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Abstract

Individuals with disabilities typically have many complex factors that impact their career
development process. Participants in this study (n = 87) were youth with and without disabilities,
ages 14-21, who were incarcerated in a youth juvenile justice facility in Alabama. This study
examined the participants’ results gained from the completion of Holland’s Self-Directed Search
Career Interests Inventory. The purpose of this study was to determine where there are
significant correlations among participants’ age, race, disability type, and repeat offenders in

relationship to their first letter of the Holland code.
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CHAPTER 1: INTRODUCTION

Legal Mandates for Students with Disabilities

Legislation on the Provision of Special Education

In 1990, Congress passed the Individuals with Disabilities Education Act (IDEA) to
govern how public institutions, including juvenile facilities, provide appropriate early
intervention and special education services to individuals with disabilities until the age of 21
(Deitch, 2014). The IDEA provides a statutory entitlement to those individuals that are eligible
for special education services in public education and in juvenile justice systems (Krezmien
et al., 2008). IDEA specifically required that an institution (public institution and juvenile justice
system) provide a free appropriate public education (FAPE) in the least restrictive environment
to all students eligible for special education services (Deitch, 2014). In addition, IDEA of 1990
requires that every public institution must address transition for students with disabilities. In the
context of IDEA, the term ‘transition services’ mean a coordinated set of activities for a student
with a disability that includes the following essential elements that: (a) consider a student’s
needs, (b) are designed within an outcome-oriented process, (c) include a coordinated set of
activities, and (d) promote movement from school to post-school life (20 U.S.C. § 1401 [30].
This legislation requires that transition services must be addressed for students ages 16 or older,
or younger, if appropriate. In addition, these transition services must be addressed in the
Individual Education Program (IEP) of a student with a disability (IDEA Amendments of 1990,
20 U.S.C. § 1401).

In 1997, IDEA was amended to include statements regarding the transition services and
course of study support for a student in high school (IDEA Amendments of 1997, 20 U.S. C. §

1414). This legislation required that public schools develop a statement of needed transition
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services for students with IEPs age 14 or older, or younger, if appropriate (IDEA Amendments
of 1990, 20 U.S.C. §1401). With the passage of the 1997 Amendments to the IDEA, lawmakers
also focused the attention on the transition of juvenile offenders who had been placed in juvenile
justice systems throughout the United States (Griller-Clark, 2001). This amendment was to
provide for the transition of juvenile offenders from juvenile justice systems to school, work, and
the community (Griller-Clark, 2001).

The IDEA of 1997 was re-authorized and is known as the Individuals with Disabilities
Education Improvement Act of 2004 (IDEIA, 2004). The IDEIA of 2004 focuses on a results-
oriented process that is designed to improve the academic and functional achievement of
students with disabilities. Therefore, juvenile justice system service providers are charged with
accurately identifying youth with disabilities and are responsible for providing appropriate
special education and related services (Krezmien et al., 2008). In addition, they also address
school and post-school transition needs and services of students with disabilities. The
reauthorization of IDEIA in 2004 requires that IEP teams provide transition planning; however,
it no longer mandates that this process begin when students reach 14 years of age. IDEIA 2004
instead requires transition planning to begin no later than age 16 and that the plan is updated
annually. From this federal legislation, regulations were established requiring state and local
education agencies specifically to address the school and post-school transition service needs of
students with disabilities. These needs would be met through coordinated planning among
special education parents and students, general education, and community service agencies.
Although the planning process can start before students turn 16, starting before then is at the
discretion of the IEP Team. IDEIA 2004 further stipulates that the transition plan must include:

a) appropriate, measurable postsecondary goals based upon age-appropriate transition
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assessments that relate to training, education, employment, and where appropriate, independent
living skills; b) transition services (including courses of study) that are necessary to assist the
child in reaching those goals; c) a statement, written no later than one year before the child
reaches the age of majority under state law, that the child has been informed of his or her rights,
and that these rights will transfer to the child on reaching the age of majority under §300.520
[see 20 U.S.C. § 1415 (m)].

IDEA and IDEIA have defined the types of special education programs and services for
all students that are eligible for special education services (Morris & Thompson, 2008). These
reauthorizations changed the original focus of all individuals with a disability receiving special
education services to all individuals with a disability receiving quality special education services
(Morris & Thompson, 2008). In addition, litigation has further delineated that the guarantee of a
FAPE include all eligible individuals despite the education setting (Morris & Thompson, 2008).
This provision of IDEA and FAPE applies to state-operated institutions, including juvenile
justice systems (Sheldon-Sherman, 2013). This meant that all incarcerated youth with disabilities
are entitled to special education and related services. The IDEA’s mandate to provide specialized
education is an integral requirement of this law. The mandate to provide education and services
under IDEA to youth in juvenile justice institutions is very clear (Sheldon-Sherman, 2013).
Incarcerated youth with disabilities are entitled to the same rights and education as youth
disabilities in the public school setting.

History of Federal Laws and Regulations in the Juvenile Justice System

Juveniles with disabilities in the juvenile justice system have a multitude of legal rights

such as the right to an education, medical and healthcare, due process, safe and human living

conditions, and treatment, as well as access to families, counsel, and the courts as a result from
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the U.S. Constitution, federal laws, state constitutions and laws, and case law (Umpierre, 2014).
In addition to rights established by the Constitution, several federal statutes and regulations have
impacted the juvenile corrections system (Umpierre, 2014) In order to understand the historical
background of correctional education, a person must also understand the laws and mandates
governing the rights of individuals with disabilities. Prior to 1975, the education of children and
adolescents with disabilities were not being met in U.S. public schools (Morris & Thompson,
2008). In addition, the education of incarcerated youth were not being met in juvenile justice
systems (Morris & Thompson, 2008).

The history of juvenile justice systems and its reform affords practitioners the ability to
learn from previous successes and failures and provide a better understanding of how to provide
education to juveniles in the juvenile justice systems (Deitch, 2014). Throughout the late 18™
century, children below the age of 7 were considered incapable of a criminal crime and intent
(Department of Justice, 1999). Children over the age of 7 could stand trial as an adult in the 18™
century criminal court system (Department of Justice, 1999). The U.S. educational movements in
the 19™ century juvenile court system had its roots in the 16" century European educational
reform movements (Department of Justice, 1999). These reform movements changed the earlier
perception of children from one of being a miniature adult to the perception of one individual
with less than fully developed moral and cognitive capacities (Department of Justice, 1999). The
historical trends of juvenile justice systems illustrate changes in policy and practice, moving
between punitive policies to rehabilitative policies (Deitch, 2014). The development of juvenile
confinement appears to have four major phases after the creation of the juvenile justice system in
1899 (Deitch, 2014). The first phase began when juvenile detention homes and secured juvenile

justice systems were established prior to World War 11 (Deitch, 2014). During the second phase,
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there was a shift in the role of the state and local governments (Deitch, 2014). The juvenile
justice services became decentralized and the federal government became more involved in the
juvenile correction systems (Deitch, 2014). The passage of the Juvenile Justice Delinquency and
Prevention Act (JJDPA) and reforms stemmed from the civil rights legislation that occurred
during this second phase (Deitch, 2014). During this phase, the civil rights of incarcerated youth,
the urgency to operate these facilities using best practices, and the interest to keep youth in the
community were recognized. This phase lasted up to the 1980s. The third phase occurred in the
1980s and 1990s. Due to the increase of juvenile crime and punitive rulings for adult offenders,
the juvenile justice policies became harsher and harsher (Deitch, 2014). This phase was known
as the “Tough on Crime Era”. The last phase occurred at the beginning of the 21% century. This
phase emphasized practices for reducing the population of incarcerated youth, developing
professional standards, improving rehabilitation services, and improving the security of juvenile
facilities (Deitch, 2014).

The JJDPA was established to improve state and local juvenile justice systems and to
provide support to prevent juvenile crime and address the needs of incarcerated youth. The
JIDPA is the landmark law through which the federal government set juvenile justice standards
and provision of state funding for research, training, and evaluation (Umpierre, 2014). During
the time the JJDPA was enacted by Congress, the federal courts were heavily involved in
juvenile justice reform and efforts (Deitch, 2014). There were numerous class action lawsuits
filed on behalf of incarcerated youth alleging poor facility conditions and violation of youth’s
constitutional rights (Deitch, 2014). Several of these class action lawsuits were filed in the early
1970s coinciding with the civil rights movement and suits being filed on behalf of adult prisoners

(Deitch, 2014). In 1980, Congress enacted the Civil Rights of Institutionalized Persons Act
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(CRIPA) (Deitch, 2014). This act allowed the U.S. Justice Department (U.S. DOJ) to investigate
facility conditions and to demand corrective action (Deitch, 2014). This act also allowed the U.S.
DOJ the authority to investigate and bring civil actions against state and/or local government for
violating the civil rights of individuals incarcerated at publicly-operated facilities (Umpierre,
2014).

The CRIPA took legal actions against state and local governments for not providing
incarcerated youth with educational, medical, transition, and mental health services (Houchins et
al., 2009). The primary legal authority of these actions derives from the CRIPA (CRIPA, 1980).
This act allowed the U.S. DOJ to sue local and state for denying students with civil rights under
due process under the of the 14" Amendment of the U.S. Constitution (Houchins et al., 2009).
Since 1980, there have been more than 30 class action lawsuits filed (Houchins et al., 2009).
During the 1980-1990s, the crime rates increased coincidently with the increased media
attention on youth crime (Deitch, 2014). The increased media attention on youth crime fueled the
fear of “juvenile superpredators” (Deitch, 2014). The policy makers in most states responded to
this fear of youth crime and advocated for tougher sentences for youth. The increase in
incarcerated youth in adult facilities and increase in juvenile lockups were the result from the
attitude shift towards juvenile crime. The juvenile justice systems became more correctional, and
the number of juvenile facilities increased. Since the passage of the JJDPA, racial
disproportionality had been a concern for reformers (Deitch, 2014). During the “Tough on Crime
Era”, the media portrayed minority youth as violent—yYyoung African Americans in particular
(Deitch, 2014). This fueled racial stereotypes, perceptions, and patterns of racial profiling. The
JIDPA was amended in 1992 to take steps to ensure that confinement practices were not racially

biased which could lead to the inequality treatment of minority youth.

15



In addition to the JJDPA amendment in 1992, the Violent Crime Control and Law
Enforcement Act of 1994 was passed (Umpierre, 2014). This law prohibits juvenile justice
government officials and agents from engaging in patterns or practices that deprive individuals
of their constitutional rights (Umpierre, 2014). In 2001, the No Child Left Behind Act (NCLB)
brought significant changes to education (Leitch, 2013). The regulations were not specifically
created for correctional settings, but its applicability to juvenile justice was evident by provisions
in Title 1, Part D. Title 1, Part D provided funding to juvenile justice systems that were willing to
create educational programs based on federal guidelines (Leitch, 2013). Title 1, Part D goals
were to (1) improve educational services for neglected, delinquent, or at-risk children and youth;
(2) provide services that will create successful transitions from the institution to school or
employment; (3) prevent this population of youth from dropping out of school; and (4) provide
dropouts and youth leaving institutions with the necessary support system for continued
education (Leone & Weinberg, 2012). The NCLB provisions have forced correctional
administrators to change the way the educational services have been provided (Leitch, 2013). In
2002, Congress reauthorized the JJDPA and changed the term ‘confinement’ to ‘contact’
(Deitch, 2014).

Legal Rights

Children and youth with disabilities are entitled to special education services as provided
for by the IDEA, Section 504 of the Rehabilitation Act, the Fourteenth Amendment to the
Constitution, and numerous state laws and regulations (Robinson & Rapport, 1999). There are
several policies that relate to the rights and treatment of individuals with disabilities in the
juvenile justice system (Development Services Group, 2017). All students with disabilities are

entitled to a FAPE, including youth with disabilities that are incarcerated (Robinson & Rapport,
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1999). The IDEA was enacted in 1990 and amended in 2004. This landmark legislation granted
individuals with disabilities and their parents the procedural and substantive rights regarding
identification, services, specialized education, and individual assessment (Sheldon, 2013). This
statute requires that all states receiving federal funding must provide a free and appropriate
public education to all eligible individuals that are between the ages three to twenty-one years of
age. In order to qualify as an individual with a disability, an individual must have one or more of
the following conditions: (1) specific learning disability, (2) other health impairment, (3) autism
spectrum disorder, (4) emotional disability, (5) speech or language impairment, (6) visual
impairment, (7) developmental delay, (8) orthopedic impairment, (9) intellectual disability, (10)
traumatic brain injury, (11) multiple disabilities, (12) hearing impairment, or 13) deaf-blindness.
This entitlement of IDEA includes juveniles that are incarcerated in juvenile justice and
detention facilities (Development Services Group, 2017). The IDEA requires public and
alternative school, including juvenile justice systems and correctional agencies, to locate and
identify all individuals with a disability who may be eligible to receive special education services
and/or related services, including transition services for incarcerated youth (Clark et al., 2011).
In addition to IDEA, the federal government passed the law that prohibits discrimination that is
based upon a disability, defined as a physical or mental impairment that limits major life activity
(Umpierre, 2014). This federal law is called the Americans with Disabilities Act (ADA) of 1990.
This law includes a wide range of areas including employment, public services, transportation,
accommodations, and telecommunications (Umpierre, 2014). ADA regulations requires that
individuals with disabilities are not excluded from participation in or be denied the benefits of
services, programs or activities, or subjected to discrimination in juvenile justice and correctional

facilities. Similar to the ADA, Section 504 of the Rehabilitation Act of 1973 prohibits disability
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discrimination in facilities run by federal agencies that receive federal funding (Umpierre, 2014).
Based upon these laws and regulations, the responsibility of educating incarcerated youth does
not terminate due to being incarcerated.

Federal and state laws and regulations protect the educational rights of youth with
disabilities in juvenile justice systems. Under IDEA, each eligible individual is entitled to a
FAPE. This free education involves an IEP. The IEP is a legal document that must address the
required, individualized special education services for all individuals with a disability. Each IEP
is designed to provide special education and related services to individuals with disabilities. The
type and number of services must address the unique individualized needs of individuals with a
disability, regardless of the individual’s placement or environment. IDEA also includes transition
requirements for individuals with disabilities. The IEP must address the development and
implementation of appropriate goals and services that addresses the individual with a disability’s
needs, including transition and related services, course of study, and transition programs that will
support the students in achieving academic standards as well as prepare them for life after high
school.

Transition from a juvenile justice system to the community requires support from the
juvenile justice system staff, personnel from the school system, and other community based
programs (Krezmien et al., 2008). Although all youth with disabilities are entitled to educational
rights and services and IDEA ensures that incarcerated youth with disabilities are also provided
with FAPE, it is still an ongoing problem for juvenile justice systems. Therefore, there is a legal
obligation for special education services and juvenile justice transition services to be provided to
incarcerated youth with disabilities within the juvenile justice system. (Gagnon et al., 2013).

Although incarcerated youth with disabilities are entitled to legal rights and services, the
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provisions of IDEA and FAPE are often challenging in the juvenile justice system. When
providing FAPE to incarcerated youth with disabilities, there are six principles that concern
juvenile justice system settings. There are six principles that serve as the foundation of IDEA: (1)
zero reject/child find; (2) nondiscriminatory testing; (3) Individual Education Program; (4) least
restrictive environment; (5) procedural due process; and (6) parent participation (Gagnon et al.,
2013).

The first principle is zero reject/child find. Child Find is the identification, location, and
evaluation of children and youth with disabilities. IDEA requires that all age-eligible students
with a disability, including those that are incarcerated, that need special education and/or related
services be identified (Gagnon et al., 2015). Appropriate and systematic procedures and policies
for child find must be in place in juvenile justice systems. Congress made it clear that individuals
with a disability must be located, identified, and evaluated regardless of if the youth are wards of
the state. Obtaining accurate special education eligibility and evaluation status of incarcerated
youth is difficult because many of the incarcerated youth were not enrolled in a school system at
the time of the arrest (Krezmien et al., 2008). As a result, juvenile justice systems may not be
able to retrieve school records and education related documents. Without accurate education
records, juvenile justice systems may not be able to identify mental, academic, and behavioral
needs of incarcerated youth (Krezmien et al., 2008). In addition, youth who may not have been
identified with a disability, but who may qualify for special education services, often times are
not identified while incarcerated. Failure to identify students with disabilities violates the IDEA
Child Find provision. Furthermore, failure to identify and provide special education services to
incarcerated youth may cause a lapse in services for those individuals that received services prior

to incarceration (Krezmien et al., 2008).
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The second principle is nondiscriminatory testing (Gagnon et al., 2015). IDEA mandates
that appropriate nondiscriminatory evaluations be administered in determining the existence and
extent of a disability (Gagnon et al., 2013). IDEA mandates that nondiscriminatory evaluations
be used to determine the appropriate presence and existence of a disability and whether special
education, transition services, and/or related services are needed (Gagnon et al., 2013). In
addition, IDEA requires that the evaluations are not biased in culture, language, or
socioeconomic factors. This principle is critical in juvenile justice systems because there are a
disproportionate number of minority youth from high-poverty backgrounds (Gagnon et al.,
2013). Moreover, IDEA requires that evaluations are used that will yield accurate information
regarding what the individual can do academically, developmentally, and functionally (Gagnon
et al., 2013). Administered inappropriate evaluations or lack of a comprehensive assessment
could affect the eligibility determination of a youth identified as needing special education
services (Gagnon et al., 2013). Issues regarding juvenile offenders receiving appropriate
assessments may lead to inappropriate levels of services and affect the outcomes of youth on IEP
goals and objectives. According to Krezmien, Mulcahy, and Leone (2008), incarcerated youth
have higher rates of academic underperformance, mental health identification, and school failure
than their peers in the community. It is critical to the planning, development, and implementation
of services for incarcerated youth if juvenile justice systems know more about the academic,
mental health, and special education needs of incarcerated youth. The absence of special
education eligibility and evaluations in a juvenile justice system is problematic because the
disability status under the IDEA can affect the incarcerated youths’ access and entitlement to
mental health services (Krezmien et al., 2008). In every state, a juvenile justice system has a

process of detaining or releasing a juvenile. If a juvenile is detained, then immediate notice is
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provided to the parent, guardian, or other responsible adult (Osher et al., 2002). If the juvenile
has a disability, the youth is more than likely at risk of being detained (Osher et al., 2002).
Usually when the youth with a disability is being processed, the youth with a disability may
exhibit inappropriate behaviors, fail to provide critical information, and make impulsive
decisions (Osher et al., 2002). In addition, the youth with a disability may not understand the
paperwork or information that has been presented to him or her. Once the youth is in the system,
inappropriate assessments and testing of the youth’s disability and needs can occur due to the
inadequate initial perceptions of the youth’s behavior (Osher et al., 2002). Sometimes during the
assessment process special needs, medication, and education information is not accessible. Many
times, incarcerated youth have academic and mental health problems that were not identified
during the assessment process. In addition, the disability of the youth may be irrelevant to the
adjudication process and the severity of the crime committed (Osher et al., 2002). A study was
conducted with 521 incarcerated participants in an all-male youth corrections facility in the mid-
Atlantic region of the United States (Krezmien et al., 2008). The participants included detained
male youth (N=171) and housed male youth (N=350) (Krezmien et al., 2008). The purpose of
this study was to investigate the academic achievement, mental health history, and special
education status of detained and incarcerated males in one mid-Atlantic juvenile youth facility.
The researchers examined the educational and mental health records and information obtained
through the intake screening protocol. Results from descriptive data and logistic regression
analysis was reported in this study. The results indicated that there were serious academic and
mental health problems among the participants (Krezmien et al., 2008). The researchers found

that there were high rates of students identified with a disability, severe deficiencies in academic
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achievement, and high percentages of students that self-reported mental health problems
(Krezmien et al., 2008).

The third principle of IDEA is the IEP. IDEA mandates that IEPs must be developed,
reviewed and/or revised, and implemented for every individual with a disability. The IEP is a
legal document that must address the required, individualized special education services for all
individuals with a disability. Each IEP is designed to address the unique individualized needs of
individuals with disabilities. The requirements of the IEP include the IEP Team members, parent
participation, and transition services. The types and amount of special education and related
services must address the individualized needs of individuals with a disability, regardless of the
individual’s placement or environment. This also includes the development of appropriate
instructional and behavioral interventions for individuals with disabilities who are in a juvenile
justice system. In addition to these IDEA requirements, transition must be addressed for all
transition-aged individuals with disabilities. Despite IDEA requirements, there are two related
IEP issues that have been identified as compliance issues within the juvenile justice system. The
two issues are access to the general education curriculum and appropriate transition planning
(Gagnon et al., 2015). Violations with IEPs have been cited in the Department of Justice findings
related to the adherence of IEP provisions (Gagnon et al., 2015). IEP violations include: (1) lack
of individualization, (2) lack of delivery of special education services, (3) inconsistent continuum
of special education services, (4) lack of IEP implementation and related services, and (5) lack of
IEP Team membership and participation (Gagnon et al., 2015).

The fourth principle of IDEA is the provision of the LRE (Gagnon et al., 2015). IDEA
specifically requires that “to the maximum extent appropriate”, youth with disabilities in public

or juvenile justice systems, are educated with youth without disabilities (Gagnon et al., 2015).
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Juvenile justice systems must provide a continuum of special education and related services to all
incarcerated youth with disabilities and with their nondisabled peers to the maximum extent
possible (Gagnon et al., 2015). Therefore, juvenile justice systems must consider the
requirements for educating youth with disabilities in the LRE (Gagnon et al., 2015). Within the
juvenile justice system there should exist a continuum of special education and related services
for youth with disabilities. In addition, these services must be provided to youth with disabilities
alongside their nondisabled peers to the maximum extent possible. This is an issue because
within a juvenile justice system, there is often limited space and staff that can provide
appropriate services to meet the individual needs of youth with disabilities. Often, incarcerated
youth with disabilities are provided special education services and education services in a self-
contained setting or fully included setting that is inappropriate for the youth with a disability
(Gagnon et al., 2013).

The fifth principle is procedural due process (Gagnon et al., 2015). Under procedural due
process, there must be procedural safeguards and discipline procedures for incarcerated youth
with disabilities (Gagnon et al., 2013). Developing and implementing proactive behavior
improvement plans and individualized behavior intervention plans are problematic in juvenile
justice systems (Gagnon et al., 2013). The inadequate behavior policies and procedures,
practices, and teachers not properly trained, disproportionately affects incarcerated youth with
disabilities (Oliver & Reschly, 2010). In addition, less than two thirds of juvenile justice
personnel have training focused on youth with disabilities (Kvarfordt et al., 2005). In order for
appropriate behavioral policies, procedures, and practices to be implemented with fidelity,
juvenile justice systems must incorporate a comprehensive cross-discipline professional

development for all administrators, educators, and security personnel (Jurich et al., 2001).
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The sixth principle is parent participation (Gagnon et al., 2013). IDEA requires that all
public institutions must attempt to involve the parent, including guardians/ surrogate parents, in
the educational process of youth with disabilities (Gagnon et al., 2013). Often, parental
involvement is lacking or non-existent within juvenile justice systems. Parental involvement is
often complicated when the youth is considered a ward of the state and/or when the facility is
located far from the parents’ residence (Gagnon et al., 2013). In order to appropriately prepare an
incarcerated juvenile with a disability for transition from a juvenile justice system back to school
and/or the community, it is imperative that planning begin prior to the transition and that
supports are in place during and after the juvenile is released (Baltodano et al., 2005).

Youth with disabilities are often not prepared for the transition from one educational
setting to another and experience difficulty accessing appropriate transition programs and
services in preparation for life after high school (Adkinson-Bradley et al., 2007). For many youth
with disabilities, the transition from school to adult life is not one of joy and anticipation but,
instead, is a journey of fear into the unknown (Bambara et al., 2007). The many academic and
vocational difficulties that youth with disabilities face may be due to lack of proper transition
programming, awareness, planning, and support.

Transition from a juvenile justice system to the community requires support from the
juvenile justice system staff, personnel from the school system, and other community-based
programs (Krezmien et al., 2008). An effective transition program involves the student with a
disability, their family, school/juvenile justice system personnel, and community agencies
(Kohler, 1993). Effective transition programming requires that teachers have the knowledge and
skills to work with students in order to develop an IEP and program of study that is engaging and

relevant to the academic experiences and curriculum (Morningstar & Mazzotti, 2014). One of the
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post-school predictors for success for youth with disabilities is the development of a relevant
program of study (Test et al., 2009). The program of study has been operationally defined as “an
individualized set of courses, experiences, and curriculum designed to develop students’
academic and functional achievement to support the attainment of students’ desired post-school
goal” (Rowe et al., 2013, p. 8). The IEP Team should focus on developing and implementing an
appropriate IEP that addresses the individual with a disability’s needs, including related services.
In addition, the IEPs of incarcerated youth with disabilities must focus on the course of study and
transition programs that will provide support in achieving academic standards. In addition to the
academic focus of the general education curriculum, high school curricular options must also
involve students with disabilities in community-based work experience, vocational education,
dropout prevention and reentry programs, independent living skills programs, Tech Prep
programs, service-learning opportunities, and others (Johnson et al., 2002). Career development
activities and transition planning are mandated for all youth with disabilities during their
transition age. These youth must be afforded the opportunity to receive services to plan for
successful post-secondary opportunities and employment options (Moody et al., 2008).

In order to prepare youth with disabilities with a successful transition from a juvenile
justice system to the school and/or community, these youth must be provided with the necessary
services and supports to get them engaged in school, work, or other programs. According to a
study, 63 percent of the new job openings in this country will require workers to have either
postsecondary education or vocational training/education (Salinger, 2010). In addition to the new
job requirements for workers, high school students without disabilities frequently know very
little about their career interests, career options, employment skills, or what post-secondary

activities are needed for them to accomplish their goals and find a job (Moody et al., 2008).
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There is a need to prepare incarcerated youth with disabilities for real life work experiences.
Incarcerated youth with disabilities experience more difficulty than general incarcerated youth to
engage in transition activities and related state requirements intended to prepare youth to return
to public school and/or prepare them to enter the workforce (Baltodano et al., 2005).

In preparation for life in the post-secondary world, incarcerated youth with disabilities
often face difficulties when accessing appropriate transition services (Adkinson-Bradley et al.,
2007; Johnson et al., 2002). Often, the difficulties of incarcerated youth with disabilities are
similar to the difficulties of youth with disabilities in other educational settings and are
overlooked in the development of transition programs and policies (Waintrup & Unruh, 2008).
Juvenile justice systems recognize the serious academic challenges that face juveniles (Salinger,
2010). Educators in juvenile systems also recognize the need for students to improve their
literacy skills and career interests. Incarcerated juveniles find themselves ill prepared for
transitioning back to their school and community (Salinger, 2010). One of the most difficult parts
of youth with disabilities leaving a juvenile correctional institution is returning home (Clark &
Unruh, 2008). Some youth with disabilities find it difficult to re-enroll in school and find a job
(Clark & Unruh, 2008). In addition, some youth with disabilities find it challenging to go back to
unsafe and unstructured environments that may lead back to patterns of delinquency (Clark &
Unruh, 2008). In addition to the many challenges incarcerated juveniles face, outside agencies
have difficulty providing services to these incarcerated youth with disabilities (Clark et al.,
2011). Transition services for youth with disabilities in juvenile justice systems can be extremely
complex to provide due to the punitive nature of the juvenile justice system, the networking
between agencies and the requirements of the IDEA (Clark et al., 2011). Many incarcerated

juveniles report that they have high educational expectations and career goals, even though
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evidence shows that most of the juveniles do not meet their expectations and goals (Salinger,
2010).
Statement of the Problem

Incarcerated youth with and without disabilities may continue to encounter unsuccessful
attempts at transitioning back to their community and/or school. The likelihood of incarcerated
youth with and without disabilities transitioning back into their community and/or school
successfully with an effective transition program is very slim (Bullis et al., 2002). In addition,
incarcerated youth with disabilities are disproportionally represented in the juvenile justice
system and vulnerable to poor outcomes and unemployment (Waintrup & Unruh, 2008). Few
studies have examined the career thinking and career interests of incarcerated youth with and

without disabilities transitioning back into the community and/or school.

Purpose of Study
The purpose of the present study was to examine the relationship of demographic factors
including disability, age, race, program type (general or sex offender program), and repeat
offender status, on self-reported results from Holland’s Self-Directed Search (SDS). This study
focused on the career interest of incarcerated youth with and without disabilities and the first-
letter Holland Code.

Research Questions

1. Is there a relationship between disability type and first letter code of the SDS?
2. Is there a relationship between age and first letter code of the SDS?

3. Is there a relationship between race and first letter code of the SDS?

4. Is there a relationship between program type and first letter code of the SDS?

5. Is there a relationship between repeat offenders and first letter code of the SDS?
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6. Is there a statistically significant mean difference between disability and the first

letter code of the SDS?

7. Is there a statistically significant mean difference between age and the first letter
code of the SDS?

8. Is there a statistically significant mean difference between race and the first letter
code of the SDS?

9. Is there a statistically significant mean difference between program type and the

first letter code of the SDS?

10. Is there a statistically significant mean difference between repeat offenders and

the first letter code of the SDS?
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Definition of Terms

Adjudicated: A judicial determination or judgement that a youth is a delinquent-status
offender or an adult offender

Delinquency: Violations of law by individuals legally defined as juveniles.

Evidence-Based Practices (EBP): is a method used based on significant and reliable
evidence derived from experiments.

Education for All Handicapped Children Act (1975) (EHA): also known as P.L. 94-
142, mandates that all children with disabilities are entitled to a free and appropriate public
education.

Free and Appropriate Public Education (FAPE): is the right of every school-aged
child from kindergarten until the age of 22.

Holland Code: Three letter code yielded as results through the Self-Directed Search.

Individuals with Disabilities Education Act (IDEA): is the Federal Law enacted in
1990. It revised the Education for All Handicapped Children Act (EHA) and amended in 1997.

Individual with Disabilities Improvement Act (IDEIA): is the reauthorization for the
IDEA amended in 2004. This was originally the Education for All Handicapped Children Act
(EHA).

Individualized Education Program (IEP): is the legal document that defines a
student’s special education program and services.

Juvenile: a person younger than age 18.

Juvenile Detention: the temporary and safe custody of juveniles who are accused of
conduct subject to the jurisdiction of the court who requires a restricted environment for their

own or the community’s protection while pending legal action.
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Local Education Agency (LEA): a school operated by the local Board of Education.

Section 504: This is an important section of the Rehabilitation Act of 1973 which
protects the rights of individuals in programs that receive Federal funding.

Self-Directed Search: Vocational interest test published by John L. Holland originally in
1971 and updated numerous times since. The most recent version was published in 2017.

Transition Services: A coordinated set of activities for a student with a disability that is
designed to be within a results-based process, that is focused on improving the academic and

functional achievement of the child. It considers the child’ strengths, preferences, and interests.
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CHAPTER Il. LITERATURE REVIEW

Introduction

Research suggests that the two most critical factors in addressing the transitional needs of
youth with disabilities are school and the community (Stephens & Arnette, 2000). Successful
transition from the juvenile justice system into school, employment, and the community is a
multidimensional process. The collaboration and coordination between agencies and across
services are necessary at multiple phases during the transition process. The movement from a
juvenile justice system to a public school is one of the transitions that can often be complicated
because the juvenile justice system, related agencies, and communities must plan for what needs
to occur for youth with disabilities. According to Rutherford, Nelson, and Wolford (1985), the
programs geared toward the transition of incarcerated youth with disabilities have often been
neglected by correctional education efforts because of essential compliance issues regarding the
implementation of IDEA and correctional special education. One issue is the identification of
youth in the juvenile justice system. The identification of youth with disabilities in juvenile
justice systems are often delayed due to the absence of previous educational records and the
amount of time the youth has been out of school, the geographic location of the school, and the
absence of procedures for obtaining education records (Rutherford et al., 1985). This delay
creates slowed special education identification and services as well as isolated correctional
education services. In one study, a survey was conducted including 33,190 incarcerated youth in
state juvenile justice systems (Rutherford et al., 1985). Of the 33,190 incarcerated youth, 30,681
were in the juvenile justice education program (Rutherford et al., 1985). The estimated number

of incarcerated youth receiving special education services was 7,570 (Rutherford et al., 1985).
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The survey indicated that of the 399,636 adults in state corrections programs 118,158 were
receiving correctional education services (Rutherford et al., 1985). It was estimated that 41,590
individuals with disabilities are in an adult correction program (Rutherford et al., 1985). Of the
41,590 individuals in an adult correction program, 4,313 of incarcerated adults receive special
education services (Rutherford et al., 1985). The results of this survey indicated that there is a
need for correctional special education services in the juvenile and adult correctional facilities in
the United States. In addition, the provision of transition services, strategies, and service are
difficult to provide due to the conflicting priorities and responsibilities of the personnel within
the juvenile justice system (Rutherford et al.,1985).
Strategies and Services

Practitioners in the field of juvenile justice education often believe that in order for the
educational process to be successful for incarcerated youth with disabilities transitioning from
the juvenile corrections system to the community, programs must comprehensively address the
academic and social needs of the youth (Whitter & Sutton, 1990). The Pollard et al. (1994) study
sought to prioritize effective transition services and categorize programming aimed at the
transition services of adjudicated youth with disabilities. Although this study was aimed at
postsecondary transition of youth with disabilities, it also appeared to be relevant to youth
transitioning from the juvenile justice system back to the community and school (Pollard et al.,
1994). The researchers used a three round Delphi process using a questionnaire. There were 76
knowledgeable and experienced professionals working with adjudicated youth who agreed to
participate in the study. In the first round of questions, the questions were centered around
strategies and services. There were eleven areas identified as priorities which related to effective

services, strategies, and programs for incarcerated youth with disabilities (Pollard et al., 1994).
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The eleven areas were: Assessment/Evaluation; Basic Academic Skills; Career
Exploration/Education; Community Support; Family Involvement; Formal Transition Plan;
Interagency Collaboration; Job Placement; Social/Living Skills; Support Services; and
Vocational/Job Search. Based on a Likert scale, round two questioning of the participants
focused on their perception of effective services and strategies (Pollard et al., 1994). Based on
the ratings, participants agreed that certain components are crucial to transitioning for youth with
disabilities (Pollard et al., 1994).

Program services and strategies are key components when addressing the transitional
needs of incarcerated youth with disabilities. One study investigated strategies and services used
with the transition of incarcerated youth with disabilities (Pollard et al., 1997). Pollard et al,
(1997) discovered that in studying the strategies and services of the various agencies, three areas
of intervention surfaced with an emphasis on instruction. The three areas of intervention were
individual assessment and evaluation, instruction in basic academic skills, and social and
independent living skills training. Social skills training appeared to be the largest area in which a
number of programs offered training opportunities in the areas of survival skills preparation,
anger management, sex education, and conflict management (Pollard et al, 1997). Another area
that was deemed important was job placement for youth with disabilities. It was noted in this
study that it was difficult to maintain contact with outside agencies. Additionally, gaining
community support and teaching youth about community services impacted the transition
process (Pollard et al., 1997). The researchers also noted that cross-agency communication did
not yield high respondents and that only about half of the institutions responded to practices
aimed at encouraging family involvement. They reported that transition programs for adjudicated

youth with disabilities had not been highly talked about in the juvenile justice system educational
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process. The researchers suggested that transition programs for adjudicated youth require a
comprehensive approach that involves interagency cooperation and collaboration. Maintaining
and developing a relationship with the community, developing a system that incorporates
community-based experiences, pre-release planning by various agencies, and implementing a
transition plan were identified important components of effective services and strategies. Round
three questions focused on prioritizing the eleven categories cited based on just the category as
being the most when compared to the other categories. The participants indicated that family
involvement was the strategy of greatest importance in assisting incarcerated youth with
disabilities (Pollard et al., 1997). The other components were interagency collaboration, training
in social skills, training in everyday living skills, and continued instruction in basic academic
skills. The researchers considered strong community support, family support and involvement of
the receiving schools, as well as the juvenile justice system to be critical in facilitating a
successful transition. In conclusion, Pollard et al., (1997) indicated that transitioning of
incarcerated youth with disabilities to the community and/school takes a united effort of many
agencies.
Characteristics of Transition Programs

There is limited information available on transition programs operated by youth juvenile
justice systems for adjudicated youth with and without disabilities. Effective and purposeful
transition programs should include a variety of services and resources for incarcerated youth
with and without disabilities. Transition programs should also focus on and address the academic
and social needs of incarcerated youth with and without disabilities as well as the facilitation of
their transition back into the community. Whittier and Sutton (1990) conducted a survey that

focused on the extent of transition programs, characteristics of transition programs, and types of
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transition programming for incarcerated youth with and without disabilities. The researchers
used a questionnaire to collect data for this study. The researchers used four objectives as a basis
for the questions. The questionnaire reflected the following areas: (a) goals of transition
programs..., (b) ... key components of transition programs ..., (c) ... information on persons who
operated the programs..., and (d) ... students served by the program. The purpose of collecting
this data was to determine the types of services offered for incarcerated youth with and without
disabilities, examine various program components, identify the quality of transition programs,
and to explore whether or not programs were geared to both youth with and without disabilities
(Whittier & Sutton, 1990). The researchers sent questionnaires to all chief
Administrators/Directors of Youth Corrections in fifty states including the District of Columbia.
The questionnaires were completed and 27 states returned participants through direct mailing
(Whittier & Sutton, 1990). The final sample of states resulted in 37 responses to the
questionnaire through either completing and returning it or responding to the survey via phone.
The overall combined total for the number of states and the District of Columbia included in the
survey was 51 and the total combined responding without programs was 37 (73%) while those
responding with programs totaled 23 (78%). The data collected indicated that many youth were
not benefitting from transition services. Three main areas related to the characteristics of
transition programs were indicated based upon this survey. The three areas of focus were
educational, social, and vocational (Whitter & Sutton, 1990). According to the researchers, the
educational characteristics must reflect programs that directly involve, develop, and place youth
in an educational program immediately following re-entry into the community. The social
characteristics must be related to educating youth about available social services, improving life

skills, self-help, and survival skills, improving self-concept, developing “crime-free” attitudes,

35



providing follow-up after transition, and overcoming attitudinal deficits (Whittier & Sutton,
1990). The vocational characteristics must focus on areas associated with preparing one for the
world of work, job training, vocational placement, and career-vocational assessment (Whittier &
Sutton, 1990). In addition, program characteristics included the following: (a) ...Programs must
be provided for youth with and without disabilities ..., (b) All age groups must be served by
transition services..., (¢) Records must be maintained on types of students..., and (d) Records
must be maintained on students’ post-placement status. The results indicated that the
characteristics of a transition program were crucial to youth transitioning from a juvenile justice
system to the community and/or school.
Role of Personnel

Transition planning is often cited as a critical element in the educational achievement and
school/community adjustment for adjudicated youth with and without disabilities (Hellriegel &
Yates, 1997). The juvenile justice and educational system personnel must collaborate and
establish common goals regarding the transitional planning and services needed to bridge the gap
from public schools to juvenile justice systems and from juvenile justice systems back to public
schools and home. Hellriegel and Yates (1997) conducted a three-fold case study. The
overarching implication of this study focused on effective collaboration. Their case study
included three components: a) to understand the relationship between two distinct groups, the
educational agency and the human services agency; b) to understand the need for collaboration
between two agencies; and c) to describe the process of these agencies and how they align
themselves with incarcerated youth (Hellriegel & Yates, 1997). The researcher used a qualitative
design to collect data for this study. The data were collected through semi-structured and

unstructured interviews. The researchers wanted to determine the ways in which the two
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agencies could develop collaborative efforts that would create better roles for each in the
educational process of incarcerated youth in the juvenile justice system. There were seven
themes identified from this study. The seven themes were: (a) interagency collaboration, (b)
interagency communication, (c) transition plans, (d) parental involvement, (e) correctional
facility education program development and implementation, (f) cross agency knowledge, and
(9) special education and related services. There were major findings in each theme. Data from
this study indicated that the juvenile justice and public school personnel perceived the need for
an increased effort towards communication and collaboration in order to bring about continuity
in the educational process for incarcerated youth and transition (Hellriegel & Yates, 1997).
Another finding was a lack of an understanding regarding each agency’s mission, goals, policies,
programs, and services. In addition, juvenile justice systems and public school personnel
reported confusion and frustration related to the lack of information and understanding. Findings
also indicated that parental involvement was not emphasized enough at each level in the
educational process (Hellriegel & Yates, 1997). Based upon this study, the researchers suggested
that the many problems associated with providing appropriate education could be alleviated
when parents and professionals work together. Hellriegel and Yates (1997) indicated that if
current practices continued, this could bring about litigation for both juvenile justice education
and public schools.

Juvenile justice education programs have been plagued by a range of programmatic
concerns. According to Horvath (1982), the disagreement and uncertainty regarding goals, needs,
and objectives of juvenile justice educational resulted in a lack of comprehensive planning and
collaboration among agencies. In addition, problems are exacerbated by the educational needs of

incarcerated youth with disabilities. Little research has been conducted to examine the practices
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that facilitate the effective transition of incarcerated youth with disabilities into juvenile justice
systems and reintegration back into the schools/community. Lewis et al, (1998) conducted a
study using quantitative methods, examining the current practices that facilitated the effective
transition of incarcerated youth with disabilities into the juvenile justice system and emphasized
the reintegration of youth back into the community and schools. In addition, this survey
examined the interagency collaboration between education and the correction agencies (Lewis et
al., 1998). This study indicated that little research was available that focused on practices that
facilitated transition of youth with disabilities. The most important finding from this study
indicated that special education services were difficult to provide in the juvenile justice system
due partially to poor coordination between the juvenile justice system and the school (Lewis et
al., 1998). Furthermore, the study indicated that due to the philosophy of juvenile justice
personnel, it was difficult to provide appropriate educational services. In this study, it was
indicated that the negative and nonchalant attitudes of administrators trickled down to faculty
and other staff working with the youth (Lewis et al., 1998). In addition, it was indicated that
collaboration was lacking and that minimal information about the youth and the needs of the
youth was not provided.

A continuum of collaborative services is a factor when implementing and addressing the
transitional and educational needs of incarcerated youth. Education practitioners added to the
body of knowledge in the facility to community transition of incarcerated youth with disabilities
by focusing on an outcome index referred to as engagement (Bullis et al., 2004). In one study,
over a 12-month period, the researchers examined the transition of 531 youth from the juvenile
justice system to the community. Findings supported the concept that beginning student

engagement in work and/or school immediately after leaving the facility had a positive effect on
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the youth in this study. Findings also indicated that transition services and intervention programs
should be focused on structured learning, school achievement, and employment skill upon the re-
entry of youth with and without disabilities (Bullis et al., 2004). Thus, youth engaged in work
and school immediately after leaving a juvenile justice system produced positive results (Bullis
et al., 2004). In addition, the results indicated that incarcerated youth had a difficult time
becoming engaged due to the lack of agency preparation and assistance for youth transitioning
into the community and/or school. The incarcerated youth with disabilities in this study were less
likely to be engaged in school and/or work after being released from the juvenile justice system.
In addition, the participants in this study were less likely involved in any type of educational
program upon returning to the community. In another study, 759 formerly incarcerated youth
indicated that only 12% completed a high school degree or General Equivalency Diploma upon
returning to the community (Bullis et al., 2004). Participants who received services such as
mental health or other community-based agency were more likely to be engaged than those who
did not receive any services (Bullis et al., 2004). These results were encouraging as they
indicated the importance and impact on service provision on engagement. Therefore, it is
important to implement comprehensive coordinated services for formerly incarcerated youth
with and without disabilities returning to the community as early as possible.

The implementation of coordinated services for incarcerated youth with and without
disabilities should also include services emphasizing school and community-based transition
services as well as vocational services. Transitioning from the juvenile justice system to the
community and/or school can be a difficult experience. Affording incarcerated youth with and
without disabilities programs in transition during periods of incarceration and collaborating with

education agencies outside the facility will better prepare youth for the transition to the
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community and school. Studies indicated that in order for youth to be successful once they leave
the juvenile justice system, a linkage between the public schools, juvenile justice system, and the
community must exist. Working collaboratively towards a common goal for youth with and
without disabilities transitioning into the community and/or school will enormously impact their
chances of becoming productive citizens. It has been established that seamless transition services
are necessary and requires agencies to collectively work together to assist incarcerated youth in
re-enrolling in school and connecting with community-based agencies. Research indicates that
school and community are the two most important variables in addressing the transitional needs
of incarcerated youth. Based upon the literature review, programs focused on transition for
incarcerated youth with and without disabilities must be comprehensive, address the academic
needs of youth, and begin immediately upon entry into the juvenile justice system.
Significance

The goal of transition for youth with and without disabilities is to plan for the future and
have a focus on the youths’ individualized strengths, preferences, and career interests. For
incarcerated youth with and without disabilities, the transition process can be interrupted and
even shortened. In fact, incarcerated youth with and without disabilities often do not receive
adequate education and services that adhere to the transition policies and regulations. Leone and
Weinberg (2012) identified six principles that could improve the outcomes of incarcerated youth.
The six principles are:

(a) Early education is essential.

(b) Quality education services are important for successful youth development.

(c) The outcomes for youth should be measured to determine positive outcomes.

(d) Support services are needed for some youth to succeed.
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(e) Collaboration and communication with outside agencies is vital.

(F) A need for change within interagency and cross-agency leadership.

Studies have shown that having a high quality early intervention and preschool program
can make major differences for children (Leone & Weinberg, 2012). This is especially true for
youth at-risk for school failure and delinquent behavior (Leone & Weinberg, 2012). Quality
education assists youth with achieving age-appropriate academic goals, social goals, and
prepares youth for adulthood (Leone & Weinberg, 2012). In addition, the outcomes of youth
should be measured by collecting data in order to determine if youth are failing. The goals of
youth need to be matched with the collection of academic and performance data. The support
services needed for some youth must be individually tailored to support the needs of the youth
(Leone & Weinberg, 2012). Evidenced-based practices and interventions need to become best
practices for these youth. Interagency collaboration is key if youth are to be successful achieving
age-appropriate academic and social skills and be successful transitioning to post-secondary
education, employment, and independent living. In order for agencies to collaborate, the agencies
must identify the stage of collaboration in which they are operating.

In addition, Leone and Weinberg (2012) made recommendations for all involved inter-
agencies. They described four stages of interagency collaboration that would best serve
incarcerated youth. The four stages of interagency collaboration are: (a) Stage 1, Co-existing
Stage of Collaboration; (b) Stage 2, Communication Stage of Collaboration; (c) Stage 3,
Cooperation and Coordination Stage of Collaboration; and (d) Stage 4, Coalition and True
Collaboration Stage. The co-existing stage is when the leadership and staff within the agency
have insignificant information about one another’s organization. The communication stage is

when the agency administrative staff and leaders understand one another’s mission (Leone &
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Weinberg, 2012). During the cooperation and coordination stage, the agencies have partnered
with each other, exchanged mission statements, and have developed a service plan for the
students (Leone & Weinberg, 2012). Once the agencies have merged their efforts and thinking,
empowered their staff to collaborate, they have attained true collaboration (Leone & Weinberg,
2012). The common goal for agency collaboration is to provide services, supports, and programs
to children and youth. The agencies within the juvenile justice system and cross-agencies need to
collaborate and work together to better serve youth. The juvenile justice system, education
agencies, administrative and support staff need to redesign the delivery of service and develop an
effective system that adequately addresses the needs of children and youth. In order to improve
the education outcomes of incarcerated youth, effective transition services must be implemented
to ensure that appropriate services are being implemented to meet the needs of incarcerated
youth with and without disabilities.

Intervention Models to Improve Outcomes for Youth in Juvenile Justice Systems

In response to the quality-of-life gaps between the outcomes of incarcerated youth with

disabilities and their nondisabled peers, secondary services must be provided for youth with
disabilities. In an attempt to reduce the potential for failure, frustration, and delinquency for
incarcerated youth, planning for transition back into the community and/or school should include
a constellation of approaches. Leone et al. (2002) reported that a single approach addressing
violence and delinquency among youth does not work. They suggested that providing services
and supports throughout the community, family focus, and prevention-oriented collaboration is a
better approach. There are two models to illustrate proactive intervention in reducing the number
of youth with disabilities in juvenile justice systems. The two models are called (a) restorative

justice and (b) wrap-around services. The use of restorative justice and wrap-around services as
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part of secondary transition services could improve the outcomes of youth with and without
disabilities involved in the juvenile justice system.

Restorative justice demands for a different approach to the treatment of youth (Deitch,
2014). Restorative justice is an alternative to punishment within the juvenile justice system. The
purpose behind restorative justice is to understand and address the needs of the victim and
community. According to Bazemore and Umbreit (1999), restorative justice is a new way to
think about and respond to crime. The focus of this model is its emphasis on repairing the
damage the crime has on its victim(s) and how to repair the damage. Restorative justice redefines
the way the justice system addresses public safety, authorizations, and rehabilitative goals for
reintegrating those affected (both victim and offender) back into the community as resilient and
responsible members of society (Stenhjem, 2005). Research has been reported that restorative
justice reduced fear among victims and decreased the frequency and severity of crimes (Umbreit
& Fercello, 1997). The restorative justice model offers a proactive alternative for schools and
communities when addressing youth with disabilities involved in the juvenile corrections system.

Restorative justice is governed by three principles. The first principle is that all people
should be created with dignity and worth (Deitch, 2014). The second principle is that the primary
goal of juvenile correction systems is to repair the harm and rebuild the community (Dietch,
2014). The third principle is that the results are measured in terms of repair not punishment
(Deitch, 2014). According to Umbreit (2000), more than 45 states have developed and
implemented restorative justice policies and programs. These programs have provided higher
levels of victim and offender vindication and greater possibility of success than traditional justice
programs (Umbreit, 2000). One example of a restorative justice program is the Juvenile

Corrections Interagency Transition Model. The Juvenile Corrections Interagency Transition
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Model is a restorative justice model that would facilitate successful transitions of youth with
disabilities between juvenile justice systems to community schools (Edgar et al., 1987). This
model consisted of four main areas: (a) awareness of juvenile incarceration or release; (b) timely
transfer of school/mental health service records; (c) transition planning for incarceration and
release; and (d) collaborative interagency communication.

The second model is wrap-around services. Youth with disabilities as well as other youth
within the juvenile justice system often require a wide range of individualized support and
services. These services need to be comprehensive, collaborative, and available within the
distinct communities, cultures, and environments that these youth live (Stenhjem, 2005).
According to Leone et al. (2002), the wrap-around service is a preferred approach to reducing
juvenile delinquency and crime for youth with and without disabilities. This model provides
services and support through the community, family, and a prevention-orientation collaboration
among stakeholders. The services provided through the wrap-around service model include a
comprehensive, individualized process of providing services to youth within the juvenile justice
system. Wraparound Milwaukee is an example of a wrap-around program that relies heavily on
the involvement of schools and child welfare, social services, and juvenile justice system
representatives to develop and implement a plan (Mears & Aron, 2003). This program also
monitors the individual and system performance to identify and solve any problems so that the
program will be successful for all students (Mears & Aron, 2003). In Rhode Island, the Project
Hope System of Care is a wrap-around program that is designed for youth returning from secure
care. These wrap-around services provide an array of transition services and supports to the
family and youth that support positive youth development outcomes (Osher et al, 2012). In

Ingham, Michigan, Impact System of Care provides coordinated services and supports for
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children with serious emotional disturbance (Osher et al., 2012). These wrap-around services
strive to provide strength-based, family-centered services that will build and enhance home and
community-based services for youth involved in the juvenile justice system (Osher et al., 2012).
Effective wrap-around services are culturally centered around the youth and family and include a
collaborative, unified, community-based team to meet the needs of youth within the juvenile
justice system.
Complex Needs of Youth in Juvenile Justice Systems

The education and transition services for incarcerated youth with and without disabilities
can often be disrupted and even reduced. Although there are intervention models, incarcerated
youth often are not afforded the opportunity to receive the coordination of services across all
systems and providers. Incarcerated youth have less access to education, particularly post-
secondary education when compared to youth without juvenile justice system involvement
(Osher et al., 2012). Incarcerated youth have a variety of interrelated academic, social,
emotional, and mental needs (Foley, 2001). Youth involved in the juvenile justice system often
have low education levels, serious deficiencies in academic skills, and many qualify for special
education services (The Council of State Governments Justice Center, 2015). Most juveniles
involved in the juvenile justice system are seriously academically deficient and may have mental
health needs (Leone & Weinberg, 2012). Youth detained and incarcerated in the juvenile justice
system in the United States typically perform 3 to 4 years below their peers on academic
performance measures (Leone & Wruble, 2015). In addition, incarcerated juveniles often lack
high school credit, are over age, and find it difficult to transition into the school system and

community (The Council of State Governments Justice Center, 2015).
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It is often difficult to fully implement educational services in a juvenile justice system. In
some juvenile justice systems, there often is a lack of effective programming that addresses the
individual needs of youth including cultural background and disabilities (Mears et al., 2003). In
addition, there are few juvenile justice systems that maintain consistent records of reliable
funding of programs that assist incarcerated youth with and without disabilities (Mears et al.,
2003). Many juvenile justice systems in states are challenged with the implementation of the
disability laws and programs and how to improve implementation (Mears et al., 2003). In fact,
juvenile justice practitioners often lack the training and certification of juvenile justice personnel
to work with youth with disabilities (Mears et al., 2003). Furthermore, juvenile justice systems
are faced with a high rate of mobility of youth with disabilities that enter and exit facilities at any
given moment and often receive inadequate special education and transition services.

Special Education Transition Services in Juvenile Justice Systems

Transition is a process that happens to all people at different times in their lives.
Individuals transition from pre-school to elementary school, elementary school to middle school,
middle school to high school, and high school to a career and/or post-secondary school. Youth
with disabilities are often not prepared for the transition from one educational setting to another
and experience difficulty when accessing necessary transition services (Johnson et al., 2002).
Youth with disabilities often experience difficulty accessing appropriate transition programs and
services in preparation for life after high school (Adkinson-Bradley et al., 2007). Incarcerated
youth with disabilities often have more difficulty engaging in effective transition activities that
prepare them for their return to school, community, and/or the workplace (Moody et al., 2008).
Various studies have indicated that incarcerated youth with disabilities tend to be less successful

than youth in traditional programs (Moody et al, 2008). Incarcerated youth with disabilities find
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it difficult to engage in special education transition activities and related services than youth
without disabilities (Baltodano, et al., 2005).

Being in a juvenile justice facility often hinders and sometimes prevents youth with
disabilities from receiving appropriate special education and transition services. Incarcerated
youth with disabilities are more likely to drop out of school, become unemployed, and have
lower literacy rates (Platt et al., 2015). In addition, incarcerated youth with disabilities
consistently experience poor post-school outcomes when compared with their peers without
disabilities (Test & Cease-Cook, 2012). The National Longitudinal Transition Survey 2 (NLTS2,
2005) found that youth with disabilities lag behind their peers in all outcome areas including
employment, independent living, and postsecondary education attendance (Test & Cease-Cook,
2012). Data from the NLTS2 documented the experiences of a national sample of youth ages 13—
16 years in 2000 as they moved from secondary school into adult roles. According to the data,
fewer youth with disabilities were enrolled in postsecondary education and employment at two
years post-school than youth without disabilities. According to the NLTS2, students with
disabilities also had higher dropout rates compared to students without disabilities. Youth with
disabilities consistently experienced poor post-school outcomes when compared with their peers
without disabilities (Test & Cease-Cook, 2012). The NLTS2 found that youth with disabilities
lag behind their peers in all outcome areas including employment, independent living, and
postsecondary education attendance (Test & Cease-Cook, 2012).

Juvenile justice systems often interrupt incarcerated youth with disabilities education
attainment, independent living, and employment opportunities. A U.S. Department of Education
study indicated that 43 percent of incarcerated youth with disabilities did not return to school

after being released and another 16 percent enrolled back in school but later dropped out after
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five months (Holman & Ziedenburg, 2006). In another study, researchers found that most youth
with disabilities that are in the 9" grade return to school only to drop out within a year (Holman
& Ziedenburg, 2006). Youth that leave the juvenile justice system and who do not return to
school face collateral risks such as dropping out of school, facing higher unemployment, and
living a shorter, less productive life (Holman & Ziedenburg, 2006). If the juvenile justice system
interrupts the educational attainment of incarcerated youth with disabilities, it is obvious that it
may impact the employment opportunities for youth as they transition into the community and/or
school. Despite the development in education, disability laws and policies, federal mandates, and
program funding, the post-school outcomes of youth with disabilities are poor.

Incarcerated youth with disabilities must be provided with individualized services that are
compliant with disability laws and regulations. In addition to providing special education
services and related services, juvenile justice systems must ensure that youth with disabilities
have access to a broad continuum of services and support that will promote engagement in
learning by setting high educational expectations. Meeting the requirements of IDEA in juvenile
justice systems can be a discouraging task. In the juvenile justice systems, youth with disabilities
are likely to be served according to the severity of their crime and length of sentence (Leone et
al, 1991). The process of youth with disabilities transitioning in and out of juvenile justice
systems can be highly complicated and troublesome to maneuver (Clark et al., 2011). According
to Leone and Meisel (1997), youth with disabilities in the juvenile justice system often do not
receive adequate academic, special education, and transition services in juvenile justice systems.
The Center on Education, Disabilities and Juvenile Justice, and the National Disability Right
Network Project Forum conducted a survey to determine state’s approaches to providing special

education services to youth with disabilities in juvenile justice systems (Muller, 2006). The
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results of the survey indicated that the exchange of information and school records and IEPs
between the school and juvenile justice system were not always a smooth transition. According
to Bullis et al. (2004), the outcomes of formerly incarcerated youth with disabilities are very
poor compared to those youth without disabilities. In addition, incarcerated youth with
disabilities often receive inadequate academic and behavior interventions (Nelson et al., 2004).
This lack of proper special education transition and academic services within the juvenile justice
system means that the youth are not being prepared to go into the community for resources,
internships/apprenticeships, job shadowing, or mentoring (Moody et al., 2008). In addition, it can
be difficult to provide appropriate education and transition services for incarcerated youth with
disabilities (Griller-Clark, 2001). Preparation for life in the post-secondary world for
incarcerated youth with disabilities can often be difficult when accessing appropriate special
education transition services (Adkinson-Bradley et al., 2007; Johnson et al., 2002). Data from a
variety of sources indicate that incarcerated youth with disabilities are less likely than other
youth with disabilities to complete high school or to make successful transitions back into the
community and/or school. Factors such as inaccurate identification of the disability, lack of
required services and educational supports, unqualified personnel, and ineffective transition
planning and services are reasons why incarcerated youth with disabilities do not receive
appropriate educational services (National Center on Secondary Education and Transition, 2004).
In order for youth with disabilities to achieve academic knowledge and skills necessary to be
successful, incarcerated youth with disabilities must have more access to programs and services
to prepare them for life after high school.

Inadequate education and services in juvenile justice systems is a troublesome and

prevalent problem. Developing and implementing effective transition programming for
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incarcerated youth is a critical challenge (Platt et al., 2015). Youth that return to the community
are more likely to drop out of school, become unemployed, have lower literacy rates, and enter
adult correctional facilities (Platt et al., 2015). Transition for youth with disabilities has an
established set of best practices that guide the provision of services and interventions (Platt et al.,
2015). The transition practices and evidence-based knowledge for youth with disabilities in a
general public school have grown extensively (Platt et al., 2015). In addition, the identified
evidence-based secondary transition practices for youth with disabilities have increased in
quality as well as quantity (Platt et al.). Although the quality and quantity of evidence-based
practices have increased for youth with disabilities, transition practices for incarcerated youth
with disabilities are less defined. According to Platt et al. (2015), numerous juvenile justice
system transition guidelines and practices have been proposed, but most lack the evidence to
support their efficacy. In addition, due to the lack of training and effective structures, juvenile
justice evidence-based transition programs and practices are not well developed for incarcerated
youth with disabilities (Platt et al., 2015). Often, the services for incarcerated youth are weak due
to the lack of resources and mandates to provide comprehensive services (Leone et al., 2002).
For many incarcerated youth, there is little opportunity for successful reintegration into school
and/or community, and the workplace (Gagnon, 2018). Youth with disabilities present unique
and individualized challenges that require supports in order to transition back to the school
and/or community (House et al, 2018). Effective transition programs and services could promote
growth during incarceration and increase individual resiliency as youth with disabilities

transition back into school and/or the community (Baltodano et al., 2005).
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Youth with Disabilities in Juvenile Justice Systems

Juveniles in the United States are confined in many state juvenile justice systems,
including residential treatment centers, group homes, wilderness programs, boot camps, and
county-run youth facilities (Mendel, 2011). A national count of incarcerated youth was
conducted in 2007 (Mendel, 2011). It was indicated that approximately 60,500 U.S. youths were
incarcerated in juvenile justice systems and approximately 40 percent of these youth were held in
a locked long-term facility (Mendel, 2011). Youth in a long-term facility are usually confined
from a few months to a year (Clark, 2014). Most of these long-term facilities are owned by the
state or a private company under contract with the state. In addition, many of these facilities are
large and can house approximately 200-300 juveniles. These facilities usually operate in a
confined prison-like fashion with razor-wire, isolated locked cells (Mendel, 2011). Incarcerated
youth in the United States is a serious problem and the rates of juvenile incarceration are
alarmingly high (Sheldon-Sherman, 2013). In 2009, the United States Courts held 1.5 million
delinquency court cases per day. In 2009, there were 315,000 juveniles housed in a juvenile
justice facility. Of these 315,000 juvenile court cases, Judges ordered 133,800 juveniles to a
juvenile justice facility (Sheldon-Sherman, 2013). Juvenile justice systems nationwide are
charged with the responsibility of providing care, custody, and education for incarcerated youth
with disabilities (Clark, 2014). It is expected that these juvenile justice systems provide safety to
the youth and the public, in addition to providing a variety of other functions (Clark, 2014).

Juvenile justice systems provide a variety of helpful services that support the juvenile’s
physical, emotional, and social development (Clark, 2014). These services include education,
communication, counseling, medical, nutrition, and recreation (Clark, 2014). Because most

juveniles serve sentences in juvenile justice systems for short periods, during the course of a
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year, more juveniles are admitted in local facilities than state-owned facilities (Hockenberry et
al., 2011). The majority of these public facilities are detention centers, where the juveniles stay
for relatively shorter periods of time (Hockenberry et al., 2011). Residential treatment centers
make up 34% of all facilities and hold 36% of incarcerated juveniles. In Alabama, there are a
total of 56 juvenile facilities. Of the 56, 13 are public facilities and 43 private facilities
(Hockenberry et al., 2011).

Youth with disabilities comprise a disproportionate percentage of incarcerated youth in
juvenile justice systems (Karger & Currie-Rubin, 2013). Compared to youth without disabilities,
a disproportionate number of youth with disabilities are incarcerated (Sheldon-Sherman, 2013).
In addition, a significant number of these incarcerated youth have education related disabilities
and are eligible for special education services. Studies indicate that up to 85 percent of
incarcerated youth in juvenile justice systems have disabilities (National Council on Disability,
2015). Youth with disabilities enter juvenile justice systems with academic, social, health,
emotional, and behavioral needs (Meisel et al., 1998). Youth with disabilities involved in the
juvenile justice system have less access to education and post-secondary services (The Council
of State Governments Justice Center, 2015). Many youth with disabilities in juvenile justice
systems do not receive adequate special education services (The Council of State Governments
Justice Center, 2015). Youth with disabilities in juvenile justice systems are typically among the
least academically proficient of their age group, often lagging two or more years behind their
peers in basic academic skills (Leone & Cutting, 2004). Many youth with disabilities enter
juvenile justice systems with a range of intense, educational, mental health, medical, and social
needs (Leone & Cutting, 2004). Many incarcerated youth with disabilities are not literate and

have experienced school failure and multiple retentions (Leone & Cutting, 2004).
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Furthermore, many of these youth with disabilities are disproportionately male, poor, and
members of a minority group (Leone & Cutting, 2004). In addition, youth with disabilities who
enter juvenile justice systems often lack interest in and motivation to learn, have low self-esteem,
and have discipline and attendance problems (Leone et al., 1991). Youth with disabilities who
enter juvenile justice systems have a variety of risk factors that make them a challenging
population of school-age students. Youth with disabilities may have risk factors characterized
by: (a) deficits in the areas of moral reasoning (Ross & Fabiano, 1985) and anger management
(Baca, 2001; Goldstein, 1999; Larson & Turner, 2002); (b) exhibited behaviors related to
alienation and isolation (Calabrese & Adams, 1990), substance abuse (Dembro et al., 1997), low
verbal abilities (Gemignani, 1992), psychiatric behaviors (Henggeler & Borduin, 1990); (c) poor
physical conditions that is a result of poverty (Parks & Turnbull, 2002); and (d) unstable home
environment indicated by poor parental employment, transiency, unstable parental relationships,
and involvement with the justice system.

Disproportionate Number of Youth with Disabilities in Juvenile Justice Systems

The prevalence of incarcerated youth with disabilities is alarmingly high (Robinson &
Rapport, 1999). The juvenile justice system is composed predominantly of youth with
disabilities. A disability could be physical, developmental, emotional, and/or mental. Intellectual,
developmental, learning, and emotional disabilities are the four disability categories common to
youth in the juvenile justice system (Development Services Group, 2017). The percentage of
youth with disabilities varies among juvenile justice systems (Hogan et al., 2010). In fact, the
extent of youth offenders with disabilities among incarcerated juveniles is shockingly high
(Robinson & Rapport, 1999). According to Quinn et al. (2001), it is estimated that 30—70% of

youth in juvenile justice systems have a disability. The number of incarcerated youth with
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disabilities are more than four times the number of youth in the general school population (Clark
et al., 2011). One national survey reported that more than a third of youth in juvenile justice
systems have been identified as having a learning disability and/or behavioral disability (Clark et
al., 2011). Research found that two-thirds of incarcerated youth endure one or more diagnosable
disabilities or mental health conditions (Mendel, 2011). Approximately one of every five
incarcerated youth has a mental health condition that significantly decreases their ability to
function (Mendel, 2011). In addition, incarcerated youth have higher incidence of learning
disabilities. In a national study of administrators, it was reported that 40% of incarcerated youth
were identified as having a learning disability (Gagnon & Barber, 2010). In a similar national
survey of state department heads of juvenile justice systems, it was reported that 33% of
incarcerated youth were classified with a disability (Gagnon & Barber, 2010). Incarcerated youth
often have learning disabilities, inappropriate behaviors, mental health problems, substance
abuse and addiction problems, and often have been exposed to abuse, violence, and neglect
(Houchins & Shippen, 2012). Youth that are incarcerated often have significate cognitive,
emotional, and intellectual disabilities (Mendel, 2011). The state department of juvenile justice
systems in the nation participated in a survey. A national survey was conducted by the Center for
Effective Collaboration and Practice and the National Center on Education, Disability, and
Juvenile Justice to determine the percentage of incarcerated youth with disabilities as well as the
disability category of youth served in the juvenile justice systems in the United States (Quinn et
al., 2005). The study surveyed all of the state departments heads of juvenile justice systems or
combined juvenile and adult corrections systems in the 50 states and District of Columbia. The
survey asked participants to provide the number of incarcerated youth in the facility as well as

the number of youth receiving special education. The participants reported that there were a total
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of 33,831 incarcerated juveniles and 81% of those incarcerated juveniles were in an education
program. Out of the 33,831 incarcerated youth, 8,613 youth were eligible for special education
services (Quinn et al., 2005). In addition to the number of incarcerated youth with disabilities,
participants were asked to identify the largest disability category. The participants reported that
specific learning disabilities and emotional disabilities were the two largest categories of
disability identified, followed by intellectual disability, multiple disabilities, and other health
impairments (Quinn et al., 2005). The results of the survey indicated that the number of
incarcerated youth with disabilities in juvenile justice systems was almost four times higher than
in public schools (Quinn et al., 2005). It was indicated that the numbers that were actually
reported in this survey might be underestimated. The numbers reported by the participants were
based upon the capability of the facility to have access to prior records of those youth that
transferred into the juvenile corrections systems (Quinn et al., 2005). In addition, the eligibility
and service variability among the states may have also impacted the underestimated number of
incarcerated youth with disabilities reported in this study (Quinn et al., 2005). The results of this
study indicated that there is an overrepresentation of incarcerated youth with disabilities in the
United States. The results of this survey indicated that an average of 33.4% of incarcerated youth
receive special education services (Quinn et al., 2005).

The prevalence of incarcerated youth with disabilities exceeds the prevalence of general
population. In 1997, the Office of Juvenile Justice and Delinquency Programs and the Office of
Special Education Programs (OSEP) organized a panel of experts to examine the prevalence and
relationships of juveniles with disabilities and their post-school outcomes (Quinn et al., 2005).
The participants in this study consisted of 51 juvenile detention center department heads, 42

juvenile justice facilities and 9 adult correctional facilities. All state juvenile justice systems were
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surveyed to include every incarcerated and committed youth under the age of 22 (Quinn et al.,
2005). In order to complete the survey, each agency was asked to use the December 1, 2000
census data that was submitted to the OSEP at the United Stated Department of Education. This
data provided a snapshot of the prevalence rate of youth with disabilities in the juvenile justice
system on any given day (Quinn et al., 2005). The results indicated that incarcerated youth with
disabilities who received special education services was nearly four times as high when
compared to 8.8% of students in the United States who received special education under IDEA.
This data indicated that there are a disproportionate number of youth with disabilities who are
entitled to special education services in juvenile justice systems.

A disproportionate number of youth with disabilities are placed in public and private
juvenile justice systems across the United States. It is estimated that 80% of incarcerated youth
have disabilities (House et al., 2018). Over 30 years ago Rutherford et al. (1985) conducted a
national survey of state special education and juvenile justice system education agencies, to
determine the need for, and provision of, special education to incarcerated youth with
disabilities. Rutherford and his colleagues (1985) found that youth with disabilities were over-
represented in the juvenile justice system. In 2005, a study was conducted to survey all state
juvenile justice systems in the United States (Quinn et al., 2005). This study surveyed all 50
states and the District of Columbia responsible for the confinement and education of incarcerated
youth. The data indicated that the number of youth with disabilities in juvenile justice systems is
almost four times higher than youth in the public programs (Quinn et al., 2005).

There is an overrepresentation of youth with disabilities in juvenile justice systems that
have been identified as having prevalent academic deficits (Gagnon et al., 2013). In 2000, the

Office of Special Education Programs (OSEP) reported that school-age children with disabilities
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in the United States make up 9% compared to a conservative estimate of 32% within the juvenile
justice system (Quinn et al., 2001). Larson and Turner (2002) reported that approximately 90%
of youth in juvenile justice systems meet one or more of the diagnostic criteria for a mental
health disorder. Furthermore, it has also been reported that incarcerated youth with intellectual
and developmental disabilities are more likely to commit serious crimes, enter a juvenile justice
facility, and are at a higher risk of recidivism, at a much younger age when compared to
individuals without disabilities (Development Services Group, 2017).
Prevention of Recidivism Among Youth in Juvenile Justice Systems

Youth with disabilities are a vulnerable group for the juvenile justice systems. One of the
most pressing challenges in juvenile justice systems is recidivism. Recidivism, or repeat
offending, is a very common occurrence in juvenile justice systems (Zhang et al., 2011).
Incarcerated youth are extremely vulnerable to delinquency and recidivism in juvenile justice
systems (Zhang et al., 2011). According to Zhang et al. (2011), approximately half of
incarcerated youth will return to a juvenile justice system. Many factors are associated with
juvenile delinquency and incarceration as well as factors that affect juvenile justice outcomes
(Baltodano et al., 2005). Researchers found that one factor of juvenile recidivism is disability.
Mental health and cognitive disabilities have been related to youth offending criminal behaviors
(Mallett, 2013). Studies have indicated that youth with disabilities have significant higher risks
of reoffending and being involved in the juvenile justice system (Mallett, 2013). Zhang et al.
(2004) found that incarcerated youth with cognitive and environmental needs were more likely to
reoffend. In addition, incarcerated youth with disabilities tend to exhibit poor social skills,
reduced self-impulse control, poor judgement, and inadequate coping skills (Baltodano et al.,

2005). Furthermore, incarcerated youth with disabilities tend to exhibit maladaptive behaviors
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that impairs the youth’s ability to learn, work, live, and function successfully in society
(Vanderpyl, 2015). As a result, incarcerated youth with disabilities frequently exhibit significant
academic and behavioral problems that usually result with the youth dropping out of school and
entering into the juvenile justice system (Baltodano et al., 2005). According to Arditti and
Parkman (2011), employment for recently released youth was out of reach because of their
criminal background. In fact, youth who have been incarcerated during their formative years
have not developed the general life skills and relationships like their nonincarcerated peers
(Arditti & Parkman, 2011). Instead, they have developed characteristics that have made finding
independence and employment even more challenging (Arditti & Parkman, 2011).

Incarcerated youth typically face large disparities in their hopes to succeed in school and
the workforce (Mendel, 2011). Juveniles involved in the juvenile justice system often experience
challenges (Farn & Adams, 2016). These challenges are often associated with recidivism. Cottle
et al. (2001) conducted a meta-analysis of twenty-three published recidivism studies conducted
between 1983 and 2000. Based upon this meta-analysis, Hoeve et al. (2009) investigated the
relationship between parenting practices and trajectories of antisocial behavior and found that
neglectful parenting, absence of a father, and the family history of incarcerated youth were
predictors to recidivism and aggressive behaviors. Studies were also conducted to determine the
impact of juvenile justice systems on the criminal career path of delinquent youth, and to
compare the effectiveness of juvenile justice system to a range of alternative punishment
(Mendel, 2011). Many studies find that incarceration of juveniles increases recidivism (Mendel,
2011). Researchers have documented that juvenile detention increases recidivism with juveniles
(Hobbs et al., 2013). One study was conducted to determine the most comprehensive analysis of

the impact of court processing on juvenile recidivism (Petrosino et al., 2010). In this study, 29
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juvenile justice studies were examined to determine whether processing of juvenile offenders
reduced recidivism. The researchers’ meta-analysis included 7,304 juvenile records over a 35-
year period (Petrosino et al., 2010). The findings in this study determined that processing a
juvenile in the court system appeared to be a result in subsequential acts of delinquency and
negative effects (Petrosino et al., 2010). This research revealed that youth incarceration is no
more effective than probation, and incarceration increases recidivism among youth (Mendel,
2011). Itis clear that incarceration creates additional challenges to youths’ success.
Confinement in juvenile justice systems often do not work as a strategy to deter youth away from
crime (Mendel, 2011). In fact some juvenile justice systems displayed constant failure to protect
incarcerated youth from dangerous physical and psychological harm in the forms of violence,
sexual assaults, or excessive confinement (Mendel, 2011). Lawsuits have been filed because
juvenile justice systems have failed to provide required services such as education, mental
health, and health care (Mendel, 2011). In the last four decades, there have been 57 lawsuits in
33 states that have resulted in court-sanctioned remedies in response to alleged abuse or
unconstitutional treatment of juveniles in juvenile justice systems (Mendel, 2011). In some court
cases, evidence had been provided to prove that one or more state funded youth facility displayed
a systematic failure to protect incarcerated youth from physical abuse, mental abuse in the forms
of violence from other incarcerated youth, staff, sexual assaults, and/or excessive confinement
(Mendel, 2011). Issues in juvenile justice systems have ranged from deplorable physical
conditions to inadequate programs and abuse. A number of court cases have complained about
the level of violence in juvenile justice systems, including high incidence of sexual and physical
assaults (Burrell & Annie E. Casey Foundation, 1999). For example, at the Plainfield Juvenile

Correctional Facility in Indiana, there were four youth who were assaulted and suffered broken
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jaws by other incarcerated youth (Mendel, 2011). In addition, according to this study,
incarcerated youth may also have been involved in some type of traumatic experience as a result
of involvement in the juvenile justice system (The Council of State Governments Justice Center,
2015). In most of these cases, incarcerated youth were not provided the necessary services to
address their deficits. Because some juvenile justice systems do not have the ability to prevent
abuse, maltreatment, and inhumane conditions of facilities, it is difficult for juvenile justice
systems to provide services to rehabilitate delinquent youth. In addition, juvenile justice systems
are inadequately positioned and equipped to provide effective services and treatment for youth
with disabilities, mental health conditions, and substance abuse (Mendel, 2011). Studies have
indicated that youth released from juvenile justice systems seldom succeed in school (Mendel,
2011). Many youth who are detained in juvenile justice systems fail to meet the minimum
statutory and constitutional standards of care (Burrell & Annie E. Casey Foundation, 1999). As a
result, many incarcerated youth suffer terrible physical, mental, and emotional abuse (Burrell et
al., 1999). The physical and mental abuse exhibited in juvenile justice systems may be related to
traumatic experiences, such as neglect and or exposure to violence (Gagnon & Barber, 2010).
Systematic abuse, violence, and excessive use of isolation have also been reported and
documented in juvenile justice systems in 39 states since 1970 (Mendel, 2011). In one
comprehensive study of youth detention center conditions, it was found that there are substantial
deficiencies in living space, health care, security, and control of suicidal behavior (Burrell &
Annie E. Casey Foundation, 1999).

Many factors affect juvenile justice outcomes and recidivism of incarcerated youth with
disabilities. A recent national longitudinal study on recidivism for youth offenders was

conducted. The study found that approximately 40% of offenders were in jail or prison and 20%
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were in some type of correctional facility (Clark et al., 2011). Research provides compelling
evidence on the negative effects of incarcerated youth in juvenile justice systems (U. S.
Departments of Education and Justice, 2014). According to research, experiencing incarceration
as a youth increases the likelihood of recidivism (U.S. Departments of Education and Justice,
2014). Follow-up studies tracking youth released from juvenile justice systems have reported
high rates of recidivism (Mendel, 2011). Studies of youth released from residential juvenile
justice systems are 70 to 80 percent more likely to be rearrested two to three years after being
released (Mendel, 2011). Available studies found that 38 to 58 percent of released youth from
juvenile justice systems are found guilty of new crimes within two years after being released
(Mendel, 2011). Another study examined the risk factors of recidivism related to education,
demographics and offense patterns for incarcerated males and females in a juvenile justice
system in Arizona (Thomas & Morris, 2013). This study sought to determine differences
between incarcerated male and female offenders in regard to risk factors for recidivism (Thomas
& Morris, 2013). This study included 3, 287, previously arrested, youth (2,134 males and 1,153
females) between the ages of 8 and 17 years that were enrolled in a large Arizona public school
(Thomas & Morris, 2013). The extensive data for this study was obtained from the University of
Arizona Juvenile Delinquency Project (UAJDP). The study consisted of 64.9% males and 35.1%
females. There were 54% Hispanic, 27.9% Caucasian, 9.9% African American, 6.0% Native
American, and 1.3% Asian American (Thomas & Morris, 2013). The researchers conducted a
chi-square analyses to determine whether there were a difference among independents for
incarcerated males and females. This analysis allowed the researchers to determine which
independent variables best predicted recidivism for each gender (Thomas & Morris, 2013). The

researcher also conducted a one-way analysis of variance to determine whether the number of
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referrals differed significantly among the various ethnic groups (Thomas & Morris, 2013). The
independent variables were the presence of an emotional disability, learning disability, speech or
language impairment, ethnicity, socioeconomic status, adjudication status, severity of offense,
standardized achievement test scores, involvement in the court system, and type of offense
(Thomas & Morris, 2013). The study found that there were significant differences between risk
factors and that male and female in this study differed in the risk factors that are predictive of
recidivism (Thomas & Morris, 2013). The results indicated that females commit fewer and less
severe crimes than males. The study also indicated that females outperformed the males in the
area of academic achievement. Overall, this study indicated that there were significant
differences between risk factors and that males and females in this study differed in respect to the
factors that predicted recidivism (Thomas & Morris, 2013).

Incarcerated youth probably have the most complicated educational, mental, and
behavioral needs in our society (Gagnon & Barber, 2010). Conditions that interfere with
education, mental health, family relations, job security, and support programs may lead to future
recidivism. Incarcerated youth can be challenged with finding employment, attending college, as
well as starting a family (Osgood et al., 2010). Incarcerated youth may struggle with emotional
problems, deficient family support, and insufficient capacity to acquire academic and
employment skills (Osgood et. al., 2010). Although post-school success is the ultimate goal for
incarcerated youth with disabilities, meeting the unique, individual transition needs of each
incarcerated youth is crucial (Baltodano et al., 2005). Most incarcerated youth are far below
academically and a large percentage of incarcerated youth have been diagnosed with a disability
(Mendel, 2011). Many incarcerated youth lack the basic cognitive and social skills needed for

self-advocacy and cooperation during incarceration (Gagnon & Barber, 2010). In addition, many
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incarcerated youth have deficits in interpersonal problem solving skills that contribute to
maladaptive behaviors (Gagnon & Barber, 2010). Furthermore, incarcerated youth with
disabilities tend to exhibit frequent aggressive behaviors that tend to place them at greater risk of
recidivism and placement in a juvenile justice system (Gagnon & Barber, 2010). For some
incarcerated youth with disabilities, transition is often an uncoordinated set of activities that
often leaves them unprepared for life after leaving the juvenile justice system (Baltodano et al.,
2005). It is critical that incarcerated youth with disabilities receive the necessary education and
support to increase the likelihood of having a successful transition back to the school and/or
community. With the increase of the recidivism rate of incarcerated youth, it is important to
prevent their return to the juvenile justice system.

Many juvenile justice systems allow juveniles to divert a minor law violation by sending
the juvenile to a diversion program (Hobbs et al., 2013). In some juvenile justice systems, the
court will allow low-risk juvenile law offenders to be screened out. This process is known as the
Early Assessment Process (Hobbs et al., 2013). In one study, juveniles were screened out using
the Early Assessment Process. The purpose of this study was to determine if juveniles reoffend if
they were screened out using the Early Assessment Process. This study took place in Nebraska.
The data on juveniles involved in the Early Assessment Process were provided by the Lancaster
County Attorney’s office. The data for juveniles referred to Juvenile Diversion were provided by
CEDARS Youth Services (Hobbs et al., 2013). A staff member from the Lancaster County
Attorney’s office collected the data from both groups. A random list of 400 juveniles were drawn
from each group. The staff member provided recidivism data for specific juveniles within both
groups. There were 798 male participants in this study that either participated in the Early

Assessment (n=399) or the Juvenile Diversion (n=399) (Hobbs et al., 2013). The findings in this
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study found that formal processing of juveniles may increase delinquency. This study suggests
that having a program that includes a process designed to screen out low-risk juveniles could
reduce juvenile recidivism and improve behaviors while in the program (Hobbs et al., 2013).
Special Education Services in the Juvenile Justice System

All youth with disabilities have statutory rights to special education services under state
and federal laws. The provision of education services for incarcerated youth with disabilities is a
complex endeavor that can often be interrupted or curtailed. Often, juvenile justice system
facilities are ill-equipped and poorly structured to provide appropriate special education and
services to youth with disabilities (Mendel, 2011). In a 1994 case study of juvenile justice
systems around the United States, Leone (1994) found that it took a significant amount of time to
locate student records and begin special education services for incarcerated youth. Some youth
waited over three months before any services were initiated and problems with interagency
collaboration were evident. In fact, the majority of court cases filed by incarcerated youth for
lack of special education services include lack of medications, counseling services, and special
education services for school curriculum (Office of Juvenile Justice and Delinquency Prevention
[OJIDP], 2015). Leone (1994) conducted a case study and analysis of special education services
for incarcerated youth with disabilities in a juvenile justice system. This study was conducted at
the request of attorneys of some of the incarcerated youth who were filing lawsuits against the
facility for lack of special education services. This particular study was conducted over twelve
months and consisted of eight visits to a juvenile correctional facility. The data collected in this
study consisted of classroom observations, case management meeting observations, student file
and record reviews, student and staff interviews, and review of state special education laws and

regulations. Based upon this study, Leone found that there were serious problems in reviewing
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student special education records, youth with disabilities received significantly less special
education services than they had in public high schools, and there were poor intake procedures.
Although the personnel in a juvenile justice system may face difficulty providing
appropriate special education and services to youth with disabilities, these youth must receive the
legal mandate of special education and transition services (IDEIA, 2004). In spite of these laws
and regulations, many juvenile justice systems do not provide the appropriate services to
incarcerated youth with disabilities (Leone & Wruble, 2015). Class action lawsuits challenging
the appropriate and adequacy of education services for incarcerated youth with disabilities has
been the primary force driving education reform in the juvenile justice system (Leone & Wruble,
2004). Since 1975, more than 20 class action lawsuits were filed involving special education in
juvenile justice systems to secure educational rights and related services for youth with
disabilities (Puritz et al., 1998). The first landmark case for incarcerated youth with disabilities
was Green v. Johnson (Green v Johnson, 1981). In this case, Green, an incarcerated youth with
disabilities, filed this action in 1979 stating that the state of Massachusetts did not provide him
with special education services. The courts found that all incarcerated youth with disabilities are
entitled to FAPE and special education services (Green v. Johnson, 1981). The lack of provision
of special education and related services involving incarcerated youth with disabilities resulted in
several court cases (see Andre H. v. Sobol, 1984; Johnson v. Upchurch, 1986; Smith v. Wheaton,
1987). A review of three cases involving special education in juvenile corrections illustrates the
serious problems associated with educational services (Puritz et al., 1998). In the case of Andre
H. v. Sobol (1984), a lawsuit was filed on behalf of juveniles eligible for special education
services at New York City’s Spofford Juvenile Detention Center (Puritz et al., 1998). This

lawsuit was filed by the plaintiffs’ attorneys. The plaintiffs’ attorneys claimed that Spofford
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failed to conduct screening activities to identify individuals with disabilities, failed to have
eligibility team meetings, failed to plan and develop appropriate educational services, and failed
to obtain records from schools previously attended by the incarcerated youth (Puritz et al., 1998).
In January 1991, seven years after the initial lawsuit, a stipulation and order of settlement was
signed by the attorneys for the plaintiffs, the New York City Department of Juvenile Justice, and
the New York City Board of Education (Puritz et al., 1998). The settlement required that the
Spofford Juvenile Detention Center develop an eligibility team at the center and fully implement
the provision of IDEA.

In another case, Johnson v. Upchurch (1986), unlike the Andre v. Sobol case, it addressed
issues in juvenile justice systems. In 1986, the plaintiff filed a complaint on his own behalf
concerning his mistreatment at the Catalina Mountain Juvenile Institution (Puritz et al., 1998). In
the spring of 1988, there were no special education services at the facility, the plaintiff requested
an injunction requiring the Arizona Department of Corrections to fill a vacant teaching position
and to provide adequate services (Puritz et al., 1998). The Johnson v. Upchurch case was settled
in May 1993 through a consent decree. The consent decree required reforms in juvenile justice
systems throughout the State of Arizona (Puritz et al.), 1998. In addition, the decree required that
a committee of consultants monitor and oversee the implementation of the agreement.

In the case of Smith v. Wheaton (1987), a complaint was filed in the U. S. District Court
for the District of Connecticut (Puritz et al., 1998). The plaintiffs complained that the Long Lane
School, a juvenile justice facility, failed to meet the minimum requirements for evaluation of
youth and provision of special education services (Puritz et al., 1998). In addition, the plaintiffs
complained that parents were not involved in the educational decision-making process for their

children with disabilities, related services were not provided, and Long Lane School failed to
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develop IEPs and provide transition plans for juveniles leaving the facility (Puritz et al., 1998).
These three cases represented the litigation under IDEA and the barriers associated with the
special educational services in juvenile justice systems. The prevalence of these and other court
cases illustrates a problem with the provision of special education services and assessing the
needs of incarcerated youth with disabilities in juvenile justice systems.
Quality of Life Outcomes

Youth with disabilities continue to face post-school outcomes in which they are less
prepared for adulthood than their peers without disabilities (Newman et al., 2009). Currently,
there are a large percentage of youth with disabilities who will graduate from high school
unprepared for the new expectations and demands of adult life. This discrepancy may be due, in
part, to secondary special education teachers feeling unprepared to plan for and deliver transition
services (Li et al., 2009; Wolfe et al., 1998). Studies have shown that secondary special
educators lack knowledge and skills that hinder their abilities to implement effective transition
practices (Benitez et al., 2009; Knott & Asselin, 1999). According to Mazzotti and Plotner
(2013), secondary transition specialists and teachers are not prepared and competent to
implement evidence-based practices. Teachers that are not knowledgeable and prepared to
implement effective transition services may have an effect on the post-school outcomes of
students with disabilities (Morningstar & Mazzotti, 2014).

Transition services presents youth with disabilities and their families with opportunities
for growth and development. Unfortunately, Anderson and colleagues (2003) reported from a
national survey of special education personnel preparation programs that less than half of the
programs offered a stand-alone course devoted to secondary transition. Given the changing roles

of secondary special educators, it stands to reason that teacher education programs should be
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geared toward increasing pre-service content regarding targeting transition planning and services
(Morningstar & Mazzotti, 2014, p.6). Teacher education programs must include system level
post-school predictors and school level evidence-based practices to improve post-school
outcomes of students with disabilities (Cook, Cook, & Landrum, 2013; Mazzotti, Test, &
Mustian, 2012). “In order to improve in-school and post-school outcomes for students with
disabilities, teachers must be prepared with the knowledge and skills to provide secondary
transition programs” (Morningstar & Mazzotti, 2014, p.6). The course of study for teacher
education programs must include post-school predictors and evidence-based practices to ensure
that teachers are knowledgeable and prepared to implement an effective transition program and
services (Morgan et al., 2013; Morningstar & Clark, 2003).

The lack of research in effective transition programs and curricula that prepare
incarcerated youth with disabilities for transition into the community and school has not been
investigated thoroughly (Baltodano et al., 2005). An effective transition program for incarcerated
youth with disabilities must have intensive programmatic services (Hogan et al., 2010). In fact, a
lack of knowledge and awareness among juvenile justice professions about the barriers that
youth with disabilities face may be one of the reasons why youth enter the juvenile justice
system and usually stay longer. Kvarfordt et al. (2003) conducted a study to examine the
previous training juvenile justice personnel received regarding the various disabilities and to
determine if training was needed. This study examined the training needs of juvenile justice
personnel regarding their work with youth who have disabilities in the state of Virginia. Findings
from this study indicate that less than two-thirds (62%) of respondents had received training
about persons with disabilities and less than half (47%) had received training about persons with

learning disabilities (Kvarfordt et al., 2003).
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The educational programs of incarcerated youth with disabilities must address academics
and include a holistic transition process. It is clear that academic difficulties are a significant
factor that affects the educational progress and post-school success of incarcerated youth with
disabilities (Gagnon & Barber, 2010). The NLTS2 found that students with disabilities lag
behind their peers in all outcome areas including employment, independent living, and
postsecondary education attendance (Test & Cease-Cook, 2012, p. 1). The data from the NLTS2
documented the experiences of a national sample of students who were age 13-16 years in 2000
(Wagner et al., 2005). According to the NLTS2 data, after two years of post-school, youth with
disabilities were not enrolled in postsecondary education and employment (Wagner et al., 2005).
According to the NLST2, there was a smaller percentage of youth with disabilities that were
enrolled in postsecondary education and employed when compared with youth without
disabilities (Wagner et al., 2005). According to data from NLST2, 28% of students with
disabilities did not graduate with a diploma because they dropped out of high school (National
Center for Special Education Research, 2005). Therefore, obtaining access to an effective,
quality education is very important to incarcerated youth with disabilities. According to Bullis et
al. (2004), the outcomes of formerly incarcerated youth disabilities are very poor compared to
those of youth without disabilities. In one study, 186 incarcerated youth were below the mean on
standardized achievement assessments (Foley, 2001). In a review of literature, it was reported
that the academic functioning of incarcerated youth was between the fifth and ninth grade levels
(Foley, 2001). Furthermore, it was reported that a high percentage of incarcerated youth had
failed a course in high school, been retained for a grade, and had not earned a high school
diploma (Foley, 2001). One study found that four years after being released, incarcerated youth

endured a five percent reduction in employment (Mendel, 2011). After 15 years of being
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released, individuals who were incarcerated as a youth worked 10 percent less hours per year
when compared to individuals who had never been incarcerated (Mendel, 2011). In fact, many
youth who leave a juvenile justice system do not return to school or drop out before completing
high school (U.S. Departments of Education and Justice, 2014).

A five-year longitudinal study of 531 incarcerated youth with disabilities was completed
by the Transition Research on Adolescents Returning to Community Settings (TRACS) (Unruh
& Bullis, 2005). This study examined the transition outcomes of incarcerated youth with
disabilities leaving the Oregon juvenile justice system and returning to the community (Unruh &
Bullis, 2005). In this study, almost 60% of incarcerated youth with disabilities returned to the
juvenile justice system or were later committed to the adult correctional system (Unruh & Bullis,
2005). Only 25% of the youth with disabilities enrolled in a school after existing the facility and
fewer earned a high school graduation document (Unruh, & Bullis, 2005). The youth with a
disability were 3 times more likely than youth without disabilities to return to the juvenile justice
system (Unruh & Bullis, 2005). In addition, youth with disabilities were 2 times less likely to
become employed or return to school (Unruh & Bullis, 2005). After 6 months of being released
from the juvenile justice system, formerly released youth with disabilities were 3.2 times likely
to return to the facility and 2.5 times more likely to remain working and enrolled in school 12
months after exiting the system (Unruh & Bullis, 2005). In order for incarcerated youth with
disabilities to perform at optimal levels, these youth need to participate and receive appropriate
transition services, clear academic expectations, and relevant career interest and career

development indicators to make informed career choices about careers.
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Career Interest and Development

Education is key to life success. Returning to school and succeeding is not easy for some
youth with disabilities transitioning from the juvenile justice system (Osher et al., 2012). There
are a variety of individual, school, and systemic factors that impact the successful transition of
youth with disabilities back to the school and/or community. Individual factors include poor
academic and social-emotional skills, special education needs, and high school credit deficits
(Osher et al., 2012). School factors include poor school conditions for learning and poor
planning and preparation for youth transitioning back to the school and/or community (Osher et
al., 2012). In addition, schools not likely addressing the factors that contributed to the
educational deficits that these students exhibited prior to adjudication (Osher et al., 2012).
Systemic factors include the failure of agencies and institutions to collaborate and plan at both
ends of the transition process for youth with disabilities (Osher et al., 2012). Therefore, a quality
education for incarcerated youth with disabilities is important for students to successfully
transition into the community and be productive citizens in society (Foley, 2001).

Previous research has concluded that there is a lack of effective special education
services and programs for successful transition back into the community and high school for
incarcerated youth with disabilities. Despite the continuation of special education services and
transition provision in IDEA and importance of employability skills, research indicates that
incarcerated youth with disabilities continue to experience difficulty returning to school and the
community, and struggle to find and sustain employment (Baltodano et al., 2005). Youth with
disabilities face a number of challenging life transitions that will assist them with finding and
maintaining employment (The Council of State Governments Justice Center, 2015). Incarcerated

youth with disabilities often lack important vocational and job readiness skills necessary to
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secure and maintain competitive employment. These youth with disabilities have very few
vocational skills and little to no work experience. In fact, the employment rate for individuals
with disabilities continue to drop behind those individuals without a disability. It has been
reported that the unemployment rate for individuals with disabilities has ranged from 34% to
39% in the last several years (McDaniels, 2015). In the same period, the unemployment rate for
individuals with intellectual disabilities ranged from 18% and 23% and has declined over the
previous years (McDaniels, 2015). According to Schindler (2014), research on incarcerated
youth shows that lack of employment is one of the major predictors of juvenile justice system
involvement and unsuccessful re-entry. Furthermore, incarcerated youth with disabilities lack the
stable housing, life skills, and positive connections to succeed in their community. In addition,
youth that have been incarcerated during their developmental years have not learned the
emotional, social, and life skills necessary to be successful in the community (Arditti &
Parkman, 2011). Instead, these youth have developed characteristics that make employment and
independence considerably difficult (Arditti & Parkman, 2011).

Incarcerated youth with disabilities development requires a coordinated series of
activities and experiences that will help them become successful in society. Youth with
disabilities who become engaged in a career development program at school have better
outcomes than those who do not. In one study, incarcerated youth understood that not having the
right employability skills and job experience are barriers to employment (Barclay, 2004).
Numerous studies have reported that incarcerated youth are less likely to be successful than
youth in traditional education programs (Moody et al., 2008). One study was conducted in a high
school located on the campus of a juvenile justice facility in Salem, Oregon. This juvenile justice

system served students between the ages of 12 and 25. The juvenile justice system had a student
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body of 35% female and 65% male at the time of the study. The system provided general
education, special education services, and post-high school services to the students incarcerated
at the facility. The school had an enrollment of 185 youth, seventy-three of these students were
enrolled in the career curriculum program. All of the participants answered a survey that was
comprised of ten open-ended questions. The findings indicated that the students felt that they
benefitted from participating and completing the career development program at the juvenile
justice facility. The findings also indicated that career development is a key element in the
educational process for youth transitioning from a juvenile justice system to school and/or the
job market (Moody et al., 2008). The majority of youth in high schools in the United States
participate in a career development program or curriculum that determines the students’ skills
and interests, admittance to the community, and preparation for college and/or the workforce
(Moody et al., 2008). This career development program or curriculum often includes career
research, professional portfolio development, and technology knowledge (Moody et al., 2008).
Research supports that students who participate in and complete a career development program
or curriculum are more likely to graduate from high school and be better prepared for the
workforce (Moody et al., 2008). Studies indicate that the completion of an academic and
vocational development curriculum for incarcerated juveniles that is centered around structured
learning, school achievement, and job skills increases outcomes for youth returning to the
community (Lipsey & Wilson, 1998). Several high schools in Arizona, Oregon, and New York
have adopted the Youth Transition Program (YTP) that works in partnership with VVocational
Rehabilitation Services (Benz et al., 2000). The YTP provided youth with disabilities career
coaching, job shadowing, interviewing skills, work experience, and more (Benz et al., 2000). The

goal of the YTP is to improve the outcomes of youth with disabilities and help them with
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successful transition from school to the community, all based upon the youth’s career interests
(Benz et al., 2000). It was noted that employment correlated to lower rates of delinquency and
greater outcomes for youth with disabilities. Heller (2014) provided Chicago youth with a
summer employment program. Heller findings indicated that when youth are given a summer job
and an adult mentor, youth are more likely to avoid violent crime arrests. In Heller’s study,
violent crime arrests in Chicago were reduced by 43% because of the summer employment
program.

Employment is one important indicator of adult success (Lindstrom et al., 2011). One of
the most important life functions is to be employed. Employment provides individuals with an
opportunity to sustain themselves financially. Therefore, employability skills are paramount of
all the factors that may impact the success or failure of youth with disabilities transitioning into
the community (Vanderpyl, 2015). Although employment is extremely important for
incarcerated youth with disabilities, few incarcerated youth with disabilities have the skills
needed to develop and maintain post-incarceration employment (Vanderpyl, 2015). Youth with
disabilities have fewer vocational skills and often lack job experience, making it difficult to
secure a job. Provided their limited work experience, these youth need assistance and guidance
with identifying vocational interests. Youth involved with the juvenile justice system deserve a
quality education that affords them the opportunity to develop the necessary skills and
competencies to become productive citizens in society (Leon & Weinberg, 2010). However, this
is not the case for juveniles who leave juvenile justice systems. Several of these juveniles are not
prepared for adulthood. They often leave school without a diploma and academic skills and job
competencies that will prepare them for adulthood in the 21% century. Youth that are involved in

the juvenile justice system often lack the critical vocational and job-readiness skills necessary to
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gain competitive employment (The Council of State Governments Justice Center, 2015). In
addition, many employers may be reluctant to hire youth that are involved in the juvenile justice
system (The Council of State Governments Justice Center).

Many incarcerated youth are limited in their career options, skills, and interests, as well
as the requirement needed to achieve their goals (Moody et al., 2008). The career development
process for youth with disabilities is more complex than their typical peers (Yanchak et al.,
2005). Youth with disabilities are more likely to have more dysfunctional career thoughts than
individuals without disabilities. According to Yanchak et al. (2005), youth with disabilities
encounter different barriers during their career development thought process. Research suggests
that the career development process for youth with disabilities can be influenced by individual
and environmental factors (Yanchak et al., 2005). The individual factors that may influence
individuals with disabilities include, but are not limited to self-efficacy, self-esteem, gender,
cultural background, socioeconomic status, and disability status. Some of the environmental
factors that may influence individuals with disabilities include decision making opportunities,
work experience, and family income (Yanchak et al., 2005). The research on the career
development of youth with disabilities indicate that individuals with physical and cognitive
disabilities experience different barriers in their career development process (Yanchak, et al.).
According to Yanchak et al. (2005), Youth with cognitive disabilities have greater difficulty
understanding their disability and how it affects their employment and decision making when
compared to youth with physical disabilities. Youth with cognitive disabilities often have
difficulty making decisions and have limited work experience due to a high dependency need
and overprotective caretakers (Yanchak et al., 2005). As a result, youth with cognitive

disabilities are likely to have unrealistic career expectations, training, and employment
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opportunities. Often, the greatest barrier for youth with physical disabilities is the stigma from
society. Youth with physical disabilities are sometimes embarrassed regarding their physical
disability and sometimes impede their capacity to set realistic vocational goals and pursue career
ventures (Yanchak et al., 2005). These perceptions may result in dysfunctional career thoughts
that can have a negative impact on the career development decision-making process of youth
career and vocational development.

Studies centered around the career curriculum development of incarcerated youth are
limited (Moody et al., 2008). In addition, there is limited research on the history of career
interest and career development for incarcerated youth with disabilities. There are isolated
programs that exist in juvenile justice systems, but there does not appear to be a nation-wide
commitment to the career interests and development of incarcerated youth with disabilities.
There appears to be no evidence that a policy exists that targets the career interests and needs of
this population (Vernick & Reardon, 2001). There is extensive literature regarding prison
programs, but the majority of those programs target sex abuse, drug abuse, anger management,
education, and medical issues (Vernick & Reardon, 2001). Programs such as vocational
programs are the exception to the rule. In 1994, the role of vocational education in decreasing the
recidivism rate of incarcerated youth was studied (Wilson, 1994). Wilson found that the
recidivism rate of those involved in a vocational education program was slightly lower than those
that did not participate. In addition, Wilson found that individuals involved in the vocational
program had higher earnings and positive attitudes towards work and vocation. In the United
States, juvenile justice systems focus on the vocational education development (Vernick &
Reardon, 2001). Research shows that education, and especially career-related education is among

the lowest priorities in the juvenile justice system. There is a need for more planned and
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coordinated attention to the career development and interest of incarcerated youth. While there
are an array of existing vocational education programs available, programs lack employability
and career guidance (Vernick & Reardon, 2001). The juvenile justice system lags far behind
other institutional settings in recognizing the importance that career development plays in the
lives of all individuals (Vernick & Reardon, 2001). What appears to be missing with these
programs is the need to provide opportunities for basic skills development, employability skills,
and career interests of incarcerated individuals. The development of such programs would
provide incarcerated youth the opportunity to develop career plans, with a focus on the basic
knowledge of their interests, values, skills, and options in the workforce (Vernick & Reardon,
2001).
John Holland’s Self-Directed Search

The career thoughts of incarcerated youth can have a negative impact on the career
development decision-making process of youth career and vocational development (Lustig &
Strausser, 2003). It is critical to ensure that the individual’s strengths, interests, and needs are
considered when determining a relevant career path for incarcerated youth with disabilities.
Many incarcerated youth with disabilities are disconnected from developmental career pathways
and agencies that often leave them unprepared for adulthood. Some of these youth are at risk of
dropping out of school and being limited in the extent of being a productive adult in society.
Some alternative settings may be one way youth with disabilities are disconnected from
appropriate services and agencies. These settings may be used to remove youth with disabilities
from being problematic in society, but these setting may also be a way for incarcerated youth
with disabilities to reconnect with their education and improve their chances of successfully

transitioning back to the community and/or school and adulthood. In order to prepare youth with
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disabilities for their transition back to the community and/or school, it is vital to implement a
process for understanding the career development and career choice of this population. This
process should implement a career development theory that will focus on the career path,
education, and guidance required for a certain career. This career development theory should

vocational choices that include the values, strengths, weaknesses, and desired career paths of

youth.
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John Holland’s theory of vocational choice is a remarkable tool utilized in research and in
practice (Rayman & Atanasoff, 1999). Holland’s theory provides an awareness of theoretical
understanding of career development and career choice. Holland invented a tool called the Self-
Directed Search (SDS) that provided the knowledge and comprehension directly to the
individual. The SDS is Holland’s version of his theory into practice. The SDS was developed
using John Holland’s theory of vocational choice. Holland’s theory of vocational choice has five
key qualities that distinguishes it from other career development theories (Rayman & Atanasoff,
1999). The five qualities are: Simplicity, Face validity, Organizational framework, VVocabulary,
and Translatable to practice. Holland’s theory is simple and easily understood. The Holland
theory makes sense and describes real life events (Rayman & Atanasoff, 1999). It has value and
credibility. The Holland hexagonal provides an organizational framework that is simple and
logical. Holland’s hexagonal model consists of Realistic (R), Investigative (I), Artistic (A),
Social (S), Enterprising (E), and Conventional (C)- RIASEC (Rayman & Atanasoff). Holland’s
vocabulary is widely used and familiar among researchers and service providers. Lastly,
Holland’s theory is easily translated into practice. Holland’s most direct explanation of his theory
is the Self-Directed Search. Holland’s five qualities of theory separates it other theories of career
development (Rayman & Atanasoff, 1999).

The SDS is an accepted tool selected by career counselors that could be effective in the
area of career development and transition instruction. The SDS is a self-paced, self-scoring,
inventory exploring the career interests, activities, and aspirations of individuals. It combines the
assessments of occupational daydreams, preferred activities, self-assessed competencies,

occupations, and self-estimates (Rayman & Atanasoff, 1999). The SDS provides a direct linkage
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to the Occupations Finder as well as other career resources. The SDS provides individuals the
opportunity to understand how these factors may contribute to certain career choices.

The unemployment and misemployment rates for individuals with disabilities is a
worldwide economic challenge. There are few studies that used Holland’s Theory as a guideline
to address the needs of individuals with disabilities. One study examined Holland Theme self-
estimated work-related abilities, interests, and employment patterns for adults with disabilities.
The participants in this study were 48 young adults that attended a transition center in a
Midwestern state (Turner et al., 2011). The participants in this study were either working a full
or part-time job (75%) or attended a post-secondary educational class (29.2%) in a community
college, university, or trade school (Turner, et al.). The age range of the participants were 18 to
22 years. Of these participants, 61% were males and 39% were females (Turner, et al.). There
were European Americans (53%), African Americans (31%), Asian (12%), and Hispanic (4%)
(Turner, et al.). Of the 48 participants, 29 males and 19 females had a disability (Turner et al.,
2011). Two career assessments were used in this study. The ACT Unisex Interest Inventory
Revised (UNIACT _R) was used to measure the career interests of the participants. The ACT
Inventory of Work-Relevant Abilities (IWRA) was used to measure the self-estimated work
related abilities of the participants. The UNIACT _R is comprised of 90 items that assesses the
interests of individuals in various activities represented by the Holland Theme (Turner et al.,
2011). The IWRA is comprised of 15 work-related abilities that participants rate on a 5-point
Likert scale. These work-related abilities correspond with each of Holland’s six themes. The
results from this study indicated that adults with disabilities had a scattered pattern of interests
and self-estimated abilities (Turner et al., 2011). The results also indicated that 31% of the

participants worked in jobs that matched their interests and abilities, when in fact, 69% did not.
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In addition, only 33% of the participants worked on jobs that matched their self-estimated work
abilities and 66% did not (Turner et al., 2011). When examining the results of the participants
career interest and abilities results together, 42% matched with a job in which they were
interested and 55% of the participants worked in jobs that matched their interests and work-
related abilities (Turner, et al., 2011).

Few studies have been conducted using the SDS to describe the career interests of
incarcerated individuals with disabilities and without disabilities. A study was completed that
compared the learning types of individuals with and without disabilities (Cummings & Maddux,
1987). This study was designed to examine the occupational interests of high school students
with and without disabilities. The Self-Directed Search was used to assess the career interests of
the participants. A total of 96 out of 190 students with learning disabilities participated in the
study. The 96 students with learning disabilities were matched with 96 high school students
without disabilities within the same district. This matching was based on sex, ethnicity, and
socio-economic status of the high school students (Cummings & Maddux, 1987). The students
with disabilities group consisted of 70 males and 26 females. There were three ethnic groups that
represented both groups. There were 59 Caucasians, 25 African-American, and 12 Hispanics that
were identically matched with both groups. The SDS was administered to each participant and
the results of each group were compared to determine similarities. The results indicated that
there was no significant difference in the Holland codes of students with and without learning
disabilities (Cummings & Maddux, 1987). In addition, research completed by Booker (2021)
explored the career interests of male and female students with disabilities in a high school.
According to this study, the disability area of students in a high school has an impact on their

career interests (Booker, 2021). Another study was conducted that involved 98 high-risk students
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at a public middle school located in the southeastern United States. Of the 98 students that
returned permission forms to be included in the study, 91 students completed the SDS (41 boys,
50 girls). This study used the SDS: Career Explorer (CE) as part of a 14 structured career group
(Osborn & Reardon, 2006). The researchers used the SDS: CE interpretative report with these
high-risk middle school students to determine how it might be incorporated into a career
counseling program for students at risk of dropping out of school. The participants in this study
consisted mostly of African-Americans (95%). The results from this study indicated that the
SDS: CE is a sound instrument for the selected group of at-risk middle school students. The most
common Holland Code by gender for the selected participants were Artistic (n=13, 37%) and
Realistic (n=16, 32%) for boys and Social (n=19, 73%) and Artistic (n=16, 32%) for girls
(Osborn & Reardon, 2006). One-way analysis of variance (ANOVA) were conducted to
determine the presence of significant mean differences. An ANOVA revealed significant
difference for two types: Realistic, F(1, 89)= 21.85, p <.001; and Social, F(1, 89) = 4.95, p < .05
(Osborn & Reardon). The boys had higher means scores on the Realistic scale 9M = 22.83, SD =
13.70) compared to the girls (M = 11.78, SD = 8.56), whereas the girls had higher mean Social
scores (M = 30.84, SD = 11.80) compared with boys (M = 25.38, SD = 11.30) (Osborn &
Reardon, 2006). The researchers used the SDS to help guide the participants in the development
of career goals and aspirations. The researchers indicated that career development programs in
middle school should be based on a more career centered approach that includes a connection
between school and work, interpersonal skills development, and career awareness skills needed
for job entry. Although this study was limited in scope, it was noted in the results section that the
students indicated they had learned about their decision-making approach, career interests,

occupation interests, and postsecondary options (Osborn & Reardon, 2006). Another study was
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conducted to compare a sample of college students who completed the SDS with a no-treatment
control group (Behrens & Nauta, 2014). The purpose of the study was to determine if compared
to participants not receiving an intervention, participants who completed the SDS would increase
the number of alternatives they were considering related to career exploration and decrease the
need for career counseling. An increase in career alternatives was considered because the SDS
was developed to promote a consideration of career choices that are consistent with the
individual’s personality (Behrens & Nauta, 2014). The participants in this study consisted of 131
undergraduate students from a public university in the Midwest. Those participants in the
treatment group completed the SDS and those in the control group did not complete the SDS.
The participants from both conditions completed a post-intervention assessment. Out of the 131
participants, only 80 (61%) completed the postintervention assessment. Of the 80 participants
that completed the post-intervention assessment, 41 (51%) were in the control condition and 39
(49%) were in the SDS treatment condition (Behrens & Nauta, 2014). There were 69 (86%)
women and 11 (14%) men. The participants ranged in age from 18 to 51 years (M = 19.96, SD =
4.83). There were 78 (88%) White/Caucasian, 7 (9%) Black/African American, 2 (3%)
Asian/Asian American, and 1 (1%). Results indicated that when compared with participants
receiving no intervention, participants who completed the SDS reported a greater increase in the
consideration of career alternatives (Behrens & Nauta, 2014).

Youth with disabilities who enter juvenile justice systems represent one of the most
vulnerable populations in the United States, are overrepresented in the juvenile justice system,
and have inadequate transition programs related to reintegration (Leone, Meisel et al., 2002).
Transition programs aimed at reintegrating youth with disabilities back into society often lack

adequate training in independence and employment-related skills that will meet the society
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expectations. The expectations of society of all youth include the ability to: (a) live
independently, (b) secure and maintain competitive employment and/or continuing education, (c)
determine a career path, and (d) participate in societal relationships and leisure activities
(Waintrup & Unruh, 2008). These societal expectations are fundamental to the way an individual
view themselves. In society, fewer choices will be available to those individuals that are not
prepared to meet the demands of the ever-changing workplace. Individuals that are not prepared
will more likely earn less and experience a decline in their standard of living (Waintrup &
Unruh, 2008). Incarcerated youth with disabilities are more vulnerable to experience poor
employment and life outcomes than their non-disabled peers. In fact, incarcerated youth with
disabilities are often overlooked in the development, evaluation, and implementation of
transition policies and programs geared towards career interests and development (Waintrup &
Unruh, 2008). Additionally, there is limited research on the effectiveness of transitional
programs regarding the relationship between the career development and career interests of
incarcerated youth with and without disabilities as they return to their community and/or school.
Further exploration in this area of research is needed in order to examine the career interests of
incarcerated youth with and without disabilities as they transition back into the community

and/or school.
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CHAPTER I1l. METHODS

The purpose of this study was to explore the impact of demographic factors including disability,
age, gender, race, program type (general or sex offender program), and repeat offender status, on self-
reported results from Holland’s Self-Directed-Search (Holland, 2017). The Self-Directed Search (SDS)
was completed by incarcerated male youth with and without disabilities. This chapter overviews (a) the
research questions, (b) a description of participants, (c) study setting, (d) research design and rationale for
the study, (e) data collection procedures, (f) materials and equipment used, (g) protection of human
subjects, and (h) a review of the methods for data analysis is provided.

Research Questions

1. Is there a relationship between disability type and first letter code of the SDS?

2. Is there a relationship between age and first letter code of the SDS?

3. Is there a relationship between race and first letter code of the SDS?

4. Is there a relationship between program type and first letter code of the SDS?

5. Is there a relationship between repeat offenders and first letter code of the SDS?

6. Is there a statistically significant mean difference between disability and the first letter
code of the SDS?

7. Is there a statistically significant mean difference between age and the first letter code of
the SDS?

8. Is there a statistically significant mean difference between race and the first letter code of
the SDS?

0. Is there a statistically significant mean difference between program type and the first
letter code of the SDS?

10. Is there a statistically significant mean difference between repeat offenders and the first
letter code of the SDS?
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Participants

Participants in this study were male students with and without disabilities who were adjudicated
to the Alabama Department of Youth Services (ADYS), Mt. Meigs institutional facility campus. Mt.
Meigs is a juvenile justice system for adjudicated male youth ages 12 to 21. There were a total of 91 male
youth that consented to participate in the study. Due to student transiency, four students were transferred
back to their school and community before the study began. The remaining participants (n = 87)
voluntarily completed Holland’s Self -Directed Search 5th Edition (Holland, 2017). Participants in this
study (n = 87) consisted of male students. Participants in this study consisted of students (n = 14) who
received special education services under varying disability categories, and students without disabilities
(n = 73) at the Mt. Meigs campus. Of the 13 disability categories identified by IDEIA, participants in this
study were representative of five disability categories. The five disability areas represented included:
Other Health Impairment (OHI) (n = 4), Specific Learning Disability (SLD) (n = 6), Emotional
Disturbance (ED) (n = 2), Speech Language Impairment (SLI) (n = 1), and Intellectual Disability (ID) (n
= 1). Participants in this study ranged in age from 14 to 20 with the following frequency: 14 (n =5), 15 (n
=9),16 (n=18), 17 (n = 31), 18 (n = 16), 19 (n = 4), and 20 (n = 4). Races represented in the participant
group are African American/Black (n = 44), Caucasian/White (n = 33), Hispanic (n = 3), and Multiracial
(n = 7). Participants in this study were in the General Adolescent Population (n = 42) and the
Accountability Based Sex Offense Prevention Program (ABSOPP) (n = 45). Finally, of the 87
participants, 47 (n = 47) were repeat offenders.

Study Setting

The participants of this study were incarcerated males at the ADY'S on the campus of Mt. Meigs.
The location and setting for this study was in a juvenile justice system for adjudicated males youth ages
12 to 21, with most of the males being the ages of 16 and 19. Mt. Meigs serves the General Adolescent
Population (GAP) as well as three other specialized programs. These specialized programs include the
Accountability Program Based Sex Offense Prevention Program (ABSOPP), the Chemical Addiction

Program (CAP), and the Intensive Treatment Unit (ITU). Due to the lack of access to the CAP and ITU
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programs, only the students from the GAP and ABSOPP programs participated. All students attending
ADYS schools receive educational services and vocational training in a variety of trade areas. In addition,
students receive services that include individual and group counseling, psychological assessment,
recreational therapy, case management, educational and technical services, and other youth development
services. At the time of this study, Mt. Meigs had an overall enrollment of approximately 119 students.

ADYS staff monitored, supervised, and assisted the participants in the computer labs during the
data collection. The data were gathered in the two computer labs on the campus of Mt. Meigs. The
volunteer participants were spaced apart in two computer labs. The computer labs were areas away from
peers where education-related planning and activities occurred. Each participant had access to a
computer. The on-line version of the SDS was administered using the on-line assessment platform, Pari-
Connect. Most of the participants completed the instrument during an assigned resource period without a
time restraint.

Research Design and Rationale

The SDS is an effective instrument that assesses and determines adolescents’ occupational
interests, personalities, and job success (Rayman & Atanasoff, 1999). The study used data from the SDS
and was descriptive in nature. The data extracted from the surveys were analyzed to determine any trends
apparent in the career interests of the student participants. The data were also analyzed to determine the
correlation among and mean differences related to various demographic factors and the types of careers
students with and without disabilities envisioned themselves participating in after high school. These
demographic factors included disability type, race, age, gender, program type (GAP or ABSOPP), and
repeat offenders.

Holland’s SDS codes provide insight into the understanding of career development and career
choice in an easy-to-understand, comprehensive, classification system. It expands the vocational options
and enhances the career exploration of individuals, which allows for more successful transition directed
post-secondary planning and better postschool outcomes. There are limited research studies concerning

the use of the SDS and Holland’s codes specifically with incarcerated youth with and without disabilities.
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Due to the similarities between career development services and transition education, the SDS is likely a
tool that could be successful when used in transition directed post-secondary planning.
Data Collection

Previously existing demographic data were transferred to the researcher from Mt. Meigs staff in
order to align with the students who completed the on-line version of the SDS. After the demographic
data were aligned with the SDS results for each participant, the data were analyzed to determine a
relationship among disability area, age, race, program type, and repeat offenders. The Independent
Variables (1V) for the study is demographic area of the individual student participants and the
relationships and mean differences between first letter code and demographic factors of the participants.
The Dependent Variable (DV) for the study was the first letter code of each participant from Holland’s
Self-Directed Search, which was administered to all students that volunteered in the target setting.
Materials and Equipment

All participants completed a demographic form. This demographic form (see Appendix A)
measured the demographics of the population participating in this study. These demographics included
age, gender identity, disability type, race, employment status, and repeat offender status.

The SDS is a well-known vocational interest inventory. The Self -Directed Search was used to
assess participants’ occupational interests and personalities (see Appendix B). Previously existing de-
identified data from the SDS (Holland, 2017) was used in the study. Holland’s SDS was originally
developed by John Holland (1973) and has been completed by more than 22 million individuals and is
widely recognized and accepted as a valid measure of an individuals’ career interests (Rayman &
Atanasoff, 1999). The new SDS 5" Edition was developed using John Holland’s theory of vocational
choice. The on-line version of the SDS consisted of automatic scoring and immediate feedback, three-
letter occupational code, configuration of Holland’s six vocational personality types (Realistic,
Investigative, Artistic, Social, Enterprising, and Conventional), and O*Net database integration. The on-
line assessment had users respond to questions regarding their occupational dreams, preferences for

activities and occupations, perceived competencies, and self-estimates. The responses were then used to
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create scores that reflect their resemblance to each of Holland’s six occupational types (Realistic,
Investigative, Artistic, Social, Enterprising, and Conventional) (Behrens, & Nauta, 2014). According to
Holland, individuals can identify into one or more of six different occupational types (Holland, 2017).
Holland’s personality types include descriptions of the personality and behavioral style of individuals
based on the results of the assessment in a particular area. The three-letter codes reflect an individual’s
likes and dislikes and illustrates how these factors relate to work environments (Rayman & Atanasoff,
1999). The three-letter codes identified for each individual based on the responses to the SDS provided
identification of recommended career path that is associated with each code. These codes were analyzed
to determine the relationships between the three-letter codes and the previously described factors.
Holland’s theory and the Self-directed Search measures the career interests as reflected by the personality
types of individuals (Barak & Cohen, 2002). Holland’s hexagon is a comprehensive model that values the
occupational interests and personalities of the individual and utilizes them in an effort to determine
vocational interests and predict job success. The main objective of Holland's theory is to assist the
individual in the vocational and occupational classification decision-making process through the
determination of personal interests. Holland’s codes are centered around the idea that every individual has
personality and behavioral characteristics that are directly related to their vocational choice. The
identification of relationships between the individual personality and environment could lead to a better
understanding of career choice and future employment decisions.
Data Analysis and Procedures

The researcher met with potential participants to explain the purpose of the study, data collection,
and present job interests and career options for the participating incarcerated youth. Auburn University’s
Institutional Review Board completed a full board review prior to this data collection. A letter from the
IRB is in appendices (see Appendix C) at the end of this document. Participants then consented and were
given the option to complete the demographic form and SDS. The signed consent forms were separated
from the assessment to de-identify the participant (see Appendix D). All participants completed the on-

line version of the Self-Directed Search in the computer lab and were monitored by the ADY'S staff. The
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first letter of the three-letter code resulting from the completion of Holland’s Self-Directed Search was
compiled, resulting in the data used for this study. Data were analyzed utilizing Statistical Package for
Social Sciences (SPSS) for Windows, Version 26.0. Data were analyzed using descriptive statistics and
inferential statistics. Descriptive statistics were used to highlight the frequency of specific first letter
codes in relation to participant’s demographic factors (disability area, age, race, program type, repeat
offenders). Inferential statistics were used to determine the relationships between demographic factors
(disability area, age, race, program type, repeat offenders) and the first letter of the three-letter code
resulting from the SDS. The first letter indicates the strongest area of career interest for the respondent.
All data were hand entered into SPSS, with a second individual also entering data to ensure all data entry
were completed correctly. After data were verified as being entered correctly (cleaned and screen), they
were analyzed through a variety of correlations and a series of Analyses of Variances (ANOVAS).

Correlational analysis and ANOVA’s were conducted to analyze data from participant’s first
letter Holland code. Analysis was conducted to determine potential relationships and correlations between
career interests and demographic factors (disability area, age, race, program type, and the repeat
offenders) of participants.

Protection of Human Subjects

The Auburn University Instructional Review Board approved this study. Human subjects were
placed in no danger due to the nature of the study and data collection. A staff member at the facility
provided all data with the researcher. Demographic data were needed in order to analyze the variables by
the categorical grouping variables (race, age, etc.). While the demographic data were collected, there were
no direct connection of student by name. Participants were provided with an identifying code number.
The data collected in this study had identifiers and data were maintained in a way to protect the
anonymity of the participants. The identifying code number replaced the name and other identifying
information of the selected participants. De-identified data were collected from the completed student

SDS results and provided no identifiable demographic data. All names, birthdates, and other identifiers
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were redacted prior to data being transferred to the researcher. All of these safeguards were put in place to

ensure that the researcher would not identify student participants.

91



CHAPTER IV. RESULTS

Results from the data analysis are presented in this chapter. Participants’ demographic
information is discussed and illustrated in a chart. Next, first letter Holland code results from the Self-
Directed Search were examined to evaluate the relationships and mean differences with five independent
variables, including disability type, age, race, program type, and repeat offenders. Finally, descriptive data
are discussed and illustrated in tables. A series of Correlations and ANOVAs were conducted to assess
whether or not relationships exist between the variables and whether the means of the dependent variables
are significantly different. Using information from the Correlations, research questions 1 through 5 are
presented and followed by an explanation of the results. Correlational analysis in the form of Pearson
Coefficient was utilized in an effort to determine if there is a correlation between demographic factors and
first letter Holland code in Research Questions 1 through 5. These demographic factors included
disability type, age, gender, race, and repeat offenders. Using information from the ANOVA, research
guestions 6 through 10 are presented and followed by an explanation of the results.

Participants in this study (n = 87) consisted of all males. Participants in this study consisted of
students who received special education services under varying disability categories (n = 14) and students
without disabilities (n = 73). Participants ranged in age from 14 to 20 with the following frequency: 14 (n
=5),15(n=9), 16 (n=18), 17 (n = 31), 18 (n = 16), 19 (n = 4) and 20 (n = 4). Race represented in the
participant group are African American/Black (n = 44), Caucasian/White (n = 33), Hispanic (h = 3), and
Multiracial/Mixed (n = 7). Of the 13 disability categories identified by IDEIA, participants in this study
were representative of five disability categories. The five disability areas represented include: Other
Health Impairment (OHI) (n = 4), Specific Learning Disability (SLD) (n = 6), Emotional Disturbance
(ED) (n = 2), Speech Language Impairment (n = 1), and Intellectual Disability (ID) (n = 1). Finally, of the

87 participants, 47 were repeat offenders. Table 1 shows participants’ demographic findings.



Table 1

Overview of Participant Demographics

Characteristics N (%)

Age
14 5 (5.7%)
15 9 (10.3%)
16 18 (20.7%)
17 31 (35.6%)
18 16 (18.4%)
19 4 (4.6%)
20 4 (4.6%)

Program Type
General Population 42 (48.3%)
ABSOPP 45 (51.7%)

Race/Cultural Background

African American/Black 44 (50.6%)

Caucasian/White 33 (37.9%)

Hispanic/Latino 3 (3.4%)

Multiracial/Mixed 7 (8.0%)
Repeat Offenders

Yes 47 (54.0%)

No 40 (46.0%)

(table continues)
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Table 1 (continued)

Characteristics N (%)

Special Education Status
Yes 14 (16.1%)
No 73 (83.9%)

Special Education Category

Other Health Impairment 4 (4.6%)
Specific Learning Disability 6 (6.9%)
Emotional Disability 2 (2.3%)
Intellectual Disability 1 (1.1%)
Speech-Language Impairment 1 (1.1%)
None 73 (83.9%)

The following section describes the results of data analysis for each research question proposed
by the current study.
Data Analysis Results
Correlational analysis in the form of Pearson Correlation Coefficient was utilized to determine if there is a
correlation between demographic factors and first letter Holland code in Research Questions 1 to 5. These

included disability type, age, race, program type, and repeat offenders.
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Table 2
Correlations Among Study Variables

Correlations

General or RIASEC  Age Race Gender Disability Repeat Disability

ABSOPP Code Area Offender Yes or No
General or 1 -188  -473** 341** b -.276** .384** -.298**
ABSOPP
RIASEC Code -.188 1 122 -.170 b .186 -.156 .236*
Age -473** 122 1 -.140 b .096 -.253* 27
Race 341%* -.170 -.140 1 b -174 .248* -227*
Gender b b b b b b b b
Disability Area -.276** .186 .096 -174 b 1 -.215* .950**
Repeat .384** -.156 -253* .248* b -.215* 1 -.224*
Offender
Disability -.298** .236* A27 -227* b .950** -.224* 1
Yes or No

** Correlation is significant at the 0.01 level (2-tailed).
*  Correlation is significant at the 0.05 level (2-tailed).

b Cannot be computed because at least one of the variables is constant.

Research Question 1

The first research question was stated as follows: Is there a relationship between disability type
and first letter code of the Self-Directed Search? Correlation coefficient was calculated using the Pearson
Coefficient to determine whether or not a statistically significant relationship exists between disability
type and first letter code provided by the SDS results. The results indicated that there is not a statistically

significant correlation between disability type and first letter SDS code, r (85) = .186, p = .084. Data

95



analysis indicates that there is no significant relationship between disability type and first letter code
chosen by participants.
Research Question 2

The second research question was stated as follows: Is there a relationship between age and first
letter code of the Self-Directed Search? Correlation coefficient was calculated using the Pearson
Coefficient to determine whether or not a statistically significant relationship exists between age and first
letter code provided by the SDS results. The results indicated that there is not a statistically significant
correlation between age and first letter SDS code, r (85) = .122, p =.258. Data analysis indicates that
there is no significant relationship between age and first letter code chosen by participants.
Research Question 3

The third research question was stated as follows: Is there a relationship between race and first
letter code of the Self-Directed Search? Correlation coefficient was calculated using the Pearson
Coefficient to determine whether or not a statistically significant relationship exists between race and first
letter code provided by the SDS results. The results indicated that there is not a statistically significant
correlation between race and first letter SDS code, r (85) =-.170, p =.116. Data analysis indicates that
there is no significant relationship between race and first letter code chosen by participants.
Research Question 4

The fourth research question was stated as follows: Is there a relationship between program type
and first letter code of the Self-Directed Search? Correlation coefficient was calculated using the Pearson
Coefficient to determine whether or not a statistically significant relationship exists between program type
and first letter code provided by the SDS results. The results indicated that there is not a statistically
significant correlation between program type and first letter SDS code, r (85) = -.188, p =.081. Data
analysis indicates that there is no significant relationship between program type and first letter code

chosen by participants.
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Research Question 5

The fifth research question was stated as follows: Is there a relationship between repeat offenders
and first letter code of the Self-Directed Search? Correlation coefficient was calculated using the Pearson
Coefficient to determine whether or not a statistically significant relationship exists between repeat
offenders and first letter code provided by the SDS results. The results indicated that there is not a
statistically significant correlation between repeat offenders and first letter SDS code r (85) = -.156, p
=.148. Data analysis indicates that there is no significant relationship between repeat offenders and first
letter code chosen by participants.
Research Question 6

The sixth research question was stated as follows: Is there a statistically significant mean
difference between disability and the first letter code of the Self-Directed Search? A within-subjects
ANOVA was used to compare disability and the first letter code of the SDS for each participant. Results
of the ANOVA indicate that the mean difference between disability and the first letter code was
significant, (F(1,85) = 5.02, p = .028). Data analysis indicates that there is a significant mean difference

between disability and first letter code chosen by participants.

Table 3

ANOVA for Disability

RIASEC Code
ANOVA
Sum of Squares df Mean Square F Sig.
Between Groups 16.007 1 16.007 5.016 .028
Within Groups 271.257 85 3.191
Total 287.264 86
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Research Question 7

The seventh question was stated as follows: Is there a statistically significant mean difference
between age and the first letter code of the Self-Directed Search? A within-subjects ANOVA was used to
compare age and the first letter code of the SDS for each participant. Results of the ANOVA indicate that
the mean difference between age and the first letter code was not significant, (F(6,80) = .927, p = .480).
Data analysis indicates that there is not a significant mean difference between age and first letter code

chosen by participants.

Table 4
ANOVA for Age
RIASEC Code
ANOVA
Sum of Squares df Mean Square F Sig.
Between Groups 18.670 6 3.112 927 480
Within Groups 268.594 80 3.357
Total 287.264 86

Research Question 8

The eighth research question was stated as follows: Is there a statistically significant mean
difference between race and the first letter code of the Self-Directed Search? A within-subjects ANOVA
was used to compare race and the first letter code of the SDS for each participant. Results of the ANOVA
indicate that the mean difference between race and the first letter code was significant (F(3,83) = 2.06,

p = .003). Data analysis indicates that there is a significant mean difference between race and first letter

code chosen by participants.
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Table 5

ANOVA for Race

RIASEC Code
ANOVA
Sum of Squares df Mean Square F Sig.
Between Groups 44.438 3 14.813 2.063 .003
Within Groups 242.827 83 2.926
Total 287.264 86

Research Question 9

The ninth research question was stated as follows: Is there a statistically significant mean
difference between program type and the first letter code of the Self-Directed Search? A within-subjects
ANOVA was used to compare program type and the first letter code of the SDS for each participant.
Results of the ANOVA indicate that the mean difference between program type and the first letter code
was not significant, (F(1,85) = 3.11, p = .081), but neared significance. Data analysis indicates that there

is not a significant mean difference between program type and first letter code chosen by participants.

Table 6

ANOVA for Program Type

RIASEC Code
ANOVA
Sum of Squares df Mean Square F Sig.
Between Groups 10.168 1 10.168 3.119 .081
Within Groups 277.097 85 3.260
Total 287.264 86
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Research Question 10

The tenth research question was stated as follows: Is there a statistically significant mean
difference between repeat offenders and the first letter code of the Self-Directed Search? A within-
subjects ANOVA was used to compare repeat offenders and the first letter code of the SDS for each
participant. Results of the ANOVA indicate that the mean difference between repeat offenders and the
first letter code was not significant, (F(1,85) = 2.13, p = .148). Data analysis indicates that there is not a

significant mean difference between repeat offenders and first letter code chosen by participants.

Table 7

ANOVA for Repeat Offender Status

RIASEC Code
ANOVA
Sum of Squares df Mean Square F Sig.
Between Groups 7.026 1 7.026 2.131 148
Within Groups 280.238 85 3.297
Total 287.264 86
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CHAPTER V. DISCUSSION

The purpose of this study was to explore the career interests of incarcerated youth with and
without disabilities. The researcher sought to examine the relationship between the dependent variable,
first letter code of the Holland code, and independent variables, disability type, age, race, type of
program, and repeat offender status. The students in this study were incarcerated youth at a juvenile
justice system in the Deep South. This study was designed to increase an understanding of the career
interests of incarcerated youth with and without disabilities who are being prepared for re-entry.
Correlational analysis in the form of Pearson Coefficient was used in an effort to determine if there is a
relationship between demographic factors and the first letter code of the Holland’s SDS in research
guestions one to five. These factors included disability type, age, race, program type, and repeat offender
status. A sequence of ANOVAs were used to determine statistical differences, if any, between the
variables. This study is important because the analysis of the participants’ responses in connection with
the listed demographic factors may determine a relationship with the career interests of youth with and
without disabilities who are incarcerated. This study aims to gain a better understanding of the needs
incarcerated youth with and without disabilities have concerning career development, reentry, and
whether these factors have a relationship with their career interests.

Incarcerated individuals are likely to have a disability (Bronson et al., 2015). The disability type
of the participants was the first factor to be analyzed. The demographic information indicated that most
of the participants that were identified with a disability were mild disabilities, Specific Learning
Disability, Other Health Impairment, Emotional Disability, Intellectual Disability, and Speech Language
Impairment. Research questions one and six analyzed the impact of the disability type on the career
interests of the participants based on the first letter Holland code. Analysis of correlational data for
research question 1 indicated that there was no significant relationship between disability type and the
first letter code. Analysis of ANOVA data for research question number 6 found that there was a

significant correlation between disability type and the first letter Holland code. A previous study indicated
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that there was no significant difference in the Holland codes with high school students with and without
disabilities.

The age of the participants was the second factor to be analyzed. The demographic information
indicated that the age of participants ranged from 14 years to 20 years. Research questions two and seven
analyzed the impact of the age on the career interests of participants based on the first letter Holland code.
Analysis of correlational data for research question 2 indicated that there was no significant relationship
between age and the first letter code. Analysis of ANOVA data for research question number seven found
that there was no significant correlation between age and the first letter Holland code. The finding
indicates that there is not a statistically significant relationship or correlation between the age of the
participants and the first letter Holland code. The data in this study determined that the participants’ age
did not impact the results in any way that determined an identified trend. There is limited research related
to the impact of age of incarcerated youth with and without disabilities on potential career interests. This
paucity of research indicates potential future research into the impact of the age of participants as they
transition back into the school and/or community and receive career development services or participate
in a career development program.

The race of the participants was the third factor to be analyzed. The demographic information
indicated that 50.6% of the participants were Black, 37.9% of the participants were White, 8% of the
participants were Multiracial, and 3.4% of the participants were Hispanic. Research questions three and
eight analyzed the impact of the race on the career interests of participants based on the first letter
Holland code. Analysis of correlational data for research question 3 indicated that there was no significant
relationship between race and the first letter code. Analysis of ANOVA data for research question number
eight found that there was a significant correlation between race and the first letter Holland code. The
data analysis indicated that race plays a statistically significant factor on the career interests of the
participants. The data indicated that more Blacks participated in this study than any other race. According
to the data, Blacks choose more responses on the SDS that resulted in a first letter code of Enterprising

while Whites scored in Realistic. The results of this study were consistent with prior research. Research
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completed by Booker (2021) explored the career interests of male and female students with disabilities in
a high school. According to this study, the race of the high school students in this study has an impact on
their career interests.

The program type was the fourth factor to be analyzed. The demographic information indicated
that 48.3% of the participants were in the General Adolescent Population program and 51.7% were in the
Accountability Based Sex Offense Prevention Program. Research questions four and nine analyzed the
impact of the program type on the career interests of participants based on the first letter Holland code.
Analysis of correlational data for research question four indicated that there no statistically significant
correlation between program type and first letter code. Analysis of ANOVA data for research question
nine found no significant difference, but neared significance between program type and first letter code
chosen by the participants.

The repeat offender status was the fifth and final factor to be analyzed. The demographic
information indicated that 54% of the participants were repeat offenders and 46% were first offenders.
Research questions five and ten analyzed the impact of the repeat offender status and on the career
interests of participants based on the first letter Holland code. Analysis of correlational data for research
guestion five indicated that there is no statistically significant correlation between repeat offender status
and first letter code. Analysis of ANOVA data for research question ten found no significant difference
between repeat offender status and first letter code chosen by participants.

Limitations

Most youth in juvenile justice systems are incarcerated for short period of times. Facilities
typically tailor instruction, services, and health programs for a transient highly variable population of
youth. There were several limitations in this study. The limitations included sample make-up, limited
variance of demographics of participants, and the study design. This study only provided insight into the
career interests of incarcerated youth with and without disabilities. The career interests of incarcerated

youth with and without disabilities were examined using the Self-Directed Search. The results of this
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career interest survey were examined, analyzed, and compared to different identifies including disability
type, age, race, type of program, and repeat offender status.

The generalization of this study may have been affected by the design and sample size. The
sample size of this study could limit the generalization of the results when compared to the larger
incarcerated juvenile population. The larger the sample size, the more generalization of the results. In
addition, the sample size in this study is homogenous and may affect the generalizability of the results of
a larger incarcerated youth population. This study’s population consisted of incarcerated youth with and
without disabilities in an institutional facility and therefore limits the generalizability of the results to
incarcerated youth with and without disabilities in other state juvenile justice systems.

Another limitation in this study was not knowing if the participants had received career
development or transition-related instruction on campus or in schools. Incarcerated youth with and
without disabilities find it more difficult than their peers to engage in activities that are intended to
prepare them for the return to school and/or the workforce.

Conclusions and Implications

Participants in this study were youth with and without disabilities who were involved in the
juvenile justice system. All participants (n = 87) completed the Holland’s SDS 5" Edition (Holland, 2017)
as part of their educational and curricular planning process. All participants in this study were male
students that were in the General Adolescent Population or Accountability Program Based Sex Offense
Prevention Program at the juvenile justice system.

Deidentified previously existing data was transferred to the researcher with permission from the
juvenile justice system to match the students who completed the on-line version of the Self-Directed
Search. Data were analyzed to determine the relationship among disability type, age, race, program type,
and repeat offender status have on the Self-Directed Search. The Independent Variables (1V) for this
study was the demographic area of individual student participants and the relationships and mean
difference between the first letter Holland code and demographic factors (disability type, age, race, type

of program, and repeat offender status) of the participants. Correlational analysis in the form of Pearson
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Coefficient was used in an effort to determine if there was a relationship between demographic factors
and the first letter code of the Holland’s Self-Directed Search. A series of ANOVA’s and correlations
were conducted to assess whether or not relationships exist between the variables and whether the means
of the dependent variables are significantly different. Results from this study showed that the mean
difference between disability and the first letter code was significant. The study also showed that the
mean difference between race and the first letter code was significant. In addition, the study showed that
the mean difference between program type and the first letter code was not significant but neared
significance.

Juvenile crime in the United States has been a steady concern for decades (Zhang et al., 2010). In
the United States, on any day, it is estimated that 93,000 youth are incarcerated (Houchins & Shippen,
2012). In 2006, United States law enforcement agencies arrested an estimated 2.2 million juveniles
(Snyder, 2008). It is estimated that over 54,000 juvenile offenders are involved in the juvenile justice
system, and approximately one-third of these incarcerated juveniles have been identified as individuals
with disabilities (Farn & Adams, 2016). Research has demonstrated the correlation between the juvenile
justice system involvement and education of incarcerated juveniles (Farn & Adams, 2016). Research has
consistently indicated that incarcerated youth must have access to a high-quality education (Gagnon et al.,
2015). Oftentimes, incarcerated youth with disabilities do not have access to appropriate education,
special education, transition services, and related services in juvenile justice systems (Gagnon et al.,
2015). Education plays a significant role in a juvenile offender’s life, well-being, employment, income,
and health (Farn & Adams, 2016). Incarcerated juveniles must receive a high quality education in order to
make effective transitions from juvenile justice systems to school and the community. The need for this
study is the seeming lack of information and understanding of career interests and career selection among
incarcerated youth with and without disabilities as they prepare for transition back into the community
and school. The results of this study showed that it would be useful in providing guidance to policy
makers, juvenile justice system administrators, district administrators, teachers, and parents of

incarcerated juveniles with the development of educational programs and services for incarcerated youth
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with and without disabilities. The results from this study also showed that a career interest inventory
could assist incarcerated juveniles in exploring more about themselves and their career interests and
options. In this study, none of the participants had participated in any career interest survey. This means
that this population should be afforded the opportunity to participate in and have access to a career
interests survey. These opportunities should be afforded to this population not only within the juvenile
justice system but prior to being involved with the juvenile justice system. Having access to such career
interest surveys could lead to reduced criminal behavior.

There have been studies conducted using the SDS. These studies have included the use of the
SDS. Some of the studies have examined the different participant populations, such as adjudicated male
adolescents (Glaser et al., 2003); learning disabled and non-learning disabled high school students
(Cummings & Madduck, 1987); undecided freshman college students (Miller & Woycheck, 2003), and
at-risk youth (Osborn & Reardon, 2006). Further research is needed to further develop the literature on
the career interests of incarcerated youth with and without disabilities. The results of this study indicated
that there is a significant means difference between Holland’s first letter code and disability and
Holland’s first letter code and race of the participants. Further research should include the difference
between incarcerated youth with and without disabilities and their general education counterparts. In
addition, the study should be replicated with juveniles from other state juvenile correctional systems to
compare/contrast the results to the current study and to enhance the generalizability of the study.

Future Research

Future research is needed to develop more literature on the career interests of incarcerated youth
with and without disabilities. The following are suggestions for future research:

a. A follow-up study with the participants from this study to determine the participants’

employment statuses upon release and rate of recidivism.
b. Replicate this study using other juvenile offenders from Alabama’s juvenile justice system to
compare/contrast results to this study.

c. Explore the differences between program types of general versus sex offenders.
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d. Replicate this study with incarcerated juveniles from other states to compare/contrast the

results to this study and to increase the generalizability of this study.

e. Explore the career interest pre-release compared to post-release of participants.

The purpose of this study was to use a career interests survey to explore the career interests of
incarcerated youth with and without disabilities and to increase the juvenile offenders’ awareness of their
career interests, options, and development. This career awareness could ultimately increase the
participants’ employment options and reduce recidivism. This study does not imply that by using a career
interest survey to assist incarcerated juveniles evaluate and identify their career interests and options is
the only way to increase employment options. This study does not guarantee reduced recidivism or
increased employment; however, it shows that it may be a step in the right direction. The results from this
study support the utilization of a career interest survey for juvenile offender reentry in the attempt to

improve the post-outcomes of youth with and without disabilities.
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Appendix A

Career Demographic Form
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Career Interest Research Study

Demographic Form

Please respond to the following questions:

Question Clircle or write your response

1 Age: {in ¥ears)

ra

1s this your first time in cnstody? Yes or No

3 | Gender Identity Female

Male

Transgender

Other

4 | Race/ethnicity {choose the primary " African American/Black
one): Caucasian/White
Asian
TispanieT . atino

Mixed race

Other:
5 | Do you have a diagnosed disability”? Yes or No
(IEP or 504 Plan)
6. | Tlave yous ever had a job? Yesor No

7. | What was the lasTjob you held
before yon were incarceration it
you answered Yes in #67

Thank you for participating in our rescarch study about Career Interests]
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Appendix B

Self -Directed Search Inventory
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INDIVIDUALS

- Looking for 2 career change?

» Haven't decided on a major?
» Concernad about your child's future?

' Recently separzted from the military?
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This 2ookler maw help v explore weat veeopicion o fotlow, 1 pon bie i rasiy e up v weind abionl an eocopalion,
il oy suppnrt your idea ar suggest other passibilities. It vou wre uncertain about whitt vecuzation to tellow, the buosklet
ooy bslp v Lo Lol a soall groag af eocupalians for further sonsideration. Moas peaple find that filling aut this hookl et
iz helpful and fun. Itvou tollow the dicections corelully. page by ruge, you shorl enjor the expeacncs, Do ool wishs you
will gain minre hy appinacii=g the task thoughtiutle Ose 2 lzad pencil, s¢vou can crase casily.

Name
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Occupational Daydreams

1. List helow the occupations vou Juve considered in thinking abhout vouy future, List e careers
yia have daydveamed about as well as those you have discussed with others, Ty to give a his-
tory of vour dupdreams. Put vour most recent cheice on Lice 1 end work hackvards to the ear-
lier jobs vou have cansidered.

Occupativn Code

1. ' .

2. Now: use The Decupalions Finder. Lucat the three-letter code for each of the occupacivos yvou
just wrote down, This search (vr occupalional codes wil? belp you learn about the many occu-
nations in the wortd, This task usually lakes from 5 Lo 15 minules. The Alphabetized Occupations
Findey, whech is available separately, mayv make vour search casier.

Hyou can't find the exact occupation in The Dccupations Finder, use the occupalion chat seems
mast Jike vour neoipatinnal aspivation,

It you're in a humy, o the coding after you complete this hooklet,
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Activities

Rlacker undes L fav 1hase activilies vou woold kke 1o do, Blaclken andar 13 Gor o Dhings you
wonld dislilee dozng oy would be indifterenl Lo,

R
L D

Fix electrical things

Repiv vars

Fix mechanical things

Build trings with wond

lake # "lechoulvste Bduvalion e, bidusteia) Arls, Shopt course
Take a Mechanical Drvawing course

Take 1 Wandworking eourze

Tuke i Aule Mechimnics vunvse

Wark with wn outstanding mechanic ar techrican
ok nnedanes

Operate motorzed mackines or dquipment

1117
|

Tolal No. of Ls

I

.
=

Ttead scientific hanks nr magaz nes
Work it o research ofice ur Labvradory
Work 2 a scientitic projact
Shindy i seiznifie i enne
‘Work with chemnicals
Agaly mzthematics tn practical pinblems
Titlee o Physics cunvse
Take & Chemistyy convse
Talte & Malherralies course
Take a Bivlogy cvarse
. Study scholarly or technical prablems

O
o3=0

IEZE TS
11Zoaz=

Tolal No. of Ls

A

Sketes, drawg or painl

Tresign furnituve. clothing, or posters
PMliay i hansd, group, as avehestia
Practive a musical instrument

Create portraits o photo@raphs

Vrile newels or plavs

Tage an Art conrse

Arrangz ar campnaz music af any kind
Veozk witss o stitled arlist, weviley, vr senlplor
Pertarm “or others [dance. sin, zt, vt}
Tendd avlsshic, Llecary, o musical articles

Total No. uf Ls
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S

Meel impuorlant educatovs or therapists
Read socivlogy articles ov honks

Work for a chaxily

Help others with their personal prohlems
Saudy juvenile delinguency

Read psychalogy articles or books

Taxe & Thuman Relations couyse

Teach in a high schoul

Supervise aclivities fur menZally 17 patients
Teach adults

Wik as a volunteer

Total No. of Ls

E

Learn strategies for business success

Opserate my iven service or business

Allerd soles conlerences

Take a shotl course on administratinn or Jeadership
Senee as an officer of any group

Supevvise the work of others

Meel important executives and leaders

Litad a group in accomplisking some goal
ParlicipaZe in a pnlitical campaign

Act as an organizazional or husiness gonsultant
-Read buginess magazioes or erbicles

Total No. of Ls

C

Kill out inoote tax forms

A, subtract, multiply, and divide rurnbers in husiness or hookleeping
Operate office ‘nachines

Keep detailed records of expenses

Sel up & record-keeping system

Tale an Accoualieg coavse

Take a Commercial Malh course

Take an iaventory of supplies or products

Check paperwark or prodacts for errors or Naws
Updatz records or tiles

Work in an office

Total No, of Ls
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Competencies

Slackan under ¥ for “Yze" for those activitivs you can o well or compeientfy, Blacken vinder N fay

“Nu fgy s acbviliez vou have never perfarmed or perfonm pootly.

I have vseil wool, shop powey wools such as s pawer saw, Tathe, or sander
Tean make a zcale draving

L can chiangie o ¢ae's oil or Lirz

T have cperated power cools suchuas a drll press, gancer, or sewing machine
1 can vefiniah furniture o wnodwark

| can ke simple eleclvical =epoirs

[ can repair fuyniture

[ ¢an use many carpentyy toais

[ can make simple plunbing remairs

1 2an huild simple articles of wond

Jcun painl oo of 3 haase or an apartment

Total No. of Y3

1 can uze wgebra to solve smuthesnelical prablaivs

I can aeiform a scientific experitnent or surnvey

L umierszand (he “hl ™" ar a padinactive element

T can nz2 logarithruc tables

1 e use a computes o study 2 seizntific problem

[ can dezcribe the function of e while 2leed cells

[ can irterpret sirapie chemical formulae

s unueysland why man made satellitzs do not fall wo carth
1 can wyite a scivnttic repurl

1 unde estand the “Rig Bang” theory of the univwrse

© 1understand the rele of DNA i genstics

Total No. of Ys
A

T car play 2 inusical Instyument

L can parlicipele in Laa- or faur-part caerad singing
1 can pertoym as a masical soleist

1 eanact in aplay

1 cen do incemveisve neading

T czn do 2 painting, watereolur, or sculpiure
| G @ reange NF CAMpRae Music

[ can desien clothing!, pesiers, vr furniturz
[wrile storles ar poztyy well

L con woine i suewsch

[ can take attracsive photuigrs e

Total No. of Y3
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S

[ find it easy b talk wilh al) ks of people

Tam gaod al expluining things to others

1 oould werk as a nzighhashned prganizer

People szek me oul 1o el me their troubles

Trean Leavh childnes easily

1 cun teach adults easily

Tam gond at helping people who are upset or traukled
Il & goed vnderstanding of sacial relalionships
lam gond at teaching olhers

Tam gousd gl making people fezl at 2ase

| am much setter at wavking with people e with things or ideas

‘Total No, of Ys
E

[ knaw hoe Lo be a successiul Jeader

L wm u food public speaker

[ can manage a sales campaidn

| can erganize the work of others

L am an ambitious anc asserlive persun
[am geadal gl bngf povole to do things my way
Lisiea good salzsperson

Tam agond dehater

Tean be vevy sersuasie

1 havi dood planning skills

T have soine Teadership skijls

Tatal No, of Y3

C

L can file coyrespandence and acter papers

[ have held an olfive job

L can vse un wvtonated posting maching

[can do 2 12t of papzrwnrk in g shon lime
Tean use simple Jula processing equipment.

| cian post cyedits and dehizs

Ican keep ancurale reconls ol payroent or sales
| ean enley ioformation at a camputar te mina’
1 cam write huesiness letters

Tean perefovin s voutine office actbities

1 atn & caredul and orderly person

Total No. of Vs
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Occupations

This is an inventove of your feelings and allitudes eboul many kinds of work. Show the nccupations that
inderest ur appeal Lo you by blackening undet Y toy “Yes,” Show the nccupations that you disiife or find
uninteresting Ly blackening undey N for "No.”

Airplase Mechanic
Auto Mechanic
Carpenley

Truck Drivey
Suveror

Y

4 —

Consiraction [nspeclor

Radiu Mechinic

Lovoreotiwe Enginear

Machinist
Electiician
Farmer
Helicupley Pilol

Electronic Technician

Welder

Weteovologist
Bindagist
Aslyonorer

Medical Laboratory Technician

Antbyopnlogist
{hemist

[ndependenl Regearch Scieatist
Wriler o Scientific Articles

Ceologist
Botanist

Scigntific Research Worker

Fhysicisl

Suciol Science Researcher

Total R ¥s

1000 716

ot

I

SR {0 ) B9 T B B

LIEEE

Environmental Analyst

Poet

Musician

Novelisl
Ac.oifiwtress
Frae Lance \Writer
Musical Arranger
Jnurmalist

ArLigl.

Singer

Composar
SeulptorsSeulptress
Playwright
Cariaonist
Enlertaines

Total I ¥s I

B {0 e 0 f ¢ o W VY I

Total A ¥s LI

N

| . JO0CEAanne

M

21 1 13 S
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Careey Counselar
Snciologist

High Schoul Teacher
Subslanve Abuse Counselor
Juvenile Delingquancy Expert
Speech Therapist

Marriage Ceamselor
Chinteal Psvchulogist

Sovial Svience Teacher
Personal Counselor

Youth Camp 1irector
Social Worker
Rehabililation Cousigelor
Plavground Dhrector

Total S Ys

Buyer

Adverhsing Execative
Manufaclurer's Representative
Business Executive

Master of Ceremanies
Salesoersna

Rel Bsoale Salespersan
Departinent Slore Manager
Sules Manager

PPublic Relztions Kxecutive
Iy Station Mznager

Smuall Business Oviner
Lepislator

Moypost Mavager
Total E vs

Bnokkzeper

Budget Hewviewer
Cerlified Public Accowwniant
Credit Investigator
Bank Teller

Tax Expert.
EwerLory Cunlroeller
Compuler Operator
Ficancial Analyst
Cast Estimatar
Payrall Ulerk

Hank Exarriner
AccounLing Clers
Audil Clers

Total C ¥s

Y
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Seilf-Estimates

sl wiff wither
e appropriate

1. Rate youwzels on each of the foilawing traits as gow readly thiak pois v izt cangy.
oeemes gense ovens e, Give The mosl seewnzlz eelomie of b yon see soursell, Civel
varnbey wnd crudd mting poursed $he swne in each ability.

Mechaniczl Scientitic Artistic * Teaching Sales Clarical

Al Al Abilily Aalilye Abilily Abiiby
High 7 T T T .". ¥
3 [+ [ % B i
5 3 3 3 3 5
Average 4 4 3 i 4 i
4 B} ) 3 4 3
2 2 2 y 2 2
Lo 1 1 1 1 i 1
R I A S K G

Undey-

Marnal Malh Wusical ancing Manygevial Olfe

Skl Ability Abilit: ot others Skills Skills
1ligh 7 . 7 7 7 7 T
fi fi ] 6 ] G
b 5 5 b h 3
Average ks 4 4 i i 3
3 3 3 3 3 3
2 2 2 2 2 2
Lot 1 1 1 1 1 1
R 1 A E C
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How To Organize Your Answers

Start on page 4. Count hows many times you said L far “Like.” Record the numbey of Ls or ¥s for 2k group of
Acliviides, Coznpetentivs, oy Ocrupitdons on the ines buioe.

Activities (pp. 3-5;

R 1 A S E <
Competencies frz. 671 — i

R I A S E [
Occupations (2. &)

R 1 A S E C

Self-Estimates {p.v)
{What nuraher did R I A s E C
wau cive'e?)

R 1 A S K C
Total Scores
1Add the Tue R seaves.
Lie fived 2cores, ihe
live A soores, el R 1 A s E C

The letters with te three highest numbers indicare vour Snmenane Code. Write your Summary Code below.
(17 lee 200ne=2 gve The same or Led, pul bollilellers in the same hox.;

Summary Code

[ligghest nd 3rd
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What Your Summary Code Means

Your Sumimary Cod is # shmple wiry of sriganizing intarmatian zhaut neaple and jule, 11 a0 be used
L diseover huv your special pattern of intzrests, selleshimales. and competencies vesemblzs the
patiemns of interests and comperanties Ihal ey veeusedons demand. I this way, yaur Suimisare
Cnde lacales suilable gruups of scoupations for vou ta conzider.

1t is vital hal gou seerch The Docupalions Finder for evers possiblz avéering of youy three-Jetter
cade. For example. if vou are an ESC. zearch for 21l e BSC, ECS, SEC, SCE, CES, ani CSE
vecupations by comaleting Steps | and 2, .

Step 1 Find the occupations whise cadzs ae o wilh yours anu list those cccupations that
are of interest to . 17 wour code is SEL, scrupativns with codzs SET are identizal. Sin in Slep 2,
weheller ur ngl s find an occupation with 2 enée identizal b yaurs,

Summary Code

Occenpation Education Occupation Education

Stap 2, Maka a lisl of serupalicns whose Summary Cores resemble youss. Search The Ooeupalions
Firwdey tor the five arvangements of your codz. Far exanple. i wour ooy is IRE, search for ozcupa-
tions with codes of TER, RIE, REL, EIR, atnl BRI Sluyt by writing down the five paasihle [2llr
arranpeenls o woor Susmeowy Code, (12 wour Sunumary Crde inelisdes a bz such is RIS, wou szt
ook up more tetter combinations and Lheiv avesngenanls,)

Similar Codes . —

QOccupation Edncation Oecupation Education

(3o to the Next Page
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Some Next Steps

3

-1

12

The SDY 35 most usehul whe it reassurss vou ahout vour vacationzl shaice or reveals nev nossibililies worlhe
<L vonsideratione. 1 il fuls to suprort a choice o an articipatzc iok cange, don't autamatival'y chags vour 2070,
Listead, de sume inveslization to make sure vou understand tie cavest vou have chosen znd the accupalioes
suggges el by Uhe SDE.

Campyare your Soenmacy Code well i ondes oy yuoy Oueopalion Lapcreems on nuge 3. Thew shald be simitar, hu:
itis nol recessary hal poane SNS vehe malctes gy gepivavoral ur job cude-—letter toy letier. Occupatines tolera a
vaviety of tepes. TEIs Tmparzant Eral yone Theee Laller ooade ot Leagl eesemnbles Whe lrse-Letier code of vour Svarite
accupatioral choicz, For example. youre SDS cade is WIE, ard Hie socupalion you agpine 1 is coded IRC. Other exam-
wles of strong to moderate resemblance wanld ivclude aecapalional codes of RIY, EIR BSA. 17 wou can s no relation
betvreen vour SDS cocz and vour aspiration, vou should 2xamire pue polentic] seisfacion for hal socupadion with
counselor <y a friend.

Teweesiiziale the wiucalions! vequicements for the ovcunations that interess you. Go back tn The Oczupalions Ringer

4 fnd aszl By much educativo or wratining is reyuived for each occupation vou tizted 2arlier. Wheie casld yau
am the sequires  rdeine!? Ls ol Grancialle cossible? Js it veasonuale in fermse of your leavn’ng abilty, age. family
siLslinn?

Coraidar any heal™ or praical Tosidions Ml might afiec your chaofee amd bow you can or would cope with them.

Sezk maore infaymation abaut accupatinns iram loeal eaunse’ing venle s, schnpl coungel vrg, libiries, labor urbions,
empleyment sevices, and acapazional ivfarmatior files tusually found i oauageling ellices), Talk o peophs eropluyay
irs the cooupations inwiich wou are especially intzrested. Mrsl penple enjay talld -z sl e work, Resnesnbar, e

ey, that they mzy have personal bizzes. zo talk to several veaplz inthe sane accupatian. Try o ahlain pisl 1 e ke
expeyience that is simitar to the activities iz the occapations vou ave considering. Read ait 2les and hanks Zral éescriba
verupalions orilen o explyc conren seisntidic kewacledde about the choice 57 an ozcupation, Soms soggestions are
liglan om puggzae 124

Feeronembuer i gonne ol oo Ve S0% s alleclen by many vlurs in vour backirume—eetr sex. your age, vouy
parents” arcugaions, and etbnic ur ratial inJuences, Por esotole, beess sovicly ollen encouraiges men and women
1 a3pice i dilTarent W lans, wiiman s mons S, A, and € eodes Uran men, while toea obtaic tnore L R, and E
enges. Vet e o that almast all s can be saceessin'ly evfarmed by nenibens of eillir sas, I yvar codes differ
fram youy Cecupaetional Dagdreans. heeps hese inTusnces o mind; e may seeonne foe e Difevences, and yon oy
decide to stick with vonur Daydveams.

Remembir: no one but wou can make youy vocational dzzisici. Our keowledgz of careerss is toa Tirviled w porwide o
with & single, exact chudce. but we cat help von txcns o some of the mare likely possinilitizs.

145



Some Useful Books

Authony, B 1, & Rez, O 019911 Qver 50 and looking far eard?: A wuide for (he unemploved, wedersmploged, and
unfuipdy eanpioped, Llolbreok, MA: B, Adams.

Ralles, RN (1320 What coloy is g purachede? A practizal manal for jod himiirs ond coreer changers. Barkelew.
Car Tew Speed Press.

Carszay, C., & Wells, O, 119410 Discoser the saraar wetlivee e (30 el Pacitic Grove. CA: BraaleeCule,

Farr, 1ML 18800 e complere guide fr acetpniivnad wiploration. Tadiaapel s, TN: NS Works.

Field, 5. (121 500 Dose povsuis far S vecir 2000, Neww Yors: Prentios Hall.

Figler, H. {1988). The vowpdede fud-search handinak. Nz Yark: Henre olt anil Comes

Geortradson, G, D, & Jiolland, 1. L 119831 Dectiarary o Aol wcoupadionad codes 12nd &), Odessa, 1l I'swchological
Jusvssmoent Resources.

Huvkaw, ML DL 900, S0 coveerss A guide fo the fastest-geoveinyg npponiunidies. New Yovk: Wilzy.

Halland, 1. L. (1992], Making socational chnice: A theorg of racodfona! persanalities and werk sucfrommendy, Odessz,
PL: Psechowydical Assessment [esources,

Hopke. W. F. (19831 Tha eme polipenttin of caresns ond eavazional greafimer ($1h L), Chicago: ). G. Farguzan Mk,
RKearmich, k. L. (19920, Cureering and re-caveacing for Sue 1330 (3rd vd.). Manassas Baris. VA Tapact Publivations,
Malley, LL A 119920, Sevady palms: The saglacted arl of being interviewed. Berkelzy, CA: Ten Saeed Pross,

Bloore, D. 1., with VarderWey, &, (1898] Take charge of powr i cavear: A guide to federal employment. Odessa, Fi:
Psyriolngical Assessinenl Rezources.

(&2 Lafucudiona! opparzmities. saveas. fnons, soholarshins, soplogment. 119930 1 dimmpolis; The American
Legion. (These irexpansive: houklets ans publishad every vear and may he eviens] from The Areyican Legion, Natinnal
Fonblen Sales, 130, Bux 2030, Lxdianaanlis, TS, $6205.

elras, b (IE0). Johs 4. New York: Simon & Schuosler

Savage, K M. & Novallo, N (Fided, (1820 Frodessional caraers souvaebonk (24d 20,1, Delesit, ML Gale Rezearch,

Shahnasurnian, M, (985) Decision tme. Odzssa, FL: Paechialngieal Asecssenestl Resources.

Shey, 13, & Gottlivd, A (19791 Wisharait: Mo S whnd pou veclly wané. New Yarke Viking Prese.

S, Departrrent of Tabz, Burezu of Lelor Sladstics, $100%2-10483). Occunationel caidfod Sumadbo. Wostington, DC: 1S,
Gratrimneni. Printingg Ciice, 'his hanchoak is aublished aszry v waars aaxd iz the best sinile souree for i oomatinn dbaul

werupiions. See werr caunzzlar or librare. ov prler from: Superintendent of Documets, 128, Govsrnment Printng
Offce, Washingwn. DC, 20402}

Vill. M, AL (19820, Jub sfrafegies for peaple with Gisalbilitise: fabie gonreedl for today s fob maorket. Princeas, N
Pewerson's Guides.
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Appendix C

Letter from Department of Youth Services
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STATE OF ALABAMA

DGPAHTMM seRvices

KAY IVEY PosT OFFICE BOX 66

STEVEN LAFRENIERE
GOVERNGOR MT. ME1GSs, ALAsama 36057

EXECUTIVE DIRECTOR

November 25, 2020

Auburn University Institutional Review Board

c/o Office of Research Compliance

115 Ramsay Hall

Auburn, AL 36849

Please note that |, Steven Lafrenlere, Alabama Department of Youth Services (ADYS) Executive
Director for Juvenile Services, grant permission to Mr, Curtis Gage and Dr. Peggy Shippen to

conduct research at our Mt, Meigs, Alabama facility for his study, “The Examination of Career

Interests and Career Development of Incarcerated Youth with and without Disabilities.”

| understand that the purpose of this study is to examine the career interests of incarcerated
youth with and without disabilities as measured by the Self-Directed Search {SDS) assessment
for youth ranging from age 14-21. The primary activity will be collecting and analyzing scores
from the SDS summary report. | understand that Mr. Gage is requesting anonymous data with
no identifiable information about the youth. In order to ensure the safety and minimize the
risks of COVID-19 of staff, selected participants, and researchers, this research study will be
conducted remotely. Mr. Gage and Dr. Shippen will change from a face-to-face, paper and
pencil assessment, to an online version of the SDS. The purpose of this study, SDS presentation,
and method of collecting and interpreting data, will be live streamed via Zoom. The selected

participants in this study will be supervised by staff during a designated day and time.

Mr. Gage and Dr. Shippen have agreed to provide me with a copy of all Auburn University
Institutional Review Board approved, stamped consent documents before he begins cellecting

data. Mr. Gage has also agreed to provide us a copy of the aggregate results from his study, as

well as any data that ADYS requests regarding his dissertation,
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If you have any questions regarding this matter, please do not hesitate to e-mail me at

Steven.P.Lafreniere@dys.alabama.gov or 334-215-3800.

Sincerely, :

Steten Lafreniere
Executive Director for Juvenile Services
Alabama Department of Youth Services
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Consent Forms

150



‘ui
AUBURN

UNIVERSITY

11 b
=l
REF-2TITAT

For a Research Study entitled:
The Faxainaticn of Cavesy Inleresis and Career Development of Tncarcerated Youlh with and
walhened Diiyabalifies
(WOTE: DO NQT AGREE TO PARTICIPATE UNLESS AN APPROVAL STAMP WITH
CURRENT DATES HAS BEEN APPLIED: TO THIS DOCIALENT,

Guardian Consent and Minor Assent Form
Student Name:

You are being imvited to take part in a research study about how males like you make
decigions.

This study is being conducted by Mr. Curtis Gage, Ph. 1), student at Auburn University under
the guidance of Dr. Margaret Shippen from the Auburn University, Department of Special
Fducation, Rehubilitution. and Counseling. You are being ashed to join the study because you
are staying at an Alabama Department of’ Youth Services (ADY S) tacility and are between the
apes of 1410 21 Alr. Gage will et permission (rom vou and ADYS belore including vou in the
study. The fonm Tam reading te you now will give you all the information you need o decide
whether you want 1o he in the study or nol

What will you be asked to do? You have an opportunity 1o take part in this research study as »
student al M1 Meigs, You will be asked 1o complete an interest survey related 1o vour job
interesis. The name of this inferest survey is called the Sell-Directed Scarch (STS). The SDS
helps individuals learn about themselves and their job options, This inferest survey helps
individuals find jobs that maleh their mlerests and abilities, For example, the report may ask vou
questions about your favorite activitios and interests. The choices provided in the interest survey
will help vou decide on vour personal goals, skills, enjovment, and dreams, The interest survey

will take approximately 1 hour to complete.

The Auburm Univeesity Instntionsd
Resdews Baard has approwesd thic
Doturnent for use froe
25192021 _vo_ CEMBSOCE
Protocol f _21-226 MR 2106

Parent’'Guardian Initials Student Tnitials

Paze 1of 4
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After completing the interest survey. vou will be grven a report. This report will provide a list of
possible job options for vou to consider as vou think about your future and employment search. In
addition, vou will be given a Summary Code which provides a list of jobs, fields of study, and
enjoyable activities that match vour Summary Code. Reviewing the report may take an additional
3 minutes. The entire provess will tuke approximately 2 hours o complete. We will provide
scheduled hreaks but if vou need to take an additional hreak at any time, just let me know. [lere is

a detailed vutline of what you will be asked 10 dao:

1. Using a compulter, vou will answer a scrics ol questions about decisions related to possible
Job options for wou to think about which will take about 1 hour.

2. ARer the completion of the job survey, vou will he provided with a report that
includes includes vour Job Daydreams. Summary Code, and a list of next steps and

resources. We will review the report with you which will tuke approximately 43 minutes.

Voluntary Participation : Your help in this sludy is complelely vour choice, I vou chooss 1o be
i the study now, you are [ree o change your mind at any time and Tor any reason. T you choose
not to be in the study now or at any time, it will not be held against vou in any wav, Parlicipation
in this study will not alTeel vou in 4 negative way or change vour release from this Lacility in any
way.

Confidentiality: The information vou provide will be kept strictly private. This means we will
not share your information with anyone outside of this facility without vour permission. There are
some exceptions e this, I you tell us that you want to Tarm yowsel or someone else or il vou tell
that us that semeone has hanmed you or someuone else we are required to report this information.
This is Lo keep you and others sale while vou are here. All the information you provide will he
coded ina manner that will mimmize connections back o vou, This mieans we will not write vour
name on any ol the forms. We will use 2 number instead so that no one will know the information

15 about you.

The Autum Untvenity iestitution s
Reakow Bazed o sppaaved 1his
Cocumam 12¢ uss Som
05A16/2021 w OSMBRCIZ
vrotced A4 27-225 MR 2108

Parent/CGuardian Initials Student Initials
Puyre 2 1204
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Benefits, Risks, and Discomforts: Lhe SDS may support your job choice ar give new job
puossibilities worthy of consideration. However. it is possible that vou may not receive any direct
aain from this study. The SDS may fail to support your cheice or likely job choice. If SDS daoes
not support vour job chvice, instead of possibly changing vour job plans. do some research to
make sure vou understand the job you have chosen, and the jobs suggested by the SDS. The
mlormation you provide in the study will help us better understand how males like you make job
decisions. We take very special care when collecting and using the information you provide to the
rescarch team, so there s very Tl risk that ivis ever linked back 1o vou,

Tt ix alse possible that veu may be exposed 1o COVID-19 hy participating in face 1o face research
achivities, However, we are 1aking special eare o mimimize this rish. This rescarch study will use
compulers Tor this stdy. The rescarch team will alse use the Tntemel tr see. hear, and talk with
wvou during the survey,

Use of Current, Existing, and Future Data: I’ you choosce 1o be in the study, the inlormation
wvou are providing tedayv and throughout vour time here will be used to help vs understand how to
meet vour goals and needs, [t will also be used to improve the cducation services program at Mt.
Meigs. Your name and identitving information will never be uzed or displaved in any scientific
publications ar presentations.

It vou have any guestions. please ask them noew. It you are not comfortable with anything we
have said above. please do not sign the form. Remember, if you agree to be in the study by
signing this fnmn, you can still stop participating in the study at any tine. I you have questions
later. ¥ou may request te speak with either myself. Curtis Gage. or Dr. Shippen by asking your
ADYS legal puardian. dorm manager. or instructor. You will be offered a copy ol this form 1o
heep il vou choose. Tor more infmmation regarding vour rights as a research participant you may
contact the Auburn University Office of TTuman Suhjects Research or the Tnstitdional Review
Toard by phone (334) 844-3966 or email hsuhjecti@aubum.edu or

IRBChairzzauburn.edu, An ADYS Advoeate is available if vou have any questions about this
project. The Advocale may be contacied through the Oflice of Research Compliance al the phone

mumber or amail listed above.

The Auburn Uniseisity Institutional
Rasieen Bodrd has approvid this

Parent‘Guardian Initials Student Tnitials Dozumnt Foe wiw dem
_ 05132021t 05AET022
Page 3 of 4 Procoroly __21-225 MR 2108
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STUDENT ASSENT: HAVING READ THE INFORMATION PROVIDED, YOU MUST
DECIDE WIHEFTIHER OR NOT YOU WISH TO PARTICIPATE IN THIS RESEARCII
STUDY.

[T ACCEPT and wish o participate in the study.

I DO NOT ACCEPT and wish to decline,

Student Signature Dale Student Printed Name Date

“Having met with this student, your signature indicates the student has the mental capacity to
procecd with the consenting process.,

Assenting Lxaminer Signature Date Assenting Examiner Printed Name  Dare

LEGAL GUARDIAN CONSENT: HAVING READ THE INFORMATION PROVIDED,
YOU MUST DECIDE WIIFETITER OR NOT YOU WISIT FOR TITIS ADOLESCENT T
PARTICIPATE, AS'THE LEGAL CUARDIAN AT THE TIME THE STUDENT WAS
APPROACHED FOR PARTICIPATION, YOUR SIGNATURE BELOW INDICATES YOUR
WILLINGNESS FOR TITIS STUDENT TO PARTICIPATE IN TIIE STUDY.

ADY'S Legal Guardian Signature  Date ADYS Legal Guardian Printed Name  Date

Parenl:Guardian Inilials Student Initials

The duburn Unherstty Insstosdenal
Feview Board bos approved this
Document “or us= from
_CSM92021 o OWNISZ2022

Fretocaln __21-278 MR 2105

Paze 4ot 4
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Appendix E

Auburn University Institutional Review Board (IRB) Form
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AUBURN UNIVERSITY INSTITUTIONAL REVIEW BOARD for RESEARCH INVOLVING HUMAN SUBJECTS
RESEARCH PROTOCOL REVIEW FORM
FULL BOARD or EXPEDITED

“or [rformation ur helo cenlacd THE OFFICE OF RESEARCH COMPLIANCE (ORC)
Phone: 324-844-5665  e-mail: RBAcmingisubu-n.edu Web Address: hitpuilviviys aobureedu'researcs

Mpionsiindex rtr

Bavied 0407 2021 Submit completed form 1o IRBsubmit@auburn.edu

Complete this form using Adobe Acrobat Wntor versions 5.0 and greater). Hand emiticn coples not accopiod.
1. PROPOSED START DATE of STUDY: Ju/¥ 2021 Toduy’s Dt JUNE 11, 202°

PROPOSED REVIEW CATEGDRY (Check onej: [=] FULL BEOARD O EXPEDITED

SUBMISSION STATUS (Check en'c}: i E NE\'l: D REVISIONS (fo oddress IRE Rl.-?i-.w Comments) .
2 PROJECT TITLE: 1 he examination of career interests and career development of incarcerated youth wi

5. Curtis Gage Docteral Candidate SERC cag0047 @auburn.edu
PRINCIPAL INVESTIGATOR TITLE DEPT AUE-MAIL
2084 Haley Center 334-844-7677 o
MAILING ADDRESS PHONE ALTERNATE E-MAIL
4. FUNDING SUPPORT:  [BIn6 [Jintesssl [ External Ageeay: [ pendica O recerved

For fudural funding, list agency and gramt numbar (if available;.
Aa. List any caniractarx, xub-contraciors, athar mniitinx axxaciatud with thix projec:

NA

b Lzt any othur IRBs associotud with +thix prajuct [including Ruviewsd, Dufurrud, Dulurmination, whe.]:

NIA

PROTOCOL PACKET CHECKLIST

All protacols must include the following items:

[ Research Pratacol Review Form (A} sigraturss ncludsd and all sectcrs camplsted)
iDramgles of apzended decuments &2 founc on tie OHS < websile: Ao s zuburn.ediresearchiypriohsisamele bomy

[ i Treining Certificates for all Ky Parsonna

[ Consant Form of Information Lettar a11d any Relezses faudo, vadeo or prolo) hat le parlicipznl wll sgn.
O appendic A, *Reference List
O Appendix Bif =-mels Ayers, schelizemants nsnerd 73¢ annauncemerts o7 seripis, 6o, zre used 1o ~sorul paricicanls

O Appandix C il dala dlechon shesis, suveys. lesks, olhar recording nslrumsn's, interviss suiois, ele. wil be wsad fodalz
collection. B2 sure w0 attach them n the erder invihich they are listed in 4 13

O Appendix D if you il bes vsing a dsbristng form o indlude smercency fansiprocedures snd medicd refemsl lishs
|& refarral list may be ateched Io the consznt cocumzal).

O Appandix E 1rescarch s bang concucted & sites ¢iher Lian Augurr University of 19 coogeraicn with claee ealiies. A
permission letter from the siie ! program drector must be includec indcating their ocoparai on orirvgdvement in the roject.
NOTF If tha oropased resesnch is 3 mulli-site project. involding irvesigatars or participznts 21 alher acadamic institubions,
hespiteds o crivate research organizations, a letter of IRB approval f-om each sntity is reguired prios to nitiafing the proect.

O Appendix F - WWrilten evideres of accestance by e host counyy fresearch is conducted aulsidz fke Urited Steres

The duburn Urdvarsity inatitutional
esiew Doard has appeoec this
Docurrent For use frorm
05172027 to 051252022
Protorod 4 _21.225 WR 2105

Version Date [dale documend creaisd); pege __of _
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6. GENERAL RESEARCH PROJECT CHARACTERISTICS

6A, Resmarch Methodology

Pleuse che<k all descriptors that best apply 4o the research methodology.

Dota Sourcals): M Nuw Gata O £xiniing Dats Weill recorded data directly or indircotly identify participants?
Yes No

Dertt collection will involve the use of:

Educetiznal Tass (cognitiva sizgaastic, aptlude, <t [ /] ltaiat | Elad<enic
Interviaw -] Audia
Oksarvntan <] Vidae
v Traeking M vrws O pheres
dzol / Fliysidagica | dacsures of Spadivans [see Sactian ££) Digitzlimagas
Suromys { Gomviizeea re Privara ruczeds o file
D Qrher:
6B, Purticipant Informaiion 6C, Ricks to Participants
Placsw chuck all durcriptom OhcﬂEquly to the targei population. Pleuse identify all risks thut paricipunts might encounterin this
fhales Famales Al sude: aadrch.
Molnstable Po.?ulﬂﬂon: E e Dl R T B Branch of Corfidantaity® E( carcan
D Pragaant Weman Fatvaes “risanara nitutizralicen Doseptian ehyzcal
E] Childrer and /zr Adslescents [vizer spe 18 11 AL D Fsydhalog aul DSc zul
Nees

Ol 0t

Prrsons with:
B sranemiz Disadvarroges E] Phys ool Jivabil ties

D snumizea Lissovamtages E Intelactunl Disasilicies

*Nada thar { e Invaticataris ming ar acceqsing cardidam al ar dertfic ble data,
Do you plan ta campaniata your paricipant? D Yai D Ne Eennck of cocf dnmbiality te el wags a rak.

60. Corresponding Approval/Oversight

*  Doyouneed IBC Approval for this study?
Yes No

Ifyes, BUAY Expiration date

. Da'nu need IACUC Approval tor This study?
Yos No

Fyes, PRN & Expiration date

«  Does this study involve the Auburm Unlversity FRI Center?
0 ves No

Which lRI{s} will be used for this project? {Check all that apply)
Oosr On

Does any portion of this project require review by the MRI Safety Advisory Council?
Yes No

Signature of MR Cenler Representalive:

Required for all profects involiing the AU MR Center

Appropriate NIRI Center Reprasentatives:
Dr. Thomas S, Denney, Director AU MRI Cenler
Dr. Ron Beyers, MR Safely Officer

Wiesion [ [de e documznl creslee) page _ of _
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7. PROJECT ASSURANCES

WP FRINCIPAI*INVESTIGATOR!S*ASSSURANCES

1. certfy thel all mfarmclion proviced in this opplication is camp 2te and canact.

2. lwdesstond thot, os Principol Investigeter, | have ultimore responsibil'ty Far tha concuct of this study, the athical performeace k5
prejed, tie praiection of the rights and welfare of human subjects, and strict adharence 1¢ ony stipulatiars imposed by the Aubum
Un'versity IRB,

3. | canify 1ol o'lindividuo's Iavelved wish tae coaduct af rthis profect are aua flec 1o corry zut tkalr spedfied rolss ord
responsibilities ond are in cemp ionse with Auocea University pal'sies regarcing 1he collection cnc onclysis of the reseorth dola.

4. | agres 1o comply with ol Aubusa peizies and procadures, as wel @3 whk ell applicak « faderal, stete, cad lecal lows raga-dirg
the preteclien of horan subjacts, Incuding, but nat limited te the Fallowing:

o, Cenductivg lhe projact oy qualitied persarnel occorcing 1o the oparaved pretocol

b. Iwplenenting re chenges in tae opproved protzcs or conzant torm withaud prior appreve! from tha Office ot Reszarch
Complianze

c.  Obstainng the legelly effactive infarmed corseat trom eadh partidpent ar thalr legelly responsible representative prior te
their participetiza in tis project using only the currently approved, stompec carsent form

d.  Fromatly reparting sigrificant edvarse events and,ar effeds to the OFice of Research Campliones T weitiag within §
warsirg deys of the cocurrence.

5. 1 will e unovailab '« <o direst tis sesaarch persoac ly, | 'will errenga for o co-Investigator ta assume cirect esponsialli=y n my
adsanca. This person hos seen nemed os co-investigator in this app ization, or | will acvise ORC, by al'er, in advance of such
arrangerments,

6. lagree to concuct 1105 stuciy cnly during the pericd oparaved oy the Ausum University (EB.

7. 1wl prepore anc subnid ¢ renwwo’ requast cad wwpply all supperting dacumants to the Clfics of wsaarch Complicace oefore e
approve pericd has exoirad 1 1 is necessory 1o continue te research project beyend the tina peried oppraved by e Avouen
Uaiversty IRB.

8. lwll prascee ard submit a fina' raport uoon conplelzn of this research projecl,

.- 4

Ny signatura indicates thot | hove read, unozrstend and egree 10 senduct this cesearch project in accordonse with the assu-onz=s lizsed
above.

Curtis Gage Curtis Gage Jlammimi®., 6-11-2021

Ptintéd name of Principal Investigatar Principal Invastigater's Signature Daotw

BMFACULTY#ADVISOR/SPONSOR'SIASSURANCE

1. lhave read the protazol submited for ~his praject for corden, clar’ty, and metodaolagy.

2. By my sigraoturs as focuty cdviterspontor or this research applicetion, | canify that the sludenl or guest investigator is
krowledgzakle obout the regJslations and policies cevernlng researdh with humar subjects end has sof Tent Iraining anc
experisnce to condust this partics ar study in eccord with the approved prafacol.

3. logres 1o meet wilh the iavestigaror on © regu ar basis “o monitor study prepres. Should orablems orise during the zaurse of tha
ucy, | ugres 1o be ava'lable, perszag ly, o supervise The investigetor in solving tlem,

4. | ussure that the invastigoror will prownptly repat s ae'flcart Ircic ents and for advarse svarts ead for sffacts to the OKC in writing
within § working days of the cecvrronse.

5. K1 wil be unaveilable, | will arrenge for an qhe nate ’ucuhy sponsor o cm.'ne re:p:n-lbll !)' dunng my absence, and | wi! advise
tha CRC by lettar of suth arrangaments. izsion of reacwals,

modificatiens pr the fing’ sepedt, T wi ::?.Lm:_.h:usmhl_l;.
Margaret E. Shippen Margaret Shipner g2t i nd™ 6-14-2021

Printcd name of Facully Advisor |/ Sponsor Faculty Advisor's Signatura Date

i CARDEPARTMENToHEAD'S*ASSSURANCE o -

Sy iny signeture us departeient hecd, | certify thel | will cooperate with the administratian in the applicelen ard eaforcenant o ¢l
Avburn Uriversity palzies und procedures, o5 we | s o | upolicoble federal, stote, ana lecol lows rege-ding fe pratact sa and cihical
sreciment of harmon participunts 9y resacrchars in 'y ceperiment.

Jeff Reese Jeff Reese 33t .. 06-14-2021

Printed nome of Dupdl'mel:' Head Department Head's Signature Date

Version Dty (due decument created):
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PROJECT OVERVIEW: Prepare an abstract that includes:
(350 word maxzimun, in longucge wndersicrdable 1o semecne whe is not fomilicr with your area of stucy):

a) A summary of relevant reseorch findings leading to this research proposal:
{Tite sources; inclodle o "Refaranos List oz Appendix 4]
b) A brief descriplion of the methadalagy, including design, population, und variables of interest

A) In the United States, on any day, it is estimated that 93,000 youth are incarcerated
{Houchins, & Shippen, 2012). It is estimated that over 54,000 youth offenders are held in
correctional institutions, and approximately one-third of these incarcerated youth have been
identified as individuals with disabilities {Farn & Adams, 2016). Research has consistently
indicated that incarcerated youth must have access to a high-quality education {Gagnon, et
al., 2015). In addttion, incarcerated youth must receive high quality education in order to
make effective transitions from youth correction systems to high school and the community.
Researchers have documented that effective transition programs and services for
incarcerated youth increase the chances of individuals successfully returning to their
community and school {Clark, Mathur, & Helding, 2011). Although successful post-schaol and
adult accomplishments are goals for incarcerated youth with disabilities, the immediate
transition needs of these juveniles are critical (Baltodano, Mathur, & Rutherford, 2005).
Transgition services and supports should he at the forefront of programming when a youth with
a disability enters the juvenile corrections system {Baltondano, et al., 2005). Thus, effective
transition programs and services from the juvenile correctional system to the community are
essential and imperative. One way of gathering data to inform the transition of youth who are
incarcerated is to survey them about their career interests and career thinking.

B) The study design is a group descriptive design. No treatment will be implemented. only one
vocational interest inventory. Based on the instrument {(Letter Occupational Codes) a sample
of 100 participants would be needed. The independent variables would be categorical {age,
race, disability, length of incarceration, and repeat offender status. The dependent variables
would he the results yielded from the Self-Directed Search which is the three letter Holland
Code (Holland, 1994).

Participants: Incarcerated youth males with and without disabilities at the long-term facility

P | PR P ) PR 1 1 T PP S I Lot Alal weee ~ =Y Ceed LENZ LAV AL Tl L. FAPNNIAL AL OEL

PURPOSE.
a. Clearly state the purpose of this project and all research questions, or aims.

The goal of transition for youth with disabilities is to plan for the future and have a focus on the
youths' individualized strengths, preferences, and career interests. Therefore, the purpose of
this study is to examine the career interests and career thinking of incarcerated youth with and
without disabilities.

Research Questions

1. Is there a difference between the age and the first letter code yielded from the Self-Directed
Search?

2. Is there a difference between the race and the first letter code yielded from the
Self-Directed Search?

3. Is there a difference between the disability and the first letter code yielded from the
Self-Directed Search?

b. How will the results of this project be used? [eg., Pi tation? Publication? Thesis? Dissertation?)

The results will be used to complete the requirements of a dissertation study, to publish a
manuscript in a scholarly journal, and may be used for presentations at professional
conferences.

Yarsiaon Date (cate darumant creatad) pane  of
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10, KEY PERSONNEL. Desivibe responsibidizs includs nicrmazion on reszarch training of cerificatiors refated lo this projee:. CITlis required.

1,

Be a3 specific as possibla. {Incude eddliora perzcord in an atieckmenl) AN ksy personne! must attach CIT) certificstes of completiorn,
cag0047@auburn.edu

Pnncipd lnwsﬂgator Curtis Gage Title: Cacion | Candicals

Dept ! Affiliation;: SERC

E-mail adkress

Roles / nsibilifies:

Curtis Gage will collect, input, and analyze the data. Mr Gage has worked as a special education
teacher for 10 years and is currently working as an Education Specialist, Special Education

individual: _Margaret Shippen Tite: PTOfESSOr ¢ idreee ShiPPMe@auburn.edu

Dapt ¢ Affllation: SERC

Roles ! nsibilities:

Support the data analysis and results. Dr. Shippen has had a long standing relationship (over a
decade) with the Alabama Department of Youth Services at the campus of Mt. Meigs. She had

Individual: Tifle: E-mail address
Dept ! Affiliation:

Roles / Responsibilities:

Individual: Tifla: E-mail addrass _
Dept ! Affiliation:

Rolas ¢ nsibilities:

Individual: Titla: E-mail addrees s
Dapt ! Affiliation: S
Rolas ¢ nsibilities:

Individual: Title: E-mail addrass =
Dapt ! Affiliation:

Rolas / nsibilives:

LOCATION OF RESEARCH. List all locations where data collection will teke place. (Sched syswems organizaions, businesses, widngs
andrcam nuthers. serves for web surseys, el | Ba aa specific ag possible. Attach permission letters in Appendix E.

1S ssmpk BiaiE 62 Dito e su b edesaarc bl uiahisleanics i)

The collection and interpretation of the data will be live streamed via Zoom. ADY'S facility staff will
monitor, supervise and assist participants in the classroom during this data collection period. This

At mallasbinem nill ka Aanndiicdand crnvmabnlic i A Alamarasars Aan e AnEsmis AFRIE RBAias Almamos e
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12. PARTICIPANTS.

Describe the participant population you heve chosen for this project including inclusion or exclusion criteria for participant
selection.

[J Checkhereif using existing data, describe the population from whom data wes collecied, &include the # of data files.

Male youth incarcerated at the long-term facility will be selected hy facility staff to
participate in the study and their participation will be voluntary. Participants with disabilities
are included in this population (not segregated) and will be recruited and consented with all
potential participants. The youth range in age from 10-21 at this facility. The youth that
agree to volunteer will be in the age range of 4-21 because this will be the target sample as
they fit within the age range of transition services. Youth with and without disabilities will
volunteer to participate in this study. Facility staff will identify the volunteered youth age
14-21 enrolled in Wallace School. Once the staff identifies this age group, Principal
Investigator will meet with the youth to explain the study and consent those who volunteer,
VWallace School serves adjudicated male youth 12 to 21, with most between the ages of 16
and 19. Due to the transient nature of this population, age, race, and disability status varies.

Describs, stap-by-step, In layman’s terms, all procsdures you will use to recrult participants. mclics i Appendix 8 a copy of
alle mails, fyers, eavedisemeants, recnafing sonds. inwiafions efc.. thaf véll be used to inwte peome fo parficypale.

[Sse zamnks documsnts af ko favew aubum sdumsesmhprnhssamols hivi )
The nation's special education law is called the Individuals with Disabilities Education Act
{IDEA). IDEA provides special education and related services to individuals that qualify for
special education services. Part B of IDEA defines disability and has requirements that must
be met in order for an individual to qualify for services. IDEA provides definitions to 13
disability categories, The research team will use IDEA’s definition of disability to determine
potential participants. Public agencies have developed and implemented procedures to
evaluate individuals suspected of having a disability that adversely affects their educational
performance and who may need special education and related services. ADYS has
developed and implemented procedures to identify and evaluate individuals suspected of
having a disability that adversely affects their educational performance. According to the

Wheat is the minimum number of participants you need ta validate the study? 100
How many participants do you expect lo recruit? 150
I3 there a limit on the number of participants you will include inthe study? (8] No  [J Yes-the#tis

Describe the type. amount end method of compensation andlorincenfives for participants.

(If ez compansalion wil e gvan, shack bere: [=,

Select the type of sompensation: [ Moretary [ Incentives
O Refie o Crawing incenive { ncducs Ihe chances of winn ng.)
O Fxira Gradit {Siate the v e
O ctrer

oescipion:

wersion Dae (cate documerd creates): pags__of

161



13.

14.

PROJECT DESIGN & METHODS, Confinver

¢. List all data collaction instruments usad in this project, in tha order they appear in Appendix C.
2.4, surveys and queslionraires in the format that will be presented to participants soucaliond tests, dasa cdestion sheets.
nervies questions, audatidza teping methods 242 )

The recruitment materials will be the consent form and explanation of the study.
The participants will also complete a demographics data form.

Instrumentation: The Self-Directed Search (SDS} is a well-known vocational interest inventary
(SDS; Holland, 1994). Specifically, the three-letter occupational Code reflects an individual's
likes and dislikes and demonstrates how these factors relate to various work environments.
The SDS on-line version will be administered using an on-line assessment platform,
PariConnect. There are six occupational code types: Realistic (R), Investigative (1),
Conventional(C), Artistic {A), Enterprising (E) and Social {S).

d. Data anslysis: Explain how the data will be snalyzed.

The data will be analyzed descriptively (means, frequency, and percentages) and inferentially
using an analysis of variance (ANOVA). ANOVA is a statistical procedure that evaluates
whether the group means on the outcome varables (dependent variables} differ significantly
from each other.

RISKS & DISCOMFORTS: List end describe all of tha risks thet perticipants might encounter in this research. ff you sve using

deceplion in this study, please justify the use of deception and be sure to attach a copy of the dabriafiny fornt you pian 1o use in
Appendix 0 Cramples of possidie rsks arg In secton 46D on page )

The participants may encounter coercion or breach of confidentiality. To lessen the likelihood of
coercion, participation will he voluntary.

The Pl will follow all guidelines of the Alabama Department of Youth Services as it relates to
COVID-15 in order to prevent introducing the virus in this setting.

Wersion Datz (dele docurren: created) pige o
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15,

16.

PRECAUTIONS. Idanlily 2nd descibe all coacauions you haws xan i aiminzls o redues nsks as isled in# £, I the parlicipz2 nts can b
dassfes as a vangatle” pcou Jtm plsa'b* u&SCI’I“O ad:iuﬂral stQUJd' tr'at ol 'ul Use tc assure me etheal ream*n of these
indviczs. Proyide g cor ; ; : ; :

ontline st http:vrany. subum., edm’reseamh"vpndvs sample hm#precammj

The participants may encounter coercion or breach of confidentiality. To lessen the likelihood of
coercian. participation will be voluntary and collected by the researcher not facility staff. All
participation will be voluntary in order to reduce the risk of coercion. Participants with disabilities
are included in the overall population {not segregated) and will be recruited and consented along
with all potential participants. Every effort will be made to ensure confidentiality is protected.
Data will be stored on a password protected computer and hard copies will be kept in a locked
file cabinet in a locked office.

The participants will not use their names in this study but use an identifying number. The
identifying number will replace the name and other identifying information of the selected
patticipants. The identifying number will be provided to each participant. The data will be
analyzed in order to de-identify participants and the identifying numbers will not be presented in
the results of the analyses. The researcher will review and remove direct identifiers as the data

- mmbmemdd el ARS8

If using the Internet or other electronic means to collect data, what conficdentiality or security precautions are in place to protect {or
not collect) identifiable data? hclude protections used during both the collection and transfer of deta.

The ADYS staff and researcher will know the indirect identifying information of the participants.
The ADYS staff and researcher will not reveal the identities of the participants to those outside
of the study. The data collected in this research have identifiers and that data will be maintained
in a way to protect the privacy of the participants. The participants will not use their names in this
study but use an identifying number. The identifying numher will replace the name and other
identifying information of the selected participants. The identifying number will be provided to
each participant. The data will be analyzed in order to de-identify participants and the identifying
numbers will not be presented in the results of the analyses. The researcher will review and
remove direct identifiers as the data are entered into SPSS software.

The data that is housed on the Pari-Connect on-line platform will be downloaded to an encrypted
flash drive and kept in a locked file box. in a locked office on the campus of Auburn University.

BENEFITS.
8, List all reslistic direct benefits participants can expeact by participating in this specific study.
{00 nat inchide “ompensafion” Gxtedin #120)  Chack here if there mre na drect benzi's to partiripants O

The participants would gain an understanding of their career interests that may impact their
future career choices and options.

b. Ustall realistic banefits for the genaral population that may be generated from this study.

The general population will benefit from increased knowledge of the the career interests of youth
with and without disabilities who are incarcerated. The literature in this specific area is limited
and this study will serve to further develop this line of research.

Yerzien Lale (dale docamenl crealed)
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17. PROTECTICN COF DATA

Data are collected:
O Anonymously with no direct or indirect coding, link, or ewareness of who participeted in the study (Skip o €)

O confi dentially, but without a link of participant's data to any identifying information {callecled as “confidential”
but recordsd and analyzed as "anonymous") (Skip to 8)

= conf dentislly with collection and protection of linkages {o identifieble information

If data are collected with identifiers or as coded or linked to identifying information, describe the identifiers collected and how
thay are linked to the parficipant's dafa.

Bemographic data are needed in order to analyze the dependent variable by the categorical
grouping variables (race. age, etc.). While the demaographic data will he collected, there will
be no direct connection of student by name. Participants will be provided an identifying
number. The ADYS staff and researcher will know the indirect identifying information of the
participants. The ADYS staff and researcher will not reveal the identities of the participants

Justify your need to code participants’ d;fa of link the data with identifying information.
The data needs to be linked demographical in order to analyze ocutcomes.

Describe hove and where identifying data andlor code lists vill ba stored. (Ealcing rocre quimba ?] Describa how tha location
where data Is storad will ba secured Ih your absence. For alactronlc data, describe sacurity. If appilcakis, state specifically
where any IRB-approved and participant-signed consent documenis will be kept on campus for 3 years affer the study ends.

Hard copy data will be stored in a locked file box in a locked office in the 1224 Haley Center.
The electronic data will be stored in an AU Box. The IRB-approved and participant-signed
cansent documents will be kept in a locked file box in a locked office in the 1224 Haley
Center on the campus of Auburn University.

Describe how end where the data will be stored (2 3, herd copy, 3ude casssile, dacironic daba, st ), and how the location where
data is stored is separated from idantifying data and will be secured in your absence. For aelectronic date. dascribe security
The Self Direct Search will be administered using an online assessment platform. The anline
assessment platform is called PariConnect. PariConnect provides remote on-screen test
administration. The subject identification data are protected with Transport Layer Security 1.2
encryption, and all internal PariConnect communications are performed behind a firewall.
The data that is housed on the Pari-Connect on-line platform will be downloaded to an

Who will have access to parficipants’ data?
( The Taculiy adisor shoukd fave full access and be anle (o produce the 0ata I e 286 of a feaeral orlestiuhonial 2uall |

Key personnel will have access to participants’ data.

When is the |atest date that identifying information or links will be retained and how will that information or links be destroyed?
(Check hers 7 eniy arcnymous data wil be ~sizined O i

Data will be kept for no more than 5 years and after that time electronic files will be deleted
and hard copies will be shredded.

-
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