,
classrooms. More than one-quarter of the stu-
dents who were victims of attacks or attempted
attacks, however, cited other locations in and
around the school (Figure 3.8).

Figure 3.6
Locations of student and teacher robberies
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Source: Minois Criminal Justice Information Authority

Figure 3.7
Locations of student and teacher thefts
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Figure 3.8
Locations of attacks on students and teachers
Student
\\\
AN
Other—28.4%
Washroom —8.2%

On way to or from school—14.6% -

Teacher

Other—10.5%

Washroom—3.4%
On way to or from
schook—3.7%

Classroom—56.7%

Source: Hlinois Criminal Justice Information Authonity

More than half of the teachers who had been
attacked during the school year reported the
attack had occurred in the classroom. Approxi-
mately one-fourth of the attacks on teachers had
taken place in the halls. As with the students,
teacher attacks take place in areas where teach-
ers and students interact most—not in secluded
areas.

In what type of community is school
crime most likely to take place?

The survey revealed crime problems in schoolsin
all types of communities, not just in large urban
areas. Suburban students, in fact. reported more
thefts and attacks, and attempted thefts and
attacks, than students from other community types,
while students in rural areas reported fewer rob-
beries and attempted robberies than all other
students.

This finding contradicts the commonly held
assumption that suburban schools are safer than
those in central cities. In discussions with educa-
tors, students, probation officers, and others fa-
miliar with both city and suburban schools, sev-
eral theories have been proposed to explain the
higher attack and theft rates among suburban
students ®

Crime in the Schools

= The image of a suburban community may be
somewhat skewed—the suburban schools in
the survey included several in municipalities
that are less than affluent and that have expe-
rienced many of the same social and criminal
problems often associated with large urban
areas. Seen in this light, comparatively high
levels of certain crimes come as no surprise. In
addition, more affluent suburban students may
experience more theft because they bringmore
valuable items and cash to school than less
affluent students.

= On the other hand, central-city students may
be less sensitive to violence and theft. Physical
attacks and thefts may be more common in the
experience of central-city students, and their
“reporting threshold" may be higher. Central-
city students may consider only the most seri-
ous incidents worth reporting, while suburban
students might also report relatively minor
incidents.

s Central-city students may be reluctant to re-
port what happens to them to an authority—
even on a confidential survey.

The survey found that teachers in rural
schools were significantly more likely to experi-
ence a theft or attempted theft than those in other
community types, although the percentage was
about 30 percent in both suburbs and in rural
areas.? Alittle more than 27 percent of teachers in
central-city and small-city schools reported thefts
or attempted thefts during the school year.

There was no statistically significant ditfer-
ence in robbery and attack rates for teachers
across different community types. Again, the fact
that rural teachers in lllinois are about as likely as
central-city teachers to be attacked or robbed,
contradicts a commonly held assumption—that
large urban areas are more dangerous for teach-
ers than other kinds of communities.

IS SCHOOL CRIME GETTING WORSE?

The problem of school crime in lllinois does not
seem to have worsened appreciably in the last
decade. Comparisons of the Authority’s survey to
similar studies carried out by the National Institute
of Education in 1978 and by the Chicago Board of
Education in 1981 do not indicate increases in
most types of school crime against students and
teachers. In many cases, in fact, reported victim-



ization levels were lower in the Authority's survey.

Congress in 1974 instructed the secretary
of what was then the Department of Health, Edu-
cation and Welfare to conduct a study to deter-
mine the incidence and seriousness of school
crime.'° The Safe School Study was carried out by
the National Institute of Education (NIE), and
released to Congress and the public in 1978."
Three years after the NIE study, the Chicago
Board of Education released the results of a
similar survey modeled after the NIE prototype.'2

The national study was based onresponses
to questionnaires by thousands of principals,
teachers, and students in 642 public junior and
senior high schools across the country during the
1975-1976 school year. The Chicago study was
based on samples of principals, teachers, and
sevenththrough 12th grade students fromthrough-
out the Chicago public school system. Although
some significant differences exist between the
Authority's lllinois High School Survey and these
earlier efforts (for example, our survey targeted
only ninth through 12th graders), the two earlier
projects established baseline indicators for some
of our inquiries, thus enabling a rough compari-
son of results over time.

Ithas been 13 years since the NIE study was

released, and 10 years since the Chicago survey.
Those years have been characterized by in-
creased public awareness of street-gang crime,
availability of firearms, and a surge in arrests for
drug crimes. Are these concerns reflected in the
level of crime in lllinois schools?

Comparisons of the NIE study to the 1981
Chicago study are difficult to interpret. By and
large, the Chicago victimization rates for both
students and teachers in 1981 were well below
the national averages for large metropolitan cities
(over 250,000 population) found by the 1978
national study. Robbery incidents, for example,
were reported by only 2.5 percent of the Chicago
students in seventh through 12th grade, while the
NIE survey obtained an average response rate of
10 percent from students at the same grade level
in large metropolitan cities {(Figure 3.9). These
differences are not readily explainable, and are
surprising in light of the mere three-year time
span between the two surveys and the supposed
similarities in methodologies. It is important to
note, however, that in its report to Congress, NIE
used interview data in reporting student victim-
ization rates for robbery, theft, and attack, be-
cause it believed the rates obtained from the
questionnaires were too high.

Figure 3.9
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Toinvestigate changes in school crime over
time, the overall results of the Authority’s lilincis
High School Survey can be compared to the
nationwide results of the 1978 NIE study, since
both included respondents from all community
types. Results of the 1981 Chicago study, how-
ever, should be compared only to responses from
lllinois High School Survey “central city” respon-
dents and NIE “large metro city" respondents.

Students responding to the lllinois High
School Survey reported lower victimization levels
for all three crime types—robbery, theft, and
attack—than those surveyed by NIE more than a
decade ago. For teachers, the picture is some-
what different. Although lllinois teachers reported
significantly lower theft levels than those found by
NIE, robbery rates were about equal, and attack
levels were about 50 percent higher. This may
signal an actual increase in teacher attacks, may
reflect differences between lllinois and the na-
tional average, or may indicate a greater willing-
ness by teachers today to report such incidents.

The low victimization levels found by the
Chicago study, comparedto the earlier NIE study,
may indicate that Chicago had (and perhaps still
has) fewer serious school crime problems than
other U.S. cities of comparable size. On the other
hand, although the Chicago study attempted to
duplicate the NIE survey procedure, the differ-

ence may be a result of differences in the actual
survey implementation. Respondents to the Chi-
cago survey may also have been skeptical or
unsure of the outcome of their reporting and
reluctant to fully reveal their experiences.

The only overall increases in school crime
found in comparisons between the NIE study and
the lllinois High School Survey were among teach-
ers reporting an attack. These comparisons are
limited because methodological uniformity is lack-
ing between the three studies and because the
NIE study and the lIllinois High School Survey
covered different geographical areas.”

Time-series data collected through a single
methodology provide a better measure of change
than separate studies carried out by different
research groups at different times. Time-series
studies conducted by the University of Michigan's
Institute for Social Research, which has con-
ducted annual national surveys of high school
seniors that include victimization data, suggest
that there has been little change in crime against
students during the past 12 years nationwide.™
According to that survey, victimization of high
school seniors, at least, has changed little during
the past 12 years, with the exception of thefts of
more than $50 (Figure 3.10).

DRUG ABUSE IN SCHOOLS

Figure 3.10

Attacks on and thefts from high school seniors nationwide
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More than half the teachers and
about one-third of the students
responding to the lllinois High
School Survey reported that ille-
gal drugs are a serious problem
in their schools’ neighborhoods.
While the extent of the drug prob-
lem inside lllinois schools is not
easy to measure, the survey re-
sponses do make clear that cer-
tain substances arerelatively easy
for students to obtain. particularly
alcohol and marijuana:

» Nearly three-quarters of stu-
dents and 60 percent of teach-
ers reported that alcohol is
“very” or “somewhat” easy for
students to obtain.

| |

1978

1979

1980 1981 1982 1983 1984 1985 1986 1987

Sousce: University of Michigan. instituie for Soc:af Research

» Morethan half of both students

and teachers reported that for
marijuana.

1988 989
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» About 40 percent of both teachers and stu-
dents reported that pharmaceutical pills were
“very” or “somewhat" easy to obtain.

* Approximately one-quarter of both teachers
and students reported cocaine, including crack
cocaine, was easy to obtain.

* About one-third of both students and teachers
reported that it is easy for students to obtain
other types of drugs, such as inhalants, PCP,
or heroin.

Few students and teachers said that drugs
were difficult to obtain—most of those who did not
say drugs were easy to obtain said they did not
know whether or not drugs were available in their
schoals.

Questions about students’ drug use were
not included on the lllinois High School Survey,
but a school survey conducted at approximately
the same time by the lllinois Department of Alco-
holism and Substance Abuse (DASA) did ad-
dress this issue.'s The DASA survey, which tar-
geted a sample of 15,000 seventh- through 12th-
graders in public schools throughout the state,
found that, at some time in their lives, 65 percent
of the students had tried alcohol and 22 percent
had tried marijuana—the most frequently used
substances besides tobacco. In general, stu-
dents in higher grades have higher usage rates
than younger students. Marijuana use increased
abruptly in high school (grades nine through 12),
where about one in five reported that they had
used it in the past 30 days.

The study also revealed that 13 percent of
lllinois junior high and high school students—
almost 18 percent of high school students alone—
could be classified as high-risk substance abus-
ers because of their heavy use of marijuana and/
or other drugs, including cocaine, stimulants,
sedatives, hallucinogens, or heroin. More than 72
percent of the students fell into the low-risk cat-
egory. reporting no alcohol or drug use or only
light use of alcohol and no drug use. The remain-
ing 15 percent were classified as moderate risks,
reporting frequent use of alcohol and light use of
marijuana.

Drug availability was reported to be slightly
higher in Cook County schools, but usage rates
for alcohol, tobacco. marijuana, inhalants, and
stimulants were higher in schools outside Cook
County. Qutside Cook County. very similar usage

rates were reported by both urban and rural
students. Only cocaine, crack, and PCP were
used slightly more frequently (the maximum dif-
ference is less than 1 percent) by Cook County
students than by students in other areas of the
state, and the percentages of students abusing
these drugs in Cook County is very low—fewer
than 6 percent reported ever using cocaine, 2
percent said they had used crack, and 2 percent
had used PCP.

The lower drug usage rates in Cook County
are mainly due to very low drug use, in almost
every category, reported by black students, es-
pecially black female students. Hispanic stu-
dents report the highest rates of use for mari-

juana, cocaine, crack, PCP,
heroin, and other injectable
drugs. Whites have the highest
usage rates for alcohol, ciga-
rettes, inhalants, stimulants, and
sedatives.'®

The DASA survey also
found that lllinois high school
seniors reported lower usage
rates for most drugs, compared
to national statistics reported
annually by the National Insti-
tute on Drug Abuse. One expla-
nation may be that Chicago
public schools, which were sol-

“The predominant finding
of NIDA-sponsored studies
on drugs and dropouls is
delinquent behavior and
drug abuse are often corre-
lated, and both, along with
Jamily problems and dissat-
isfaction with school, are
involved in dropping out,

especially among males.”

Jerome jaffe, former director,
National Institute on Drug Abuse

idly represented in the DASA
study, have a higher percentage of dropouts than
the national average (see Chapter 6, Truancy and
Dropout)."” Drug-using students may be more
likely to drop out before the end of their senior
year, and therefore would not be included in the
surveys.

Drug use and dropout
A 1984 study found that dropouts and chronic
absentees nationwide were more likely to be
involved in certain types of drug use after leaving
school. Students who had dropped out were
more than 50 percentmore likely to use marijuana
almost daily than the non-dropouts.'® In addition,
a 1974 study found that the earlier an individual
drops out, the more likely he or she is to have used
drugs.®

Although these studies show drug use is
associated with dropping out, a causal relation-
ship between the two has not been clearly docu-
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mented.® A 1985 study by the National Institute
on Drug Abuse appears, however, to have found
that drug abuse did contribute to dropping out
even when researchers controlled for other
factors.?!

Atleast some connection between drug use
and dropping out was reported by respondents
to the Authority's lllinois High School Survey.
More than half of both teachers and students
reported that they knew of someone at the school
who had dropped out because of drug involve-
ment. Inaseparate survey (see Chapter 7, School
Experiences of Inmates), the Authority found that
about 10 percent of prison inmates who had
dropped out said they had left school because of
substance abuse problems.

School prevention programs

Much of the funding for school-based drug pre-
vention programs operating in lllinois comes from
the 1986 federal Drug-Free Schools and Commu-
nities Act. The federal contribution to school-
based drug prevention programs in lllinois has
risen dramatically from $189 million in federal
fiscal year 1989 to $354 million in fiscal 1990. This
figure is projected to rise to $462 million in fiscal
1991.

DARE

The most extensive drug education program op-
erating in lllinois schools is DARE—Drug Abuse
Resistance Education—which is a cooperative
effort between education and law enforcement. It
was created in 1983 in Los Angeles, and is now
well-established in most states. The lllinois State
Police (ISP) began the lllinois DARE program in
1986, with assistance from the lllinois State Board
of Education and DASA. The program originally
began in 46 school districts across the state and
has grown to approximately 600 school districts
during the 1990-1991 school year.

DARE uses police officers to deliver its 17-
week curriculum to fifth- and sixth-grade stu-
dents. The DARE curriculum is designed to teach
students to resist peer pressure to use drugs.
Other objectives include enhancing students’
self-esteem, increasing their knowledge about
drugs. changing student perceptions about peers’
use of and attitudes toward drugs, and promoting
positive attitudes toward law enforcement.

A recent evaluation of DARE in lllinois found

Crnime in the Schools

that DARE students differed from students in

control groups, in the 30 days immediately follow-

ing completion of the DARE course, in several

ways:®

= Students exposed to DARE were less likely to
have smoked cigarettes during the past 30
days.

» They reported more negative attitudes toward
illegal drugs.

s They were more likely to report negative peer
attitudes toward drug use.

s They were more aware of media iniluences
concerning beer and cigarettes.

s They reported more positive changes in self-
esteem.

» They reported more assertiveness.

= They reported more positive attitudes toward
police.

These results are preliminary. ISP plans to mea-
sure longer-term maintenance of DARE benefits
inthe future. The success of DARE cannot be fully
measured until a few classes of DARE students
have become teens and young adults.

DASA-funded programs

Anumber of drug education programs are funded
by DASA. One such program is InTouch, which
focuses on community-based comprehensive
prevention programming. DASA provides fund-
ing to develop “community teams” made up of
schools, police and other justice system merm-
bers, representatives from business, churches.
elected officials, and other community groups.
Community teams set up in-school drug educa-
tion programs, parent education programs. youth
development programs, after-school programs.
and counseling resources.

To help community groups develop these
programs, DASA funds the Prevention Resource
Center. The center provides drug educationtrain-
ing and seminars to groups, regardless of whether
they are DASA funding recipients. It also houses
a library of resources on drug abuse prevention
programming.

DASA also funds the lllinois Teenage Insti-
tute. aprogram of the lllinois Alcoholism andDrug
Dependence Association. Not directly a school-
based program, the institute holds a summer
camp for high school students. and trains them (¢



organize drug abuse prevention programs in
their individual schools. The institute is an off-
shoot of another DASA-funded program called
Operation Snowball, an alcohol and drug use
prevention programfocusing on developing lead-
ership in youth. Local community chapters ac-
credited by Operation Snowball provide young
people with information about drugs, opportuni-
ties to develop and enhance leadership skills,
drug-free alternatives, and strategies to improve
their school and community. As-of March 1991,
approximately half the accredited chapters were
school-based.

TASC

TASC (Treatment Alternatives for Special Clients)
has also recently expanded its substance abuse
treatment services to include school-based pro-
grams. The School Intervention Program (SclP)
currently operates in five lllinois public schools
and one private school: Cahokia High School and
Wirth Junior High Schoolin Cahokia, and Schubert
Elementary School, Kenwood Academy, Hyde
Park Career Academy, and the University of Chi-
cago Lab School, a private school, in Chicago.
The program works cooperatively with parents,
teachers, school administrators. and the students
themselves to create an awareness of drug and
alcohol abuse among students, to develop activi-
ties to discourage the potential for substance
abuse, and provide intervention services for those
who have already encountered substance abuse
problems. A student caught in possession or
under the influence of drugs is referred to the
school's ScIP coordinator, who assesses the ex-
tent of the student's drug abuse problem and
refers him or her to a drug education or treatment
program. The ScIP coordinator monitors the
sludent’s progress in the program.

Many researchers argue that school-based
prevention efforts have yet to prove their worth, in
that they have failed to demonstrate a long-term
reduction in drug use 2®* Many program evalua-
tions. like the evaluation of lllinois DARE. have
been short-term in nature, and they have gener-
ally been unable to detect any reductions in drug

use that may become apparent over a longertime
period.

Assessing the need for drug education programs
Drug abuse prevention programs, however suc-

cessful, are established -only in schools where
teachers, administrators, and community mem-
bers see a need for such programs. In some
cases, teachers and administrators rhay bereluc-
tant to admit that drugs are a problem in their
schools and neighborhoods.

The Authority’s High School Survey asked
students and teachers about the availability of
drugs in their schools. Awareness of drug avail-
ability varied significantly among teachers in ur-
ban, suburban, and rural schools. Teachers were
less aware of the availability of pills, crack, and
other forms of cocaine in their schools than they
were of alcohol and marijuana. While only 30
percent did not know if alcohol was available and
37 percent had no information about marijuana,

54 percent were unaware of I —

whether illegal drugs in pill form
could be found in the school,
and 62 percent had no knowl-
edge of whether crack and other
forms of cocaine were available.
Awareness of drug availability
also varied significantly among
teachers in urban, suburban,
and rural schools. Central-city
teachers were significantly more
likely than counterparts in sub-
urban, small-city, and rural
schools to choose the response
“don’'t know” when asked torate
how available certain drugs are
to students in their schools.
Statewide, between 30 percent

Tougher drug laws

At the same time that drug education
and treatment programs have been
establishedin lllinois’ schools, druglaws
in Hliinois—particularly those involving
schools—have become tougher. A 1988
llinois law created "drug-free zones,”
and substantially increased the penalty
for delivery (or manufacture) of a con-
trolled substance on or within 1 ,000feet
of school property (Ill.Rev.Stat., ch. 56
1/2, par. 1407). To deter drug dealers
and users from engaging in drug-re-
lated crime around schools, some com-
munities have posted "drug-free school
zone" signs.
L

and 62 percent of teachers reported they did not
know how available various kinds of drugswerein
their schools, and teachers consistently gave this
response more frequently than students for each
type of drug. It seems likely that teachers who
report not knowing about drug availability, espe-
cially in central-city schools or where students
report drugs are widely available, reflect a lack of
awareness of a drug problem, rather than a lack
of a drug problem.

REPORTING SCHOOL CRIME

TO AUTHORITIES

School crimes against students and teachers are
often not reported by victims to any authorities or
even to family or friends. Among students re-
sponding to the illinois High Schoot Survey, 40
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percent of the attacks, nearly one-third of the
robberies, and one-quarter of the thefts were not
reported. Among teachers, 25 percent of the
attacks, 16 percent of the robberies, and 40
percent of the thefts were not reported (Figure
3.11).% Victims who did not report incidents said
they preferred to handle itthemselves or that they
felt nothing would result from their reporting it.
Both students and teachers also frequently said
that they were dissatisfied with outcomes when
crime incidents were reported.

“| handled it myself” was the reason most
frequently given by students for not reporting an
attack or a robbery, given by 44 percent of stu-
dents who did not report an attack and 35 percent
of those who did not report a robbery. The most
frequent reasons given by students for not report-
ing a theft, however, were ‘it was not important”
and "nothing would be done,” each given by 32
percent of the students. More than half of all
students who were theft victims indicated dissat-
isfaction with the outcome of reporting the inci-
dent to someone.

Eleven percent of the students who did not
report an attack and 10 percent of those who did
not report a robbery gave being afraid as a
reason for not reporting the incidents. Only 4
percent gave being afraid as a reason for not

reporting a theft. Students involved in a non-
confrontational crime such as theft may be less
fearful about reporting the crime than they are
when the crime is more serious and the identity of
the perpetrator is known, as in robberies and
attacks.

“| handled it myself” was also the reason

“teachers most frequently gave for not reporting
an attack, given by 54 percent. "I handled it
myself” and “nothing would be done” were the
most frequently given reasons for not reporting a
robbery, each given by 29 percent of the teach-
ers. And “nothing would be done” was the reason
teachers gave most frequently for not reporting a
theft, given by 39 percent. Almost two-thirds of
teachers who had reported robberies and nearly
half of those who had reported thefts had been
dissatisfied with the outcome of reporting the
incidents.

Four percent of teachers who did not report
a robbery gave being afraid as a reason for not
reporting.. Just over 1 percent said they were
afraid to report an assault, andless than 1 percent
were afraid to report a theft.

Attacks that were reported by students were
reported more often to family or friends than to
police or teachers. When teachers reported an
attack, it was most often to the police.

Figure 3.11
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Students who reported robberies were most
likely to report them to either the police or security
force, or to family or friends. Only about one in six
student robberies were reported to a teacher.
Teacher victims who reported robberies were
most likely to report the incident to the police, the
security force, or the principal.

Whenthefts werereported by students, they
were somewhat more likely than robberies to be
reported to family or friends. Thefts were almost
equally as likely to be reported to teachers as to
police. When teachers reported a theft, they re-
ported it to police, principals, and others with
nearly equal frequency.

FEAR OF SCHOOL CRIME

Students responding to the lllinois High School
Survey consistently showed more apprehension
about their safety than teachers, perhaps reflect-
ing an accurate perception that they are more
likely than teachers to become victims of crime.
One-quarter of the students and 18 percent of the
teachers reported that at least part of the time
they were in school they felt someone would hurt
or bother them. Many reported that, as a result,

they avoided certain parts of the school. Nearly -

one in five teachers reported that they avoid
being alone in the school after hours.

Just over 19 percent of the students and 15
percent of the teachers reported that they some-
times felt that someone would hurt or bother them
on the way to or from school. Nineteen percent of
the students reported that they avoid certain
routes to or from school, and more than a third
reported that they travel in groups to reduce risk.
Among teachers, 15 percent indicated that they
avoid certain places in the school, but only 5
percent travel in groups for protection.

No single location within the school stood
out as being largely avoided by students and
teachers for self-protection. About 10 percent of
ihe students avoided the school parking lot, parts
of the lunchroom, certain rest rooms, certain
hallways or stairs, or a locker room. About 7
percent of ieachers avoided certain rest rooms.
parts of the lunchroom. certain hallways or stairs,
the school parking lot. or a locker room. The irony
is that when students and teachers avoid certain
areas, those areas may become even less pro-
tected, thus exacerbating the prob'em.

Student viciims i robbery, theft. or attack

—

Fear of crime

Among students responding to the Authority's Ilinois High School Survey, males
were less fearful than females, blacks less fearful than students of other races, and
older students less fearful than younger students. Not surprisingly, students who
reported that they had been victims of robbery were more fearful than non-victims.
Similar findings were found for students who had been victims of assauit and theft.
Also, students who indicated greater levels of fear were more likely to dislike school.
to perceive serious problems in their neighborhood, and to perceive more evidence
of street-gang activity in the schools. Finally, although the more fearful students
reported having parents who were less involved when disputes take place at school,
they also reported having parents who are more involved in educational support
activities such as helping with homework, attending school functions and parent-
teacher conferences, and reviewing report cards.

Among teachers, fewer factors were found to be correlated with fear of
victimization than for students. Although robbery victims were found to be signifi-
cantly more fearful than non-victims, teachers who were victims of assaults or thefts
were no more fearful of victimization than non-victims. For theft victims, the non-
confrontational. anonymous nature of the crime may have failed to provoke a fearful
response. In the case of assault, unlike robbery, the crime may have been seen by
victims as isolated and related to a specific interpersonal situation, and the likelihood
of re-occurrence too remote to create a generalized fear of victimization. As was true
with students, the more feartul teachers perceived more signs of street-gang activity
in the school and perceived more serious problems in the neighborhood surround-
ing the school. The more fearful teachers also had received more threats from
students than those who were less fearful.

e
avoided places (such as certain areas of the

school) and situations (such as walking alone)
that they thought were dangerous more than non-
victims. Female students avoided such places
and situations more than male students, and
younger students more than older students.
Black students reported less fear of victim-
ization than students of other races, but black
students aiso avoided situations and places they
thought were dangerous more than students of
other races. White and Native American students
avoided such places and situations least often.
Avoiding places and situations thought to be
dangerous was correlated with having a higher
overall grade average. perceiving more signs of
street-gang activity in the school, and perceiving
more serious problems in the neighborhood.
Female teachers avoided places and situa-
tions they thought were dangerous more than
male teachers. White teachers avoided danger-
ous places and situations more than non-whites.
This may again be related to the greater racial
diversity among students than among teachers.
In the urban areas, where this diversity
among students is greatest, street-gang prob-
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lems are also most prevalent. Teachers are more
likely than students to perceive attacks as street-
gang related, and white teachers may exercise
more caution where they perceive gang-related
danger to be connected to the racial makeup of
the school. As may also be the case with differing
perceptions of street-gang activity in the school,
the difference between students and teachers-in
avoiding places and situations may be due to the
white teachers' feelings of cultural alienation and
personal intimidation when they are among mi-
nority youth.

The impact of street gangs
Limited research, as well as a lack of consensus
on what constitutes a street gang or street-gang
incident, makes it difficult to measure the scope
and seriousness of the gang problem in lllinois
schools. It is known, however, that criminal street
gangs or their members are found in almost all 50
states and are found in many school systems.?
Nearly one-fourth of the students and one-third of
‘the teachers participating in the lllinois High School

Survey reported that gangs posed a serious prob-
R
Perceptions of street gangs in schools

Among students interviewed in the Authority's lllinois High School Survey. Hispanics
perceived more signs of street-gang activity than blacks, both of whom perceived
more signs than whites, Asians, and other students. Students who perceived more
signs of street-gang activity aiso had a lower self-reported grade average. Perhaps
as aconsequence of their street-gang perceptions, these students also feared crime
victimization more. and engagéd in more crime avoidance behaviors than the
others.

Students who perceived more signs of street-gang activity were also more
likely to report other kinds of school problems. They perceived a greater dropout
problem, more racial discrimination in the school. more serious problems in the
school neighborhood, and that drugs were more accessible than the students who
perceived fewer street-gang signs. It is not clear whether the association between
a heightened perception of street-gang activity and perception of other school
problems is due to the type of student making the response or 10 the type of school.
Students who are more easily frightened or intimidated, or students with greater
direct involvement in street gangs. might perceive more street-gang activity and
more of other types of problems. On the other hand, schools with more street-gang
activity probably have increased leveis of other probiems as well, and that may be
perceptible to any student.

Like students. teachers who perceived more signs of street-gang activity aiso
perceived or experienced other types of school problems. They had brokenup more
physical fights among students, were threatened more often by students. perceived
more serious problems i the school neighborhood. and perceived that parents
were less involved in students’ education than those teachers who perceived fewer

signs of street-gang activity
]
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lem in their schools' neighborhoods.

In a recent study of street-gang activity in
two predominantly Hispanic Chicago public high
schools, researchers identified several signifi-
cant consequences of gang activity that influ-
enced the quality of school life:%®

= Street gangs exercised control over individual
schools, areas of the school buildings, and/or
particular classrooms within the school.

» Gangs controlled the extensive and lucrative
drug trafficking that openly took place within
the school.

» Students were actively recruited for street-
gang membership within the school building
and/or on their way to or from school.

s Students were intimidated and physically at-
tacked by gang members within the school
buildings, on the school grounds, or on their
way to or from school.

» Students listed street-gang activity as the most
frequent reason for dropping out of school.

Responses to the lllinois High School Sur-
vey support the association of street gangs with
dropping out. More than one-third of both stu-
dents and teachers reported thatthey knew some-
one who dropped out of school because of gang
involvement or intimidation. In the Authority's In-
mate Survey, nearly 12 percent of the male in-
mates who had dropped out of school said they
had dropped out because of gang-related
problems.

Students and teachers were also asked
about street-gang presence and activities in their
schools. About 60 percent of students and 75
percent of teachers indicated that gang mem-
bers attend their schools. in addition, more than
40 percent of students and about half the teach-
ersreported that street-gang members wear their
gang colors to school. There is also evidence
from the survey that schools do. in fact, provide
opportunities for street-gang recruitment. About
one-quarter of students and more than half the
teachers reported that street-gang members try
to recruit membersin their schools. Theresponses
to these questions on street-gang activity were
affected by the type of community the school was
in. Students and teachers in small cities and rural
areas reported fewer signs of street-gang activity
in the school that those from large cities and



suburbs. There was no significant difference in
reported gang activity, however, between large
cities and suburbs.

Estimating the amount of gang-related crime
taking place in lllinois schools is nearly impos-
sible, since state and federal Uniform Crime Re-
porting (UCR) programs do not distinguish such
oftenses.?” Most researchers have concluded,
however, that street-gang crime is predominantly
street crime, and that its most serious manifesta-
tion, violence, tends to occur outdoors away from
schools and school property.28 In Chicago, police
have estimated thatabout 11 percentof all citywide
gang crime incidents in 1985 occurred on school
property.? And, according to the Chicago Board
of Education, about 7 percent of all serious disci-
plinary incidents in the 1988-1989 school year in
Chicago were street-gang related .

It is not the Chicago Board of Education's
official policy to set attendance boundaries to
conform to gang territories. But according to one
study, Chicago school administrators sometimes
transfer students to different schools to ensure
their physical safety from street-gang violence,
effectively acquiescing to control of their schools
by street gangs.*' In addition, interviews with
juvenile officers, court services staff, and inmates
indicale that many transfers of this type are made
in order to get rid of trouble-makers, pushing the
problem over to another school. One district
administrator approved 12 transfers out of the
district in a single year. In each instance, the
transfer occurred because the student was a
street-gang member whose safety was threat-
ened because he attended a school controlled by
a rival street gang. Such actions may be viewed
as an admission that street gangs actually exer-
cise control of administrative decisions.®

Weapons in school

For some students, the response to fear of victim-
ization goes beyond avoiding situations to in-
clude more aggressive self-protection. The Na-
tional School Safety Center (NSSC) estimates that
in 1987 almost 1 million school-age boys in the
United States carried a knife to school daily,
135.000 boys carried a gun to school daily, and
270,000 boys carried guns to school at least once
a year. Students carry weapons to school for a
variety of reasons. A recent study by the federal
Oftice of Juvenile Justice and Delinquency Pre-

vention reports that while many students carry
weapons to school because of participation in
street gangs and illegal drug activity, others arm
themselves out of fear.3 The Center to Prevent
Handgun Violence (CPHV) estimates that 70 per-
cent of students who carry guns say they do so to
protect themselves.®

Although knives are the most common weap-
ons found in schools, handguns and increasingly
sophisticated firearms are readily available to
students—greatly multiplying the potential for
serious injury or death. The NSSC estimates that

s
School strategies for combatting street-gang problems

A long-range, community-wide strategy to deal with the juvenile street-gang prob-
lem must include a targeted school intervention component, according to findings
and recommendations of the National Youth Gang Suppression and Intervention
program, a research and development project of the University of Chicago. With
funding from the Office of Juvenile Justice and Delinquency Prevention of the U.S.
Department of Justice. Irving A. Spergel and his associates are engaged in a four-
stage process of assessment, model development, technical assistance, and
testing of promising model projects.

The researchers have found that, although there are limits to what a school can
do to affect the basic family and community causes of street-gang problems,
schools can do much, in conjunction with criminat justice and community agencies,
to control or reduce street-gang activity. The researchers recommend that schoois
develop strategies based on providing youth with "sacial opportunities,” by devel-
oping a structure and curriculum to facilitate academic competence and employ-

ment preparedness. Specific recommendations include the following.

* Special remedial programs, appropriate pre-vocational training, and flexibility in
school curriculum must be provided to street-gang youth and those at high risk
of street-gang involvement.

* Social support must be demonstrated through faculty and staff respect for youth.
whether they are identified as street-gang members or not, particularly as youth
try 1o achieve success through legitimate means.

*  While formal counseling of street-gang students is important. a more general
climate of pasitive relationships must be built by teachers and administrators
toward these youth.

* Since street-gang youth are. by definition, in conflict with the established norms
of society, the school must directly impose fair and strong controls, and not
nesitate to enlist outside forces from both criminal justice and grass-roots
organizations 10 assist in their supervision, while also protecting non-gang youth.

* Since the street-gang problem arises and is sustained through weaknesses of
family structures, the school should provide families with street-gang awareness
training and mobilize parents to deal with the school-related street-gang problem.

= Schools may require a special curricular and disciplinary mechanism for han-

dling street-gang youth problems, such as special training for teachers and staff.

or mechanisms 10 integrate community and school efforts toward street-gang
youth

S5 —
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more than 5.5 million boys and 3.2 million girls
nationwide have access to handguns. In the
lHlinois High School Survey, approximately one-
third of the students and one-quarter of the teach-
ers reported that it was either "somewhat” or
“very" easy for students to buy or obtain guns.
Nearly 800 weapons were confiscated in Chi-
cago public schools between January 1987 and
October 1990. From September 1890 through
January 1991, 282 guns and 85 other weapons
were confiscated.® :

The recent CPHV report documented 71
deathsin American schools—65 students and six
school employees—by gunshot between Sep-

S
Weapons in school

The problem of weapons in schools is not
limited to urban centers. In the Illinois
High School Survey, the percentages of
urban, suburban. small town, and rural
students who reported bringing a weapon
to school for self-protection were not sig-
nificantly different. Almost a third state-
wide said they had done so during the
1989-1990 school year. A knife or razor
was the most common weapdn (carried
o school by 12.5 percent of the stu-
dents), followed in popularity by a belt
buckle or key chain used as protection
(11.5 percent of the students). A chemi-
cal spray had been carried by 6 percent.
and a gun or brass knuckles had each
been brought to school by 5 percent.
]

tember 1986 and June 1990.
Another 201 people were
wounded by guns and 242
people were held hostage in
schools during that same pe-
riod. The study also found that
males made up 93 percent of
the offenders and 76 percent of
the victims in violence involving
guns in schools.

Almost one-third of the
students in the lllinois High
School Survey said they had
brought a weapon to school for
self-protection during the 1989-
1990 school year. Five percent
said they had brought a gun. If
5 percent of all lllinois public
high school students brought a
gun to school, approximately
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26,000 would have been carried into high schools
that year. Students who had been victims of theft,
robbery, or attack brought weapons to school
more than students who had not been victims of
those crimes. Older students reported having
brought a weapon to school more than younger
students (perhaps as a result of exposure over
time to certain crime situations). Students who
reported having brought a weapon to school
were also less willing to follow school rules and
more likely to dislike school. They also said drugs
were more accessible, saw more signs of street-
gang activity in the school, and saw more serious
problems in the neighborhood. There were no
statistically significant differences between com-
munity types in how frequently students brought
weapons to school. This, again, may contradict
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the commonly held assumption that the risk of
violence is greater in urban areas.

The large number of weapons in schools
has led school officials to try a variety of strategies
for confiscating weapons, from searching lockers
to using metal detectors. The Chicago Board of
Education, in fact, has begun to experiment with
the use of portable walk-through metal detectors
in schools where the greatest street-gang and
drug-related violence occurs. The detectorstravel
as needed, at the request of the local school
council and the principal. Previously, some Chi-
cago schools had used hand-held detectors on a
random basis to detect weapons.

Many states, including lllinois, have en-
acted laws to create gun-free school zones, fol-
lowing the passage of similar legislation at the
federal level ¥ The lllinois Safe School Zone Act
has been in effect since January 1, 1990.% The
act stipulates that penalties for weapons viola-
tions (involving any weapon from a slingshot to a
firearm) committed within 1,000 feet of a school
are raised in seriousness by one level (for ex-
ample, from a Class 4 to a Class 3 felony). Use or
sale of weapons is elevated from a misdemeanor
to a felony. In addition, 15- and 16-year-olds
found with a weapon in school are prosecuted as
adults in lllinois.®

Effect of fear on education

Perceptions of crime in school could affect the
behavior of students and teachers in numerous
ways, with detrimentalimpact onthe school learn-
ing environment. In the Illinois High School Sur-
vey, students and teachers who had been victims
of robbery were absent from school more often
than' non-victims. Eight percent of all students
surveyed said they sometimes stay home from
school for fear that someone would hurt or bother
them. Teachers who avoid dangerous places and
situations were also absent more often than those
who don't. And because 19 percent of teachers
avoid being in school after hours, those teachers
are less available to students who need after-
school help.

The stress associated with fear of victimiza-
tion could have other detrimental effects as well.
Students who brought weapons to school to pro-
tect themselves also disliked school more and
were less willing to follow school rules than those
who did not.



When students and teachers stay away
from schools because they fear crime, and when
students mistrust the ability of the school to pro-
tect them to the extent of bringing their own
weapons to school, the school's position as an
orderly, rule-governed place is undermined. This
inturn may feed the cycle of disrespectful behav-
ior that again may escalate into violence and
crime.

DISCIPLINARY RULES IN ILLINOIS
SCHOOLS

In Hllinois, the administrative rules established by
the State Board of Education require each local
school board to establish and maintain a parent-
teacher advisory committee to develop, with the
board, policy guidelines on pupil discipline. The
rules also require the local boards to furnish a
copy of the policy to the parents or guardian of
each pupil and to inform its pupils of the contents
of its policy. Each local board's discipline policy
must provide that a teacher may remove a stu-
dent from the classroom for disruptive behavior.
and must include provisions that provide due
process to students.*

In the lllinois High School Survey, both stu-
dents and teachers were asked their perceptions
about the fairness of school rules and their en-
forcement. Fewer than half the students agreed
with the statement that the rules are fair in their
school, although more than three-quarters of the
teachers agreed with that statement. Both groups
perceived problems, however, in the actual en-
forcement of the rules—62 percent of the stu-
dents and 61.5 percent of the teachers did not
agree with the statement that “regardless of who
you are, punishment is the same.” Of the stu-
dents. 62.5 percentreported that rules are strictly
enforced all or most of the time., while 45 percent
of the teachers responded this way. Thirty-one
percent of the students and 39 percent of the
teachers reported that strict enforcement oc-
curred only some of the time.

School principals may be a source of some
of the lack of consistency.in rule enforcement.
When asked about the frequency with which the
principal “is fair, consistent, and firm,” 58 percent
of the students and 57 percent of the teachers
responded that this was true either most or all of
the tme: 29 percent of the students and 30
percent of the teachers said this was true only

some of the time.

Although school disciplinary policies allow
for various sanctions in response to rules infrac-
tions, the limits of those sanctions have often
been debated.

How much discipline may schools
exercise?

Inlllinois, the State School Code states that “teach-
ers and other certified educational employees
shall maintain discipline in the schools."*' To
prevent misuse of this broad language, the ad-
ministrative rules established by the State Board
of Education require public schools that permit
corporal punishment to notify parents upon initial
enroliment of a student that the parents may
submita written request that corporal punishment
not be administered to their child or children.2
Private schools in lllinois are not under the juris-
diction of the State Board of Education, and are
permitted to formulate their own discipline poli-
cies.

In recent years, the number of states that
have banned corporal punishment has nearly
doubled. According to the National Coalition to
Abolish Corporal Punishment in Schools, it is now
outlawed in 22 states, up from 11 states in 1987.
One reason for this trend, according to the Na-
tional School Boards Association, is that a num-
ber of lawsuits have been filed across the United
States by parents of students who were paddled.
Findings from a 1986 U.S. Department of Educa-
tion survey also indicate that corporal punish-
ment has been applied disproportionately to mi-
nority students and children with behavioral and
learning disabilities.*3

Some schools are now using police officers
to help enforce rules and prevent crime. Besides
adding security, officers who work inside the
schools may increase the number of crimes that
are reported. According to some juvenile officers
and school security officials, students may be
more likely to believe that some action will result
from their reporting an incident if police are on-
site to immediately respond. In addition, a police
presence in the school may lessen students' fear
of retaliation if they report crimes.* Juvenile offic-
ers in the schools and in communities bear the
responsibility for working with youths whose be-
havior has brought them—or is likely to bring
them—into conflict with the law.
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Handgun Violence, November 1990).

36. Statistics are from the Chicago Board of Education,
Bureau of Public Safety.

37 The Gun-Free Zones Act of 1930 (HR 3757} is
directly tied to the National Goals in Education, endorsed by
President Bush and the nation's governors. It passed the
Senate as part of the omnibus crime bill, S. 1970.

38. lil.Rev.Stat.. ch. 38, par. 24-3.3, and ch. 38, par. 24-
1(c). ‘

39. lll.Rev.Stat., ch. 37, par. 805-4(6)(a).

40. 23 Ill.Adm.Code, 1.280. See also lit.Rev.Stat., ch.
122, par. 24-24.

The Chicago Board of Education, one of the largest
school districts in the nation, adopted in 1981 a comprehen-
sive Uniform Discipline Code, which is revised on a regular
basis. In addition to a general policy statement, the code
contains specific documentation of responsibilities and rights
of students, parents, teachers, and principals, as well as the
responsibilities of the local school councils and the district
superintendent. A disciplinary procedural guide pertaining
specifically to special education students is also included.

Chicago’s Uniform Discipline Code classifies 50 acts of
misconduct into five sefiousness categories according to the
degree to which they “disruptthe orderly educational process
in the classroom. in the school, and/or on the school grounds”
and also whether they constitute a legal violation. Minimum
and maximum disciplinary actions are then prescribed for
each category. For the three least serious categories, arange
of actions are provided for both first-time violations and for
repeated or flagrant violations. The code, however, aiso
contains a list of mitigating factors which may be considered
by school staff members. (A copy of the Uniform Discipline
Code is included as Appendix D of this report.)

41. 1 Rev.Stat., ch. 122, par. 24-24.

42. 23 Ik Adm.Code, 1.280.
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43.U.S. Department of Education, Office of Educationai
Research and Improvement, Schoo! Discipline Policies and
Practices (Washington, D.C., September 1986).

44. George Sams, Director of Safety and Security,
Chicago Board of Education, and Richard Walsh, llinois
Juvenile Officers Association (and Matteson Police Depart-
ment), interviews: May 22, 1991.
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“Schools are a sacred place

where children should feel
safe. Security is a top

priority.”

Ted Kimbrough

Chicago Superintendent of Schools
Quoled in the Chicago Sun-Times

(February 1, 1990)

uveniles who are suspected of committing delin-
quent offenses may be taken into custody by the
police. Juveniles may also be taken into police
custody for protective purposes or for actions that
are violations only because of the age.of the
person committing them (status offenses).! The
Juvenile Court Act spells out very specific duties
for police officers in their handling of minors,2 and
any minor taken into custody must be turned over
to a juvenile police officer without delay.? By stat-
ute, the chief of police is the designated juvenile
officer in each law enforcement jurisdiction. No
more specific mandate exists for police depart-
ments to designate juvenile officers, and nowhere
in the statute are the qualifications of a juvenile
officer specifically defined. In most departments,
the chief delegates this official responsibility to
one or more detectives on the force. Officers
specifically assigned as juvenile officers work
with youth in the community and
often in the schools themselves.

The duties assigned to the
juvenile officer by the Juvenile
Court Act go beyond traditional
policing. The officer's effective-
ness often depends on being
skilled at counseling youth and
their families and on good com-

meessssssssssssssssemmsmn | MUNication and collaboration with

avariety of community services. including schools
and mental health and social service agencies. A
youth officer must be effective not only with chil-
dren and adolescents who have committed crimi-
nal offenses, but with many other youngsters who
are beyond the control of their families, who are
neglected or have run away from abusive situa-
tions, or who are abusing drugs and alcohol.
Exercising this expanded law enforcement
role calls not only for different methods and skills,
but for adjustments in the officer's own thinking
about the job.* Although in many departments
juvenile officers are considered specialists and
volunteer for youth assignments on a permanent
basis. in others juvenile officer assignments are
rotated through the department or assigned to
the newest detectives, making it difficult for offic-
ers to meet the special requirements of this role.
For juvenile officers to perform their expanded
policing role effectively, itis important for that role
to be understood within their departments and by
the schools and social service agencies that
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participate in joint interventions with youth.

This chapter is based largely on first-hand
accounts of situations and problems police offic-
ers encounter in their work with juveniles, espe-
cially in school settings. They were raised at a
special roundtable discussion on juvenile polic-
ing convened by the Authority in June 1990. The
executive board and members of the lllinois Juve-
nile Officers Association met with Authority re-
searchers at this roundtable to discuss their work

POLICE OFFICERS

IN SCHOOL BUILDINGS

The assignment of juvenile police officers to work
in public schools is one of the most direct links
between the criminal justice and educational sys-
tems. The president of the lllinois Juvenile Offic-
ers Association estimates that, while fewer than
one-fourth of all law enforcement jurisdictions in
lllinois assign officers to work inside the public
schools, in urban areas the percentage is far
higher ©

Juvenile officers are assigned to schools to
curb crime and violence in the school environ-
ment. The officers are empowered to make ar-
rests for violations of the law that occur in their
presence or are witnessed by staff and students
willing to sign a written complaint. The handling of
routine discipline problems remains the respon-
sibility of school staff.

In some areas of the state, police officers
have been working inside schools for many years.
In Kane County, for example, the Aurora Police
Department has had juvenile officers working in
local high schools in three separate school dis-
tricts for more than 15 years. Asin most programs
in which police are assigned within school build-
ings, the officers are considered joint employees
of the school district and the police department,
with the costs of their salaries and benefits evenly
shared by the city and the school district.

In Chicago, uniformed police officers have
patrolled school buildings for more than 40 years,
but such assignments dramatically increased in
the 1990-1991 school year, inresponse to height-
ened community concern over a number of vio-
lent incidents that occurred during the previous
school year.” An agreement in June 1990 be-
tween the Chicago Police Department and the
Chicago Board of Education resulted in the as-
signment of 150 sworn officers to a school patrol



unit, tripling the number of officers assigned to
such duties in the 1989-1990 school year. Offic-
ers of the school patrol unit report to the Youth
Division of the Chicago Police Department, but
are not officially designated as juvenile officers.

Inaddition to the 150 members of the school
patrol unit, 94 regular officers have been as-
signed to a tactical patrol unit to maintain crime-
free zones in the neighborhoods around schools,
providing coverage for elementary and junior
high schools in Chicago that have no police
presence in their buildings.

Under the terms of the cooperative agree-
ment between the Chicago Police Department
and the Chicago Board of Education, the 150
officers of the school patrol unit report to both
agencies. All officers of the unit are regularly
sworn officers, hired and trained by the Chicago
Police Department. The departmentis reimbursed
monthly by the Chicago Board-of Education for
the costof their salaries and benefits. The salaries
of the 94 officers of the tactical patrol unit operat-
ing outside of the schools are paid solely by the
Chicago Police Department At least two officers
have been assigned to each of Chicago's 71

access to the buildings.® The annual cost of the
program has been estimated at $4 million.'®

During the first eight months of the 1990-
1991 school year (September through April), the
150 police officers assigned to duty in Chicago
high schools made a total of 8,503 arrests on
school grounds or in school buildings, including
677 arrests for serious felonies (Figure 4.1). Dur-
ing the eight-month period, officers also seized
158 guns and 357 other weapons. '

In addition to the Chicago police school
patrol officers the Chicago public schools also
employ 445 monitors and 49 security aides to
increase the security of their hallways and grounds.
These employees are not trained law enforce-

ment officers, but they do re-
ceive in-service training pro-
vided by the Board of Educa-
tion to improve their security
skills. 12

In some other areas of the
state, police presencein school
buildings is a very recent devel-

L]
“The best ally a school can

have is a cop that works with

them.”
Liewlenant Gary Wigman
McHenry Police Depariment

(June 29, 1990)
L ]

opment. Not all programs involve cooperative

regular and special high schools since Septem-
ber 1990. In some schools, as many as four
officers currently patrol the hallways and control

Figure 4.1

Number of arrests for selected offenses in Chicago
public high schools (September 1990 through April

1991)

Serious felonies Number of arrests
Murder 9
Aggravated battery 201
Aggravated assault 199
Aggravated criminal sexual assault 7
Robbery 183
Burglary 41
Arson 3
Cther 24
Less-serious felonies and misdemeanors

Simple battery 1.851
Simple assauit 301
Unlawful use of a weapon 468
(including 134 for firearm viotation)

Feiony theft 9
Theit 442
Passession of unlawlut drugs 272
Deiivery of controlled substances and marijuana 15
Criminal trespass 1324
Disorderly conduct 1,790
sorcs Doz Sams Stz ano Do, Dusrsr Dnrass Foard of Dinzaoe

agreements between police departments and
school officials. Sometimes off-duty officers, both
juvenile officers and regular patrol officers or
detectives, areindividually hired by school boards
for specific purposes, and in such circumstances
officers may or may not have special training to
work with juveniles.

Such efforts appear to lack the stability of
more formal cooperative agreements. In East St.
Louis, for example, seven off-duty police officers
were hired by the East St. Louis School Board in
November and December 1990, using federal
grant funds from the Drug Free Schools and
Communities Act, to increase police patrols and
reduce drug trafficking in the district’s five junior
high schools and three high schools. School
district officials said that increased police patrols
and the installation of metal-detecting gates at
school entrances are needed to eliminate weap-
ons and curb drug dealing and gang activities in
the schools. ™ The officers were withdrawn from
the schools in January 1991 in a reordering of
funding priorities. The program was reinstated in
the spring. but according to Joyce Williams, an
East St. Louis school board administrator. the
future of continued police patrols in the schools
was uncertain.

Law £nforcement in the Schools
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A BROADER ROLE FOR JUVENILE
OFFICERS IN SCHOOLS

For many juvenile officers working in the schools,
their job descriptions go far beyond a narrowly
defined law enforcement role. But some juvenile
officers report that schools do not always appre-
ciate the kinds of services that a juvenile officer
can provide them and, in some ways, are under-
utilizing a valuable resource. One veteran juve-
nile officer said, "I've worked a lot of years in a lot
of police departments, and I've never been ap-
proached by an educator and asked, ‘What can

. ] you guys dOl for US?"’IS At the

“I've bad calls from parents
who say,  just can't bandle
him. Hes staying out at
night, and he won’t go lo
school.’ Then [ ask them,
‘How old is your son?’ And
they'll say, ‘He§ 8.” Now

opposite extreme, sometimes
parents and school officials at-
tempt to involve officers in mat-
ters of routine discipline that are
not appropriately police matters.

In many schools, police ac-
cess toinformation about students
is often limited by school officials’
responsibility to protect the confi-

what the bell do they expect  dentiality of studentrecords. Many

us to do? Tbey can't even officers say that, in their efforts to
Y . - protect student privacy, school

gfliCjP lz/?e/maﬁflfbkﬂ administrators often fail to recog-
eleclive Kichard waes!

Matleson Police Department

(June 29, 1990)

nize how youth officers can use
information about minor incidents

eessssssss———————— 3t SCh0O! to determine the need

for early intervention with a young person headed
for serious trouble. “If we can grab a kid quick
enough, when he's just starting to become delin-
quent, a lot of times we can stop him from repeat-
ing,” said South Holland Police Sgt. Warren
DeGratf, president of the lllinois Juvenile Officers
Association. “Too often we aren't able to inter-
vene in time, because we don't get the informa-
tion. If you wait until they're freshmen or sopho-
mores, it's too late."®

According to Michael Roman, a juvenile
officer from Moline. school authorities sometimes
feel that they have to protect younger children
from the police. "It appears that younger and
younger kids are doing more violent crime, and
this is increasing.” he said. "It's difficult to work
with schools on these cases, because they feel
they have to shield these kids from police contact.
There's a real lack of understanding of what their
responsibilities are, and they re afraid of the liabil-
ity issues that may be involved.”"’

In many schools, however, communication
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between juvenile officers and the school officials
and students they work with is very effective.
According to an officer in the Aurora Police
Department’s program in the schools, one benefit
ofthe 15-year association between the police and
the school districts has been the trust that has
developed between school officials and the po-
lice, allowing very open sharing of information.'®

In some schools, juvenile officers serve as
student resource officers who are assigned to an
office within the school (usually associated with
the dean's office) where they are available to
students and staft during school hours. One such
program has beenin place formore than 15 years
in the school district that includes Wheeling High
School and five other high schools in northwest
suburban Cook County. Officers in this program
volunteer for the position as a permanent assign-
ment and must be approved by the principal of
the high school. Once selected. patrol officers
undergo special youth officer training from the
llinois Local Governmental Law Enforcement
Officers Training Board. They workin plain clothes
without weapons from an office in the school. This
approach allows officers to get to know the stu-
dents and the staff in a friendly context, outside
their role as law enforcement agents. Trust devel-
oped in this way enables an officer to make more
effective interventions when a problem arises.™

When there is good communication with
school personnel, juvenile officers can help iden-
tify problem youngsters and help them get the
special attention and services they need. As
schools have had to face tight budgets, some
districts have had to reduce their special ser-
vices. including counseling staff. According to
some juvenile officers, student resource officers,
appropriately used, can pick up some of the
pieces of these programs that have been re-
duced or eliminated.™

For example. according to Joy Gottlinger. a
juvenile officer with the Oak Park Police Depart-
ment, after cutbacks in supportive services at the
local high school, the police department held a
series of meetings with school officials. “We let
them know very clearly what their mandate was in
terms of reporting abuse and dealing with run-
aways,” Officer Gottlinger said. "But we aiso let
them know what services were available in the
department and in the community that they didn't
have (o be responsible for.” !



Juvenile officers may assist in training both
teachers and students in subjects that fall within
their law enforcement expertise, such as security
measures within the school. They also may assist
in school drug abuse prevention programs, help-
ing identify drugs and drug paraphernalia, and
helping teachers and administrators identify the
symptoms of substance abuse in students. The
apprehension of drug distributors and users is an
important law enforcement function for juvenile
officers working in schools. Juvenile officers can
also provide training in identifying and interven-
ing in instances of suspected child abuse, which
teachers and other school staff are required by
law to report.22

The relationships that juvenile officers de-
velop within the school can provide a good source
ofinformationin investigating and solving crimes.
From their vantage point in the schools, juvenile
officers are particularly well placed to provide
police officers on other assignments with accu-
rate information on gangs and gang operations.
When officers remain in youth division assign-
ments over long periods of time, they can assist
other detectives by drawing on intelligence they
have gathered through years of association with
those juveniles who go on to become adult
offenders.

COMMUNICATION WITH SCHOOL
AUTHORITIES

While juvenile officers can play a vital role in
investigating and solving crimes in the schools
and communities they serve, juvenile officers say
that, in some cases, misunderstanding of their
appropriate role by school authorities hampers
their effectiveness. Juvenile officers from across
the state report that the quality of their relation-
ships with principals and other school staff can
vary enormously. When officers are assigned to
more than one school within the jurisdiction of
their department. it is common to have excellent
working relationships with one school in their
community and very poor relationships with an-
other school only a few miles away. The officers
participating in the Authority's roundtable agreed
that the personalities and philosophy of individual
principals and other school administrators seemed
to be a key factor in how effectively they work with
schoals ™

Cooperation is best when school authorities

and police officials collaborate to spell out their
respective responsibilities as a set of specific
operating procedures. Rich East High School in
Park Forest has worked with the local police
department to produce a manual of operating
procedures that guides their School-Police Liai-
son Program. The manual explicitly recognizes
the importance of school security as a prerequi-
site to learning, and lists the specific duties of
officers. These range from security tasks, such as
monitoring traffic and supervising washrooms
and lunchrooms, to making classroom presenta-

tions on law enforcement and
related issues, to specific cri-
sis- and emergency-related
duties.?*Rich East's manual was
recognized as a model for co-
operative school-police liaison
programs at the International
and lllinois Juvenile Officers
Joint 1991 Training Conference
in Matteson.

Many officers believe that
the level of cooperation they
receive is tied to the affluence
of the school community. Offic-
ers who work in suburban de-
partments noted that more af-
Hluent schools in their communi-
ties tend to be the most reluc-

L
“Our school solves a lot of

crimes for us. When I come
in on Monday, a kid or a
teacher will call me and ask:
‘Did you get some burglar-
les over on the west side of
town last night? Well, here’s
who did it." This kind of
assistance 1s the result of all
the information sharing we

do with them.”
Detective Richard Walsh
Matteson Police Department
(July 29, 1990)

R

tant to face crime problems in
their schools. (See Chapter 3, Crimeinthe Schools,
for more information on crime perceptions and
reporting.)

According to officers who work in Chicago
and in inner-city neighborhoods in other cities,
the more serious the crime problem in the school,
the less cooperation they tended to receive from
school authorities. In both cases, the refuctance
of school administrators to cooperate in reporting
crimes, accordingto the officers, is refated to their
desire to protect the reputations of their schools.
In affluent suburban schools, administrators are
unwilling to admit that serious crimes can oceur in
their community. In inner-city schools, adminis-
trators are more concerned about maintaining
their reputation for being able to keep their school
safe and orderly in spite of the school's location in
a high-crime area.?

As is often the case when two different
systems must interact. police departments and

1 A EAfarcosmmant i the Srhnnlce
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schools often have different expectations and
operating rules. Police departments tend to be
quite standardized in their approachto problems,
and they are governed by explicit statutes and
policies to guide their behavior. Schools, on the
other hand, often operate with relative autonomy
within the general framework of each district's
policies and the regulations of the lllinois School
Code. Schools may interpret these guidelines
differently and each may develop its own style in
dealing with law enforcement, maintaining disci-
pline, and coping with trouble-

“Schools don't want to some students.

admit to parents—or lo Juvenile oificers reported
: h t inis-

their bosses at the school that some teachers and adminis

board—that there’s a drug
problem in their school. If

they find drugs,
them, but they won't report

it to the police.”
Officer Ken Griffin

Champaign Police Depariment

(June 29, 1990)

trators were not knowledgeable
about laws concerning student
rights, their own reporting respon-
sibilities, and the nature of police
powers.?® Juvenile officers re-
counted that this lack of informa-
tion sometimes led to situations in
which attempts to protect students
obstructed the officers in the per-
formance of their duties.

While juvenile officers gen-
erally agreed that good interactions with school
officials outnumbered negative experiences, the
exceptions often involved serious violations of the
law. Juvenile officers from around the state have
reported that school administrators and teachers
have frequently failed to handle drug and weapon
seizures correctly and have even obstructed
police in the performance of their duties. The
following incidents are reported from their
caseloads: '

they'll take

» “An officer went down to the school to pick up
a runaway. He wanted to get the boy and his
family into some crisis intervention. The teacher
told the cop to wait in the office and then ran
down to tip off the kid, so he could slip out the
back door.”

» “We were called in on a serious assault with
injuries to a teacher. The principal discour-
aged the teacher from pressing an assault
charge against the student who attacked her.
| told him that. in preventing charges [from
being filed], he was sending a message to
students that teachers in his school could be
assaulted without any consequences. The prin-
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cipal wasn't buying. He said it was his job to
protect the reputation of the school.”

= “A counselor brought me into his office at the
end of the year. He opened up a drawer that
was full of hash pipes, pot, you name it—
works-in-a-drawer. He said to me, ‘We want
you guys to take this stuff off our hands. It's stuff
we've accumulated throughout the year.' This
school teacher is in possession [of drugs and
drug paraphernalia]. He should be going in
with the cop [to be booked].”

s "We had an incident on the last day of school.
The principal called us into his office and said,
‘Here, lwanttoturnthisin.'He handed me a .38
revolver. When | asked him where he got it, he
said he took it off a kid two or three months
earlier, but he didn't want to do anything about
it at the time. | told him, ‘If | take this gun. I'm
taking you too.’ That's the kind of mentality that
prevails in some of these schools. They con-
sider themselves a complete separate entity
from the state or from law enforcement.”™

Enno Lietz, whois in charge of public school
approval, the department of the lllinois State
Board of Education that deals with school ac-
creditation, studentrights, and other legal issues,
acknowledged that teachers may be poorly in-
formed of their legal responsibilities in situations
calling for police involvement. The appropriate
relationship between law enforcement and school
authorities, the rights of students charged with
offenses, juvenile law. and the nature of police
powers are not a part of teacher training curricula.
Except for the lllinois Student Records Act, which
sets guidelines for the release of student records,
no official guidelines or statutes instruct school
authorities in their proper responsibilities in deal-
ing with the police.

According to Mr. Lietz, most large, urban
districts have deait with these issues through
districtwide uniform codes of discipline, but it is
also possible that many principals exercise au-
tonomy in such situations.? (See Chapter 3, Crime
in the Schools; the Chicago Board of Education
Uniform Code of Discipline is reproduced as
Appendix D.)

DEALING WITH DELINQUENT MINORS
IN THE COMMUNITY
Many of the interactions that occur between law



enforcement Ofﬂcefs and de“nquentyouth dO not L ]

. . ) Station adjustments
take place in the schools, but in the community.

State law provides juvenile officers with a great
deal of discretion and flexibility in handling cases
involving allegedly delinquent minors. Number of

The extent to which station adjustments are used ta resolve certain juvenile incidents
is illustrated by 1989 statistics from the Chicago Police Department.

Disposition type

N . Type of juvenile disposition juveniles as percent of total
Whenevgr a mrr.wor is taken.lnto gustody and Staton Adjusiments 24,006 556
not released immediately, the juvenile must be Detainedireferred to court 17370 400
turned over to a juvenile officer.?® In many cases, Released wio charges 1903 44

the officer may decide not to take a youngster into
custody and press charges, but rather may make
a "station adjustment,"” handling the incident in-
formally. In making a station adjustment, a juve-
nile law enforcement officer recognizes that not

Source: Chicago Police Department, Youth Division, Annual Statistical Report, 1989.

While comprehensive figures for other departments across lllinois are not available,
it is clear from research by the Authority and information provided by the lllinois
Juvenile Officers Association that station adjustments are a common law enforce-

. . ent tice throughout the state.
every problem that brings a youth to the attention mpracncerougou—

of the police is best handled by referral to the
courts. When there is no previous history of delin-
quency or the offense is minor, less serious sanc-
tions are usually warranted. Particularly when
family conflict, neighborhood disputes, or trouble
at school play an important part.in a youngster's
misbehavior, crisis intervention, family counsel-
ing, or the temporary involvement of an objective
third party may be the best way to resolve the
situation.

Prior to making a station adjustment, juve-
nile officers must obtain and consider extensive
background information, including the nature of
the allegations against the youth. as well as the
attitudes of the complainant and the community
toward the minor. The previous history of the
youth and his family, as well as their current
situation, must be examined. including educa-
tional and employment status. The officer must
also consider the availability of community re-
sources that could be called upon to intervene in
the situation, and, if such services were used in
the past, how well the youth responded to them.
Finally, the general attitude displayed by the
youth and the family members in the current
situation is an important consideration in deter-
mining the best method of handling the incident.®

The terms of a station adjustment may in-
clude continued supervision by a juvenile officer
or referral to a community social service organi-
zation, such as a mental health or family counsel-
ing agency. With written consent fromthe minor or
parent, release may be conditional upon pay-
ment of restitution for damages or performance of
some public or community service.

If station adjusiments are to be effective
tools 0 intervene with troubled youth. two key

elements must be in place.?'

First, the juvenile officer must have immedi-
ate and full access to a wide range of information
that will permit the officer to make an informed
decision and establish the best conditions for the
release of the juvenile. At present, officers face
serious difficulty obtaining information about a
minor’s background, for a number of reasons.®

Records of social services provided to juve-
niles are protected by state law and may be
disclosed to police and court officials only after a
great deal of paperwork and court intervention. In
addition, juvenile records of prior police involve-
ment or station adjustments are not part of the
statewide Computerized Criminal History System
and are maintained only atthe local level, if at all.®
This situation has persisted since 1983, even
though state law has charged the lllinois State
Police with the responsibility of developing a
statewide central adjudicatory and dispositional
records system for persons younger than 19
years old, specifically to enable juvenile officers
to make appropriate dispositions 3

Barriers to a complete flow of information
about a juvenile can also hamper planning by
social service agencies. Such agencies are not
permitted access to law enforcement or juvenile
court records without a court order,® making it
difficult for different agencies providing services
tothe same youth to exchange information. These
records cannot be disclosed otherwise, even with
the minor's or his or her parents’ permission.

Second, a wide array of programs and so-
cial services must be available to provide support
to the troubled youth. Station adjustments con-
sisting solely of required contact with a parent or
law enforcement officer are not typically success-
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L
“We used to have time to get

fo know the kids—1to shoot a
few baskets and listen to
their troubles. We were the
role models for some of these
young boys. All that is out
now. We don’t have the
money, and we don 't bave
the men. As a consequence,
the department is losing a
lot of good information, and
this community is losing a

lot of kids.”

Sgt. Gregory Cox

Last St. Louss Police Departinent

(October 29, 1990)

ful with severely troubled youngsters with previ-
ous delinquent behavior. Yet, in the absence of
well coordinated community programs, this lim-
ited approachis frequently employed.®(For more
information about the availability of social ser-
vices for juveniles, see Appendix E.)

STATUS AND ROLE OF JUVENILE
OFFICERS IN THEIR DEPARTMENTS
The complexity of the kinds of decisions juvenile
officers must make, especially
when making station adjustments,
combined with the scarcity of hard
information on juveniles' delin-
quency histories, makes personal
relationships with individual youth
and intimate knowledge of youth
activities in the community very
important. The officer's own
knowledge of the history of the
situation may be the best data
source available. Yetthere is little
stability in most juvenile officer
assignments. Many officers are
regularly transferred in and out of
this designation to fulfill other
departmental duties.?

The chief of police, as the
officially designated juvenile offi-
cer for a jurisdiction, usually au-
thorizes one or more detectives
within the department to serve as juvenile officers
on permanent, part-time, temporary. or ad hoc
assignment. Even though many career juvenile
officers believe that special skills are required to
work effectively with juveniles, no specific training
or qualifications are required for this assignment
in many departments. Assignments to this role
may be entirely random, or. in many cases, they
may fall to the lowest ranking detectives on the
force. Ken Griffin, a juvenile officer from
Champaign. said. "Too often, juvenile is a dump-
ing ground. It's where detectives first get as-
signed."®

Career juvenile officers who choose youth
work find that their most effective colleagues
demonstrate a real vocation for the job. Officers
whose assignment to juvenile work is transitory
are rarely able to exploit all the possibilities of this
role. and the practice of making such temporary
and part-time assignments can reduce the pro-
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fessional status of officers who have chosen this
career assignment within their departments. 3

For several years, the lllinois Juvenile Offic-
ers Association has lobbied the Hlinois General
Assembly to mandate training for juvenile offic-
ers. The association has argued that training is
necessary for officers to successfully fulfill the
duties prescribed for them in the Juvenile Court
Act. According to the association's president,
many departments provide between 40 and 62
hours of training for juvenile officers, bul there is
no statutory requirement that juvenile officers -
receive special training.®® The Illinois Local Gov-
ernmental Law Enforcement Officers Training
Board has adopted training standards and pro-
vides accredited training for juvenile officers, but
local police departments may choose to send or
not to send officers for training. According to
some officers, many chiefs of police oppose the
effort to set training requirements, because they
fear it would limit their ability to shift manpower
into or away from juvenile units. !

Nevertheless, many juvenile officers main-
tainthat their job requires skills that are not usually
part of standard police training. Juvenile officers
must not only relate well to youth, they also need
some knowledge of adolescent development and
family dynamics, as well as skills in counseling
and mediation, to work effectively with teenagers
and their families. These officers are required by
the Juvenile Court Act to refer youth taken into
custody to appropriate social service providersin
the community. This aspect of the job requires a
good knowledge of community resources.

In addition, many of the officers interviewed
by Authority researchers feel their work is in many
ways more difficult than that of officers in other
police assignments. While in many larger depart-
ments, detectives are assigned to specialized
crime units, such as burglary or sex crime units,
juvenile officers remain generalists. They handle
offenses that range from vandalism to homicide,
and they must deal with many types of non-
delinquent juvenile behavior as well. They are
required to adopt a more problem-oriented ap-
proach to policing, requiring a broader range of
analytic and interpersonal skills. In most police
work, success should lead to a reduction in
workload. but for juvenile officers. the opposite is
true. The more successful they are with their
clients. the more likely they will be called ugon to



help solve problems for other families in their
community, thus increasing their workload.

Working with youth, these officers report, is
far more time-consuming thanworking with adults.
When officers have dual assignments, working
with both adults and juveniles, they quickly find
the youth work will consume much of their time,
The assignment of caseloads for juvenile officers
does not always take this added time factor into
account. Juvenile officers report they often handle
350-400 cases per year, compared to an average
caseload of 50-125 cases per year for other
detectives.®?

Resource allocation for juvenile officers does
not always match their caseloads. A survey of four
metropolitan police forces in different areas of the
state indicated that, in each department, the
share of budget and manpower resources allo-
cated to the youth division was substantially
smaller than the percentage of total arrests ac-
counted for by juveniles taken into custody (Fig-
ure 4.2). Resource allocations for juvenile polic-
ing in smaller departments are impossible to
document, since such departments do not have
fully separated youth divisions and-costs for juve-
nile officers are subsumed in the departments’
overall budgets.

While these comparisons convey some in-
formation about the relationship of resources to

Figure 4.2
Resources allocated to juvenile policing

Percentage of Percentage of
budget for personnel for into custody
Police depariment  juveniles juveniles
Chicago 3 39
Springfield <35 36
Rockford 58 17
East St. Louis 49 6.3

Juveniles taken

as a percentage of all arrests

Sources: Chicago: Command Facts Handbook 1990, Chicago Police Department, and Juvenile Justice Financing,
Trends and Issues 90. p. 241-242: Springfield: Office of the Director of Public Satety and Deputy Chief Charles Palazollo,
Springfield Police Department: Rockford: Rocklord Police Department, Youth Division {Lt. Joseph Walker), Budget &
Planning {Defective Jeffrey Morris); East St. Louis: East St Louis Police Department (Sgt. Gregory Cox, Youth Division,

Sue Pittman, Records Division).

juvenile police activity, the number of juveniles
taken into custody is not an accurate measure of
the workload of juvenile officers. Juvenile officers
see prevention as the most important focus of
their work. They would prefer their success to be
measured, not by how many juveniles they take
into custody, but by how many crimes and arrests
they prevent though early intervention work with
youngsters, yet when resources are tight, this
preventive work is often the first casualty of bud-
get cutbacks

When prevention suffers, troubled young-
sters are at higher risk of dropping out and en-
gaging in delinquent behavior. Those at highest
risk of conflict with the law are often students with
learning disabilities and behavior disorders.

Notes

1. Such circumstances include, but are not limited to,
juveniles who have run away from home or from a court-
ordered placement, who are beyond parental control, or who
are neglected or abused (1!l Rev.Stat., ch. 37, par. 802-805).
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dicted minors (ch. 37, par. 804}, and delinquent minors (ch.
37. par. 805).

3. ilt.Rev.Stat.. ch. 37, par. 802-6.
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Project Methadology.
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6 Warren DeGraff, South Holland Police Department.
Juvanie Officers Roundiable {Jure 29, 1990).
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to death in his classroom. Chicago Sun-Times (February 1,
1990).

8. George Sams, Director of Safety and Security, Chi-
cago Board of Education, interview: October 29, 1990.

9. Sams (October 29, 1990).

10. Karen M. Thomas, "Kimbrough Offers $4 Million
Police Security Plan for Schools" Chicago Tribune (June 6,
1990): sec. 2: 3.

11. Gary Gunther, Safety and Security Division, Chi-
cago Board of Education.

12. Sams (October 29, 1990).

13. Lorraine Kee Montre, "East St. Louis Schools Seek
Security Help” St. Louwss Post-Dispatch (August 16, 1990).

14. Joyce Will:lams, East St. Louis Board of Education.
interview: February 27, 1991.

15 Richard Briisko, Investigative Division, Lake County
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Sheriff's Police, Juvenile Officers Roundtable (June 29, 1990).

16. DeGralf, Juvenile Officers Roundtable (June 29,
1990).

17. Michael Roman, interview: May 10, 1991.

18. Ed Sweeney, Aurora Police Department, interview:
October 25, 1990.

19. Assistant Principal James Whittington, Wheeling
High School and Dexter Gorski, Wheeling Police Department,
interviews: October 30, 1990.

20. Juvenile Officers Roundtable (June 29, 1990). See
also Appendix A.

21. Joy Gottlinger, Oak Park Police Department, Juve-
nile Officers Roundtable (June 29, 1990).

22. Juvenile Officers Roundtable {(June 29, 1990).

23. Juvenile Officers Roundtable (June 29, 1990).

24. Rich East Manual of Operating Procedures (Park
Forest, IlI.: Rich East High School. 1990).

25. Juvenile Officers Roundtable (June 29, 1990).

26. Juvenile Officers Roundtable {June 29. 1990).

27. These incidents were reported at the Juvenile Offic-
ers Roundtable, June 29. 1990 (see also Appendix A), by
Richard Walsh, juvenile officer, Matteson Police Department
(firstincident); Dick Norris, Chicago Police Department, Area
2 School Patrol (second and fourth incidents); and George
Hanley, Lake County Sheriff's Office (third incident).

28. Enno Lietz, Manager of Public School Approval,
Department of Recognition and Supervision, lllinois State
Board of Education, interview: October 25, 1990.

29. lll.Rev.Stat.. ch. 37, par. 805-6.

30. lll.Rev.Stat., ch. 37, par. 805-6(4).

31. Mlinois Criminal Justice Information Authority, Juve-
nile Justice Information Policies in itinois (Chicago, 1985).

32. lllinois Criminal Justice Information Authority, Juve-
nite Justice Information (1985).

33. lllinois Criminal Justice Information Authority, Juve-
nife Justice Information (1985). If minors are taken into cus-
tody for offenses that. if committed by an aduit, would consti-
tute untawful use of a weapon or aforcible felony. their records
dobecome apartof the CCH system (lll.Rev.Stat., ch. 38, par.
206-5.). The records of juveniles charged as adults are aiso
entered in the system (Ill.Rev.Stat.. ch. 38, par. 801-7 (b)(2)).
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adult offenders.
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n any examination of the relationships between
education and criminal justice, special education
plays a significant role. All of the social, environ-
mental, and genetic factors that may put children
at risk for later involvement in the criminal justice
system also increase the chances that, at some
earlier stage in their lives, these children will
require special education services.

For some children, no amount of special-
ized educational services, therapy, or family coun-
seling will be enough to help them overcome the
many problems that impede their educational
progress and also put them at risk for later delin-
guentor criminal behavior. But, for the vast major-
ity of children, the quality of their educational
experience can set the pattern for adult suc-
cesses or failures. When problems in relating to
others or in learning and communicating are
identified at an early age, and children receive
expert help in overcoming these difficulties, their

chances for educational success and stable,

productive lives as adults may be improved.

SPECIAL EDUCATION AND CRIMINAL
JUSTICE '
More than 213,000 lllinois children between the
ages of 6 and 21 received special education
services in the 1989-1990 school year.' Students
with learning disabilities make up approximately
48 percent of all special education students in
llinois, lower than the national average of 56
percent.? Officials in the Department of Special
Education of the lllinois State Board of Education
attributed this difference to improved screening
procedures which they say have reduced incor-
rect diagnoses of learning disabilities in lllinois.?
Other special education experts take issue
with this explanation. According to Brooke Whitted,
an attorney specializing in special education law,
the lower percentage of lllinois students identified
as having learning disabilities may not be due to
increased efficiency in screening mechanisms,
but to categorization of a large proportion of
learning disabled students as merely
“unmotivated,” “discipline problems,” or “slow
learners.” when in fact they have real information
processing problems. "When school authorities
get one of these students, not only do they not
know how to serve him, they do not know how to
test him in order to determine the extent and
nature of his handicaps.” Mr. Whitted said.*

Spec:al Educaten

Slightly more than 11 percent of special
education students in lllinois have a behavior
disorder, compared to the national average of 10
percent.® Students with educational handicaps—
aspecial education category thathas been unique
to lllinois and will have been abolished Septem-
ber 1, 1991—constitute fewer than 1 percent of all
special education students in the state. The re-
maining 40 percent of special education students
in lllinois have a physical or developmental dis-
ability of some kind. Not all special education
students have a higher-than-normal risk of en-
gaging in behavior that could get them in trouble
with the law, but children with behavior and learn-
ing disorders are more likely than their peers to
become clients of the criminal justice system.

It has long been observed that juvenile
delinquents have high rates of learning disabili-
ties. One study found that 50 percent of juvenile
delinquents showed evidence of learning dis-
abilities that preceded their delinquency.® Stud-
ies of adjudicated delinquents have found a preva-
lence of learning disabilities ranging from 26
percentto 73 percent among institutional popula-
tions.” Behavior disorders, which are often symp-
tomatic of serious emotional disturbances, have
also been found to be prevalent among juvenile
delinquents.® _

A federally supported series of studies ex-
amining the connection between learning dis-
abilities and juvenile delinquency was conducted
between 1976 and 1983 by the National Center
for State Courts and the Association for Children
with Learning Disabilities. Three studies thatmake
up the Learning Disability/Juvenile Delinquency
Project established the first direct link between
learning disabilities and juvenile delinquency and
measured the impact of educational tutoring on
the recidivism rates of delinquents with learning
disabilities. Researchers found that approximately
5 percent of all public school students of both
sexes in kindergarten through 12th grade had -
learning disabilities. When only males between
12 and 15 years old were examined, the percent- .
age of students with learning disabilities increased
to 18 percent, and learning disabilities were diag-
nosed in 34 percent of the delinquent malesin this
age group.®

Inthe first study, researchers compared two
groups of boys in Phoenix, Baltimore, and India-
napolis. They matched 937 boys from public



schools and with no previous history of delin-
quency with 970 delinquent boys selected from
juvenile courts and correctional facilities in the
same three cities. All the boys in both groups
were tested for learning disabilities. Researchers
discovered that the odds of being taken into
custody by police and adjudicated delinquent
were 220 percent greater for boys with learning
disabilities than for their peers without learning
disabilities. These differences could not be ex-
plained by socioeconomic factors, age, ethnicity,
or the frequency or seriousness of delinquent
behavior.

The second study traced what happened
after one- and two-year intervals to 351
nondelinquents—including 16 percent who had
learning disabilities—from the first study. Re-
searchers confirmed that the 220 percent in-
creased probability of delinqguent activities resuit-
Ing in police contact and adjudication persisted
over time. The increased delinquency was not
explainable by either social-demographic factors
or school failure, indicating that "the intellectual
and personality impairments associated with learn-
ing disabilities played an important role in pro-
ducing delinquent behavior."1

In the final phase of the study, the boys with
learning disabiiities from the delinquent group
who participated in the first study were randomly
assigned to two equal-sized groups. The study
group received special academic tutoring, while
the control group received no special tutoring
services. In every other respect—age, ethnicity.
socioeconomic background, and seriousness of
delinquency—the groups were similar and were
treated alike. With 55-60 hours per year of tutor-
ing help, the delinquent boys with learning dis-
abilities in the study group showed academic
‘mprovement. And with as little as 38-40 hours of
special academic tutoring during the school year,
their incidence of delinguent acts was signifi-
cantly reduced.

Researchers concluded that the bonding
that occurred between the boys and their tutors
was solely responsible for the initial reduction in
delinquent acts. In other words, individual atten-
tion from a caring teacher reduced their delin-
quency even before they began to benefit aca-
demically from the tutoring. When the number of
tutoring hours was increased to 100 hours per
school year, delinquency among the boys of the

study group with learning disabilities was re-
duced to zero. Delinquent students with learning
disabilities who had not received academic help
continued to become more seriously and violently
delinguent. According to Dorothy Crawford, the
principal researcher, this study demonstrated

L
Special education categories

To qualify for special education services, a child must be formally evaluated and
found to have one or more specifically defined disorders. Studies have shown that
children with disabilities in three of the categories for special education services
used in lllinois run a significantly higher risk for teenage delinquency and adult
criminal behavior than their classmates who are not disabled.

Specific learning disability: A disorder in one or more of the basic
psychological processes involved in understanding or using language. Such a
disorder can impair the ability to listen, think, speak, read, write, spell. or do
mathematical calculations. Some learning disabilities may be related to perceptual
handicaps, brain injury, minimal brain dysfunction, or other physiological problems.
butthe exact causes of such disorders are unknown and probably differ widely from
case to case. This category does not include learning problems due to visual.
hearing, or motor disabilities, mental retardation, emotional disturbance, or environ-
mental, cultural, or economic disadvantage. Unlike mental retardation, learning
disabilities are unrelated to basic intelligence. although they usually interfere with the
ability to measure intelligence, since intelligence tests often depend on language
ability.

Education handicap: Educational maladjustment related to social or
cultural circumstances. This category has been used to obtain speqial education
services lor children whose social and cultural backgrounds have not equipped
them to cope with an educational system based on mainstream American culturai
values. During 1990. the lilinois State Board of Education elimirated this category
in a set of new procedural guidelines effective September 1, 1991. This change
brings lllinois’ administrative guidelines into better compliance with federal catego-
res for special education eligibility. No federal money was ever avallable io support
special services to children with an education handicap, and few children were ever
classified in this category. Children who had received services under this classifi-
cation must De re-evaluated to determine if they are eligible ‘or continued special
education under either the learning disability category or the new behavior disorder/
emotional disorder category crealed in the same revision.’

Behavior disorder: An inability to learn that cannot oe explained by
intellectual. sensory. heaith, cultural, or linguistic factors. Behavior disorders are
charactenzed by a persistent inability to develop or maintain satistacrory interper-
sonal relationships with peers or adults. Such students often display inappropriate
behavior or feelings in response to normal circumstances. They are likely to be
depressed, anxious, or unhappy and often develop physical symptoms or fears
associated with personal or school problems. Under the old guidelines, lllinois
children with emotional disorders and mentat ilinesses were also placed in the
behavior disorder category. The new guidelines officially recogrize the inclusion of
these students in the new category behavior disorder/emotiona: 5:sorder.®

1 Befiniiors a-e based on the language of 23 Winois Admenistran = Code 226

2 Deb~won 5 nased on 23 irors Administrative Code 226, as arm«- ad Dacerrher 24
199306
]
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that academic remedies alone could have an
enormously significant impact on reducing the
delinguency of boys with learning disabilities."'

Students with learning disabilities are often
disruptive, impulsive, and lacking in social per-
ception. Their difficulty in interpreting social cues
and in mastering other social skills often cause
interpersonal and communication problems that
canimpairrelationships with parents, peers, teach-
ers, and other authority figures."? However, it is
not known if the causes of the learning disability
also produce the impulsivity and social deficits,
or if those problems are a secondary response to
the many frustrations of learning failures. Children
with learning disabilities begin to experience such
failures very early in life, and they often persistinto
adulthood. According to Ms. Crawford, such stu-
dents have adapted to failure, but have great
difficulty coping with success.™

Any failure of school districts to identify the
problems of troubled students and help them stay
in school and successfully prepare for adult roles
increases the chances that such students will
drop out, abuse drugs and alcohol, fall prey to
street-gang recruitment, or engage in other types
of delinquent behavior. The U.S. Congress and
state and federal courts have been unambiguous
in identifying schools as the agencies in society
primarily responsible for identifying children and
adolescents with a wide range of problems and
for providing special training to help them. When
schools do not fulfill that responsibility, criminal
justice agencies often become the human ser-
vices provider of lastresort. Criminal justice agen-
cies must then bear the costs for treating and
placing many of the most dysfunctional youth.
Juvenile court judges and probation officers re-
port that, the more difficult the case, the more
likely it will become the responsibility of court
services departments or the Department of Cor-
rections.' Thus, the criminal justice system has a
major stake in seeing that special education laws
are enforced and that troubled youngsters re-
ceive the educational assistance to which they
are entitled.

THE SPECIAL EDUCATION MANDATE

Prior to 1973, disabled children in the United
States did not enjoy a guaranteed right to a free
public education. In fact, many children who
suffered physical. emotional, and mental disabili-
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ties were systematically excluded from public
schools."™ Two major federal laws—Section 504
of the Rehabilitation Act of 1973 and the Educa-
tionof All Handicapped Children Actof 1975, now
known as the Individuals with Disabilities Educa-
tion Act (IDEA)—created a new “bill of rights” for
disabled students by mandating that school dis-
tricts provide a wide range of services thatensure
that disabled children receive a "free and appro-
priate education.”'®

Since the passage of these two federal acts,
states receiving federal funds for education of '
disabled children must create programs and pro-
vide services for all children who suffer from
visual, hearing, speech/language. mental, and
various other physical handicaps, including those
with multiple impairments.'” Additionally. and of
particular significance for the risk of involvement
with the criminal justice system, there are two
other federal categories of eligibility for special
education services: specific learning disability
and behavior disorder.

Section 504 and the IDEA contain many
overlapping provisions, but also some important
differences. The IDEA is an education law with
funding provisions attached to assist school dis-
tricts in paying for mandated services. Section
504 is a civil rights law, prohibiting aiscrimination
against disabled persons. Section 504 is very
comprehensive, extending protection from dis-
crimination to disabled people in many areas of
life. This law aiso expands the categories of
eligibility for education-related services to stu-
dents with disabling conditions not specifically
included under the IDEA. such as AIDS. sub-
stance abuse problems, and attention deficit dis-
orders not covered under learning disabilities.
Such students may need some special accom-
modations or services within their school settings.
but generally do not need to be in special educa-
tion classes. In authorizing services for such
students, Section 504 goes beyond what would
be required under the IDEA.

What special education services must
be provided?

Under the IDEA, schools are required to identify
and evaluate children with special needs or prob-
lems. Most referrals for evaluation come from
classroom teachers who observe that a child is
having difficulties. Parents, principals. social



workers, probation officers, and other profession-
alsinvolved with the child may also request evalu-
ations.

A key provision of both federal statutes is
that, to the maximum extent possible, disabled
children should be educated with children who
are not disabled. To meet its requirement to
educate children with disabilities in the least
restrictive environment, a school may provide the
needed services by mainstreaming (teaching chil-
dren with disabilities in the same classrooms as
children without disabilities), placement in segre-
gated classrooms or schools, or in specialized
institutional settings. States must provide a con-
tinuum of services for each type of disabled child
they serve, to ensure that the intensity of service
matches the needs of each child in the least
restrictive environment possible.

Ifresidential placement is required, the costs
may be shared with other agencies involved with
the child, such as the Department of Mental
Health and Developmental Disabilities or the De-
partment of Children and Family Services. School
districts have the ultimate responsibility to pro-
vide the service, however, and must pay as the
agency of last resort, if it is determined that a
residential program is necessary for a child to
receive an appropriate education. No part of the
costs may be passed on to the parents of the
child.

Under the IDEA, school districts are also
required to pay for “related services" that are
needed to help a child benefit from special edu-
cation. Related services can include recreation,
transportation, psychological and rehabilitation
counseling, and parenttraining, as well as speech,
physical, and occupational therapy. While schools
are not required to pay for medical treatment as
such, a 1984 U.S. Supreme Court decision found
that certain kinds of medical procedures that
must be performed periodically during the day to
enable a child to stay in school are covered by the
act.'®

A series of federal court cases have spelled
out both the extent and the limits of this responsi-
bility. In in re Rowley. for example, the U.S. Su-
preme Courtrelieved schools of the responsibility
0 provide the “best” education, ruling that the
education need only be “minimally appropriate
and available.” This case is usually cited by
school districts involved in legal disputes over

provision of services.'?

On the other hand, another significant case
made clear that, no matter how severe the disabil-
ity, school districts have the obligation to provide
an education for aff children, even those whose
disabilities are so profound that their capacity for
education is severely limited. In in re Timothy W.,
the U.S. Supreme Courtrefused to hear an appeal
of a federal appellate court's decision requiring a
New Hampshire school district to provide related
services to a profoundly mentally disabled child.
The school district had contended that the child's
disability was so severe that it was unlikely he
could receive any benefit. The appellate court's
ruling indicated that no children
canbe exempted fromservices,

“Congress very much meant

even if their ability to improve 4 strip schools of the unilat-

educationally is doubtful 2

special education students
The unambiguous mandate to
educate all children, regardless

ties, can create problems for  School.”

teachers and principals deal- U Supreme Court in Honig v. Doe

ing with the disruptive and dan- (7988

eral authority they bad
Suspension and expulsion of  {raditionally employed to
exclude disabled students,
particularly emotionally
of the severity of their disabili- disturbed studenis, from

gerous behavior exhibited by ———

some students with learning disabilities or emo-
tional or behavior disorders. Under federal law,
students in special education programs may not
be suspended or expelled from school for more
than a cumulative total of 10 days per year for
behavior that stems from their disability. Serious
misbehavior is often an indication that the student
isinappropriately placed—for example, thatmore
intensive services in a more restrictive environ-
ment are needed. Rather than suspend the stu-
dent for more than 10 days, the school district
must re-evaluate him or her to determine a more
appropriate level of services.

Children in special education programs are
also protected from expulsion. In a 1981 Florida
case, a federal appellate court ruled that the
burden lies with the school district to determine if
behavior leading to an expulsion is related to the
student's disability.?* If the expulsion is related to
the disability, the school district may not expel the
student. This case also reaffirmed the right of the
suspended student to receive interim services
while suspended from school. In 1988, the Su-
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preme Court, in Honig v. Doe, extended protec-
tion to disabled children against indefinite sus-
pensions and expulsions, even when students
had been violently assaultive.?

Settlement of disputes about placements

Each state receiving federal education funds
must develop and publish administrative guide-
lines specifying details of how the IDEA will be
procedurally implemented within the state. The
Office of Special Education and Rehabilitative
Services within the U.S. Depart-

‘Hmbz'guz’ty in feder al ment of Education monitors com-
language affords states pliance of state guidelines with

. o prp the IDEA. The Office of Civil Rights
consza"emble/l exzbmlj} n withinthe U.S. Department of Edu-
choosing various paths to cation monitors compliance of in-

implementation. Conse-
quently, states and school
districts, lacking clear
substantive direction and a
strong commitment lo the
handicapped, can redch any
preferred result while still
Jollowing ‘proper proce-

dure.””
Daniel H. Cline

“A Legal Analysis of Policy Initiatives fo
Exclude Handicapped/Disruptive
Students from Special Education”

(1990)

dividual school districts with the
broader protections provided by
Section 504. Federal agencies
have the authority to withhold fed-
eral funds if violations are found
and states are slow to remedy
them.

In lllinois, when a dispute
arises between parents and a
school district about a child's spe-
cial education program, it is
handled in one of two ways. Pro-
cedural issues—the failure of a
school district to implement an
educational planonceithas been
made, for example—may be

———  handled by filing a complaint with

the State Board of Education. The state superin-
tendent of schools rules on such complaints.

Parents who disagree with the content of a
school's special education plan for their child or
with some other substantive issue may request a
due process hearing by writing a letter to the
superintendent of their school district. According
to an administrator in the U.S. Department of
Education’s Office of Civil Rights, which reviews
such hearings, itis not unusual for lllinois parents
to wait six months or longer to be granted a
hearing after filing such a request. The Office of
Civil Rights issued a letter to the State Board of
Education in 1989 citing a violation of Section 504
for extensive delays that the office discovered in
the hearing process.?

If the school or the parents are not satisfied
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with the outcome of a due process hearing, either
party may request a second-level review with a
specially appointed hearing officer. If the school
does notimplement a decisionmade at either one
of these administrative hearings, parents may file
a complaint with the U.S. Department of Educa-
tion or with the lllinois State Board of Education.
Usually the procedural mechanisms for com-
plaintor administrative hearing must be exhausted

“before parents may resort to a civil action brought

against the school district in a state or federal
court. '

Probation officers report that bringing a
case to an administrative hearing can promote
better relationships between school districts and
other parties in subsequent negotiations. A juve-
nile probation officer from Macomb reported that
two years ago she had a case that went to due
process and resulted in a ruling that the school
district fully fund a placement. Since that time, the
district has been far more cooperative in negoti-
ating placement decisions-—especially if only co-
funding is being sought.®

Services to substance-abusing students
Under Section 504, school districts are obliged to
identify substance-addicted students and deter-
mine if their educational needs are being met to
the same extent as are the needs of non-disabled
students in the district. The district may be re-
quired to make accommodations to the educa-
tional programs of substance-addicted students
to enable them to benefit from their education.
According to the juvenile services coordinator for
Treatment Alternatives for Special Clients. a pri-
vate not-for-profitagency that specializes in coor-
dinating drug treatment programs for criminal
offenders and others, the most obvious accom-
modation in such a circumstance would begin
with a thorough assessment of the student'sneeds.
If a substance abuse problem is identified, a
referral would be made for services, ranging from
in-school support groups, such as those oper-
ated by TASC in some Chicago high schools, to
residential treatment or hospitalization.?

The Oftice of Civil Rights reports, however,
that in some school districts in lllinois, students
with substance-abuse problems are presently
evaluated and placed in programs for students
with behavior disorders. Such programs do not
address substance abuse directly, dealing in-



stead only with behavior that may be caused by
the substance abuse.

The federal mandate is not clear in defining
what is required of school districts in such cases.
Ambiguity in the federal statute leaves open the
issue of whether drug treatment should be con-
sidered "rehabilitation counseling”"—a required
service—or “medical treatment,”" which school
districts are not required to provide. If a school
district claimed that drug treatment is a medical
service, and the parents of a drug-addicted child
argued that drug treatment is a counseling ser-
vice covered under the provisions of Section 504,
such a dispute would be likely to end up in a civil
court for a final ruling.

The Office of Civil Rights’ records indicate
that no lllinois case regarding a failure to provide
services to a substance-addicted youth has ever
been brought to the level of an administrative
hearing. Therefore, the right to drug treatment for
substance-addicted youth under Section 504 has
never been tested in this state. As in many other
areas of civil rights legislation, it may require a
court challenge to establish rights that have been
legislatively granted.?

In 1986, the State Advisory Councilon Handi-
capped Children considered the possibility of
creating a separate category of special educa-
tion services for substance-abusing students.
While the council agreed that the need for ser-
vices for these students was not being met, it
agreed to the objections of the State Board of
Education, which said that such services were
medical and were exempt from the IDEA, and
decided not to recommend creating such a cat-
egory. The council called instead for the State
Board of Education to study possible resources
available and develop a statewide planto provide
assessmentand treatment services for substance-
abusing students. The TASC representative to
the council reported that, to the best of her knowl-
edge, no action was ever taken on this proposal.?
The current representative of the State Board of
Education to the council was unable to track the
outcome of the proposal.®

Although Section 504 includes no federal
funding provisions. this lack has never been al-
lowed in previous cases to excuse schools from
providing mandated services.? Few parents and
students may be aware that Section 504 defines
substance abusers as disabled studems elig:bie

for related services; this may be why these ser-
vices have never been demanded and the issue
has never been brought to an administrative
hearing or circuit court judge. While the Office of
CivilRights continues to investigate specific com-
plaints, budgetary constraints in federal agen-
cies have severely limited the office’s ability to
conduct compliance reviews within individual
states, making it unlikely that it would challenge
the state's failure to provide services of this kind.°

There may be other reasons that the provi-
sions of Section 504 have never been used as a
means of obtaining treatment services for sub-
stance-abusing students in lilinois. Some stu-
dents with drug abuse problems may never be
identified, because teachers fail to recognize and
interpret their symptoms. A panel of juvenile offic-
ers from the lllinois Juvenile Officers Association
reported that teachers and administrators seem
to lack training in drug awareness and often
overlook evidence of drug abuse and drug traf-
ficking in their schools. They also seem poorly
informed about legal aspects of police enforce-
ment, especially the recent changes to the law
involving drug distribution around schools and to
minors.3!

As with other kinds of crime in the schools,
teachers and administrators may also be reluc-
tant to admit that drugs are a problem in their
schools and neighborhoods. The Authority's sur-
vey of public high school teachers in lllinois found
that between 30 percent and 62 percent of teach-
ers statewide reported they did not know how
available various kinds of drugs were in their
schools (see Chapter 3, Crime in the Schools).®

The cost of special

education placements

When children have learning disabilities or be-
havior disorders that are so severe, profound,
complex, or otherwise unique that no program
available in the local school district can meet their
needs, then the local school district must fully
fund placement in an appropriate residential or
day facility. Funding disputes can delay place-
ments, and any delfay in the appropriate treat-
ment of children with severe disabilities can allow
their problems to escalate to the point where the
criminal justice system must become involved.
Even though the number of special education
cases that result in serious funding disputes may
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be small relative to the total number of special
education students served, these cases are im-
portant for two reasons:

® The cost of specialized placements—up to 30
times the average annual per-pupil cost—can
have amajorimpact on the budgets of districts
or agencies that must pay for them.

» Such disputes serve to define the parameters
of special education services and may even
be responsible for creating new local pro-
grams as an alternative to the expense of
purchased care.

The issue of who pays the costs of these
placements for special education students is
exceedingly complex. If the educational plan
developed by the school district recommends
residential placement and no other agency is
involved in the child's care, the local school
district and the State Board of Education are
responsible for the entire cost. The lllinois School
Code requires local school districts to pay no
more than twice their per capita tuition rate toward
the cost of such placements. The State Board of
Education is supposed to pay for all placement
costs that exceed that amount.® However, during
1990, state funding for this budget line item ran
short, and the state paid a smaller share toward
the total, leaving some local districts with heavy
unexpected burdens for the additional costs 3

When school districts are in conflict with one
another, the basic dispute is usually over which
district should pick up the educational costs of a
residential placement: the district in which the
child lived prior to placement or the district in
which the treatment center is located. This kind of
dispute becomes even more complex when par-
ents are divorced and share custody or when the
child was living with the non-custodial parent at
the time of placement. When two or more districts
are in dispute over the cost, delays are virtually

Figure 5.1

How expensive is residential care for special education students?

Figures from DuPage County are typical of statewide costs.

Setting
Foster home
Group home

Residential treatment
Hospital

Per diem cost per student Range of stay

Total annual cost

$15-25 3 days - 18 years $45-9,125
$50-75 8 months - 1+ years $12,000- 27,375
§50-150 8 months - 1+ years $18,250- 54,750
$280-400 3 months - 9 months $25,200- 108,000

Source: Sue Howard, Chief Probancn Officer, DuPage County Juvenile Court, Costs are for services used by thal office
She reparts the average placement for a delinquent child (asts aver 100 days in a facility costing §125/day or more.
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guaranteed. These problems do not occur when
the child involved is a ward of the state (a Depart-
ment of Children and Family Services [DCFS]
ward), since such children are covered under the
Orphanage Act.® The state pays the total costs of
educational placements for these children, and
local school districts are absolved of responsibil-
ity for them (Figure 5,1).

If more than one agency or.level of govern-
mentisinvolved inaplacementcase—asaresult,
for example, of a change in the child's resi-
dence—even more complicated issues of ac-
countability arise. For example, when a recom-
mendation for placement comes from the local
district's special education plan, but the child is
living in a DCFS group home and also has a
pending delinquency petition in a county court,
no less than six major parties may be involved in
funding disputes: the parents, the school district
that wrote the educational plan, the school district
in which the detention center is located, the
school district where the proposed placement
center is located, DCFS, and the county govern-
ment represented by juvenile court services
personnel, i ;

Prior to 1989, the school districts argued
that they should be absolved of any payment
responsibility when a placement order was made
by a juvenile court judge, even if the original
recommendation for residential treatment was
part of a school district’s special education plan.
In 1989, however, in the William P. case. two
parents of a delinquent child successfully chal-
lenged the lllinois State Board of Education's
practice of charging the costs of educational
services for delinquents in residential placement
to the youth's parents, The Office of Civil Rights of
the U.S. Department of Education found that the
State Board of Education had violated Section
504 by refusing to pay for the educational ser-
vices for an adjudicated ward of the juvenile court
system placed in a residential facility. The state
superintendent of schools agreed that parents of
such minors would no longer be required to pay
for the educational component of such
placement

Funding disputes also occur between the
courts and DCFS. By statute, delinguent children
are an optional service category for the Depart-
ment of Children and Family Services. The de-
partment often declines to continue to provide



services to its wards once they enter the custody
of the juvenile court, even though DCFS wardship
has not been vacated by a delinquency finding.%
If a civil suit is filed by a county probation depart-
ment in a state or federal court challenging the
refusal of a school district to continue to fund
services, the school district can still be forced to
contribute toward the educational component of
the placement. With potentiaily enormous sums
at stake in each case, all involved parties have
some financial motivation for dispute.

When school districts and state agencies all
deny responsibility for a child's placement, the
county government may be left to pay the entire
bill. Although state law provides for this option,®
and the provision that juvenile courts may assess
the costs of placements to county governments
has been upheld by the lllinois Supreme Court,
this provision has rarely been invoked. Cook
County has allocated no funds for the residential
placement of state wards.® On the other hand,
DuPage County has budgeted for such costs.*

In 1990, DuPage County budgeted $1.2
million for child welfare costs. Most of this line item
was earmarked for residential placement costs
for juvenile court cases. By September 1, those
funds had been spent, and the County Probation
Office had to request additional allotments from
the County Board each month to cover continuing
expenditures. In September, $120,000 was
needed: in October. an additional $60,000, with
at least a $60,000 shortfall expected in Novem-
ber. To combat these escalating costs, the Pro-
bation Department has granted $100,000in fund-
ing to begin a new, extended day-care program
for court clients. This new service will allow juve-
nile court clients to receive intensive treatment in
the community, while they continue to live with
their families. Savings to the county in residential
treatment costs after the first year are expected to
reach $200,000 annualty.*!

Some counties report that they are at a
disadvantage in negotiating with treatment facili-
ties for the cost of services. When DCFS or the
State Board of Education licenses a facility to
serve their clients, these state agencies may set
their own rate. based on services provided by the
facility. Counties do not have that authorization.
Forexample, a probation officer from Rock Island
County reported that aresidential treatment facil-
ity for students wath behavior disorders in his

county that was licensed by both DCFS and the
State Board of Education had four different per
diem rates for the same services: $46.97 per day
for the State Board of Education, $48.42 per day
for DCFS, $50.25 per day for Rock Island County
Juvenile Court, and $52 per day for other county
courts. These differing rates were confirmed by
officials in the respective agencies.*? This prac-
tice has persisted even though, by statute, coun-
ties are not supposed to pay more for residential
treatment services than the rate assessed for
DCFS wards.* The ability of a county to negotiate
for this rate may be limited by the need to maintain
a good relationship with a local treatment facility
tor which the county has no cheaper alternative.

Fitting special education into

the classroom

Somelawyers who frequently plead cases brought
against school districts over special education
services for children are convinced that the un-
derlying motivations for extended legal battles
over placement are as much philosophical as
fiscal. They point out that many special education
students, including those most likely to become
clients of the criminal justice system, are ex-
tremely troublesome and difficult studentstoteach.
In spite of an educator’s best efforts, gains may
be limited and gratitude unexpressed. Many prin-
cipals and superintendents would rather see the
burden of working with these children pass to
another agency.*

Despite educational goals to provide indi-
vidualizedinstruction, most teaching is standard-
ized for the average student. Children whose
special needs place them outside of the main-
stream, either because they are particularly gifted
or because they have disabilities that affect their
ability to learn, challenge their teachers in ways
that render customary approaches ineffective.
Teachers may feel isolated within their schools,
perceiving that there is little internal support for
their efforts to instruct these youth. When this
happens, it is extremely frustrating for teachers,
and this frustration can cause many teachers to
pull away from the needs of the unique learner.*s

Neglect of the needs of special education
students occurs not only on the individual level of
a single teacher and student but can spread to
become a pattern of systemic neglect within a
schoe! district For example. an important 1989
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lllinois case involved a finding by the Office of
Civil Rights that schools in Chicago had been
“notoriously slow™ in performing evaluations and
in making appropriate placements for children
needing special education services.* Following
investigation, the judge in the case ruled that the
delays had been egregious and the treatment of
special education students in the city “woefully
neglectful.” In response to the judge’s ruling, the
district submitted a plan to eliminate delay and
provide timely evaluation and placement. After
more than a year of negotiations, the judge still
found the plans submitted by the district to be
inadequate. With the appointment of a new per-
manent associate superintendent for special edu-

asee—————  C2tion for the Chicago schools at

“I can't ignore cultural
bebavior in this school
system that abuses the rights
of kids. We will no longer
tolerate the abuse of stu-
dents’ civil rights in Chicago

the beginning of the 1990-1991
school year, federal authorities
now hope that a resolution can be
found for these long standing
problems.

The new associate superin-
tendent, Thomas Hehir, has said
the delays and other abuses in

schools.” Chicago are caused by an “insti-
Thomas Hebir tutional culture” inwhich account-
Associate Superintendent for Special ability for disabled students has

Education, Chicago Public Schools

(September 27. 1990)
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become diffuse, and student
rights have often been flouted. He
admitted that the defects in the
system are very severe and cannot be corrected
overnight. Chicago's school system, according
to Mr. Hehir, is characterized by extremes in
uneven resource allocation and leadership tal-
ent. He has criticized the practice in the Chicago
system of segregating special education stu-
dents in separate classrooms and schools, and
has instructed the 18 special schools in the dis-
trict to present plans for reintegrating their stu-
dents into regular programs. "Every school,” he
said, "should have the ability to serve mildly to
moderately disabled students."#

Professionals working with juveniles have
reported that the most significant factor in deter-
mining the quality and extent of services appears
to be the leadership of individual principals and
school superintendents. Where a commitment
has been made to retain difficult and troubled
students, excellent programs can arise, even in
poorly funded school districts.®

Different school districts interpret guide-
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lines and statutes differently. They assign differ-
ent priorities to special education within their
overall educational strategies, and they give dif-
ferent priorities to different components of special
education services within their districts. This situ-
ation makes it difficult to improve the level of
services on a statewide scale: If an attorney

.succeeds in establishing the rights of a child to

special education services in certain circum-
stances, itis difficult to establish a precedent that
could apply to other cases. The only future benefit
of a success for a child advocate or defense
attorney in a given case would be in a virtually
identical case with the same school district.*®

HOW SPECIAL EDUCATION PROGRAMS
CAN FAIL TO MEET STUDENTS’ NEEDS
Students whose needs are not being met by the
special education programs in lllincis’ schools—-
and who are therefore at higher risk for getting in
trouble with the law—can be divided into five
categories:

» Unidentified as needing services

» |dentified, but underserved by existing ser-
vices

s Referred, but awaiting evaluation or services
* Push-outs

» Dropouts (see Chapter 6, Truancy and Drob-
out)

The unidentified
Perhaps the most serious problem in special
education is that many students who potentially
meet the criteria for services are never identified.
One reason these children’s learning problems
go unnoticed may lie in teacher-training curricula.
In lllinois and many other states, family consuita-
tion methods and behavior management tech-
nigues, which had frequently been a part of
teacher training in the 1950s and the 1960s, are
no longer required for teacher certification.
Since 1981, however, teachers in llinois
who are seeking certification in early childhood,
elementary, high school, or special education
have been required to complete ‘courses in the
psychology and identification of exceptional chil-
dren, including those with learning disabilities.
Teachers are also required to study methods
appropriate for instructing children with disabili-
ties. Nevertheless, according to educators who



have taught these courses in teacher training
programs, an introductory course in the excep-
tional child does not equip teachers to identify all
of the characteristics of special populations.5

According to James Ysseldyke, former di-
rector of the Institute of Research on Learning
Disabilities at the University of Minnesota,
misidentification of special education students is
a very serious problem. “There are lots of kids
who are placed in special education who don't
need it, and many others who need it but are
never placed,” he said. "Over the past 10 years,
we've seen a 143-percent increase in the num-
bers of children identified with learning disabili-
ties. Placing a kid in special education can be an
act of desperation—there’s simply no other way
to get them services they need for learning and
social problems."s"

According to Mr. Ysseldyke, mislabeling
children can be as damaging as failing to provide
services: "Once a child has been identified as
emotionally disturbed or behavior disordered,
there is an 80 percent probability that child is not
going to finish school and a very high probability
that he will end up in criminal activity."

In tact, the national movement to raise edu-
cational standards for teachers may actually have
lowered competence levels in teaching methods
and assessment. In 1983, the Educational Test-
ing Service, which administers the Scholastic
Aptitude Test (SAT), published statistics showing
that, among students who wanted to become
education majors in college, 40 percent scored in
the lowest 20 percent on college placement tests
and ranked at the bottom of their high school
graduating classes. Even though organizations
doing research on teacher education, such asthe
American Association of Colleges for Teacher
Education, have disputed these statistics as inac-
curate and misleading, many colleges of educa-
tion revised degree requirements to upgrade
teacher competence by increasing the number of
required courses in content areas.®® Aspiring
teachers were required to take more courses in
basic subject areas to complete their teaching
degrees. Courses in teaching methods were criti-
cized by some educational reformers as being
‘empty credits,” devoid of any useful learning.
Schools of education that joined this reform move-
ment maintained that classroom management
techniques could be fearned by student teachers

L

Inmate profile

Michael (fictitious name) is a 23-year-old white Department of Corrections inmate
from a small town in northern Illinais. He reports he has always had trouble in school,
because he “justwasn'tas quick as the others." He admits to having serious reading
problems, but said he was never tested for special education or held back until high
school. "I really wanted to learn,” he said, “but | was embarrassed and frustrated. |
didn't want anybody to know that | couldn’t read. | did everything | could to hide my
problems. The teachers knew, but they were really no help.” Michael dropped out
of high school in the 10th grade after being suspended for hanging out in the halls.
He believes some special help would have kept him in school. (Case histories are
taken from interviews with inmates at the Joliet Reception Center. Names are

invented, but the facts of the case and quotations are based on actual interviews.)
L T
on the job %

Catherine Trapani, a specialist in learning
disabilities and behavior disorders who directs
anassessment clinic at the University of Chicago,
maintains that, as a consequence of these poli-
cies, poorly trained teachers may not realize that
disruptive behavior in the classroom can have
serious underlying causes. In notcorrectly recog-
nizing the symptoms of learning disabilities or
serious emotional disturbance, teachers may in-
terpret students' disruptive behavior as a chal-
lenge to their control and respond by becoming
more authoritarian. Lacking an effective reper-
toire of techniques for dealing with studént mis-
behavior, such teachers are more likely to simply
eject the offending student from the classroom. A
better-trained or more experienced teacher might
find creative ways to draw the student into the
learning process, as well as to work with the
parents and studentto uncover underlying causes
for the behavior 5

Anotherreason that some childrenwithlearn-
ing disabilities and behavior disorders go uniden-
tified is that they may lack effective advocates.
Especially in areas where resources are scarce,
it is the child whose parent is the fiercest advo-
cate who is most likely to be helped. If parents are
unsophisticated about the nature of their child's
problem, intimidated by the evaluation process,
or are not accustomed to challenging schooal
authorities, there may be no one to prod the
school into providing mandated services.

The underserved ,

Despite state and federal mandates, certain spe-
cial education populations in lllinois are chroni-
cally underserved. As with other educational ser-
vices, wealthier districts are likely to have both a
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higher quality of special education services and
awider range of program and placement options
than poorer districts.

Rural students

Very few options exist for rural youngsters who
have special education needs beyond what local
schools provide in their regular programs. In
those areas, even more than in urban areas,
students who can't fit into the regular program
may be pushed to quit. There may also be fewer
advocates for students in rural settings.5’

A 1988 study of 52 unit (K-12) school dis-
tricts in a nine-county region in east central lllinois
examined various characteristics of small rural
schools. According to the study, small rural dis-
tricts in the area spent less on special needs
programs and devoted a larger proportion of their
resources to the core educational program than
did larger rural or urban schools in the same
region of the state. In these school districts,
special education was not de-emphasized out of
economic necessity. Small rural districts proved
to be wealthier on the average than other types of
school districts, including urban districts. Ac-
cording to the study, “Equalized assessed valua-
tion per pupil was $71,200 for small, rural dis-
tricts, compared with the [overall) mean of $56,200.
The average property wealth per pupil for urban
districts was $48,000. . . . This gives the small,
rural districts the ability to raise more local funds
for schools."s® The study noted, however, that the
districts surveyed were located in an affluent
agricultural area and may not be comparable to
some other farming areas of the state where poor
tax bases may play a larger role in special educa-
tion decisions. This study illustrates how districts
decide about serving or not serving special edu-

cation needs independently of financial con-
*
Inmate profile

Tom, a 23-year-old white man entering the Department of Corrections on his first
fetony conviction, grew up in a small rural community. He was assigned to special
education classes in the first grade. Even though. by his owrt account, he was not
learning, his teachers continued to promote him. He was in junior high before he
began tolearn to read. “I'll never forget my teacher, because she proved that | could
learn with the right help.” No special education was available inhis high school. After
his father died, Tom began getting into fights at school and was often truant. He was
repeatedly suspended and finally expelled. When he attempted to return to school,
the principal threatened to arrest him for criminal trespass. Tom was 16 and still

dyslexic. Tom plans to complete a GED while in prison.
B
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straints. Probation officers from rural central and
southern lllinois districts also reported that many
of their school districts have little or no money in
their budgets for residential placements.>

Girls
Girls who need intensive treatment are more
poorly served than boys. Out-of-school place-
ments for boys are inadequate, but there are even
fewer residential-placement options for girls.
The Center for the Study of Youth Policy
reported in 1991 that a nationwide study of pro-
gramming for girls in the juvenile justice system
found a pervasive pattern of neglect stemming
from a lack of community-based programs for
delinguent and troubled girls. Among the special
needs of young women, the researchers gave
high priority to programs for young victims of
sexual abuse and for pregnant and parenting
teenagers. The report said, "Girls are being inap-

Ppropriately institutionalized, largely because com-

munity-based alternatives are unavailable.'

Students in need of drug treatment

Probation officers from several different areas of
the state report that there are very few residential
drug treatment slots for children and adolescents
of either sex. Arecent report by the Department of
Alcoholismand Substance Abuse (DASA) showed
that in fiscal year 1989 almost 6,500 children and
adolescents up to age 17 were admitted to treat-
ment services statewide. This figure included
almost 1,200 admitted to residential services,
and more than 5,200 admitted to outpatient ser-
vices.® These figures can be misleading, ac-
cording to some probation officers. Outpatient
admissions can include screening and assess-
ment services and should not be used as an
estimate of the availability of actual outpatient
treatment. They also point out that many of the
services included as inpatient services are in
private psychiatric hospitals, which are not gen-
erally available for clients without private insur-
ance. Based on difficulties they have in finding
treatment for substance-abusing clients in many
parts of the state, these officers maintain thatnon-
residential drug treatment slots for children and
youth continue to be scarce.®?

Students awaiting evaluation
Specific timetables, mandated by the Individuals



with Disabilities Education Act, are intended to
provide for timely evaluation and placement of
children whose learning and behavior problems
may be due to specific disorders. Under lllinois
law, evaluation is supposed to be completed
within 60 days of a referral, and other deadlines
are attached to each stage of the process. These
deadlines are rarely met. Delays as long as three
years were documented in the 1989 complaint
brought against the Chicago Board of Education
by the Office of Civil Rights, for example. The
Office of Civil Rights found that fewer than 30
percent of the students referred were evaluated
within the 60-day federal time limit.%* Officials in
the Administrative Office of the lllinois Courts say
their investigations indicate that timely evaluation
is a problem in many parts of the state.®

A scarcity of evaluation specialists can lead
to lengthy delays that exceed federal deadlines.
School vacations—especially the summer re-
cess—frequently interrupt evaluation schedules
for several months.®® Some critics also charge
that school districts deliberately delay the pro-
cess of evaluation, because they know they will
be required to provide services.®”

Juvenile court judges and juvenile proba-
tion officers frequently request educational evalu-
ations in order to make appropriate dispositional
decisions. When evaluations are delayed, the
court's ability to dispose juvenile cases is se-
verely affected. By statute, juvenile cases must
be brought to trial within 10 days, with an addi-
tional 10 days allowed to make a disposition. A
Cook County Juvenile Court judge pointed out
that this time frame is far too short, not only to
accommodate the schools’ more leisurely time-
table, but even to allow a realistic amount of time

to evaluate and place a student. The search fora -

treatment faciiity cannot begin as soon as a
juvenile is detained; the evaluation must be com-
pleted and treatment determined to be necessary
before the search for a treatment facility can
begin. The judge and her colleagues often find
thatappropriate facilities are scarce and crowded,
resulting in lengthy waiting lists that further ex-
tend placement delays, while the youth remains
in detention %8

Some juvenile court judges avoid the dead-
line by persuading the defense attorney to file
repeated continuances so they can wait out the
school's delays. in order to extend the time frame

long enough to perform the needed evaluations
and locate appropriate placements. Guilty pleas,
however, can cut into these extensions and force
the court's hand. In those cases, some judges
feel it may be better to put the youth into an IDOC
facility than to leave him or her in the community
without any services.®

While waiting for an evaluation, a troubled
youth may be expelled from school and be at
home with minimal supervision, or may be in a
detention center. Usually during this interim the
youth is not getting needed treatment, and delin-
guent behavior may escalate—often to the point
of committing another offense. A school district
may use such an event as further evidence that a
child is delingquent and is therefore the court's—
not the school's—responsibility.”

Push-outs

The primary business of schools is to educate
youth. Many educators object to expectations
that they should also remedy all the problems of
their young charges. Should schools be held
accountable for the failure of parents to provide
basic care and instill proper values, the failure of
social service agencies to provide adequate sup-
port to poor families, or the failure of law enforce-
ment to maintain safety in the community? Many
of these larger social problems are brought into
the classroom and resuit in behavior that disrupts
the learning environment and threatens the ability
of teachers to carry out their primary mission.

Under these circumstances, it is under-
standable that removing the offending student
from the classroom or school may seem the best
immediate solution to a serious behavior man-
agement problem. However, numerous incidents
reported by education lawyers, juvenile court
services personnel and judges, assessment ex-
perts, inmates, educators, and school adminis-
trators suggest that many difficult students are
being permanently pushed out of the educational
system. Many of these youngsters do not leave
school by choice, but because they have been
suspended, expelled. or forced out by other school
policies.

In the Authority's survey of more than 500
IDOC inmates who failed to graduate, many de-
nied that they were dropouts. They gave ac-
counts of principals and high school deans who
had actively encouraged them to leave or set up
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impossible conditions for their return. Some in-
mates who reported such experiences also said
they had been in special education programs at
the time of their expulsion or suspension, even
though expulsion of a special education student
under most circumstances would violate federal
and state guidelines.”" Probation officers cited
examples from their caseloads confirming that
some school districts encourage troublesome
students to drop out, or persuade their parents to
withdraw them from school if they are under 16. If
the student is underage or has been identified as
a special education student, formal expulsion is
legally more difficult. Informal practices offer the
most expedient way for a school to rid itself of a
problem student.”™

Many different types of school policies can
have the effect of increasing dropout among
special education students. Probation officers
report, for example, that the conditions of pro-
grams for students with behavior disorders in
many schools are very unappealing for the type of
student who is normally assigned there. Some
programs institute very restrictive discipline and
confinement rules, against which these students
can be expected to rebel. One probation officer
described such a program as “alittle prison within
the school."”

According to Bernard Karlin, principal of the
Montefiore Special School in Chicago, a school
for boys with behavior disorders, the problem
with many programs for students with behavior
disorders is one of attitude. When teachers and
administrators focus on a student's past "bad”
behaviors, and label youngsters as “problem
students,” there is no expectation for the young-
ster to do well. Negative labels and expectations
can become self-fulfilling prophecies.”

The negative effects of labeling for some

children may be compounded when programs
—
Inmate profile

Anthony is an 18-year-old black man recently convicted of his first felony offense.
When he was 14, serious family problems began. Although he had been a good
student, he began getting into trouble at school. He was evaluated and placedin a
program for students with behavior disorders. He disliked the program because he
feit confined and was not allowed to be around other students. Nevertheless, he did
well until he got into an argument with his teacher and swore at her. "My time was
almost up. and | blew it by swearing at her. She said that, after that, they'd never let
me oul, so | just quit.” Anthony equaied his time in the program with a term of

punishment.
. ]
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combine instruction for students with learning
disabilities, behavior disorders, and educable
mental handicaps in the same class. Since the
needs of each category of special education
student are unique and require differently trained
teaching specialists, such generic special edu-
cation programs may fail to meet federal program
requirements. Such groupings also maximize the
stigma of being different from students in regular
classes. According to specialists in behavior dis-
orders, students with behavior disorders who are
segregated in this way are cut off from peer
models with different values and behavior. Their
associations become limited to other youth with
similar problems.™

Probation officers also report that there are
very few alternatives available for students with
behavior disorders outside of school programs.
Hospitals and residential treatment programs are
seldom designed to accommodate these stu-
dents, whose needs are different from those of
students with mental illnesses.™

Students with behavior disorders who arein
segregated programs are often separated from
opportunities‘for extracurricular and other non-
academic programs, reducing their curricula to
“the basics."”” Some special education experts
argue that, particularly for students with emo-
tional disturbances and behavior disorders, it'is
important to view their educational needs broadly.
in ways that address their need for improved
social skills and motivational experiences. With-
outthis type of support, such students are likely to
drop out.” Because programs for students with
behavior disorders concentrate on behavior man-
agement, some students with behavior disorders
may not even receive adequate training in the
basic academic subjects. Some probation offic-
ers feport that their clients have been placed in
programs for students with behavior disorders
that lasted only a half day, in spite of state require-
ments governing hours of instruction, and the
high potential for students with behavior disor-
dersto getintotrouble during unstructuredtime.™

Schools may not expel or suspend special
education students for more than 10 days without
conducting a new evaluation of placement needs,
but repeated short suspensions can become, in
effect, an expulsion. Each interruption to the edu-
cational process increases the chances that a
suspended student will not return to school.



Schools can also avoid limitations on “changes of
placement” and expel special education stu-
dents by asserting that the behavior triggering
the expulsion did not arise from the disability,
although the burden of proof lies with the school
district if parents challenge this claim.

According to juvenile officers, deals are
sometimes struck to get rid of an unwanted stu-
dent. A student may be told, for example, that the
school will not press assault charges arising from
an incident at school, if the student agrees to
withdraw permanently. Juvenile officers have re-
ported that schools sometimes threaten students
witharrestif they return, eventhough real grounds
for arrest may be lacking.®

Suspensions are not always triggered by
serious or violent misbehavior. Such infractions
asrepeated tardiness, truancy, and swearing are
also frequently disciplined by suspensions. Sus-
pending a student who is already experiencing
some academic problems—especially for minor
infractions—may be counterproductive. A 10-
day absence from school can put a marginal
student so far behind that it is almost impossible
to catch up, leading to the child dropping out.®!

Inaddition, when a studentis suspended for
behavior that is dangerous or violent, the student
is removed from a controlled setting under adult
supervision to the home or the streets, where
supervision s often lacking. Experienced juvenile
ofticers report that, unless the problems that
caused the misbehavior in school are resolved,
they are likely to escalate once the youth is
expelled. often bringing these youngsters into
conflict with the law.#2 Schools also lose money
when a student is suspended, since state educa-
tional reimbursements are based on the numbers
of students in average daily atténdance.

The divided child

Several major reports that have studied the status
of child welfare in Illinois have concluded that the
problem of major gaps in the continuum of social,
mental health, child welfare, juvenile probation,
and other services is further complicated by the
failure of the state agencies mandated to serve
specific categories of clients to coordinate their
programs and work together in assisting clients
eligible for multiple services.”* Agencies working
with children and youth often segment the child's
problems in order to limit their responsibilities to

those issues or aspects of the problem specifi-
cally covered in each agency’s mandate. These
artificial distinctions take the child’s problems out
of the proper context of housing issues, custody
issues, school problems, and delinquency, all of
which may contribute to a child's behavior and
performance. In addition, when agencies create
these divisions, parents or custodians must deal
with a multitude of agencies, each with its own
eligibility requirements and application process,

in order to obtain needed services.
Sometimes ambiguities in state law create

opportunities for state agencies
toshiftresponsibility for troubled
children to other units of gov-
ernment (see also Appendix E,
Social Service Availability for
Juveniles). Forexample,a 1990
report by the Criminal Justice
Project of Cook County and the
Center for Urban Affairs and
Policy Research of Northwest-
ern University states that chil-
dren suffer when they are "sus-
pended betweenwarringagen-
cies"—particularly juvenile jus-
tice agencies and DCFS—in
conflicts over who should serve
neglected and abused children

L ]
“Correctional facilities and

public schools must work
logether to design and
provide services to assist
delinquent youths in the
transition from correctional
Jacilities to public school
seltings once their detention

has been completed.”

Catherine Trapani

Transition Goals for Adolescents with
Learning Disabilities

(1990)

who commit delinquent acts and end up in juve-
nile court 8

Probation officers report that it is common
for DCFSto close a case on any of their wards for
whom a delinquency petition or a minor requiring
authoritative intervention petition was filed.s The
inois statute used to support DCFS's action
statesthat DCFS "may, atits discretion . . . accept
for care and training” youth who are found to be
delinquent, addicted, or truant, or who require
authoritative intervention. The statute prohibits
any court from committing children above the age
of 12 in these categories to DCFS without the
department's approval.® DCFS may, therefore,
voluntarily extend its services to any court-in-
volved youth. The statute is silent, however, on
whether DCFS can terminate services to one of its
wards who subsequently becomes involved with
the juvenile court. This ambiguity in the statute
increases the chances that the courts and DCFS
will become embroiled in conflict over which
agency should be responsible for the child.
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The courts have traditionally tended to see
the child as a whole person, examining the total
context of delinquent behavior. The schools, on
the other hand, like other state agencies man-
dated to serve certain categories of people, gen-
erally maintain that their mandate extends only to
the “educational component” of a child's needs,
even though, under the IDEA, an individual edu-
cation plan for a special-needs student must

]
“It is difficult for social
agencies or the court system
fo coordinate services inter-
nally, but even more diffi-
cult when the service settings
and professionals are
relative strangers to each
other. The tendency is fo
‘bass the buck’ for coordina-
tion and financial responsi-
bility to some ‘other’ cal-
egorical agency whenever
possible and to argue that
an array of services should
be available within the
responsible agency to meet
all (or most) of the child’s

needs.”

Joan Costello

Mental Health Planning for Emotionally
Handicapped Children in [llinois
(1989)

include psychological and social
history components that may con-
tribute to the disability.

Schools sometimes argue
that the programs for children with
behavior disorders orlearning dis-
abilities in the local school meets
their full responsibility. According
to this argument, if other social,
psychological, or behavioral fac-
tors prevent a child with a learn-
ing disability or behavior disorder
from functioning at home or in the
community, some other agency
should be responsible for treat-
ing them. A probation officer was
told, for example, "If you can get
this (truant) student here, we'll
teach him.” The school in this
case was unwilling to explore or
address the issues that contrib-
uted to the truancy.¥”

But Section 504 extends pro-
tection to persons whose impair-
ment "limits substantially one or
more major life activities."® And,
according to Daniel H. Cline, an
expert in special education law,

—————— [0 hehaviorally disordered stu-
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dents, a ‘major life activity' includes the ability to
be present in a classroom.” Since truancy is one
type of behavior often displayed by students with
behavior disorders. schools could be cited for a
violation of Section 504 if they refuse to address
the problems of students with learning disabilities
or behavior disorders who are truant, according
to Mr. Cline.®

—

Notes
4. Iinois State Board of Education, May 1990.
2 Paul Butler-Maiin and Christine Padilla, "Dropouts:

Special £ducannn

The Relationship of Student Characteristics, Behaviors. and
Performance for Special Education Students” SR! Interna-
tional (March 1989): 3.

3. Terry David, Supervisor of Procedural Safeguards,
and Cindy Terry, Learning Disability Specialist, Hlinois State
Board of Education, interviews: November 16, 1990.

4. Brooke Whitted, Whitted & Associates, P.C., letter:
February 4, 1991.

5. Butler-Malin and Padilla, "Dropouts” (1289).

6. C. Poremba, “Learning Disabilities, Youth, and Delin-
quency” in Progress in Learning Disabilities 3, edited by HR.
Myklebust (New York: Grune & Stratton, 1976): 123-149.

7. K. Larson, “A Rescarch Review and Alternative Hy-
pothesis Explaining the Link Between Learning Disability and
Delinquency” Journal of Learning Disabilities (1988): 21:357-
363.

8. J.E. Slenkovich. PL 94-142 as Applied to DSM il
Diagnosis {Cupertino, Calif.: Kinghorn Press. 1983): and A.
Lamson. The Psychology of Juvenile Crime (New York. Hu-
man Sciences, 1983).

9. U.S. Department of Justice, National Institute of
Juvenile Delinquency Prevention, American CouncilonLearn-
ing Disabilities Research and Development Project: A Study
Investigating the Link Between Learning Disabilities and Ju-
venile Delinquency, report prepared by Dorothy Crawford
{(Washington, D.C., 1981).

10. Ingo Keilitz and Noel Dunivant, “The Relationship
Between Learning Disability and Juvenile Delinquency: Cur-
rent State of Knowledge” RASE no. 3 (1986). 22.

11. Dorothy Crawford, Life Development Institute, Phoe-
nix Ariz., interview: November 21, 1990.

12. Catherine Trapani, Transition Goais for Adolescents
with Learning Disabilities (Boston: College-Hili Press. 1990):
56.

13. Crawford (1990).

14. The llinois Criminal Justice Information Authonty's
Roundtable Discussion of Juvenile Court Services and Edu-
cational Placement {August 13, 1990).

15. Brooke Whitted, Education and Law: Working with
Educational Institutions (Chicago: Whitted and Assocrates,
1990): 10; and Daniel H. Cline, "A Legal Analysis of Policy
Initiatives to Exclude Handicapped/Disruptive Students from
Special Education” Behavior Disorders 15. no. 3 (May 1990):
159.

16. 20 U.S.C. 1412, and 29 U.S.C. 794 S. 504.

17. A lederal bill reauthorizing the Education of all
Handicapped Children Act changed the title of the iegislation
1o the Individuals with Disabilities Education Act, effective
October 30. 1990

18 Amber Tatro et al. v. Irving (Tex.) Independent



Schoof District et ai., 468 U.S. 883 (1984).
"19. Hendrick Hudson Board ofEducation v. Rowley, 458
U.S. 176 (1982).

20. Timothy W. and Cynthia W. v. Rochester, N.H.
School District, 875 F 2d 954 (1st Cir., 1989).

21.8-1v. Turlington, Fla., 635 F 2d 342 (5th Cir., 1981 ).

22. Honig v. Doe, 484 U.S. 305, 108 S.Ct. 592 (1988).

23. Interview with official in the Elementary and Second-
ary Education Division, Office of Civil Rights, U.S. Department
of Education, Chicago, November 19, 1990.

24. Lorrie Chaplin, McDonough County Juvenile Court
Services, Court Services Roundtable {August 13, 1990).

25. Laura Nutini, Juvenile Services Coordinator, Treat-
ment Alternatives for Special Clients, interview: January 10,
1991,

26. Interview with official in the Office of Civil Rights, U.S.
Department of Education, Chicago, September 24, 1990.

27. Nutini (1991).

28. Mary Jo Mattern-Jenkins, State Board of Education,
Division of Special Education, interview: January 10, 1991,

29. Interviews with official in the Elementary and Sec-
ondary Education Division, Office of Civil Rights, and with
Brooke Whitted, November 28, 1990

30. Interview with official in the Office of Civil Rights, U.S.
Department of Education, Chicago, September 24, 1990.

Michael L. Williams, the assistant secretary of education
for civil rights, has listed six priority issues that will dominate
the discretionary enforcement strategy (issues not generated
by specific complaints) of the Office of Civil Rights in fiscal
1991
1. Services to students with limited English proficiency
2. Title VI discrimination—investigation of discriminatory pat-
terns of assignment 1o ability groupings. such as the exclusion
of minority students from gifted and honors programs and
disproportionate assignment to remedial groupings
3. Racial harassment in post-secondary settings
4. Title IX enforcement—services to pregnant teenagers
5. Title IX enforcement, scholastic athletics—equal opportu-
nity for girls" athletic programs.

6. Section 504 enforcement—identification and educational
services to homeless chiidren and to children born to sub-
stance-abusing parents

(U.S. Department of Education, Office of Civil Rights. Nationat
Enforcement Strategies for Fiscal Year 1991- Priority Issues
(Washington, D.C., 1990)}.

31. The Illinois Criminal Justice Information Authority's
lllinois Juvenile Officers Asscciation Roundtable Discussion
of Juvenile Policing (June 29, 1890).

32 The lltinois Criminal Justice Information Authority's
Student and Teacher Survey of Safety and Discipline in lllinois

High Schools (1990).

33. ll.Rev.Stat., ch. 122, par. 14-7.02.

34. In December 1990, a supplemental appropriation
for placement costs made up the shortfall and payments by
the State Board of Education were resumed (letter to Brooke
Whitted from D. Dennis Powell, Manager of Data Manage-
ment, lllinois State Board of Education, January 16, 1991).

35. The protection of the Orphanage Act may be ex-
tended to wards of the Juvenile Court who are not DCFS
wards, if they are placed in residential treatment by a school
district and the district claims reimbursement (/ll.Rev.Stat.,
¢h. 122, par. 14-7.03).

36. In re lilinois State Board of Education, Docket No.
86-504-8.

37.1ll.Rev.Stat., ch. 23, par. 5005-6. According to Julia
Dempsey, a juvenile court judge in Cook County, judges in
that jurisdiction freqUently force the Department of Children
and Family Services to provide services to their delinquent
wards (Julia Dempsey, letter, January 25, 1991).

38. lll.Rev.Stat. ch. 37, par. 806-7 and 806-8.

39. Brooke Whitted, letter: February 4, 1991,

40. Dempsey (1991).

41. Sue Howard, Chief Probation Officer, DuPage County
Juvenile Court, interview: October 22, 1990,

42. Terry Lynch, Rock Island Juvenile Court Services,
interview: October 10, 1990. Rates assessed by state agen-
cies for state fiscal year 1990 room and board costs at
Arrowhead Ranch, Galesburg, Ill.. were confirmed by Loree
Riggs. Governor's Purchase of Care Review Board (State
Board of Education rate for fiscal 1980) and Bob Trainer,
DCFS Division of Contracts and Grants (DCFS rate for fiscal
1990).

43. 1l Rev.Stat. ch. 37, par. 806-8.

44, The Itlinois Criminal Justice Iniormation Authority's
Legal and Psychiatric Panel (June 26, 1990).

45. Rae Lynne Toperofif, Executive Director of Literacy
Volunteers of lllinois and member of the Educational Advisory
Panel. interview: Octcber 5, 1990.

46. In re linois State Board of Education, Docket No.
87-504.-2.

47. Thomas Hehir, interview: September 27, 1990.

48. The Authority's Legal and Psychiatric and Court
Services panels (June 26 and August 13, 1980).

49. The Authority's Legal and Psychiatric Panel (June
26, 1990).

50. Catherine Trapani, Assistant Professor of Clinical
Psychiatry, Director, Academic and Social Skills Evaluation

and Tutoring Service, University of Chicago. interview: May
26, 1991.

S51. James Ysseldyke, interview: May 27, 1991

Special Education

71



72

52. Ysseldyke (May 27, 1991).

53. "Research About Teacher Education Project TR
Teaching Teachers: Facts and Figures (Washington, D.C.:
American Association of Colleges for Teacher Education,
1989).

54. Newsweek (October 1, 1990): 58-90.

55. Catherine Trapani, interview: September 24, 1990.

56. The Authority's Legal and Psychiatric Panel (June
26, 1990).

57. Anational study of at-risk students conducted by the
National Rural and Small Schools Consortium and the Ameri-
can Council on Rural Special Education found alack of social,
psychological, and family counseling services in rural areas.
According to the study, "many rural communities have inad-
equate . . . special education . . . and instruction designed to
prevent drug and alcohol abuse.” Doris Helge, A National
Study Regarding At-Risk Students (Bellingham, Wash.: West-
ern Washington University, 1990): 1-23; the Authority's Court
Services Panel (August 13, 1990).

58. James Gordon Ward, City Schoots, Rural Schools,
MacArthur/Spencer Series Number 6 (Normal, Iil.: lllinois
State University, Center for the Study of Educational Finance,
1988): 5.

59. The Authority's Court Services Panel (August 13,
1990). See also "Push-outs,” below.

60. The Authority’'s Court Services Panel (August 13,
1990).

61. Ira M. Schwartz and Frank Ortando, Programming
for Young Women in the Juvenile Justice System (Ann Arbor,
Mich.: Center for the Study of Youth Policy, 1991).

62. llinois Department of Alcoholism and Substance
Abuse, FY 97 Update: A Comprehensive Plan for Aicohol/
Other Drug Services {Springtield, Ill., 1991) sec. V: 8-10.

63. The Authority’'s Court Services Panel (August 13,
1990).

64. In re Iitinois State Board of Education, Docket No.
86-504-8.

65. Ken Klimusko and Nancy Filson, the Authority's
Court Services Panel (August 13, 1990).

66. Interview with official in the Elementary and Second-
ary Education Division, Office of Civil Rights, U.S. Department
of Education, November 28, 1990.

67. The Authority's Legal and Psychiatric and Court
Services panels (June 26 and August 13, 1990).

68. Judge Julia Dempsey, the Authority's Court Ser-
vices Panel (August 13, 1990).

69. The Authority’s Court Services Panel (August 13,
1990).

70. The Authority's Court Services Panel (August 13,
1980) and the Juvenile Cfficers Roundtable (June 29, 1990).

Spertal Education

71. Under new guidelines for special education passed
in January 1991 and effective September 1, 1991, *all equivo-
callanguage [from the old lilinois guidelines] which previously
allowed exclusion for certain specific reasons has been
removed [paragraph 226.40(b)). Of note is the part of [the
preceding] paragraph that prohibits exclusion éven via ‘infor-
mal agreements between parents and the school district.’ For
example, ‘If you quietly withdraw Donnie we won't take you
through the unpleasant experience of expulsion . . ." Brooke
Whitted, Special Education in llinois. Outline of New Rule
Changes and Federal Amendment Highlights (Chicégo:
Whitted and Associates, 1991): 1.

72. The Authority’s Court Services Panel (August 13,
1990) and the Juvenile Officers Roundtable {June 29, 1990).

73. The Authority's Court Services Panet (August 13,
1990).

74.Bernard Karlin. Principal, Montefiore Speciai Sctioo:,
Chicago, interview: November 28, 1990.

75. Karlin (November 28, 1990); and John Stephens.
lllinois Association for At-Risk Youth.

76. The Authority’s Court Services Panel {August 13.
1990).

77. In Hollenbeck v. Board of Education (694F . Supp.
668, 1988), a federal appeals court found that otherwise
qualified students with disabilities have the same privilege of
extracurricular participation as nondisabled students.

78. Cline, "A Legal Analysis” (1990).

79. The Authority's Court Services Panel (August 13.
1990).

80. Juvenile Officers Roundtable (June 29, 1990).

81. Juvenile Officers Roundtable (June 29, 1990).

82. Juvenile Officers Roundtable (June 29. 1990).

83. Report of the Survey of Agencies Providing Commu-
nity-Based Mental Health Services to Children and Adoles-
cents (Coalition for Child Mental Health Services in lllinois,
August 1989); and Joan Costelio. Mental Health Planning for
Emotionally Handicapped Children in lltinois (Chicago: Chapin
Hall Center for Children, University of Chicago, 1989).

84. Criminal Justice Policy Making: Boundaries and
Borderlines (Evanston. ili.: Center for Urban Affairs and Policy
Research, 1990).

85. The Authority's Court Services Panei {August 13,
1990).

86. lll.Rev.Stat. ch. 23, par. 5005-6.

87. The Authority's Court Services Panel (August 13,
1990).

88. 34 C.F.R. 104.3(J).

89. Cline, "A Legal Analysis” (1990): 169.



Truancy and

aer

IR .
<
I -

@
. R




“The ultimate [truancy
prevention] program 1s o
recognize the differences in
kids at the preschool age and
attack these problems early.

f schools do not meet the needs of students, there
is a good chance those students will become
truant and drop out. Keeping children in school is
a major concern for many school districts in
lllinois. But truants and dropouts create problems
for more than just the schools; they also create
problems for other systems—such as the courts
and corrections—that may ultimately have to deal
with these students.

TRUANCY
Truancy is usually viewed as a precursor to the
more serious problem of dropping out, but it is
also a concern to school systems in its own right.
Truancy creates administrative tasks, and it bur-
dens teachers with providing review and makeup
work for students who have returned from
unexcused absences. By de-
creasing the average daily atten-
dance in schools, truancy can
also result in expensive reduc-
tions in state reimbursement pay-
ments to school districts.

A high correlation has been
found between truancy and juve-

In a”pmbabdllyf you nile crime. A 1985 study of 127
wouldn 't need preventive  chronic truants in Kane County
programs f07‘ many bz‘gb indicated that . . . 76 percent [of

school kids if you attended to
thesr problems at an early

a g e. n
Andy Bitla, Dean

Maine South High School
Past President of the llinois Deans’

Association
(February 8. 1991}

truants] were caught in non-
school-related crimes within two
years of their truancy violation.™

Defining and assessing
truancy

According to the lllinois School
Code, a truant is a child under
age 16 who is subject to compul-
sory school attendance and who
is absent without valid cause during a full school
day or some portion of it. A chronic or habitual
truant is a student who has been absent without
valid cause for 10 percent or more of the previous
180 regular attendance days. The line that sepa-
rates the chronic truant from the dropout is not
distinct and may shift from district to district.
Nevertheless. without aggressive intervention,
most chronic truants become dropouts.

The definition of truancy is subject to differ-
ent interpretations at the local district level. which
makes comparing truancy rates across the state
difficult. For example, some schools will mark a
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The cost of truancy

Every school day, an average of approximately 120,000
students are missing from Hlinois classrooms due to truancy.
The cost to lllinois public schools in lost state reimbursement
due to truancy (based on average daily attendance) in the
1989-1990 school year was $142.6 million.

Source: Computed from lllinois State Board of Education data
]

student as truant after an absence of one hour
without a valid excuse, while others will wait until
midday before the student is recorded as offi-
cially truant.

In the 1988-1989 school year, about 7 per-
cent of lllinois public school students—or almost
120,000—were truant on any given day, ranging
from 0.5 percent truant to 39 percent truant in
various schools. The 1988-1989 average truancy
rate is 13 percent higher than the 1984-1985rate.
In Hlinois public high schools, the number of
chronic truants also rose sharply. Almost 21,000
chronic truants were identified in all lllinois public
schools in 1984-1985. By the 1988-1989 school
year, that figure had risen to more than 31,000.
More than 1,500 chronic truants were identified
during the 1988-1989 school year in elementary
districts (grades 1-8), more than 3,000 in high
school districts, and almost 27,000 in unit (K-12)
districts.? During the 1989-1990 school year, the
number of chronic truants increased once again
to a record level of almost 34,000 students—a 7-
percent increase over the previous year and a
staggering 61-percent increase since 19853
These increases have taken place despite the
lllinois General Assembly's passage in 1985 of a
major package of school reform initiatives, in-
cluding several proposals aimed at reducing
truancy and preventing dropout.

Annual counts of truants and chronic tru-
ants collected by the State Board of Education
reveal that truancy tends to be concentrated in
certain school districts and schools and remains
consistent over time.* Districts with the highest
numbers of chronic truants have remained nearly
the same from 1982 to 1990. While there have
been some changes within rank order for the 10
school districts with the highest numbers of chronic
truants, only one school district—Thornton Town-
ship High School in southern Cook County—has
been dropped from the list since 1982, and the
Alton Community School District moved from 12th
place to fifth place (Figure 6.1).



While the size of the district influences the
numbers of chronic truants, districts with high
enroliments are not the only ones with large num-
bers of chronic truants. Two districts (Aurora East
and Alton Community), with fewer than 9,000
students, and the Proviso Township High School
District (in two suburbs in western Cook County),
with 4,300 students, also appear on the 1989-
1990 list of schools with the highest numbers of
students who are chronically truant.

Truancy and dropout are statewide prob-
lems, and they both can be concentrated in city
districts of varying sizes, as well as suburban
communities. Districts with high numbers of
chronic truants characteristically are those with
high percentages of enroliment by minority and
low-income students and with low educational
attainment of parents in the district ®

How do we know who's truant?

Without good procedures for identifying truant
students, those students cannot be helped. The
amount of effort expended on identifying and
working with chronically truant youngsters usu-
ally depends on the priority assigned to them by
the district superintendent, or, in some cases, by
the individual principal. In some areas, however,
officials have few resources available for tracking
down missing students and returning them to
school.

James Deets of the Office of the County
Superintendent of Schools in St. Clair County
reported that a special effort was made at the
beginning of the 1990-1991 school year to trace
and identify truant and other “missing” students.
It was expected that no more than a few dozen
students would be found to be truant. By October
1, more than 400 students who had been on the
1989-1990enroliment lists were reported as miss-
ing from the 1990-1991 lists, and the names were
still coming in. While some of these students may
be receiving home schooling or may have trans-
ferred to schools that are slow in requesting old
records, the majority are undoubtedly truants and
dropouts. Mr. Deets admitted his office lacks the
resources to properly investigate such a large
volume of cases. "If you want an answer to the
question: ‘Can downstate counties adequately
tracktruancy?', the simple answeris no," he said.®

John Stephens, an administrator in the
Jefferson County superintendent's office. ob-

Figure 6.1
School districts with the most chronic truants

Number of
chronic
Rank Rank truants
1989-1990 1982-1983 1989-1990
Chicago { District 299) 1 1 15,992
Rockford {District 205) 2 3 2,117
East St. Louis (District 189) 3 4 758
Aurora East (District 131) 4 10 729
Alton Community (District 11) 5 12 617
Elgin {Unit District 46) 6 9 547
Waukegan Community (District 60) 7 7 488
Springfield (District 186) 8 5 464
Proviso Township High School 9 2 457
(Maywood and Hillside, District 209)
Pearia {District 150) 10 6 438

3.92
791
47
8.22
847
2.04
423
298
10.53

2.56
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Truants as  Rank: truants
percent of  as percent
enrollment of entollment
1989-1990 1989-1990

Note: Pravisais ahigh school district. Altofthe other districts are unit (K - 12) districts. Also, the districts isted are of vastly

differing sizes.
Source: iftinois State Board of Education

served that human nature often enters into en-
forcement policies. “If a child is a troublemaker,
and there’s no substantial parental involvement,”
he said, "you can expect that not much effort is
going to be made to retrieve that child.””

From 1984 through 1989, truancy rates in
Chicago exceeded the statewide average by an
average of 4 percent.®With 155 truant officers to
serve Chicago’s 604 public schools, school offi-
cials argue that little real investigation of truancy
cases is possible.® According to a 1986 study of
eight Chicago public schools, some school ad-
ministrators do notmonitor truancy in their schools
at all and fail to maintain good records of stu-
dents’ attendance. The same study showed that
schools with lower dropout rates also had the best
attendance records. '

What disciplinary measures do schools
use with truants?

Truancy is most often punished with in-school
suspension (ISS), a type of supervised study hall.
Although perhaps better than out-of-school sus-
pension for truants, like out-of-school suspen-
sion, ISS- can compound the effects of the
unexcused absence, causing students to fall
even further behind in their studies.’ Under opti-
mal conditions, a conscientious teacher will pro-
vide students with study assignments to make up
the missed classroom time while under ISS, and
the supervisor of the study hall will be available to
assist with assignments. Too often, though, a
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group of loosely supervised and unmotivated
students are confined without much useful occu-
pation or direction.'?

In some school districts, three unexcused
absences from a class result in a student being
dropped from class enrollment altogether, mak-
ing itimpossible for the student to rejoin the class
after a brief unexcused absence. When this oc-
curs, students may be subject to in-school sus-

pension, may be assigned to

P —
“Sometimes we Se¢ 4 case Of study hall for the rest of the term,
a kid who s running out of  ormay leave school untii they can

ter coming, and we know
that other agencies are 1ol
going to step in until the
worst has happened. I'll

next term.

Some educators, as well as
truancy program directors, pro-
bation officers, and parents, have
questioned the rationale of pun-
ishing students who cut school

admit that when I'm doing  ith further enforced absences

a parent interview in this
kind of case [ will sometimes
say, ‘Surely he must have
taken something from

from the regular instructional pro-
gram, whether in or out of school.
Advocates for students at risk of
dropout have complained that tru-
ancy is often used by some prin-

you...." It troubles me, but [~ ipals as a reason to suggest a

know if we can come in with
a delinquent pefition, we

transfer to another school. This
practice, they say, avoids respon-
sibility for addressing the

may be able to get the court  student's problemsandincreases

involved before its too late.”

the chances that a marginal stu-
dent will drop out."

Juvenile Probation Officer
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When and how does the juvenile jus-
tice system step in?

Many court services personnel and juvenile court
judges say that schools throughout the state fail
to provide truants with services mandated by the
Iinois Juvenile Court Act.™ According to these
judges and other court workers, schools, by not
recording and investigating chronic truants, are
trying to avoid providing the evaluation and other
services specified in the act. Judges reportthata
series of statutory changes to the act made dur-
ing the 1980s have made it much more difficult for
them to intervene with most truant youths. Not all
members of the judiciary share those views, how-
ever. Some judges continue to feel that truancy
cases would further overload dockets crowded
with delinquency petitions. Thisconcernis shared
by some juvenile probation officers, who do not
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