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FOREWARD

The Intensive Learning Program at the Calhoun County Juvenile Home
was established as part of my personal philcosophy of developing community
based treatment for juvenile offenders. It was created as a short~term
reéidential treatment program as an alternative to longer, more expensive
placements in public and private institutions.

The Intensive Learning Program has proved immensely successful since
its inception both in terms of providing lower cost treatment and, more
importantly, in reducing recidiwvism rates among juvenile offenders in
the county.

Judge James H. Lincoln,‘former President of the National Council of.
Juvenile Court Judges, has stated: "A residential treatment program is
no bettér than its after-care services.” In the case of the Intensive

Learning Program, the successful results can be attributed not only to

- good after-care but to the entire program design and the quality of the

people working in the program.

o

This program can be readily implemented in any small residential care

facility, and because of its measurable success I commend it to your

attention.
October 15, 1982 Judge John M. Brundage
Marshall, Michigan Calhoun County Juvenile Court
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PREFACE

The following pages contain a brief introduction to one approach tc
the institutional treatment of juvenile offenders. Representing a decade
of work with troubled youth, the ILP contains several unique features.

First, the blending of a cognitive therapy, specifically Rational-
Emotive Therapy (RET), with traditional operant technigques constitutes
a relatively new and fresh approach to treatment. While these strate-
gies have each been criticized as cold and mechanistic, the ILP also
emphasizes the importance of human interaction in the treatment process.
By Incorporating a holistic philosophy, the ILP is viewed as a more com-
prehensive model.

Second, the authors began the process of program development with

no expertise in the field. Forced to rely on the literature and research,
the ILP concept was forged from a critical analysis of the needs of insti-
tutionalized youth and a pragmatic approach to program evaluation. There~
fore, the ILP represents an example to other professionals who are search-
ing for an effective program. While the ILP does not claim to have all the
answers, it does address the critical issues associated with institutional
services. Furthermore, it will, hopefully, serve as encouragement to others
for the continuation of creative answers to institutional problems.

Third, the ILP model has proven its effectiveness in a large state
training school and a medium~sized, court-operated juvenile home. Thus,
it is deemed to be highly adaptable to a variety of settings.

The authors wish to acknowledge the spartan efforts of the following
people, without whose support and encouragement none of this would have
been possible:

1. To all the child care workers, both in Nashville and Marshall,
whose diligent works and faith in the philoscphy made it succeed every
hour of the day.

2. To Judge Brundage and the staff of the Calhoun County Juvenile
Court for their support and encouragment.

3. To Duane Dobbert for his guidance and support and for compiling
the data on recidivism and cost-benefit analyses.

4. To John Burrill for his hard work in organizing the materials
for this monograph.

5. And to Mrs. Kathryn Griffis for her loyal support and cheerful
typing, editing and proofreading.

It is our intention that the ILP serve as an example for others in
the development of institutional programs. We hopée you find it most
useful. v

October 15, 1982 David W. Roush
Marshall, Michigan B. Thomas Steelman
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GLOSSARY

Child Care Worker refers to those direct care, line staff who provide

ongoing supervision of youth during waking-hour or program shifts.
Other equivalent terms are group worker, group leader, direct care
worker, child care counselor, and child care specialists.

Cognitive-Behavior Therapy (CBT) describes a behavior therapy which focuses
on both overt and covert (thinking) behaviors. References to a
cognitive-behavioral approach in the ILP indicate the synthesis of
an insight-oriented therapy with operant principles.

Commitment to the ILP refers to a valid dispositional order by a juvenile
court which places a juvenile in the ILP as a response to an adjudi-
cation of guilt on a criminal offense petition. Commitments do not
normally exceed a six month period of time.

Cost-Effective Delinquency Program refers to the comprehensive system of
delinquency prevention designed by the Honorable John M. Brundage,
Judge of Probate~Juvenile Division. Including organizational and
program interventions which work in harmony, Judge Brundage has
created a juvenile court system that has maximized the effectivendss
of delinquency programs. This system includes the ILP, and the
resources provided by this plan have enhanced the total impact of
the ILP.

ILP is an abbreviation for the Intensive Learning Program, a postdisposi-
ticnal treatment alternative for juvenile offenders. The ILP is
characterized as a community-based, secure residential program.

ITU is an abbreviation for the Intensive Treatment Unit, a maximum security
treatment program operated within the Spencer Youth Center (the
state training school for 14-16 year old male offenders), Tennessee
Department of Correction, Nashville, TN. The ITU served as a fore-
runner of the ILP.

Juvenile Court refers to the Juvenile Division of the Calhoun County
(Michigan) Probate Court,

Juvenile Home refers to the Calhoun County Juvenile Home, a division of
the abovementioned Juvenile Court.

Phases refer to a system of behavioral levels in the ILP. Program expec-
tations and privileges are sequentially reflected through the phases.

Rational Behavior Training (RBT) is a particular type of cognitive-behavior
therapy (CBT) which blends Rational-Emotive Therapy (RET) with
behavior modification. While RBT represents the ILP approach to
treatment, it is not to be confused with Maultsby's Rational Behavior
Training (RBT). Although the ILP uses much of Maultsby's original

v




synthesis of RET with behavior training, two major distinctions exist:
1) the ILP intervention places greater emphasis on the RET principles,
and 2) the ILP behavioral component uses more operant principles.

Resident refers to any juvenile committed to the ILP. Synonyms include:
student, inmate, yocuth, juvenile, and client.

Team Leader refers to a middle management position within the Juvenile Home
hierarchy that is responsible for treatment services and personnel
management for a designated group of residents and child care workers.
Similar titles include: counselor, program mandger, social worker,
and treatment coordinator.

Triage refers to the weekly meeting of the ILP teams for the purposes of
evaluating treatment plans, developing new treatment plans, providing
inservice training, clarifying program issues, and providing a forum
for staff communication.
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INTRODUCTION '

The Intensive Learning Program was created in 1976 by the Calhoun
County Juvenile Court as a response to the need for a community-based
residential program for the serious juvenile offender.

The ILP occupies two wings-of the Calhoun County Juvenile Home.
With a capacity for 27 residents (24 males and three females), the
staff consists of two counselors, 1l child care workers, a recreation
director, and an aftercare caseworker. ILP operates through the team
concept. Two teams, lead by the counselors, provide the ILP program.
Within each team, there are two homogenous groups of residents. Assign-
ment to groups is a function of the counselors': assessment of each
individual's needs. Groupings also help to maximize the effectiveness
of staff interventions by focusing on a specific set of problems.

The ILP - Wing 1 is a ten-week, post-dispositional program for
seriously delinguent boys. In general, these youngsters are somewhat
older and have a more extensive history of delinguent activity than
those placed in other programs. The program has a capacity of 12 resi-
dents, each of whom is committed for a maximum period of six months.
The staff is composed of a.team leader, four child care workers, an
aftercare caseworker, and two teachers.

The basic structure of the ILP is provided by a four-step phase
system. The phases are designed 'to mark a resident's progress toward
release while gradually increasing behavioral and cognitive expectations.
Likewise, privileges and responsibilities are also increased as a resi-
dent moves closer to release.

One of the most important components of ILP - Wing 1 has been the
addition of an aftercare caseworker. The caseworker is responsible for
liaison with the family and community both during and after the residen-—
tial period. This has proved to be an aid to generalizing behavioral
gains beyond the release date.

The second team in ILP is Wing 3. Using-the same program, Wing 3
has the capacity for 15 residents, 12 boys and 3 girls. Primarily
designed to meet the needs of the younger offender, it has expanded
the ILP concept to reach a wide variety of serious offenders. Composed
of a team leader, seven child care workers, and two teachers, Wing 3
offers a coeducational approach to post-dispositional programming.

! N

Both treatment programs offer residents the opportunity to engage
in a variety of activities designed to ercourage emotional, intellec-
tuail and physical growth. Each resident is earolled in the Juvenile
Home school program where a curriculum which -combines basic subject
areas--=reading, math, social studies--~with high interest courses--art,
industrial arts-—emphasizes success in the classroom setting. A compre-
hensive physical education/recreation program provides each resident
with daily activities focusing on the development of social skills as
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as well as perceptual-motor abilities. A third major component 1Is group
and individual counseling sessions conducted by the team leader and case-
worker.

The Intensive Learning Program was one of the first facilities in
the country to implement successfully a comprehensive cognitive/behavioral
approach to child management and treatment. The particular modality
employed in the ILP is called Rational Behavior Training; a synthesis of
Rational~zZmotive Therapy and Behavior Modification.

Rational Behavior Training (RBT) has three goals. Primary among
these 1s demonstrating to the youth how he/she is responsible for his/her
own behavior. The inability or unwillingness to accept responsibility
for behavior is one of the most common characteristics of delinquent
youth. Through the use of a simple ABC approach, RBT demonstrates how
each of us affects our behavior by our biased interpretations of exter-
nal events. Youth are taught how to change illegal, self-defeating
behavior by modifying their thoughts or beliefs about themselves and
their environment.

A second major goal of RBT is teaching youth that they may uncondi-
tionally value themselves as human beings. Again, delinquent youth
typically view themselves negatively and falsely conclude that they are
inacpable of experiencing success in the "normal" adolescent pursuits.
RBT actively teaches youth to distinquish between his/her behavior and
his/her self. In this process, youth are encouraged to critically
examine their behavior to determine its appropriateness while maintaining
as constant their worth as a person.

Thirdly, RBT teaches residents to take an active problem~solving
approach to their interaction with the environment. Residents are
encouraged to squarely face their problems, accept responsibility for
solving them, keep self-worth constant, dand do the hard work necessary to
resolve the conflict.
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HISTORICAL BACKGROUND

The Intensive Learning Program is a replication of the Intensive
Treatment Unit concept developed at Spencer Youth Center, Tennessee
Department of Corrections, in Nashville, Tennessee. To appreciate fully
the impact of ILP, it is helpful to understand the background of Cogni=-
tive Behavioral Treatment developed in the Intensive Treatment Unit.

In 1973, Spencer Youth Center was the boys training school for 14
to 17 year-old delinquent youth. Rehabilitative or treatment services
for over 400 youth in residence were brovided by a modest counseling
staff. Despite these efforts in pbrogramming, Spencer Youth Center was
characterized by strict and repressive control measures. When combined
with the general overcrowding of the instiéution, a major problem became
the adjustment of particularly incorrigible youth to the institutional
environment. As a response, the administration created a maximum security
disciplinary dorm called the Control Unit. Youth who had demonstrated an
inability to adapt to the institution through aggressive and other inappro-
priate behaviors were committed to the Control Unit Ffor a period of two
weeks.,

The purpose of the Control Unit was to brovide punishment for youth
who could not adapt to the institution. The daily program was at best
inadequate. Residents spent the majority of the day sitting on wooden
church pews watching television. Recreational and educational activities
were provided on an irregular basis. Further, a staffing ratio of 1:24
proved to be insufficient for supervision. Subsequently, the adminis-
tration decided to implement brogramming in the Control Unit.

The decision for programming took several forms. First, a director |
and two counselors were hired to provide treatment services. Second, a |
recreation coordinator and a teacher were assigned to the Control Unit on
a regular basis. Third, additional staff were added so that the staff
ratio was 1:12 during program hours. Finally, a regular schedule of indi-
vidual and group counseling was established along with a token economy
system to evaluate resident behavior. Program changes prompted a re-evalua-
tion of the Control Unit environment, and the decision was made to renovate
the old print shop for a new Control Unit environment.

In November 1973, David Roush convinced the administration to redirect
totally the focus of the Control Unit. Instead of a disciplinary dorm,
the Control Unit became a. treatment intervention for the institution. As
a result, the name was cbanged from the Control Unit to the Intensive Treat-
ment Unit. Shortly thereafter, Roush was appointed Director of the Inten-
sive Treatment Unit and charged with the responsibility of creating a
treatment program within the new maximum security confines of the print
shop. The first major responsibility assigned to Roush was the addition
of treatment personnel, specifically two new counselors. B. Thomas
Steelman and James R. Megar were the counselors in the Intensive Treatment
Unit. :



ITU program development focused initially on operant principles. A
total revision of the token economy resulted in the basic point system
concept currently in use in the ILP. Secondly, based on the work of
J. D. Burchard, a system of same-area time-out was Instituted. After
addressing the behavioral issues, attention was directed to the counseling
or cognitive intervention. At that time, Steelman recommended strongly
the use of Rational-Emotive Therapy. After lengthy discussions, Roush
and Steelman combined RET with behavior modification to form the cognitive
behavioral strategy for the Intensive Treatment Unit. Focusing on organi-
zational and environmental issues, a team approach was developed to imple-
ment the ITU program.

Despite the resistence of institutional personnel to the concept of
treatment for incorrigible youth, ITU began to generate successful results.
The major turning point for ITU was the publication bu Roush of research
on disciplinary procedures entitled, "There Can Be Discipline Without Corpo-
ral Punishment,” American Journal of Corrections, 1974. During that period
of time, Spencer Youth Center used corporal punishment as the primary disci-
plinary intervention. Facing several class.action suits regarding treat-
ment and punishment as a result of the use of corporal punishment, the
research indicated that a contingency management program which eliminated
corporal punishment could produce better control in a maximum security
setting without subjecting the program to litigation. As a result of the
publication, administration threw its support to ‘the ITU concept.

During the same period of time, Judge John Brundage was reorganizing
the Calhoun County Juvenile Court to implement a cost-effective delinquency
prevention program. Judge Brundage's goal was to create a comprehensive
network of programs which would prove fiscally responsible and successful
in delinquency deterents. In addition to exemplary projects in the areas
of staff training, foster care, status diversion, and organizational devel-
opment, the treatment capacities at the Calhoun County Juvenile Home were
expanded so as to provide the court with a locally based treatment resource.
However, treatment program development did not meet Judge Brundage's expec-
tations as an Iinstitutional alternative to public and private commitments.
Subsequently, Judge Brundage appointed Roush as the Director of the Calhoun
County Juvenile Home with the directive to develop a successful treatment
program which would serve as a cost~effective alternative to public and
private insitutions.

From 1975 to 1976, Roush organized the Juvenile Home into teams and
set the stage for the implementation of the ITU concept at the Juvenile
Home. In June 1976, Steelman was appointed Team Leader of the ITU concept
program named the Intensive. Learning Program. Three months later, Wilbert
Muse, dorm manager for ITU, was added to the child care staff of the ILP.
Within a year, Dave Huntington, counselcr in ITU, was also added to the
child care staff of ILP. Commonly referred to as the "Nashvillée Connec-
tion," Roush, Steelman, Muse, and Huntington all received their training
and experience in the institutional treatment of juvenile offenders at the
Intensive Treatment Unit in Nashville, Tennessee. This mutual experience,
along with the strong support and endorsement of Judge Brundage, played a
critical role in the initial success of ILP.
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6

THE PROCESSES OF ILP

To present a comprehensive view of the Intensive Learning Program,
it is imperative that the issues of the program content and program pro-
cess be addressed. Much of the iInformation contained in this description
of the Initensive Learning Program will focus on the content-related issues
of institutional treatment. In other words, the content material specifies
what is done in ILP. The second and equally important issue is the process
of program delivery. In other words, process-related issues address how
the content of the Intensive Learning Program is implemented. In addition
to its comprehensive and systematic nature, a hallmark of the ILP is its
emphas;s on both the content and process of institutional treatment.

Process~related issues have a direct impact on program effectiveness.
In particular, process evaluations focus on the skills and abilities of
staff members in establishing therapeutic relationships with residents.
Furthermore, program development is viewed as an essential component of
a comprehensive approach to process issues. To understand fully the
Intensive Learning Program, the following sections explain the three criti-
cal process issues: 1) the team management process, 2) the process of
Institutional treatment, and 3) the process of discipline. Elements of
these three process concerns will constitute a common thread which is
identifiable throughout the description of content-related issues.

The Team Management Process?

The problems associated with program and staff development require the
active involvement of administrators. There is no evidence to support the
notion that program and staff development can exist without administrative
endorsement. If these problems are to be resolved, administration must
create an environment which will foster staff development. Furthermore,
administrative involvement in program and staff development is the essen-~

ial criterion for success, and this involvement can be accomplished in
such a manner that subseguent problems are minimized.

- One solution to the problem of generating an environment conducive to
program and staff development places primary emphasis on process issues.
Numerous training programs advocate specific theories about what concepts
are critical in program and staff development. Without debating these
particular content issues, a process strategy permits administrators to
structure the environment in such a way that child care staff learn how
to become more effective workers. The particular theory or content of

1Excerpted from David W. Roush and B. Thomas Steelman, "A Team
Approach to Detention Staff Develorwent,” Juvenile & Family Court
Journal, November 1981, pp. 33-43.
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training can then be determined by the administrator and staff in light of
the specific needs within their program.

Focusing on process issues, organization development. is an adminis-—
trative alternative for increasing the effectiveness of program and staff
development. Defined by French (1969) as a long-range attempt to iImprove
internal problem-solving abilities and to cope with changes in the external
environment, organization development is a process for integrating the needs,
goals and objectives of an agency with the needs of its employees regarding
involvement, growth, and development of their job. The basic assumptions
about human growth with organization development overlap many of the funda-
mental rights for correctional officers which were detailed by Brodsky (1974).

The basic components of an organization development system constitute
a problem=-solving process. Huse (1978) outlines seven main steps: (a) prob—
lem identification, (b) consultation with a behavioral sciences expert,
(c) data gathering and preliminary diagnosis, (d) feedback to key client of
group, (e) joint diagnosis of the problem, (f) action and (g) data gathering
after action. Applying this process to staff development issues, detention
administrators have a tool for accurately assessing the needs for training.
Again, this system specifies how to gather information and organize a strat-
egqy for problem-solving. The content interpretation of the data is subject
te those situationally specific factors noted earlier. These content issues
are concerns that further reflect an administrative commitment to what types
of programs and strategies are most compatible with institutional objectives,
staff skills, and resident needs.

Of the classifications of organization development interventions, team-
ing provides the most practical method of implementing each of the components
of an organization development system. Defined as a group of persons with
varying levels of knowledge and skill who assume different roles and task
responsibilities necessary to the achievement of team and organizational
goals and objectives, the team concept is a familiar practice in a variety
of systems,

The rationale for implementing a team model can best be understood
through an analysis of the results produced by this concept on programs
and staff development. The key issue in this rationale is staff develop-
ment. If an organization development approach can provide a process for
staff development, administrators of child care facilities can implement
this strateqy to increase the effectiveness of staff development while
retaining their particular strategy for rehabilitation and care.

Briggs (1973), reporting on the advantages of a team concept in a
social work setting, states that the team model: (a) provides the most
prudent method of integrating non-professiconals into an agency, (b} reduces
overlapping functions of staff, (c) enhances the role of the team leader,
(d) improves the level of professionalism, (e) facilitates orientation to
agency goals and (f) increases the range and gquality of services. Specifi-
cally concerned with child care workers, Lambert (1977) cites the following
benefits of teaming: (a) increased program continuity, (b) increased resis-—
tance to manipulation by residents, (c) greater freedom of action through
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support within teams, (d) improved staff communication, (e) unified approach
to problem-solving and (f) greater inter~team support and cooperation.

While team building incorporates numerous human variables, effective-
ness of the team can be dramatically increased through the proper selection
and training of the team leader. The success of a team is dependent upon
the team leader. Experience has indicated that the failure of a team to
achieve its goals can be traced to the human and conceptual skill deficits
of the team leader.

The ideal team leader is an adept manager of people and programs.
Functioning as a systems manager, the team leader must arbitrate both agency
and professional matters to ensure the gquality of services provided by the
team. Therefore, management skills are essential qualities for the team
leader.

Because of the learning potential afforded staff through the team, the
team leader must possess the knowledge and skills to serve as a teacher.
The quality of staff development is a function of the team leader's ability
to maximize the learning potential of the team. For this reason, the train-
ing of the team leader should include components on group leadership skills,
staff motivation and supervision, administrative skills, programming skills
and problem-solving strategies.

As the team leader organizes the team and generates goals and objec~
tives, supervisicn of the team process is critical. Staff attitudes toward
a change in roles can be enhanced through direct contact with the team leader.
Clear expectations and understandable rationales will facilitate the team
building. Immediate feedback to team members can reduce the probability of
future problems and misunderstandings. However, this approach requires a
team leader who is visible and accessible. Experience has indicated that
the participant team leader is the most viable element of successful team-
building.

Teams are most easily determined by an analysis of logical, functional,
or physical groupings of staff and residents within the detention facility.
Numerous groupings occur in most facilities, and administrators would do
well to build the teams from existing divisions among staff and residents.
Examples of possible groupings include, but are not limited to the following:

1. Groups of residents and staff assigned to the various residential
units, corridors, floors or cottages of the detention facility.

2. Residential and staff groups according to sex.
3. Residential units comprised of certain offense characteristics.
4. Groups of residents according to geographic location within the

catchment area.
5. Groups divided according to legal status or program differences.

Once these groups have been identified, the administrator has a basis
for dividing the staff and residents into teams. Consistent with the goals
and objectiveés of the detention facility, teams are structured to improve
the quality of services to residents. Most often, counselors, program
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coordinators, probation officers or shift supervisors are assigned the role
of team leader. The selection of team members reflects a concern for the
goals of the team, needs of the residents and abilities of the staff.

Upon completion of the selection and assignment of teams, the team
leader arranges, at a minimum, weekly meetings of the entire team. At these
meetings, the specific approach to problem-solving is presented. The pre-
sentations take two basic forms, didactic and experiential. During the
didactic meetings, child care workers are taught how to implement the par-
ticular elements of this problem-solving strategy. Homework and readings

are assigned, and these materials are thoroughly tested to guarantee under-
standing.

The experiential meetings provide an opportunity for the child care
worker to practice the problem-solving strategy. Team members role-play
problem~solving sessions under the supervision of the team leader. The
situation is then discussed and possibly re-enacted. Additionally, team
members are encouraged to participate In actual individual problem~-solving
between residents and the team leader. Modeling is a key factor, and the
child care worker has an opportunity to observe how the team leader uses
the intervention strategy. Following the individual problem-solving encoun-
ter, a lengthy discussion with the team leader occurs.

As child care workers become more confident of their problem-solving
skills, the team leader begins to draw them into the actual intervention .
with residents. By providing ongoing feedback, the team leader can demon-
strate that the child care workers are capable of effective problem-solving.
When interventions stray from the presenting problem, the team leader may
re~direct the focus and return the responsibility to the child care worker.
In addition to individual sessions, the child care workers regularly partici-
pate in group sessions. Again, initial involvement is primarily that of an
observer, watching the team leader and keeping mental notes regarding the
team leader’s use of the intervention strategy. As the team members' ability
increases, the team leader draws upon their comments and observations. The

team leader, in both situations, develops the skills of team members through
direct supervision.

While the training aspect of the weekly team meeting is being accomp-
lished, sessions focus on the setting of comprehensive behavioral goals and
objectives for each resident on the team case load. The team leader pre-
sents and comments on diagnostic testing results, behavioral observations
from other agency personnel and psychological evaluations. These issues
are then discussed in light of the resident's behavior in the facility.

All team members evaluate the data and suggest ways of changing behavior.

The intervention plan is the primary responsibility of the team leader.
After synthesizing the data and input from team members into an intervetion
plan, the team leader coordinates its implementation. As specific behaviors
are targeted for change, team members can increase the effectiveness of their
interventions because: (a) it was their descriptions of the behaviors that
resulted in its priority in the intervention plan, (b) the specific approach
to dealing with the behaviors will include the principles they have recently
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learned and (c) the discussion concerning the goals of intervention gives
each child care worker a greater perspective on the importance of changing
the behaviors.

When problem behaviors occur that create concern among team members,
hypothetical situations are created, and team members role-play the problem—
solving. Additionally, role-playing and team discussions of the problem
behaviors increase the consistency of Interventions among team members.
Consistency is a critical issue in the institutional management of youth
because it can significantly reduce resident manipulation of staff and pro-
grams. When manipulation occurs, problem-solving is delayed, and disrupT
+ive behaviors are reinforced. Problems generated by resident manipulation
usually require intervention by the team leader. When this occurs, the,
resident wins a moral victory over team members.

The team approach increases staff resistance to manipulation in seve-
ral ways. Through the improved communications and uniform training net-
works of the team, greater consistency in problem-solving occurs. There-
fore, team members are better able to predict how other members will handle
problem behaviors. Because of this consistency, staff responses to manipu-~

lation do not differ significantf%. When this consistency is fully developed,

the team leader may refuse to intervene, thus increasing the authority and
credibility of team members.

Blake and Mouton (1967) describe seven properties to define an organi-
zation. Meaningful development reguires critical attention to three of
these properties: purpose, human interaction, and organization culturei
An effective team approach addresses these key issues. Establishing team
goals helps to create a unifying principle which gives the team direction
and purpose. Group cohesiveness and team meetings build networks for
improved communications and human interaction. Finally, the shared exper-
iences of team members, along with the team purpose and improved interaction,
help to generate a team identity or espirit de corps, which is translated
into a team tradition or organizationm culture.

The Process of Institutional Treatment

Institutional treatment is a complex and multifaceted process.
Although there are numerous theories which explain the treatment process,
it is critically important that any institutional intervention reflect a
systematic approach to behavior change. This approach must serve as a
guide for structuring and timing the particular components of the inter-
vention strategy. Furthermore, the approach need not be overly  complex.
For these reasons, the ILP treatment process can be identified by four
general process phases: 1) the oriemtation phase, 2) the langugging
phase, 3) the individual intervention phase, and 4) the evalu;tlon phése.
Due to the considerable overlap between phases, & rigid compartmentaliza-
tion would be counterproductive. Therefore, elements of each phase may
be identifiable throughout the treatment process.
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1. ORIENTATION PHASE. The challenge of institutional treatment
begins with the first contact between the juvenile and the child care
worker. This interaction initiates the orientation phase. Staff behaviors
are directed toward achieving a dual purpose of orientation which Includes
a) bringing resident behavior under the control of program stumuli and
b) ensuring that the resident has a good understanding of the program ex-
pectations: Because the behavioral components of ILP address the first
purpose, the explanation of the orientation phase emphasises the under-
standing of program expectations.

Regardless of the method used by an institutional program to control
behaviors, the orientation process can be enhanced by clearly stating the
behavioral expectations and consequences within the program. Rules and
regulations should be formally articulated in program materials provided
for each incoming resident. It is of primary importance that the orienta-
tion phase ensures that each resident understands all elements of the
program. Depending on the skills of the individual resident, an examina-
tion of program materials should be given whenever those materials have
been learned. In structuring the examination, emphasis is placed on the
testing of basic concepts regarding the expectations of the program. For
those residents with limited skills, the exam may be given orally by a
staff member. When the exam is completed, staff review Incorrect answers
and/or retest until the criterion for successful completion has been met.
Once this criterion has been reached, the resident may initiate active
involvement in the program. The advantages to this process can be seen
through a reduction in the amount of staff time required to orient resi-
dents to the program and an increased amount of evaluative data which is
generated through the initial interactions with staff.

2. LANGUAGING PHASE. Beginning concurrently with the orientation
bhase, staff members focus on developing communication systems with the
resident. The program materials represent the first encounter the resi-
dent will have with the particular language used within the program. Care
is taken to emphasize that initial progress within the program is a func-
tion of the languaging process. Additionally, this emphasis brings the
cognitive element of control and treatment into a priority status.

Within the context of the ILP treatment modality, there are specific
verbal sequences which are important to the intervention process. There-
fore, staff begin to lay the groundwork for effective interventions at a
later date by acquainting the resident with the languaging sequencas basic
to the ILP treatment strategy. Additionally, staff model and teach resi-
dents how to. earn reinforcement through the language change acquisition
process. While diagnoses and evaluations of behavior disorders can be
accomplished through psychological assessments, greater accuracy 1is gained
through an analysis of the resident's language. In particular, verbaliza-
tions which constitute self-assessments of the resident's behavior are
critical variables in self concept.

An example of this process can be found within the intial problem-
solving sessions. Using a variety of values clarification exercises, the
team leader can elicit opiniéns from the resident regarding contrived situa-
tions. Then, by reframing and reflecting the belief in the language of the




12

program, the team leader can model appropriate verbal sequences. In addi-
tion, iInterpretive inquiries are introduced. In this manner, the team
leader presents alternative values in a non-threatening fashion.

The first two phases of the process of institutional treatment focus
on the group. Standard expectations, contingencies, and evaluations are
laced on all new residents regardless of their situation. In the same
way psychological testing measures deviation from the mean, the orienta=
tion and languaging phases also provide valuable information regarding the
individual resident's problems. Through the data and evaluative informa-
tion provided by these two phases, a more accurate Iintervention strategy
can be planned.

3. INDIVIDUAL INTERVENTION PHASE. The essence of institutional
treatment is clearly the individual Intervention. Within the ILP, the
effectiveness of the individual intervention can be maximized as the result
of the first two phases of the process of institutional treatment. By
applying a uniform criteria to all residents as delineated in the first
two phases, a multitude of accurate evaluation data regarding the resi-
dent’'s level of skill development becomes available. Through the estab-
lishment of all normative responses for all ILP residents, new residents
may be evaluated in relation tc a particular institutional population.

Based on the interpretation of data and information from various agencies,
individual treatment plans can be established to produce changes in resi-
dent's behaviors. Again, these treatment plans are tailored to the remedia-~
tion of inappropriate behaviors observed and Iidentified during the first two
phases of the ILP intervention.

Individual and group counseling sessions, along with the behavioral
components of ILP, work in harmony to produce behavior changes, Increase
problem-sclving skills, and enhance self concept. Depending on the nature
of problems presented by residents, support resources are utilized through
community organizations and agencies. However, a wide variety of program
activities are used to augment the Iintervention process. For example,
skill development in psychomotor areas enables residents to compete in a
variety of social and academic endeavors. These experiences increase
the probability that social learning will occur and generate the poten-—
tial for each resident to change his assessment of himself.

Through a systematic division or grouping of ILP personnel, teams
are created which effectively deliver a variety of individual interven-—
tions. A crucial factor in successful individual interventions is a
structural modification in staffing patterns and programming In order to
allow for the maximum use of staff resources. Based on the program designs
for the teams in ILP, the strengths of individual staff members are more
easily matched with the goals, objectives, and client population needs for
each ILP team.

4. EVALUATION PHASE. No institutional intervention, regardless of
approach, can be complete until systematic evaluation procedures are imple-
mented. While evaluation of human behavior is basically subjective, a
structured approach to program assessment allows the evaluation process to
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have a constitutional right to due process which reduces the probability
of abuse by the legal and institutional systems. Furthermore, Jjuvenile
offenders are troubled youth. Subsequently, the primary purpose of the
institutional intervention is to provide help and support to enable these
young people to acquire coping skills, self-control, and the ability to
lead law-abiding and productive lives.

Within this context, the juvenile institution plays a critical role
in changing an unhealthy personality development. Juvenile institutions
must be charged with the responsibility of fostering personal growth in
youth whose personality development has been marked by discouragement.
Like the family, the ILP provides a multitude of learning experiences
which affect, either positvely or negatively, a resident's values toward
himself and others. Therefore, the ILP is potentially a powerful source
of encouragement for discouraged youth.

Since the ILP experience represents a prolonged social context, it
is in the best interest of the juvenile offender that child care staff
possess those skills which generate healthy development in discouraged
youth. The primary skill needed for the effective staff member is an
understanding of those misbehaviors associated with discouragement.
Furthermore, the approach used to modify these misbehaviors constituties
a major portion of the system of discipline used in the ILP.

The identification and remediation of misbehaviors requires both
sensitivity and understanding on the part of child care workers. The
effective child care worker must observe and interpret the behavior,
take corrective action, and evaluate the results of this corrective
action within the social context. It is critically important that child
care workers monitor their initial reactions to a resident's misbehavior
since this initial reaction may provide the goal of the misbehavior. The
correction of misbehavior requires the successful implementation of three
principles of discipline: disinvolvement, encouragement, and logical
consequences (Dreikurs and Grey, 1968).

1. DISINVOLVEMENT. Disinvolvement is characterized as an emotion—
ally neutral or non-judgmental response to misbehavior. Well-intentioned,
yet ill-trained staff members often react to a resident's misbehavior in
a manner that strengthens and perpetuates it. Essentially, disinvolvement
prevents the inadvertent reinforcement of inappropriate behavior. Beier
(1966) expands this concept through his theory of disengaging responses.
By withholding an emotional reaction to misbehavior through an asocial
response, a child care worker forces the resident to present additional
information in order to accomplish the goal of misbehavior. Continued
interaction helps the child care worker to more accurately assess the
goal of the inappropriate behavior.

This technique is particularly effective in minimizing power strug-
gles between residents and staff. Within the ILP setting, resident/staff
conflict is almost always a lose~lose proposition for staff. If the resi-
dent can negate a directive, the staff member loses the respect of the
resident; if the staff member resorts to power to enforce a directive, he
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likewise loses respect and reduces his effectiveness as a change agent.
Neither of these results is viewed as contributing to the long-term per-
scnal growth of the resident, and both severely threaten the integrity
of the therapeutic milieu within the institutional environment.

2. ENCOURAGEMENT. No other principle so accurately defines the
ILP approach to discipline as encouragement. It is the cornerstone of
effective interpersonal relationships. Defined as the ablility to accept
the youth as worthwhile and to assist in the development of his/her capa-
bilities and potentials (Dreikurs and Grey, 1968), an encouraging child
care worker reinforces effort as well as outcome. Youth are valued and
accepted as they are. The child care worker reinforces successive approxi-
mations of appropriate behaviors through encouragment and praise. Con-
stantly separating the deed from the doer, the encouragement process pro-
vides a non-condemning focus on the behavior and the youth's effort to
change that behavior. Encouragement is a necessary condition for a thera-
peutic milieu.

3. LOGICAL CONSEQUENCES. The concept of logical consequences con-
nects the principles of encouragement and disinvolvement. Observing that,
in the natural order of the universe, all behavior is followed by a conse-
. quence, the principle of logical consequences becomes a particularly cogent
intervention for juvenile corrections because 1t negates the need for pun-
ishment. No other single issue has done more to discredit juvenile correc-
tions programs, and juvenile offender treatment personnel must take a
strong stand against the popular concept of punishment in order to safe-
guard both the therapeutic milieu and the integrity of the disciplinary
process. The ILP approach offers a viable alternative which accomplishes
discipline without sacrificing the healthly emotional growth and develop-
ment ¢f residents.

Dreikurs and Grey (1968) group consequences into three basic categor-
ies: 1) natural consequences, 2) logical consequences, and 3) punishment.
Since natural consequences reflect the laws of nature and usually are suf-
ficient responses to behavior, logical consequences and punishment are of
central concern for the ILP. The fundamental issue recognizes that these
consequences are created by humans for the purpose of changing behavior.
Therefore, neither logical consequences nor punishment are static concepts.
Instead, they are subject to the discretion and intent of the individual
staff members who use them. Whereas logical consequences can be viewed as
a practical application of disinvolvement and encouragement within the dis-
ciplinary process, punishment clearly contains strong elements of discour-
agement and 1s contradictory to the ILP approach to discipline. Further-
more, logical consequences focus on the behaviors and make no judgments
about the perscn. Additionally, the neutral delivery of logical conse-
quences includes the principle of disinvolvement.

Beyond application to misbehaviors, logical consequences are construc-
ted for the reinforcement and encouragement of appropriate behaviors. To
the extent that positive behaviors are part of the disciplinary system, all
ILP interventions are viewed with greater therapeutic value and consistency.
To develop a therapeutic milieu within the institutional environment, it is
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become more objective in nature. To move toward an objective process of
evaluation, the ILP focuses on three areas of the institutional inter-
vention: the resident, the staff, and the program environment.

Incarceration for the purpose of treatment implies that the institu-
tional intervention will produce measurable changes in those behaviors which
caused the incarceration. For juvenile offenders, these causal behaviors
are delinquent acts. However, an intervention strategy for juvenile offen-
ders must also address a multitude of personal, social and educational
problems which are contributive factors to delinquent behaviors. There-
fore, evaluation must analyze not only recidivism but also the myriad of
problems associated with each juvenile offender. Furthermore, evaluation
data must demonstrate positive change in concensually validated causal
behaviors prior to releasing youth from the institution.

Elaborated throughout this description of the ILP are strategies for
changing cognitions and behaviors. Each of these interventions contains
basic criterion-referenced standards of acceptability as derived from
experience with juvenile offenders. Evaluation data are accumulated and
analyzed at fixed intervals during the program. Information from these
evaluation intervals serve as feedback to residents and staff regarding
the effectiveness of the intervention strategy. When the data do not
indicate positive change, modifications are made and implemented. To
reduce the perceptual bias associated with subjective methods of evaluation,
program data are reviewed by more than one staff member in order that a
concensual validation of the results may be reached.

Despite elaborate efforts to comprehensively eliminate future crimi-
nal behaviors, institutional strategies rarely approximate community envir-
onments. Therefore, it may be necessary to contrive special situations
and contingencies which frustrate youth and increase the probability of
antisocial behaviors. These artifical structures, while carefully planned
and supervised so as to avoid negative effects, provide a powerful source
of evaluation for transfer of training. As the final alternative for the
criminal justice system, institutions must generate reasonable evidence
that the offender has the ability to behave responsibly in a variety of
frustrating situations.

Evaluation measures for ILP residents focus on internal program issues.
Psychological testings, behavioral data, and counseling progress serve as
primary indicators of behavior change. Established criteria for program
brogress and release permit an ongoing assessment of each resident's status.
Upon successful completion of these criteria, release is recommended.

These data enhance the accountability of the institutional intervention
and supply valuable feedback regarding program effectiveness.

The second major area of concern is staff job performance. Success-
ful interventions are a direct function of the manner in which staff
implement the program. In fact, the effectiveness of the ILP results
from the competent child care staff who incorporate program principles
and philosophy into the daily routine. Therefore, it is critical that
staff receive accurate and regular feedback on their job performance.
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Using both traditional and program~specific technigques, staff per-
formance is evaluated formally and informally. Periodic written evalua-
tions serve as the basis for merit salary Increases. Relationship factors,
such as, time-out/coupcn ratios, social reinforcement, and communications
skills, are evaluated informally on an ongoing basis. Commendations and
disciplinary actions are used to document significant performance issues.
When combined with a comprehensive staff training program, the net result
is a staff that understands the personal and professional expectations
associated with the ILP. : :

The final evaluation area is the program environment. As the constant
factor within the institution, the environment plays a critical role in the
treatment process. Knowing the inherently negative effects associated with
institutions, the ILP attempts to generate an environment which is maxi-
mally therapeutic. The program, staff relationships with residents, and
treatment orientation all contribute to the creation of a therapeutic
milieu. These areas of social climate are periodically evaluated through
the use of the Correctional Institutions Enviromment Scales (Moos, 1975).
Data from the CIES detail strengths and weaknesses in the treatment process.

As a postscript, recidivism and cost-benefit analyses are computed
annually. These outcome measure address the public concerns of institu-
tional accountability in the areas of protection of society (tertiary
delinquency prevention) and responsible use of public monies. When com-
bined with the previously detailed evaluation philosophy and strategies,
the ILP represents a comprehensive approach tc measuring program process
and outcome.

The Process of Discipline

Every program that provides an Institutional intervention for juvenile
offenders will inevitably have, as a major part of the program, a policy,
procedure, and philosophy of discipline. In fact, even those institutions
that do not have a systematic approach to behavior change will refer to the
prescribed method of responding to resident behavior as a disciplinary pro-
gram. To this extent, the ILP is not unique; however, the nature and impli-
cations of the ILP disciplinary philosophy has numerous unique components.

Of the various definitions of discipline presented in Webster's New
World Dictionary, the ILP approach most closely parallels the reference to
discipline as "a training that develops self-control, character, or order-
lyness and efficiency." Thus, the ILP process of discipline goes beyond
the concepts of strict control and punishment to enforce obedient behavior.
This expansion of the disciplinary concept allows for a comprehensive ap-
proach to a) generating and strengthening appropriate behaviors, b) weaken-
ing or eliminating inappropriate behaviors, c) safeguarding human rights

within the institutional setting, d) generating self-control, and e) develop-

ing pro-social attitudes and values.

The central concern of the ILP process of discipline is the safegquard-
ing of the juvenile's legal and human rights. Regardless of the nature of
the offense which precipitated the commitment to the ILP, juvenile offenders
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necessary to a) develop fully a system of logical consequences which ad-
dresses both positive and negative behaviors and b) eliminate punishment.

The ILP intervention incorporates these principles into both the
cognitive and behavioral components. Subsequently, the program becomes
a viable set of rules which governs the behavior of staff and residents
within the Juvenile Home. At its most effective moments, the Intensive
Learning Program becomes a pervasive force which reduces we/they con-
flicts between staff and residents. Staff members are viewed by resi-
dents as those agents which enforce the program. As a result, the pri-
mary responsibility of staff members is that of assisting residents
through the program. When this occurs, residents view staff members as
helpers. The essence of discipline and child care work culminates in
the creation of an institutional program where the primary perspective
by both staff and residents of staff interventions is +o help the resi-
dent through the program.
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STAFF TRAINING

The process related issues in the ILP are concerned with the devel-
opment of program consistency. Staff training constitutes a vital compo-
nent in the development of a consistent approach to treatment. With the
parameters of the team concept outlined in the previous section, staff
training becomes an administrative attempt to improve internal problem-
solving while simultaneously integrating agency needs, goals, and objec—~
tives with those of the employee. The challenge for the ILP stems from
selection and development of employees so that they are more likely to
succeed than fail (Jensen, 1981). For this reason, staff training is an
integral part of the team management process which serves to increase
professional skills and stabilize préogram continuity.

Institutional line workers generally favor training programs which
are held within their facility or internally generated inservice training
programs. Therefore, the staff training program for the ILP focuses on
a training process which addresses ILP-specific issues. Staff training,
then, not only increases staff knowledge and assurance of program conti-
nuity, but fosters work-group cohesion (Weiner, 1980).

Regarding the establishment of a theoretical and practical framework
for ILP staff training, it logically follows an introduction and explana-
tion of the training policy for all Juvenile Home employees. The policy
for probationary employees reads as follows: "All new employees, regard-
less of status or title, shall receive at least 24 hours of preservice
training and/or orientation. This shall include at a minimum: facility
policies, organizational structure, programs and regulations, and eight
hours of direct supervision prior to job assignment. Each new employee
will receive a minimum of 26 hours of additional training during the
probationary period of employment (six months or 1044 hours worked).”

Prior to final evaluation regarding permanent emplcoyment status, all
probationary ILP employees are required to complete a series of training
tapes and literature. This material is sequentially arranged according
to subject matter so that the sequence reflects a systematic approach to
skill development. Probationary staff review and are tested for under-
standing on issues of Juvenile Court process, the ILP counseling theory
and application, the ILP approach to behavior modification, emergency
procedﬁres, agency policy and procedures, the ILP strategy for resident
management, and reinforcement theory.

Permanent ILP employees receive a minimum of 25 hours of additional
staff training annually. Staff training covers the following topic areas:
a) developmental needs of youth, b) behavior management techniques,
c¢) the ILP approach to discipline, d) basic group dynamics, e) the child
care worker's role, f) interpersonal communication, g) physical restraint
and crisis intervention, and h) first aid. This group of staff is also
required to demonstrate successful understanding of the material via
testing. Consequently, both groups of ILP staff are held accountable for
_ their professional development.
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An additional component of staff training is emphasized through the
team structure. Team leaders provide direction and supervision for team
members on problem-solving, behavior management, group dynamics, counsel-
ing, etc. The team approach supplies ongoing feedback to staff regarding
their job performance. In addition, team meetings (see section on Triage)
are held weekly to provide an exchange of information regarding job per— '
formance among staff. Program and team issues are discussed; allowing the
team leader to determine whether or not clarity and/or training on an issue
is necessary. When required, team leaders may opt for group discussion,
role playing, or formal training to remediate areas of skill deficits.
Subsequently, the team approach provides an ongoing method for the assess-
ment and redirection of staff development.

In conclusion, staff training is a process-oriented component of the
employee development strategy which is actively promoted and endorsed by
the ILP. Numerous training tapes, lectures, and active participation
through hypothetical situations (critical incidences) are the media by
which training is transmitted to the ILP staff. This strategy not only
promotes morale but develops consistency in program implementation, reduces
burnout and tedium, and strengthens the total program.
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ILP SELECTION PROCESS

Youth are committed to the Intensive Learning Program as the result
of the legal processes in the Juvenile Court. A youth's hearings are
normally conducted in two stages, which may be held at different times.
The first stage is the adjudicatory hearing, wherein a finding of guilt
or innocence is determined. If the youth is found guilty, the second
stage or dispositional hearing will take place. The Intensive Learning
Program represents one alternative that the court has available for dispo-~-
sitional options. Unlike the adult legal system, Juvenile Court responsi-
bilities are specifically to reach a decision that is in the youth'’s best
interest as well as that of society. In order to serve the best interest
of youth, the court seeks to make an informal decision.

In the interim between the adjudicatory and dispositional hearings,
the court receives information and recommendations from a variety of
sources. When the youth has been held in the Detention and Evaluation
Program and a commitment to ILP is considered, the case will be thoroughly
reviewed at one or more staffings. Present at these staffings are the
Juvenile Court caseworker, the casework supervisor, the court psychologist,
the team leader of the Detention and Evaluation Program, and the assistant
director of court services. At the staffings, the youth's social, legal,
and psychological histories are evaluated along with behavioral data and
evaluations from the Detention and Evaluation Program. Based on these data,
a decision will be reached regarding a recommendation for an interview with
ILP staff to determine the appropriateness of an ILP placement (the follow-
ing section explains in greater detail the interview and decision-making
process) .

If the ILP interview suggests that a placement would be appropriate,
a formal recommendation to that effect is made to the court. It is the
responsibility of the court to make the final decision regarding disposi-
tion. In doing so, the court considers not only the recommendation from
the staffing process but also considers materials provided by the Juvenile
Home, the caseworker, and the court psychologist. Once the decision is
made to commit a youth to the ILP, the assignment of the youth to an appro-
priate team is made by ILP staff. When there are no immediate vacancies
in ILP, youth normally reside in the Detention and Evaluation Program until
such time as program space is available.

Selection Criteria

The Selection Criteria (as presented on the following pages) play an
integral part in answering two questions. First, is the youth appropriate
Ffor an ILP placement; and, second, if so, which of the two treatment wings
is more suitable? It is Important tc understand. that the ILP receives both
county residents as well as out-of-county residents. While the interview-
ing process is much the same for both in-county and out-of-county residents,
the process originates from different sources.

Evaluation of prospective in-county residents begins with a referral
from the staffing committee.  After receiving the request, it is the
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responsibility of the ILP team leaders to read and review any and all
written material availabe on the individual. This information is gener-
ally obtained through the staffing process. 'However, additional impor-
tant information may also be obtained from the caseworker at this time.

Interviewing the youth is the next step in the selection procedure.
Generally, the interview is accomplished with both team leaders present.
The guestions‘asked in the interview pertain to nine areas listed on the
Selection Criteria: age, size, offense, offense history, previous court
involvement, social skills, behavior patterns, cognitive abilities and
aftercare considerations. Compilation of written information, impres-
sions obtained in the interview, and applications to the nine Selection
Criteria determine the appropriateness of ILP placement and the more
appropriate group assignment.

Whenever possible, out-of-county referrals are handled in the same
manner. In most Instances, however, it is not possible to arrange a
personal interview. Therefore, a heavy reliance is placed on written
social history, psychological reports, and verbal communications with
the youth's caseworker. Out-of-county referrals are received directly
from the assistant director of court services as outlined in the Inten-
sive Learning Program Placement Manual.

In both cases, the ILP team leaders file a report, either written or
oral, with the Assistant Director of Court Services which presents the
ILP placement recommendation. Along with the report, the worksheet is
presented as evidence of each aspect of the assessment process.
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INTENSIVE LEARNING PROGRAM
SELECTION CRITERIA .

__DESCRIPTOR

s MR T T I I T I e e

I AGE

A 17 - 15.5 years

B 16 - 14.5 years

c 14 - 17 years (coed)
D 14 - 11 years

I1, STZE

A Average to large

B Average to large

C Average to large

D Medium to small

11,

OFFENSE

U O w w

Serious misdemeanor/major felony, violent in nature.
Serious misdemeanor/major felony, violent in nature.
First felony offenders, larceny, less violent.

First Felony offenders, larceny, less violent.
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OFFENSE HISTORY

'History of violent behavior and/or crimes against
_persons or combination.

History of felony offenses of a similar nature to
current offense or history of misdemeanors indicat-
-ing a pattern of escalating criminal activity.

Minimal number of previous offenses, or history of
felony offenses, or history of misdemeanors indicat-
ing a pattern of escalating criminal activity.
Offenses usually do not indicate violent criminal
behaviors or crimes against persons.

Minimal number of previous offenses or first felony
following a pattern of misdemeanors or combination.
Offenses usually do not indicate violent criminal
behavior or crimes against persons.

PREVIQUS COURT INVOLVEMENT

History of service through YSBL, probation, or STT®, or
any combination thereof. Possible history of place-
ments: foster home, relative home, institutional
placement, or DSS’, or any combination thereof. Partic-
ular reference to reports indicating unsuccessful
adjustment to these interventions.

Same as A (above).

Possible previous invelvement with ¥YSB, probation,
intensive probation, or D & ¢ History of previous
placement in STT, foster home, relative home, or DSS.

Possible previous involvement with 'YSB, probation,
intensive probation, or D & E, or any combination
thereof. May be a violation of intensive probation
or a new petition while on intensive probation/pro-
‘bation. General failure to respond to probation;
~usually no prior institutional placements.

lYSB is the Youth Services Bureau.

257r refers to a treatment program at the Juvenile Home which served .
as the forerunner of ILP - Wing 3. :

3pss is the Michigan Department of Social Services.

4psE is the Detention and Evaluation Program at the Juvenile Home.
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SOCIAL SKILLS

Street-wise or street=~sophisticated; manipulative;
resistant to change; problems with authorities:;
aggravates others; easily angered; alcohol or drug
problem; lying; low self-image; or lncon51derate of
others, or a combination thereof.

Same as A (above).

General immaturity for age group, low self-image;
easily misled. Street-wise, manipulative, resistant

to change, problems with authorities, inconsiderate
of others.

General immaturity for age group; or low self-image;
or easily misled; or inconsiderate of others; or in
need of superv151on, or a comblnatlon thereof.
Workable in program.

VII.

- BEHAVIOR PATTERNS

Misleads others; seeks immediate gratification of
needs; frequently acts-out anger; takes things that
belong to others; verbally avoids accepting responsi-
bility for behavior; resists being told what to do;
makes fun of, embarrasses, or puts down others and
self; or a combination thereof.

Same as A (above).

Easily drawn into inappropriate behaviors by others.
Generally does not act out anger in a violent manner.
Withdraws as a defense to charige. Misleads others,
seeks immediate gratification of needs, verbally
avoids accepting responsibility for behavior, resists
instructions. Makes fun of, embarrasses, or puts down
others and self, or a combination thereof.

Adapts well to structured situations; interested in
changing behdvior; easily drawn into inappropriate
behaviors by others; generally does not act=-out anger
in a violent manner; sensitive to others and is
easily hurt; major variations in behavior; withdraws
as a defense to change; or any combination thereof.
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A

Understands causal thinking;

understand consequential

thinking; ability to generate alternative thinking;

or a combination thereof.
Same as A (above).

Same as A (above).

Limited ability to comprehend casual, consequential

and .alternative thinking.
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TOKEN ECONOMY

-

The basis of the ILP token economy is the Point System (see section
on Point System). The Point System establishes a framework for the evalua-
tion of behavior in two broad categories: 1) those behavioral areas whers
all residents are expected to progress and 2) target areas that are individ-
uvalized in the behavioral contract section of the point sheet.

1. POINTS. All residents may earn points for appropriat behavior
in the designated categories on the point sheet. Points accumulate on an
ongoing basis and gualify residents for various activities and privileges -
scheduled throughout the week. Points are also used in a contingent
manner for residents to earn weeks in the program. The point sheet 1is
made available to residents regularly during the day so that they can
receive feedback on- their behavior as assessad by staff. Considerable
overlap is built into the system to maintain a press toward appropriate
behavior. Since the basic unit of programming is one-week, new point
sheets are issued each Friday. ’ B

2. COUPONS. Coupons are -a medium by which approvriate behavior
can be immediately and tangibly reinforced. They are more closely related
to individualized behaviors targeted in the behavioral contract section
of the point sheet. Coupons are redeemable in the Juvenile Home Store
for such back-up reinforcers as: candy, Pop, models, toiletries, t-shirts,
records, etc. .A sample coupon is presented below.
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3. CONTRACTS. Included on the. point sheet is a behavior contract
fo; ea?h resident, assigned during weekly team meetings-as a treatment
oéjectlve for that resident for.the week. If the resident is following
h1§ contract a majority of the shift, he would earn a plus (+) on the
point s@eetAfbr that shift or school.. If there were frequent violations
and ass%gned time-outs (see Discipline Policy) for a contracted behavior
the resident would.earn a minus (-) on his point sheet for that shift or’
school. Earning pluses is a contingancy for movement in the phase system.

' 4. 19 CLUuB. & rgsident’who earns 19 pluses on his behavior contract
in one week becomes a member of the prestigious 19 Club. His name is added
to the club roster posted in the counselors' office. In addition, he earns

a special coupon redeemable for a milk shake or two : [
‘ . soft drink -
point pen inscribed "ILP 19 Club.” ° and 2 bald
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POINT SYSTEM
2

The ILP point system was developed to upgrade previous evaluation
systems at the Juvenile Home. As the ILP continues to evolve, modifica-
tions in the point sheet will continue to reflect new components of ILP
while remaining within the point system philosophy outlined below. The
distinctive features of the point system are that it outlines the areas
being graded and supplies visual proof of those grades that makeup the
‘total amount of points. Secondly, the point system provides for greater.
consistency in grading between staff members.

The point system is the foundation of the token economies used at
the Juvenile Home. When the token economy is operating efficiently, the
use of coupons, contracts, and time-outs becomes more effective. In fact,
all components of the Intensive Learning Program are tied to the point
system. As seen in the diagram on the following page, the point system
and its philosophy permeate each of the behavioral management techniques
used in the ILP.

While point‘syétems or token economies are used In Institutional set-
tings for a variety of purposes, the ILP point system has three specific
goals: control, positive environment, and behavioral monitoring.

1. CONTROL. The primary goal of the point system 1Is to generate
control of behaviors within the Juvenile Home. In order for treatment
interventions to be successful, a minimally acceptable level of appropriate
behavior is required. By establishing acceptable levels of behavior, the
probability of seriously disruptive behaviors is reduced. Furthermore,
the control component adds a sense of consistency and continuity to the
daily routine for ILP residents. This consistency and control contribute
to the creation of physical and psychological security for residents
within the ILP.

The control components of the point system are based on standardized
contingencies, i.e., expectations for behavior which are required of
every resident. These standardized contingencies relate to Institutional
behaviors. Recognizing that institutional programs are criticized because
of the emphasis on controlling behaviors which are solely specific to an
institutional environment, the standardized contingencies on the point
sheet reflect an attempt to focus on behaviors which are relevant to other
institutions. For example, the five areas of behavioral expectations have
been evaluated by public school teachers and parents as relevant to the
school setting and the home environment. Therefore, the standardized
contingencies in the ILP point system are viewed as institutionally-general.

The five standardized contingencies on the point sheet were generated
through evaluative research in the Intensive Treatment Unit. For a five
month period of time, child care workers evaluated residents' behavior
through the use of a behavioral checklist which contained 25 of the most
commonly occurring inappropriate institutional behaviors. At the end cf
five month period, the behavioral checklists were collected and evaluated.
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INTENSIVE LEARNING PROGRAM COMPONENTS

Time-Outs

Store : Social Reinforcers

Coupons , Weeks
Point System

Activities Phases

Contracts
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Since the rules, regulations, and behavioral expectations were well
defined, all inappropriate behavior was categorized as a failure to follow
instructions. Therefore, this classification was omitted from the check-
list. Subsequently, the five most frequently occurring inappropriate
behaviors were defined as: 1) being outside of an assigned area,

2) excessive and/or inappropriate talking, 3) inappropriate gestures,
4) a lack of cooperation towards staff and/or other residents, and

5) a failure to ignore the inappropriate behavior of others. Based on
this research, these five behaviors became the targeted standardized
contingencies for evaluating behavior under the point system.

To assess whether or not this particular goal of the point system
has been effective, staff need only to look at the number of room confine-
ments that occur during one week or month. Prior to the implementation
of the token economy, Juvenile Home residents were routinely confined
for periods of 24 hours or more. These confinements frequently resulted
from minor inappropriate behaviors , such as, cursing at staff or others.
As a result of the use of the point system as the primary control mecha-
nism, room confinements have been significantly reduced. Furthermore,
staff members who worked at the Juvenile Home prior to the establishment
of ILP or who have experience in other institutions uniformly report that
the level of appropriate behavior is much higher in the ILP as the result
of the point system.

2. POSITIVE ENVIRONMENT. The second goal of the point system is
to create a positive environment within ILP. If the ILP philosophy empha-
sizes the reinforcement of appropriate behavior, a positive environment
can enhance this process. Additionally, the creation of success exper-
Ilences for residents can be facilitated through a positive program environ=-
ment. Finally, ILP staff view a positive environment as a moral and ethical
commitment to the best interests of ILP residents. While incarceration,
in and of itself, is punishing, the ILP is designed to change inappropriate
behaviors and generate coping skills. Therefore, this process can be accom-
plished in.the most efficient manner by recognizing basic human rights of
the residents and refusing to subject them to a negative environment.

Within the context of behavior modification, the primary purpose of
a positive environment is to maximize the effectiveness of time-out.
Because time-~out 1s contingent upon positive reinforcement which can be
interrupted, it is critical that the environment have reinforcing value.
To the extent that the point system is operating efficiently and incor-
porating the emphasis on reinforcement of appropriate behaviors, a posi-
tive environment can be generated which will transform the time-out
procedures from response-contingent social isolation to response-contin-
gent time-out from reinforcement.

There are three general methods of evaluating this particular goal
of the point system. First, the ratio of time-outs to coupons indicates
that reinforcement is approximately three times more accessible than
extinction. Second, the results of the CIES indicate that the social
climate or the environment approximates a therapeutic milieu. It is
assumed that a therapegtic milieu is contingent upon a positive environment.
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Third, subjective evaluations of staff members from other institutions
and of staff members who have experience in other institutions indicates
that the ILP environment is substantially more positive than other settings.

3. MONITORING. The third goal of the point system is to provide a
system of behavioral observation and recording which can be used for
evaluation and documentation. Within the context of a treatment program,
it is imperative that the program demonstrate a record of change in be-
havior. Through the accumulation of point sheets, staff have a repre-
sentative picture of a resident's behavior during ILP commitment. Further-
more, these data can be used to evaluate treatment interventions.

The major problem with any evaluation system that relies upon
its administration by more than one staff member is reliability. In
other words, do fluctuations in points reflect changes in behavior or
do they reflect different perceptions of the same behavior by staff? To
resolve this dilemma, there must be a high degree of inter-rater reli-
ability among those staff members who use the point system. While the
team concept and the grading criteria facilitate this process, research
on inter-rater reliability through the use of two double blind experiments
indicates a significantly positive correlation between staff members on
ILP, For this reason, the point system has been viewed as highly reliable;
that is, points reflect behavior.

Philosophy

The point system is structured around an earn/non-earn philosophy.
This means that points are earned on the basis of the level or degree of
appropriate behavior demonstrated in each of the behavioral areas for
each grading period. Residents start each grading period with zero
points. The higher the number of points awarded for behavior during the
grading period reflects the appropriateness of the behaviors during that
period. This particular approach is opposed to the concept of response
cost or fines. A response cost system takes away a prescribed number
of points or tokens for specified inappropriate behaviors. Furthermore,
research has demonstrated that the response cost point system is more
efficient in changing behavior.

If response cost is a more effective system, why does ILP refuse to
use the response cost system in place of the earn/non-earn philsophy?
The answer 1is consistency. Of the possible operant consequences for
behavior, the ILP clearly emphasizes the combination of reinforcement
and extinction as consequences for strengthening appropriate behaviors
and weakening inappropriate behaviors respectively. Furthermore, the
Intensive Learning Program philosophy rejects the concept of punish-
ment, with the exception of physical restraint. Through the concentra-
tion on reinforcing and extinguishing consequences, the ILP philosophy
asserts that the creation of a therapeutic environment is more easily
accomplished. Therefore, it makes absolutely no sense to emphasize
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reinforcement and extinction as the consequences for behavidr and then
structure a point system which incorporates punishment. (response cost
or fines) as a consequence for inappropriate behavior. Just as there
is a desire among adults to have life make sense, the same cognitive
consistency needs exist for institutionalized juvenile offenders. For
these reasons, ILP chooses a consistent approach to behavior modifica-
tion and the point system.

The second major philosophical issue with the point system pertains
to the structuring of contingencies. Because the point system serves as
the basis for a behavioral management program, there are considerable
periods during the program schedule when overlap occurs among contingencies.
This process allows for a multifaceted token economy. Examples of extra
contingencies include coupons, contracts, and prescribed activities where
additional points are available.

At the base of the point system are the five standardized contingencies
for behavior. Because these standardized contingencies serve as the control
function, they are evaluated 24 hours a day. However, the ILP also focuses
on the development of responsible social, educational, and personal behaviors.
Therefore, additional contingencies are included on the point sheet to address
these additional areas. Even though this creates a double Jjeopardy for resi-
dents during particular grading periods, it also emphasizes the extra impor-
tance of specific behaviors to the treatment process. It is this flexibility
in the point system that allows for the incorporation of treatment related
issues.

Grading

The utility of the point system is a function of staff grading pro-
cedures. From this perspective, the ILP point system represents an unique
approach to a token program. First, the entire point system is represented
on one sheet of paper which provides residents with a visual representation
of the entire week. Second, through the use of an interval schedule of
reinforcement, grading periods are systematically structured to evaluate
relatively constant blocks of time. Third, the point sheet specifies those
behavioral areas which are targeted. And finally, the point system specifies
the amount of earnable points for each behavioral contingency.

There are several distinct advantages to the point cheet. The primary
advantage is that it affords each resident with an opportunity for ongoing
feedback regarding behavior during the day and week. A secondary advantage

' is that the processes of grading and providing feedback to residents serve

as a discriminative stimuli for social reinforcement by staff. This
strengthens the behavioral approach to the positive reinforcement of appro-
priate behavior.

Grading is a function of the number of points available for each
specified behavioral contingency. The number of points available ranges
from 1 to 5. BYy using an odd number of points, the median grade will serve
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as a referent for average behavior. In other words, with a 1 to 5 range,
a grade of 3 would signify average behavior. Furthermore, ratio data of
this nature allow for a degree of discrimination on the part of staff
members when evaluating complex and multiple behaviors over an extended
period of time.

A major concern of the point system is consistency in grading. To
increase consistency, expectations for behavior are delineated for both
staff and residents. In addition, multiple criteria for the determination
of grades are available for all staff members, and the team process parmits
each group of staff members to determine a uniform method of employing
grading criteria. However, confounding variables can render the grading
process linconsistent. Using the earn/non-~earn philosophy, grading reflects
only those behaviors that are present during the grading period. The
following are examples of confounding variables that reduce the consis-
tency of the grading process:

Example 1. A resident's behavior has been below expectations
for the past week. Quite recently, his behavior has shown
marked signs of improvement. When faced with the issue of
grading this behavior, the staff member decides to reward the
resident's improvement with a very high grade.

This process is inappropriate because it tells the resident
that average behavior will result in above average rewards
and because it is based on a subjective inconsistency. The
staff member is incorrectly assuming that the points are
intrinsically reinforcing. However, points only become
reinforcing through their relationship with the back-up
reinforcers. ’

The appropriate approach would be to give the resident the
grade he earned based on his behavior. Even though the grade
may be no more than an average mark, the staff member still

has the alternative of reinforcing the resident's improvement
with attention, praise, and encouragement. In this manner,

the consistency and integrity of the point system is maintained
by allowing the resident to compare an improved grade with the
consistently below average grades he received for below average
behavior.

Example 2. Based on a resident's level in the program, he is
now eligible to earn weekend passes. During the first four
days of the week, his behavior has been above average. If
this behavior continues, the resident will surely earn his
weekend pass. However, the resident decides to act-out on
Thursday. While the behavior is below expectation, it is not
of a serious nature. When grading, the staff member decides
- to give the.resident the benefit of the doubt because his
behavior has been above average during the week; and the staff
member believes that. the resident should not lose a pass for
this type of behavior.
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This grading process is also inappropriate. The staff member is
yielding to pressure to deviate from the specificity of the earn/
non—earn structure of the point system. It is important for each
staff member to realize that he does not make the decisions
regarding rewards when grading a resident's behavior. It is the
behavior of the resident that determines whether or not he earns
a reward. Furthermore, the grading process does not account for
patterns of behavior that occur prior to the grading period.

The appropriate approach to this situation would be to grade the
behavior in accordance with the standards and expectations set

for that particular situation. If the point total falls short

of the minimum requirement for earning a pass, the resident himself
failed to earn that reward. Furthermore, the earn/non—earn approach
places responsibility on the resident for his own behavior, and

the ability to accept responsibility for one's own behavior is a
vital concern in the treatment of juvenile offenders.

Example 3. 2 resident violates a rule of the program. When con~
fronted by a staff member, the resident acts aggressively by
cursing and threatening to hit the staff member. In response,
the staff member tells the resident that he will be confined if
these statements and actions do not stop. At this point, the
resident acts appropriately. When time for grading, the staff
member decides to grade the behavior highly because the resident
acted appropriately after the staff member had threatened to
confine him.

This, too, is an inappropriate grading process. The staff member
attended to inappropriate behavior without consequating it.
Secondly, the resident learned that the staff member can be
manipulated to a point when he threatens confinement. On their
next encounter, it is probable that the resident will test the
staff member to see how far he can go before actually being
confined.

The appropriate manner to deal with this problem would be to
deliver a consequence for the aggressive behavior, for example,
a time-out. Behaviors earn grades that are consistent with the
expectations regarding aggressive behavior. Because the resi-
dent violated a rule, the conseguence mentioned above is a
logical and natural response to this behavior. Second chances
and threats provide the basis for manipulation.

While there are numerous examples of apprcpriate and inappropriate
methods of grading, the key concept is the specificity of the grading
period. In other words, staff members are to grade a resident's behavior
in specific areas for a specific period of time. The grade a resident
earns represents the sum total of all behavioral observations for that
resident during that grading period.
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Inflation and Deflation

Two inherent problems are inflation and deflation of the token economy.
While inflation appears to be the most common problem, both are areas of
concern. Inflation is an increase in points without a corresponding
increase in appropriate behaviors. When rewards become readily access-
ible to the majority of residents, they lose their reinforcing value.
Conversely, deflation is a decrease in points without a corresponding
decrease in appropriate behaviors. When rewards become unaccessible to
the majority of residents, they lose their motivating value. In both
cases, lnappropriate behaviors increase.

Inflation and deflation threaten the integrity of the back-up rein-
forcers. . In order to ensure that these rewards are reinforcing, the gene-
ral response has been to reserve the right to change minimum requirements
for a reward without notice. While this creates several conflicts, staff
members soon discover that it is easier to grade a resident within the
limits of the expectations set by the program than it is to solve the con-
flicts generated by the loss of a reward. This practice has proven to be
successful in bringing the grading process in line with the program expec-

tations.

Passivity

Another problem is passivity. Because the majority of institutional
staff members are primarily geared toward responding to inappropriate
behavior, residents soon learn that it is possible to earn rewards by doing
nothing or by exhibiting no inappropriate behavior. The solution to this
problem assumes a team awareness of those residents who act passively,
ongoing discussions amony the team as tc possible alternatives, and a manipu-
lation of the contingencies so that behaviors which are incompatible with
passivity are reinforced. The best solution rests in the understanding
that points are not earned by not exhibiting inappropriate behavior, rather,
points are earned by appropriate behavior.

Appropriate Criteria for Grading

The main concern of the token economy is the accurate and consistent
evaluation of behavior through the grading process. The central guestion
remains--what constitutes a grade? There are five appropriate criteria for
grading presented on the following page. These criteria account for several
different interpretations of appropriate behavior.

After careful study of each criterion, staff members will use one
criterion or a combination of criteria to determine the appropriate grade
for a specific set of behaviors. Through ongoing evaluation of the staff's
use of the criteria, a greater overall consistency can be achieved. The
following guidelines are of particular importance:

1. More than one criterion may apply to a specific behavior.




Criteria for Gradling

Percentage of
Appropriate *
Behavior in
CGrade Period

Measure of Propress ‘Toward
Ingtitutional and Treatment
Goals and Objectives

Problem-Solving or Confllict
Resolution

Relation to Other
Standards of Behavior
(itoime, School, Law)

Standard Deflinitions

Shows excellent behavior,
18 in control of his proh-
lems, helps staff by reduc-

Able to control behavior,
solves a problem without
upset, a problem-solver

Behavior is consistently
appropriate, socially
skiiled, a sure bet for

Totally in 1ccord with
the expectatlions never
deviates from goal or

trious, occasionally
becomes uwpset.

time, little staff inter-
vention needed.

success with follow-up.

100-90 ing conflicts, understands ) for others. success. target behavior.
why others act-out.
Understands his behavior, Understanding and insight Behavior is appropriate, Seldom deviates From
80 1s making solid progress prevent major problem, soclal skills are adequate, expectation, behavior Ealls
in solviug his problems, occasionally upsets himself |problems will arise, but below expectations to a
89-70 is cooperative and indus- but for short periods of there is a probability of modest extent,

V

69-50

Working on problem areas,
showing progress and in-
slght, occasionally allows
himgelf to hecome upset
over minor problems, major—
ity of time I1s appropriate.

Understanding liow others
upset themgelves, has prob-
lemg digputing self-talk,
strong copunltive inter-
vention 1s sometimes needed
from staff, seldom, if ever,
goes out of control.

Rehavior is usually appro-
priate, soclal skills need
improvement; problems are
probable, success is ques-
tionable, massive follow-up
needed.

Behavior is within
acceptable parameters.
Neither deviation presents
a serious concern,

o~

49-30

Shows only glimpges of
understanding, can only
think and act rationally
after the problem has been
regolved, upsets himself
aver minor problems.

flag definite problems
understanding others be-
havier, cannot dispute
minor problems without
staff, upset requlirves intec-
ventfon, occasionally poes
out of control,

Behavior is inapproprilate,
social skills are poor,
return to Court and Juvenile
llome ave probable, a genuine
risk.

Behavior is serlously
below expectations,
but effort is being
made to improve.

0~

Show minimal appropriate be-
havior, very little self-
control or insight.

Doeg not uunderstand conge-
quences for behavior, cogui-
tive jntervention is not

Behavior is cousistently
inapproprlate, soclal skills
are locking, a sure bet to

Behavior Is unacceptable
no effort is made to
improve, n¢ deslre Is

29-0 effective, frequently loses return to Juvenile Home, no §shown.
all control. cvidence to support release.
Out/program Out of the program. Out of the propgram. Out of the program. Out of the program.
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If so, the staff member should use that particular
B grade.
' 2. If one criterion is preferred but it is in contra-
. diction with two or more criteria, a different grade
i and criterion should be selected.
s 3. The grade of "zero" is to be used only when a resi-
dent is out-of-the-program for the entire grading
; period. Out-of-the-program refers to 30-5 and 30~30-5
: time-outs and room confinements.

-

§ Time spent out-of-the-program, either in confinement or time-out,.does
i affect the grading process. However, the behaviors exhibited in confine-

' ment and time-out are not a function of the grading process. Behaviors

i exhibited in confinement and time-out are only used to determine when the

? resident can return to the program. The following examples are used for

- clarification:

! Example 1. A resident is involved in a conflict with another

: resident over who will sit in a particular chair. Instead of
seeking assistance with the problem, the first resident starts
hitting the other resident. Staff respond by placing him in a
30-30-5 time~out. Because the resident's behavior is inappro-
priate while in confinement, he spends the entire grading period
1 out-of~the~-program.

When grading, the staff member focuses on the amount of time
i the resident spent in the program during that grading period.
i? Because the time was only a few minutes out of a two hour grad-
' " ing period, the staff member grades each area with a zero. The
total grade is zero. The time out-of-the-program precluded any
earning of points. :

Example 2. The same situation is occurring regarding the use

- ‘ of a particular.chair. This time the resident threatens the
i other resident in order to get the chair. Staff respond
“ . neutrally by issuing a 30-30-5 time-out. Because of appro-

priate behavior while in his room, the resident returns to
the group after 65 minutes of time~out has occurred. For
the remainder of the grading period, his behavior is appro-
priate.

[m————

When grading, the staff member focuses on the amount of time

the resident spent in the program during that grading period.

Because the time in the program amounted to 50% of the grad-

b ing period, the resident is only eligible for 50% of the

v 3 maximum amount of points. Secondly, the staff member grades
o ' . ; ; the behavior while in the program using the 50% reduction.
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6-8 Behavior

1. Area

2. Talking

3. Gestures
4. Cooperates
5. Ignores

TOTAL (25) 8 bg_

What does this grade say to the resident and other staff
members? First the grade clearly indicates a major time-out
has occurred since very few, if any, residents would earn 8
points for a grading period without additional consequences.
Second, the grade also demonstrates that the period of time-
out is a situation of non-availability of reinforcement, i.e.,
points.
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Example 3. The same situation is occurring regarding the use
of a particular chair. The staff responds by issuing a time-
out for arguing. Due to appropriate behavior while in time-
out, the resident returns to the program after 5 minutes.

When grading, the staff member focuses on the amount of time
the resident spent in the program. Because the time-out
constitured only 4.2% of the grading period, the staff member
does not reduce the resident's eligibility for points.
Secondly, the staff member grades the behavior for the
remainder of the grading period according to the criteria.

In summary, the amount of time spent out of the program determines
the percentage of points available. The behavior in time-out and con-
finement are used to determine when a resident returns to the program.
Finally, the behavior while in the program is graded according to the
criteria for grading.

After establishing a consistent approach to evaluating behaviors and
selecting grades, staff members complete the grading process by observing
the following sequential process:

1) Evaluate resident behavior during the grading period.
2) Evaluate each area for behavior with respect to the
behaviors of residents during the grading period.
3) Apply the grading criteria to each area of behavior,
4) Select a grade and mark it for each contingency on
the point sheet.
5) Add the individual grades to determine the total grade.

Inappropriate Criteria for Grading

The most ccmmonly occurring inappropriate methods of grading are Back-
ward Grading zal Vegative Grading. Both processes undermine the basic earn/
non-earn philosophy of the token economy. Because they are short cuts to
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accurate grading, staff members must constantly check their grading methods
in order to ensure that these processes are not operating.

1. BACKWARD GRADING. This process occurs when staff members review
the behavior of a resident for the grading period and then assign a point
total to that behavior. For example, a staff member might say to himself
that a particular resident was appropriate a majority of the grading period
and, therefore, should receive a total of 22 points. Upon making this
decision, the staff member then writes 22 in the space marked for '"Totals."
He then looks at each of the five behavioral areas and gives them a grade
so that the five areas combined will total 22 points. Thus, Backward
Grading is the process where a point total is assigned to behavior and
then the individual areas are graded so that they add up to the total.

Backward Grading has several drawbacks. Because it does not specifi-
cally focus on each of the target areas listed in the grading period, it is
doubtful whether this process gives accurate feedback to the resident regard-
ing his behavior in these specified areas. Furthermore, backward grading
is a highly subjective process. It is this subjectivity that the point
system is trying to eliminate.

2. NEGATIVE GRADING. Perhaps the most common inappropriate grading
process is Negative Grading. Using this approach, a staff member assigns
each student the maximum amount of points available at the start of the
grading period. FEach time an inappropriate behavior occurs, the staff mem-
ber makes a mental note and reduces the point total by some arbitrary
interval. In most cases, the staff members that use this process do not
have criteria available to compensate for appropriate behavior. Not only
is this process inaccurate, but it runs contrary to the idea of behavior
modification through the reinforcement of appropriate behavior.

Negative Grading teaches the resident that doing nothing is the best
way to stay out of trouble. Rather than presenting appropriate alterna-
tives to problems, residents learn that reinforcers can be earned by
exhibiting no inappropriate behavior rather than by exhibiting appropriate
behavior. Negative Grading alone is probably the single most important
contributor to institutional passivity.

3. ILP HYBRID GRADING. Inexperienced and untrained ILP staff mem-
bers have frequently fallen into the trap presented by a new hybrid
approach to inappropriate grading. The ILP hybid is a rather bizarre
combination of backward' grading and negative grading. Based on the use
of a percentage grade which is inappropriately viewed as an "expected"
grade, residents begin the grading period with these "expected" points.
Appropriate and inappropriate behaviors exhibited during the grading
period function to increase or decrease by some arbitrary point figure
the average score. At the end of the grading period, these positive and
negative factors are accumulated; and the net result increases or decreases
the average score for that grading period. The resulting total score is
entered as the "Total," and the backward grading process 1s continued by
selecting grades within each of the five behavioral areas which will pro-
duce the eguivalent total score.
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Adjusted Grades

There will be occasions when the resident is legitimately out of the
program for an unspecified period of time. During these incidences,
staff members will probakly be unable to evaluate the resident's behavior.
Therefore, the following guidelines will be used to adjust the point total
for time spent outr of the program.

For the purpose of clarification and definition, this category does
not refer to disciplinary action when the resident is "out-of~the-program”
and is also unable to earn points through the token economy. Instead, there
are two basic types of out of the program activities that constitute this
category: 1) out of the building under non-Juvenile Home staff supervision
and 2) illness. Some examples are:

1. Illness where room confinement is requested by the
resident or when the resident is running a fever in
excess of 100 degrees or when a resident is under a
doctor's care.

2. An admission to the hospital.

3. A trip to the doctor's or dentist's office under
the supervision of a probation caseworker.

4. A weekend pass. . o

While there are numerous situations which would gualify, there are
three general criteria for determining whether or not to adjust the
resident's point total. The criteria are as follows:

1. The time out of the program must not be related to
the disciplinary procedures in the Juvenile Home.

2. Supervision of the resident is maintained by someone
other than a Juvenile Home staff member.

3. The behavior in question (illness) does not pertain
to the behavioral areas to be evaluated on the point
sheet.

When grading, the appropriate grading period is located. The individ-
ual areas are not graded nor scored, rather, an adjusted grade is entered.
The grade reflects the percentage of total points needed to earn the major
back-up reinforcer for that particular time of the week. For example, if
75% of the earnable points for a specified period is needed to earn a
reinforcer, an adjusted grade would be 75% of the total earnable points
for that grading period. In other words, an adjusted grade of 19 points
would be assigned to a grading period worth a maximum of 25 points.

The process of adjusiing grades safeguards the integrity of the
reward while simultaneously avoiding punishing a resident who has a legit~
imate reason for being out of the program. Furthermore, adjusted grading
neutralizes any positive or negative effects of the resident's absence
from the program. This procedure is frequently called "percentaging.”
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PHASE SYSTEM

The Intensive Learning Program consists of four well-defined, cogni-
tive/behavioral phases. This system provides the basis for programming
while determining eligibility for privileges. Within each.phase there are
minimal behavioral and cognitive expectations. Phase IV, the intial phase,
requires one earned week based upon contingent progress in the program.
Each of the other three phases requires a minimum of three earned weeks.
The phases are designed to provide systematic and intermediate goals which
mark a resident's progress toward release and which ensure that treatment
objectives are met.

Phase IV

New residents enter the ILP with Phase IV status. Phase IV is designed
to provide.a period of orientation during which residents are expected to
learn the basic RBT problem-solving tools and vocabulary. This is accom-
plished through individual and group didactic sessions and paper/pencil exer-
cises (see Phase IV Packet). Secondly, Phase IV is structured in a manner
that emphasizes the cognitive relationship between behavior and conseguences.
Finally, Phase IV is intended to maximize future opportunities for success
by establishing a therapeutic relationship with the youth and by present-
ing expectations that are both understandable and attainable.

Phase III

Phase III marks the beginning of an emphasis on social skills train-
ing and an involvement in identification of personal problems leading to
conflicts with the community. Reinforcement is contingent upon the demon-
stration of practical applications of the problem-solving tools. Phase III
stresses the importance of incorporating rational language into the resi-
dent's everyday speech patterns. Changes in a resident's languaging pro-
cess are viewed as the ipitial indicaters of changes in attitudes and
beliefs. Additionally, Phase III requires an active involvement in all
programmed activities, especially active participation in group counsel-
ing. Treatment objectives on Phase III include the application of prob
lem-solving tocls in counseling, school, recreation, and group living.

During Phase III, contingent social activities become available.
While these activities function as reinforcers, they also expand the range
of experiences for social skill development. Included.in these social
activities are co-educational events and, upon earning two weeks on Phase
IIT, off-campus weekend activities.

Phase IT

Phase II marks a critical transition in the ILP. Through the addi-
tion of home passes, Phase II provides residents with the opportunity to
apply rational problem-solving tools in the home and community environments.
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Treatment objectives continue to focus sharply on problems generated
within the community. Home passes brovide a concrete opportunity to

use the problem-solving tools with family and friends. Following an
evaluation of feedback from the home pass, counseling sessions continue
to work on the development of effective broblem-solving and coping skills.

During Phase II, residents are expected to set appropriate behavioral
examples for other residents on lower phases. Support for Phase I wing
leaders is an additional expectation. Preparation for these responsi-
bilities is a function of the Phase II emphasis on assertiveness train-
ing. Many delingquent youth do not know how to get what they want in an
appropriate manner. Subsequently, frustration in reaching one’'s goals
frequently leads to aggressive behaviors. Residents are taught how to
assert themselves in a direct, honest, and appropriate manner. This
approach respects both the rights of others and the rights of the resi-
dent. Assertiveness is viewed as an appropridte alternative to aggres-
sive behavior which not only violates the rights of others but expresses
a lack of self-respect and control on the part of the individual.

Phase I

The final preparation for release is represented by Phase I. Residents
are expected to function autonomously and to accept leadership responsi-
bilities for the wing. Even though privileges are more abundant, contingen-
cies are less formal and expectations are higher. During the last week of
Phase I, the resident's point sheet is kept in the wing log in an attempt
to fade the dependence on externally supplied feedback. The last three
weeks of Phase I must be earned consecutively or the resident repeats Phase
I. This expectation emphasizes the maintenance of consistently appropriate
behavior for a three week periocd.

During Phase I, residents work closely with the aftercare caseworker
to formulate a viable plan for aftercare. Issues, such as, education plan-
ning, family contracting, employment, career exploration, vocational train-
ing, and aftercare expectations, are addressed during this period. Upon
completion of Phase I, residents are released to their own homes or alter-
native placements on aftercare probation. This post-ILP monitoring is pro-~
vided for Wing I residents by the ILP aftercare caseworker and for Wing III
residents by the Intensive Probation Program. '

Home Passes

Regular home visits are a program component of the ILP phase system.
Visits are designed to allow residents to maintain relationships with
family members during the commitment period. They, additionally, provide
residents the opportunity to practice newly acquired social and problem-
solving skills. Another benefit of the home visit is that parents have an
opportunity to see the behavioral and attitudinal changes of their youngsters.
Feedback on the home visit is provided through the systematic information-
gathering tools. On the following pages, see the Home Pass Agreement and
the Parental Feedback Sheet.

Y

Leicoezar]

Pru——
Rz

v——

e

e ey
N

F—

s:

gemaniny | et}
R T [l

P |

[awiatest §
§ o

2

.
[Prcicns [

| Bsiamiiaen

Y

45

INTENSIVE LEARNING PROGRAM

PHASE IV (1 week)

Expectations:
1. Participation in all programmed activities.
2. Completion of the Phase IV Packet.
3. Completion of five RSA's.
4. Score 90% on Phase IV exam.

Privileges:

1. Coupon store.
2. Television (upon completion of packet and RSA's).
3. Board games (upon completion of packet and RSA's).

Treatment Objectives:

Orientation to the program.

. Orientation to rational languaging.

Orientation to the Token Economy.

Orientation to discipline policy.

. Establish working relationships with staff and peers.

U W N
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INTENSIVE LEARNING PROGRAM
INTENSIVE LEARNING PROGRAM

. PHASE II
PHASE III (3 weeks) % P
i | if
Expectations: % ‘ Expectations:
1. USe.of~§ppropriate %anguage. N l. Observable progress toward treatment goals.
2. Active involvement in the program. ; 2 Tncreased assertiveness
3. Active partlc%pa?l?n ln.gounsellng. , , 3 3. Demonstration of problem-solving skills.
4, Knowledge of individualized treatment objectives. ’ . 4 4 Successful home visits.
5. Understanding of problem-solving tools. ; )

.y i ’ Privileges:
Privileges:
, , e Fﬁ 1. Three home visits (6, 12, 24 hour passes).
1. Contingent social activities. 4 \ 2. Three telephone calls.
2.  Nightly FREE TIME. ; 3. Ten pm bedtime.
3. Three telephone calls. it 4. Off-campus activities.
4, On-campus outside privileges (III-2). i 5. Job assignment.
5. Full outside privileges (III-3). 6. Room decorations.
6. Full dayroom privileges. .
7. All~-purpose room privileges. §
8. Job assignment. :

Treatment Objectives:

Active problem~solving.

Helping behaviors toward peers.

Orientation toward family/community problems.

. Demonstration of personal responsibility for behavior.

Treatment Objectives: i

t
[ VOB S I ]

L. Investment in program and problem-solving. 7
2. Use of rational languaging.

3. Demonstrable social skills.

4. Identification of personal problems. [
5. Demonstrable application 6f RBT tools.

VI
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INTENSIVE LZARNING PROGRAM ’
A i
PHASE I (3 weeks) : i . oo
¢ : TIX

T, ROGER F. LIKKEL
i JOHN M. BRUNDAGE E~IRT ADMINISTRATOR

P o JUDGE OF PROBATE

Expectations: 5 .
.E, 3 LS
1. Assume leadership responsibilities. V s State of Michigan
. P : ; : = ; i [ '
2 rovide approprz:ate modelu'zg.fc‘;r fellow residents. oot CALHOUN COUNTY PROBATE COURT
3. Demonstrate social responsibility. - C Juvenile Division
4. Actively help qthe:s._ Do 315 W. GREEN ST. — MARSHALL, MI 49063
5. Demonstrate ability to function without program .y (616) 781.9811, EXT. 386
contingencies. : } P
8. Participate in formulation of goals for aftsrcare.

T

INTENSIVE LEARNING PROGRAM

Privileges: L AGRERMENT FOR HOME VISIT
. § o
i
l. ?Two home visits & } i i
2 i pally t (f6 48 hour passes). ! Pt 1, , have earned a hour
. ree S-minute telephone calls to parents. : Home Visit. 1 agree to follow these rules while away from the program.
3. Ten pm bedtime. - : . )
4. R ; . , ; i £ 1.  Accept and follow directions from parenc(s).
- a‘?‘m OZ: portable tape player in room. ; i g 2, Have parent(s) permission to leave home or before
5. Toiletries and approved personal items in room. £ leaving one place for another.
6. Jewelry and belt may be worn. ﬁ [ 3. I wﬁi ki:p uy parent(s) informed of wmy whereabouts
N N | Ly at times,
7. Approve‘? room decorations. " i g i 4. Associate only with those I know do not braak the law(s).
8. Job assignment. L § ’ 5. Raespect and follow amy law of the state or any ordinance
9. Coupon allowance. P of any municipality.
10 27 5w} , r [ 6. Respect others and their property.
10. Eligible for removal from point sheet. i i . 7. I will not use drugs-or aleohol.
ll. All off-campus privileges. gL P 8. I will return to the Juvenile Home at the scheduled time.
12. a1 ? e Trgy o . ' oyt i 9. While on my pass, I will contact the Juvenile Home or
3 1l in-building privileges. Eor caseworker times to inform abouc progress of my
B | home visic.

pammeny
By

} 10. My parent(s) will complete the questionnaire concerning
my home visit upon my return to the Juvenile Home.

Treatment Objectives:

.y

(e

l. Preparation for release. ¢ Counselor Signature
2. Active leadership in program. ’
3. Increased autonomy. : 1
4. Decision-maki | Bl
. ecision-making. i R Date Wicness (es)

5. Increased assertiveness and inter-personal skills.
6. Re-enrollment in school or employment. [
7. Negotiate aftercare contract. \ i -" ;
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CALHOUN COUNTY JUVENILE HOME ' i
14555 18% Mile Road . !
" - tMarshall, MI 49017 i
” Phone 781-7221 { !
INTENSIVE LEARNING PROGRAM T !
COMMUNICATION QUESTIONNAIRE FOR HOME VISITS !
« i
e |
Almost  Some Almost :
Never Never Times Alwavs Alwavs i §
: £ =
1. Did he accept and follow 1 2 3 4 s :
directions? .
2. Did he have permission to 1 2 3 4 5 ;» «
leava home or before leaving g '
one place for another? ]
: i
3. Did he keep you informed of 1 2 3 & S !
his whereabouts at all times? b -
4. Did he associats only with 1 2 3 4 3 A
those who do not break the law? i !
5. Did he respect and follow the 1 2 3 4 5 - :
laws of the state and city?
6. Did ne respect cthers and 1 2 3 4 5 %
their propercy? di
7. Did he use drugs or alcchol 1 2 3 4 S - P P
while on the Home Visit? ’ ‘{ ; /Lf'z’m
Very Some of Most of All of "
Jone Litrle the Time the Time the Time l
. 4
8. How much time did he spend 1 2 3 4 5 -
with the family?
{ 4
9., Did he spend any time talking 1 2 3 4 5 ! § C'./}ch"/
to you about the program aad
expectations?
10. Are vou sacisfied with his Tes Yo | 5
behavior on this Home Visit? i
Comments:
i
\ . ) )
]
Ix
3 o3 71
B !
; i
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‘ : IDENTIZTY ASPROPRIATE Q2R IVNASRPOPRIATE
" ASC THECRY - | Skimoisg school.
L :
e mal . “ ,
Scpething happens Taking cut tika fxash.
You tell yourself scmething about A }'t P Staving cut past cuxiaw.
R
' : SnopliZéing,

You react to 3 with feelings and behavicr -
: Soing homswork.

o o w >

Dispute the {rrational 3 i

[
[R——
—

. - . Ackir Beed 31
| Ting Zriencdly £o 2 new guy at scheol.

A
?‘ 2‘ { r -—_o...‘ . - -
AFRCG THEORY . ol Ignoring guvs who ars trving so stazt
| aE . =
L : Shoo%ting zcol.

- Alive Does 1t keep me alive:
Tallking zack &3 parsnts

- Feelings Doeg it male me feel betteX:

" Reality 15 it tree?

G o W o >
3

y - -
- Others Does 1t help me get alcng with others? : e Stealing a caxdy Bbas.
! LI B . )
: H M : 1 md - =0 mone <
- Geals Does it belp me reacld Iy geals? Complinenting scmecne who <Joesa's lika
y Smoking maziiuana.
DEFINITIONS N o
¥ [ v R : o
“ o Tollowing iastzuciions.,

‘Raticcal - Thinking that oakes gsense

irratioral - Thinkirg toat is ncnsense

i e

A e

Appropriste -~ Behsvior tbat helps me get to ¥ geals i =
Inappropriate - Bebavior that takes me amay frem oy goals | 3 2)
b 3)
6 IRRATIGNAL IDEAS ] g? ; 4
1. Nazby Pemby - "I can't stand it ’ Lol 5)
2. Fairy Tale - "Things should be different.” ; g o
3. I Stink - "I'mno god." 3 _ii GIVE TIVE IXAMPLES OF IVAPPROPRIATE BEERVIOR.
4o You Stink - "He's no gocd," ’ 2 1)
5, Doonsday - nIt'g terridble, awful." : i § TE 2)

w
~

6. Robot = YHe made me."
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TNTENSIVE LEARNING PROGRAM

Phase IV Zxamination
(100 points)

Data

State the ABC theozy.

A

(5 pts)

g
c
D

11

State the AFRCG theory.

A

{10 pts)

G

State the six irzztidnal ideas.

1.

(6 pts)
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4. Define: Appropriate 3ehavior (2 pts)

5. Give ten examples of appropriate behavior. (10 pts)
1. ' §.
2. 7.
3. 8.
4. 9.
5. 10.
6. Define: Inappropriate 3ehavior. (2 pts)

7. Give tén examples of inappropriate behavior. (10 pts)
.~ ) 6.
2. 7.
3. 8.
4. ‘ 9.
5. lo0.
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8. Define: Rational. (3 pts)
9. Define: Irrational. (3 pts)

10. Give the names of the wing one staff members.

(6 pts)

l‘ 4.
2. 5.
3. 6.

1ll. Give the names

lO

of your teachexs and the subject they teach.

2.

3.

4.

12. Give the names of six wing one residents. (6 pts)

1. 4.
2. 5.
3. 6.

FILL IN THE 3LANKS.

(5 pts)

l. You are committsed to the II® for months.

(4
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2

- You may eazn your way out of the IL? in a minimum of

3. The four areas of weekly evaluation are Group
’ , and

IDENTIZY a, 3, Oﬁ C. (6 pts)
1. I must have ths things I want.
2. My friends skipved school.
3. I skipped schoeol.
4, I don't like going to school.
5. I stole scme monsy.
6. I ignored them.
IDENTIFY THEZ IRRATIONAL IDEA. (7 pts)
L. I can't stand that teacher.
2. Everyone else was doing it, so I did it too.
3. ' He shouldn't have said that %o me.
4. He made me mad.
5. I just can't do ik,
6. ITt's terrible not to have any friends.
7. It's not my fault.
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(5 pts)

e,

State in your
are in I.L.P.

on or special

own words what you hope to accomplish while you
Include any problems that vou would like to work

help you would. like to recsive, (10 pts)

e S S
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ACTIVITIES PROGRAM

The activities program of ILP serves as a practical extension of the
token economy system. Residents earn points and coupons for appropriate
behavior. Coupons may be redeemed in the Juvenile Home Store for a wide
assortment of consumable and non-consumzble back-up reinforcers which are
priced at a ratio of 2.5¢ per coupon. These include candy, pop, models,
personal care items, cards, and others. A schedule of reinforcers is
established by phase as. residents advance through the program. Each phase
carries with it addtional privileges which are designed to increase in
reinforcing value.

The majority of the ILP activities are contingent upon appropriate
behavior as reflected by the point system. In-house activities include
wing parties and Friday night parties (Bingo, film festival, cookouts, etc.)
Besides home passes, the major reinforcer for the ILP residents is outside
activities. These activities are normally scheduled on weekends and include
spectator-type events and direct participation activities. Examples of
these include: a) high school, college, and professional sporting events;
b) cultural experiences, such as, musical concerts, theatrical productions,
and movies; and ¢) recreational activities, such as, ice and roller skating,
swimming, 10,000 meter runs, and many others.

A 1:4 staff/resident ratio is desirable on out-of-building activities.
While the environment during activities is often more relaxed and flexible,
program expectations remain in effect. Behavior is monitored and evaluated
to determine the resident's response to reduced structure and his inter-
actions with peers and the general public. This community reintegration
process is an important aspect of the treatment philosophy in the Inten-
sive Learning Program.

With the exception of the store, funding for the activities program
does not come from normal child care sources. Activities are a self-sus-
taining program which uses fund raising projects and donations to operate
its varied activities. The Activities Coordinator 1is responsible for main-
taining a special fund for activities and generating new as well as renew-
able income sources. Many of the off-campus activities are made possible
by free-of-charge or reduced costs through special arrangments with the
host facility or organization. Examples of those who have offered compli-
mentary activities in the past include the Detroit Tigers, Bogar Theatre
of Marshall, Kalamazoo Wings, Echo Valley, local restaurants, Albion
College, Michigan International Speedway, and many others.

The residents in ILP, have been involved in community assistance pro-
jects. Examples of these include bagging popcorn for the Indian Guides
annual fund raising project, repairing stolen bicycles for resale by the
Albion Police Department, and helping groups with Christmas float con-
struction.

ILP residents have also been active in developing the program of
entertainment for the annual Head Start Christmas party and the Reno Frantz
Memorial Christmas Party, both held at the Juvenile Home. Community assis-
tance is also extended in exchange for activity privileges or prospective
service resources.
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TIME~OUT

Punishment is defined as "suffering, pain, or loss that serves as
retribution” (Webster's New Collegiate Dictionary, 1976). Further, pun-
ishment is commonly associated with aggressive acts motivated by anger or
vindictiveness (Murphy, 1975). This popular concept of punishment bears
little resemblance to the behavior modification technique--introducing a
stimulus, contingent on a response, which reduces the likelihood that the
response will occur again. The behavior modification concept of punish-
ment focuses solely on reducing an undesired response and precludes the
irrational blame orientation of the dictionary definition.

Time-out from positive reinforcement is designed to produce a reduc-
tion in undesired behavior by the withdrawal of reinforcing stimuli. Thus,
time-out does not fit the criteria for either definition of punishment:

1l) time-out is not an aggressive act (it is a neutral act), and 2) time-
out does not introduce a stimulus event (it withdraws several, i.e., rein-
forcing stimuli). Time-out, then, is a humanistic, rational, matter-of-
fact technique for reducing Inappropriate behavior. It intends neither
aversiveness nor blame.

Definitions of time-out:

"An arrangement in which the occurrence of a response is
followed by a period of time in which a variety of reinforcers
is no longer available." (underlining added)

White, Nielson, Johnson, 1972

"4 period of tiue in which positive reinforcement is no
available.” (underlining added) )
Leitenberg, 1965

"Any period of time during which the organism is prevented
from emitting the behavior under observation.”
Ferster and Skinner, 1957

"Removing the subject for a pre-determined amount of time
from a situation in which he could receive reinforcement."”
(underlining added)

Ramp, Ulrich, Dulaney, 1971
Based on these definitions, several key features of time-out are:,

1. The time-out period is contingent on the resident's
behavior.

2. Time-out removes a variety of reinforcers, e.g., atten-
tion or social interaction, points, coupons, activities.

3. Time during which the resident continues to act inappro-
priately is not considered time-out, i.e., the time-out
period begins when the resident starts acting appropriately.
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4. Time=-out involves-removing the resident from the
location of reinforcement, i.e., to the periphery
of the group activity.
5. The duration of time-out is pre~determined. It lasts
5 minutes beyond the point when the resident began to
act appropriately. '
6. Time~out removes the opportunity to receive reinforcement.

For ILP purposes, time-out is defined as:
"A S5-minute period of time, following an ilnappropriate response,
during which positive reinforcement is no longer available, and
the residents is acting appropriately.”

Probably the most important feature of time-out is the assumption
that the individual is under relatively high reinforcement conditions.
The more reinforcing the environment, the greater the impact on inappro-
priate behavior when a resident is removed from that environment as a
result of the behavior. Numerous studies indicate that time-out alone is
a relatively ineffective discipline technique. When time-out is used in
conjunction with reinforecment for appropriate alternative responses how-
ever, the combination is very effective in producing an increase in
appropriate responding and a reduction in inappropriate responding.

TIME-OUT DECREASE IN INAPPROPRIATE BEHAVIOR
+ = AND
POSITIVE REINFORCEMENT INCREASE IN APPROPRIATE BEHAVIOR

Whenever a resident earns a time-out for inappropriate behavior
(for example, failure to follow direction), it is the staff member's
responsibility to ensure that the alternative (following directions) is
bositively reinforced with a combination of points, coupons, and verbal
braise. Ideally, there should be a ratio of approximately 5:1, posi-
tive reinforcement to time-out.

The observation that Juvenile Home brograms are based on the princi-
ples of positive reinforcement facilitates the use of time-out as the
primary disciplinary action. The absence of positive reinforcement trans-
forms time-out into a bunishment situation which may result in control,
but not in behavior change. The primary goal of effective discipline

is to eliminate or reduce the undesirable behavior rather than to simply
control it.

It is crucial that staff members are viewed by residents as rein~
forcing agents as opposed to punishing agents. This is probably the
most important distinction between effective and ineffective staff mem—
bers. Staff members who become viewed as punishing agents generally
elicit one or more of five classical reactions to punishment.

1. Avoidance of the bunishing agent.
2. Escape from the punishing agent.
3. Arousal of a fear response.
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4. A generalized withdrawal characterized by a reduction in
all responding: appropriate or inappropriate.

5. Counter-aggression toward the punisher or displaced on
others.

In the context of Rational-Emotive theory, several issues surface as
important with regard to the sensible use of time-out. Commonly, "punish-
ment" results from one individual irrationally damming or blaming another
for an act that he shouldn't have committed. Obviously, "punishment" is
an act--resulting from the irrational idea that "people who act badly are
worthless people"--that conveys to the recipient the message that he is
worthless. The threat value of this message is sufficient, for most
delinquent adolescents, to serve as an activating event for self-state-
ments producing feelings of inferiority, depression, and/or anger.

Staff punishes resident for mishehavior.
I must be a bad person for doing such a bad thing.
Depression, inferiority, or worthlessness.

Il

Activating Event
Belief about A
Consequence of B

OR

= Staff punishes resident for misbehavior. .
He shouldn't treat me this way. I didn't do anything.
Anger

A
B
C

In either case the recipient of the punishment (the resident) is unlikely
to correct the inappropriate behavior. The resident in the Ffirst example
is likely to doubt his ability to act appropriately or to gain approval'
from others; and in the second example, the resident obviously is reacting
defensively and may very well counter-aggress. Neither of tbe;e responses
i1s therapeutically desirable since they do not produce a likelihood of
behavior change.

What then can staff members do to reduce the "punishing" characteris-
tics of their interventions?

1. Supply negative contingencies in a neutral, matter-of-fact way.

2. Restore positive reinforcement as soon as possible.

3. Make no implication that the resident is a bad or unworthy
person.

4. Focus only on the behavior--not on the person.

5. Never assign time-outs arbitrarily or capriciously--be
consistent. .

6. Make expectations clear. Allow the resident to know which
behaviors will result In time-out. .

7. Provide reinforcement for the appropriate alternative
response.

8. Strive to Improve your own rationality-—-ensure that you are
not making irrational demands of residents and that g?u are
not using time~out as an expression of your own irrational
anger and/or vindictiveness.
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Behaviors Expected While in Time-Out

Sit quietly; no talking or fidgeting.

Remain in the assigned area until instructed. to rejoin the group.
Ignore any attempts by other residents to gain your attention.
Keep your arms and hands by your side.

Face forward; do not look around.

Feet flat on the floor.

Behaviors Expected While in Room Confinement

Remain within the room.

Sit or lie quietly; no talking or yelling.
Think about alternatives and consequences to your behavior.

General Guidelines for Time-Out

Time~out is to be administered neutrally. It is not to be construed

~or implemented as a punishing event.

Time-out periods are to be timed accurately.

Time-out is terminated contingent upon 5 minutes of sustained appro-
pbriate behavior and verbalization-~by the resident~-of the reason
for the time-out.

It is the responsibility of the staff member assigning the time-out
to ensure that the instructions to go to time-out are given clearly
enough so that the resident has no doubt that he/she is being
instructed to go to time-out.

Do not argue with a resident or attend unnecessarily to the resident
once the time-out is assigned.

The appropriate time to discuss the behavior that resulted in the
time-out is after the time-out is completed, and the resident has
re-entered the program and is acting appropriately. Generally, it
is better to wait 5 or 10 minutes after the time-out.

Inappropriate behavior exhibited during the time-out period is to

be ignored unless it produces a significant disruption of the pro-

gram. Under no conditions should a resident be timed-out for inappro-

priate behavior exhibited during a prior time-out period.

It is the staff member's responsibility to accurately record all
time~outs in the Time-Out Log.

Time-outs are most effective when they are assigned immediately
following the misbehavior. Delays in assigning time-outs most
likely result in an escalation of the inappropriate behavior.

The complete time-out procedure includes the reinforcement of the
appropriate alternative to the behavior .which resulted in time-~ocut.

-
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Time~Out Procedures

o

Non-aggressive Inappropriate Behavior

Example: Arguing, talking-back, cursing, refusing to follow

directions, out of assigned area.

Consequence: 5-minute time-out

Location: A chair placed out of the flow of activity (e.g., wall,

corner)

Procedure:

a. Time-out is assigned in a neutral tone of voice by stating,
“Jim, you have a time-out." Instruct the resident one time
only. It is the staff member's responsibility to make the
Instructions clear and specific. Once the instruction is
given, the staff member is to withdraw all attention from
the resident and re-direct his involvement toward the
remainder of the group. At this point, it is imperative
that the staff member not allow himself to be engaged by
the resident who has received the time-out. The decision
of whether or rot to do the time-out belongs to the
resident.

B. Begin timing when the resident is seated in the chair and
his behavior conforms to expectation for time-out.

The 5 minutes does not begin until the resident's behavior

is appropriate.

C. When the resident has sustained 5 minutes of appropriate
behavior ask in a neutral tone of voice, "Jim, why are
you in time-out?"

1. If he answers correctly, he is told, "You may rejoin
the group now." Again, this is stated in a neutral
manner.

2. If he answers incorrectly or fails to answer, the
staff member responds by stating, "Jim, I'll ask
you again in 5 minutes."” After the second 5 minute
interval, the staff member asks again, "Jim, why
are you in time-out?"

a. If he answers correctly, he is instructed
to rejoin the group just as in I.C.1.

. b. If he still answers incorrectly or fails
to answer, the staff member informs the
resident of the reason for the time-out,
"Jim, you were assigned a time-out for
cursing; I'll ask you again in 5 minutes."
After 5 minutes, staff asks again, and
when the resident answers correctly he is
instructed to rejoin the group.

C. If a resident refuses to state why he is
in time-out even after he has been told,
continue to ask him at periodic intervals
until he responds.
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IT. Refusal to Take a 5-Minute Time-Out

Consequence: 30-minute time~out, door unlocked*

Location: Resident's room, reading material and personals removed.

Procedure:

a. After a resident has been assigned a 5-~minute time-out,
staff re-focuses attention on the group and provides
the resident with ample time (2-3 minutes) to go to
the chair. During this period staff ignores resident's
attempts to gain attention. )

B. If, at this point, the resident has not moved to the
chair, he is to be escorted to his room. The staff
member states, "Let's strip the room." The staff
member may help the resident remove the room contents.
The resident's bedding remains in his room.

c. Time begins when the resident is quiet and acting
appropriately. After 30 minutes of sustained appro-
priate behavior, the resident is asked, "Jim, why were
you placed in your room?" The correct answer is,
"Refusing to do my time in the chair.”

AR If the resident answers correctly, follow the usual
procedure for S-minute time-outs.

2. If the resident answers incorrectly or fails to
answer, the staff member informs him that he will
be asked again in 30 minutes. If at the end of
the second 30~minute period the resident still
answers incorrectly or refuses to answer, the
staff member states the reason to the resident
and asks, "Are you ready to do your time-out now?"
a. If the resident states that he is ready to

do the time-out, follow the usual procedure
for 5-minute time-outs.

b, If the resident answers that he is not
ready, the staff member will continue to
offer (at l5-minute intervals) the oppor-
tunity to do the 5-minute time-out until
the resident decides to remove himself
from the room. If for any reason the
resident remains in his room for more than
two hours, the team leader or director
must be notified immediately.

*For security purposes, the door will be locked if it is necessary for
the attendant staff member to absent himself from the immediate vicinity.
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IIT. Aggressive Inappropriate Behavior

Examples: Fighting, threatening violence, display of aggressive

gestures toward others, destroying broperty.

Consequence: 30-30-5

Location: 30 minutes: resident’'s room, all contents removed,

30 minutes: resident's room, bedding returned,
5 minutes: chair.

Procedure:

A. Upon the occurence of aggressive inappropriate behavior,
staff instructs the resident to go directly to his room.
Staff accompanies him to his room and instructs him to
remove all contents. The staff may choose to help remove
room contents. The staff member locks the door.

B. Time begins when the resident is in his room and act-
ing appropriately. After 30 minutes of sustained
appropriate behavior, the staff member asks the resident,
"John, are your ready to start your 30-minute unlocked
door time-out?"

1. If the resident states that he is ready, his
bedding is returned, the door is unlocked, and
the 30 minutes begins.

2. If the resident states that he is not ready,
the staff member states, "John, I'll ask you
again in 15 minutes." This procedure is re-
beated until the resident states that he is
ready. This period may not exceed two hours
without the approval of the team leader or
director. At this boint, his bedding is
returned, and the 30 minutes begins.

C. Upon completion of the 60-minute period (30 minutes
with the door locked and 30 minutes with the door
unlocked), the resident is asked, "John, are you
ready to do your 5 minutes in the chair?"

1. If the resident answers that he is ready,
his room contents are returned; and he is
instructed to complete the time-out.

2. If the resident answers that he is not ready,
the starff member informs him that he will ask
again in 15 minutes. This procedure is re~
peated until the resident agrees to do the
5 minutes. At this point, room contents
are returned and the 5 minutes begins.

D. Follow Procedure I.C.
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General Guidelines for Room Confinements

(30-5 and 30-30-%;

Refusal to complete a 5-minute time-out is the only behavior that
results in a 30-5,

Aggressive acts~-verbal or physical--result in a 30-30-5.

An observation log, with l5-minute observation intervals, is completed
on any resident in confinement.

Room confinements may not exceed two (2) hours without administrative
approval.

File an incident report on any room confinement.

Neutrality is the key to a successful intervention.

Avoid engaging in power struggles, arguments, or discussions during
the intervention. You are encouraged to discuss with the resident,
his/her behavior and alternatives; but only after the room confinement
is completed.

Time-Out Exercise

Indicate the appropriate consequence: 5-minute time-out, 30-5, 30-30-5.

1.
2.
3.

Resident fails to follow directions.

Resident wanders out of assigned area.

Resident fails to ignore inappropriate behavior of
fellow residents.

Resident says, upon being issued a T-0, "Wait 'till I
see you on the outs!"”

Two residents square-off with clinched fists.
Resident throws magazines upon being assigned a
time-out.

Resident, after a period of 8 minutes, has not moved
to the chair.

Resident slams chair into wall when going tc T-O.
One resident says to another while staff has back
turned, "I'd like to punch his face!"”

While engaged in horseplay, one resident pushes

another.
Answer KEQ
1. S5-minute T-O 6. 30-30-5
2, 5-minute T-0 7. 30-5
3. S5-minute T-0O 8. 30-~30-5
4. 30-30-5 9. 30~-30-5
5. .30~30-5 10. 30-30-5
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SECTION IIT



e e ———

74

COUNSELING

wWwithin the ILP, counseling is an essential component in the succes-
sful rehabilitation of delinquent youth, and each resident is involved in
an active individual and group problem-solving counseling program through-
out the commitment period. Group sessions are scheduled daily, and indi-
vidual sessions are arranged with each resident on a minimum of a weekly
basis. Although not mandatory, there is a strong press toward honestly
facing problems and vigorously working toward practical solutions.

Both individual and group counseling take two forms depending upon
the presenting problems. These forms are didactic and experiential (actual
problem-solving). In the didactic sessions, the problem-solving tools of
RBT are presented, explained, and discussed with residents. Homework and
other exercises are assigned to facilitate learning. In the experiential

sessions, residents present problems, and the problem-solving tools are
used to generate solutions.

As stated earlier, the goals Of the treatment modality are to
1) generate responsible behavior in youth, 2]} develop self-worth as a
constant, and 3) equip youth with problem-solving and coping skills.

In addition, the first two goals directly address two predominant prob-
lems presented by delingquent youth: demanding and low self-esteem. To
achieve these goals and address these problems, the ILP counseling strategy
employs a variety of techniques for problem-solving.

The first task in counseling is to provide a basic understanding of
the relationship between thinking and behavior (and emotions). Most youth
fail to realize that their thinking (attitudes, beliefs, and ideas) pre-
cedes and controls their emotions and behaviors. Copious examples are used
to demonstrate how this concept operates. The ILP counseling program
employes a simple ABC format to aid the youth in understanding how thoughts
produce emotions and behavior (Ellis, 1962), where:

]

Something happens.
Thought or belief about A.
Emotional and behavioral reaction to B.

]

a
B
o

Many delinquent youth incorrectly view themselves as victims of the environ-
ment with little or no power to affect either control of their emotions and
behavior or change in their environment. The counselor teaches the youth
that events (A) do not and cannot cause any emotion or behavior (C); that
our reactions are a result of our interpretations of those events (B). We
may, in fact, exercise an enormous amount of control over our lives by chal-
lenging and replacing the irrational, self-defeating ideas that we hold
about ourselves and others. (The use of the ABC theory as a therapeutic
device is more fully explained in the section on Rational Self-Analysis.)

Once residents understand the relationship between thinking and feel-
ings, the next step is to teach residents how certain types of thinking
produce unhealthy emotions and inappropriate behaviors. Most youth are
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not aware of their biased interpretations of 1life's events. Furthermore,
cognitive deficits often prevent youth. from recognizing self-defeating
cognitions. Therefore, the counseling intervention focuses on two pro-
cesses: 1) an understanding of demanding, and 2) the identification of
rational and irrational thinking.

Demanding is a process whereby individuals exaggerate and over-genera-
lize wants and desires. In other words, wants and desires become absolute
needs. Whenever an individual makes demands, unhealthy emotions inevitably
result when these demands are unfulfilled. The languaging process 1s the
primary indicator for assessing the level of demanding. Demands are
revealed by the following words: "should, must, ought, and need." Counsel-
ing focuses on the languaging process by a) requesting that staff model
appropriate language and b) calling attention to resident's use of demand-
ing words. The alternative presentéd to youth 1s the use of more appro-

priate phrases, such as, "it would be better for me ... or I want ‘this to
happen.”

The counseling approach does not- imply that all demands are irrational
and counterproductive. Rather, rational demands are those situations which
are life threatening. When residents engage in demanding language, starff
will ask them to describe how the demand is life threatening in nature.

A simple learning device is the SAFE acronym. According to the SAFE theory,
rational demands can be categorized as follows:

S = shelter and clothing
A = air

F = food and water

E = elimination.

Because the majority of situations encountered by youth within an institu-
tional setting do not fall into any of these categories, demanding is viewed
as a self-defeating process.

The second process of the counseling intervention targets the identi-
fication and understanding of rational thinking. Two strategies are used
during this process: 1) the AFROG theory and 2) the introduction of
Irrational Ideas. Both have as their primary purpose the classification
of thinking into rational or Iirrational groups.

The AFROG Theory. AFROG is an acronym for The Five Rules for Recog-
nizing Rational Thinking and Behavior (Maultsby, 1974). As seen on the
following page, these rules are applied to determine the rationality of an
idea and clearly focus on constructive long-term goals for a productive
life. Often, in the course of counseling, a youth is able to identify
various major ideas within his belief system. However, he may have diffi-
culty deciding whether the thought is rational or irrational. Using the
AFROG theory, an idea is rational if:

1. It is based on objective reality, or the known
relevant facts of a situation.
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AFROG Theory

Components of the AFROG Acronym

Maultsby's Five Rules for Recognizing
Rational Thinking and Behavior

A (Alive)

Does it keep me alive?

F (Feelings) Do I feel better as a resulti

R (Reality) Is it based on reality?

0 (Others)

G (Goals)

Does it help me get along with
othera? .

Does it get me to my goals?

It will enable one to protect his life.

It will enable one to prevent or quickly elimi-
nate significant personal emotional conflict.

It is based on objective reality, or the known
relevant facts of a situation.

It will enable one to keep out of significant
trouble with other people.

It will enable one to achieve his goals more
efficiently.
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2. It will enable one to protect his life.

3. It will enable one to achieve his goals more
efficiently.

4. It will enable one to keep out of significant
trouble with other people.

5. It will enable one to prevent or gquickly eliminate
significant personal emotional conflict.

Once identified, with the aid of the AFROG theory, irrational ideas may
be disputed and replaced through the use of Rational Self-Analysis.

Six Irrational Ideas. Among the hundreds (or even thousands) of irra-
tional beliefs that commonly exist, the ILp counseling program focuses on
six ideas that are typical among delinquent youth. The purpose of these
irrational ideas is to acquaint the resident with the faulty thinking pro-
cesses associated with self-defeating hehaviors. By identifying irrational
ideas which are paralleled with the resident's thinking, the youth's thought
processes are more easily labeled as irrational or rational.

Listed below are six irrational ideas commonly taught in the ILP.
The first five irrational ideas are taken from the work of McMullin and
Casey (1974). McMullin and Casey originally presented six ideas; however,
there was considerable overlap among two irrational ideas, such that they
were combined by ILP staff. The sixth irrational idea, ROBOT, represents
the efforts of Steelman to generate an irrational idea which directly
addresses the concept of responsibility. Robot focuses on the erroneous
belief that A czuves C (see the ABC Theory). When residents endorse the
Ropot idea, they are indicating that they have no control over themselves,
their behaviors, or their emotions. .

1. NAMBY PAMBY: "I can't stand it."

This is the belief that one cannot tolerate a situation’
that is either annoying or troublesome when, in fact,
he can. Example: "I can't stand to be called names."

2. FAIRY TALE: "Things should be different."

This is a demand that a situation must be changed, when
it is not within one's power to change it. Example:
"They shouldn't require me to go to school."”

3. I STINK: "I'm no good."

Confusing one's worth as a person with one's behavior.
Example: "I can't do this math problem; I'm Jjust
stupid.”

4. YOU STINK: "He's no good."

The same over-generalization, only applied to someone
else. Example: "Mother won't let me go to the ball-
game; she is such a bitch."

5. DOOMSDAY: "It's terrible, awful, horrible."
Exaggerating the difficulty of coping with an unfor-
tunate or frustrating event. Example: "My girlfriend
dropped me for another guy, it's terrible. T wish T
were dead.”
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6. ROBOT: "I can't help it."
Disowning personal responsibility for one's emotions
and behavior. Example: "It makes me so mad when people
talk behind my back."

These and similar irrational bkeliefs are the source of much of the i
emotional conflict and anti-social acts of delinquent adolescents. The j
ILP counseling program is aimed at helping residents to explore their
belief systems and to uproot these self~defeating and anti-social ideas.

Rational Self-Analysis. Developed by Maxie C. Maultsby, Jr., the
Rational Self-Analysis (RSA) is a tool to the assist youth in becoming
involved in his own treatment. The RSA provides a framework for written
homework designed to identify objective reality, to separate thoughts
from feeling, and to dispute irrational thoughts that cause emotional
and behavioral problems. The RSA, additionally, contains sections which
help to solidify the cognitive connections between behavior and conse-
quences. The procedures for using the RSA are presented in the follow-
ing section.

Responsibility and Human Worth

RESPONSIBILITY

At the very heart of the ILP counseling approach is the concept of 1
human worth. This particular issue constitutes the foundation for teach-
ing responsibility to juvenile offenders. Essentially, the entire inter-
vention strategy of ILP is based on the implications of the RET position
on human worth. Furthermore, the logical extension of this theory into
each component of the ILP represents the strategy for teaching responsi-
bility.

bl ¥
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Conceptualized in 1975 by James R. Megar, the triangular design on
the following page represents the relationships between the ABC Thecry,
consequences, and intrinsic human worth in the teaching of responsiblity.
Commonly referred to as the "Megar Model,” the ABC theory side of the f
triangle represents those interventions which focus on the relationship L
between thinking and behavior, and which emphasize the concept of individ- ;
ual control over emotions and behavior. Additionally, the consequences i Cog
side of the triangle focus on generating a cognitive, emotional, and : Lo
behavioral certainty for consequences of behavior. These two components ‘ ‘
of the triangle have been more fully explained in preceeding sections
regarding counseling strategies and behavior modification techniques.

LI
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INTRINSIC HUMAN WORTH

To effectively teach the concept of responsibility, staff members
must consistently demonstrate the principle of intrinsic human worth.
Referring to an individual's self~concept or self-esteem, human worth
is represented as a-constant. As long as a human being exists, he has
worth. This worth is constant. and does not fluctuate as the result of
the individual's behaviors. By accepting themselves as a fallible human
beings, residents can use the concept of intrinsic human worth to reduce
the threat associated with accepting responsibility for one's miskehaviors. 7
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A simple technique used to demonstrate the concept of human worth
is the Do/Are Conflict. Kesidents are asked to describe themselves in
two basic categories: 1) what do you do and 2) who are you? In each
case, residents are instructed that "what he does" is not equal to "what
he is." In other words, rotten behavior does not come from rotten persons
nor does good behavior come from good persons. .Rather, rotten behavior
comes from fallible human beings who behave in a rotten manner. Likewise,
good behaviors come from fallible human beings who behave in a good
manner. The purpose of the Do/Are Conflict is to separate the deed from
the doer. In this fashion, residents and staff may focus on the modifi-~
cation of behavior while making no judgments or evaluations of a person's
self-concept, self-esteem, or human worth.

The ILP emphasizes five basic-techniques for staff members to facili-
tate the acceptance of responsibility by residents. Because the concepts
of human worth and responsibility are difficult to teach, learning can
be enhanced if these principles dre incorporated into every element of
the ILP environment. Rather than giving an abstract and didactic explana-
tion of responsibility and human worth, these principles are structured
into the daily routine of staff members so as to provide concrete learn-
ing situations for residents. By modeling responsible behaviors and
human worth behaviors, residents can more easily accept these concepts
as workable in their own lives.

The first technigue is the languaging process. By emphasizing the
earn/non-earn philosophy in verbal interactions with residents, staff
members place the locus of responsibility for behavior sgquarely on each
resident. Within the parimeters of the Do/Are Conflict, staff members are
to minimize the use of the verb "to be.” In this manner, language reflects
a very concrete separation of the deed and the doer. For example, the
statement "You read poorly" communicates a different message than the state-
ment "“You are a poor reader." While avoiding the use of the verb "to be”
in references to youth, this verb may be used strictly in reference to
behaviors. For example, the statement "Your behavior is inappropriate"
sends a distinctly different message than the statement "You are inappro-
priate.”

The second technique is modeling. Staff members are expected to demon-
strate the type of behavior for residents that they expect from residents.
The critical issue in modeling is the ability to admit one's own mistakes.
It is important for staff members to refrain from making excuses for their
errors and to demonstrate that their own fallibility does not negatively
impact their self-concept nor effective performance.

The third principle 1s the consistent-use of consequences. This
principle demonstrates personal responsibility by refusing to interrupt
the logical or natural consequences for behavior and, subsequently, hold-
ing each youth responsible for his behavior. One of the major difficulties
with juvenile offenders is the fact that the environment has failed to
provide consistent consequences for inappropriate behavior. Therefore,
negative behaviors associated with attention have been reinforced by
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other social institutions. "By demonstrating the certainty of consequences,
youth may cognitively and emotionally accept the fact.that consequences
are a logical component of all behavioral sequences. In addition, the

certainty of consegquences reduces the need for high intensity consequences
to modify behavior.

The fourth technique is emotional neutrality. This technique is the
keystone for teaching responsibility and human worth. Emotional neutrality
refers to the staff member's approach to dealing with mistakes and inappro-
priate behaviors of residents. It does not refer to appropriate staff
responses for appropriate behaviors. The hallmark quality of emotional
neutrality is the refusal to condemn or judge inappropriate behaviors and
youth. Furthermore, this technique effectively models the fact that staff
members are in control of their .thinking and behaviors. Regardless of the
intensity of inappropriate. behavior demonstrated. by residents, the message
being sent by staff members is.that "you cannot make me mad." - .This provides

a concrete example of the personal -rejection of Irrational Idea No. 6
(Robot) .

A non-judgmental and non-condemning approach. to the inappropriate
behavior of residents also signals a total recognition of. the resident's
intrinsic human worth. While the resident's behavior may be totally
unacceptable, the non-judgmental and neutral approach unconditionally
accepts the resident as a worthwhile, yet fallible, human being regard-
less of his behavior. For this reason, the technique of emotional neu~
trality is the single most important technique in increasing the youth's
likelihood of accepting responsibility.

The final technique has two components which refer to the role of
excuses in the cognitive/behavioral intervention of ILP. First, staff
members are cautioned to not accept excuses for the mistakes of resi-
dents. To make and accept excuses for misbehavior and mistakes implies
a lack of control and a reduction in the degree of responsibility for
one's behaviors. Furthermore, excuses tend to infer that the environment
or some external factor resulted in the inability to control behavior.
When staff members accept excuses, they reinforce the notion that one
need not be totally responsible for behavior.

Secondly, staff members are admonished when they provide excuses for
residents’' behaviors. Youth will seldom accept responsibility for behavior
if there are sanctioned excuses for mistakes and misbehaviors. ' One typical
example involves the analysis. of environmental .factors preceeding the ILP
commitment. Social histories. are frequently replete with incidences that .
are genuinely counterproductive to healthy adolescent development. How-
ever, when staff members use these situations to explain inappropriate
behaviors, they endorse the irrational concept that the.environment has
produced the problems encountered and demonstrated -by youth. In other
words, staff members support. the irrational notion that A causes C.

It is ecritically important to the counseling process that youth accept
responsibility for behavior. .This may be seen as the first step toward




82

rehabilitation. - The ILP model for responsibility implies that the Qevelop-
ment of self-control will lead to change in behavior.. Once accomplz;héd,
the residents! belief system is based on more rational sta?emgnts whlcq
permit youth to accept responsibly the consequegces for b?th lnapgroprlate
and appropriate behaviors. A responsible reaction to ogg s behavzqrs
usually includes a cognitive and emotional accegtance ?r the behavzor‘and
ilts consequences, an expression of regret for misbehavior, and a commit=-
ment to work to correct the misbehavior.

In summary, the ILP employs a comprehensive counseliqg approach that
addresses the perceptual, cognitive, emotional, and behavzqrél p{oblems
associataed with juvenile offenders. Rational Behavicr Tralnlgg.ls an
active-directive modality which requires a high level of partl§lp§tlon
by the youth. It insists on facing problems squarelg and reéllstlcallg
while owning full responsibility. for one's behavior and gmotlons: RBT
additionally teaches the principle of unconditional acceptancg, i.e.,
that we may do well to condemn certain acts, but human worth is a constant.
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Key Terms and Definitions

Earn (as opposed tro get): emphasizes personal responsibility.
Should, ought to, have to, must: all .demands to be avoided.
Self-talk: what are you telling yourself? Thinking, Cognitive.
Consequences: for every behavior, link behavioral choices to
choice of consequence.
Time-Out: removal from positive reinforcement.
Coupon: monetary unit of the token economy.
Rational: thinking that makes sense.
Irrational: thinking that is nonsense.
Appropriate: behavior that takes you toward your goals.
Inappropriate: behavior that takes you away from your goals.
Need: only five rational needs (SAFE. Theory: shelter, air, food,
water, and elimination). ‘
AFROG: a problem-solving tool acronym (alive, feelings, reality,
others, goals) to determine if thinking is rational.
Worth on the Line: associating one's worth as a human being with
one's behavior and possessions.

Irrational Ideas:
1. Namby pamby - I can't stand it.
2. Fairy tales - Things should be different.

3. Doomsday - Things are terrible and awful.
: "Awfulize" - make it a catastrophe.
4. He stinks - He's no good.

5. I stink - I'm no good.

6. Robot - He, She or It made me'! "Push my button."
Beliefs, attitudes, opinions, ideas: all. explain thinking.
Dispute: to challenge irrational beliefs.

Perception, Perceive : based on five senses.
Upset & Anger: feelings as a result of unmet demands.
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RATIONAL SELF-ANALYSIS

Since Rational-Emotive Therapy postulates that people are largely
responsible for creating their own emotional and behavioral disturbances,
it logically follows that they are also responsible for the work it takes
to solve their problems. Rational Self-Analysis (RSA) is a tool to assist
the client in becoming involved in his own treatment. Developed by Maxie
C. Maultsby, Jr. in 1971, the RSA provides a framework for written home-
work designed to identify objective reality, to separate thoughts from
feelings, and to dispute irrational thoughts that cause emotional and
behavioral problems. '

Steelman has expanded the RSA by adding sections for identifying envir-
onmental consequences of behavior. This is an attempt to solidify the cogni-
tive connection between behavior and consequences. Additionally, in order
to emphasize further the importance of active problem-solving, the "E"
section has been revised to include alternative behaviors and the conse~
guences assocliated with each.

The RSA is composed of seven parts.

Section "A" includes only the objective facts and events
occurring at the time of the problem.

includes clearly stated thoughts (value
Jjudgments, opinions, philosophies, ideas,
beliefs, self-talk) about the event--both
rational and irrational.

includes the emotional and behavioral

reaction of the client.

states the environmental consequences of the
behavior identified in ci.

examination of the "A" Section to sort out
objective facts and subjective opinions.
vigorously challenges, counters, and disputes
all irrational self-talk included in the

"B" Section. '

states the desired emotional reaction in this
situation.and includes appropriate alternative
behaviors with the probable consequences of each.

Section "B"

Section "cl"
Section "c2"
Camera Check

Section "D"

Section "E"

The RSA adheres strictly to Ellis' (1975) ABC Theory of emotional

disturbances.
y:| Activating Events Perceptions
B Belief about "A" Thoughts
C Consequences of "B" Emotions
(feeling and behavior) Actions

Sections "D" and "E" may be viewed as the rational c¢ounterparts of "B" and
"C". The "B" Section represents one's cognitive interpretation of facts
and events and may be labeled thoughts, beliefs, opinions, appraisals,
notions, self-talk, or telling yourself something. Section "C" represents
one'’s reactions to his interpretations or the emotional and behavioral
consequences of the interpretation in Section "B". For our purposes the
terms emotions and feelings may be used interchangeably as may behavior
and actions.
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The "A" Section (Example #l1) states an objective fact. Hence, a v/
is placed in the "Camera Check" Section. If there were subjective opin-
ions or thoughts in the "A" Section, they would be identified and cor-
rected under "Camera Check."

The first statement in the "B" Section is rationdl. Although it is
important to include both rational and irrational self--talk under "B,"”
those statements that are rational are obviously treated differently
in the "D" Section. In this example, the rational statement is identi-
fied as such in "D," and an explanation of why it is rational is written.
A common error on RSA's 1is the disputation of rational self-talk.

Using Maultsby's Rules for Rational Thinking (see AFROG), the second
statement is identified as irrational. The dispute focuses on two ele-
ments of irrationality; l) it is anti-empirical, i.e., not based on fact;
and 2] holding this belief creates debilitating feelings, e.g., anger,
hate, revenge. These are called empirical <and functional disputes
respectively. An empirical dispute challenges the factual basis or
truth of a belief, whereas a functional dispute challenges the belief
on the basis of its emotional or behavioral effect.

The third theme, "should not have given it to me," represents an
irrational demand on another human being. A third type of dispute--
logic--is used to challenge the belief. Logical disputes are effective
in countering magical thinking: I must have what I want. The belief Is
also disputed functicnally.

Finally, "I can't stand..." 1is challenged with an empirical dispute:
The evidence strongly supports the observation that one can stand things
he doesn’'t like.

In the "C" Section, the resident has identified anger, hate and
vengeful as the emotional consequences of his self-talk. These emotions
are, indeed, logical extensions of his irrational beliefs. However,
they are inappropriate for the situation and for the resident's long-
term survival and happiness.

The effect of disputing the irrational self-talk is identified in
the "E" Section. Disappointment is the feeling that will most likely
result after the thorough disputation of the irrational "B's."” It is
important to realize that, although disappointment is not normally
considered a positive emotion, it is viewed as rational. Disappoint~
ment is considered rational in this situation, because it facilitates
problem~solving rather than immobilizing John as de the emotions of hate,
anger and revenge.

The remainder of the "E" Section is devoted to problem-solving.
John may now list alternatives to his behavior in ¢l and describe the
consequences associated with each.

The final product, then, 1Is a comprehensive analysis of John's
perceptive, cognitive, emotive, and the behavioral reactions to a




86

problematic situation. The RSA provides a framework whereby perceptions
are tested against reality, and beliefs are subjected to vigorous chal-
lenging by rational principles in order to effect more appropriate
emotional and behavioral reaction.

Discussion
When are RSA's assigned to residents?
g

RSA's are assigned anytime a resident reacts inappropriately to a
normally problematic situation. Ideally, for emotions such as anger,
hate, depression, etc., it is best to assign the RSA as soon after the
fact as possible. With other kinds of more chronic problems, e.g.,
stealing, truancy, drug abuse, etc., more extensive work is required. A&
resident who has been arrested numerous times for breaking and entering
would do well to work at refining his attempts to dispute those particu-
lar irrational ideas that lead to stealing. Staff would do well to pro-
vide close supervision and ample feedback on the RSA's. One well-done
RSA is more valuable than 25 poorly thought-out ones.

How much time should be spent doing RSA's?

Whatever amount of time 1s necessary to fully dispute the irrational
beliefs. Of course, the best measure of this is observed behavior change.
As with almost any new skill, practice is the key to success. It is
equally important, however, for staff to provide thorough and accurate
feedback on each RSA.

Where do we start?

Many times residents and staff have difficulty knowing exactly where
to begin the RSA. It is helpful to remember that the purpose of RSA is
to help the client react more appropriately (emotionally and behavior-
ally) to environmental stimuli. Therefore, the best starting point is
at "C". What is the emotion or behavior that is undesirable? Once this
is identified, it is easier to specify the situation in which this reac-
tion occurred.

How important is the language content of RSA's?

Obviously, the language we use to communicate with ourselves is of
crucial importance in determining our emotional and behavioral responses.
Often times, a single word can cause a significant difference in our
response (e.g., the difference between need and want is enormous). We
would do well, nornetheless, to focus on themes contained within the self-
talk (e.g., demanding v&. preferring). Herein lies the key to effective
cognitive intervention: the ability to get cleints to re-~think in a more
rational, self-constructive manner his beliefs about a particular situation.
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What is the purpose of "ol

The ability to think consequentially iIs an important element in an
individual's cognitive functioning. Many delinquent youth demonstrate a
deficit in this area; they simply do not possess the skill of anticipat-
ing consequences for their behavior. Section "C2" was added to the RSA
format to aid in the acquisition of this important skill. Through prac-
tice, a youth may develop his cognitive skills to include the anticipa=-
tion of consequences. Secondly, the addition of this section reinforces
the idea that all behavior carries consequences, whether one is aware of
them or not.

How important is staff follow-up on completed RSA's?

Very, Very Important! Use the anology of a math problem. If you
assigned a difficult math problem to a youngster and never check it for
accuracy or provided feedback, there is little chance that he would have
gained anything from the assignment. The same Is true of RSA. If there
is no intention to follow~through, don't assign the RSA.
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John Brown

PATIONAL SEZLIT-ANALYSIS (RSa)

o

Wnat Hapgened 3iily zivas me

serawberry lce creasm,

Cararza Check

What You 7oidé Yourgell

I don's lika scrawberyy ics cweam,

D.

Dispute the Irrational 38

It’s &rwa rhae I don't like strawberzy

and shat secupld croep should not

Ice ¢xeam and it is racional to liks or
dislike anychinae I choosa, becavse likes

have given {+ to me. I can’s seand

and dislikes (prafarsncas) azs a basic
pare of being hAuman and will never laad

this czaplitl

ona to Jeelings of upsec.

3111y is not a stupid crospe-rkiz is

simply not based on ohjecwtive facs.
Face is: he acwed in a way that 7 do

not care for. Labeling him a stupid
green accomplishes pothine but bad

Zeelings for ma.

Thera i3 ng ewvidencs that e shoulda'n

_‘.'h." ) . s ;
have given it to me. Since rzealliky is

that he did give it to pe, +shers Iis

soma strong svidence chat he should.
Should's zpnd _should pog’s opnly causa

me ¢o feel dad and do nothing to change
raalisy,

Nonsense'!! T csrtainly can scand tha

feaction =20 3.

[ ]

Teealings angry, haseful, vepgeful

3enavior Tall! him off, Throw =he

fce cream ar him.

= 1
Consequences o C.=~

1, B8illy sunched e iz tho nose.

things I dislikes.

New Reactinn

t'eelings pisapooin=mens

Alternaczive dehaviors
and Consequences

=3
s

Accent =2he ice croame=—tbe anli

n v anea woryl a

23ting ice gream wham T dop’=

2. He hasn't spoken to om sinca

the inciden®.

pazsicularly lika, T wouldn'= /vr&f’a

pupched and 3111y wvould seill ra

oYy friend.

2. T could gell 3311y thae I would AJvE

orefarrad chocglata=-we could seill

be frierds and mauba next tine

he would offar me chocolace.
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TRIAGE

Each Friday afternoon, the ILP team leaders conduct the weekly "Triage"
with their respective teams. Originating from the medical reference to a
conference for planning action, the Triage is the culminating event of the
team concept of institutional treatment used in ILP. The Triace provides
several major functions for ILP which include but are not limited to the
following: ongoing inservice training, regularly scheduled staff meetings,
a structured environment for staff communications, a regularly scheduled
review and evaluation of the ILP, a regularly scheduled evaluation of
resident behavior, and a time for planning new intervention strategies for
residents.

A major factor in the successful implementation of any team approach
is the ability of each team member to receive necessary information regard-
ing job performance. Serving as the primary medium for communication and
feedback, the Triage provides a structure in which each team member is
expected to offer relevant feedback necessary in the development and enhance-
ment of team strategies, treatment goals, and individualized target behaviors
for residents. By providing for a weekly and thorough review of each resi-
dent in the ILP, the Triage focuses on input from the five major areas of
program evaluation (counseling, school, recreation, AM shift, and PM shift).
This input consists of objective and subjective feedback based on data pro-
vided by the behavioral component of the ILP. Evaluation of resident pro-
gress in the ILP is a function of the evaluation criteria listed on the
following page.

Through the use of the evaluation criteria, the team determines whether
or not a resident has earned a week toward release. Regardless of the deci-
sion, strategies for the upcoming week are discussed and formalized among
the team. Pertaining to individual concerns for each resident, behavioral
contracts will be generated that focus on a wide variety of behavior change
issues.

The team leader plays the critical role in the success of the Triage.
First, the team leader ensures that all behavioral data have been compiled,
submitted, and recorded on the appropriate forms. Second, as convener of
the Triage, the team leader makes sure that each team member is present for
the Triage. Third, the team leader acts as a facilitator of discussion
regarding the team, the evaluation of residents, and the formulation of new
treatment objectives. Because each resident is discussed in length, diagree~
ments and various viewpoints are likely to occur. The team leader mediates
these discussions and has the final authority to decide what the plan of
action will be for the upcoming week. Additionally, the team leader has
the final authority to approve evaluation decisions and treatment recommen-—
dations. '

Throughout this process, the philoscphy and strategies of ILP are
thoroughly discussed and evaluated. This ongoing dialogue regarding the
day~to-day effectiveness of the cognitive/behavioral strategy permits a
flexible and creative approach to the institutional treatment of juvenile
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offenders while maintaining a high degree of program consistency, and
additionally, staff development is enhanced since the Triage provides the
opportunity for team members to increase their understanding of themselves,
their co-workers, and the ILP program as a strategy for helping delinquent
youth.
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EDUCATIONAL PROCESS AND PRCGRAM

When reporting unigue elements of detention education programs through-
out the Midwest, Duran (1979) cites only one program where mutual coopera-
tion between teaching staff and Institutional staff is listed as a primary
factor in the success of the educational program. The program In reference
is the educational component of the ILP. In spite of the inherent obstacles
to collaboration generated by a dual administration of staff (teachers are
contracted through the Calhoun Intermediate School District and the other
ILP staff are employees of the Juvenile Court), the education program repre-
sents the successful resolution of critical issues in institutional education
programs for juvenile offenders.

Roush (1981) identifies three prerequisite issues to establishing an
effective educational program within the institutional setting. Educa-
tional development is contingent upon mutual agreement between educational
and institutional staff on the locus of control, institutional goals, and
teamwork. Because institutional treatment is a function of the judicial
process, problems are reduced by acknowledging those expectations placed
upon treatment programs through state regulations, juvenile law, and the
specific demands of each individual court jurisdiction. 'Ultimately, it
is the Juvenile Court that bears the responsibility for the gquality and
gquantity of services provided to a juvenile during his/her commitment to
a treatment facility. Therefore, both the teaching and program staff of
the ILP coordinate their efforts to provide a maximally effective inter-
vention. To accomplish this task, the education program compliments the
intervention strateqy of the ILP.

The consistency of the ILP education program starts with the assump-
tion that the purpose of a treatment facility is to provide rehabilitative
services for all youth. Furthermore, education is viewed as a vital com-
ponent of this rehabilitative effort. Using a simple conceptualization,
the ILP intervention focuses on personal, social, and educational develop-
ment. However, there 1is considerable interaction between each of these
areas such that a rigid compartmentalization would be counterproductive.
By clearly establishing legal parameters and a mutually agreeable goal,
collaborative efforts between teaching staff and program staff become a
reality.

As described earlier, effective teamwork is based on a mutual respect
among team members. Educators are included as a vital component of the
ILP team process. This arrangement provides partnerships for all elements
of the ILP program. Staff from counseling, education, group living, and
recreation meet at the weekly triage to evaluate each resident assigned
to the team. The ongoing monitoring of treatment objectives includes
educa*tors' comments and recommendations. Special educational concerns
are frequently referred to line staff for additional instruction and/or
supervised homework in the evenings and on weekends.

The team brocess helps to reduce any arbitrary distinctions created
by job titles, and all staff may view themselves as a vital component in a
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youth's rehabilitation. In particular, educators are drawn into the treat-
ment process and given responsibility based on their strengths. This total
interfacing enables the team concept to become effective because of the
sharing of direct services responsibilities based on a recognition of mutual
strengths.

The momentum of successful teaming 1Is sustained through Inservice
training. Educators are included in the inservice training program, and
they are given the oppurtunity to present inservice sessions on the educa-
tional concepts and programs used in the ILP. Through the training process,
an ongoing exchange of ideas and opinions is provided. This process enables
both staff to realizes the importance of working together for the best
interests of institutionalized youth.

This cooperative relationship between education staff and program staff
has been demonstrated in numerous program areas. Perhaps the greatest
advantage has been the opportunity to Increase program effectiveness. For
example, significant gains are reported in reading skills through the
Title I reading program (see the following section). Moreover, progremn
effectiveness is enhanced through teamwork by allowing for an expansion
in the education curriculum. The education program is expanded by ithe use
of ILP staff during non-school hours and qualifies as legitimate course-
work through supervision by the education coordinator. Specific examples
include, but are not limited to: a) physical education, b) art, c¢) voca-
tional/career development, and d) personal adjustment.

Additional advantages of teamwork are noted through program consistency,
increased staff involvement, and increased job satisfaction. Further, by
incorporating the education staff into the inservice training for the ILP,

a greater understanding and sharing between staff is provided. The direct
effect of this process is to reduce the significance of the obstacles to

a successful education program which inherently accompany the dual adminis-
tration of education and program staff. Perhaps one of the greatest advan-
tages is not realized until a student is released from the institution.
Because the majority of ILP youth return to the community through the pub-
lic schools, the importance of an effective education program cannot be
overemphasized. In fact, education may be one of the most effective transi-
tions between the institution and the community.

Calendar

The teachers at the Juvenile Home School are hired under a 217-day
annual contract. The school year begins in early August and continues
nptil the very end of June. Holidays and vacaticn periods during the
school year are similar, if not identical, to those observed by the local
school districts in the area. Therefore, ILP residents are without a
formal school program during the month of July. However, arts and crafts
projects, guest speakers and special programs, Red Cross (first aid)
classes, informal learning activities, increased outdoor activities
including gardening, and preparations for participation at the county
fair are among the events that provide alternatives during these weeks;
and all are under the supervision of the recreatiqn and activities coor-
dinator and/or child care workers.
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Staffing Patterns

Four classroom teachers and one school coordinator (also the Title I
coordinator) work with ILP students on a daily basis. They are all con-
tracted by the Calhoun Intermediate School District and remain at the
Juvenile Home on a full-time basis. Four of these hold degrees in special
education with an emphasis in training for teaching emotionally impaired
children; three had previous teaching positions in other facilities in
Michigan for youthful offenders or disturbed children. One teacher has
geheral education training and certification, but extensive experience as
a member of the special education department at the Intermediate School
District as a hospital/homebound instructor.

The teaching staff is assisted by the recreation and activities coor-
dinator, who holds a degree in the instruction of physical education. All
such classes are under his direction and supervision. This individual is
under contract with the Juvenile Home, not the Intermediate School District.
In addition, Title I funding provides added instructional staff to increase
the reading achievements of ILP students (see following section).

The Program

At the onset of enrollment, each student is registered with the special
education department at the Intermediate School District, is administered
at least one battery of achievement subtests, and is interviewed regarding
his/her opinions regarding school including motivations and personal goals.
ILP students from Wing 1 attend classes in one of two groups; these boys
are usually 15 or 16 years old and each of their school groups (called "A"
and "B") consists of six students. ILP residents from Wing 3 include boys
and girls, frequently younger in age than the others. Their two school
groups (called "C" and "D") do not usually exceed seven students.

ILP students attend six 50-minute classes a day, including physical
education. A typical day for the student could include the following
classes and activities: Industrial Arts, where an individually designed
but small woodworking project would be accomplished; Individualized Math,
where Steck-Vaughn workbooks are used at appropriate levels (following
initial assessments using the math subtest from the Wide Range Achievement
Test and placement surveys published by the Steck-Vaughn Company); Title I
Reading (or Independent Reading, if the student's reading achievement is
at or above his/her grade placement level); Language Arts, where writing
activities, literature, or grammar exercises might be among the variety
of lessons used during the week; Social Studies, including the continua-
tion of lessons in U. S. History, Geography of the Western Hemisphere, or
other specific coursework is emphasized for the entire semester; and
Physical Education following 3 pm dismissal from academic classes.

Individualized educational plans, outlining major educational and
treatment goals, are written by the school coordinator and team leader.
Pre-test achievement results, other findings, reported information and
behavioral observations are all used to write these documents. They are
usually completed within the first month of enrollment.
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Additionally, individualized educational plans also reflect the pro-
gram’s mission and its philosophies. These documents reinforce the belief
that the Juvenile Home School can iIncrease students' academic deficiencies;
appropriate in-school behavioral repetoires; positive self-concept, with
increased self-understandings; independence from peer influences; planning
for the future; values training; ownership of behavior; emotional manage-
ment; and increase the development of problem~solving skills, varied
talents, and areas of strength.

Individualized instruction, aimed at meeting special learning needs
including remediation, is frequently provided. It is impossible to group
ILP students according to their ability levels; therefore, teachers are

expected to make the necessary adjustments involved in assuring that the
students will experience success.

Community resources are used when possible. Media are borrowed from
the Intermediate School District, public libraries, and varied agencies.
Guest speakers or lecturers and the like are used when available. ILP
student also work with volunteers, student teachers, and practicum stu-
dents, and they have benefitted from their skills and talents.

Weekly meetings are attended by the teachers, team leaders, and
child care workers to exchange important information and to check each
ILP student's progress in the entire program, including his/her schooling.

Consistent approaches, objectives, and plans are made and carried out by
all staff involved.

The point system, as described earlier, is used throughout the school
day by all teachers. The three defined goals of control, poesitive environ-
ment, and behavioral monitoring are therefore more thoroughly integrated
and more widely applied into each student's daily activities, regardless
of the time of day. The point system reinforces academic and cognitive
growth as well as personal-social development in a wide variety of situa-
tions. Likewise, contingencies for observable behaviors in the program
have been defined, and they are standardized, i.e., grades earned in the
classroom settings are relevant to point sheet evaluations.

Post~test achievement results are obtained at the end of the student's
enrollment period. Records of grades earned, recent evaluation findings,
observations, and recommendations for future use are made available &0
the student’s home school or receiving school. Important educational
information is transferred to other teachers in this manner.
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TITLE I READING PROGRAM

ILP residents have benefitted from Title I reading instruction at the
Calhoun County Juvenile Home since January of 1978. The program emphasizes
the improvement of three skill areas: (1) vocabulary development, or learn-
ing how to decode words and give them meaning; (2) comprehension, or remem-—
bering and understanding what is read; and (3) efficiency, or proficiency
to read with moderate speed and fluency.

Staffing Patterns

Title I funding (federal money distributed by the State Department of
Education) provides the Juvenile Home School with one reading consultant
who meets with each student in the reading program on a once-a-week basis.
He monitors the progress of each student and writes a weekly prescription
to be followed by the part-time reading teacher. When necessary, an aide
is hired. A volunteer from the community has assisted as a teacher's aide
since the inception of the program. Child care workers from the ILP teams
also provide individualized help to students on a daily basis. The consul-
tant is a Ph.D., affiliated with a nearby university, where he instructs
students in the teaching of reading. The part-time teacher holds a master's
degree in the teaching of reading. All other reading program personnel are
subcontracted by the consultant.

The Juvenile Home school conrdinator acts as the Title I coordinator.
Related tasks include the following: (a) screening students for Title I
eligibility with the Peabody Individualized Achievement Test (PIAT), (b)
scheduling frequent vision assessments with the county technician and
following through with recommendations, (c¢) testing and substitute teaching,
if required, (d) communicating with the State Department of Education,
including the writing of project proposals, (e) continuous monitoring or
procedures with the use of locally devised checklists, (f) assisting with
summary report writing, and the yearly collection and reporting of evalua-
tion data, and (g) serving as a liaision between the Juvenile Home adminis-
tration and the reading consultant and teacher.

‘Vocabulary Development Material

The Kilty List of 5,000 Words (Kilkty, 1979) was developed and published
by the consultant for this program. Prior to its use in this setting,
development and field testing involved about 10 years of work. This list
is unique from all other word lists in three aspects. First, the words are
placed into 16 levels through a combination of frequency and word difficulty,
and the levels range from pre~primer through l12th grade. Second, the list
includes words from both white and black vocabularies. And third, the list
contains both written and oral vocabularies. Other vocabulary materials are
used or integrated to increase sight vocabulary and word analysis skills as
needed.
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Content Materials

Upon reaching the eighth level of The Kilty List (words at approximately
fourth grade vocabulary level) through either progress or initial placement,
students are given high-interest, low~vocabulary comprehension materials one
year below tbeir vocabulary level. Two sets of materials have been found
very useful. Step Up Your Reading Power by James Olsen is a kit of articles
and stories each followed by six multiple-choice questions. Another source
of commerically prepared materials is a set of books published by Educational
Developmental Lgboratories (EDL). These EDL stories are accompanied by ten
multiple-choice questions.

Efficiency

When the students attain the tenth level of The Kilty List (words at
approximately fifth grade vocabulary level), the program is expanded to
include reading efficiency exercises. The greatest combination of motiva-
tion and increased speeds has been associated with the use of the Control-
led Reader. This is a filmstrip-type machine distributed by EDL, which
allows lines of type to be illuminated on a screen at a speed determined
and dialed by the reading teacher. These stories are of high-interest and
graded readability. The speeds with which they are presented are increased
by the teacher, using a set criterion for comprehension scores. Thus, stu-
dents are not allowed to proceed to faster settings until they demonstrate

the ability to comprehend with acceptable accuracy the material at the
previous rate.

'Presenting the Program

The Peabody Individual Achievement Test is used as a screening device.
ILP students who receive grade equivalents for reading recognition and

_reading comprehension that are equal to or above their grade placement

levels (their grade levels in their home schools) do not gualify for Title
I assistance. For those who are determined to be in need of the remedial
help, a standardized achievement test, such as, che Metropolitan Achieve-
ment Test or the Gates-MacGinitie Reading Tests, is administered to deter-
mine their ability in both vocabulary and comprehension. (These scores
are referred to as the pre~test results.)

After an initial interview including a visual and/or hearing examina-
tion as indicated, the students are given the placement test for The Kilty
List. This test presents the seven most frequently misidentified words in
each of the first seven levels and the ten most frequently misidentified
words in each of the levels eight through sixteen. At the first level
where two or more words are missed, students are requested to read all of
the words in that level. A Survey Sheet, on which there are numbers from
1l to 508 (the largest number of words in any of the levels), is provided:
and the reading teacher or an aide circles the number of each word that
is missed. All of these words are then written in a column, and an analysis
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is made to see 1if there are structured patterns in those words. For example,
it may become guite evident that a.student is experiencing difficulty with
words that begin with the "wr" combination, or words that end in a vowel-
consonant-final "e," or some similar pattern. This identification of the
area of difficulty provides an opportunity for the presentation of mini-
lessons based upon the specific problem that the student is experiencing.

If there are multiple areas of difficulty, students proceed to the next

level and study and prepare column by column.

In the reading of the columns, the threes elements noted above are
stressed: (l) identification, (2) definitions, and (3) a smooth and rea-
sonably rapid delivery. When the student has reached vocabulary words of
at least fourth grade difficulty and frequency (levels eight and nine in
The Kilty List), he/she is also given content reading material with compre-
hension questions one year below the vocabulary placement. Thus, a student
using fifth grade vocabulary lists is reading fourth grade content material.
& student using sixth grade vocabulary lists is reading fifth grade content

material, and so on. As mentioned earlier, Step Up Your Reading Power, EDL
books, and other content materials are utilized.

Efficiency exercises with the Controlled Reader, which the students
view as speed reading, are two years below the vocabulary lists used. There-
fore, at the time the student is involved in fifth grade vocabulary word
lists and fourth grade content reading materials, he/she begins timed film-
strips on the Controlled Reader and with comprehension gquestions at the
third grade level, and so on. Finally, the Metropolitan or the Gates-
MacGinitie is readministered at the end of the student's school enroll-
ment period, and these scores are used as post—-test results.

The organization of the program provides for self-directed learning,
particularly at the higher levels, allowing the teacher to interact con-
currently with several students on different reading levels. Although each
individual benefits from having a teacher who is specifically trained in
reading, the teacher, aides, and child care workers are able to implement

efficiently the learning activities through the use of a programmatic flow
chart.

While it has been found extremely beneficial to have each hour of
instruction balanced among the approaches being presented, some students
prefer to do nothing but speed reading and others tend to become entirely
engrossed in the vocabulary words. Progress is more consistent and
obviously more broadly based when the balance is mairlained. As a result,
ILP students who participate in the Title I Program are enthusiastic about
it. They work with small educational units; they are conscious of their

progress on a day~to-day basis; and a built-in regquirement of excellence
generates pride in their acc .mplishments.

Results

The results of this program in the Calhoun County Juvenile Home as
determined through pre~ and post-test data of standardized achievement

Lty

g e R A S

o

|

3

99

tests over the past several years have consist?ntly shown three ?onz?io
growth for each month in the program and sometimes higher (ﬁrom houl s
five months growth for each month in the program) for'certa%n scagin y .
Obviously, when students are only about a year below in thelz reoom ior
achievements, the average ilncrease is not as great because the I
improvement is generally not as gregt.

Conclusion

This reading improvement program focuses on vocabulary, comprgbenszon,
and efficiency. It integrates all new ILP students 1nt? the legrn;niiﬁro
cess with accurate placement, regardless of when igey mlgﬁz zzgigrguon zha

ilized stress excellence a e
the school year. Procedures utilize B Y otivat-
ici . The program has been found to be highly :
part of each participant m & ' Thly Trat
' te standardized evaluations.

ing for the students and successful in 1 2val )
Tiile I Program has been recommended as a model by the Michigan State Depart
ment of Education.



100

RECREATION

Recreation is an integral component of the Intensive Learning Program.
The therapeutic recreation program focuses on the enhancement of self-con-
cept through systematic skill develcpment. Emphasis is placed on social
skills, gross motor skills, perceptual skills, and sensory-motor integra-
tion. Additionally, the improvement of endurance, agility, coordination,
flexibility, strength, and fundamental movement patterns is promoted.

Formal Recreation. Under the direction of the Physical Education/
Recreation Coordinator, a one~hour formal recreation session 1s scheduled.
Bach session begins with ten to twenty minutes of calisthenics. Residents
take turns selecting and leading each of the exercises. . While in this
leadership role, the youth is responsible for encouraging and verbally
reinforcing participants to facilitate maximum gain from the exercise.
Optimally, the net result of such an approach is the opportunity for all
participants to give and receive directions, accept personal and social
responsibility, and to act assertively. A variety of structured group
activities, ranging from basketball to golf, is programmed. These activi-
ties are selected on the basis of their contributions to the attainment
of the stated goals of the recreation program.

Weight training is scheduled on Tuesday, Thursday, and Saturday of
each week for Wing 1 and on Monday and Wednesday for Wing 3. Recreation
on these days occupies a two-hour block of time. Initially, residents
are tested and placed on a regime consistent with their capabilities.
Individual progress charts are kept on each resident to measure and provide
reinforcement for gains. Additionally, a T-shirt with a 200 1b. insignia
is awarded to any resident who bench presses 200 or more pounds. Residents
may also participate in a voluntary running club. Members spend free-time
training for competition in several local 10,000 meter races.

Informal Recreation. A one-hour period is scheduled each day for infor-
mal recreation. This is conducted in the All-Purpose Room where residents
may listen to music and play pool, ping-pong, cards, or board games. Infor-
mal recreation is programmed as a non-contingent period for residents who
have attained Phase III or more. (Phase IV residents may use this time to
work on their Phase IV packet.) The atmosphere is informal and relaxed in
contrast with the task-orientation of the formal recreation period.

Each evening, a one-hour time block is designated as FREE TIME. FREE
TIME is a contingent period for those residents who have earned two of three
pluses and 143 points on the two. preceding shifts. Free-time activities are
selected by the eligible residents on a daily basis.
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RECREATIONAL THERAPY

While the major thrust of the Intensive Learning Program is upon cog-
nitive, affective, and behavioral learning, a special emphasis is placed
upon the psycho-motor development of youth in the recreational therapy pro-
gram. Paramount to the program is the belief that many specific human
abilities and skills are developed and increased through movement exper-
iences. The ability to coordinate the movements of the body, along with
the ability to think and to feel, form the triumvirate necessary for acquir-
ing knowledge and changing behavior. The recreational therapy program gives
residents an opportunity to integrate these processes in a prescriptive,
remedial environment.

Deficits in the various components of motor activity often implicate
learning and behavioral problems, including delinguency. Numerous studies
have found a link between a) emotional disturbances, specific learning
disabilities, and excessive behavior patterns, and b) a lack of physical
and motor proficiency. Therefore, a major task of the recreational therapy
program is to identify and delineate motor deficiencies. Once accomplished,
an individualized, prescriptive learning program in the physical education/
recration setting can be initiated. '

The assessment tool used in the ILP 1s a synthesized composite of vari=-
ous test batteries, entitled the ."Recreational Therapy Survey." The format
for the Survey was taken from Robert E. Valett's The Remediation of Learning

Disabilities (1974). Quantitative in nature, the Survey is simply used as

a screening device to detect motor-related problems of institutionalized
youth. While no diagnosis 1s made nor intended, the results of the Survey
are used to determine the appropriateness of involvement in special recrea-
tional therapy sessions. The information gleened from the testing procedure
may also be used for referral purposes and to supplement evaluations from
other professional services.

The primary focus of the Recreational Therapy Survey is the perceptual-
motor component of learning. Since perception involves the interpretation
of information received via the senses, perceptual-motor development refers
to the interpretation of sensory input that allows for appropriate motor
responses. Experts in the field of child development, such as, Montessori,
Piaget, Gesell, Kephart, and others, place a premium on sensory-motor exper-
lences as a prerequisite to learning. Since perception is the means by
which an individual organizes and systematizes his envircnment, it seems
obvious that a breakdown in this component of the learning process could be
a major contributing factor to the rehabilitation of a resident in the ILP.

The Survey ltems which test perceptual-motor abilities are used to
determine the functional utilization of primary auditory, visual, and
visual-motor skills. Included under auditory considerations are auditory
acuity, auditory-vocal association, auditory memory, and auditory sequenc-
ing. Visual considerations include visual acuity, visual coordination
and pursuit, visual memory, and visual-motor fine muscle coordination.
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Closely associated with perceptual abilities and included in the
Survey is sensory-motor integration. This component involves the psycho-
physical integration of fine and gross motor activities. As children
reach the adolescent stage of development, there are normally changes in
the sensoriperceptual processes, 1.e., movement from tactile-kinesthetic
dominance to visual perception and improved intrasensory discrimination.
Survey test items that gauge this level of development include balance
and rhythm exercises, body-spatial organization, directionality, and
laterality.

Finally, a precondition to the successful use of perceptual and sens-
ory-motor skills is gross motor development. This area 1is included in the
Survey to determine the development and awareness of large muscle activity,
and sequentially precedes the other testing categories. It not only pro-
vides feedback concerning basic elementary body movements, but serves as a
warm~up and a transitional tool to the more sophisticated fine muscle move-
ments required in the perceptual and sensory-motor areas. Included in this
section of the Survey are rolling, crawling, walking, running, skipping,
galloping, hopping, throwing, catching, jumping, and general muscular
strength.

To augment the recreational therapy assessments, child care staff
receive training in the detection of motor-related problems. Especially
emphasized are the cues and characteristics of learning disabled and emo-
tionally disturbed children as they relate to motor functioning. In addi-
tion, staff members are instructed in individualized, prescriptive program
methods in order to allow their involvement in special remedial programming
sessions.

Once it has been determined that a resident may be deficient in one
or more areas of the Recreational Therapy Survey, an individualized remedial
physical eduation program can be established to supplement large group
activities. Since perceptual and sensory-motor skills do not necessarily
evelve simply through maturation, they must be learned. To learn motor
skills, two important conditions must be present: (1) feedback regarding
the adequacy of the movement behavior, and (2) practice of the task.
Through repetition and positive reinforcement, residents can learn more
specialized skills and achieve a success variable that promotes generali-
zation to other areas of the program. Minimally, residents have an oppor-
tunity to experience movement exercises that aid the total learning process.
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Recreational Therapy Survey

Student

.Date of Testing

Date of Birth

Chronological Age

School Grade

Test Administrator: Kim Strable, M.A., Activities/Recraation Coordinator

General Purpose: The intent of' this survey is to provide a screening
device for delinquent youth who may have one or more learning disabilities
related to motor deficiencies/inadequacies. Designed for thz detention
setting, it is an attempt to initiate the screening process for potential
remedial assistance from education and recreation persomnel, as well as to
provide referral data for future evaluation. In that the scope of Ehis
survey is limited to perceptual-motor skills, sensory-motor iﬁtecration

and gross motor development, the test rasults should be viewed a; quantita-

tive. No attempt is being made to provide a diagnosis or prescriptive
statement. "

Specific Purpose: To provide an integrative assessment of gross motor
development, perceptual-motor competency, and sensory-motor integratiom.

Rationale: Many specific human abilities and skills are developed and
increased through motor movement. Deficits in the various compénents of
motor activity often implicate learning and behavioral problems, including
delinquency. 3By identifying and delineating motor defiéiencies, the -

?otentlal for creating an individualized, prescriptive learning program
is increased.
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GROSS MOTOR DEVELOEIENT

(The Develouczeznr and Awareness of Large Muscle Activity)

Exercises:
4/Rollineg Equipment: Floor Mats
1. Student can roll Zrom back to sctomach, prone positiez,

arms overhesd.

2. Studant caa <o sequential roliing to righc or laic.

3. Sctudent can put oune hand ovar head, the other ac
the side, and follew dirsctional cues. (Exampla:
left hand over head, right at sida: roll four zimas
to your right and two timas to your lafc; switch
arms and rapeat.)

4, Student can do Zorward and backward somersaulcs.

3/Crawling : Equipment: Floor Mats

1. Student can crawl (szcothly) ou hands and kneas in a
thomolateral fashion with eyas fixated on targat.

2. Student can crawl (smeothly) om hands and kzmees in a
cross~nattarn fashion with ayes Zixarzad on zargzac.

C/Walking Zquipment: Yone

1. Student can walk forwaxd and hackward following a
predaternined course. :

2. Student can walk heel-to-toe forward and backward
in a straight line.

3. - Student can walk sideways, oma stap at a time.

4,

Student caz perfora design walking (£igure aighc,
e¢irele, tziangle, square, spiral, azc.).

D/Running, Skioviag, Gallovine, z2ud Hopoinz

1.

Equipmenc: Juamp Rope, Chairs
Studant can run and change direccioa in a simple
obstacle course without stopping or significantly
changing pace.

Student can dribble a dall whils runniag zand skipping.

Comments:
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Exerciges: i

3. Student can skip vope, forward and backward, both fasc
together.

4. Student can perforz a running zallop.

5. Student can catch a thrown ball ia stride whila running,

6.

E/Throwing and Catching

Student ¢an hop on two feac aver a prascribed course;
can hop onz foot at a time and altarmating faec.

Zquipmenc: 3alls (Various Sizas)

Student can throw tall underhand and ovarhand so chac
another persom can cateh it.

2. From distances of 5 faez, 10 faer, and 15 faer, student
can toss a baskegball or ucilizy ball againsc che wall
and catch it before it hiszs the floor.,

3.  Pupil caa throw the ball accurataly ac a targat frem
various distances.

4. Student can cthrow the ball accurataly to another person
at various speeds and c<atch the return throw traveling
at various spaads.

?/Jumping Zquipment: Rope

1. Student can jump over kzes-high cbsczaclas.

2. Student can periform a rabbit jump (squat on heels, palas
down, fingers faciag ra2ar: move the hands forward acd
bring the faet forwazrd bactwean the hands wich a licecle
jump, repeatz).

3. Student can perform a standiag and rumming broad jump
with propar coordinaticn of aras and lags.

G/Muscular Streageh Equipment: Chin 3ar, Stairs or 12"

1. From a prone nosition with hands behind head, studant can
1ifc legs straighc up and slowly lower to one (1) inch from
the floor, halding to a S-sacond couat.

2. Student can perform five (3) continuous push-ups, lowering
chest to two (2) inchas froa the floor batween each
repetition.

3. Student can perform 10 benc-kues siz-ups without difficulty.

Comments:

Incline
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Exercisas: Comments:

4, Student can perforam one chin-up, overhand grip, without

difficuley (revaerse grip for famalas).

5. Student can walk, without looking at faec, up and down

+airs (hand on rail) ome sta2p at a time, beginning each
step with the sazme foot.

6. Studeat can rua up and down a short flight of szairs

threze (3) timas without scopping.

SENSORY-MOTOR INTEGRATION

(The Psychophysical Infagration ¢f Fine and Gross Motor Aczivisias)

A/Balance and Rhvehn Equipment: Paperback 3ooks, Baskatball,
Hula Hoop, or Long Rope

.

1. Student czn walk about rocm balancing a book on his head.

Student can perform the same exarcise, with arms oquiscratched,
with a paperback bock balanciag on the back of 2ach hand.

2. Student can parfora above exazcises with ayes closed as

well as open.

3. Student can march (high stap) iz rhythm to a baskesball

bounced by the tascar at various speads.

4, Studant can walk Zeel-to-tce on a long rope that is laid

in a cuzved or =iz zag pactarn on che floor. Student can
retrace the course back to the starzing position on nis
tiptoes.

5. Student can maintain rhythm to %eep a hula hoop in mocion

i
=T

P
¥

about the waisc.

B/Bodv-Spatial Orzanization Zquipmentz: Obstacles (i.a., Chairs)

1. Student can run a ccmplex maze while bounciag a ball

without disturbing floor arrangement.

2. Student caa mizror (izitate) the tascar's body movemencs

with correc= righet/laft orieacacion.

3. Scudent can creats latfars of the alphabec wich body

positions (example: X, 3, 0).

C/Directionalizy Zquipmanc: 3lindfold, Swmall 3all

1. %Wizh blindfold om, student can follow an imaginary maze

f e o |
gy

created verbally by the caster 20 3 targaet following
directions for laft, right, fomward, backwaxd, and sideways.
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Exercisas:
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{ Lo "Simoa Says."

sy

i your lefs leg.)

e

Py hands, and feet.

2, Student can f£ollow diractional cues 1a a simple gama of

D/Lateralicv . Equipment

: PERCEPTUAL-MOTOR S

Couments:

3 ‘ [ 3. Student can satisfactorily respond to dirscctional

§' oo sequenciag instruccions co complacs & given task.

i (Example: Hop to tha cormer ou your right leg, plck up
the ball with youzr laft hand, walk backwards to the center
‘ cirele, switeh the ball £o your right haand, place on the
P floor besids your vight foocz, and hop back to tha start on

v 1. Through the coursa of thz pravious test items, the scudant
: has consistant right or lefc-sidaed approach in use of aves,

—

has heaxd.)

AP oot g kg S L g e e
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What did you eat for breakfasc?
have you alzeady completad ctcday?)
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education or perfora the opposite movements.
3 Walk-run, talk-liscen, bend kness-scand scraighe,
hustle~illuscracion, quick~slow, acc.)

5. Student can racall dacails fzzm recs

(The Functicral Utilization of Prizary Audicory, Visual, and Visual-Moter Skills)

A/dudicorvy Consideraticns (Inecluding auditory acuity, audizory-vocal associaricn,
auditory nmemory, and auditory saquencing.)
Equipmenc: 3askacball
1. Studenc caa imizata sounds (sequence rnot importanc).
(Example: With sctudant's Yack turped, tegtar Hourcas
baskatball, smaps Singers, scomps fa
whiscles. Student furzs and imizatas the sounds he

coughs, and

n" .
ii 2. Student can idencify comzrastiag sounds. Ixample: Witch
i; student’s back turned, tastar houncas ball hard and sofc,
talks in a3 high voice and then low voica2, runs ia place

o ‘ rapidly and then slowly, etc. Student describas the
;, j sounds-~loud, Zfast, high, etc.)
i ;

3. Through previous sxercises, student las bean able to
o i understand and follow simple directioms.
é{ jj 4, Student can name che antonyas of tarzs common to physical
gL

(Example:

(Exzmple:

What daily activicies
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Zxarcises:

6. Student can Tacall cozmon sequances. (Exampla
comes before ¥; afcer T, before 5, after 17, half-way
between 19 and 20, etc.)

7. Student satisfactorily complefaed the saquencing instruc-
tions in pravious exercises. -

8. Student can repeat simple diractioms., (Exampla: When
dzribbling a baskacball, bead the kanzes, kezep the head up,
dribble with the fiagerctips instead of the palms, and
push the ball to the floor wizh wxist and arm action.)

Comments:

B/Visual Considaracisas (Iancluding visual acuity, visual coordination and puzsuirc,

visual zmemory, visual-zmotor fine muscla coordismaziom.)
Equipment: 2Paperback book, ball

1. Student c¢an describe everything he sses ia the room,
ineluding color, size, shape, texzura, ace.

2.  Looking straight ashead, the studeat can describe things in
his peripheral £isld of vision.

3. With head steady, studenz can move ayzs with coordinatad
movements to f£ollow and track moving objacts.

4, Wnen following a moving targef, studeat can sasily move
his eyes past the body aidline.

5. Student can lock at an eobject without turnizg or tilcing
head to the sida so as to use one aya only.

6. Afcter scanning cme page of the first chapter of a paper-
back book for a faw sacends, the studenc can find the
paga through visual zemory after it has besa closed.

7. Student can leook at an ebject withouc shucting or squint-
ing oue eye.

8. After the studeat has gbserved the placement of saveral
different size balls in cha-gyam, he can raproducs ctheir
placement after che testar has collectad the balls.

9. Student caa through visual observacion judze the diraction
of a spinniag baskatball thrcown 2o hiz and move his body
accordingly to catch the ball.

10. Studenz can thrzow the basketball back to tha cestar «ich
the same spinniag zotiom.

1l. Student has demonscrazad a satisfactory leval of visual-
- motor spead of laarnming in pravicus exercises.

12. Student has demonstTatad a satisfactory level of visual-
motor intagration in pravicus exercisas.
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SECTION V
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AFTERCARE

Following the period of institutional treatment in ILP, a major
factor in determining a youth's success is his ability to continue the
use of his newly learned problem-solving skills as he reintegrates the
home, school, and community. The Aftercare Program, established in
1978, maximizes this reintegration while further promoting satisfactory
adjustment by reducing unnecessary environmental conflicts. By program-
ming community re-entry under the supervision of the Aftercare Caseworker,
the impact of institutional placement can be further extended.

Aftercare is a unique concept within the juvenile court-operated
systems of institutional services. First, the Aftercare Caseworker is
not a part of the probation staff. While empowered with the same duties
and privileges of a probation officer, the Aftercare Caseworker's role
parallels that of a parole officer. Lines of accountability -and super-
vision originate within the ILP. Second, Aftercare is an extension of
the ILP, employing the same techniques and philosophies of treatment.
For this reason, all Aftercare Caseworkers have had direct experience
as staff in the ILP prior to assuming Aftercare functions.

Aftercare involvement begins at the date of commitment to the Inten-
sive Learning Program. The Aftercare Caseworker explains the Aftercare
Program during the student's orientation and establishes a working rela-
tionship with both the youth and his family. Through individual counsel-
ing, family counseling, and the active involvement in the ILP activities,
' the Aftercare Caseworker informs the parent's of the youth's progress
and arranges with the family to receive the youth for home passes. In
addition, the Aftercare Caseworker aids families in acquiring community
services, such as, health and financial assistance where necessary, and
coordinates other needs assessments, i.e., eye examinations, dental work,
and medical attention.

Through the use of individual, group, and family counseling sessions,
pbroblem areas of family interaction are discussed; and efforts are made
to resolve them by participating members. Upon release from ILP, the
youth and his family are well aware of the expectations, support, rein-
forcement, and limitations of the Aftercare Program. A behavioral con-
tract is negotiated between the Aftercare Program, the family, and the
youth in order to establish realistic expectations and attainable
behavior goals for each youth. The Aftercare contract involves a written
agreement between the youth, his parents, and the Aftercare Caseworker in
specific areas of concern.. Also outlined are the responsibilities of
each participant. The basic contract is presented.on the following pages.

In addition to assisting the youth in his return home, the Aftercare
Caseworker plays a critical role in the transition back into the school
and the total community. Educational testing and. assessment recommenda-
tions are compiled and delivered to the public schools at the time of
re~enrollment. Monitoring contacts are made at the school, and communi-
cation channels are established with each teacher, counselor, and other
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éppropriate school personnel. This facilitates the Aftercare Program
1nvo%vement in all progress and/or disciplinary actions in the school
setting. If the youth is not re-enrolling in school, the Aftércare
Céseyorker assists the youth in job acquisition. Instructions on inter-
v1ew%ng techniques, filling out applications, and job finding skills are
provu@ed to each youth. Counseling for these .youth focuses on career
p%annlng, vocational education, and exploration.of Armed Forces opportuni-
ties. Contact is maintained between the Community Action Agency and other
sources of employment for unemployed youth not attending school.

. Once established in the community setting, each youth participates
in two individual counseling sessions weekly. .Parents are encouraged to
become involved in the counseling aspects either in the office of the
caseyorker or their home during worker visits. The Aftercare Caseworker
brovides the youth and his family with a flexible schedule thus allowing

them to use the direct services whenever required,. for examples, evenings
and weekends.

. The Aftercare Program brovides one major activity . monthly. The
actlYities vary to include a well-rounded exposure to appropriate ways
f?r involvement in the community. Activities are arranged in conjunc-
tion with the Activities Program in the ILP (see section on Activities).

Each youth can earn these activities through his achievements in the home,
school, and community.

The Aftercare Program is totally involved with the youth from the
date of_commitment to the Intensive Learning ‘Program until Aftercare
closure as ordered by the Court. Aftercare is seen as contributing to
the goals of the Juvenile Court by reducing subsequent delinquent
activity and reducing further need for Institutionalization.
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Afrarcare Contract:

I. The Touth agress to:

A.
" B.
c.

Accept and follow directicas from parenc(s) and/or guardian(s).
Acgend school (if emrolled) and do homework daily.

Bave parenc(s) or guardian(s) permission to leave home or before
leaving one place for znocher.

Reep parent(s) or guardian(s) informed as to whers he caa be
reached and previda phone numbers cf thosa locatious.

Associate only with those he knows do cot break che law.

Respect others and their gropezty.

Respect and follow any law of the state or any ordinance of any
muaicipality.

Keep all schedulad appointments and cbey any addicilomal comdicilons
and directions sec forth by the aftercare caseworker,

II. The parenc(s) and/or guardian(s) agree to:

A.
B.
Cc.
0.

E.

ny

Provide the youth with supervision and dirsctiom.

Cocperace and amforze the conditioms of the aftarcars countTace.
Keep the aftercare caseworkar advised of che youch's progress.
Cacperate with and enforce any additiomal conditions or directions
set forth by the aitarcars casewarker.

Provide the youth with reinforcement, for appropriace behavior
(allowance, verdal praise, mors privileges).

Provide the youth with counsaquances for inappprepriata behavior
(aarly curfew, home rastziciicns, oo allowance),

IIX. The Afcercare Caseworker agress ta:

A. Regularly womitor the youth ian the home, school, and with
employers.
8. Provide the youth with a helping relatiouship.
C. Assisc parent(s) or guardian(s) in the supervision and dizection
of the youth.
D. Provide the youth cme individual and one group ccunseling session
- weakly.
E. Act as a3 liaison between the youth and the schools (if emrclled).
F. Provide reinforcement for appropriate behavior (aftcercars
activicies, verbal praise, extended privileges).
G. DProvide cousequences Zfor violations of the aftercare contract.
9. Reep the Juvenila Court advised of zhe youth's progress.
Problem~Solving:

The youth, the pareant(s) and/or guardian(s), or aftercare caseworker will

make an appropriate request for a discussion, talk appropriacaly, work toward
a solution or compromise, and accept the finmal decision.
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1ILP AFTERCARE CONTRACT

Effective date: Contract [or:
“ 1 hereby agree to ahide by the following aftercare con- ' Offlce Appolntments 1 2 3 4 5 6 7 8 910
: tract. [ underataud that fulfilling the commitments in
¢ thias contract will result in successful case closure, so No. of required . 11 12 13 Y4 15 16 17 18 19 20
! long as there are no outstanding complaints with the : commitments

Calhoun County Juventle Court. Fallure to succesafully

fulfill the commitments of this Aftercare Contract may

result in extended contract commitments or referral to School Commitments 1 2 3 4 5 6 7 8 910
the Juvenile Court. ’

Weeks of requlred 11 12 13 14 15 16 17 18 19 20
commltments

(Each 2 days missed -~ 1 week of proliatton)

£IT

T o i et o, ‘« 5 3

i o

Youth Signature Date
Group Therapy 1 2 3 4 5 6 7 8 910
No. of required 11 12 13 14 15 16 17 18 19 20
Aftercare Caseworker Date o commlitments
Physlcal Fituness 1t 2 3 4 5 6 7 8 910
ILP Team Leader Date . No, of required Bl 12 13 14 15 16 17 18 19 20
commitments :
I/We, the parent(s) and/or custodian(s) of the above o
named minor shall attempt to supervise and enforce : Organlzed Activity 1 2 3 4 5 6 7 8 910
the condltions of this Aftercare Contract in coopera-
tion with the supervislng officer. ¢ No, of required 11 12 13 14 15 16 17 18 19 20
comiiltnents
Volunteer Activity t 2 3 4 5 6 7 8 910
v Parent Signature Date .
; No. of required I 12 13 14 15 16 17 18 19 20
3» : commitments
% Proposed Closure Date Any additional 1 2 3 4 5 6 71 8 910
¥
%’ comultments L 12 13 14 45 16 17 18 19 20
it ~
L
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PROGRAM EVALUATION

Evaluation of the ILP is a continual responsibility of Juvenile Home
staff. Information provided by relevant assessment is used to maintain
program integrity and continuity, while promoting development consistent
with established goals and objectives. Evaluation addresses two issues:
process and outcome. ‘Process measures focus on within-program operations
while outcome measures focus on the results of the program. Areas of the
program subject to ongoing assessment include:

Recidivism. This is a measure of the percentage of youth
who are adjudicated for delinquent acts after completion of
the ILP.

Cost Benefit. Figures are computed annually to determine the
actual costs of operating the ILP on a per resident basis.

C.I.E.S. The Correctional Institution Environment Scale is
administered regularly to assess the social climate of the
ILP. It yields important.within-program data concerning
relationships, treatment orientation, and system maintenance.

Coupon/Time~Out Ratio. Computed monthly, this ratio describes
the relationship between reinforcement and discipline.

T.5.C.S. The Tennessee Self Concept Scale is administered

to each youth prior to his entry into the ILP and again after

he completes the program. It provides information about how

a youth's perceptions of himself change as a result of treatment.

Interobserver Reliability. Pericdically, the ILP staff partici-
pate in a "double blind” study to determine the reliability of
the token economy. These studies indicate the consistency of
staff grading practices and provide information regarding rein-
forcement issues. ’

In addition to those areas listed above, numerous other facets of
the ILP have been investigated during the five years of its existence.
Program evaluation is a priority concern of the administration and
remains a vital part of operations.

Recidivism

Although frequently criticized as an inaccurate and unreliable indi-
cator of program effectiveness, the fact remains that recidivism is the
most popularly accepted outcome measure for correctional programs. The
public and policy-makers invariably require recidivism data when evaluating
brogram responsiveness to the issue of societal protection. Therefore, ILP
views recidivism as one of many required statistics for brogram evaluation.
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Regarding recidivism, the goal of ILP is to produce a rate or per-
centage below the recidivism figures for public and private institutions.
For statistical purposes, ILP defines recidivism as.the number of juve-
niles who are adjudicated of a criminal offense(s). following release from
an institutional placement and while under juvenile. justice jurisdiction.
Factors excluded are:

I. Longitudinal surveys of offenses under adult

jurisdiction,
2. Status offenses,
3. Nonadjudicated complaints,
4. Juveniles failing to complete a progranm,
5. Out-of-county commitments, and
6. Probation violations without criminal charges.

Subsequent to June 1976, an analysis of recidivism by Calhoun County
youth committed to private.and public .institutions (training schools)
yielded a rate of 51%.. In comparison, the ILP has graduated 139 juveniles
since 1976. Thirty-three of these youth have been adjudicated on criminal
offenses subsequent to release from ILP. This equates to a current recidi-
vism rate of 23.7% for the period between June 1976 and January 1982.

Cost Benefit

To operate a cost-efficient program, ILP must compare its cost bene-
fit figures to those of private and public institutions. Even though the
ILP per diem is less than other similar program, the significant distinc-
tion is the number of days care per ILP resident. At a remarkable 131
day average, ILP i1s the most short-term of any institutional program in
Michigan. The following information reveals cost benefit analyses:

Private institutions: 1981 average per diem = §$54.95.
Average days care per youth = 400.

Cost per committed youth = (400 x $54.95) = $2.,980.00.
Training schools: 1981 average per diem = $83.00.
Average days care per youth = 240.

$19,920.00.

Cost per committed youth = (240 x $83.00) =

ILP: 1981 per diem = §$71.00.

Average days care per youth = 131.

Cost per committed youth = (131 x $71.00).= $9,301.00.

CIES

To establish and maintain a therapeutic milieu maximally conducive to
the operation. of a cognitive/behavioral treatment program, ILP staff assess
on an ongoing basis the social climate, employing the Correctional Institu-
tions. Environment Scale (CIES). The CIES iIs a 90-item perceptual measure
of nine dimensions. of correctional programs. .These nine "environmental
press” dimensions constitute three major categories of treatment program-
ming: relationship dimensions, treatment orientation, and system mainten-
ance. Based on residents' perception of the program, the CIES yields a
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profile which can be compared to six types of programs identified in the
literature.

Obtained at one-year intervals over a period of four years, the ILP
profile is compared to the "Therapeutic Community" profile. Visual inspec-
tion of the graph indicates the similarity of the composite.ILP profile to
that identified in the literature as the "ideal" juvenile correctional pro-
gram (see the CIES Profile on. the following page). Furthermore, a stas-
tically significant positive correlation exists between the mean ILP pro-
file and Moos' "Therapeutic Community"” profile (df = 16;. r = .96; p = .01).

Tennessee Self Concept Scales

Another goal of the ILP is the enhancement. of self concept. Viewed
as an insulator to delinquent behaviors, self concept is a freguently used
measure of program effectiveness. By structuring a program that emphasizes
personal, social, and educational skill development, self concept is an
appropriate indicator of program impact.

The Tennessee Self Concept Scales (Fitts, 1965), hereafter referred
to as the T.5.C.5., is a 100 gquestion instrument containing 29 scales
designed to measure self concept. Used on a pre- and posttest basis for
ILP residents, preliminary findings indicate that:

1. All 29 scales show movement in the positive direction.

2. Statistically significant Improvement is noted in 11 of
the 29 scales.

3. Total Positive Score, used as the overall indicator of
self concept, revealed a statistically significant
improvement (df = 128; t = 2.83; p = .005).

Interobserver Reliability

A process evaluation goal centers around the reliability of the point
system. As previously explained, the point system is a behavioral manage-
ment tool of significant importance to the ILP. The critical factor with
the point system is the notion of reliability; that is, do fluctuations
in points reflect behavior or variations in staff perceptions?

Using a "double blind" technique, reliability studies conducted in
1978 and 1980 provide the answer to the above question. With a total
change in ILP line staff between the studies, the results indicate that
points reflect behavior by establishing a consistency in staff grading.
A statistically significant positive correlation in observer agreement is

noted below:

1978: r = .9720; p = .0l
1980: x = .9708; p = .0l

The two factors contributing to the high level of reliability are the team
concept and the grading criteria.
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SOCIAL CUMmAT

€ SCALE PROLILE ©Ff _he Intensive Learning Program

SCALE CES__WAS_COPES__URES_CIESX MCEI_WES__FES__GES.___

. CHECK
K USED:
100 . 100
I
i
90 - : -1 90
!
1
SO-IK i -1 80
1 !
A 70
60
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o
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40
3 e —— =30
1 . l H
T
20 - | 5 i 20
o
10 | ' 10
SiS}]76 165 |54 161 )65} 64| 66| 661 40
sale| T|s |E |a |polppo| 00] ¢ |sc
Note. Scale descriptions are as follows:
I = Involvement
S = Support :
E = Expressiveness :
A = Autonomy
PO = Practical Orientation
PPO = Personal Problem Orientation
00 = Order and Organization
C = Clarity
SC = Staff Control

e et A S RS S B

CIRCLE FORM USED: R S E 1

NORM GROUP

DX{?ﬁ;tings on: 1-23-78; 1-9-
79; 1-3-80; and 3-11-81.

OTHER

This pfofile is an average of

the four testings cited above.

COMMENTS:
——————— ILP profile

Therapeutic Community
profile

Scales Developged by Rudolf H, Moos and associaies,
B Caopyright, 1975 by Consulting Psychologists Press, inc.
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