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ABSTRACT

A phenomenological approach was used with thisysto@jive a voice to individuals
who are incarcerated for the purpose of understgnithieir past educational experiences in
the areas of academics, personal/social, and caxptration. The study included
interviews with 25 individuals who are incarcerased who were purposefully selected to
represent people from two groups: those previokistyvn and those unknown by the
researcher. Only individuals who are incarceratld vesided in an lowa Correctional
Facility participated in the study. A 45-60 mins&mi-structured interview was conducted
with each incarcerated individual. Interview qums$ focused on the individuals’
perceptions of their K-12 education in regard trthcademics, personal/social behaviors,
and career education experience. The findinggiitehthe importance of including the
student voice in the design and implementatiorcafiamics, personal/social behavior, and
career education to ensure that K-12 studentsvetieeé necessary supports, thus possibly
reducing their risk of future incarceration.

This study concluded its examination of acadenpessonal/social behaviors, and
career education and the inclusion of the studeitevby determining that listening to the
K-12 student voice in regard to the three compaehéducation can better connect
students to their learning, resulting in betterdaeaic achievement, appropriate
personal/social behaviors, and a realization o$ibbes future careers, as well as how students
relate to school in general. It also provides wayshich the model can be modified to direct

better service of students overall.
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CHAPTER 1. INTRODUCTION

We’'re Number One! We lead the world in prison neeaations.
If only we were Number One in education
Carroll, 2008, p. 31

Over the past several years, | have developedhaltaiit of perusing the local
county jail website to search for former studenthis fascination began when a former
student, Amy, with whom | had worked extensivelyaasat-risk counselor, was arrested
shortly after her high school graduatibnAt that point, other former students of mine had
previously been arrested for various violationsyéeer, this incident led me to question
how a student such as Amy, who had received wiedt io be multiple areas of support
during school, could be arrested within monthseai/lng high school. While I did not know
why Amy was incarcerated, | found myself wantingpeak with her so | could ask her to
elaborate on how she perceived her K-12 schoolreeqpe. Was there something Amy
would have wanted the school to do to help heras er incarceration beyond the scope of
school?

Amy’s parents divorced after allegations of doneabuse surfaced in the
community, which left her mother financially stragaj trying to support three children on a
minimum wage job. Amy’s father abandoned his p@ngrand financial duties after moving
out of the house. This left Amy’s mother withlBtimoney. She often telephoned to ask the

school to send a food box home with Amy from thereit food pantry. Amy was truly

! All names used in this study are pseudonyms tteptahe identity of incarcerated

individuals.
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embarrassed about her family issues and furthendeged from school. Many teachers
assumed her poor attitude toward school was becdgsdid not care about learning. As a
result, personal/social behavior and one-on-ondean& support were implemented. Extra
academic assistance in the form of one-on-oneuctsdn, weekly homework monitoring,

and reading support were activated early in Amgsaational career, and set her on a path
possibly to attend college. The school social wodéfered mental health counseling once
per week, and connected Amy’s family with outsiderecy support to aid her in overcoming
the emotional obstacles she fought as a resufteoflomestic abuse that had occurred in her
home. Our efforts intended to help Amy form futgaals so that she could see life beyond
high school, continue her career exploration presiypimplemented in elementary school,
and be supported to continue through the twelftldgr Yet, despite attempts to meet Amy’s
educational, social, and emotional needs, sheesiiled up in jail. Amy had not developed
the necessary skills to support her postsecondangition.

Reflecting on Amy’s situation, | realize now thag wid not offer her the opportunity
to be included in what should have been her detisiaking process. As educators, we
thought we knew what was best for her. We initlateanges to her academic program, yet
we never considered the ways she might perceivprtitdems she faced. We connected her
to mental health resources based on our best asseissf her personal/social well-being,
but we never took the time to ask questions atenito Amy’s answers. We assumed we
knew what she needed, but did not allow her thedppity to respond to our efforts.
Clearly, the tension existed between Amy’s respolises and those of the school.
Reflecting on this tension between student respditgiand the systemic school

responsibility led me to question why we failedstmply ask Amy what she thought about
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our efforts to educate her. Perhaps providingagr the opportunity to voice her opinion
might have better suited her academic, personaildeehaviors, and career path needs.
Allowing Amy to share her experiences, and listgrtm her, might have also provided us
with information to improve education for her arldstudents in the areas of academics,
personal/social behaviors, and career educatiaedfter referred to as, “the three
components of education”).

It is important to listen to and hear studentscesi so that a deeper understanding of
student struggles can be fully understood (Bridg|®ilulio, & Burke Morrison, 2006).
Leaving students out of the problem-solving procagght result in short-term
accomplishments, and may, in fact, cause contifaregtterm struggles with academics,
personal/social behaviors, and career educationdia, 1997; Hunt & Touzel, 2009;
Kochlar-Bryant & Heishman, 2010; Neumark, 2007png-term struggles can cause a
student to fail in multiple areas of school. Studenvho struggle through school are more apt
to fail, thus increasing their chances of bein@meerated as an adult (Western, Schiraldi, &
Zeidenberg, 2003). Perhaps the structured eduedtexperiences that we as educators
thought would assist Amy missed the mark. Whilekwew we could not change this
student’s experience beyond school, we did thiak tihe interventions we applied to Amy’s
situation would be the catalyst to help her buid life skills and initiate her own change.

The incident with Amy led me to question why a stidwvhom we believed to have
received ample support would be incarcerated shaftiér graduating from high school, but
also to question what was missing from her edunatiexperience that could have helped
her be successful. Many schools throughout lover stipport to students identified as at-

risk, using the low&uidelines for Serving At-Risk Studetitava Department of Education,
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2007), which explains to educators what acadeneicsgmal/social behavior, and career
education should be provided to students identdigdtruggling students. While this guide
did not exist when all the participants in thisdstuvere still attending school, protocols had
been established in the 1980s that required K-i@ds to provide struggling students with
appropriate supports to help them succeed in sqBmEgartment lowa Department of
Education, 2007). Ultimately, these required pcots led lowa to create more concrete
procedures that guided K—12 schools in their attertgpsupport struggling learners (lowa
Department of Education, 2007). These earlierireqents evolved into the development
of 2003'sInstructional Decision Makingwhich held K-12 schools accountable for
“identifying and addressing the academic/behavioegds of all students” (lowa Department
of Education, 2007, p. 4). As a resultie$tructional Decision MakingheGuidelines for
Serving At-Risk Studenflowa Department of Education, 2007) and follovbgdhelowa
School Counseling, A Program Framework: One Vis@ne Voicglowa Department of
Education, 2008) were created to further assistashn properly identifying and supporting
struggling students. According to the lowa Admiirsisve Rule (lowa Code 280.19A, 2012),
lowa requires public schools to develop plans #itabmmodate students who might need
extra support with academics, personal/social heravand career education. These three
components fall within the competencies designateded inowa School Counseling: A
Program FrameworKlowa Department of Education, 2008). For examible academic
component promotes the development of the K—12esitigdskills in that they can “articulate
competence and confidence as a learner, identifydgs and behaviors that lead to
successful learning, and apply time and task manageskills” (lowa Department of

Education, 2008, p. 10). Similarly, the compon&frpersonal/social behavior encourages
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the K—12 school to assist students in developiifsgtkat “recognize, accept, respect, and
appreciate individual differences, use effectivenomunication skills, and apply effective
problem-solving skills to make safe choices” (loRepartment of Education, 2008, p. 13).
Likewise, the career education component is dedigméelp K-12 students “demonstrate
awareness of the education and training needechie\ee career goals, select course work
that is related to career interests, [and] use eyalility and job readiness skills in extended
learning experiences” (lowa Department of Educatifi9g, p. 10).

Every K-12 student has the potential to becoméshtas defined by th&uidelines
for Serving At-Risk Studenti®wa Department of Education, 2007) and witluwa School
Counseling: A Program Framework—One Vision, One®(owa Department of
Education, 2008). It is through the developmernt iamplementation of targeted
programming in academics, personal/social behavamd career education that appropriate
supports may be provided to all students in hopedminating their at-risk nature.
However, there is no definite format for at-rislkogramming; schools have local control of
the overall implementation of their programmingt bwst provide the State with the design
of their at-risk plan, data collection, and repagtmethods (lowa Department of Education,
2007).

My thoughts turned to all my former students whd haen incarcerated shortly after
leaving school. What would these young people haway about their educational
experiences? The prior research | had examinedifiéel minimal work indicating that
adults who struggled in school and were curremibarcerated were asked specifically about
their K-12 education in regard to the three comptsef education. No research could be

found about listening to the voice of students wi@we now incarcerated as adults. This
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population of individuals would be an example afd&nts who had, by some people’s
judgments, failed early in adult life. This purpéd case sampling is a group of individuals
who can provide information that might change tkisteng format of K-12 schooling
(Creswell, 2005), or as Creswell (2007) suggestggseful case sampling provides
“specific information about a problem” (p. 157) tHpermits logical generalization and
maximum application of information to other cas@s’158). Asking individuals who are
incarcerated about their educational experiencéexplore the phenomenon of K-12
education’s academic, personal/social behavior,cangler education components.

The individuals who are incarcerated are exceplipagpropriate when exploring
the phenomenon of academics, personal/social beisaand career education and the K-12
student, in that they provide understanding oftagsaup of individuals who can represent a
larger population essential for this study (Cre$wa€l05). In this study, students were
referred to as K—-12 although the participants nayhave participated in every grade that a
K12 school offers. Analyzing the themes generéimuah the participants’ perceptions will
allow the struggling K-12 student to finally be hsgaand might provide teachers and others
with some insight into struggling students’ pergpes, allowing them a deeper
understanding of the ways in which support couldnggroved to help these students with
academics, personal/social behaviors, and careeagdn.

Brief Literature Review

In 2011, 65% of American prisoners had a high sttigpdoma or GED, compared to
82% of the general population (Justice Center, 20The Justice Center (2011) also
reported that 30% of these incarcerated personseanesen ages 18 and30, which is less

than lowa’s 47.5% of the incarcerated populatiodenr80 years of age (lowa Department of
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Corrections, 2011). Often, individuals entering@enstitutions have struggled through
school or dropped out. The phenomenon of a farkusition to adult life is indicative of
individuals’ lack of academic, personal/social, /anaareer skills (Osgood, Foster, &
Courtney, 2010). While factors such as home fitejerty, and racism contribute to an
individual’'s struggle to transition to adulthoodaidmond, Linton, Smink, & Drew, 2007),
this study focuses only on the K-12 school expegerStudents spend a significant amount
of time in K-12 schools learning about academigestib, developing personal/social
behaviors, and exploring future career options. aarage, students spend 6.5 hours in
school per day, which amounts to over 15,000 hdursg a child’s K-12 school experience
(Roth, Brooks-Gunn, & Linver, 2003). In the endiree students graduate from the K-12
institution, while others drop out. While gradeatistatus was not a determining factor for
participating in this study, it did serve as a dgnaphic of the participants, as each
participant self-reported the type of student thelyeved themselves to be and whether or
not they had graduated from high school. Gradgdtiom high school provided a timeline
for the participants’ K-12 experience. K-12 ediaain the United States provides students
with an opportunity to develop primary- and secagdavel competencies within the three
educational components (Bloom, 2010). As childrecome young adults and navigate their
way into postsecondary life, they use a varietglalis learned from their K-12 years, such
as the abilities of reading and behaving approgligyah a variety of social situations
(Beckett, 2008; Osgood et al., 2010). Academiessgnal/social behaviors, and career
education assist young people with becoming welhded individuals who are able to
effectively balance adult issues such as holdijaipacontinuing an education, and raising a

family (Swanson, 2004). Developing students’ peadtsocial behaviors supports their
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efforts to be independent so that they might matiégyexperiences while understanding
their own personal strengths that keep them safenathin the rules set by society. Students
must also expand their knowledge through careecatthin to ensure they possess
employability skills such as teamwork and problaetvieg. Students who struggle with
these skills may find themselves flailing in tramsi, and are unable to cope with the
demands of adult life—a situation that could ewsadIto adult incarceration (Arum &
LaFree, 2008). Education plays a large role iewgig children from engaging in improper
behavior that, as these children become adults,|eaaythem to encounters with the penal
system (Gray, 2008). K—12 schools provide an emvirent that equips students not only
with academics, but also personal/social behavibish may prevent students from
committing crimes as adults (Deming, 2011). Whilgarceration is only one outcome of
poor transitioning skills, it is the focus of tlegidy. This research, therefore, seeks to give
voice to individuals who are incarcerated to battaterstand how K-12 education could
prepare students for adult life prior to leaving®al. By giving voice to these individuals,
this study might (1) support teachers in deepethieg understanding of why it is important
to include the student voice with the three congmis of education, and (2) assist educators
in reflecting on their own practices and beliefa@@rning how their efforts support all K-12
learners, especially at-risk youth.

It has been stated that any effect schools migh ba students’ postsecondary
outcomes is minimal compared to the ways that déelexperiences affect predisposition
outcomes later in life (Arum & LaFree, 2008). Maamgas of a person’s life influence that
person’s behavior. Yet despite popular beliefhsag biological positivism, which states that

criminality reflects individual character becausientnals are “created inductively”
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(Gottfredson & Hirschi, 1990, p. 80), data over plast several years implicate both schools
and the prison system in individuals’ failed traisis (Bjorklund, 2011; Deming, 2011).
Students who lack skills in one or more of the éhtemponents of education may find
themselves more at-risk (Dryfoos, 1990). Somearebers believe that students who have
the effective educational support of academicssqrel/social behaviors, and career
education are less likely to be incarcerated agsa(Britt et al., 2005; Deming, 2011;
Osgood et al., 2010). Regardless, schools catecegaironments that can aid in reducing
risky behaviors that may result in incarceratioeifiing, 2011).

The criminal justice system often directs K-12 stud into the juvenile court
system, where the outcome can be adult imprisonrheoause once students find
themselves inside the criminal justice systens dften hard to escaiational Association
for the Advancement of Colored Peo®805; Kim, Losen, & Hewitt, 2010). This outcome
has allowed U.S. prisons to form a new, communalgiof incarcerated men and women,
joined together not only by illegal activity busalby poor academic experiences and
performance—hence, creating a population of indiald who remain continually connected
to the penal system (Beckett, 2008; Pettit & West2004; Vanderslice, 2004). Such
students cannot often meet the educational expaasgblaced upon them, specifically due to
obligations placed upon them by the criminal jusBgstem. For example, students working
with the court system have their school day inteted by probation officers, court hearings,
or other sanctions. This dilemma places schogjeapardy of not meeting these students’
needs, thus creating “increased crime and incaroareates” (Spangenberg, 2004, p. 29).

Students must attend classes consistently to retieé/types of support and instruction that
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meet their academic, personal/social behaviorcaneler needs. Ironically, legal obligations
jeopardize these students’ success.

Of course, prison is not a final destination forainaf these individuals. In lowa,
73% of individuals were released from prison, vattly 31% returning because of recidivist
actions (lowa Department of Corrections, 2010)e mhtional recidivism rate was reported
at 43.3% (Pew Center on the States, 2011, p. This study only focused on lowa prisoners,
who after serving their time, must re-enter socaty possess the skills needed to support
their adult life activities. For their part, pris®in lowa recognize the need to reform
individuals who are incarcerated. They offer coamensive educational programs
comparable to high school curricula, and focusigh Bchool courses including
mathematics, life skills, and vocational trainimgwa Department of Corrections, 2010).
Personal/social behavior education is taught thndufe Skills, a course designed to help
prisoners understand themselves so that they tegrate back into society and make better
decisions that, ideally, decrease their chancestafning to prison (lowa Department of
Corrections, 2010). Prisoners also receive vonatieducation and academic instruction,
tailored to their needs; these range from spediatation services to college courses (lowa
Department of Corrections, 2010). These effontsfonportant steps in providing these
individuals with the proper skills to help themrts#tion back into society. However, this
study is concerned with actions that K—12 schoatghirtake to help students be successful
academically, socially, and vocationally, specificéo preventyoung adult incarceration.
Thus, it asks the question, how can schools betést student needeforethey are
incarcerated? Listening to students about theicational needs might provide better insight

for school administrators to improve their supgortat-risk students.
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Although increased emphasis has been placed orrgaitdata about student
achievement (Reeves, 2010), student data oftes taekstudents’ voices. Student
achievement data may tell school administratorsia@deficiencies in their schools’
academic areas, but this data commonly fails tegurethe students’ voice regarding their
lack of achievement. In contrast to this largeklaf consideration, Bridgeland et al. (2006)
conducted a study that focused primarily on whadestts had to say regarding why they
failed to graduate. The findings revealed thadetis felt (1) academics were often too
challenging, (2) no connection to their school, éidhat real world problems were not
acknowledged by their school. The study went osuggest that students’ voices be
included when schools discuss ways to improve gtolu rates and better prepare students
for their futures. As Bridgeland et al. (2006) gagted, the premise of schools should be to
assist students in reaching success beyond the@bens walls; to do this, schools need to
explore the students’ point of view.

Problem Statement

For students who either drop out of high schodtarggle with the transition to
adulthood, the risk of being incarcerated increéBesigeland et al., 2006). While some
research examines the benefits of listening toesttsd voices, little data exist on the
perspective of individuals who are incarceratedlaistr her educational experiences
(Mitra, 2008). This is the very population thatynpovide teachers with a deeper
understanding of how better to deliver curriculuithvn the three components of education:
academics, personal/social behavior, and care@aéidn. This study attempted to provide

an initial step in that direction.
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Purpose of this Study
This phenomenological study examined the K-12 egpees of current lowa
Department of Corrections offenders who rangedyafeom 18-29 years old. The purpose
of this study was to give voice to individuals wiere incarcerated with the intent to
understand how schools could adapt in order t@bettucate all students. | conducted an
individual, 45—60 minute interview that focusedtba educational experience of each
participant prior to his or her exit from their K&%chool district. This research sought to
provide deeper insight for educators regardingrifieence of K-12 education on students
who struggled after leaving school. Research gquesivere answered by recording and
transcribing the voices of incarcerated studemtd,ky coding the interviews for emerging
themes. The emergent themes are discussed ineClafResearch Findings. Chapter 5:
Discussion, Recommendations, and Conclusibssuss the significance of the findings and
their application to future educational discussithreg target student support for academics,
personal/social behavior, and career education.
Research Questions
To understand the participants’ views on their etiooal experiences, this study
sought to answer the following questions:
(1) How do the participants describe their learningegigmces in K-12 school?
(2) To what extent do the participants perceive thaitr teducation prepared them in the
areas of academics, personal/social behavior, areceducation?
(3) What do the participants think their schools ccwdgte done differently to better
prepare them in the areas of academics, persoaal/$ehavior, and career

education?
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(4) Did the participants perceive their voice to haeerbby their teachers during their

K-12 experience?

Significance of Study

lowa’s prison population is projected to reach al@000 offenders by 2020, an
increase of 21% over the next decade (lowa DepattofeCorrections, 2011). According to
Kim et al. (2010), there may be a connection betvwastilts who struggled as students and
rising incarceration rates. While outside facsush as substance abuse and poverty
contribute to the reasons that individuals becamsarcerated, this study focuses on the
school experience of individuals who are incar@statThe State of lowa (lowa Department
of Corrections, 2010) reported that the averageathnal level completed by prisoners is
the eleventh grade and that the average prisoads @& a ninth-grade level. This
information addressed how developing an understgnafi the K—12 students’ perception of
the three components of education might better atiigtudents by increasing their overall
abilities and perhaps avoid potential incarceratiShould the trend of rising incarcerations
continue among younger adults, the result mighereveconomic and civic effect on
society (Settersten, Furstenberg, & Rumbaut, 2006a, 2004). Students who do not
obtain an education need more support in the adchrld and have a greater chance of
finding themselves incarcerated as an adult (Westeal., 2003).

Understanding the student voice in the K-12 schoeha could inform school
administrators of curricular deficits and furthéardy students’ needs (Bloom, 2010). As
such, this study sought to enhance the effortdl gthools to develop effective systems of
support and to provide students with an educatiahihcreases their chances of leading

rewarding lives.
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Conceptual Framework

The conceptual framework for this phenomenology desgned to better understand
how individuals who were incarcerated perceivedr W@ce being heard in regard to their
academic, personal/social behavior, and careera¢idnc The conceptual framework was
grounded in the three components of education naietd by the lowa Department of
Education’s School Counseling Task Force (2008hil&\each component the Framework
of Academics, Personal/Social, and Career Skiltsreas specific skills that K-12 students
should meet prior to graduating. Each componebased on lowa Administrative Rule
(lowa Code§281. 12.3 (256), 2012), which requires that scloooinselors interweave the
skills “throughout the [school] district’s overalirriculum” and be delivered to all students
not only by school counselors but also by certieaff ( lowa Department of Education,
2008, p. 91). Student voice was the mechanismtghathis study answered the research
guestions in determining the influence of K-12 sidlom academics, personal/social
behaviors, and career education by listening tdestuivoices to gain a greater understanding
of how schools implemented the required Framewbékoademic, Personal/Social, and
Career Development Skills.

Whereas K-12 students often are not allowed toesegptheir thoughts about their
academics, personal/social behaviors, and careeagdn, their engagement and
participation in said areas is fully expected friimair schools. Neglecting student voices in
this way might lead to gaps in students’ overalleadion in the three components of
education, with the outcome of possibly decreastagent engagement and participation
(Lehr, Clapper, & Thurlow, 2005). Teachers commatiive to provide students with the

instruction and support to grow in these areasnately to support them in their adult life.
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However, understanding the ways that students perteeir education might challenge
teachers’ current reality and cause a shift inkh&2 educational paradigm that will meet
students’ needs more appropriately.

Research Design

This phenomenological study sought to give voicetlividuals who were
incarcerated—ypeople often perceived as apathesensible, uncaring, and whose
imprisonment is self-imposed (Hirschfield, 2008his study attempted to portray the
phenomenon of the K-12 experience through the \afitkee participant to gain a sense of
what students might experience attending K-12 dshd®henomenology provided a lens to
understand the perspective of young adults whggled after leaving school and became
incarcerated. The participants for this study wepairposeful representation of the general
population who attended school. Understandingrtiriduals who are incarcerated from
this point of view provides deeper insight into wtiee K-12 student experiences. Hence,
the message from the study’s participants was akfmi changing the delivery of K-12
curriculum so that academic, personal/social beltayand career education can be
successfully implemented fafl K-12 students.

Individuals selected for this study were young &lwho reside in an lowa
correctional facility. They were identified by ogithe lowa Department of Corrections’
public database; some were former students of mimke others were not. This researcher
conducted 25 interviews to gather the participaoessonal accounts and perspectives of
their educational experience. While lowa prisoogde offenders under age 18, this study

selected only individuals between 18 and 29 yelaks Dhe greatest percentage (47.5%) of
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lowa’s prison population is under the age of 3@vldepartment of Corrections, 2011) and
prisoners in this age bracket had the opportunigttend or finish high school.

This phenomenological study used inmates to bettderstand their perceptions of
past educational experiences in regard to the toegwonents of education. The
phenomenon that was explored was the K-12 schtolgand the influence that
academics, personal/social behaviors, and careeagdn has on students. The participants
represented a marginal population that might havggled with their academics,
personal/social behaviors, and career educatiomanel seen as a challenge for K-12
schools. From the participants’ perceptions, sthdministrators and teachers can learn a
means by which to develop or change academic, pai'social behavior, and career
education methods for all K-12 students. Intergi¢®ok place in a structured, private
setting, as instructed by the lowa Department aféxions policies (see Chapter 3).
Interviews were constructed in a semi-structurechéd, guided by the 14 interview

guestions previously determined (see Appendix Ariterview Questions).
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CHAPTER 2. LITERATURE REVIEW
Even if she asked, | would say | did the homewan#,she would believe me, because, you
know, | am smart.
Incarcerated individual, 2012

This phenomenological study examined the K-12 ohass experiences of 25 young
adults serving prison sentences in the state o&lowhis literature review examined and
defined the three key areas of (1) academics,domal/social behaviors, and (3) career
education in relation to the student experiencaddystanding gaps and strengths in the
ways these areas of education support studenilisin that each area seeks to provide
students with the knowledge and skills necessargdalthood.

This literature review begins with an overview loiststudy’s framework—the three
components of education that are derived from delSchool Counseling Framework
(lowa Department of Education, 2008). The chathten examines how the voice of the
purposeful sample tin relation to the K-12 schoglezience. This review also explores the
literature base about the inclusion of the studertde in attempts to understand the needs of
K-12 students. Finally, this chapter addressesteasher professional development can
enhance teacher knowledge about incorporatingttiteest voice into the three components
of education.

This literature review was conducted through the afsmultiple sources of
information. Search terms used included: offendesons, academics, personal, social,
behaviors, education, qualitative research, and@menology. These search terms were
identified through books, professional journalg] arternet resources that were located

through various sources such as ERIC, the lowa &ibtary, the Drake University Library,
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JSTOR, the lowa Department of Corrections Librand WorldCat. This study used
sources dated from 1984 to 2012. These sourcesexamined repeatedly to support
information in this literature review.

Overview of the Three Components of Education: Acagimics, Personal/Social

Behaviors, and Career Education
To gain a better understanding of why and how hineet components of education

can better drive student engagement forward, thva Department of Education’s School
Counseling Task Force provides school administsateth a framework for supporting
developmental skills that is based on the recomagmas of the American School
Counseling Association (lowa Department of EducgtD08), and focuses specifically on
academics, personal/social behaviors, and careeagdn. lowa Administrative Rule (lowa
Code8281. 12.3 (256), 2012) requires that the curricubfrachool counselors such as the
Framework of Academic, Personal/Social, and Cdbeselopment Skills be “embedded
throughout the [school] district’'s overall currioat” (lowa Department of Education, 2008,
p. 91) and delivered to all students, not only @lyo®l counselors but also by certified staff
through professional development activities. Tiaedework promotes the benefits of
incorporating a comprehensive model not only farrselors but also for teachers and
school administrators. This model includes the monents of academics, personal/social
behaviors, and career education, and each comppra@nbtes skills that students should
acquire prior to graduating from high school. Rermore, the skills addressed within each
component might assist students as they trandiiaalult life. To be clear, policy focuses
on students either having developed these skik®toe degree before attending high school

or having refined them by the time they graduatenfhigh school. As such, it is imperative
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that educators at the secondary level engage widtaeknowledge weaknesses in support
efforts for these components. Schools may exastudent academic data to determine
areas of deficit in academics. The personal/sdabbvior component might be explored
through teacher questionnaires or student attergaiscipline, and counselor information.
Career education deficits could be determined tjinalassroom assessments designed to
evaluate career education curriculum. The inclusibstudent surveys in all three
components of education will also provide schoats wmsights into student support. Only
by gathering data that provides evidence of acihmerg or weakness in academics,
personal/social behaviors, and career educatiohtraigpport efforts be improved for all
students. This study focuses on these three coem®because it assumes that students
cannot survive adulthood solely on their academmedge. Complementing students’
academic development with personal/social skilts eareer education would provide them
with the needed self-efficacy to become producaigelts (Bandura, 1997). This study’s
conceptual framework of academic, personal/so@hblior, and career education
components hosts a variety of skills that studemght acquire prior to exiting K—12 school.
Each component will be presented below, includiigsaussion of how they are essential
skills for adulthood.

While schools have always prioritized the developthad students’ academic skills,
emphasis on expanding their personal/social skilts career education is increasing (Arum
& Beattie, 1999; Young, Marshall, Domene, ValachGG&ham, 2010). Enhancing students’
personal/social skills deepens their competenai@saneuvering around emotional obstacles
while also developing awareness and understandihgw to engage with others (Kochhar-

Bryant & Heishman, 2010; Meece & Eccles, 2010)tuim, better personal/social skills
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support students’ career development skills. Gateeelopment skills allow students to
explore future careers and to understand that avadeand personal/social skills affect their
career success. Schools, therefore, need to adthethree components throughout the
curricula to ensure that students graduate as guaple persons (Neumark, 2007).
Component 1: Academics

Three components support students as they progneasd their transition to
adulthood. The first component of the conceptrahework is academics. Academic
achievement is just one piece of students’ educdhiat helps prepare them for their future
(Osgood et al., 2010). Naturally, academics arapor focus of K—12 education (Marin &
Brown, 2008). Schools have different methods iqplementing their curriculum, ranging
from formal to informal, simple to sophisticateddacomprehensive to targeted approaches,
depending on student need. What works well insm@ol with one student may not work
well in another school with a different studentathers need to analyze student data,
resources, and achievement records to determingeitanstructional methods that support
student learning. Incorporating student voicenm danalysis of determining student
achievement might further develop needed studeapats (Mitra, 2008).

According to the lowa Department of Correctiongistas (2010), the average
education of prisoners in the state is just shiyigh school graduation (11.7 grade
equivalent). However, the average reading levéhigfsame population ranks at the high
school freshman level (9.5 grade equivalent). Bseaeople with low levels of education
have a higher chance of becoming incarcerated,emimg students to academics is critical

for students’ postsecondary transition (Swansof@420The opportunity must be created
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students to properly communicate frustration whikit academic growth and their needs, and
carve a path toward adulthood that enables thesmda incarceration.

Students who are connected to school may havepihertunity to be heard, thus
creating higher academic engagement (Marin & Bra2@@8). A student-centered
classroom might fortify academic achievement, at #sach child would receive academic
instruction based on individual need (Schmoker,120As Lehr et al. (2005) found, there
are evidence-based programs provided by schodlgdhnasupport students in achieving
academic success. Their research pointed to thertance of personalizing student
assistance through programming that produces giesateriginating from student need.
Students who are provided a forum for their inpetraore likely to stay engaged with their
learning, resulting in their graduating from higihsol with the academic skills necessary to
compete in the work world. Hence, schools mudt ctassroom conditions that sustain
academic growth for all students by providing alstut-centered environment (Hunt &
Touzel, 2009).

Likewise, Mitra (2008) examined the results of @ $aancisco school that invited
students to share their perceptions of their sch@alucational efforts. The results found
students more engaged in their learning and marergtied to school. Academic
achievement can be fostered in a safe classrooimoament that encourages learning for all
students; otherwise, limited learning is all that wanspire. When students are restricted in
their academic learning, they become disengagedhendlikelihood of being incarcerated

increases (Pettit & Western, 2004).
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Component 2: Personal/Social Behaviors

Just as organizations in the business world sthessnportance of knowing and
connecting with members of the group, so schooliaidtnators should use this philosophy
in bridging connections between students and sdhdwpes that students develop a
connection to school and their learning (Hill & g2009). Instruction and support on how
personal/social behavior skills will be used camtmleled and expanded upon as students
navigate their way through a K—12 school. It isamy of supportive connections to school
that students can begin to develop and nurturentbgpersonal and intrapersonal skills
needed in the postsecondary world (Bangser, 2008).

From kindergarten to twelfth grade, children chartpologically, emotionally, and
cognitively. Indeed, each child’s unique patteshgrowth and development are formed by
the social environment in which he or she liveo(Bjund, 2011). By the time they reach
adolescence, much of their personality has takapeshConsidering that children spend at
least 13 years of their lives in school, attentieeds to be given to their personal/social
behavioral growth.

By attending to their perceptions of their schogeriences, students gain a greater
understanding of the factors that play into the svidney think and behave. For teachers,
being aware of what today’s youth endure duringy thersonal and emotional transformation
into adulthood is paramount for structuring supgditrts that meet students’ specific needs.
As Oakes and Saunders (2007) discovered througtrédsearch witiMultiple Pathways
schools could best meet student need through uadeisg that simply providing students
with academic instruction is not enough. OakesSaahders presented information from

various schools across the country that deterntinedest student learning occurs when
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students’ social growth as determined through tbwin voice is included with academics.
Their social learning can then gravitate towardifeitemployment or postsecondary
education. Thus, teachers can assist studentgligjiriy the gap between academic rigor and
the inclusion of personal/social growth.

Hoy, Tarter, & Hoy (2006) believed that personatiabbehavior is supported by the
academic optimism revealed in the delivery of tieruction. Students who recognize that
their school environment is a caring, helpful pladk connect better and achieve faster
academically. Including students in the decisicakimg process might provide schools a
better chance of meeting student need (Britt e2@D5). In Glasser’s terms, the ways
students know and feel will conflict with the wayst schools define support efforts.
Glasser (1990) spent time speaking with studerdstabeir educational experiences to
determine how students truly felt about their etiocan hopes of supporting administrators
and teachers in implementing better performingsttz@ms. His research provided educators
the information to develop an understanding of howreate a “quality school” (Glasser,
1990). Glasser’s insights determined that condiaaild cause students to dismiss a school’'s
attempt to support them as irrelevant to theirdj\e worst, it could cause students to openly
rebel against educators. However, when administand teachers recognize and
acknowledge the students’ perspective in relatiopetrsonal/social behavioral needs,
schools can adapt their support efforts appropyiate

In this way, including student voices in suppofods means not simply trying to
understand individual students’ voices, but undeding the issues that students grapple
with in their social networks (Bridgeland et alod®). When support efforts enable children

to navigate their personal well-being effectivehgy create a foundational block to prepare
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students for a chance at successful postsecomdasition (Britt et al., 2005). Students who
do not hold the abilities to navigate their perdtsamial behavior struggle with areas that
require good interpersonal and intrapersonal s@iisrtimer & Shanahan, 2006).

Personal/social behavior skills will be a continsl@ompetency needed in adult life;
strategies that assist young people in their dgweént of personal/social behaviors may
ease these possible struggles (Young et al., 20QRiidren’s support with their
personal/social dimensions will lead either to astnuctive or non-constructive outcome
within the individual and the society they inhaftulkkinen & Caspi, 2002). Beckett (2008)
believed that students provided with support tarcwme personal/social barriers have a
better chance of achieving academic and behawooath, which ultimately would lead to
achievable career goals.

Likewise, Britt et al. (2005) examined students wiere identified as at-risk by their
schools to gather student perceptions about tdeicaion. The study spent one school year
with students to gain a better understanding oftwhalents need from schools to help them
better navigate life. Britt et al. found that statl perceptions were that student voice did not
matter to the adults within the school. Even thotepachers and administrators stated that
they wanted to know what was bothering the studamdswhat could be done to support
them, students reported that they were never gawgropportunity to voice their concerns or
problems. The study by Britt et al. concluded gtatlents did not receive guidance with
personal/social behaviors at home, which could ssigthat students need further assistance
to develop strategies that support their persomalsdevelopment.

While Britt et al. (2005) did not identify specifstrategies that can support students

with their personal/social behavior developmens gudy supports educators in
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understanding the importance of allowing a studemternalize his or her sense of self, and
expand ideas of personal interests that lead wfiimg adulthood and how the student

voice can provide deeper insight of the studer@sse of self and their personal/social
behaviors. Students who do not internalize themse of self may become prone to the same
types of self-defeating behaviors that lead toroeation.

Teachers are not alone in their recommendatiomapoove efforts that support
students’ personal/social behavior. The stat®@whlrecognized such need and
recommended that students acquire the intrapersmalahterpersonal skills, such as
communication, punctuality, and problem-solvinglitibs, necessary for college and career
readiness before graduating from high school (ID&partment of Education, 2008). The
employability skills within our society have estished the need for students to be taught
proper personal/social behaviors. These emplayabkills, which today’s workforce refers
to as the 21st-century skills, are that employeesino have developed interpersonal skills,
technology skills, and academic core knowledgev&§52008). Students must understand the
tasks that society expects of them in their adliglt IA school’s main goal is to develop
young people who can enter the work place (Bec8219The processes of following rules,
developing friendships, and participating withinammunity are factors of students’
personal/social behaviors that need to be undetstod established (Resnick, 2000).
Schools must create educational environments toatqte students’ personal/social
competence through the modeling of healthy relatigrs between staff and students (Britt et
al., 2005; Lehr et al., 2005). Earning a high sthiyploma means those students should not
only have been prepared academically, but also daveloped social skills that support their

economic goals (Swanson, 2010). Students who ticeneive K—12 training with their
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personal/social behaviors may lag behind theirgpaeestablishing themselves in the adult
world. The results of no K-12 training might indulower wage employment and unhealthy
relationships, among other life struggles.

The critical impact of students’ poor personal/abbehaviors may also create further
division among disadvantaged populations, suchumests placed in special education to
support chronic behavioral issues. Hence, thegkests are then labeled as students in need
of assistance, placing them among the disadvanfagedation (Hirschfield, 2008). In turn,
these students sometimes become habitual offenflechool policies, running a great risk
of failing at postsecondary transition and facimggble incarceration after high school
(Arum & LaFree, 2008). Students must be awarettiet teachers care for them so that
they may be open to their education (Noddings, 1984

Arum and LaFree (2008) found that when schoolsigeostudents a setting in which
teachers can support student social/emotional ¢restiidents are more likely to graduate
and avoid possible incarceration as adults. Stsdetperience better socialization skills
when teachers are equipped to create a schoolteliama that promotes student engagement
(Arum & LaFree, 2008). Schools must strengtherkihg2 academic setting by providing
teachers and students with the resources and sk#ided in the postsecondary world,
thereby decreasing the incarceration rate (KocBngant, & Heishman, 2010; NAACP,

2005; Settersten et al., 2005). Ultimately, K—tiilents who do not advance their
personal/social well-being may flounder as adultsgble to maintain employment and
possibly placing themselves in a disadvantagedlptipn, such as those living in poverty
(Danziger and Ratner, 2010). It is through thebe¢ of academics and personal/social

behavior education that student can be better peddar a career (Cassidy & Bates, 2005).
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Connecting students to school and modeling the wawdhich people’s personal/social
behavior can affect not only themselves but othalissupport K-12 students as adults.
Component 3: Career Education

Too often, school experience fails to prepare sttegdsuccessfully for the rigor of
college or the workplace (Bangser, 2008). Mangatis educated in traditional high school
settings fail at that transition and find themsesldescarded into a desolate life, with possible
imprisonment (Wilson & Green, 2010). Career edoca¢ncourages students to anticipate
their future careers and to better themselves aciéty. In essence, career education is the
final piece of the personal/social development/anad achievement/work experience
puzzle that, according to Gray (2008) and Mortilswed Shanahan (2004), prepares students
for the next stage of life. Schools need to irdégcareer education into the overall K-12
curriculum, or students will continue to strugglehithe postsecondary transition.

Currently, career education is taught at varyingle of a student’'s K-12 schooling.
Students might be exposed to possible careermdekgarten and then attend a job fair in
fifth grade. lowa now requires all eighth graderslevelop a four-year plan that explores
future career options, which is to be updated eyegy after (lowa Administrative Rule
[lowa Code§ 281.12.3.61(256), 2012). Consequernitiave a Plan lowglowa
Department of Education, 2012) provides a formatlich students may develop their
desired career path, but schools may use anothtohd desired. This format allows
students to explore career and college optionhypteting guideways for each year of high
school (lowa Cod&281.12 (256), 2012). While lowa has a requireg@eacomponent for

all students, the outcomes of this requirement ma¢deen determined.
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Career education must also be implemented througtotwol curricula (lowa Code
§281. 12.3(11) (256), 2012). Regardless of sulgezd, teachers need to embrace the fact
that they play a key role in a student’s careecatian (Mortimer & Shanahan, 2004).
Knowing that merely providing academics to studeiatss not fully engage children,
teachers have the opportunity to deepen theirinas@pporting the career development of
students. Teachers can take command of this keyyoincluding examples of the ways in
which lesson content is relevant to careers irfidie, and thereby expose students to job
interests and provide them with a voice in explgfuture careers. For example, a biology
teacher’s lesson about global warming might sparkterest in students wanting to develop
new methods to save the environment, and includeples of careers in meteorology or
environmental science. It is the lack of expogareareer options that impedes students
from finding career paths, thus creating defeagifigcts within society (Schneider, 2006;
Western, Kleykamp, & Rosenfeld, 2006). To coutherdefeating effects that the lack of
career education plays, Mortimer and Shanahan j28ifbcated for the creation of
academic policies that focus on career educatiuch policies would formalize a
curriculum that informs students about the waywlich their academics, along with
citizenship, could enhance future career succBssjuirements such as lowa'’s four-plan
(lowa Department of Education, 2012) would suggjest it is possible to include the student
voice so that deepening students’ engagement cam wathin academics, personal/social
behaviors, and career education.

Student Voice
While the lowa Code requires schools to providegsuipfor K—12 students in the

three components of education, such efforts arigaed primarily by adults; the voice of
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students is not necessarily considered to be padah design. As a result, K-12 students
might not receive appropriate types of supporhmthree key areas as they transition to
adulthood (Bandura, 1997). Students whose growthdse areas is stunted often find
themselves facing a higher risk of incarceratiore§®rn et al., 2003). Analyzing the student
perspective from a marginal population might alioareased numbers of struggling learners
to be heard and, in turn, to receive an educaliahdupports the academic, personal/social
behavior, and career education components. Spehsaective supports children in their
right and capacity to become more than academiediligated (Ayers, 2004), in that K-12
students live in a world that is complicated anaches far beyond the academic realm.
Indeed, excluding students from participating i@ tlecision-making process can often lead
to their failed attempts at adult life (Mitra, 2Q0the effects of which can be costly and
extend far into the future (Settersten et al., 2008cluding the student voice can increase
the culture of the overall school environment, whic turn begins to increase student
connections to school. When teachers create olarss that place importance on the student
voice, the educational setting then provides sttsdeith the “power with their teachers to
improve curriculum and instruction” (Mitra, 2004,653). As the student voice becomes
part of the process, K—12 students can then bedmitd solid connections to school. A
stronger connection may help students developyattsonal/social behavior and career
education, which are necessary skills to adapumewer-changing world.

Understanding the ways that schools could incotpdiree student voice into
educational decisions might support school adnratisis’ efforts to better prepare students
for their transition into adulthood. For theses@as, the student voice needs to be heard and

understood for them to excel in the three compaehacademics, personal/social
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behaviors, and career education. Beyond individtiadents’ struggles, persistent
underperformance in these areas (Project GRAD leay2011) has larger social and
economic consequences.

Previous Research on the Inclusion of the Studentdice

The relationship between the student voice andhifee components of education are
four elements of the school world that school adstiators and teachers can either hinder or
support with students. Various studies have erpldhe inclusion of the student voice in
academia. Among these are Bridgeland et al. (2806 Mitra (2008), who examined the
benefits of listening to the student voice in K-sthools in various ways.

Studies have found that there are methods by wdgbbols can change the school
environment to better connect with students. Sttpgftorts that include student input, such
as the Student Forum documented by Mitra (2008) Imaproved student academic
achievement and patrticipation in school, and mhdestivironment a welcoming and
accepting place for all students. Mitra examineittian High School, located in
California, as it initiated a project to bring thteident voice to the forefront. Students
attended professional development training witlcheas, reworded curricular standards into
terms students could understand, met monthly \e#lhers to collaborate on ideas, among
other teacher—student initiatives, all of whichutesd in a group of students developing
equality with teachers versus perpetuating a heaga(Mitra, 2008). The climate of
Whitman High School changed. When students werenga voice, they increased school
engagement, which ultimately boosted academic aehient. Activities such as student

council, chess club, music, and sports provideesitedwith the experience of developing a
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connection to school. As well, through these tyglesctivities students can find their voice
and contribute to their school’'s becoming more emted (Mitra, 2008).

Mitra’s research on student engagement was nobuttbrecedent, however.
Bridgeland et al. (2006) explored students’ voegarding their education only two years
prior to Mitra’s research. In their study, Bridget et al. interviewed former students (some
who were incarcerated) from high schools acrosdtited States—people in the midst of
their own transition—to gain insight into what stémdis were really saying about their
educational experience. The study found that drapput of school was neither a reason,
nor the sole cause, for subsequent incarceratiner, it was one aspect of the difficulties
students were experiencing with their lives. Mion@ortantly, for the purpose of this study,
it concluded that incorporating the student voi@eswf paramount importance. Their
conclusion matched that argued by Mitra two yeater1 including the student voice
facilitated meaningful relationships between edorsatind students, and the increase in
students’ connection to their schools resulte@ariing and behavior that students could
draw upon during their transition to adulthood.

This literature shows that evidence exists to stghe argument that giving students
a voice connects them to their schools. Howewefigre the student voice can be brought to
light, schools need to be aware of the benefitst#ning to their students’ concerns in the
three components of education. Unfortunately,aeeis minimal with regard to providing
voice to individuals who found themselves incartstaand their perceptions of their past K—
12 educational experience with any one of the thomponents: academics, personal/social
behaviors, and career education. Developing aenstehding of what a disadvantaged

population, this study’s participants, has to dagua their past educational experiences
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might assist teachers with developing further suipfoo students within academics,
personal/social behaviors, and career educatios,ititreasing the students’ enjoyment of
their overall school experience. As the lowa Celing Framework (lowa Department of
Education, 2008) affirmed, the goal is for studeatacquire a sense of themselves as well-
rounded learners through the development of treethomponents of education. Without
the inclusion of the student voice, some studeratg continue to have limited connections to
school, possibly resulting in their being at highek for incarceration.
Student Connections through School Relationships

Many areas of a person’s life influence that pelsbehavior. Home life, high-risk
behavior (such as substance abuse), economic,gpatusacademic achievement, and
personal experiences all play a role in a persdei®lopment (Dryfoos, 1990). How a
person chooses to react to these different expsecan contribute to success or failure as
an adult. Unfortunately, a child is not alwaysontrol of life experiences. Student
struggles, which range from poverty to school boliy are all pieces of a child’s reality that
can produce poor outcomes. Ever since the Coldéteaort (1966), educators and
sociologists have questioned how much the schoot@mment contributes to a student’s
success, especially when the student comes freaublésome home environment.
However, as educators, we are devoted to suppatiasents at school as much as possible.
Both the lowa Code and NCLB require that schootwigle the three components of
education to all students; hence, creating an enment that helps students gain knowledge,
skills, and career awareness before leaving schdslsuch, a child’s social environment,
whether it is school, home, or with peers, hastrlg effect on the growth and development

of that child (Bjorklund, 2011). Nevertheless, ealional support is often extended to
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students so they may overcome obstacles in theis,land become self-sufficient
individuals. When struggling students are notreffieappropriate types of support, they may
not transition to postsecondary life effectivelggdanay become involved in behavior that
leads to incarceration (Arum & Beattie, 1999).

Incarceration is not a foregone conclusion for etiid who struggle, of course, but
this does not mean that educational support, ssigitademics, personal/social behaviors,
and career education, does not play a role in sgape behavior of young people, either.
Schools can prepare students to become contribotergbers of a community by providing
education in academics (Lehr et al., 2005), pels@al behavior (Beckett, 2008), and
career education (Bangser, 2008). Academics, palsocial behaviors, and career
education can establish a foundation for all sttglas they grow and transition into
adulthood. Without these three components, K-i@esits may stumble, which might
eventually leave a student frustrated or withdrénem school and life (Project GRAD
Houston, 2011). While there are many factors ¢hatcontribute to an individual's
incarceration, examining why students are not cotateto their education may provide key
findings that could help young people circumvewtnteration. Studies such as those by
Bridgeland et al. (2006), Britt et al. (2005), didra (2008) found that listening to the K-12
students’ voices prior to their exiting school ntiglssibly increase their engagement, better
prepare them for their future, and perhaps endlgle tto avoid altogether the possibility of
incarceration.

Inclusion of the student voice in education is e@asaid than done, to use a cliché.
However, relatively recent studies support the gt for including the student voice in

education, especially in the three components ota&tibn. The next section discusses these
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components, and outlines actions that school agtnaiors could take in order to support all
learners, and examines the importance of incluthegstudent voice in K—12 education.
Reasons for Incorporating the Student Voice in Acaemic, Personal/Social Behavior,

and Career Education

In 2008, the Pew Center reported that “more thaniorevery 100 adults is now
confined in an American jail or prison” (Pew Centerthe States, 2011, p. 3). This startling
statistic begs consideration of the catalysts¢hased these individuals’ incarceration.
Home life, childhood trauma, or education can afitdbute to behaviors that lead to
incarceration. This discussion focuses on thestkricational components and on the
reasons that young adults might be incarcerated l&ving school. This section also
explores the importance for school teachers anisig to and including the student voice as
a way to improve their support of all learners.

While research reports, such as Bridgeland et @066)Silent Epidemic:
Perspectives of High School Dropowdaad Britt et al.’s (2005).isten to the Children:
Students At Risk For Academic Failure Speak @grtee that schools do play a role in the
postsecondary outcomes of students, there is aldtiat when it comes to defining the exact
nature of that influence. Some scholars, sucheaspSon and Laub (1993), argue that
students who profess a connection to their schqierience effective educational
support—not only from their academics, but alserfypersonal/social behavior growth and
future career plans. Such students are less likdbe incarcerated as adults (Deming, 2011,
Osgood et al., 2010). In opposition, other sclsodaree with Gottfredson and Hirschi
(21990) in arguing that any effect schools mightéham students’ postsecondary outcomes is

minimal compared to the ways that early life expeces affect predisposition outcomes later
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in life (Arum & LaFree, 2008). Regardless, no dahghip at either end of this controversy
conclusively rules out the influence of schoolstudents’ postsecondary transitions. On a
societal level, given that students who becomeraerated after leaving high school burden
taxpayers—whether that burden is in the form ofcation dollars or federal and state
incarceration costs—it is imperative to uncoverwags that school support efforts could be
improved. At the individual level, understandiig tvays support could be improved would
enhance the lives of these students and, potentiaéir contributions to their communities.

Helping students grow in the areas of reading aathematics is the focus of K-12
schools across the nation (Ansalone, 2010). Fgnidinschools is often tied to student
achievement scores, and largely ignores otheritethildren may experience (Ansalone,
2010). Thus, the need for students to developsskilthe area of personal/social behavior
and career education is not always emphasizeddyfsnding. An encompassing K-12
educational experience is a key component of a'shilverall development and eventual
transition to adulthood (Blankstein, 2004). Teaslennot let academic data be the only
driving force in their quest to educate childreuat their efforts—indeed, any effort—will
continue to be stymied without direct institutiosajpport.

Teachers can improve student academic performamteaaithe same time, build
future citizens of character who can successfuljigate their transition to adulthood.
Simply providing students with a diploma and thenr@ting them as having graduated does
not always mean that schools have done a suffigdndf educating their students. School
administrators must realize that their teachersigeostudents skills in more than reading,
math, and science. Citizenship and appropriatelsskills are continually modeled and

taught by classroom teachers (Hill & Nave, 200%he effects a classroom teacher has on a
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student can last a lifetime. As Deming (2011) fuhe school environment plays a major
role in pointing a student toward his or her futsuecess, or possible criminal behavior.
Helping a student develop his or her personal/sbelaviors may prevent criminal
behavior. A student who is not given the oppotiuto develop appropriate responses to
personal/social behaviors will struggle with sustekintegration into the postsecondary
world.

Understanding the ways students perceive theiraoumal experiences would allow
school administrators to deliver a stronger cutdoy and in a safe and nurturing
atmosphere, ultimately promoting student achievenmetie three components of education.
While assisting teachers with the development fgfoéive curricula that meet all students’
needs poses a challenge for school administrator staff, the component they most often
miss in such efforts is including students’ perspes. School administrators need to
examine the student perspective, specifically atamics, personal/social behaviors, and
career education, to determine curricular defi@®om, 2010). As Mitra (2008) reported,
openness to students’ voices might help inform sthdministrators of methods by which to
deliver stronger instruction to all students. Titeraction between teachers and students
would also improve, since students who are giverofhportunity to be active players in their
educational plans are more apt to feel connectedhool (Bridgeland et al., 2006). The
implications of such interactions are constructaeeveryone involved: administrators could
incorporate students’ ideas into school policy endicula, teachers and staff could
implement curricula and support efforts that hostadents’ struggles while preparing them
to meet rigorous expectations, and students cealdthat their schools, far from being

disinterested organizations, could help them sliagie lives in meaningful ways—as well as
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ease their transition into adulthood (Lehr & Lan2@03; Swanson, 2010). Without striving
for such possibilities, schools may continue to/@darge role in students’ failure to connect
with school, struggles with life after leaving sohaand possibilities for higher risks of
behavior that leads to incarceration (Hirschfi@d08).

Professional Development for Teachers

Research has found that teachers can benefitgrofassional development to help
them better understand how to incorporate teacttiragegies into curricular content (Yoon,
Duncan, Lee, Scarloss & Shapley 2007). Theress evidence that including the student
voice within the classroom setting can enhanceestuplerformance (Mitra, 2004).
Currently, lowa only requires that students recaie-12 education that implements the
three components of education ((lowa C8881. 12.3 (256), 2012). Training teachers to
further their knowledge of the three componentsdhfcation or how to implement these
three components is not discussed within this code.

Teacher professional development should providareay of learning that supports
the classroom teacher with developing not onlytsgias to improve student academic
achievement, but supports students’ personal/santhlcareer well-being (Little, 1994).
Professional development design needs to ass@dtdesain developing “strong connections
between students’ experiences and the goals autieulum” (Darling-Hammond, Wei,
Andree, Richardson, & Orphanos, 2009, p.7). Teact@n provide students a stronger
curriculum when they receive professional developntieat supports their efforts in the
classroom with all three components of educati®astaining the effects of professional
development is crucial if student achievement ise@dvanced. Teachers need to be given

the opportunity of “collective participation” soahthe curricular areas of personal/social
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behavior and career education can be addressedt(Baman, Porter, Desimone, & Yoon,
2001, p. 936). The results of professional devekpnsan then go beyond teacher learning
and include students in the design and implememtati the three components of education.
As Mitra (2004) found, when students are providgalit in professional development the
teachers shift their thinking to become more stuflesused. Teachers can possibly boost
student achievement and engagement when they #iatudent voice to become a part of
the professional development process.
Summary

Academic strategies, personal/social behavior suppand exposure to careers can
be provided to all K-12 students in a variety olyszaFrom hands-on manipulations to
social support groups to career initiatives suchktadent internships, the abundance of
benefits to students and schools makes clear & fioe school administrators to listen to
and include the student voice. Student involvemaght improve the K-12 school
experience, and possibly deter individual studé&ots behaviors that would lead to
incarceration. This literature reviewed the impade of academics, personal/social
behaviors, and career education in relation td<th&2 student and their connection to
school. Studies have shown that students, givectiance to be heard, are more engaged
with their institutions than are their peers atitnions that do not prioritize the student
voice. Furthermore, their overall achievement Ileage higher than those of disengaged
students. Itis the “what and how” of student dhtt school administrators need to analyze
to implement proper change (Bloom, 2010; Mitra, @00Understandingvhat students need
will help schools better understandwto implement supports to help students find succes

with their education. When students understand th&iv academics are connected to their
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personal/social behavior, which is then conneabefdture careers, they may better prepare
for their own future.

Finally, this literature review found studies teaamine the student voice in regard to
academics, personal/social behaviors, and careeagdn and student achievement and
connection to school. Much of the literature addes reasons that students become
incarcerated after dropping out of primary or sel@wg school, but scant sources provide the
their perspective on their K-12 educational expeeeas well as its influence on their
transition to adulthood. This review also fourtdrature that addresses the importance for
teachers to be provided professional developmesuipport their efforts of incorporating the
student voice into the three components of educatwithout professional development
about the student voice, teachers might not poskesskills needed to better support all
students’ academic, personal/social behavior, aneket education. This study seeks to fill
that void by giving voice to individuals who werearcerated, thereby attempting to reveal
deficits in the areas of academics, personal/sbelhvior, and career education for K-12
students. Understanding the reasons these fotoagrgs failed at their transition as young
adults might reveal concrete options for schooistorporate the student voice in their
decision-making processes and thus improve stietegggement. Better student
engagement will produce K-12 students with stropgesonal/social skills who are more
academically driven. Ultimately, the greater ditamthat schools give to providing students
with education and opportunities to transition doléhood, the more they can play a
formative role in enabling children to transitiancsessfully, give back to society civically

and economically, and avoid even the possibilitincarceration.
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CHAPTER 3. METHODOLOGY
If you see potential in me, get it out, fish it.out
Incarcerated individual, 2012
As the American prison rate continues to outpaeentition’s graduation rate,

guestions as to why this phenomenon continues toeleel answered. In 2008, nearly 2.3
million people were incarcerated in a U.S. prisghile the nation graduated nearly 4.2
students within the four years allotted to completh school, yet approximately 1.2 million
students of those 4 million dropped out of highasti{Amos, 2008; Pew Center on the
States, 2011). Research has indicated that stiddrt were connected to school and
engaged in their learning increased their chanmeBriding a job, continuing their
education, forming supportive relationships withess, and lowering chances of
incarceration (Bangser, 2008; Beckett, 2008; Le¢la.e2005). The purpose of this
phenomenological study was to examine the K-12 acul experiences of current lowa
Department of Corrections offenders. This studgneixied the voice of the participants to
answer four research questions:

(1) How do the participants describe their learningegigmces in K-12 schools?

(2) To what extent did participants perceive that tleducation prepared them in the
three components of education: academics, persocal behavior, and career
education?

(3) What did the participants think their schools cdudave done differently to better
prepare them in the three components of educaimademics, personal/social

behavior, and career education?
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(4) Did the participants perceive their voice to haeerbheard by their teachers during
their K-12 experience?

The literature reviewed for this study establistirezlimportance of including the
student voice in educational support efforts fbsaldents, yet many K—12 schools currently
exclude students from decision-making processé® réview also found that K-12
students’ disconnection from school often resutisnfnot being heard by their schools, and
that this disconnection is responsible for risingnters of learners who struggle. These
disengaged youth fail in their transition to adatid and, in turn, find themselves in the
penal system.

Therefore, this study examined the K—12 educatierpériences of individuals who
were incarcerated by collecting perceptions ofrtbeerall K-12 education and the three
educational components as reported by each. &beearch was phenomenological in nature,
and examined the perceptions of 25 lowa prisoreggarding their educational experiences
prior to exiting their K-12 schools. The K-12 schexperience was the phenomenon being
explored and the participants were the purposeiuiptings who had experienced the stated
phenomenon. Purposeful case sampling was usehisastudy because individuals who
were incarcerated provided powerful themes thahtrpgssibly improve the current K-12
school structure (Creswell, 2005).

This chapter addressed the methodology of thisydtydliscussing the (1) rationale
for the qualitative design and method of reseafZhselection of participants; (3) design of
the study; (4) methods of data collection and agjy(5) interview questions (6) interview
process implemented with the participants; (7)oathconsiderations; and (8) delimitations

and limitations of the study. The chapter concinéh a summary of the study’s
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methodology. For this study’s purpose, a qualieatipproach provided a lens through which
to understand better the reasons that studentgisoesestruggled with the three educational
components. Deeper insight about K-12 educatiperances by the individuals who are
incarcerated might aid school administrators witiuffe development and delivery of a
stronger curriculum that meets the needs of atlesits with the three educational
components.

This study analyzed interview data to understang thia inclusion of the student
voice might be important for the implementatiortlué three educational components and,
ultimately, for student success beyond their K-4j2eeiences. The messages from the
voices of these participants might allow for a damderstanding of the ways that K-12
education might better assist students with theetlacademic components.

Rationale for a Qualitative Approach

A qualitative approach provided this study withradible structure by which to gain
a deeper understanding of individual or group gatissues, specifically by providing an
adaptable setting in which to examine the viewsdifviduals who are incarcerated
(Bloomberg & Volpe, 2008; Creswell, 2005). Theaash design of this qualitative
phenomenology gave voice to individuals who weoarnerated by seeking to understand
their K—12 school experiences in the three edusaticomponents.

This study’s qualitative approach attempted to wagthe voices of the participants to
highlight the problems that occur when student @®iare ignored in decision-making
processes. A qualitative approach offered ricbhrimiation that speaks to the ways students
interpret their educational experiences (Maxwd%2). The educational experiences of

participants provided insights into the phenomeobiK—12 schooling. As Creswell (2005)
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stated, “qualitative research is a means for expdoaind understanding the meaning
individuals or groups ascribe to a social or humaoblem” (p. 232). Thus, this study
focused on the phenomenon of individuals who wecarcerated to gain perspective on the
student experience prior to leaving K-12 schodier®®menology is a research practice that
allowed me to examine at depth the world of indinal$ through their perceptions and in
their social contexts (Creswell, 1998). This stutigrefore, was bound within the K-12
school experiences of the participants and attesnptanswer the research questions by
exploring the views of these participants througinisstructured interviews and then
interpreting them.

This study’s epistemology was grounded in consitvigrh, in that it acknowledged
that knowledge is shaped by the meaning that thejpants give to their experiences with
K-12 education (Anafara & Mertz, 2006). Accordindlrelied on participants’ perceptions
to create the phenomenological understandings Wete2005). Constructivism further
allowed participants (subjects) and K-12 educatodoject) to emerge as partners in the
generation of meaning (Crotty, 1998). The partoipn this phenomenology, the individual
who were incarcerated, provided information to ustdend the K—12 education. It is through
understanding how these individuals perceivestyetilat K-12 schools might provide a
more engaging curriculum and better support fostaitlents. However, | acknowledged that
my prior experience as a teacher, counselor, amabbs@dministrator also played a role with
the data analysis of this study. | also acknowdetthgit | was a member of a state task force
team that developed the framework for the threepmrants (lowa Department of
Education’s School Counseling Task Force, 2008)is Team gathered information to

support lowa Administrative Rule (lowa Co8281. 12.3 (256), 2012), which requires that
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the curriculum of school counselors include acadepersonal/social, and career
development skills. These skills are to be deédeo all K-12 students and are to be
embedded throughout K-12 curriculum (lowa C8881. 12.3 (256), 2012). As a result, my
former experiences with struggling students andisgron the state counseling task force
have allowed me to further understand the challedé¢he participants.

Rationale for Phenomenological Design

Phenomenology structured the design of this stadabse it allowed for a deep
examination of the K—12 experience of former stiusl@&ho were now incarcerated. The
interviews from this study generated data frompeicipants’ responses, which was then
analyzed for emergent themes in regard to acadepecsonal/social behaviors, and career
education. Phenomenology is particularly suitedefamining societal issues (Merriam,
2002). In this case, K—12 education was expldneauigh the voice of the participants to
determine how the three components of educatigpepeestudents for the adult world. The
strategies of phenomenology offered a concrete@rable method to investigate
individuals’ experiences of an event and duringtatise period (Creswell, 2005).

Overall, the participants in this study served asiigosefully selected example of the
phenomenon of the struggling student. The pa#ditip had attended a K-12 school and
experienced the everyday occurrences that mostidamechildren have during their
lifetime. However, the individuals who were incarrated may not have participated in every
grade a K—12 school offered. Individuals partitipgin this study may or may not have
graduated from high school. Graduating from higino®| was not a requirement for this
study, since the focus was the participants’ pdroeg of their K-12 educational

experiences. The participants in this study pravidéens on the student experience. As
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Merriam (2002) explained, “[ffrom phenomenology asrihe idea that people interpret
everyday experiences from the perspective of thenmg it has for them” (p. 37). The data
gathered via this phenomenology provided a founddbr suggestions for K-12 education
as a whole (which will be addressed in chapten fiviehe phenomenological design focused
on the “acts of social interpretation and meanihgéinse making” (Prasad, 2005, p. 13) of
the participants, and should allow readers to ldgva deeper understanding of the
importance of including the student voice in théwéey of academics, personal/social
behaviors, and career education instruction.

Selection of Participants

At the time of this study, each individual reseagpelnticipant was incarcerated. Thus,
the scope of this phenomenological study was odsttito a distinct population. The setting
of this study and the age of the participants bsuhd research in that this study only
included individuals who were incarcerated betwk@mand 29 years of age who were
residing in an lowa correctional facility.

Purposeful sampling procedures (Bloomberg & Voi#)8) for this study focused
on choosing individuals according to four crite(®} Twelve individuals were former
students whom | knew and with whom | had worked asunselor and/or teacher at these
previous K—-12 schools; (2) I did not know thirtesdrthe participants prior to the study; (3)
all individuals had attended K-12 school; and (#ndividuals were currently incarcerated.
Knowing or not knowing the participants prior taststudy was intended to minimize the
possibility of bias. The participants’ perceptioasealed no difference when their data was

analyzed for themes.
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Of the 25 patrticipants selected for this studyyw#se male and 10 were female. The
larger ratio of male to female prisoners was dutaéosmall number of females currently
incarcerated—approximately 8%. All participantgevat least 18 years of age and remained
in prison throughout the duration of this studyacR and religion were not determining
factors in selecting the participants. All indivals had attended K-12 school; some had
graduated from high school, others had droppeabsthool. Whether or not a participant
had graduated from high school was not a criteoidthis study.

One participant terminated the interview after chiyminutes. This individual
openly shared his experiences but was very uncaeafierin the small, enclosed
attorney/client room where our interview took plat¢t¢e also stated he wanted to return to
the recreational room to watch a basketball gamielenision. While the interview with this
participant did allow for all questions to be anssgk an additional participant was added to
the study to meet the study’s intended time allothod 45—-60 minutes per individual
interview. However, the information of the pantiant who ended his interview prematurely
was recorded along with the other interviews.

Prior to this study, | worked with the lowa Depagtm of Corrections Director of
Research to follow the proper standard of operginogedures with regard to the prison
population. Individuals received a Participaticgiegtion Letter from me that described the
study (see Appendix B for the Participation Setaclietter). To ensure the protection of the
prisoners, all participants completed an informedsent document (see Appendix D for the
Informed Consent Document). For coding purposash @articipant was assigned a

pseudonym to protect his or her identity.
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Phenomenological Research Design

The research design of this phenomenology gaves\oithe individual in
understanding his or her past educational expeggetitough the lens of the three
educational components that formed the study’s @ptual framework and based on
educational criteria provided by the lowa DeparttreidriEducation (2008). A constant
comparative method (Glaser & Strauss, 1967) ofyamaprovided a systematic approach to
organizing data. Data was organized and contipealnpared as themes became apparent
within the data. The themes that emerged thenddrthe foundation of the study to define
the phenomena that have occurred with the parntigend thus connected the study’s
contextual (data) information to the research qoest(Bloomberg & Volpe, 2008).

The interview questions anchor this phenomenoldgitaly. Each question explored
the perceptions of the participants in relatiothiir K-12 educational experiences in
preparation for adulthood. The analysis of intens sought to identify emergent themes
from this data to provide answers for this studg'search questions. The analysis also
categorized the participants’ interviews to allaw & comparison in which to better interpret
the findings from the data.

Data Collection Methods

Data collection occurred through individual semustured interviews with the
participants. Phenomenological study supporteddhmat of the semi-structured interviews
(Fontana & Prokos, 2007) and the data collectewh filee interviews provided in-depth
information, based on the perspectives of the @pénts. The research questions were
answered through different interview questions @&geendix A for Interview Questions).

Interview questions one through five helped to arswsearch question one, interview
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guestions six through eight helped to answer rekeguestion two, interview questions one
through 14 helped to answer research question,tanekinterview questions three, 10, and
11 helped to answer research question four.

A phenomenological study requires in-depth intemgevith interviewees in order
fully to answer the research questions (Cresw8B8); twenty-five participants were
interviewed for this study. In general, resporfses interviews allowed for gathering data
that defined the reality of each participant (Mami 2002).

Interview Process

This study sought to understand the K-12 expergentendividuals who were
incarcerated by identifying themes that emergenhftioeir interviews. Understanding the
perspective of students who struggled beyond Keh®daing might be crucial information
for improving the delivery of K-12 curriculum indtthree educational components.

Interviews were conducted face-to-face in the lomaectional facility where each
participant resided. Each participant was askgghtticipate in one 30—-60 minute interview,
but with the qualification that further probing aresponses could take longer than the time
granted by the lowa State Department of Correctior@ssingle session. However, no
further time was required to complete each paidicijs interview. The study found
emergent themes within the data collected fronp#récipants. If further interviews were
needed to ensure saturation of the data, | could banducted more interviews. Due to the
short length of one individual’s interview, a nearficipant was added. This study does
acknowledge that one interview may have limiteddat for this study.

The semi-structured interview process allowedHerflexibility needed to complete

the interview or explore responses further. Theeyutool consisted of 14 questions, and
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asked participants to focus on their K-12 educatierperiences, specifically in terms of
how they perceived their experience in regard éothinee educational components.

With the participants’ permission and in accordawié IRB guidelines, interviews
were audio-recorded and transcribed. At the teatron of the study, transcripts and original
audio files were destroyed. Participants werermfd that they could choose not to answer
any question they did not wish to at any time dyitime interview. Each interview was
analyzed using the lowa Department of Educatioo&lamic, personal/social, and career
education framework to determine what the studeidevsays about the three educational
components of a K-12 school. It was understootittieacurrent model of the framework
did not include the student voice, but this stuolyght to understand how the model may be
redesigned to include the student voice.

The transcribed interviews provided the data nesgds understand the perceptions
of each patrticipant (Merriam, 2002). The analgdithe complex perceptions of the
participants revealed key elements from each irderv Emergent themes were identified
and coded until no new themes were apparent—oresvzll's (1998) terms, when
saturation of the data is reached. Identifyingeegpd patterns allowed for determining that
no further information could be gained from thengreribed interviews (Marshall &
Rossman, 1989).

Data collected from the 25 participants’ interviealtl®wed the research questions to
be answered, thus permitting the analysis of figsliftom them all. The lack of support for
all students in regard to their three educationatgonents was explored through semi-
structured interviews. As Lincoln and Guba (198&)phasized, the purpose of the interview

was to gain an understanding of the phenomenomyistidied. Establishing a level of trust
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that allowed me and the participant to initiateglaad rich conversations occurred between
the participant and me (Moustaka, 1994). The dallacted from these meaningful
conversations provided 417 pages of data that amaby/zed based on the conceptual
framework of this study.

Interview Questions

The interview questions were developed from thexdiiure review in order to gather
the perceptions of the participants’ K-12 schogleziences in regard to the three
components of education. The interview questioegewhe primary method of data
collection for this study, since in-depth interveeprovided insight into the world of the
incarcerated student and thus allowed for the siini®ce to be heard and understood.

The interview questions (see Appendix A for IntewiQuestions) were approved by
lowa State University's Institutional Review Bogre Appendix E for Institutional Review
Board Approval Form) and sought support for thelgtiresearch questions regarding the
three educational components and the perceptiomslwiduals who were incarcerated. The
guestions were test-piloted and feedback was safi¢o refine the interview. The test-pilot
interviews were conducted in the month of OctoB8d,1. | met with two former students
who struggled to graduate from K-12 school. Intamwfeedback determined that question
11 needed to be reworded so that the word “teacketaced the word “education,” and all
guestions needed to be direct but to allow forsemai-structured interview process to work.
Analysis of the test pilot interviews determinedtth question regarding what participants
needed from their K-12 school experience shoulth@aded in the interview questions.
The question,What is it that you needed from your teach&ms@s added. This question

gave more depth to the perceptions and provideckevoi the participants. On the whole,
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test-pilot interviewees were very receptive toqestions and openly shared their ideas
regarding rewording the questions to better sdrigestudy.

The interview asked participants to focus on peroap of their K-12 educational
experiences as they related to their struggles kefé@ing school. Open-ended questions
were asked in a semi-structured interview, whi¢bvedd each participant to reflect
(Merriam, 2002) on his or her K-12 educational expees. In general, semi-structured
guestions also allowed me to ask specific questiemd at the same time allowed for probing
to gain deeper insight from the participants (Mamj 2002). Interviews were guided by a
set of structured questions to provide a frameviorihe semi-structured interview process.
The semi-structured nature of this sort of intawadso allowed for flexibility and flow
during the interview process and established thlikergtanding among participant to produce
responses that spoke fully to the research question

Data Analysis

Data for this phenomenological study were analypadentify emergent themes
from participants’ interviews, and were used toveersthe study’s research questions
(Anfara, Brown, & Mangione, 2002). After each iniew, the participants were asked to
verify their statements through member checkingrisure that their perceptions were not
misinterpreted (Maxwell, 2005). After clarifyinge perceptions of the participants’
interviews for accuracy, the transcribed intervievese coded using a priori codes for initial
themes in the three educational components argtddent voice (See Appendix I:
Participants’ Interviews: Coding Table).

Coding was derived from this study’s interview dugess to determine the academic,

personal/social behavior, and career educatioregbnf the participant (See Appendix I
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Participants’ Interviews: Coding Table). Each coamgnt collected the overall perceptions
of the participants to determine if they believiedit academic, personal/social behavior, and
career education needs were met. Academic codesrdeed the type of academic support
that participants received: talented and gifted @) Aspecial education (SPED), regular
education, or at-risk. The participants’ persawdial behavior was coded by who supported
their needs: school, home, agency, or activityre€aeducation codes also determined
where the participant perceived their career educabd take place: school, home, agency, or
activity. Each incarcerated individual’s intervievas broken down into eight sections:
background, overall school experience, perceptidraeademic education, perceptions of
personal/social behavior education, perceptioraader education, one wish, keywords to
support K-12 learners, and words of advice. Enmrtieemes were then defined and
visually categorized. They are discussed in dep@hapter 4, Research Findings. They are
summarized briefly here. The participants’ perwes were initially sorted into seven
categories: (1) background of education, (2) pareep of academic education, (3)
perceptions of personal/social behavior educatnperceptions of career education, (5)
keywords to support K-12 learners, (6) perceptiopanticipants’ voice being heard, and (7)
voices of both male and female were captured. Mwe than women participated in the
study because the lowa Department of Correctio@kemopulation is higher than the female
population (lowa Department of Corrections, 201dpwever, the female participants of this
study were over-sampled because, in K-12 schdwggeénder ratio is more evenly
distributed throughout K-12 classrooms.

For this study, a “textual description” of the papants’ educational experience in

relation to the seven categories was analyzedristaact “an overall description of the
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meaning and essence of the experience” along wytintarpretations as the researcher to
capture the interview experience (Creswell, 199850). Due to the nature of this study, a
true triangulation of the data did not occur thidotigaditional analysis, since other research
methods such as a focus group or survey were moluobed with prisoners. Data was
examined by categorizing interview transcriptiond ay identifying emergent themes
(Marshall & Rossman, 1998). All interviews werartscribed by a licensed transcriptionist.
Data were categorized into emergent themes acaptdidescriptors —academics,
personal/social behaviors, and career educatiova(l@epartment of Education, 2008) —
from the study’s conceptual framework (Bloombery/&lpe, 2008). As stated above, each
interview was also categorized into six sectionddtermine emergent themes within
interviews. Coding the data allowed for clustering emergent themes to synthesize the
overall findings of the study (See Appendix I: Rapants’ Interviews: Coding Table). The
analysis of these descriptors determined the dhedparticipants saw as deficits in need of
support or development by school administratosetiber assist all students. Furthermore,
peer debriefing was performed to minimize poteriak toward data and the analysis of
emergent themes in relation to the research gunsstids Lincoln and Guba (1985)
explained, “[peer debriefing] is a process of expg®neself to a disinterested peer in a
manner paralleling an analytical session, andHemturpose of exploring aspects of the
inquiry that might otherwise remain only impliciithin the inquirer's mind” (p. 308). For
this study, a peer debrief was conducted by twaatlnal colleagues who worked with me
and held an educational doctoral degree. Theseagples worked in a variety of settings

within the school system, from building to distraatministrators.
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Peer debriefing captured information allowing me&orow the key words found in
the participants’ interviews. One peer’s writtesponse questioned if | was too broad in the
first collation of identifying keywords from the geipants’ interviews: “How do the
keywords you extracted from the interviews answairyesearch questions? Look at your
research questions and focus on those to get ywuvdeds.” These comments helped
refocus me in the determining that the keywordgsered on answering the study’s research
guestions.

Trustworthiness

While this study only used interviews for its datdlection method, the
phenomenological nature of the interviews provigledepth information on the perspectives
of the participants and guided me in their intetgien. Creswell (1998) cautioned that
“[the] phenomenologist’s view of verification anthsdards [is] largely related to the
researcher’s interpretation” (p. 207). The phenuotagical lens prevented arbitrary
interpretation in that this study’s phenomenorhes K—12 school being analyzed through the
perceptions of the individuals who were incarcatatéurthermore, submergence in the data
increases the trustworthiness in that the aspéthealata were scrutinized for emergent
themes, raising the level of trustworthiness. Bhigly’s protocol of member checking, peer
debriefing, coding, and interpretation promotedtiuorthiness. This study’s design made it
more likely that the interpretations from the iniews were strong and credible (Marshall &
Rossman, 1989).

Credibility
Credibility is a major aspect of trustworthinesgoln & Guba, 1985). |

acknowledged that outside threats exist beyonddoumdaries of a K-12 school. Issues such
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as family dynamics, substance abuse, and povedyheapotential to be divulged during an
interview. | informed the participants that issoesside of the school realm might be
addressed during the interviews. If such inforpratvas divulged, it was taken into
consideration during the examination of transcrilmerviews when looking for emergent
themes. The semi-structured interview approacwaitl for consistency to remain true
within the interviews and at the same time providadstions that were not determined a
priori to “explore the phenomenon and asking prglgjnestions to get a more complete
description” of the participants’ K-12 school expaces (Heppner, Kivlighan, & Wampold,
1992, p. 287). Interview coding excluded suchessand drew upon emergent themes that
specifically answered the research questions.

The credibility of this phenomenological study vessablished through the research
guestions’ answers, in that the research questvens test-piloted. Credibility was further
established in the data analysis process, whereatmttention was paid to potential biases
that might have existed within the study such afewstanding the researcher and participant
role. | also established credibility through thedy’s conceptual framework and research
design (Bloomberg & Volpe, 2008). The conceptuahfework anchored this study by
maintaining the focus on the three educational acamapts and the inclusion of the
participant’s voice. As a result of these steps, ia Lincoln & Guba’s (1985) terms, the
findings of this study were both content-rich data., supported by the findings from the
interviews) and supported by the repetition of infation from the data analysis.

Transferability
The findings of this study supported the reseatastijons and justified the

importance of considering the student voice in slearmaking processes regarding
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curriculum and support efforts in the three edwrati components. This study’s rich
content provides readers with the “fittingnesshaf tontext” (Lincoln & Guba, 1985) that
may or may not have been relevant to their educatienvironment. In other words, the
phenomenon of this study was transferred to oteducational” contexts with similar
conditions (Anfara & Mertz, 2006). For exampleg ttontext of the individuals who were
incarcerated provided school administrators witleaper understanding of how the student
voice could improve student academics, personafls@nd career education performance
and assist students beyond high school (Bangse8, Zibnley, 2010; Gray, 2008).
Positionality

My prior experiences as a teacher, school counssoisk coordinator, school
administrator, and state task force member play@dean this phenomenological study.
These experiences enabled me to understand fangehallenges of the participants. |
understood the interpersonal and intrapersondssigicessary to protect the participants.
My experiences as a certified school counselor aupg the interview process in that my
interview skills have been honed to capture theeigberience shared by the incarcerated
individual. As Polkinghorne (2005) suggests, “Thiex considerable overlap between the
skills involved in research interviewing and thoeeded by counseling” (p. 142). | have
also served as a clinical professor at Drake Usityewhere, from 2007-2009, | taught
graduate students to use interview methodolodiesso have considerable experience in
interviewing teachers, students, parents, and stafévelop an understanding of different
events. In these instances, | used my adminiggrataining to develop a relationship in
order to establish trust quickly. However, | ackfedge that there is a difference between

the goal of the qualitative research interview Hregoal of the counseling or administrative
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interview. Qualitative research interviews seeldther information about the participant’s
world to develop meaning that speaks to speciBeaech questions, similar to the goal of the
counseling interview and sometimes the administeatiterview, in helping a person
develop an awareness of their perceptions. Howéath types of interviewing call on
similar skills. A qualitative researcher must lbeao listen, pose open-ended questions,
reframe, and probe to gain deeper knowledge ohdiridual’s world (Marshall & Rossman,
1989). | possess these qualities because | deactkbhyem through my teaching, counseling,
and administrative experience as they related tanteypersonal relationship skills.

| was aware of possible biases and | understarse thiases. A possible bias could
have been my work with some of the participantsmihey were my students. At various
points in my teaching career, | had taught 12 efghrticipants. As an educator, | enjoyed
working with these students and tried to get tovktioem on a personal basis. | tried to
minimize the bias that might be inherent in thegstmg relationships by focusing on the
ideas that participants expressed, asking quedhortdarification, and generally verifying
that the transcripts accurately reflected particigeerceptions. Failure to follow this system
of checks could have resulted in findings thateet®d my own perception of the
participants’ experience, rather than the perceptaf the participants.

| entered this study believing that all the pap@sits would be identified as struggling
K-12 learners, and positioned this phenomenologywaay to understand the phenomenon
of the struggling student. This belief was anothias of this study. My findings revealed
that these students had not all been, in factggling students. The participants self-
identified themselves as talented and gifted, gdregtucation, special education, and at-risk

students. In turn, the data collected from theigpants’ interviews revealed former K-12
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students who had achieved success, suffered fadueecombination of both when
expressing their perceptions about their K-12 skcegperiences. In other words, the
participants were not all former “struggling” lears, as will be discussed in more detail in
chapter four.

All procedures were followed to ensure the credipbdf adding this participant. The
general context of the interviews provided a sgttitat allowed the participants to
eventually relax and share their K-12 educatiorpkgences. | was not hesitant to enter
two of the correctional facilities, as the ovem{perience with prison officials was very
welcoming. These facilities also provided me adieihd radio to communicate with the
front office. | felt most apprehensive at the dHiacility, a medium security prison. | believe
this was due to the fact that | was patted downthed required to enter the prison yard by
myself. | felt my anxiety rise as | entered thsen yard, for when | looked around, all | saw
was barbed wire everywhere, It looked like a laradk to my destination. Determined to
see this study through, I took a big gulp of aid amarched across the prison yard to the
building housing the study’s participants. My fearere extinguished upon my second
return to this correctional facility as | found thevas really nothing to be afraid of within
the facility.

All three correctional facilities supplied a contédsle room in which the interviews
could be conducted. Rooms were furnished withe®mice room tables and chairs. Two of
the facilities even provided rooms with windowsheTwindows offered a sun-filled setting
in which a few of the participants and | enjoyegrison lunch — a bologna sandwich, stewed

tomatoes, a slice of bread, a cookie, and cuprobiede. | had forgotten the taste of baloney
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as | had not had a slice since childhood. | qyitidcame accustomed to each prison
conference room setting and felt at ease during#ngcipants’ interviews.

Upon my initial meeting with the participants, Idaene very aware of their emotional
and cognitive levels. As a former school counsdlpossessed the skills necessary to be
highly attentive to participants’ needs. My prawdaccounseling skills allowed me to listen
effectively to understand the meaning of what apemwas saying. Also, my educational
background in understanding all learners assisethmmeeting each participant at his or her
cognitive level. With participants whom I did rlatow, a trusting relationship was
established so that they felt comfortable answegmestions. My experience as a school
administrator, former counselor, and teacher previche with the interpersonal abilities to
establish trust with people quickly. | am abletd people at ease when in a stressful or
uncomfortable situation. As the researcher, ldwelil incorporated these abilities fluidly
into the researcher—participant relationship.

However, | also understood that personal barrigls some participants might have
existed as a result of the teacher—student reldtipn In this instance, | acknowledged my
role as a former teacher during interviews withtipgrants who had been my students.
Furthermore, attentiveness to the ways that poelationships may distance people
emotionally enabled me to remain sensitive to p@ints’ reactions, such that | could
alleviate their fears or apprehension about theareh or being interviewed whenever
appropriate. This sensitivity also enabled medepgkmy focus on the participants’
protection and comfort, and that they held fullreuity over the interviews (for example, by
reminding them that they could terminate the intwat their discretion). My relationship

with participants who were former students potdiyteallowed each to share their in-depth
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perceptions of the ways their K-12 experiencesduawe to fruition. To that end, my
connection to the participants facilitated the fivitew process just as much as it may have
served as a hindrance.

Ethical Considerations

Ethically, | established a role separate from nig es an educator. | understood the
potential for relationships with participants taméxe in multiple directions, ranging from an
extreme distancing to strengthening the frienddloipd with individuals with whom | was
familiar. | maintained professional relationshépging the interviews by informing the
participants that | was speaking with them as eaeher and not a visitor. Allowing the
participants to respond to the interview questiors social context in which | was the
researcher better presented this study with “hcaregtresponsible comments” (Heppner et
al., 1992, p. 288) as opposed to being a visildre setting of a prison conference room
provided the interview process with a structured@mment, thus supporting the social
context of this research. If needed, the partidipaould have reflected on past experience
to answer interview questions better. | understiadl as the researcher, | needed to remain
cognizant of the flow of the interview while proing the individual time to reflect.
Remaining true to my research role helped ensweridibility of this study.

To protect the participants and further enhancev#idity of this study, standard
procedures were followed. To ensure ethical conttwoughout this study, | obtained
approval from lowa State University’s Institutioriéview Board prior to the start of the
study (Appendix E). | was also granted permissmimterview prisoners by the Director of
the lowa Department of Corrections (Appendix F:dd@sh Site Permission Form). | also

coordinated with the lowa Department of Correctibirector of Research and Wardens to
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ensure that ethical procedures were followed. pgdrécipants were prisoners at the time of
their involvement in the study and, therefore, weeprotected population. To ensure the
participants were not taken advantage of and ttenmtities protected, | followed the lowa
Department of Corrections policies and protocol.

Interviews took place in a secure room within eketia prison. Only the participant
and | were allowed in the room during the actusmiew. A pseudonym was assigned to
each individual to protect his or her identity.| ilterview notes, audiotapes, and transcripts
were stored in a secure location during the coofs$kis study. Their destruction at the end
of the study further ensured ethical treatmenheirtinformation and identity. Any
individual who wished to withdraw during the studgs allowed to do so, and without
consequence. No participant withdrew from thisigtu

Limitations

This phenomenological study encountered a numblemadations due to the nature
and design of the research: sample size, corredtfaaility schedules, and correctional
facility policies. | developed procedures and prgmnary measures beyond the
delimitations of the study to ensure that accufiatéings resulted from systematic data
collection and analysis. Possible limitationsesaarch collection served as barriers for
achieving valid conclusions.

The first possible limitation to the study wasstsnple size. Twenty-five participants
were interviewed for 30—60 minutes. The naturthf study was to “describe and uncover
the structures of personal meaning” (Merriam, 2@2,36) regarding the participants’
perceptions of their educational experiences. Hewen cases where information was

incomplete or not forthcoming, the participant paals expanded until information
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saturation was reached. The saturation of datanveais than just a repetitive task; rather, it
was a purposeful effort to establish the credipibit collected data (Creswell, 1998). Data
was coded, member-checked, and peer-debriefeditiéwlly, the participants’ interviews
were analyzed to ensure that the findings adequed8iécted the data (Bloomberg & Volpe,
2008; Merriam, 2002).

Due to the schedules and policies of the correatitatilities, a participant could
have been removed from the study for reasons betywncdontrol of this researcher.
However, no participants were removed during thus\s

A second limitation to this study was the conteidihe participants’ educational
background. Prior to the study, | had a precorezemnotion that all the participants would
have struggled as K-12 students. From the datidoted, | learned that the participants
did not all struggle as K-12 students. The pauéints self-reported themselves as talented
and gifted, general education, special educatioat-ask.

The last limitation to this study was the conteixthe interview setting. Interviews
occurred in either a prison conference room oragtg/client conference room. Both
settings were comfortable but somewhat controltetthat participants were escorted to and
from the room by a prison guard. This createdtaroaphere that felt rigid at the beginning
of each interview. | believe this to be a limitetibecause the participants and | needed time
to feel comfortable with the interview process.

Summary

The objective of this study was to determine thdXeducational experience

perceptions of participants as they relate to tert or non-support received from teachers

with the three components of education. The 2&gyaants who resided in an lowa
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Correctional Facility at the time of this study repented the K—12 student voice. Data was
collected through individual interviews, which prded evidence of students who may have
struggled with their transition to adult life, gig an opportunity to voice to their K-12
experiences and perceptions. Chapter 4 will pteaberfindings from the individual
interviews and answer this study’s research questid@he participants were asked to answer
guestions about their K—12 school experiencesivithaal interviews collected the
participants’ perceptions about their education lamd schools could better prepare students.
Half of the participants were former students of@)ithe remaining participants did not
know me prior to the study. Race and religion wesedetermining factors in participant
selection.

This phenomenological study sought to understaagénceptions of the K-12
student in regard to the three educational compsrtarough the student voice, the
incarcerated individual. By developing a deepataistanding of how students perceived
their K-12 education, school administrators maythegin to include students in the
decision-making process. Clearly, a complex imtgoa exists between the relationships that
school administrators have with students and thecclum, or three components of
education (Macleod, 2007). A deeper audit andgigdeof educational programming in the
three educational component efforts—which also iclems the student voice—might better
support all learners. The outcomes might loweaiceration rates, increase graduation rates,
and result in fewer students who struggle in thramsition to adult life.

Maintaining an unconditional regard for studentd &stering supportive
relationships is critical to engaging youth in seshdimited learning is all that will continue

to transpire unless the three components of edurcate improved to encourage students’
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personal growth. School administrators must redhat the connection between today’s
students and their schools is fragmented at bestuse of the struggles students encounter
can divert their attention away from school. Sdhpvsonnel must develop support
strategies that reach identified youth and undedstaat interventions implemented for one

student may not necessarily work for another.
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CHAPTER 4. RESEARCH FINDINGS
| loved to learn, | loved to learn. I loved to tea
Incarcerated individual, 2012
Purpose of the Study Restated

This phenomenological study examined the educdtmxgeriences of current lowa
Department of Corrections offenders, who rangeage from 18-29 years of age, to
understand the ways these participants perceiveedKh12 school experiences. The
perceptions of these individuals’ experiences mighaicknowledged by schools and used to
improve the delivery of education to all studemds a purposeful population, participants
offered a largely unacknowledged perspective on sitoents’ experiences with academics,
personal/social behaviors, and career educatiomgriemented and on methods by which to
improve the delivery and instruction of the threenponents of education. As such, the
findings from this study may provide a better ustimding of students’ needs in K-12
settings. This study found that the answers todkearch questions have similarities and, at
times, coincide with each other. However, thisptbawill break down each research
guestion and discuss it individually. The follogiresearch questions guided this study:

(1) How did the participants describe their learningemnence in K-12 school?

(2) To what extent did participants perceive that tleducation prepared them in the
three components of education: academics, persocal behavior, and career
education?

(3) What did the participants think their schools cduddve done differently to better
prepare them in the three components of educaimademics, personal/social

behavior, and career education?
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(4) Did the participants perceive their voices to hbagen heard by their teachers during
their K-12 experience?

This study attempted to reveal the phenomenoneoK#i2 experience through the
voice of the individuals who were incarcerated amghe meaning of what students might
experience attending K-12 school. Phenomenologyiged a lens to understand the
perspective of young adults who struggled afteviteaschool and became incarcerated.
This study’s overall conclusion was that K-12 stiddiave a need to be understood by their
teachers. Whether or not K-12 students felt supdasr unsupported by their teachers or
believed themselves to be successful or unsucdesisifiuthe three components of education,
the need to understood, cared for, and communieatedvas important to the participants
in this study.

Overview of Research Findings

Table 4.1 provides an overview of each researcktgureand theme found to answer
the research question. Research questions an@sheare discovered through this study’s
set of interview questions (see Appendix A for hatew Questions). Interview questions
one through five helped to answer research questieninterview questions six through
eight helped to answer research question two Mig&rquestions one through 14 helped to
answer research question three, and interview igussthree, 10 and 11 helped to answer
research question four.

The research questions and themes are then sunech@eiow and explored in

greater depth later in this chapter.
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Table 4.1
Research Questions and Emergent Themes foundsiStindy
Research Questions Emergent Themes

K—-12 educational experiences were
either supportive or non-supportive

(1) How did the participants
describe their learning
experience in K-12 schools?

(2) To what extent did Being prepared or unprepared for
participants perceive their the real world

education as preparing them in

the three components of

education: academics,

personal/social behavior, and

career education?

(3) What did the participants Key words of advice for educators

think their schools could have

done differently to better

prepare them in the three

components of education:

academics, personal/social

behavior, and career education?

(4) Did the participants Hear the student voice

perceive their voice to have

been heard by their teachers

during their K-12 experience?

Context of Participants: Individuals who were Incarcerated
This study sought the participation of individuadso were incarcerated from various

prisons to examine their perceptions of their KsgBool experience. These individuals
comprised a purposeful sample within the largemtaton of people who have experienced
K-12 education. To understand the world of théigipants in depth, this study explored the

contextual conditions of each participant (Creswi08). Therefore, the demographics

pertaining to each participant’s prior educatiamyent education, and self-reported supports
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were examined and recorded. This strategy provededundary that formed a set period of
time in which the K-12 school experiences of theipaants could be explored and
interpreted through semi-structured interviews gl, 2005). This method also allowed
for a whole, useful description of the K-12 schglsénomenon to occur by retaining as
much of the participants’ perceptions as possildleustakas, 1994). The interviews
provided the data that created robust descriptidtise K—12 school phenomenon.

The reasons for each participant's incarceratiar wet a required topic of
discussion during the participants’ interviews.eTgarticipants were also informed prior to
the interviews that their reason(s) for being iis@n did not pertain to this study, and would
not need to be provided. While the home life atipgants may have been discussed during
individual interviews, not all participants discadsheir home life; thus, not enough data
could be collected to saturate home life as an gemtitheme. The study thereby keeps a
tight focus on participants’ K—12 educational exgeces in relation to the three components
of education.

Gender and Age Analysis of the Participants

This study used a sampling of adults 18-29 yeaegiefwho were incarcerated in an
lowa State prison and had attended a K—12 schidubk study included gender and age
demographics because (1) both men and women fraa poisons participated in this study,
and (2) the average age of the participants shaladheir K-12 school experience had
occurred relatively recently before their incartiem in contrast with the average ages of
then general prison population (Table 4.2). Moenrthan women participated in the study
because the male population within the lowa Depamtrof Corrections is higher than the

female population. However, the female populatibthis study was over-sampled because
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in K=12 schools the female to male ratio is morendy distributed throughout K—12
classrooms. The greatest percentage (47.5%) & $quvison population is under the age of
30 (lowa Department of Corrections, 2011) and dgis bracket had the opportunity to attend
or finish high school.

The findings of this study concluded that neithemder nor age were a factor in the
overall perceptions of the participants. Both neaald female participants reported similar
experiences and used similar terms to describe kkdi2 academic, personal/social
behavior, and career education (see Appendix Pésticipants’ Interviews: Coding Table).
Knowing that neither gender nor age affected thiégyaants’ educational perceptions might
benefit teachers in working their future studenfbe participants’ lens draw importance to
teachers listening and understanding their studegtsdless their gender.

Table 4.2

Overall Participant Demographics as Related to indiials in lowa and U.S. Prisons

Site Gender % Av:ézge
Study Female 40.0% 25.3
Male 60.0% 25.6
lowa PHSONS Female 8.2% 36
Male 91.8% 36
U.S. Prisons Female 7.0% 39
Male 93.0% 39

Source: lowa Department of CorrectioR¥,2010 Annual Repo(R010); U.S. Census Bureddesign
and Methodology: American Community Sur(2909).

This demographic comparison provided an understgnali this study’s incarcerated
population in relation to other lowa and stateqmms The age comparison was to ensure that
only individuals younger than 30 years of age pguéited in this study. Furthermore, this

study confirmed that the voice of both genders rgasesentative of the United States and
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the state of lowa as a whole. The general U.Soprpopulation of individuals greater than
30 years of age is slightly higher than lowa’s dapan and this study’s population.
Regarding education level, Table 4.3 illustratesghrticipants’ education in relation
to whether a high school diploma or GED (Generaldational Development) was earned,
or if no diploma was earned. The education ofpaicipants helps to connect their
experiences with the three components of educafldw participants offered their level of
education and their plans regarding whether thignoted to expand on their schooling while
in prison. Overall, 48% of the individuals intezwied for this study had earned their high
school diploma prior to entering prison. While 38%he participants within the sample
earned their GED prior to entering prison, 20% artigipants within this sample neither
completed their high school diploma nor earned ®GEhus, all the participants in this
study had experienced some sort of K-12 educatexdrience. The amount of education
obtained by the participants did not have had &etebn their perceptions of their K-12
experiences. The data collected from this studgrdened that despite the educational level
obtained by the participants, they still reportedilsr K—12 experiences and used similar

terms to describe said experiences.
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Table 4.3

Educational Demographics of Participants in this@t Compared to lowa and U.S. Prison

Populations
% Earned HS % Earned % Who Have Not
Site Gender Diploma Prior GED Prior Earned Diploma or
to Prison to Prison GED Prior to Prison
Stud Female 40.0% 30.0% 30.0%
y Male 53.0% 33.3% 14.0%
. Female 42.4% 41.8% 15.8%
lowa Prisons
Male 33.2% 44.8% 22.0%
. Female 17.1% 16.0% 36.5%
U.S. Prisons
Male 16.5% 15.0% 58.4%

Source: lowa Department of Correctio”¥,2010 Annual Repo(R010); U.S. Census Bureau,
Design and Methodology: American Community Suf2€99).

Thus, the education level shown in Table 4.3 iscatilve of the overall prison
population except for the percentage of prisondrs did not earn a diploma or GED prior to
incarceration. Individuals in lowa prisons rangher in educational obtainment than the
national average of Individuals who is incarceratéds representation is a limitation of this
study. However, the findings from this study canldd that the perceptions of the
participants help define the world of a K-12 stutteacademics, personal/social behaviors,
and career education.

Discussion of Research Question Findings
Research Question 1: How Do the Participants Deséx¢ Their Learning Experience in
K-12 School?

The findings for research question one were coatadufrom interview questions one

through five (see Appendix A for Interview Questdn Quotes from participants were

pulled from the data to capture the essence ahétrme. The theme was used to define
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participants’ overall perceptions of their K-12 gohlearning experience. Overall, their
perception was that the participants perceived tel2 school experiences as either
supportive or non-supportive in the classroom.

While it would appear that those students mord@pe engaged and academically
driven in the classroom might have been more cdeddo school (Marin & Brown, 2008),
the findings of this study revealed that even thopgrticipants might have performed well
academically, performance did not guarantee thrgjagement or connection to school.
Furthermore, this theme also revealed that paditgwho reported having non-supportive
K-12 school experiences might have disengaged $amol, but this disengagement doesn’t
mean they did poorly in regard to their academitiserefore, the participants found their K-
12 school experiences to be either supportive orsupportive in nature.

In general, research question one depicted theathyarceptions of the participants’
sense of school enjoyment and transition to adatthmased on their K-12 learning
experience. The study’s data determined that tHE?KHearning experiences, whether
supportive or non-supportive, did affect the outeashthe participants’ postsecondary
transition to adulthood.

Theme 1: K-12 Educational Experiences were eitherupportive or Non-Supportive

Supportive K-12 school experiences were reportetbogf the 25 participants, or
60%. Individuals were asked about their perceptimirthe three components of education to
develop an understanding of their experienceshn@c Regardless of how each participant
was placed academically in school (whether deemledted and gifted or at-risk, or placed
in general or special education) these 15 partitgoperceived that his or her K-12 learning

experience had provided a sufficient educationrm&eparticipants, such as Stephanie,
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believed that they acquired all the knowledge nemgsfor finding success after leaving
school to which she interpreted as support fromkie2 school.

Stephanie was a 26 year old female who earned BEx &ter getting kicked out of
high school. She did not offer an explanation bf/whe had been kicked but stated that her
focus was on having fun. From the moment we mepl&nie was very relaxed and almost
nonchalant in speaking about her past:

A lot of things were going on in my life. My monmédad broke up. So my brother

just got arrested. | got pregnant when | was I2eerything was just chaotic and so

| didn’t want to be in school so | was just, | gatked out every chance | got.

When | asked Stephanie what academic programsaghpdrticipated in while in K—
12 school she reported that she had been in ae¢dland gifted program in elementary and
middle school. As a result of these adolesceitnig® she began to try and get suspended
from school. When pressed as to why she was sdspeBtephanie shared that her removal
from school first began because of her attenddfitey [the administrator] kicked me out
for truancy.”

Being suspended landed Stephanie in an alternstiveol. She met a teacher who
knew she was talented and gifted and pushed Steph@ruse her abilities. Stephanie
recalled how uncomfortable she felt in this sito@i

But when | was there | did my work and my Englisadher kept trying to get me to

go into the advanced English class and so | weaatand | just felt like dumb, like, |

couldn't, like everybody else’s stuff sounded beteeme. | was like, ‘Oh my God, |

don’t want to be in this school.’
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Stephanie believed that many of her teachers Hadedfher support but had not
incorporated her voice into her K-12 experiencBsachers tried to provide her with
supports they believed she needed and Stephagmateful for them trying to provide her
with support. Stephanie did see school as supgortiowever, she still felt different from
her peers:
| always doubted myself. Like | had real low se&$teem growing up, so like | said
my mom and dad had just broke up and | grew upstef homes and they, my mom
and dad had my brother when | was real young andadyhelped to getting us back,
us back from the state [foster care]. And it wasntil | was nine, and then they [my
parents] were together until | was 12. And thexythroke up. And my mom was
depressed and she didn’t care about what us kitdls$ih we started smoking weed,
drinking and | got pregnant. My sister got pregnavly brother got locked up so it
was just other things going on in my life that niéeed with my school that | didn’t
want to be there and because | couldn’'t do thaegghgo home, get high, and get
drunk, | would rather be there than at school.
When | asked her if her teachers inquired as to stieyfought the support they were
offering, she simply stated, “No,” Stephanie thagezly offered her perceptions of school:
“I think I learned, educationally, and they taugig academically everything that | need to
know, even though | quit so early. | obviouslyrlead everything | needed in life,
academically now.” Stephanie’s use of the wordvfobsly” connects to theme one in that
she believed she did not need to finish her K-1atlon because she had achieved the
academic knowledge needed for adult life. Steghbalieved herself to be an intelligent

young woman who let what she described as “fun’igéte way of her finding school
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success Regardless of leaving school early, she walked dveay school feeling satisfied
with her K-12 school experience and the knowledgeeyl.

Having a supportive K—12 experience enhanced theesef enjoyment for Marc.
Marc was a 29 year old man who earned his highdatiploma a semester after his class
graduated. He received his academic educatidmeinggular classroom setting and
struggled to get through school as he was involvigd the foster care system as a result of
early childhood family issues:

Things were a little rough with my mom. My dad g&d away when | was born, so |

didn’t have a father figure. Like | said, | had@der brother and then | had a twin;

he died at birth. We were both premature, you knbtde and my mom, we had
problems with me growing up. Like | say, her bemngingle mom and just the area |
grew up in.

Even with a troubled home life, Marc found schoplace where his teachers
supported him. Like Stephanie, Marc’s sense opstidid not affect feeling prepared or
unprepared for postsecondary life: “I guess | waiilceally say there wasn't no dislikes
about it [school] because like | say, it [schoofsikind of just me getting up every
morning.” Marc went on to describe why he thouggttool was supportive:

Marc continued to speak about his feeling suppdrtesichool as he recalled in his
description of his academic experience, “I haverled a few things here and there, so, like |
say, | do miss high school...based on what | didhare.” What Marc did not provide,
however, was the degree to which he was conneatschbol. Although Marc certainly
found some part of his school experience to haea kepportive, his feelings of missing

school made him realize that he had enjoyed hie timschool and missed that part of his
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life: “I guess [school was] a place away from whieneas living. Like | said, just to be able
to be around different people instead of beinguathmuse until | got placed in foster care.”
Similar to the others, Marc made no connection betwthe education he attained and his
preparation for the real world as he only lookeddtool as now somewhat supportive.

Hanna had a similar perception of school as a stippaexperience:

| mean, | liked school, period. I just liked beialgle to learn stuff. Just everything

really worked for me...just learning stuff and beatge to do it. Like what | am

reading, | am using it in my everyday life.
Hanna was a 23 year old young woman who was mahtiagraduate from high school a
year early due to outside legal issues; she thempld on attending college. Hanna was
currently continuing her education through prisamirag this interview.

Without hesitation, Hanna proudly stated that she liked school and that it was a
good experience even though she found herselféacated as a young adult. Her
enjoyment of school and ability to learn increabedreported sense of self-confidence. In
addition to liking school, she started collegege 47. However, like the others, her
enjoyment of school did not have an effect on lestgecondary transition: “There was
nothing for me I didn'’t like; like I said, | enjogleeverything.” Hanna continued to share
how she was furthering her education: “I am kingettling right now to get started for the
CNA (Certified Nursing Assistant) | am going doeyhprison] have that class.” Even
behind bars, she believed she was a capable leasrstre found herself using previous
learning in prison.

The participants who excelled in school even spdksersonal regret when recalling

their K-12 experience. While these individuals haknse of enjoying school, this
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perception did not indicate a successful transititopostsecondary life. Their regret
appeared to come from doing well in school buirigito carry some of that knowledge into
a postsecondary life. Now, being away from sclamal having been placed into a situation
with the opportunity to continue their educatidmey realized that academic achievement
was a real and meaningful aspect of their livembAr, a 24 year old woman, summed up
her experience with K-12 education by saying: ithikh would have taken it more
seriously.” While Amber dropped out of school aftempleting ' grade, she later earned
her GED before being incarcerated:

Actually, after I had quit high school. | had gotolved in a little bit of trouble at

the time. So, my attorney had asked me to getwedowith getting my GED. So,

because | was under the age of 16, | had to getid order to do that until | was 16.

| was 14. | was 15, maybe 16 when | got my ad@&fED. | did that [GED] in maybe

like, 6 months. And they [the court] didn’t hawetéll me to get any GED because |

got that when | was like 14, or 15.

Prior to being incarcerated, Amber stated thatdstidike learning in the K-12
classroom and also enjoyed the overall aspectshoiod. “I remember being in class when
we had your [student’s] test, we would take likigd notes, | remember that, and |
remember like the parties that we would get atarttie semester.” Yet, Amber’s
enjoyment of school did not always provide her wité structure and discipline she needed
to stay focused:

| remember being in study halls even after | gtd the point where my grades were

slipping. | would stay after school you know, dfteur, to try to fix my stuff. But |

was still too worried about other things, | meando anything [in school].
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Similar to the others, Amber perceived her K-12Zostlexperience as supportive in nature,
although, enjoying school did not guarantee thdividuals would avoid jail time.

The participants’ sense of enjoyment of K—12 schwed an individual perception,
yet they correspondingly agreed that academicsdiiypol was easy for them. The
perceptions of these individuals’ success seemeglytsolely on the fact that earning good
grades came easily to them, and not on the ingtrutiiey received from their teachers.

The participants who perceived a non-supportiveXsdhool experience, reported
that ten (40%) struggled with most aspects of scimoeelation to academics, personal/social
behaviors, and career education. These indivicagtseived their voice was insignificant in
the classroom, which often resulted in them ndirigea sense of belonging to school. An
example of the sense of not belonging was founld étsan.

Susan was a female in her late twenties who edree@GED prior to going to prison.
She had attended school in multiple states beforgragg in lowa. As Susan recalled her
overall school experiences, she had mixed emotmgs)g one moment and smiling proudly
the next. Regardless of emotion, Susan perceigedverall K-12 school experiences as
non-supportive. Susan began her interview progidimengthy description of her overall
experience:

The schools in [the west] , had like over two themd students and | don't think they

[teachers] knew when | attended, you know. | geddin’'t. And they [teachers]

taught a course, but they didn't really, | dontbwn| don't feel like they even knew |

was there, you know, like it was really crazy, ymow. [The south] was about the
same. | went to high school in [the south]. Andas chaotic. It didn’'t seem like

the teachers really cared, you know, or wanteeagatt at all. It didn't seem like it,
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you know. It seemed like they [teachers] weredhthis was their job and to get
through a day. And was just a struggle to getubhothe day. | could feel that
coming off the teachers and | even felt some ratigre, you know. And | have a
problem with that, you know, because it was predamily a Black school and yet
the teacher allowed it, you know. We [the claaiydd about racism and the teacher
allowed them [students] to make jokes about Mexscarhich | stood up and walked
out of the class. | got kicked out for a little Meéhbecause of it [walking out], because
| snapped.

Susan paused for a moment and then continued:
| was going to graduate a year early until theyt semto North Carolina because my
grandma had died. So, they [school personnelijdeoudind my school records so
they [school administrators] had to start me aétraagain. And, my grandma just
died and my world was over, so | just dropped dutvas kind of hard because |
went to another high school in North Carolina. Andothered me, you know, that
how am | going to ride the bus home and think hawi @m going to mix some
mustard with a little bit of hamburger | got to neadinner for me and my brother
with the electricity off.

Susan never denied that she was not capable afdgarQuite the contrary, Susan believed

she was very intelligent and still enjoyed learnmyv things. While in K-12 school, she

received academic support through her school'saleated and gifted and at-risk programs.

However, Susan believed she was minimally suppantedhool with her personal/social

behaviors, which in turn resulted in her dropping af school.
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While she loved to learn, Susan did not feel aitishts or teachers took learning
seriously. She felt that school was more of a gahveho could survive; teachers
recognized students who stood out or brought attemnd themselves. Susan described not
feeling supported by her teachers:

l...1...1 didn't feel like a person, | didn't feel liker¢ally mattered at all. | didn’t even

feel like my grades mattered at all, you know, loseathere, there was ways to, you

know you can manipulate and even get in good ightéacher to where you know,

your grade is not going to be bad and it didn’tlyeeven matter about our academics

at all, you know.
With great passion, Susan clearly articulated #lebthat her non-supportive school
experience created a sense of not feeling a pawtrogchool: “I want to know that | matter,
that | am learning, that this does matter and reésime up for life, you know, thinking
about the future and colleges, and really it's augtanipulation game.” She reported that
those students who could “manipulate” the teachereuvthose that felt as if they belonged in
the classroom. Susan angrily perceived her tea@senot supporting her and her learning:
“They [the teachers] get frustrated and they tadiit eyes or whatever and they don’t have
time for you and they feel like, ‘Oh, God, you shibbave got this by now’ or when they
don’t really care.” Susan believed that what she gained from schoeldghon her own.
Her thoughts were echoed by other individuals wierpreted their K-12 school experience
as non-supportive.

These participants perceived their non-supportiyeegences as having deflated their
confidence in school, or what they described asdg&distanced” from their learning, and

made them feel like outcasts in the classroom.y Oescribed themselves as having felt
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invisible sitting in the classroom. David, a 2layeld young man who dropped out of high
school, noted the lack of support from teachersstaf by explaining that he only received
attention for poor behavior: “They paid attentioratl the bad things you had done.” David
oscillated between sadness and anger as he refl@cteis perceptions of school support.
On one hand, David believed he did well in schoith\wis K-9 academics. He was engaged
in his learning and received good grades: “I gat and B’s throughout school, B’s., A’s,
B’s, and C’s.” David even spoke very highly of aspecial teacher. However, David’s
transition to high school was difficult as he duwt feel he received the academic assistance
he needed to continue his success. As a resultidpped out. David summed up his overall
perceptions of not feeling supported by his K-112ost experience by describing each level
of learning:
In elementary, you always get complimented. Irhtgghool, | know they say you
are not supposed to like get things done. Thedahkloen you were getting little
treats for doing things in school, it helped ydotebecause not only did it help you
motivate, it motivated you to keep thinking and y@ep wanting to be doing stuff,
but it also, taught you a way, to learn, you knodwnd you get to high schoaol, it's like
they tell you like they wouldn't care. It was liltee teachers [are saying], “It don't
matter, we are going to get paid any way.”
Throwing his hands up in the air, David ended Rjganation and sat back in his chair.
David was not the only participant who perceivesii-12 educational experiences
as non-supportive. Curtis was a 23 year old mam awth not graduate from high school but
was working on general educational skills in pris@urtis appeared somewhat bashful

when we sat down for his interview. It was evidenme that he was slightly hesitant to
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share his perceptions at the start of our conversaHowever, once we got through a few
interview questions, Curtis opened up and sharetdliefs about his K-12 educational
support.

While in K-12 school, Curtis reported that he reedihis education in a general and
special education classroom. His recollectionisfdi12 school experience was not a
pleasant one. While he did find social avenuestdyg connected with peers, he did not
connect with teachers.

When | asked Curtis to tell me more about why heutlesupported by his teachers,
he spoke with sadness in his voice: “I thoughabwot in there. Like | was just, | was
clear, | wasn't in there [in the classroom as a&enee to the teacher], [I] disappeared.”
Finishing his sentence, Curtis looked to the grouvte then sat in silence for a moment.
Curtis then continued:

| was always that kid that sat in way back of ttess, not up front, where you

know...they [teachers] needed to call them to sidkamk them what is wrong.

For me, | think if a student is down, got their delown, you can always tell. Like

how they...how they are walking into class, and got theirchéawn and stuff like

that.

Curtis’ perceptions of being invisible in class tedis belief that he was not supported in
the classroom. Curtis remembered struggling togtegntion in class, which he said resulted
in him being placed in a special education room fii@used on his behaviors. Frustrated
with every aspect of school, he quit attending sthidow as an adult, Curtis believed that if

he could repeat his past, he would take chargesafducation:
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| would change a lot of stuff. What would | charag®ut school? | would be sitting

at a front desk, paying a lot more attention, ranyehand, and getting a lot more

attention. And, ask questions, doing my homewndk,skipping school, and not

getting in trouble.
Curtis’ thought that changing his behavior woultpH@am feel more supported in school.
His description of how he would change his behayimising his hand and asking questions,
reflect how he wanted his voice incorporated it ¢lassroom and how he believed he
could be more active in his learning. Reflectimgtioe interpretations of the participants who
felt non-supported with their K-12 educational engreces, it was clear the lack of teacher
attention left these individuals feeling diminishesia student and person.

Although the participants’ K-12 educational expeces varied, the perceptions of
their experiences reported were similar in thatsofthe individuals found their K-12
school experience to be supportive, as they sthtadcould make a connection to teachers
through academics, personal/social behavior, amdi@er education. These were also the
individuals who smiled as they recalled the suppgway felt while attending school. On the
contrary, other participants were brought to armgeyadness as they reported how their K-12
school was non-supportive in regard to their acadegoersonal/social behavior, and career
educational experiences.

The identified educational level of these partiagaranging from talented and gifted
to special needs, did not seem to affect their stiye or non-supportive K—12 educational
experience. Academic ability did not matter tosthendividuals. Support, or lack of

support, was observed as more important to thécpamnts.
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The participants reporting a non-supportive expeeewith their K-12 education
identified a low connection to K—12 school becatinggr teachers did not reach out to them.
This perception often was reported as the partitipaving a low sense of enjoyment at
school and a lack of understanding and care fraim thachers. The keywords collected
from the participants’ interviews captured non-supipe statements to support theme two
(see Appendix | for Participant Interviews: Codifaple).

Research Question 2: To What Extent Do the Particignts Perceive that Their
Education Prepared Them in the Three Components dtducation: Academics,
Personal/Social Behaviors, and Career Readiness?

The findings that emerged from the participantgiviews regarding research
guestion two were analyzed according to the thomeponents of education outlined by the
at-risk framework guiding this study (lowa Departrhef Education, 2008): academics,
personal/social behaviors, and career educatiomdirfgs that answered research question
two were constructed from interview questions sigh(see Appendix A for Interview
Questions). Each component was examined indivigltaldetermine the emergent theme(s)
within the component. Research question two ifiedta second theme that emerged from
this study: Being Prepared or Not Prepared for Rbal World. The data to support this
emergent theme was captured from the participames’views. Data was collected and
analyzed through Appendix I: Perceived Academip&redness of the Participant. How the
participant perceived their preparation in persizoaial behaviors was explored and
recorded through Appendix J: Perceived PersonabtBehavior Preparedness of the
Participant. Last, the career education expergentéhe participants were collected and

analyzed through Appendix K: Perceived Career Emut#®reparedness of Participants.
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These documents used the participants’ own wordgegpret the participants’ overall
perception of the degree to which their K-12 sclexpleriences had prepared them to meet
the three components.

This theme confirmed the presence of those paaintgowho perceived that their K—
12 school experience prepared them in the arededhree components of education, while
it also documented those individuals who perceiad their K-12 school experience did
not prepare them with their academic, personakadehavior, and/or career education.
Affectively, the themes from research question taund that the extent of the participants’
preparedness with their academics, personal/soefaviors, and career education occurred
more with academics, 60%, than personal/social\behal0%, and career education, 24%.
Likewise, the data from the participants’ interveeimdicated that the participants were better
prepared with their personal/social behaviors tteeer readiness. Preparedness for the
three components of education was not affectethéyetarning category of the participant,
such as talented and gifted (TAG), general educasipecial education (SPED), or at-risk.
Theme 2: Being Prepared or Unprepared for the ReaWorld

The preparation or lack of preparation, for thd veald was captured through
exploring the participants’ experiences with aflehcomponents of education. Participants
were divided about whether or not they'd been pregbéor what they called “the real
world.”

Academics: Participants experiencing academic suppdecoming prepared for
the real world.

The question of being academically prepared a#i®vihg K—12 school resonated

with the same 15 (60%) of the participants who tegubrted feeling supported with their K—
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12 education. Most of these individuals not omgdyated from high school on time but
also planned to pursue postsecondary educationlefeng prison (see Appendix J for
Perceived Academic Preparedness of Participabile the classroom experiences of the
participants may have varied, the connections thage to their learning in preparation for
their future were somewhat similar, in that manyh&m reported having been academically
prepared by their K-12 school. The perceptionedidp academically prepared was
interpreted by some participants as their beingl@ceacally inclined in multiple areas of
curriculum. Jacob, for example, reported himsgléa identified talented and gifted student.

Jacob was a 28 year old male, who earned a dip&tiig hometown high school.
Jacob had received a full-ride scholarship to g staiversity only to find himself
incarcerated before earning a degree. He waseiumth his education through academic
opportunities offered in prison in hopes of retagto the university upon his release from
prison. Jacob was very eager to talk from the nmdroer interview began. It appeared
important to him that | knew his being in prisonsweot a reflection of his intelligence.
Althouh the crime of the participants was not aséledut in the interview questions; yet,
Jacob immediately offered an explanation for hiprisonment: “l was motivated by school.
| am going to tell you why? Is it okay if | ad #b

| answered with a nod of my head and stated: “Yausay whatever you want.”

Jacob quickly responded:

In school | had a full ride scholarship to the staniversity so | went to the

university. | was very gifted in school. So, Liafly associated my school and

money together. Like | say, | love money, andyl yau, you get the NBA or the

NFL, you know, which is rare, you have to have edion, to get far in life. So, me,
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| always wanted a suburban lifestyle but my probleas, | wanted it, those things
now, instead of waiting until later, so you know,Isvorked so hard in school |
always thought it would pay off in the long run. 8ben | got to the university, you
know what | mean, | am in the freshman year, | arthe dorms, you know, | see
how people live, | mean [I'm] into Ramen noodles they [other people] are going
to new places, you know to get something to eat,yau know, this is how | wanted
to be living now, and like we say, [the] high-eifddtyle. You know, they say you

can’t live a champagne lifestyle on a beer budgmi, know what | mean?

“Yes,” | said, to which Jacob promptly followed s question to me: “And so, |

started doing other things to get me to that ch@mneédifestyle faster.”

Jacob continued to share how the different faceltssokK—12 education experiences prepared
him for the real world. Academically, he reporfatticipating in his school's K-12 talented
and gifted program. He perceived he had receivweshyastrong K-12 education because of
the opportunities his school’s talented and gifieajram gave him:
| think my vernacular group, you know, learned eliéint words, and being around
different teachers that had more intelligence, laththk that’s about it, you know, the
more educated you get, the more wisely you geuttrdife.
Jacob believed that he was intelligent and thatrtbee education he attained, the smarter he
would become in navigating life. Jacob’s beliedttacademics came easily spoke to his
overall belief that his K-12 school prepared himdollege: “High school was good to me.

You know, | am not one of those people with too ynaegrets.” Jacob accepted his
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responsibility for being in prison and relayed thast academic preparation did not play into
his incarceration: “I had my own money, you knowt bwas greedy.”

Even incarcerated, Jacob had confidence in hideswi ability, yet took
responsibility for his prior behavior. Jacob sthtieat the more education he obtained, the
wiser he would become helping him navigate lifehi/some readers might feel this
optimism is unwarranted, given that Jacob is navaicerated, he believed that his academic
education would assist him later in life.

Jamie, a 19 year old young woman who graduated@nftom her high school, had
similar perceptions of her academic preparednessizio identified herself as having been a
talented and gifted student. Jamie was a fresddfawdividual who seemed very proud of
her academic abilities even though she had torfihes high school graduation requirements
behind bars:

| graduated in county jail. My crime happened iovBmber. And | had a full

semester left of work to do and once that crimegpkapd, it was on a Sunday night.

From that day on, my teacher stuck by me and brtomgtschool work to me.

Faithfully, every couple of weeks, she would compeand check with me and

reiterate everything that | was doing wrong [witihgol work] and she just helped

me, and | got my diploma in honorary absence.

Jamie appeared to understand the significanceraddecation and its meaning. When asked
how she perceived her academic education had @epar, Jamie responded:

| may not be able to use it [academic knowledgkg, today but | know that further

on in the future, like, | am going to have, likgadeu and be able to recollect, and be
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like, ‘Oh, my gosh, that is what the heck they waitking about!,” and it will click,
and | will be able to use that.

Jamie had aspirations to earn a college degreea‘tdigh school graduate, | stress on what |

am going to have to do to in college While Jamie was not fully able to use the extent of

her K-12 knowledge in prison, she did acknowledgeatademic ability:

| am writing a memoir on my life, writing a bookitoobviously that is not going to

finish [her life is not over]. |1 am not going tmish with that until I am older. But |

have started with that, and so that’s all that eraton that, just like | said, things, like

| am going to paint on a side job, but for a maireer, probably counseling.
Jamie had experienced great tragedy during her 8fee told me her crime was violent and
that she knew she still had a chance at reestaigisterself when released from prison.
Jamie described some of her crime but to protecideatity, this study did not elaborate on
the details of the crime. Jamie believed her Ked@cation provided her with the knowledge
to continue her education after prison and becoswecaessful adult. Jamie also hoped to
implement her academic skills in the future. Wlilere were other individuals who
reported themselves as identified talented anddjit—12 students, there were also
participants who were served through general etutand believed their K-12 academic
experience sufficiently prepared them for adulthood

David, for example, was a 21 year old, general atioic student who was very
animated with his expressions. Throughout higwmev, the tone of his voice mimicked his
physical movement. His exaggerated animationsegetpe understand the importance of

what he was explaining believed about his educatavid stated that even though he
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moved frequently, the schools he attended provinlieda strong education. He attributed his
success in school both to his academic abilitieshas habit of finding one teacher in each
school he attended that he could relate to andaltbwed him to stay connected to school.

In speaking of one teacher who kept him connedexthool, he said, “He [Mr. W]
would stay after school with me just to teach nudf shat wasn’t even in our schooling
[school day].” David spoke of Mr. W with great fdmess in his voice about how Mr. W
seemed to be the one teacher that helped him cotenechool and learning. The
significance of a teacher offering help resonatétl @avid because he appreciated a teacher
taking outside school time to help him learn. Dlawent on to describe how the teacher had
created this type of learning environment withia ttassroom, too, by encouraging peer
responses from all students when one student wdssed or had a question:

It was cool to see that if someone didn’t get sdvingt the whole class, we would all

[say], “Well, this is how it clicked with me,” anttiey [the confused students] would

get it before a class was over!

David enjoyed the way in which the students leafnach each other. He believed this was
due to the academic setting that his teacher establ within the classroom that supported
the learning needs of David and the other studemisole group instruction allowed David
to earn an education that he believed preparedhiside the K-12 school.

Theme one also found that students who identdgedpecial education students
perceived themselves as having been academicalbaped by their K-12 experience. For
instance, Kameron reported having enjoyed schaddoializing: “Because | knew | could
get along with, | mean, the nerds in school | knéw,jocks and stuff, whatever, you know

the different groups you had in school, | talkeéverybody.” Kameron was a 23 year old
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man who knew he had struggled with his academitgélieved he still prepared for the real
world regardless his academic ability:

Because | knew | could get along with, | mean,rtbeds in school | knew, the jocks

and stuff, whatever, you know the different groyps had in school | talked to

everybody. | didn’t judge anyone; | didn’t pick ao one. | didn’t use their
kindnesses for weaknesses. | didn’t, | wasn't, tthett wasn't me.
Kameron understood that his personal/social beh@eiold help him navigate life.

Kameron did report that even though he found leayrai new academic curriculum
difficult, he was provided the opportunity to leavith teacher support: “I got along great
with teachers and | just, it was a lot about myseiifameron continued by offering his
explanation of the meaning behind “myself”:

A lot, | mean, | did realize that you got to beeahbw to talk to people and you have

got to show a lot of respect, | mean, you havetgshow respect to get respect. |

knew going to school who | didn’t want to be. ddit want to be a bully. | didn’t

want to be the person who always has somethingineda say and just complains

about everything.
Kameron perceived his academic support as sometihatdpis teachers did not have to do
but wanted to do because they liked him. Kamerentwn to say: “| can’'t remember a
teacher that didn’t like me.” Kameron connectesldgeademic support to the personal/social
support that he received from his teachers. Theection he had with his teachers sustained
his academic efforts enough for him to continueneey: “They [teachers] just could break it

down to where | could learn it betterKameron admitted that he did leave school before
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graduating, but maintained that his teachers’ &ffbelped him learn to the best of his
abilities.

The participants who understood themselves as gdneen academically capable
perceived that their teachers had supported thigrdst in learning. This study
acknowledges that the academic capabilities ofestisdvary in ability. However, research
guestion two focused on the foundational knowlegpigeided to the participants and their
perceptions as to the support they received wiir tcademics.

Personal/social behavior: Participants experiencpgysonal/social support in
becoming prepared for the real world.

The question of how prepared the participants pezdg¢hemselves to be with their
personal/social behaviors found that 10 (40%) efgarticipants felt that their K-12
education had adequately prepared them for the aduld personally or socially (see
Appendix K for Perceived Personal/Social Behavi@p@redness of Participants). While
their exposure to personal/social behavior educatasied, the connections these individuals
made to their personal/social behavior preparatiere somewhat similar. The participants
reported receiving support from teachers and/argyaating in school activities such as
athletics. Hanna, for example, described her personal/soets\ior school experience as
one that had helped to overcome her shyness. Haalieaed her connection to school
activities had helped her learn to socialize angelitgp more self-confidence: “[I became]
active with, with other people. | was rather steglly a homebody. | really [didn’t] go out.”
Participating in school activities such as basHKgtbaftball, and swimming supported

Hanna'’s personal struggle of being shy and alsweiged her a structured environment in
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which she could engage with other peers, incredsengocialization behaviors, while under
the supervision of an adult, the coach.

The participants’ responses also suggest that ksttidents’ personal/social
behaviors could be developed through school suppdtna, for example, was a 25 year old
female who graduated from high school and contirherdeducation while in prison. She
received academic support in the K-12 general daucaetting. She remembered her
personal/social behaviors had been met mostly girautside school activities and with
specific school staff. During our interview, shexasionally dabbed her eyes with a tissue as
she spoke of her childhood experiences:

| spent a lot of the time the counselor's officéhvpersonal issues at home or stuff

like that, because, like with my family it is kired has been legally in a lot of areas,

so before my brother and | had hit school, theg fachers], they knew my family.
Anna attributed her participation in a school supgooup to her personal/social behavior
development, as her attitude suffered when herlygmoblems increased: “I had to go to
different groups and stuff because of my attitude 4SI [Youth Service International]
also—that was more from attitude and my outlookifen So, | went to those groups.”
Anna not only participated in a support group, toet with her school counselor to better
understand her struggle with her personal/sociagier:

A lot of the teachers at my school were in faclyyéwould say personally, involved,

you know, if there was [help] whether it be, in tifg. They would help me through

it [family issues]. | spent a lot of the time ihet counselor’s office with personal

issues at home or stuff like that.
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Anna’s support with her personal/social educatiame from multiple areas of her K-12
school. She understood how to access help or siywpen needed, though she later
admitted that she hesitated to ask for help: “Welime, it's not that | couldn’t, I just didn’t
want to, like, I, was stupid, maybeAnna believed that when a student asked for hietp, t
teacher might think the student was incapableahiag:

Because like when | couldn't like, | couldn’t graspat we were doing [in class], |

would like, give up. Or, | would quit and theydtehers] would like keep pushing me

to do good and they would try to explain it to nmel &d still get it. And | wouldn't

still, wouldn't get it and would get irritated. @\ [the teachers] would tell me to like

adjust my attitude some times.
Anna needed help to come in the form of teacherewess. Anna contradicted herself in
that she could ask some teachers for help butthet® When asked to clarify her
contradiction, Anna replied: “It was...| mean therereszsome classes that | naturally had
good grades, but the ones | was struggling in. ddgljthe teacher] held me accountable for
that. | didn’t even hold myself accountable.” Anmeeded her teachers to ask her about her
progress in school. She wanted teachers to holddo®untable as she had not developed
the internal skills to hold herself accountable andheeded support.

Those participants who perceived that their K-Istprovided them with the
education and support needed to develop their palsocial behaviors reported
participating in school activities, support grougsd outside agencies. This study
acknowledges that participants’ personal/sociabl&hs were sometimes interpreted as a
student’s participation in activities. Howeverstbtudy's focus is the classroom experiences

that participants received and whether support filogir teachers led to their possible
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success with such activities. While there werédeatical personal/social behavior
experiences reported among the participants, thereences of the participants concluded
that when students have the opportunity to engagetivities a sense of belonging and a
structure is created for them and perhaps alloemtto feel connected to school. As a result,
teachers might emphasize the importance of stugantipating in activities so that
students can develop a better connection to school.

Career education: Participants experiencing careducation support in becoming
prepared for the real world.

As one component of a student’s overall K-12 edacatareer education prepares
students for the adult world by encouraging therdeweelop interests in possible future
careers. While colleges and the workforce gengerafport that more and more high school
graduates are leaving high school unprepared fstspoondary education or the job market
(Bangser, 2008), six (24%) of these participantsgieed that their K-12 school supported
their career education in preparation for the itarsto the adult world (see Appendix L for
Perceived Career Education Preparedness of PariigipThe other individuals, 19 (76%)
reported that they did not remember receiving anr§Xcareer education. Tim, for instance,
was a 27 year old man who graduated from high dchibio his class. He received academic
support through general education courses. Timeve he received no personal/social
behavior education while in school. However, lagest that his career education needs were
met by his high school’s implementation of currigul

During our interview, Tim sat up in his chair asstow his pride in taking high
school vocational education courses: “I liked tarte | always liked to have information and

being able to use that at different moments, eesa [prison]. Tim reported that his
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participation in these classes helped guide himatdva career in the Navy. He felt more
engaged with his high school vocational technolcggses and he could see the connection
to his work in the Navy: “At first, it [K-12 careeducation] didn’t [help], so | went to the
Navy. Then, I think it helped me with all my knaalge and stuff. | went to the construction
battalion and ship-to-shore logistics.”

Tim also perceived that certain curricular arealisfvocational technology K-12
education had prepared him to develop a career:

| took construction and electrical [classes]. Il give you an example: welding. |

went to the machine shop and [teachers] teach dbeutason, explain the reason,

and explaining the circumstance and radiuses arfdhsiw it applies to a machine.
Tim stated that understanding how technology wotkaged him advance in the Navy to a
job he enjoyed as an adult. While his Navy caveses derailed, Tim continued to focus on
possible future career paths:

| like to work in the machine [shop] here today guadcook at night. | am kind of a

real hands-on person, | like to do everything. eliik here | am chairman of an

organization. It's hard for me to relinquish cahtf certain areas. | just like to do it

all. So, when | get out [of prison] | think | walllike to go into business, like going

into the restaurant business.
Tim’s perception was that he received foundatitkmaiwledge needed to help him carve his
career path.

When | turned Amber’s attention toward her preparein career education, she
recalled that many teachers during her K-12 scegpérience had made the work in the

classroom relevant to possible future careers:otfof teachers, when we were doing any
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class, their main goal was to broaden our horizamsn we left school, you know?” She
continued to explain:
| remember hearing a lot of things, “Even though &aow you may not think this is
going to be important, or that it is going to mattethe long run, going to, as far as
learning. Even though this may not seem importauitjf you want to get into
politics, then U.S. history is going to be, or gowaent, so this is going to be
something that you might need to know about.
While Amber’s interests were in nursing, she didenstand that her education played an
important role in her future career:
| want to, while | am here, retain as much educatitevel that | can. Before
catching the crime that | am here on, | went bac&chool at [a community college]
and got my CNA and was working on my LPN.
Amber added that her K—12 career education expsggefocused on vocational and
professional considerations that sought to prepardor her future. She acknowledged that
her career education was important in that theifsignce of that education remained with
her as an adult: “Because | know today that edocasi a must-have; you have to have
education and without education you will not praspdife.” Amber articulated that she
understood that her K-12 career education provediedindation that would assist her in
adult life despite being incarcerated.
Joe was a 27 year old male who had graduate frgmdahool and took the concept
of making learning relevant as student one stethéur When asked whether his career
education experience helped him prepare for hi#t &ty Joe, a rather down-to-earth guy,

simply answered: “Yeah.” When | asked him to eftab® Joe responded:
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| think | was an okay student. | had my ups andmwith learning. Sometimes it
was kind of hard to catch onto some things butt] ggot the hang of it. | was in the
BD [behavior disorder] classroom. In the mornirdid the vocational, automotive
and small engines. | started with small engines)two, to vocational auto or, motor
awareness and then started working at a motoreydp for part-time after school to
learn a little bit more hands-on about enginest ddloer than that, | think school was
fun. It was easy. My strong subjects were lik&tdry, automotive, P.E., and some
science.

Joe took a drink of water, and continued:
| will be honest with that. Without Mr. W. and M?., I'd probably still be
wandering around or wondering what | am going todméng something | am not
happy with, you know. My grandfather always usetketl me, “If you are going to
do something, do something you love,” and thathy when | started work in the
shop, it is not, it is not a career for me, it isabby. | am getting, | am getting paid to
do my hobby.

Joe was clearly enthusiastic about his choice iieran the auto industry. He credited his

K-12 career education as providing him the fourmtalie needed:
What I think the schools are trying to do, theytayeng to set [us] up for what is
going to happen in the future, our lives without parents, and raising kids and stuff
like that, like our—our ways to get careers, okay?

Joe perceived his K-12 career education had, intatped him find a job that not only was

he good at, but enjoyed doing to make a livingseldoe, Mike, too, stated that not only was
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he provided a good career education, he also uedertow his teachers tried to provide
him with career exploration experiences that wayddrk his interest in a career.

Mike was a happy and polite, 23 year old man wtamlgated from a large city high
school. Due to family mobility, Mike attended thrdifferent high schools. When asked
whether career education had an effect on his ithgniMike perceived that he did not finish
it formally through classes, but did receive onHtbie career education in a sort of internship
experience:

My dad introduced me to [a] guy and | did an ingip at the Association of School

Boards for a couple of summers. | did receptioth staff, did some filing. [I] did

some video producing. They [lowa Association dfi&d Boards] make, like, films

for the school district and stuff like that, but mhgd’s friend was a great guy. |

learned a lot of that and | also did printing ahdfdike that, so | helped him.
Mike’s experiences with his internship allowed Hrbuild skills and a sense of what he
enjoyed. The internship also helped him discowsy his experience will assist him later
with his life:

| am going to look at going to [a community collggdnen | first get out, just take my

courses maybe even in information technology, wisdlke a wide-open field right

now, just to build up some credit and stuff likattnd do and go in that direction.
When | asked how his K-12 career education wasastggpin the classroom, Mike
responded: They [the teachers] always had projeatamoved you along to finally think you
have to plan out [for the future]. Overall, Mikerpeived his K-12 career education as

having helped him develop knowledge to supportiptsuture careers. Mike did not have
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a specific career path identified. Although, hédwed his K-12 career educational
experiences opened doors to that kept his curiasitidetermination to succeed alive.

The participants who reported having had K-12 etilrcanstruction for future
careers identified a clear connection between cachgcation and the adult world. Being
exposed to different careers determined how pregaeparticipants felt for the real world.
However, those individuals who reported they ditnegeived career education instruction
found to have a lack of connection between thaimimg and possible future careers.

Academics: Participants experiencing limited acagesapport in becoming
prepared for the real world.

Of the participants interviewed for this study, (#0%) perceived that their K-12
education had not prepared them academically (pperdix J: Perceived Academic
Preparedness of Participants). Some of the paatits reported having struggled with their
academics to the extent that they did not gradwete high school. This study found that
70% of the individuals reported themselves as mawhgates and had either earned a GED
prior to being incarcerated or were completing @&Glkiring the time of this study. This
percentage is significantly higher than lowa’s ager graduation rate in 2011 of 88.3%
(lowa Department of Education., 2011).

While consideration of the relationship betweendaoaic preparation and
incarceration at the state level lies beyond tlops®f this dissertation, a significant
proportion of this study’s participants perceivediciencies in their K-12 schools’ academic
education. For example, although Natalie had betlesome classes to have been
worthwhile, she now expressed wanting to have hackraut of school in terms of being

prepared in core curriculum. “I didn't have teashte help me, I didn't have, | didn't have
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nobody to teach me what | wanted to be, or you krieww to complete my goal or how to
achieve my goal of being what | wanted to be.” d&llatwas a 25 year old female who failed
to graduate from high school with her class. Strébated many of her life struggles as
hindering her ability to succeed in school. Shigeled herself to be bullied in school, which
resulted in her fighting back and ultimately drappout of school. While in school,
Natalie’s academic needs were met through gendualagion. During this interview, Natalie
was in the process of earning her GED through tls®p education system. Natalie was
very fidgety throughout our conversation. Recallathool seemed to resurrect old
memories:

| don't know why | didn't like school. Part ofwias, just being, being on my, you

know being on my own and not having to follow ang¥s rules but my own and

then just having people not pay attention to whas going on with me so | didn’t
really care for school that much.
Even though reflecting on the past was somewhatydefor Natalie, she did not hesitate to
share her K-12 education experiences.

Academically, Natalie struggled through schoohe $elieved she could not
overcome her academic deficiencies because shangascessful at attracting teachers’
attention. Instead of asking for help, she actggchad became a victim of bullying: “I got
picked on a lot. Just a lot of students bulliedand there was lot of fights at school. | was
always getting expelled or getting in-school susp@En” The results of Natalie’s behaviors
led her to believe that teachers were ignoring ‘hédrad trouble learning. Some of my
teachers didn't really pay attention that much.at&lie continued to describe her academic

experience:
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Well, for me, | require a lot of attention to stualyd to keep my mind on one track.

My perspective on teachers is...they don’t want ®whbat is on the inside. They are

only seeing what is right in front of me and theg not actually wanting to know

what is going on, like, for my case.
Natalie stated that she continued to slog her Wwegugh her academic education until she
left school prior to graduating. As Natalie deked:

Finally I just decided to be a rebellious teenagaan away and started a life on my

own. With nobody showing me how to live or whatiwin situations that I got

myself into that were bad situations. | didn't@anybody to teach me wrong from

right. That is why I sit here today.
Natalie simply quit school and her life, believithgit she could survive in the adult world
with a minimal education. As a result of not beauginected to school and her academics,
Natalie believed she was ill prepared to navigéteaind found herself incarcerated as she
felt her family did not provide her the support steeded as a young adult. Likewise,
Natalie perceived that her school was not carinigetping her develop skills needed in the
adult world.

Curtis also believed his K-12 education did natdsenically prepare him prior to
leaving school. Curtis remembered having struggligd his academics throughout school.
He could even remember the courses that proved tbheébhardest for him to learn: math and
writing. When asked about his academic educa@amtis responded with: “It was kind of
difficult.” He went on to say: “The hardest clagas math and writing. | hate to write.”
Curtis continued to describe his perception of Wwhywas not academically prepared: “The

teachers didn’t listen to what | have to sdyey used to just come and knock on my desk to
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wake me up or talk loud.” When asked how he walde liked his teachers to approach
him, Curtis said, “Talk to me more, talk directtyme. Both during class, after class, before
class, stuff like that.”

Because he did not enjoy his academics, Curtid taénide in class by placing
himself as far from the teacher as possible. Asdearlier, he said, “I was always that kid
that sat way in the back of the class, not up ftont

Mike, Natalie, and Curtis all felt they could n@ue achieved academically because
the classroom setting did not fulfill their needsstudents. They felt that their teachers did
not understand them as a person, which resultdeinfeeling ignored and uncared for by
their teachers. Furthermore, some of the othdiggaants, such as Curtis and Carrie, stated
that they did not see the importance of schoolitncbnnection to their future. The
importance of academics was not made clear tantfieidual by their K-12 teachers; hence,
they did not make an effort academically. As Migeealed, “I didn’t find it important. |
didn’t find it relevant.” Regardless of whetheetparticipant struggled or misunderstood the
school curriculum delivered to them, if the indival did not see the importance of learning,
they did not try—which resulted in their perceptibat they were not prepared for the
future. What is important is what can be conclufifeth the participant’s message to K-12
teachers about the delivery of instruction in tlessroom. The participants who did not feel
prepared academically reported being disconnected their teachers and classrooms.

Despite the fact that the percentage of particgphrtng academically prepared was
roughly equal to those who felt unprepared, als¢hiedividuals found themselves in prison.
Participants who believed themselves academicaflgared also believed they were capable

of learning new concepts, leading to their neecbtatinue their education. As Jamie stated:
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As a high school graduate, | stressed on what ¢i@img to have to receive to get into

college. I am in prison right now, so | got setka little bit. There is a bunch of

hoops | will have to jump through to even be ablattend college while | am here. |

actually got good grades, so that felt good tolide #o get good grades.
Jamie believed that she had received the neededaluto continue on and earn a college
degree. Similarly, Jacob also perceived himselfaasng earned an education that would
support his continued learning: “I definitely thihkvas viewed as very inquisitive. | always
asked questions. | definitely participated in wivas going on [in the classroom].” These
participants’ K—12 school experiences provided thvath the confidence needed to continue
their education beyond high school. These indi@islalso hoped to establish a career they
were passionate about. Whether it was a careerdtyaired a college education or a
vocational class, their K-12 school experiencetdettheir self-perception of being prepared
as a learner. However, the participants who repadfteir K-12 education drabt
academically prepare them struggled to focus oaraa of employment and found
themselves disengaged from school and thus natifear While these individuals overall
had no identical experiences of feeling unprepaczdiemically, those who felt unprepared
divulged academic experiences that were similénan they were not engaged in their K-12
education and often felt invisible in the classroom

Personal/social behaviors: Participants experiemcimited personal/social
behavior support in becoming prepared for the ngafld.

This study found that most of the participantsénedd that their K-12 school
experience had not prepared them with personadlsbehavior education (see Appendix K

for Perceived Personal/Social Behavior PreparedofeRarticipants). Furthermore, some
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participants, such as Tina, believed their K-1sthnever offered personal/social behavior
education.

When asked about her perceptions of her persogaldmhavior education, Tina, a
29 year old woman who had spent her time in fasteg, could not recall receiving any
personal/social behavior education: “No, not thamhember.” Yet, when given a moment
to reflect, Tina reported that she felt emotiondllyconnected in the classroom:

A lot of things, you know, learning math, the Esgli at school was cool and stuff

like that. But it didn’t teach me any survival ki It didn’t teach me how, you

know, it didn’t teach me any of that. | wish | wa®re educated on my thoughts, my

feelings, and the law.
Tina believed that academically, she had successhiool. Her personal/social behaviors
were the skills that she lacked as person: “Ipdetty well in high school. My grades was
never the problem. It was more behavior problemshlpms at home. My favorite subjects
were like subjects like English. | always excelledvriting.” Tina reported that if her
teachers would have extended themselves beyondysieggching academically, it might
have broken down her barriers, allowing her to lmeewulnerable with them and to develop
her personal/social behavior skills:

It is cool to be smart, but there was really neargr counter-balance, no really, ‘If

you do this, this happens.” You know, there wagen@o really [personal/social

behavior education]—that was just something | lzal@arn. | had to learn on my

own, the hard way.

Tina’s expressed that the survival skills were adhghe did learn, but after she left school:
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| just feel like if we were taught at an early dgav to control or stop a thought

before it turns into a negative action, it wouldv@&ept a lot of us from being in

prison or making bad decisions.
Tina’s perception was that had she known how td\deh her personal/social behaviors,
she might have not been incarcerated.

Amber was similar to Tina in the perception that personal/social behavior was
difficult to develop. While Amber felt that herremol attempted to offer support with her
personal/social struggles, neither the school mdividual teachers or counselors knew
concretely how to educate her in overcoming perésmaal behavior obstacles: “I don’t
think that [the school] really did [teach aboutgmaral/social behaviors]. Right now, today, |
don’'t.” Amber believed that her school experiedaEnot provide her with the skills to deal
with the personal/social dilemmas an adult can ent& in the real world. While Amber
appreciated the fact that someone in school wastieln to her, she wished a teacher or
counselor would have incorporated personal/so@hbtior instruction into her schooling.
Learning about her own personal/social behavianatarlier age might have assisted Amber
with her decision-making process, thus avoidingqni

Stephanie took a similar point of view as Tina &mdber: her feeling unimportant
and not being noticed by her teachers had leddoneelteve that she received no
personal/social behavior education while in schdbjust feel like, well, | feel like they
[teachers] just gave up on me.” Instead of lettemgrhers know how she felt, Stephanie
acted out, which resulted in her being kicked dwgahool: “I don’t think my teachers knew

everything when | was struggling. Like when | goégnant at 12, that was the most
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embarrassing experience in my whole, my entire”lifetephanie went on and shared her
perspective on how her teachers might have helpedédvelop her personal/social behavior:
| don’t know like if they [the teachers] knew usuydents] on a more personal basis
than just like going to teach the class and that ival think they [school] need to
have self-esteem classes, too, because if you Hawé self-esteem, then your self-
esteem is low, then like, | felt that | was diffete | felt like if | really reached out,
then | would be really looked down upon so, butihk my problem was my self-
esteem was so low. If | cared more about mysétink | would have tried to do
more for myself.
Stephanie stated that she simply could not carbdmelf because she did not know how to
feel good about herself. Like the other particisamho faltered in their personal/social
behaviors, Stephanie’s struggles with her perssoail behavior continued until she was
arrested. She perceived her K-12 school experi@nome that did not model or teach how
to develop a sense of well-being that would suppertin adult life. However, Stephanie did
think she was making progress in developing molfeeséeem due to the courses she took
through the prison system: “I took this women’sssland it was one of the-—they don’t
have it no more, but it, this psychologist taugland it was basically on self-esteem and it
taught us about our bodies and all that.” Stegharedited prison with taking the time to
help her understand her personal/social behavimgew as a person.
The perception of being unprepared with personcidébehaviors by the
participants’ K-12 school was expressed by the nigjof participants. While none of these
participants had identical experiences of perceiugareparedness, their perceptions were

similar in that they reported not receiving supgmripersonal/social behavior and believed
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their K-12 education lacked engagement and cororebgtween students and teachers.
Knowing that the participants believed their cortitets to school came through their
participation in activities, teachers can help stud seek opportunities to become involved
and perhaps, deepen their overall engagement alibos

Career educationParticipants experiencing limited career educatgupport in
becoming prepared for the real world.

Participants’ perceptions of lack of career prepamnaanged from a simple statement
of having received “nothing” to a more detailed lex@ation describing the absence of
curriculum (see Appendix L for Perceived Careerdadion Preparedness of Participants).
For instance, Hanna's explanation of what she thotagbe an insufficient career education:

They [teachers] don't really prepare you for th&bu have to go out and job search.

And, | mean, | don’t know how it is in school nolayt when | was going to school,

they didn’t teach you how to do résumés and sikefthat, so [pause] at least the

school that | went to.
Hanna recalled never having been exposed to cadeeation. This lack of exposure left her
feeling as if she were on her own to seek a futareer. While career education should be
part of a student’'s K-12 education, Hanna percetliatiher school counselor did not
implement career exploration.

Like Hanna, Susan recalled the feeling of helplessrand being left alone to figure
out her future career:

Here | am 18 [years old] and | am freaking outavé no idea, | thought once you get

18 and are an adult and school is out and | haudea At home | didn’t have

anybody that, | didn’t have anybody care about engrdriver’s license.
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Susan truly felt unprepared to transition to achdth She thought her life would fall into
line as she turned 18. Unfortunately, Susan fcwerdelf at a loss as to how to proceed. Not
knowing what she wanted to do for a career was only piece of Susan’s helplessness.
Having not acquired a driver’s license only addedtsan’s vulnerabilities into adulthood.
Now in her 20s, Susan still had not earned heredsJicense. While Susan did say that she
has aspirations to start a career in social wdr&,still did not understand the components of
starting a career.

Agreeing with Susan’s perceptions, Matt also wistied he had received a better
career education. Matt was a 24 year old who ednigedigh school diploma a semester
early through his school district’s alternative @oh Matt was confident from the moment
our interview began, as he viewed himself as iggetit. He did not like the big school
experience, which led to his decision to finishiigh school education at an alternative
school. Matt felt he received little assistancaispersonal/social behaviors as he believed
that his teachers and other school staff neveddarehim as a person. When | asked Matt
to reflect on his K—12 career educational expersnbe recalled limited career education
during his time in school:

Maybe when | was in middle school and things likatt | went to career fairs. But |

didn’t understand that stuff. | really didn’t, Imember thinking, | was just thinking

about that the other day, that when | was a kidva@davent to those career fairs, |
didn’t know, | just knew that it was a career fairdidn’t know the things that, you
know because | was so young, | thought, ‘Well, Iramhgoing to have a job for many
years.” When you are young, it feels like an atgrpefore you are going to ever

have a job.
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Matt went on to share how he did connect someldarning to the present, yet still did not
know exactly what to do with his knowledge:
You know | have never done much as far as workybutknow, |1 do. You know, |
don’t know | can’t remember when or where or howt, ypu know, | am really good
at math, you know, and that came from school. Siomes, | don’t think about it but
if | hear somebody bring up something about, leg World War 11, it clicks, you

know.

Ultimately, Matt's personal anecdote provided ihsigto the potential benefit of offering
such programming:
Maybe if they [school] would have caught me at anger age [grade school] where
| would have tried, got more on the right path tadMgarning and understanding how
and why | am going to need these things in my &fej by the time | got a job, |
might have applied myself more.
Like many students, Matt's K—12 career educatios alanost nonexistent, so he believed
himself to be unprepared to seek a career of isttared the schooling required to support
such a career. However, prison had given him gp@dunity to develop an interest in
cooking: “I want to take culinary arts class. Befdwas here | had a job as a cook. I love
culinary, | love working with food, so | want tokathat.” Matt knew he would need to be
employed once he exited prison, which resultedsridking advantage of the career
education that prison provided to inmates.
The majority of participants for this study peragvhat they had little to no career

education while attending K—12 school that prepahedh for the working world. As a
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result, these individual participants had dreamfgnaling a career but still did not understand
how to properly prepare themselves for such jobs.

The answers to research question two demonstratgdbme of the participants
believed their K—12 experience prepared them ianegp the three components of education
because of how they could connect with their leagraind teachers. This connection was
developed because the opportunity to engage initeawas provided by these participants’
teachers. Those individuals who did not feel prepavith the three components of
education reported that they struggled to engagje tiveir learning and teachers. The lack of
a connection occurred because these participa2fs, 06 more, felt unheard by their
teachers, which then led to their inability to &skhelp. Being unable to ask for help and
engage with their teachers and learning left tip@stcipants feeling as if their education had
not prepared them with the three components ofatchrc
Research Question 3: What Did Participants Think Tteir Schools Could Have Done
Differently To Better Prepare Them in the Three Conponents of Education:

Academics, Personal/Social, and Career Education?

The findings for research question three were coattd from interview questions
nine through 14 (see Appendix for Participantseiatews: Coding Table). | analyzed word
use in the transcripts, and then categorized timbseaction words that best described how
the participants thought their K-12 school couldenbetter prepared them regarding the
three components of education. Data for reseaneltmpn three were analyzed through a
coding table (Appendix | for Participants’ Interwis: Coding Table) and resulted in

keywords of advice for K-12 teachers on how todvgitepare students in the areas of
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academics, personal/social behaviors, and careeagdn. These words offer insight into
students’ perceptions of K-12 school.

Theme three: Keywords of Advice for Educators fotimat there was a collection of
words used to describe the participants’ percepifdhe ways their schools could have
better prepared them in the areas of academicsopasocial behaviors, and career
education. Commonly, the participants’ adviceh@irtformer schools and teachers provided
evidence that some K-12 students do not feel peepartransition into adulthood. The
participants wanted their schools and teachersitavkhat there are methods by which they
can support current and future students. Thisystmahd that merely listening and showing
that a teacher cares about all students acknovwdetigethe words of the participants were
heard. If teachers treated all students as if thee the only student in the class, then all
students would have the opportunity to become octedeo school and develop
competencies with their academic, personal/soehabior, and career education.

Theme 3: Keywords of Advice for Educators

In order to answer research question three, | ardlyhe participants’ interview data
from interview questions one through 14 and idexdikeywords that emerged as an overall
theme (see Appendix A for Interview Questions ampgpéndix I: Participants’ Interviews:
Coding Table). While research question three cbeldnswered through different analyses,
| captured excerpts from each interview and contgptrem to the information from the other
interviews. Collectively, the interviews produdeslwords used by the participants to
answer research question three. Table 4.3 protidesumber of times that keywords were

used and the percentage of participants who usgdkegyword to create theme one. The
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keywords describe the overall perceptions of théigypants with regard to how teachers
could better assist all students.
Table 4.4

Significant Keywords from Participants’ Interviews

Top Keywords Used by % of Participants Who Used

Participants Each Keyword
(1) Understand 100%
(2) Help 92%

(3) Ask 84%

(4) Care 64%

(5) Listen 56%

(6) Pay Attention 52%

Participants were asked how their teachers coutéyerepare students in academic,
behavioral/social, or career education. This qaegirovided the participants the
opportunity to express their words of advice facteers. They not only provided logical
solutions but also revealed many deep feelings ftwir past. Tears were shed by some of
the participants when they stated their perceptudriow their K-12 school could have
better implemented educational programming. Othecame slightly angry when they
recalled their K-12 education, saying that theyhhltave experienced different outcomes if
their education had met their needs. Regardletsedhdividual emotion, the opportunity to
finally voice their perceptions about K-12 educatseemed to empower these individuals.
These words could be interpreted as a plea for Kedéhers to hear these participants’
voices from afar. The following keywords are diseed in order of use, beginning with the

most used word: “understand.”
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Understand.

The first keyword that emerged from the particigamtterviews was “understand.”
The word “understand” was used by 100% of the @adnts, as each participant referenced
the word “understand” when answering the intervggigstions. Joe perceived that his
frustration with his academics went unmet in tresstoom: “I don’t understand how you
[the teacher] can help me understand this?” Jodedao make a connection with his
teachers so that they, in turn, could feed hisipadsr learning. Joe gave an analogy from
The Simpson® explain his thoughts:

Hey, whoa, open your eyes! Itis like the siméaisode offhe Simpsonghe

Simpsons, where Nelson wants to build bicycleg tkopper builder. He wants to

build custom-built bicycles and he wants to geeespn to spot him fifty bucks to

start his dream. Guess what! He starts it, yaawkrand he [Nelson] was a bully in

all the episodes dofhe SimpsonsThen all of a sudden he changed his ways ta buil

these bikes because he found a passion, you know.
Joe’s use ol he Simpsondlustrated how Joe needed his teachers to uratetsthat he was
passionate about learning. Ake Simpsongharacter found a passion for fixing bikes, Joe
wanted his teachers to understand areas about Wwaiglas interested in learning. Joe
believed that if his teachers had understood Hiem they would know what he wanted to
learn about and how to spark his passion in legrnin

Matt, too, struggled to be understood: “They [t&chers] just didn’t understand.”
The need for teachers to internalize the word “vstded” is evidence of how the
participants’ voices need to be heard and alsoaeleuged. Matt needed his teachers to

reach out to him so that he knew they understosdaéeds: “Maybe like | said, it may, if
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they [teachers] would have approached me in ardiftevay, | would have reacted different
and they, then they would have. | think they wgoed teachers, they just didn’t
understand.” Matt felt that teachers understantisg@academic needs and personal/social
needs would have helped him develop the connebatesired to school.

Susan reflected that in her experience, not orteeofeachers had understood her
academic, personal/social behavior, and/or careetisr She stated how she wished teachers
would have responded to her: “Just an understarii@gletting them [students] know, hey,
| understand home life is not right.” Susan bedigvhat if teachers had understood her more,
she would have been able to connect with the teasttethe school. For Susan, the degree
to which a teacher would connect did not seem tthbéssue. As she believed, she simply
needed the teacher to understand her needs witiredl components of education.

The word “understand” resonated with all of thetiggrants in how they perceived
the lack of understanding as not answering thettXlearning needs. The keyword
“understand” also connected to five other keywardphrases: help, care, ask, listen, and
pay attention.

Help.

The second most expressed word was “help.” “Helas used by 92% of
participants. The word “help” was described bytipgrants as a lack of assistance from
teachers, or it was admitted that individuals fourdhrd to ask for help within a classroom.
However the participants perceived “help,” it waglent that the word “help” was a key
component that should be explored to understandtbdogtter support K-12 learners.

The perception of how difficult it was for a studém ask for “help” was described by

Hannah, who reported: “It was hard to ask for fpanything in school].” When asked
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why she found it hard to ask for “help,” Hannahlieggh” If a teacher, personally if I, if | go
in class and | feel like the teacher doesn’t ctlren why should | care if my teacher doesn’t
care about helping me?” Hannah interpreted thehts& not caring for her as the teacher
not wanting to help her. As a result, Hannah belieher teacher did not care for her, but
could never confirm this perception. Hanna'’s pptios, however, was her reality. She felt
ignored by the teacher and did not have the pelsoecgl skills to ask for help, resulting in
Hanna's interpretation of the lack of “help.” Has interpretation of her poor
performance in school led to her to believe she neasapable of achieving the three
components of education.

Anna, too, had difficulty in asking for help: “laly, it was hard to ask for help
because there was such big classes.” Because ofas size, Anna felt as if she were a
number and not a student. She did not qualifypfber academic supports, as she reported
she was a general education student; thus, sheipedderself as neglected by teachers in
the classroom. Like Anna, the participants whathesd to ask for “help” struggled to
connect with their teachers. Reasons from otheicgzants for not connecting with their
school experience ranged from class size, to k&hggto being misunderstood by teachers.
The level of the participants’ abilities did nofeadt the perceived lack of “help,” for, as
stated previously, 92% of the participants selferéggd the lack of “help” with the three
components of education.

Asking for help was not the only struggle the maptants perceived. They also
perceived a lack of care from the adults at schdny participants believed the teacher
simply needed to notice that students needed hellew of the participants perceived that

the teacher did not care to help them, such as‘8deshe did was sit at a computer and play
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with her computer and when a child, if one asked®lp, [she’d say] ‘Figure it out for
yourself, it's [the assignment] not that hard.6eX interpretation of this teacher was that
she truly did not care, since she treated teacsngmply a job. Joe continued:

Nobody asked [if | needed help]. | think they knigaid], because | had gym class

open and another period of the day | was helpindhaujanitor and | got credit for

that, going and helping her for an hour and | wdalve, | would go smoke.
This experience led Joe to believe that his teactiielrnot assist students: “They [the
teachers] really didn’t do anything to help.” Thars who do not reach out to students thus
appeared as if they did not care about “helpingtishts.

Increasing teacher—student communication can badggrtnership between the
teacher and the student and develop a deeperdkuablerstanding by each person (Mitra,
2008). Fortunately, this study also discovered shane participants experienced a teacher
inquiring about their learning. Jamie recalled teacher that she found she could ask for
help:

She [the teacher] was able to sit down with mewanatever | needed help on,

whether it was math or, you know. Even if it wasedective, she always helped me;

she was very, very attentive when | talked to Hewasn't just like, it wasn't just
about school, it was about everything.

Jamie credited this teacher with helping her thhoaillthree components of
education. Jamie had future career goals and ergsdviven to overcome obstacles in her
life and find success. Jamie’s final words abartteacher were: “She is the definition of

human kindness,” an accolade she spoke with gneatien.
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Ask.

The keyword “ask” was used by 84% of the participand was the third most used
word. “Ask” was a word used to indicate the idleat teducators need to question students
about what they needed in relationship to theimieg. Tina, for example, wanted her voice
to be heard but did not feel comfortable approaghier teachers. She recalled: “No one
really sat down and got the problem of why | adtezlway | did or what caused me to not
want to apply myself.” Tina believed that if heathers had spoken to her as they checked
her understanding of the lessons, she might hane Hetter in school. As she stated, she
needed a teacher to partner with her in learnistgad of directing her learning: “Back then,
| just didn’t [know], no one asked me, for onedidn’t think it was okay to be smart.” Thus,
Tina simply did the bare minimum to get throughamh“l just did enough to get credits but
| really didn’t do much to get what | needed. Veereally did apply myself.”

Susan provided a perspective similar to Anna’sinede asked whether she
understood, but added the consideration that tesets need to ask about students’ well-
being: “No one [teacher] asked me. No one reatydswn and got [to] the problem of why
| acted the way | did or what caused me to not w@ajpply myself. Or, no one really
asked.” When teachers only focus on deliveringriresion to students, they may miss those
students who struggle with their academics, petto@al behavior, and/or career
education. Susan implied that simply asking hewuaber personal/social behavior might
have helped her become more comfortable in, andemted to, school, in that a teacher
would have opened the door for her to feel accepted

Anna and Susan were not the only participants ¢éalspbout this experience of not

being asked about their progress of learning. Mahoed similar sentiments. He reported
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that no teacher had ever approached him aboutduisihg or well-being: “Nobody [the
teachers] really asked me [about myself or schdotn’t even remember once.” Marc

went on to describe how no teacher had asked homtdiis personal/social behavior: “Once

| had to attend all seven periods in my class daygome classes | would go to, some of them
| wouldn’t. | would show up late.” Marc statedatino teacher “asked” about his absence
from class:

They [the teachers] would, | mean, | would getrouble for it [absence]. | would

see the administrator or whatever. Or get a raif§fior] after school detention or

whatever. But like | say, it was nothing they tdakther action on.
Further action for Marc eventually resulted in Wisrking with the juvenile court, where, he
stated, he finally found adults who would ask aldostwell-being. Working with the
juvenile court gave Marc what he perceived as wgnttan adult that would ask him what
he needed. Marc commented about how simply beskgdaby an “adult” helped him meet
his own emotional needs. While he did not speachbol fondly, he could identify what he
believed to be missing in his education.

Molly was an individual who was not shy. She w&9a/ear old woman with a bold
personality. She earned her high school diplomaassextremely proud to announce that
she had graduated with her class. Molly heldsuggo her mouth throughout our interview
as she had all her teeth removed a few days betormterview. She apologized for her
struggle to annunciate her words but wanted toeshar perspectives on her K-12
experiences. She received academic support thieeigbchool’s at-risk program and

believed her personal/social behaviors were sup@dry school activities and outside
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agencies. Molly believed her school attemptedffier career education intermittently
throughout her K-12 education.

Molly believed that teachers should open the doosfudents to use their voice,
regardless whether a student asked or not: “lag wie, | would pull them [students] aside
and be like, ‘Are you understanding this’ or ‘Douyneed more help’ or ‘Is there something
to it?”” Molly believed that by simply asking sterts about their understanding of the
schoolwork, teachers would provide the opportufatythe student’s voice to be heard.
Molly furthered her explanation by providing herroexperience:

Like in what class was that...| want to say my Engtitasses or history, no it was

history. The teacher would not pay attention ifi yeere asleep, didn't care. Would

constantly have his back turned to the class, om®\the teacher voice].
| could hear the frustration in Molly’s voice asestecalled how the only voice in the
classroom was the teacher voice. It was evidexttNfolly had wanted to be included in her
education as she remembered another experiencéaevifphysical education class in which
she was not asked, but told how her education woellthplemented:

It was just the whole dressing out [physical ediocatlothes] and not being able to

do the things like | wanted to do them instead.d Aike for them [teachers] telling

us, ‘You have to do it this way, you have to dath&Vvell, maybe | can't do it that
way, you know, because there are certain thingediam so little that | can't do. |
have trouble with, like the sit-up stuff here, hoat use it [exercise equipment] |
have to get on the floor and do them [exerciseshbgse my legs are too short, | can't

reach it [the floor].
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Asking students about their learning or personai&ddehaviors was important to these
participants. Asking about them would have maaepidrticipants feel acknowledged by
their teachers, which might have resulted in theing better connected to school and
perhaps have increased their success with the ¢braponents of education.

Care.

The keyword “care” was the fourth most word stdig®4% of the participants as a
word used to suggest ways in which schools coutiébprepare and meet their K-12 needs.
Understanding how to “care” for students was aldi@d by Kenny.

Kenny was a 26 year old male who was so anxioghaoe; he came to the interview
with notes. He had take the time to read and ad-tke study’s information and consent
forms to which he carved out his thoughts on papensure he was prepared for the
interview. Entering the interview room, he ferdgrghook my hand, ready to begin his
interview.

Kenny thought of himself as a “bad kid” in school:

| was a bad kid in school. There is no other veagut it. You know, | didn't want

to listen. There was nothing that you guys [gelnechers] did, that...I didn't like

authority. 1 don’t care who you were, | don't camv much you ordered me. | just

didn't care, and, it was all about me. | was gettish .| wanted to do, what | wanted
to do.
Yet, despite being a “bad kid”, Kenny still had teed to be cared for by his teachers.

Kenny stated that his motivation was closely catee to whether a teacher cared for
him: “There were a few select teachers that agtuaied to sit down and talk to me, you

know, or listen to me.” Kenny interpreted his tears taking the time to talk with him as
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caring for him. This was an important aspect ohigs K—12 experience, but one that was
provided by very few of his teachers. Kenny expdiin definitive terms that teachers’ lack
of care might even be a factor in tragic events dfffect schools:

You [have to] care, if you have a heart, and if yibyou really know what you are

doing, you can see what kids are doing, you kndwet if somebody would have sat

back and paid attention on what was going on wi#t Columbine deal, they would
have seen it [student shooters], you know?
Kenny was angered by the thought that teacheraatidare for students. His connection
with “care” and the Columbine shootings spoke ®gassion about the need for care in
school.

Another student, Stephanie, argued that when stedesl connected to school, it
personalizes learning and ultimately provides sttsleiith the care they need. Stephanie
believed that students would learn better “if tfie teachers] knew us on a more personal
basis than just like going to teach the class bhatiwas it.” Like Stephanie, David also felt
that “care” was necessary for students. Howevavjdtook the idea of “care” further and
equated care with a family unit: “That would lootegt if they [the teachers] just supported
each student, each student, the way they supptbwadamily.” David felt that if his
teachers had provided him support like a familgnthis teachers would have been
connected better to his learning.

The word “care” was perceived as a missing initeathy most of the teachers in these
participants’ schools. Much like the word “helficare” was seen as a way teachers could

better meet student needs.
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Listen.

“Listen” was the fifth most used word, in that 5&#the participants spoke to
express their perception that teachers had notyalWwaard students in the areas of academic,
personal/social behavior or career education nekdsexplaining how listening encourages
students to connect to school, Jacob believedithah teachers not only listen but show
students that they are listening to them, studeet®me active in their participation: “I think
when a teacher listens to a student, it makesdestunore vocal, being heard.” Jacob’s
statement described how he perceived a teacherealng to provide students with the
opportunity to express their thoughts and be heattin the classroom. Jacob also related
the idea of teachers’ listening to parenting: “Yanow it [school] almost is like parents in
the home, you know, when parents listen, you krilegls come to them more and talk about
more than [they do with] the parents who knowlit' alacob believed that students who
were listened to would also become more vocalir fearning. Providing an avenue for
students to verbalize their opinion would havew#d Jacob the setting he needed to
participate fully in his education.

Not listening was also interpreted by participaaggeachers not being aware of
students. Kameron simply wanted to be heard schhavould know he existed in the
classroom. Kameron wished: “They [the teacherg]ld/bave listened more to what | had to
[say].” Kameron continued: “Maybe | could undergtdhat | knew what | was saying,
going on, you know, maybe help me out to whereuldoinderstand stuff.” Simply listening
to Kameron might have boosted his confidence indaming. As Kameron described: “You
know something has got to be a balance [betweahé¢eand student], but it would be nice

to be heard and told what is going on, you know.”
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For her part, Jamie expressed having wanted teathée aware of the many
students within the classroom. She believed gwtlters should “listen” to all students:
“They [teachers] also have to know that [there]tAeeother half of the class that are
listening, that [students] are wanting them[teash&r interact.” Jamie perceived that many
students went unnoticed because the teachers titdkethe time to listen these students.

The keyword “listen” thus encapsulated the par#ioig’ perceptions that teachers
could better support students by listening to theeds, which in turn might better support
students in the three components of educationstéhi’ was just one of the emerging themes
that the participants revealed as a need to beaekrecognized by their K-12 teachers.
The necessity for the participants to be heardsteried to is interpreted as making room for
the other person and staying aware of the otheiopdry paying attention and respecting the
other person, regardless whether it is your studenbt (Palmer, 1998). The need of the
participants to be listened to illustrates how theyceived their K-12 teachers as not
understanding who they were or what they needée wuccessful with their academic,
personal/social behavior, and career education.

Pay attention.

The sixth keyword that emerged from the participainterviews was a phrase: “pay
attention.” This phrase was used by 52% of thiaefindividuals interviewed. “Pay
attention” described the perceptions of the paréints in regard to their K-12 education and
the need of students, such as Carrie.

Carrie was a 26 year old woman who did not gradirate high school. She was in
the process of earning her GED in prison during itierview. She received K-12 academic

support from the special education classroom. i€aauld not recall receiving any
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personal/social behavior or career education waitending K-12 school. Upon our
meeting, Carrie was quite reserved as if afrai@n®wer an interview question wrong.
Sensing her uneasiness, | reassured her that inbathsred was valuable information to
which she responded, “I have anxiety.” |told tieat was okay and she did not have to
answer any questions she did not feel comfortaltle answering. Carrie looked at me for a
moment. Taking a big breath, she seemed to relaixaand recalled:

Like probably, in the 8 grade middle school, maybe, like 6th or 7th graigdle

school, when | really started coming into my owi agcognizing myself as person.

| was really goofy and like the class clown for hile. And then, once | got to high

school, | started getting in trouble.
Providing this information brought a slight smieeGarrie’s face and with that, our interview
went into full swing.

Carrie, who felt almost neglected, perceived Heatteachers simply ignored her:
“They [the teachers] wouldn’t pay any attentionrte at all.” Carrie further explained why
she longed for her teachers to pay attention: iShwwouldn’t have done it but | went
through middle school completely copying off otbeople’s answers.”. Carrie perceived
her teachers did not know how much she struggléelatim different academic concepts. She
gave a math example: “Learning something like aigetas like learning to read Chinese.
It, it was... | would rather give birth than havego through that, it was so hard.” Carrie
suggested that paying attention is a behaviontdzathers should improve upon to help their
students: “Just pay attention more and when theytgachers] notice things, do something

about it, let somebody else know.” Carrie belietlest had her teachers paid attention to
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her, she may have done better academically. Chwigght her personal/social behaviors
could have been better met if her teachers woule paid attention to her actions.

Cam stated a similar idea: “I needed more attariti€am was a 28 year old male
who dropped out of school and earned his GED poidaeing incarcerated. Incredibly
polite, Cam answered my interview questions witkiess, ma’am” and “no, ma’am”
throughout the conversation. Cam reported thadved to read yet found math as his
hardest subject. He chuckled when | agreed withdn math being a hard subject. Cam
received academic support through general educelé@ses. He believed his
personal/social behaviors were supported by thed@&nd activities. Cam felt he was never
exposed to any K-12 career education.

Cam believed that he did not know how to seek attenn a proper way, so he was
ignored by teachers. Cam described how, if gimenchance, he would seek attention as
other students did in his class. He went on totsase was a point in his K-12 education that
he was like the other students “Once upon a tidid fet good grades and then, like | say |
started being lazy and thinking it was all goingp#ogiven to me.” Cam continued, “I was
able to do it [school work], | just started beiagy. That's it. And then, I like, once | started
being lazy that was it.” | asked Cam what his Iesis did about his laziness, his reply, “I
needed more attention.” Cam could not explain gxadat that attention would look like
for him, which may be an example of how his per#isnaial education had not taught him
how to properly gain the attention of others.

Similarly, Kenny stated the importance of teactpeging attention to their students:

My opinion of “pay attention means,” you know whahean, you kind of, you [the

teacher] see the little things [turning in homewadHhat they [students] do and you
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just, you pay attention to it. You remember ituyjanow. You see if it is anything

outside the norm, you know, and if it is somethiingt that person wouldn’t normally

do, you may not have to bring it to their attentadriirst.

Students need an adult to pay attention to thenpkasupportive light. These
participants perceived that support from a teachardevelop a student’s connection to
school, helping students grow in their academicsq®al/social behavior, and career
education. Teachers who provide students consteutdedback are providing the need for
“paying attention” to students. “Paying attentiaah then create a school environment that
possibly enhances a student’s personal/social bmhava supportive manner (Resnick,
2000). A supportive experience with personal/ddmhaviors, or academic or career
education, can assist a student in developingcesifidence and the enjoyment of school
(Lange & Sletten, 2002). As the participants déect, when a student believes a teacher is
paying attention to their academic, personal/sdaghlavior, or career education, they can
flourish in the K—12 setting.

The six keywords that emerged to answer researestign three provided a lens
through which to view the participants’ percepti@mshow to better meet the academic,
personal/social behavior, and career educatiotudests. Research question three was also
answered through the perceived academic, persteheVior, and career education
preparedness of participants (see Appendix J, Agipdfy and Appendix L for Perceived
Academic, Personal/Social Behavior, and Career &thrcPreparedness of Participants).
This information supported the keywords that emerfgehe participants’ interviews.

Understanding keywords and the perceptions of énegipants in relation to the three
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components of education might provide teachergaret picture of how to meet the needs
of all students.

Research Question 4: Did the Participants PerceivEheir Voice To Be Heard by Their
Teachers During Their K-12 Experience?

The findings for research question four were carcséd from interview questions
three, 10, and 11 (see Appendix A for Interview Qioms). Furthermore, the keywords that
resulted from research question three support reisegestion four in that the collection of
words spoke to the level at which the participantstes were heard by their teachers.
Phrases from the these individuals were also aed|yand then captured to conclude that the
answer to research question four were needs, aswafithe participants as they relate to the
student voice being heard. For example, needingaoting, the teacher to ask about their
academics was a recurring theme that identifieddbiethat the participants did not believe
their teachers always heard their voices.

Phrases from the interviews were categorized iotioa statements that best
described how the participants perceived theirevéacbe heard during their K-12 school
experience. Research question four was answereddgmergent theme: The voice of the
participants was perceived as being unheard dtingig K—12 school experience in the three
components of education: academics, personal/doefalviors, and career educatidrnese
phrases offer more insight into students’ perceystiof K-12 schools in that teachers who
better understand the importance of listening éosttudent voice might enhance the K-12
student experience. The results of K-12 studezitggtheard might lead to better
preparation with student academics, personal/sbeiaviors, and career education, thus

leading in turn to an easier postsecondary tramsiti
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Theme 4: Hear the Student Voice

Research question 4 found that of the 25 parti¢gpemnthis study, 13 (52%) of them
perceived their voices as being unheard by thaotters during the K-12 school experience
in regard to the three components of educatiore K&ywords “understand,” "listen,” and
“ask,” which were gathered from the individualstarviews, further demonstrate how the
need for the students’ voice to be heard is an rtapbfactor of a student’s overall K-12
education. While 52%, or slightly more than haffthese participants reported that their
voice was unheard by their K-12 teachers, furthetemce found that the keywords shared
by the participants supported the need for teadbdrsten to the student voice. As
described earlier in this chapter, all of the indiials stated the need to be understood by
their K-12 teachers. The participants’ descrigiohhow their teachers did not respond to
their academic, personal/social behavior, and caddecation needs answers research
guestion four. The participants perceived thait h@ces simply went unheard or were
silenced by teachers. This led to further diseegant for many of the participants. As Joe
reflected, “I don’t understand how you [the tea¢ltan help me understand this [three
components of education]?” Joe and the otherguaatnts did not believe their teachers to
be incompetent; the participants simply had thelnede understood. As Mike
summarized, “l would have reacted different thesytfihe teachers] would have. | think
they were good teachers; they just didn’t undecstaiiike viewed his teachers as
competent in their ability to teach content buidnedd they did not attempt to understand his
needs as a student. The way in which Mike respbitml@is teachers was a result of his

perception that they did not understand him assope
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Offering students a structure in which their voicaa heard can provide the further
support needed in the development of their academersonal/social behaviors and career
education (Mitra, 2004). However, K-12 studentghthinot comprehend that a support such
as hearing the student voice can be establishddhvath educational structure. Thus,
students can interpret the lack of their voice gdieard as something they have done
personally, or not done, to create an environmemthich they will not be listened to. As
described by the participants, the structure incWla student is allowed to communicate can
affect their perceptions of their K-12 education.

While in school, some participants struggled talfineir voice and ask teachers for
assistance. Others simply felt ignored and tobktey bother” approach to school. Either
way, the majority of participants did not percetkiat they had a voice in their K-12
education. For instance, Hanna was a rather shyidual who believed her shyness
prevented her from asking for help. Hanna wanwddachers to reach out and help her,
and did not feel comfortable in using her voicé:whs hard to ask for help.” When asked
how her teachers viewed her as a student, Hantlg seflied, “Quiet, very quiet.” In turn,
Hanna stated that she did not feel she could vwecehoughts in school because she was
never sure the teacher wanted to hear her.

| was one of the students that was really over#abokl just, you know, | was real

passive. Like | said, I didn’t, I didn’t like tesk for help because | was so shy, so |

was like, whatever, | figured it out one way. Hitin’'t figure it out, | just didn’t do it.
Being unable to express her needs resulted in Hammiddrawing from school, lowering
her academic achievement: “I always did my work didvery well at my schoolwork, but |

just didn't participate as far as being outwardlidtive.” Hanna continued: “It is kind of
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like out-of-sight out-of-mind [with teachers], ydmow.” Hanna knew she had a hard time
sharing, but as she stated, could not find herevoither own because of feeling invisible in
the teacher’s eyes.

Curtis was similar to Hanna in the perception dfimeving a voice heard. Curtis was
also a person who perceived that if teachers atlale student voice to be heard, students
might change their path, resulting in a better ontte: “Maybe everybody wants their own
opinion; if I could probably put my two cents instard making it to my destination, it
probably would have changed it [the future], yowwri Curtis felt that had his opinion
about his education been included in the decisanagit his learning, his future may have
had a different outcome. Reflecting on his past Keducational experiences provided
Curtis with the opportunity to articulate how hented to have a voice in his education but
no adult would provide him that opportunity. Csntiow believed that having his voice
included in his K-12 education might have detefriga from making poor choices and
landing in prison. These patrticipants believed the more a teacher would listen to and
hear what students were saying, the more apt stsig@uld be to use their voice in the
classroom, thus resulting in students’ better asheent with the three components of
education.

Other participants also expressed their perceptbhsw their voice was not heard
through brief phrases that addressed the need4d2 IKtudents to be heard. | specifically
asked each participant research question 11: ¢tad teachers better support students in
the areas of: academics, personal/social behaviamng, career educationThis question

sparked a flood of advice. Participants eagetfigretl their opinion on how teachers could
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better support students. The findings concludgceat need for teachers to use their words
to draw out the student voice.

The following quotes were captured from the pg#nts’ interviews and illustrate
what the participants perceived as a need to bel getheir K-12 teachers. Each quote
contains keywords that focused on answering reBearestion four. Some of these phrases
repeat the key phrases mentioned above in resgaegtion three as advice for teachers, but
here these quotes are directed particularly atifspstrategies that teachers and schools
could employ to hear the student voice.

Ask:

Jamie:  “Ask them [students] what is going on, yoowk, ‘why aren’t you coming
every day?” And,
They [teachers] need to sit down with their chitdre.ike with their
parent-teacher conferences they need to definitdlge that. Like before
when they parent-teacher conferences they neatidoven with the child
sit or sit down with the teenager, even it is deg® professor, sit down and
ask them what is going on at home. What can winalotakes your mind
offer of things at home?

John: “It [asking] was never the norm.” And,
“Ask them [students] what they like.”

David: “They [teachers] need to go and researcheraad ask questions to

students.”
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Tina: “No one [teacher] asked me. No one realtydsavn and got the problem
of why | acted the way | did or what caused medbwant to apply
myself. Or, no one really asked.” And,

Just ask. A lot of the times, you can probablyageanswer, you know
from a closed mouth kid, and a lot of kids, | arstjoot going to volunteer
information because a lot of the kids when themoimething wrong they
are taught just not to talk. They are taught fasthut down. But you just
don't tell people your business, you know, but ib&of teachers would
have shown interest, it probably would have madeush a little harder,
you know.

Tim: “I would say them probably reaching out an#liag if | wanted help or
asking why | was going down that path.”

Hear:

Anna:  “They [teachers] didn’t take what | said itansideration because they
thought I could do it. They need to be more obmeirand have more open
ears.” And,

“Because somebody [teacher] should talk to theodpnt] and somebody
should listen, yeah, I think that’s the answer.”

David:  “l had numerous teacher conferences withptirecipal and my mother, my
parents, all of us around but never got nowhere.yTeren't trying to
listen [to me].”

Kirk: “You know something has got to be a balarug, it would be nice to be

heard and what is going on, you know?”
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Jacob: “I think when a teacher listens to a studentkes a student more vocal,
being heard.”
Cam: “So | think if they [teachers] listen andlssick and figure out what the kids

need and stuff [learning], it would be a lot easi€hat way you could see
where the kid was coming from.”
Help:
Natalie: “Why they wouldn’t help?” And,
“I don't know why they [teachers] wouldn't stepoinwhy they wouldn't
help or what was going on with them.”
“Because they [teachers] could have easily steppadd helped me and
get the situation under control.”
Marc: “They [teachers] should probably be more @&anard reach out and help
some people [students].”
Care:
David: “Show them [students that you [teacher] ddhey would eventually come
around.”
Research question four provided an understanditgwfthe participants believed it was
important for a teacher to hear what studentsaymg or are not saying in regard to the
three components of education. The participargg’words also illustrate how teachers need
to initiate the student voice being drawn into ¢keessroom. The keywords ask, hear, help,
and care depict how the participants had a nebé tinderstood by teachers. The

participants communicated their need for a teatthanderstand them as a person.
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Allowing students to have a voice in their eduaaiioregard to their academics,
personal/social behavior, and career educatiotihes® participants conveyed the desire to
do, can come in many forms. As these participdeseribed, the acts of understanding,
helping, connecting, asking, listening, and payttgntion to students might provide
students with a format in which their voices carhbard. These participants perceived that
when student voices are heard, they are more aairioect with teachers, resulting in better
academic, personal/social behavior, and careera¢idnaesults.

Summary

This study found that the phenomenon of the K—1&atlonal experiences
encountered by participants who ranged in age 1829 years old, and who were both
male and female, to be one lacking the studeneydius resulting in the students feeling the
need to be understood. Perhaps surprisingly, eredthe nor gender played a role in the
reported experiences of these students.

The phenomenology of studying the participants’ Ksthool perceptions provided
insight to the academic, personal/social behawiod, career education experiences of
students. While this study found that some ofgheicipants perceived their K-12 school
experiences as supportive, the overall findingsisf study concluded that the participants
perceived a need to be heard by their K-12 teachers

Being heard can come in different forms by wayeaicher implementation. This
study found six keywords that identified, througle participants’ interviews, the possible
needs of K-12 students to be heard by their teacHee keywords discovered were -
understand, help, ask, care, listen, and pay atenfhese keywords answered this study’s

research questions that sought to understand the Rerspectives of participants.
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CHAPTER 5. DISCUSSION, RECOMMENDATIONS, AND CONCLWU3NS
| just feel like if we were taught at an early dgmv to control or stop a thought
before it turned into a negative action, it woulave kept a lot of us from being in prison or
making bad decisions.
Incarcerated individual, 2012
Purpose of the Study Restated
The purpose of this phenomenological study wasamene the K—12 educational
experiences of current prisoners who ranged infrage 18—29 years old. The study sought
to give voice to these individuals who were incaasited to capture perceptions of their K-12
school experience. This study referred to K-18etis because all the participants in this
study attended a traditional K—12 school but nbhadil completed the thirteen grade levels
required to earn a high school diploma. Thereftire intention of this study was to
understand how K—12 schools and their teacherstradgpt and improve education for all
students, no matter what grade level, in regaat&mlemic, personal/social behavior, and
career education.
This study’s survey tool solicited the participamsrceptions specifically to answer
the four main research questions:
(1) How do the patrticipants describe their learningegdgmces in K-12 school?
(2) To what extent do participants perceive that tedircation prepared them in
the areas of academics, personal/social behavidrcareer education?
(3) What do the participants think their schools ccwdgte done differently to
better prepare them in the areas of academicmedfsocial behavior, and

career education?

www.manaraa.com



137

(4) Did the participants perceive their voice to haeerbheard by their teachers
during their K-12 experience?
The answers to these research questions arealaldted and somewhat overlapping.
However, this chapter will break down each resegrastion and discuss it individually yet
remain cognizant that there is a connection amdrigua research questions. This chapter
provides a discussion of the theoretical signifeeaof the study, the emergent themes from
the study, a discussion of the research questithrespractical significance of the study, and
recommendations for teachers and other organizatiwat might benefit struggling K-12
students. Last, this chapter provides concludemgarks about this study’s possible effects
on the three components of education, the insitetparticipants provided to this study and
possible outcomes for future K-12 students.
Understanding the Study’s Phenomenon
The phenomenon of the struggling student is reletathis study in that the

experiences of the participants represent the glingystudent as a purposeful sample
population. The participants served as a purptigefelected example of the phenomenon
of struggling students as they have not been redpportunity to be heard in regard to their
perspectives in relation to the three componene&latation. Attending K-12 school is
primarily an everyday occurrence for most Americhitdren. Acknowledging the
perspectives of the participants might better imféeachers how to reach all K-12 students,
increasing academic, personal/social behaviorcaneer education outcomes. This study’s
phenomenon can be the vehicle through which teadiesggin to develop their understanding

of how important is it to incorporate the studeoice in the classroom.
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Theoretical Significance

In parallel to the literature reported, thisdstutoo, revealed that student perceptions
of their K-12 education in regard to academicssqaal/social behaviors, and career
education can be interpreted in different waysis Bkudy explored the perceptions of
students in relation to how they interpreted themdemics, personal/social behaviors, and
career education. This study’s framework was laulthe competencies designed by the
State of lowa that included the three componentdatation. The student voice was
continually found to be the key ingredient in hdwe three components of education were
implemented with students. The findings suggest liktening to the student voice can
provide teachers with a different lens by whiclbétter educate students to meet their
academic, personal/social behavior, and careera¢idnmeeds.

Currently, this study found that the FrameworlAotdemic, Personal/Social, and
Career Development Skills (lowa Department of Etinoa2008) focused on the delivery of
a students’ academic, personal/social and caremaédn. These components are to be
embedded throughout a student’s K-12 educatiormreance. However, what this
framework does not require is the inclusion ofshelent voice. Changing the framework to
include the student voice might assist studentsriher developing skills needed for adult
life. The student voice needs to be the overlgiogponent that connects all three
components of education. Thus, Figure 5.1 depiots this study’s framework might
change its focus to include the student voice mjuaction with the three components of

education.
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Figure 5.1: The Student Voice and the Three Compisnef Education
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The next sections will discuss how the studentevg@n be embedded into each individual

component of education.

Academics and the Student Voice

A K-12 student’s academic outcome is dependemn apaumber of variables.

Rightfully, how one student learns may differ wathother student. Talented and gifted,

general education, special education, and at-tiskesits all have different learning needs.

Many teachers analyze student data to determinettv@wplement the best instruction for

these students. Those teachers who listen tormhate the student voice before, during, and

after instruction are more likely to meet the acateneeds of individual students. Student

achievement, incorporated with the student voidaghtfurther student academic

development (Mitra, 2008). This study suggested When students are given the

opportunity to have a voice in how their instruo@needs are being met, they might fare

better academically.
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Personal/Social Behaviors and the Student Voice

Students’ connection to school is based on thecgption of their experience. These
perceptions are built on the personal/social befiavand skills the students possess when
they begin school. How those personal/social belnsare supported and nourished
depends on the education a student receives wieleding K-12 school. As Hoy et al.
(2006) explained, students need to feel optimisoutibeing in school. Students who can
recognize that their personal/social behaviordamneg met with positive regard have a better
chance of succeeding in school within their ahility

Teachers must begin to understand and focus derstsi personal/social behavior
skills to best meet student need. Personal/sbelzviors are competencies that are crucial
in adult life. Listening to students in order tetter understand their perspective on how they
feel about school will provide students a safe @arihg environment in which they can
flourish as learners. When a teacher knows, utaleds, and listens to their students’
emotional needs, deeper learning and a better ctondo school can occur (Bridgeland et
al., 2006; Mitra, 2004).
Career Education and the Student Voice

One goal of a K—12 school is to prepare studemtiufare careers. Throughout their
schooling, students should begin to explore thntarests and develop the real-world skills
needed in college and the workforce (Bangser, 200@)en teachers help students connect
their academics and personal/social behaviorsttodicareers, student engagement is more
likely to occur (Kochhar-Bryant, & Heishman, 201@&hr et al., 2005). Teachers who

include the student voice in career exploratior teéreer education a step further by
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deepening the students’ career knowledge and petiuy a spark in the students’ career
interests.

Students need the opportunity and encouragemdmirtg their voice into the
classroom with all three components of their edooatAs discussed in previous research
(e.g., Bridgeland et al., 2006; Britt et al., 2006tra, 2008), the student voice is found to be
of significant support for K-12 learners. Incluglithe student voice in students’ academic,
personal/social behavior, and career educatiordeapen their connection to school and
their teachers. The framework in which the thre@ponents are to be delivered to students
needs to encompass the student voice. The statseling task force could revise the model
to incorporate the student voice throughout theméaork. While this study does not
provide specific means by which teachers or thie fiase should integrate the student voice
into the classroom, it does address how listerong+12 students may support more learners
in their academic, personal/social behavior, amderaeducation and how the framework
should be adjusted to include the student voice.

Emergent Themes

The theoretical significance of this study is tthegt student voice plays a major role in
helping educators develop ways by which to increstasgent achievement within the three
components of education: academics, personal/doeaviors, and career education. The
inclusion or lack of the student voice emergedubiothe themes found in this study: K-12
educational experiences were either supportiveonrsupportive and student transition,
students who were prepared or unprepared for tlewarld, keywords of advice for

educators, and hearing the student voice.
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This study found that within the emergent thenmesd was a tapering off of
participants’ perception of support or preparedndss each individual component of
education. First, the component of academics wasep/ed as the main focus of the
participants’ K-12 educational experiences. Selyotige findings found that the
participants’ perceptions of their personal/sobithavior support or preparedness occurred
but were not as solid in delivery as their acadesdigcation. Thirdly, the participants
perceived their career education was almost notatis Figure 5.2 provides an illustration
of how the participants perceived a narrowing ef pheparation they received in regard to
the three components education. Academically, 608e participants believed their K-12
school experience prepared them for their fut@aely 40% of the participants reported that
their K—12 school experience prepared them witlr frersonal/social behavior education.
Little instruction occurred with the participantsgireer education as only 24% believed they

had experienced career education instruction.

Figure 5.2: Participants’ Perceptions of their @ldPreparedness with the Three

Components of Education

Academics Personal/Social Career Education
60% Behavior 24%
40%

This finding stresses the importance of how thdesttivoice should be included with the

implementation of three components. While K-1Zheas strive to attend to student need,
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an awareness that students may possibly be laokithgir overall educational experiences
needs to be brought to the forefront. Most peaplght regard the purpose of K-12
schooling to be focused on academics and not utathekshe state requirements of
incorporating the other two components into a ¢hikl-12 educational path.

This study found that the perceptions of the pgudints might reflect the general idea
that a school’s main focus is academic driven.aAssult, the framework this study was
grounded in needs include the study voice in Nk The overall outcomes for students
will show minimal change if the student voice cants to be absent from the framework.
K-12 Educational Experiences were either Supportiver Non-Supportive

This first theme emerged when some of the partitgpapoke of how they perceived
their K—12 school experience as fostering a sehsajoyment but this had no identified
effect on how they transitioned to adult life. Hower, other participants reported that they
felt inhibited in school and struggled to transitioto adulthood. Supportive or non-
supportive K-12 educational experiences expresgldeoparticipants both pointed to the
need for students to have their voices heard hy ¢tessroom teachers.

The participants who felt their K-12 education wapportive emerged when they
believed that, academically, school was easy femthWhile 15 of the 25 participants, or
60% these individuals could not identify the exastruction that made them feel supported,
their perceptions of support solely relied on thet that school was easy for them. As the
literature of this study suggested, students whie@wennected to school may have had the
opportunity to be better connected to the classrdbus creating higher academic
engagement for these individuals (Marin & BrownQ&)) The participants who felt support

also had the confidence to succeed academicakkyHay et al. (2006) discovered, students
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who believed themselves to be academically capdbtebelieved that teachers provided
more academic assistance.

Participants that perceived K—12 school as nompaste often believed that their
voice went unheard in the classroom. As Hall (3Qf@8nted out, when the student voice is
not heard, students often fail to connect to schodl so struggle academically. Of the 25
participants, 10, or 40%, reported struggling vigaling supported within their academics,
personal/social behaviors, and career educatitw. fihdings from this study indicated that
non-supportive school experiences can deflate stummfidence in school, distancing
students from their learning and, perhaps, makindests feel like outcasts in the classroom.
As Beckett (2008) pointed out, students who areiged with support can overcome
barriers and better their chances of academic argbpal/social behavior growth. Support
can then foster growth with students and theirerageals.

This study found that the educational level ofplaeticipants ranged from talented
and gifted to special needs and did not affect gheiceptions of feeling supported or
unsupported in their K-12 educational experientee findings from this study also
contribute to the literature on the three composmiehteducation and the student voice, in that
the inclusion of the student voice will supportdsnts in receiving a more affirming
education with their academics, personal/sociabbien, and career education. Also, this
study offers teachers an insight into how to bedtgaport student needs with the three
components of education.

Being Prepared or Unprepared for the Real World
The second theme to emerge from this study wapedheeption of the participants

concerning whether they were prepared or unprefdardte real world. The participants
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perceived that their K—12 school experience eifinevided or did not provide them with the
foundational knowledge to support them within theee components of education needed
for real-world application: academics, personaldewehaviors, and career education.

This theme was important to the study in that avpted information for teachers to
better understand whether their efforts in teaclimegthree components of education were
being absorbed by students or were forgotten. cbn@ection to student learning is initiated
by the classroom teacher. Students who are ut@abi@ce their educational needs often go
unnoticed in the classroom, which can result is¢h&tudents being unprepared for the real
world. As the literature found, it is necessary for beas to pay attention to students
(Palmer, 1998). Failure to prepare students wighthiree components of education can
eventually be costly, for unprepared students areertikely to become incarcerated as adults
(Settersten et al., 2005; Western et al., 2008)s theme confirmed the need for students to
develop a stronger connection to school to helmtimerease their knowledge and abilities
with their academics, personal/social behaviord,Greer education and to be better
prepared for real-world applications.

Key Words of Advice for Educators

This study identified a third theme that emergexinfithe participants’ interviews.
Keywords of Advice provided evidence of how K—1adeers might better prepare students
in the three components of education: academicsppal/social behaviors, and career
education. This study has contributed to theditge by highlighting that an understanding
of what students need from their teachers maytresutore students being connected to
their school. As Marin & Brown (2008) reportedjd¢nts who are connected to their school

may improve their opportunities to be heard indlassroom, thus creating greater academic
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engagement. Personalizing education requires éesithh communicate with students. This
communication can only occur if, in return, teashiésten to the student voice. The
keywords of advice for teachers helps them undedstize need to create a classroom
environment in which students’ interpersonal arichipersonal skills can be developed in
order to prepare them for the postsecondary w@&#hgser, 2008). As Mitra (2008) found
in her research, effective teacher—student comratinit can create a sense of partnership
that provides students with the platform to be tdmrtheir teachers, thus increasing their
connection to school. This study helps affirmithportance of the student voice through the
keywords of advice captured by the participantgnviews, in that the keywords point to
actions that teachers can implement immediatellimiheir classrooms.
Hear the Student Voice

The last theme to emerge from this study emerged the overall perception that the
participants were not being heard by their K-12leas. Over half, 52%, of the participants
reported that their teachers did not listen to tihenegard to their academics, personal/social
behaviors, and career education. Astonishingly2&lor 100%, of the participants reported
that their teachers did not take time to understhath as students. The perception was that
understanding a student meant that a teacher viistéd to the student voice to offer better
support to the student. As the literature foundyling students with a structure within the
classroom can assist students with developing #uaidemics, personal/social behaviors and
career education (Mitra, 2004). However, teacheesl to communicate with students about
the ways in which the classroom structure can pli@them a setting in which they can have

their young voices heard by the teacher.
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This study supports the literature in that it Bes&ned the need for teachers to hear
their students’ voices so that students would beemapt to connect with their teachers,
increasing their achievement with their acadenpessonal/social behaviors, and career
education. As Bridgeland et al., (2006) reportkd,interaction between teachers and
students improves when students take on an aatiee \n their education, for they are more
likely to connect with their teacher. This studsoaconfirms the need for teachers to set up
classroom structures in which students feel abp&ak about their learning in a caring and
safe environment so that growth in the three coraptaof education can occur with all
students.

Discussion of Research Questions

The participants in this study represented a pajumaf students who would have
benefitted from improvement of the three componehteducation. Moreover, the voices of
these incarcerated students offered a future wgutoiteachers: if struggling student voices
continue to be ignored, students will stay diseregag their learning. As a result, the
students will continue to fail, both as studentd as young adults trying to transition to
adulthood, which may in some cases lead to theargeration. Some students will continue
to struggle in their efforts to connect with schaghich will result in life hardships that
place many of these struggling students at a higsleof incarceration (Hirschfield, 2008).
The findings from this study revealed the impor&anthearing the student voice in the
delivery of a student’s academic, personal/soaaklvior, and career education. The
answers to this study’s research questions sugipwpractical implications discussed later in

this chapter.
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Research Questions

(1) How do the participantsiescribe their learning experiences in K-12 school?

Analysis of research question one provided an ogerof the K-12 learning
experience of incarcerated young people in relatahe three components of education.
The study’s findings determined that the K-12 leagrexperience does not always lead to
an outcome in which students graduate from higloaiciind move on to college; in fact, the
contrary result is more likely. The literaturetbis study stated that students who are more
engaged in school are more apt to avoid incarcerdRettit & Western, 2004). However,
the literature also reported that neglecting thdestit voice could lead to gaps in a student’s
overall education. These gaps may reveal thaestschave not yet mastered the different
components of their academics, personal/socialvetsa and/or career education (Lehr et
al., 2005). As a result of these findings, thigdlgtdetermined that even though some of the
participants perceived themselves as being engagathool, they also perceived that their
voice was not heard by their teachers, resultingéir not being truly connected to school.
This study focused on the student voice in relatmtine three components of

education and not merely student engagement. Ktldents can be very involved with
school but remain silent within the classroom. &ample, a student who earns good grades
and participates in activities may simply know himw/play school.” Gaps in K-12 students’
academic, personal/social behavior, and/or cachgration might occur when teachers
neglect to include the student voice. The outcofmot listening to students in the
classroom could possibly decrease student engagemeparticipation (Lehr et al., 2005).

The participants were representative of K—12 sttedeho are talented and gifted, general
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education, special education, or at-risk. Therceptions reveal how avoiding the student
voice in the classroom can lead to gaps in a stigleverall education.

2. To what extent did participants perceive thettueation prepared them in the
three components of education: academics, persaswdial behavior, and career
education?

Research question two was answered by analyzipgmess to selected interview
guestions six through eight (see Appendix A foeilmew Questions) and by examining the
tables on the academic, personal/social behawvidrcareer education perceptions of the
participants (see Appendix J for Perceived AcaddPneparedness of participants ;
Appendix K for Perceived Personal/Social Behavi@mpRredness of participants ; and
Appendix L for Perceived Career Education Prepassiof participants ). Being prepared
or unprepared with the three components of edutatas the emergent theme that answered
research question two.

Academically, 15, or 60%, of the participants tekt their K-12 education prepared
them for life after high school. Osgood et al.}@Pfound that academic achievement is
only one part of a student’s education that is rddd be successful in adulthood. This
study agrees with the literature because, whileesohthe participants perceived they had
the academic knowledge needed for adult life, thiese missing other components of their
education.

This study’s literature review found that studemk® are connected to school have a
better chance of increasing their learning (HilN&ve, 2009). Bangser (2008) stated that
when schools provide students with a supportiverenment, they can develop stronger

interpersonal and intrapersonal skills needed daitdife. This study concurs with the
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literature, in that only 10, (40%) of the partianpg believed that their K-12 education
provided them with the skills necessary to supfiwir personal/social behaviors. As
Western et al. (2003) reported, students who amgpkeed in developing their personal/social
behaviors may find themselves at higher risk o&meration. This study agrees with the
literature in that findings, again, indicate thHagre may have been gaps in the participants’
education that might have led to their incarceratio

This study found that only 6, (24%) of the partamps believed their K-12 school
provided them with the career education needee forépared for adult life. Mortimer and
Shanahan (2004) stated that no matter what sudmjeata teacher is charged with
implementing, the teacher must connect studerttsatocurricular area and future careers.
These findings conclude that not all of the pgptcits were exposed to career education,
thus leading to gaps in their overall education.

Orchestrating students’ learning with the three ponents of education can provide
them with the necessary skills to become productdidts. The literature of this study found
that when schools emphasize expanding not onlyesxiEdbut personal/social behavior and
career education as well, students receive a mellersunded education (Young et al.,
2010). This study’s findings indicated that sorhéhe participants perceived themselves as
having been prepared with the three componentduwdfation. However, the findings also
suggested that there were gaps among the partisjgntheir voices were not part of the
three components of education. The differencelkarparticipants’ experiences
demonstrated whether or not the participants betldlieir K-12 experience had prepared
them for adult life. The participants who descdlteemselves as being prepared for the real

world shared they had some sense of connectionavitast one component of their

www.manaraa.com



151

learning, but not necessarily because the teardtenéd to their voice. Those participants
who did not feel prepared through the three comptenef education reported that they
struggled to engage with their learning largelysaese they felt unheard by their teacher(s).

3. What Did ParticipantsThink Their Schools Could Have Done Differently To
Better Prepare Them in the Three Components of Edtion: Academics, Personal/Social,
and Career Education?

Research question three was answered by identitgm$geywords found throughout
the participants’ interviews. Interview questiddh IWhat is it that you needed from your
teachers?” provided this study with keywords usgthle participants to describe their needs
(see Appendix A for Interview Questions). In caglthe participants’ interviews, the words
that transpired from interview question 10 were dgoof advice from the participants.
Hence, the keywords of advice suggest how K-1zhtxgamight better prepare students in
the three components of education: academics, pafsocial behaviors, and career
education. The six keywords of advice allowedwubiee of the participants to be heard in
reference to the ways in which the three componefgesiucation could be better supported
to meet the needs of future K-12 students.

The literature from this study supports the Keyvgoofl Advice in that teachers who
allow students a voice in the classroom help sttsdleecome actively engaged in their
learning and perhaps increase their connectedoeshivol (Bridgeland et al., 2006). Mitra
(2008) found that when teachers are open to tltestwoice, a stronger curriculum can be
delivered to students because the teacher hasea betlerstanding of student need. This

study supports the research in that the Keywordsdefce are ways in which teachers
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improve their practice of hearing the student v@ind help students achieve at higher levels
with the three components of education.

4. Did the Participant®erceive Their Voice to have been Heard by Theiagkers
During Their K-12 Experience?

As the literature from this study found, the studesice in regard to academics,
personal/social behavior, and career educatiorteare in various forms. Mitra (2008)
examined Whitman High School and concluded thatesttiforums, among other venues,
provided students a platform in which their voicelld be heard. Other avenues for the
student voice being projected have included studewmncils and various school clubs such
as a mock trial. This study found that while titerature addresses schools that promote the
student voice, not all schools allow students thitpato do so. Research question four
found that many of the participants perceived thay not been heard by their teachers, yet
there were those who reported their voice was heaodiucing more of a connection to
school. The keywords of advice found in this stodght provide students a forum in which
their voice can be heard, helping their senselbteafidence, and thereby increasing their
overall enjoyment of school. The end result oeegsh question four is that when student
voices are heard, they are more apt to connectteatthers, resulting in better outcomes
from their understanding of the three componentedoication.

This study’s findings indicated that students wietdved themselves to have
succeeded academically perceived their overall Kedizational experience as having been
supportive, and that those who could not get tlagl@amic support they perceived themselves
needing found their experience to have been nopestipe. Regardless of the participants’

K-12 learning experiences, the answers to thisygudsearch questions provide teachers
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with information that their current students miglenefit from, in that it can support teacher
instruction to be more meaningful for students.e fost important finding from this study

is that teaching should embrace what studentsh&gyrteed from their teachers and learning,
which also includes understanding, care, and kniydeof them as people.

Education literature clearly indicates that inchglthe student voice empowers
students: they perceive that their schools caretabem and their well-being, and they
develop deeper connections to their learning ireBay becoming a knowledgeable adult in
regard to their intellect, emotional actions, antife career (Lehr & Lange, 2003; Swanson,
2010). This final theme is a simple yet powertrminder of the emotional and
psychological impact educators can have: K-12 siisdeeed school personnel to hear what
they are not saying, see them for who they ar@etgheir student voice, and show them
care. If students receive that care, their chaotesccess, at least in terms of academics and
social behaviors, may very well increase.

Practical Significance

Teachers can play a major role in developing suppbat allow students the
opportunities to be key players in the design amplementation of their education. As a
result of this study’s findings and discussion,rfrecommendations to K—12 teachers are
offered In order for teachers to meet the academic, pelisoczl behavior, and career
educational needs of K-12 students, teachers rhuBtrovide opportunities for the student
voice to be heard in the classroom; 2) Participajgofessional development to gain a better
understanding of student needs; 3) Continually exarstudent data to determine the needs
of students; and 4) Assist school leaders in depetpstructures that include the student

voice and that support all students.
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Recommendation 1:
Provide the opportunity for the student voice tdhkard in the classroom

Supportive school experiences of the participardyg be driven by their academics,
personal/social behavior, and/or career educatitanactions within the classroom setting.
Generally, when the participants professed a cdioreto their school, they perceived their
teachers to have heard them or acknowledged them @slividual. Understanding what
students have to say within the educational settirgit help students connect to the teacher,
possibly supporting their enjoyment of school (Gagyon, 1992). Activities that provide
students a voice help them become contributing neesnif their school.

The three components of education offer studertgiaty of skills needed for adult
life. Academically, students can expand their kizalge to better support their efforts as
adults. Reading, mathematics, and other acadamicuwlar areas prepare students for their
future. Classrooms that are constructed to empetueents to participate in their own
education also assist teachers in developing batteiculum and instruction (Mitra, 2004).

By providing the opportunity for the student votoebe heard in the educational setting,
teachers gain better insight so that their studémistrations are addressed and needs met in
the three components of education.

Teachers are the collectors and interpreters afdest’s performance in the
classroom. Using evidence-based programs thatipeostudent data determines how a
teacher will implement instruction with student&lic et al., 2005). This study found that
the participants wanted to be heard by their te@chBue to teachers’ involvement with the
delivery of academics, personal/social behaviod, @areer education, it is recommended that

teachers be brought to the table with school lesadtien developing new policies that
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support learners beyond academic learning. Theitepof teacher and student will create
the best possible scenario for students to exdéltve three components of their education.
Without the inclusion of teachers in the developtredrschool policy, advancements in
student learning might be minimal. The alternats/that nothing is done and conditions
remain the same, and students will continue teefieolt of the curricular equation.
Restricting students from being heard can resuheéir disengaging from school, thus
increasing their chances of being incarceratedi{Re¥Western, 2004). On the contrary,
students who team with teachers on sharing thainieg perspectives are apt to be more
engaged with and committed to school (Mitra, 200B)ese participants are an example of
the importance of teachers’ educating and acknayihgda student’s personal/social
behaviors.

As previous literature has noted, improving studigmérsonal/social skills may
deepen their competencies in working through ematiobstacles but may also help them
develop an awareness of how to engage properlyothittrs (Kochhar-Bryant & Heishman,
2010; Meece & Eccles, 2010). This study found thatparticipants who felt support and a
connection to a teacher reported that they feltltedgeable in tackling their problems
because they believed they possessed the persmilskills to do so. Those participants
who struggled to work through personal issues dtitat they often failed to connect to a
teacher, which might have contributed to theirggtas with personal/social behaviors.
Teachers who are more aware of the importanceeaf $kudents’ personal/social behaviors
might be better suited to support a student, thesting an environment where the student

develops the feeling of “I matter” to the teached ¢he class.
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Support from teachers with student academic ansbpat/social behavior growth can
support youth in their career education developm&tiidents that have developed a sound
academic background and personal/social behavidirbenbetter prepared with those soft
and hard skills needed for future careers. Thegpaants in this study reported that very
few had the experience of career education whitbeérkK—12 setting. It is recommended that
teachers incorporate career exploration into thiricular areas in the hope that students
will develop a better understanding of possiblerfetcareer desires, become key players in
their career exploration, instill a passion forags, and make connections between their
learning and their future. While K-12 schools @b always incorporate the student voice in
the decision-making process, the literature andifigs related to this study provide evidence
that the student voice needs to be heard by teschetiegration of the student voice can
increase academic achievement and student engag@vhga, 2008). Students who
develop the ability to be participants in their eglion can also develop life-long skills that
will assist them for life (Kochhar-Bryant & Heishma2010; Meece & Eccles, 2010).

This study acknowledges a sense of responsibiildynieeds to be initiated by the K—
12 student. As found with the participants’ intews, some students blame their school or
teachers for not knowing to ask about their welhge This study does not imply that K-12
students need their hand held in order to navigetteol. This study suggests that teachers
need to acknowledge that their students might ageldeveloped the abilities to voice their
concerns, questions, or needs. Therefore, thitysecommends that teachers incorporate
the student voice with the three components of aiilut to ensure that students develop their

ability to communicate effectively.
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Recommendation 2:
Provide Teachers Professional Development to Gaeier Understanding of Student
Needs.

Earning a high school diploma or developing on@sspnal/social skills will not
keep K-12 students from possible incarceration (8am, 2004). Rather, the amalgamation
of skills and resources from K-12 school providesléd foundation for students with which
to transition into adult life. Students’ perceptiof the support or lack of support they
receive from their teachers with the three comptseheducation is vital for teachers to
understand. Thus, it is recommended that the twewwonents of education serve as a
framework for future teacher professional developime

As this study found, teachers can provide instoucin all three components of
education through professional development andtlp@ort of their district. Neumark
(2007) agreed that teachers can address the thng@onents throughout the curriculum to
ensure that students receive the education negdssaecoming an employable person.
This study recommends that a framework of the thogeponents of education be used to
support teachers in their knowledge and instruabiostudents in relation to their academic,
personal/social behavior, and career educatiore liférature indicated that the use of a
framework such as the Framework of Academic, Palgacial, and Career Development
Skill (lowa Department of Education, 2008) mightyide a guide for schools in
implementing a comprehensive model not only foms®lors but also for teachers and
school administrators. Bandura (1997) agreedvihan teachers can complement students’
academic development with personal/social skilts @areer education, the students have a

better chance of becoming productive adults.
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Today’s students often need support with their qreailsocial behaviors because
understanding how to follow rules, develop friengdshand participate within a community
are factors that many struggling students do ndetstand (Resnick, 2000). Students do not
always learn how to navigate their personal/sdmehlaviors at home (Britt et al., 2005). To
support students, teachers need the opportundguelop and incorporate methods to better
meet a student’s personal/social behavior educatBupport such as a problem-solving
group that integrates non-traditional programmimgstudents might assists students in
understanding the importance of the proper perssm@abl behaviors needed for the
workforce (Oakes & Saunders, 2007). As the paaicis in this study reported, often
teachers appeared insensitive to their needs, vitifdtt may have been the teacher not
understanding student need or having access togmoging that would support student
need. To combat the potential disengagement oRkstidldents, professional development
for teachers might involve reviewing student datehsas théowa Youth Surveflowa
Department of Education, 2012), which collects @atary five years from students in grades
six, eight, and eleven to determine the overalisd@nd emotional state of lowa students.
Understanding how students perceive their emotiandlsocial health, along with
developing knowledge of how to assist studentd,heilp teachers better meet their students’
personal/social behaviors and provide the educa@ued to support this component of
education. It should not be assumed that studeistsehave simply for the sake of
misbehaving. There is presumably an underlyingaeavhy the students’ behavior is as
such. As the participants pointed out, only 40%hein experienced support with their
personal/social behavior education. Exploring shighersonal/social behavior data would

support teachers in deepening their understandimdnich students need support. This data
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might also identify needed professional developmemissist teachers in knowing how to
help students with their personal/social behawviurcation.

As this study found, the participants were seldd@%p, given the opportunity to
explore future careers. Those participants whaedghge in some type of career education
identified the experience as more hands-on leaysinch as vocational classes (e.g.,
automotive or foods courses), and that these ceddor a brief period of time. Professional
development that provides teachers with the mettmdscorporate curricula relevant to
future careers will better meet students’ educalioeeds.

Recommendation 3:
Provide teachers the opportunity to examine studatda continually to determine needs of
students.

Supporting disadvantaged students in “overcomirgjambes and succeeding in
school is a central challenge facing many K—-12theexSimply providing students with a
completion grade so they may advance to the nextegand eventually earn a diploma does
not always mean that a teacher has sufficientlgaiga his or her students with the three
components of education. The patrticipants ingtusly provided an opportunity to
understand the K-12 student needs better. In dodéeachers to meet these student needs,
the opportunity to examine student data on a caoatibasis must be provided.

While classroom teachers’ main objective is acadeohievement in different
curricular areas, time must provide teachers vighdpportunity to develop skills and
strategies based on student data that meets nothenstudents’ academic needs but also
their personal/social behavior and career educafi@achers cannot focus merely on

academic data; they also need to examine persooial®ehavioral data to determine how
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to better understand and meet student need. Tisashe show students that they care about
them as individuals create a learning environmieait fosters not only academic but
emotional growth as well (Noddings, 1984). Asiuastional leaders, teachers must review
student data and incorporate their students’ vimaetermine their readiness. Working with
school counselors and school resource supports;@aladborating with parents will support
teachers in analyzing and developing programmimgréal to student personal/social
behavior needs.

In examining the participants’ perceptions of K-sthools, students such as Amber
might have benefitted from a classroom that incoafeal her voice along with the instruction
of her academics, personal/social behaviors, arekecaducation. As Amber stated: “l am
all about that one-on-one thing with the teachdrtiis description of learning one-on-one
would have provided Amber a more private setting/imich she could share her learning
needs with her teacher. As Amber went on to descfif | would have not been so shy and
all that, you know, asked for help when | neededstead of acting like | didn't, that teacher
would have known that, hey, she is struggling.” enknew she needed to have a voice but
struggled to overcome her shyness and ask for iligch meant that she did not have a
voice in her education, resulting in her not beengaged with her education. Students need
a venue in which their voices are heard so that e begin to take responsibility for their
learning. This can occur by positioning the studena partner with the teacher. Therefore,
when teachers listen to the student voice, alortly thie examination of a student’s formative
assessments, they might uncover programmatic dbstacshortcomings, such as a
student’s refusal to work. These programmatic albsssor shortcomings are then better

understood and maybe eliminated because the teachehas the student’s perspective to
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better understand what the student needs.. Therstperspective opens doors to needed
change in all three areas of academic, personaldmehaviors, and career education.
Implications for K—12 Practitioners

The purpose of this phenomenological study wasémene the K—12 educational
experiences of participants to capture their pdraep of their K-12 school experience. This
study was to develop an understanding of how a EaafK—12 students might perceive
their academic, personal/social behavior, and caeecation. The intention was for
educators to better understand how K-12 schoolktraidapt and improve education for all
students in regard to academic, personal/sociaweh and career education.

While the findings of this study did not portray amudifference between a supportive
or non-supportive experience, the study did rargaraness of what K—-12 practitioners can
do to assist students with their wants and neettgigclassroom. According to the
participants, students want to be heard by thathers. Being heard was described as a
teacher’s understanding, caring, asking, listenedping, and paying attention to students.
Educators need to comprehend that these finding®tmean teachers are not implementing
their interpersonal skills. The important lessamf the participants’ keywords is for
teachers to understand that what teachers beleyeare communicating to students might
not always be received. Likewise, some studentsotitnave the ability to communicate
their need to be heard. The findings of this stiadyforce the research shared in Chapter 2,
and articulate how teachers can create a classeo@imonment that addresses a student’s
academic, personal/social behaviors, and care@aéidoal needs. The study’s conceptual
framework assembles many skills that K-12 studee¢sl to possess before exiting high

school. Knowing that academics are the main fe¢@sschool, student-centered classrooms
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based on individual student need might strengticademic achievement (Schmoker, 2011).
As the participants stated, when teachers listestudents, students feel more connected to
the classroom. Likewise, teachers can then athjestinstruction to adopt a more student-
centered approach. The efforts to educate mustpocate a team of players who hear what
students are saying and thus meet their educatneeals.

The perceptions of these participants are not agns through which educational
practitioners can examine the classroom experidngeglso a view that can support all
students within the K-12 structure. School leadarsuse this study as a guide for
determining professional development for schoospenel and possibly future school policy
regarding student personnel. Understanding whyestis display behaviors such as poor
attendance may result in school leaders’ chandumesit personnel policies to be more
supportive than punitive. This would provide pr@mming that offers students support with
the three components of education. Professionadldpment addressing supportive
programming that affirms policy would then need&provided to staff.

Professional development should incorporate wagss$ist students and their
families to understand the importance of schoolfama to take action in meeting student
needs. Information from this study’s literaturgiesv and findings indicates that K-12
practitioners can bridge the gap by providing Inhoaunity partnerships with K—12 schools;
2) ) student forums within K-12 schools, all of wiiwill continue to evaluate student data
and build support for all K-12 students with thesademic, personal/social behavior, and

career education.
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Community partnerships with K-12 schools.

K—12 practitioners can set the stage for communiynbers by providing data on K—
12 student performance. Areas such as career taaluoaight be better met when the
community participates in developing methods tahezareer education (Lehr et al., 2005).
Whether through internships, job shadowing, or camity members’ sharing their career
experiences with K-12 students, a school’'s commusidn important aspect in educating
students.

A school’'s community can also support studentsspeal/social behaviors through
mentoring and understanding behavioral expectatidveny schools have mentoring
programs in which community members are assigrnedl® student. Lehr et al. (2005)
stated that community members can provide mentgmiagrams that offer students activities
and work study programs that are connected to gadilts. A mentoring relationship could
provide K-12 students an adult whom they can tndttalk to about situations within their
lives. The connections built through mentorshigs also support a student’s future
academic and career education.

Student forums within K-12 schools.

As the literature stated (Mitra, 2008), studentifos are a path that schools can take
to bring the student voice to the forefront. Stitderums can also develop stronger
relationship between teachers, administrators stundkents, thus allowing students to take
ownership of their learning with the three compdrert education. Student forums may
also provide a voice for those students reluctastare their views individually with school
personnel. Bjorklund (2011) stated that a chif®Bool environment can have a lasting

effect on students. To combat students’ feelingpblento use their voice with their teachers,
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teachers need to make a concerted effort to liststudents or else the delivery of the three
components of education will remain static. Thitotilge modeling of healthy relationships
and proper communications, students can gain krigelef how to navigate their world
(Lehr et al., 2005). Arum and LaFree (2008) fotimat providing a setting in which students
feel empowered to share and connect with theitaccan help avoid incarceration as
adults.

Practical Implications of Using the Three Componerg of Education and the Student

Voice

As Mitra (2008) discovered, the climate of a schd@wnges when students are given
a voice in what happens to them with their acadeppersonal/social behavior, and career
education The student voice helps increase stwedgggigement, which in turn can enhance
academic achievement. Personal/social behaviersetter addressed when the student
voice is included in the learning process. An amass of how to improve personal/social
behaviors will ultimately affect a student’s cardecisions.

The incorporation of the student voice, whetheoulgh interpersonal or structural
instruction, has implications for K-12 schools. eéJole of the K—12 school is to help
students develop skills that support their futerfing, 2011). The development of
competent academic, personal/social behaviorscarger skills may deter students from
future criminal behavior. The findings of this @yprovide the possibility to produce
change within the K-12 school system by merginghinee components of education along
with the recommendations from the student voice.

K—12 schools continue to reinvent themselves iresay better supporting their

students (Sweeten, 2006). From flipped classraonm#egrating technology to student
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forums, teachers want to find methods to help thieidents to succeed. As the Coleman
Report (1966) found, the accomplishment of studentess is met by today’s teachers
understanding the importance of the school enviemtrand setting the stage for student
success. The training and implementation by teaabfethe three components of education
can provide students the needed environment t@aelsiuccess in the classroom and beyond
school. When the student voice is incorporatadjestts will perhaps become more engaged
in their learning, resulting in their being betpeepared for the future.

Incorporating the student voice with the three congmts of education can occur
through school activities within and outside thesskoom. As the data from this study
indicated, classrooms need to be structured in wetsallow K-12 students the opportunity
to be heard through teacher initiation. Likewisel2 schools can also set the stage for
students to engage in school activities that petem with the opportunity to develop life
skills. Activities can range from student courtoichess club to music and sports. As was
the case with Mitra (2008), this study indicated tieed for schools to provide the platform
into which students can project their voice whigeeloping their skills with the three
components of education.

Recommendations for Future Research

Further research needs to be conducted with K+ligging students who often fail
to connect with teachers and their learning. Alitatave study with a K—12 school district
that has a significant number of identified struggllearners could be conducted to help the
district determine what three components of edanateed to be further developed for
students. lowa’'s&uidelines for Serving At-Risk Studefitava Department of Education,

2007) could help identify the risk criteria for dants, and theowa School Counseling, A
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Program Framework: One Vision, One Voit¢ewa Department of Education, 2008) could
provide the framework within which a district coldcobund the research. For example,
follow-up surveys from seniors or dropouts couldyide a better understanding of their
overall perception of the education they receivedifthe school district, which would
provide a stronger focus on how to improve profassi development for teachers in the
areas of the three components of education.

Another recommendation is for teachers to do afyais of data from past and
present years of struggling students identifiedulgh theGuidelines for Serving At-Risk
Studentglowa Department of Education, 2007) to determitether professional
development has an effect on better implementati@udent academic, personal/social
behavior, and career education. When teachersthieviwhat and how” of student data,
they can support the needed changes (Bloom, 20d@n,¥et al., 2007). Analyzing data
developed specifically from such professional regeanight also hold teachers more
accountable to implementing their new learningisBEmalysis would also allow teachers and
school leaders an understanding of programmingsed support struggling students with
the three components of education. This infornmatvould be more detailed in that a larger
population of students would be studied.

This study only provided the participants’ peroeqs of their K-12 school
experience with the three components of educatfostudy that includes a larger population
would better focus on school programming that ecsfr in nature. Studying a larger
population might offer ways to better meet the se&fdmore diverse learners within a K-12

school.
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Conclusion

As the literature found, there may be a link betwikKe12 students who struggle with
school and the possibility of their being incartedsas adults (Kim et al, 2010). With the
lowa prison population continuing to rise (lowa Rgment of Corrections, 2011), it is
imperative that K-12 educators analyze how theyadd¥essing the academic,
personal/social behavior, and career educatiohedf students. This study acknowledges
the existence of outside factors such as substnese and poverty that contribute to
reasons for which individuals become incarceratddwever, this study challenges K-12
educators to shift their foci to how they delivestruction to students by making the student
voice part of the process.

The average educational level completed by lowsopers is reported at the eleventh
grade, and the average lowa prisoner reads aintiegrade level (lowa Department of
Corrections, 2010). This information alone sholesitnportance of addressing how K-12
education is delivering to students. Studentst@ee their education in a variety of ways
but this study suggests that the overarching neée tunderstood can be accomplished if
teachers listen more to the student voice. Witlagshift in K-12 educator thinking, the
trend of incarceration rising among younger adeisid continue and the result will have an
economic and civic effect on society (Mitra, 2084ttersten et al., 2005).

Understanding and allowing the student voice inkh&2 classroom could alter the
course for struggling students by reconnecting theesthool and their teachers (Bloom,
2010). As such, this study concludes that theresfiof K-12 educators who reform their

practices with the three components of educatidhassist schools in developing effective
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systems of support, and provide students with acaen that increases their chances of a
worthwhile life.

This study provides educators with recommendatibasmight change the shape of
curriculum with the three components of educatamademics, personal/social behaviors,
and career education. The inclusion of the studeice in the development and
implementation of the three components of educatiaght create learning possibilities for
both teachers and students by bridging connectiaign the classroom. Students given
opportunities to be key players in their educatiame greater potential to affect their values
of education, because teaching and learning are @ith them, not to them. As this study
reported, students with strong connections to ddmawe a better potential to blossom and
learn to value knowledge in ways that support tbleances of success. This study suggests
that such connections could also possibly decriesasks of students becoming
incarcerated.

This study, then, suggests that educators conthderoice of the K-12 students as a
lens for developing a deeper understanding the Kstl@ent world. The perceptions of the
participants’ K-12 educational experiences thugigeinsight into improving the three
components of education by including the studentevim the educational process. The
possibility of teachers’ affecting K—12 studentsidg, and long after, their transition to
adulthood cannot be understated. The resultseo$tiidents’ being allowed a voice in the
delivery of their academic, personal/social behg\waad career goals might not only prevent
possible incarceration, but might also (1) enalbést to develop a sense of citizenship, (2)
support their successful navigation into the adwitld, and thereby (3) support the next

generation of children (Blankstein, 2004, Demin@l?, Hill & Nave, 2009). K-12 students
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who do not have the opportunity to use their vaicghaping how they develop their
academic, personal/social behavior, and careds ski¢ at a disadvantage. This study
suggests that K-12 educators begin to incorponagtstudent voice with the three

components of education in hope of deepening stademnnection to school and their

overall education.
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APPENDIX A: INTERVIEW QUESTIONS

Interview Questions

1) Tell me about yourself and your school experiences.
2) How did you view yourself as a learner in school?
3) How were you viewed as a student by your teachers?
4) What did you like about your educational experiéhce
a) Dislike?
5) What about your school experience worked for you?
a) What did not?
6) What educational programs did you participate at Supported you with your:
a) Academics,
b) Personal/social behaviors, and/or;
c) Career education?
7) How did your education help you grow with your:
a) Academics,
b) Personal/social behaviors, and/or;
c) Career Education?
8) What about your educational experience helped peepau for life after leaving high
school?
9) What, if anything, would you change about your edienal experience?
10) What is it that you needed from your teachers?
11) How could teachers better support students irateas of:

a) Academics,
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b) Personal/social behaviors, and;
c) Career education?
12) Were you on track to graduate with your class?
a) Did you graduate?
13) What are your goals for your future?
14)Is there anything else you would like to say abmutr educational experience that

was not covered in this interview?
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APPENDIX B: PARTICIPATION SELECTION LETTER

lowa State University

Educational Leadership and Policy Studies

Ames, lowa

Date

Dear

My name is Lisa Hill and | am a graduate studem the Department of
Educational Leadership and Policy Studies at loteéeSJniversity. | would like to invite
you to participate in my research projdgteaking through the bars: Understanding the K-

12 education experiences through the voice of iddals who are incarcerated

| would like to interview you to ask about your exignce in your high school. | would like
to sit with you for a 30—60 minute audio taped intaws that will take place over a 3 month
period. Please do not agree to participate ifwilbe leaving an lowa Department of

Corrections facility during that 6 month period.

There are no probable risks to participating i tieisearch studyl'he only possible risk

might include embarrassment from answering questituming the interview. Also, there are
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no direct benefits from participating in this studgowever, you may learn more about

yourself as learner. You will not be compensated/tur participation.

If you would like to participate in this researd¢hdy, please notify your counselor who
will then contact me. | will be following the gwetines outlined in the State of lowa

Department of Corrections Policy and proceduresAdblS-04.

Participating in this study is completely voluntariou may choose not to take part in the
study or to stop participating at any time, for aegson, without penalty or negative
consequences. During your interviews, you can akipquestions that you do not wish to

answer.

Records identifying you will be kept confidentialthe extent allowed by applicable laws
and regulations. Records will not be made pubkusigilable. However, federal government
regulatory agenciesuch as the lowa Department of Corrections, augldepartments of

lowa State University, and the ISU Institutionalvi®ev Board (a committee that reviews and
approves research studies with human subjects)mspgct and/or copy your records for

guality assurance and analysis. These records ordgin private information.

To ensure confidentiality to the extent alloweddy, the following measures will be
taken:
1. You will be assigned a matchless number to be aaddrms instead of your

name.
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2. All interview notes, audio recordings, angeitvations notes will be destroyed at
the end of the study.
3. Only two persons will have access tostinely records: Lisa Hill and Dr. Joanne
Marshall.
4. Records from this study will be stored in &kied file cabinet for the duration of
the study.
5. If the results from this study are publishedjrylentity and identifying

characteristic will remain confidential.

If you have any questions now please see your eamaho will contact me.

Sincerely,

Lisa A. Hill

Graduate Student

lowa State University
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APPENDIX C: QUESTION AND ANSWER CONSENT DOCUMENT
Consent Form forBreaking through the bars: Understanding the K—@l@aation

through the voice of individuals who are incarceht

This form describes the research project. It hismmation to help you decide whether or not
you wish to participate. Research studies includg people who choose to take part—your

participation is completely voluntary. Please dgscany questions you have about the study
or about this form with the researcher before dagitb participate.

Who is conducting this study?

This study is being conducted hisa A. Hill, a doctoral student at lowa State Usrsity.

Why am [ invited to participate in this study?

You are being asked to take part in this study beegou are currently incarcerated and we
are interested in your educational experiences. stamuld not participate if you do not wish
to reflect upon your experiences as a student.

What is the purpose of this study?

The purpose of this phenomenology will be to examntire experiences current lowa
Department of Corrections prisoners had while ghlschool.

What will | be asked to do?

If you agree to participate, you will be askeditda at least one 30—60 minute interview
that will take place over a 6 month period. Withuy permission, your interview will be
audio taped. If you agree to participate in thislg, you will be asked to reflect on your

experiences as a high school student.
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You may request to pass on any question you davisbtto answer during the interview.
You may also chose to withdraw from the study at@oint in time. The interview
guestions you will be asked to recall include thiéfving:
1) Tell me about yourself and your school experiences.
2) How did you view yourself as a learner in school?
3) How were you viewed as a student by your teachers?
4) What did you like about your educational experiéhce
a) Dislike?
5) What about your school experience worked for you?
a) What did not?
6) What educational programs did you participate at Supported you with your:
a) Academics,
b) Personal/social behaviors, and/or;
c) Career education?
7) How did your educational experience help you grattwour:
a) Academics,
b) Personal/social behaviors, and;
c) Career education?
8) What about your educational experience helped yepgre for life after leaving
school?
9) What, if anything, would you change about your edienal experience?
10) What is it that you needed from your teachers?

11) How could teachers better support students irateas of:
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a) Academics,
b) Personal/social behaviors, and;
c) Career education?
12) Were you on track to graduate with your class?
a) Did you graduate?
13) What are your goals for your future?
14)lIs there anything else you would like to say abymutr educational experience that
was not covered in this interview?

What are the possible risks and benefits of my paitipation?

Risks —There are no risks to participating in this reskatady The only possible risk

might include embarrassment from answering questitbming the interview. Particpation is
strictly voluntary. Interview questions will ongddress how you viewed your academic
experience in high school. If you do not wish ts\@er a question you may request to pass

and move on to the next question or withdraw fromgtudy.

Benefits — You may not receive any direct benefibf taking part in this study. However,
you may learn more about yourself a learr@ociety will be served by the information
collected for this phenomenology which will assishools in providing proficient at-risk
programming to its identified students so that they become successful adults. Areas of

deficit in high school at-risk programming may dentified as a result of your information
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How will the information | provide be used?

The information you provide will be used for thdldaving purposes:

1) To give a voice to students who are now incarcdrate

2) To examine what areas of K—12 school might be tegki

3) To make recommendations to improve the school éxpez of all

students.

Information collected will be shared with lowa ®tatniversity and the lowa Department of
Corrections. The information could also be shaviéd lowa school administrators to help
them gain an understanding of ways they might beteve all students.
What measures will be taken to ensure the confideratlity of the data or to protect my

privacy?

Records identifying you will be kept confidentialthe extent allowed by applicable laws
and regulations. Records will not be made pubkusigilable. However, federal government
regulatory agenciesuch as the lowa Department of Corrections, awgldepartments of

lowa State University, and the ISU Institutionalvi®ev Board (a committee that reviews and
approves research studies with human subjects)mspgct and/or copy your records for

guality assurance and analysis. These records ordgin private information.

To ensure confidentiality to the extent alloweddy, the following measures will be

taken:

1. You will be assigned a matchless number to led 08 forms instead of your name.
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2. All interview notes, audio recordings, albervations notes will be destroyed at
the end of the study.

3. Only two persons will have access to thetecords: Lisa Hill and Dr. Joanne
Marshall.

4. Records from this study will be stored iloeked file cabinet for the duration of the
study.

5. If the results from this study are pubdidhyour identity and identifying
characteristics will remain confidential.

Will I incur any costs from participating or will | be compensated?

You will not have any costs from participating mst study.You will not be compensated for
participating in this study.

What are my rights as a human research Incarceratethdividual?

Participating in this study is completely voluntariou may choose not to take part in the
study or to stop participating at any time, for aegson, without penalty or negative
consequences. During your interviews, you can akipquestions that you do not wish to

answer.

You may be a former student of the researcheyouffeel this would be a conflict or too
embarrassing, you may withdraw from the study. E\sv, all measure to ensure your
confidentiality will be taken. The awareness ofiyoomfort level will also be addressed
throughout the interview process. Your choice o&thler or not to participate will have no

impact on you in any way.
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What if | am injured as a result of participating in this study?
There is no foreseen risk of being injured for ggrating in this study.
Whom can | call if | have questions or problems?

You are encouraged to ask questions at any timagltiris study.

o For further information about the stuglgur questions may directed to Lisa

Hill, principal investigator or Dr. Joanne Marshaliofessor at lowa State University.

. If you have any questions about the rights of nesesubjects or research-
related injury, please contact the IRB Administra{f615) 294-4566,
IRB@iastate.edy or Director, (515) 294-3115, Office for RespoisiBesearch,

1138 Pearson Hall, lowa State University, Ames,d®0011.
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APPENDIX D: INFORMED CONSENT DOCUMENT
Title of Study: Breaking through the bars: Understanding K-12 edwra experiences

through the voice of individuals who are incarcewht

Investigators: Lisa A. Hill
This is a research phenomenology. Please taketiyoeiin deciding if you would like to

participate. Please feel free to ask questionaatime.

INTRODUCTION

The purpose of this study will be to look at whdtieation teaches students before they leave
high school. lowa prisoners who attended high skiwibbe interviewed. The study will

look at information from the individual interview3.he study will be done through a
phenomenology that 1) looks at the lives of stusl@rto are now in prison and 2) examine
perceptions about their education experience. Rdkée collected from individual

interviews of students the researcher may haventandnigh school or the researcher did not
know before the study. The overall question to feneered will be if the academic,
behavioral, and/or career education students reddielped prepare them for life after high

school.

You are being invited to participate in this stumbcause you attended high school. | would
like to interview you to find out if you think yowducation prepared you for the real world

and how education can help future students.
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DESCRIPTION OF PROCEDURES

This study is strictly voluntary. You do not haweeparticipate if you do not want to. If you
agree to participate, you will be asked to meehwme face-to-face to:
1) Answer questions during a 30—60 minute recordesaviews about:
a) your experiences as a high school student.
b) how education effected your life whetheratgositively or negatively.
¢) what do you think was missing from your edigrathat held back your success.
d) what recommendation for changes in today®slswould you suggest.
2) You will need to be available for interviewirtgdughout the research period.
3) You may request to pass on any question yowtlavish to answer during the interview.
4) You may chose to withdraw from the study at pat in time.
5) There will only be two people in the room durihg interview; the Incarcerated

Individual and the researcher.

It should be noted thaiur meeting time is at the discretion of the lowepBrtment of
Corrections. Your participation will last for a-380 minute recorded interviews over three

month period.

RISKS

There are no probable risks expected for partizigan this study. Participation is strictly
voluntary. Interview questions will only addressahyou viewed your educational

experience in school. If you do not wish to ansavguestion you may request to pass and
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move on to the next question or withdraw from thuglg. However, you will be asked to

reflect back on your past educational experienses youth.

BENEFITS

If you decide to participate in this study therd e nodirect benefit to you. However, you
may learn more about yourself as learners and lpedsiture goals. It is hoped that the
information gained in this study will benefit saidy improving school academic,
personal/social, and career programming and pravieldowa Department of Corrections

information about how their residents functionearhers.

COSTS AND COMPENSATION

You will not have any costs from participating imst study. You will not be compensated

for participating in this study.

PARICIPANT RIGHTS

Your participation in this study is completely votary and you may refuse to participate or
leave the study at any time. If you decide topwaticipate in the study or leave the study
early, it will not result in any penalty or lossluénefits to which you are otherwise entitled.
During the interview process you can request tp akiy questions that you do not wish to

answer.
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If you leave the lowa Correctional Facility befdhe study is completed your participation

will be terminated.

CONFIDENTIALITY

Records identifying participants will be kept catgntial to the extent permitted by
applicable laws and regulations and will not be enpdblicly available. However, federal
government regulatory agencies, the lowa Departmie@brrections, auditing departments
of lowa State University, and the Institutional v Board (a committee that reviews and
approves human subject research studies) may inapetor copy your records for quality

assurance and data analysis. These records m&yrcprivate information.

To ensure confidentiality to the extent permittgddw, the following measures will be
taken:
1. Subjects will be assigned a matchless numnobee used on forms instead of their
name.
2. All interview notes and audio recordingdl e destroyed at the end
of the study.
3. Only two persons will have access to thetecords: Lisa Hill and Dr. Joanne
Marshall.
4. Records from this study will be stored iloeked file cabinet for the duration of the

study.
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5. If the results from this study are pubddhthe identity of participants.Individuals

who are incarcerated
will remain confidential.If the results are published, your identity will
remain confidential.

QUESTIONS OR PROBLEMS
You are encouraged to ask questions at any timagltiris study.

¢ Please speak with a Correctional Facility staff rhemf there are any
guestions or concerns regarding this study. parson will then contact me,

my lowa my lowa State University Professor, Dr.rskall, or the

Institutional Review Board.

e For further information about the study your quassi may be directed to

Lisa Hill atlisa.hill@ankenyschools.orgor Dr. Joanne Marshall at

jmars@iastate.edu

e If you have any questions about the rights of nesesubjects or research-
related injury, please contact the IRB Administra{615) 294-4566,
IRB@iastate.edy or Director, (515) 294-3115, Office for Resporesib

Research, lowa State University, Ames, lowa 50011.

kkkkkkkkkkkkkkkkkkkhkkhkkkhkkkkkkkkhkkhkkkhkkhkkkkkkkkkkkkkkkk kkkkkkkkkkkkkkkkkkkkkhkk

www.manaraa.com



199

PARTICIPANT SIGNATURE

Your signature indicates that you voluntarily agi@@articipate in this study, that the study
has been explained to you, that you have been ghestime to read the document, and that
your questions have been satisfactorily answe¥eul will receive a copy of the written

informed consent prior to your participation in gtady.

Incarcerated Individual’s Name (printed)

(Incarcerated Individual's Signature) (Date)

(Signature of Parent/Guardian or (Date)

Legally Authorized Representative)
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APPENDIX E: INSTITUTIONAL REVIEW BOARD APPROVAL FOR

IOWA STATE UN

OF SCIENCE AND TECHNOL

SITY

Institutional Review Board
Office for Respoﬁsiblc Resear
Vice President for Research
1138 Pearson Hall

Ames, lowa 50011-2207

515 204-4566

FAX 515 294-4267

Date: 8/31/2011
To Lisa Ann Hiii CC: Dr. Joanne Marshaii

6821 Northglenn Way N229D Lagomarcino

31

Title: Incarcerated Students. Why does Education Sometimes Fail?
IRB Num 11-225
Approval Date: 8/30/2011 Continuing Review Date: 8/15/2012
Submission Type: New Review Type: Ful
The project referenced above has received approval from the institutional Review Board (iRB) at iowa State
University. Please refer to the IRB 1D number shown above in all correspondence regarding this study.

Your study has been approved according to the dates shown above. To ensure compliance with federal

regulations (45 CFR 46 & 21 CFR 56), please be sure to:

Use only the approved study materials in you

infarmand nancant dasuimanis fhat naua #ha i
INTorMed consent Gocuments tnat nave ine |

Nhtain IDD anneaval neiae ¢4 imnl,
LBiain o approvas Prior © K

1
Review and/or Modificatio

Immediately inform the IRB of (1) all serious and/or unexpected adverse experiences involving risks
to subjects or others; and (2) any other unanticipated problems involving risks to subjects or others.

Stop all research activity if IRB approval lapses, unless continuation is necessary to prevent harm to
research participants. Research activity can resume once IRB approval is reestablished.

Complete a new continuing review form at least three to four weeks prior to the date for continuing
review as noted above to provide sufficient time for the IRB to review and approve continuation of the
study. We will send a courtesy reminder as this date approaches.

Research investigators are expected to comply with the principles of the Belmont Report, and state and federal
regulations regarding the involvement of humans in research. These documents are located on the Office for
Responsible Research website http://www.compliance.iastate.edu/irb/forms/ or available by calling (515) 294-

4566.

Upon completion of the project, please submit a Project Closure Form to the Office for Responsible Research,
1138 Pearson Hall, to officially close the project.
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APPENDIX F: RESEARCH SITE PERMISSION FORM

Fisof Opportie ' STATE OF IOWA

N

TERRY E. BRANSTAD, GOVERNOR DEPARTMENT OF CORRECTIONS
Kim REYNOLDS, LT, GOVERNOR JOHN BALDWIN, DIRECTOR

May 9, 2011

Ms. Lisa Hill

Assistant Principal

Ankeny High School

1302 North Ankeny Boulevard
Ankeny, IA 50023

RE:- Request to Conduct Research

Dear Ms. Hill:

| have reviewed your proposal to interview up to 12 currently incarcerated offenders
within the state prison system; some may have worked with you while in high school. |
generally support research that analyzes the effects of educational programming on
corrections offenders because those efforts appear to hold promise for reducing the
numbers of offenders admitted to prison in the future.

| hereby approve your request to conduct these interviews, assuming your project
receives final approval by your IRB and assuming all offender participants sign a
voluntary consent form prior to being interviewed. | have requested our Director of
Research, Lettie Prell, to assist you in identifying which of your former students are
incarcerated, and helping you get in touch with the wardens/superintendents of the
selected institutions, who will coordinate your visits to their institutions.

| look forward fo receiving a summary of your findings when they are available.

Sincerely,

R. Baldwin, Director
JRBiifo

The mission of the Iowa Department of Carrections is:
To advance successful offender reentry to protect the public, staff and offenders from victimization.

(Office) 515-725-5701 - 510 East 12th Street, Des Moines, Towa 50319 - (FAX) 515-725-5799
www.doc.state ia.us
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APPENDIX G: IOWA DEPARTMENT OF CORRECTIONS CONFIDHMALITY
AGREEMENT TO RECEIVE IOWA DEPARTMENT OF CORRECTIONS DATA

Agency Name:
(hereafter cited as “Agency”) understands and agrees that information listed as
confidential as per Iowa Code Section 904.602 shall be kept confidential. The
Agency further understands and agrees that this confidential data remains subject to
those confidentiality laws and regulations pursuant to Iowa Code Sections 904.601
through 904.603, and that they can be held both criminally and civilly liable for the
unauthorized release of confidential information.

The Agency agrees to preserve the confidentiality of such data, which are made
available to the Agency for research purposes, and shall maintain procedures for
safeguarding the confidential information, including the shredding and proper
disposal of documents after the research is completed.

In the event federal and/or state laws and regulations governing the confidentiality
of the data provided to the Agency under this agreement changes, the Department
of Corrections will notify the Agency of such changes so that the Agency may adopt
appropriate procedures for safeguarding any information that is confidential under
federal and/or state laws or regulations.

Type Agency Contact Name, Address, and Phone Number in the space below. Then
the Agency Contact must sign and date, retain a copy and send the original to the
Iowa Department of Corrections.

Signature Date
Origination Date: June 2005. Revised March 2007. Reviewed: March 2008,

October 2008, October 2009.
AD-1S-04 F-1
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APPENDIX H: STATE OF IOWA DEPARTMENT OF CORRECTIONS

POLICY AND PROCEDURES: RESEARCH ACTIVITIES

Policy Number

Applicability
FORMCHECKBOX
STATE OF IOWA AD-IS-04
DEPARTMENT OF DOC
CORRECTIONS FORMCHECKBOX
POLICY | AND _ CBC
PROCEDURES Policy Code Iowa Code
Reference
2
904.602, 904.603
Chapter 1 Sub Chapter Related DOC Administrative
Policies Code Reference
ADMINISTRATION INFORMATION
& MANAGEMENT | SYSTEMS/RESEAR AD-CR-04 N/A
CH
Subject ACA Standards Responsibility
RESEARCH 4-4108, 4-4109, Lettie Prell
ACTIVITIES 4-4110, 4-4111,

4-4112, 4-4113,

Effective Date Authority
EMBED PBrush
October 2009

I. PURPOSE

To describe the manner in which research activities shall be regulated in the
Iowa Department of Corrections (IDOC) institutions and community
corrections district departments.

II. POLICY

It is the policy of the IDOC to permit research activities in its institutions,
community corrections district departments and in the IDOC in general, when
such activities are conducted according to generally recognized professional
standards and have a reasonable prospect of advancing the state of
professional knowledge of corrections or specific management practices.
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DEFINITIONS — As used in this document.

External Research — Research requested or initiated by individuals, research
firms, or other agencies who are not employees of the IDOC and which
may be funded by public or private sources.

Institutional Review Board (IRB) — A panel established by research
organizations, such as universities, to provide human subjects review
of research proposals. Human subjects review ensures that research
proposals meet commonly accepted standards of research ethics, and
identifies possible areas where research proposals could cause harm to
persons.

Research Activities — A project, paper, or study designed primarily to produce
new data, information and/or understanding of corrections, criminal
justice, management or other issues of relevance to the IDOC. The use
of interviews, questionnaires, reviews of case records, and data
extractions from automated information systems (existing IDOC
datasets) may supplement such research. Research does not include
any study that will expose research subjects to the possibility of
physical, psychological, or other harm as a consequence of their
participation in the study.

Research Coordinator — The individual appointed by the Director to oversee
implementation of this policy.

See Policy AD-GA-16 for additional Definitions.
PROCEDURES
Research Guidelines

The IDOC supports and conducts research activities in its institutions
and community corrections districts when that research is
relevant to its programs, services and operations, or those of
corrections as a whole, and when the research is ethical,
methodically sound, and feasible. The use of offenders for
medical, pharmaceutical, or cosmetic experiments is prohibited.
(4-4108)

The Director will appoint an individual at Central Office who will serve
as the IDOC's research coordinator.
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Individual Wardens/Superintendents and District Directors may
commission and cooperate in research projects with notification
to the Director.

The IDOC will engage in research activities that assist in establishing
future agency goals, objectives and plans, and that contribute
to more effective and efficient institutional and community-
based corrections operations.

The Director, Wardens/Superintendents, District Directors and agency
researchers should regularly discuss opportunities for research
projects, as well as specific research and evaluation needs of
the IDOC and its institutions, with institutions of higher learning
and other outside professionals. (4-4109)

External research activities that will be considered for approval in IDOC
institutions and community corrections district departments
must use generally recognized research methodology, must not
expose research subjects to the possibility of physical,
psychological or other harm as a consequence of their
participation in the study, and must have a reasonable prospect
of advancing the state of professional knowledge in a
recognized correctional subject area.

Steps for Approving Research

The following general structure will apply to all external research

requests received by the IDOC and to IDOC employee proposals for

independent research:

Proposals for research projects must be submitted in writing to the
research coordinator if the research involves more than one
institution or community corrections district department, or to
the Warden/ Superintendent or District Director where the
proposed research activities will take place.

The written proposal should include the following elements:

Title of the proposed study.

A summary of the goals of the study and the justification for the
research.
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Names, addresses, and telephone numbers of the principal
researcher and all research staff.

An endorsement by a recognized research organization such as
a university, college, private foundation, consulting firm,
or public department that has a mandate to perform
research, certifying that the research proposal is for valid
scientific,c, educational or other public purposes.
Institutional Review Board (IRB) approval or description
of status of IRB process will fulfill this requirement.

Information on whether the research findings are to be
published and if so, where.

Information that will assist in estimating the level of disruption
to operations, and the availability of staff and other
agency resources required to support the research. If
offender interviews are to be conducted, a summary of
the total number of offenders to be interviewed, how
long each interview will take, and the total number of
interviewers will be submitted.

Sampling procedures for selecting offender subjects or offender
records for the research, as well as criteria that will be
used for the sample selection.

Procedures for data collection and copies of research
instruments to be used, including interview guides,
questionnaires, data collection forms, and tests. If the
data are to be extracted from automated information
systems, a list of requested data items will be submitted.

Confidentiality and security procedures to be followed to protect
the privacy of participants which will comport with IDOC
policy on offender privacy rights.

IDOC staff may assist in carrying out research with the approval of the
Director, Warden/Superintendent, or District Director. (4-
4110)

The research coordinator will review each proposal received and
recommend to the Director whether or not the research should
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be approved. If the proposal involves a single institution or
community corrections district department, the
Warden/Superintendent or District Director shall review the
proposal, and may consult with the research coordinator prior to
granting approval or denial. (4-4112)

All research proposals will be answered within 30 days. Approvals
shall outline any conditions of approval; denials will include the
reasons.

Additional Requirements

Where applicable, persons conducting research will be informed of,
and agree in writing to conform to, statutes and policies
governing the confidentiality of information, and any other
relevant policies.

In any report of results, researchers will not use the names of subjects
or describe any offender in such detail that he/she might be
identified.

Research data of a confidential nature will be kept confidential by
researchers and all staff assisting in the research. Written
documents, records and other information of a confidential
nature will be kept in locked files in a secure area, and care will
be taken to ensure computer files containing confidential
information are inaccessible to other than the persons
conducting or assisting in the research.

The accuracy of all research data collected may be reviewed and
verified by the IDOC prior to publication of research findings.

Offender participation in non-medical, non-pharmaceutical, and non-
cosmetic research will be voluntary. Informed consent will be
obtained by researchers prior to administering surveys,
questionnaires, assessments, or conducting interviews with
offenders. (4-4113)

Research conducted will comply with any applicable state and federal
guidelines for the use and dissemination of research findings
and with accepted professional and scientific ethics. (4-4111)

Research Reporting Requirements
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Where requested, the principal researcher will prepare a brief
summary report that includes the tentative findings, and send a
copy to the research coordinator (in the case of department-
wide research), or to the Warden/Superintendent or District
Director.

When the entire project is completed and prior to its release, the
principal researcher will send a copy of the final research report
to the research coordinator (in the case of department-wide
research), or to the Warden/Superintendent or District Director.

The Warden/Superintendent or District Director will forward a copy of
all final research reports conducted in their institution or
community corrections district department to the research
coordinator.

Violations of Research Regulations

Permission to conduct the current study and any further research may
be withdrawn for violation of this policy, or of other IDOC
statutes or policies, in the course of the research.

Violations of the regulations with regard to criminal offender record
information may subject the violator to civil or criminal liability.

Employee Research and Employment-Related Publications

Research conducted by employees of the IDOC or community
corrections district departments as part of their assigned tasks
shall follow generally recognized professional standards.

Employees of the IDOC or community corrections district departments
wishing to conduct independent research will submit a written
proposal using the instructions for submission of external
research proposals prior to the beginning of the project.

Research activities conducted by employees under this section are
subject to the same requirements as external research.

Employees wishing to publish original material that includes

information gained through employment with the IDOC or
community corrections district department will submit to the
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Warden/Superintendent or District Director, and the research
coordinator, prior to beginning the project, a written request
that gives the following information:

Purpose of the project.
Planned contents of the material.

Detailed outline of the project and proposed release forms if the
proposal involves disclosure of information about specific
offenders or staff.

Identification of any proposed publisher(s) or others who will
receive the material or who might release the contents of
the material.

Proposed release date of the material, if known.

Written approval must be obtained from the Warden/Superintendent
or District Director, and the research coordinator, prior to
submission of the materials to publishers or others who might
release the contents when that material is specific to IDOC
operations.

A copy of all approved material will be retained in the IDOC Central
Office by the research coordinator.

Contents envisioned under this section includes operations, activities,
or practices of the IDOC or its staff; identifiable offenders or
records; and any other documents, records, information, etc.
gathered or maintained by the IDOC or any other related
agency.

Other Considerations

Normally offenders will not receive compensation, remunerations, or
payment of any kind in connection with a research study.
However, if the evaluator/researcher provides reason that
remuneration should be given, the research coordinator will
review the proposal to determine appropriateness, and make a
recommendation to the Director. If approved, the criteria and
format for payment will be determined.
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No IDOC employee will receive compensation, remunerations, or
payment of any kind for participation or assistance in a research
project, other than their normal salary.

Unless otherwise approved prior to the commencement of the project,
access to research data collected will be limited to the
researchers, staff members charged with filing or evaluating the
data, the Warden/Superintendent or District Director, and IDOC
Central Office staff.

- PAGE 1 -
AD-IS-04

Replaces Policy AD-1-44.
Effective: June 2005, Revised March 2007, March 2008, October 2009

- PAGE 7 -
AD-IS-04
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APPENDIX I: PARTICIPANTS’ INTERVIEWS: CODING TABLE

Emergent
Theme

Incarcerated
Individual

What was captured from Number of

Interview

Themes were
stated

Active

Total
Percentage

Ask

Hannah

Stephanie
2
8%

Curtis

Kirk

David

Jamie

John

Stephanie

Tina

It's just for teachers to be
more activewith the
students.

That got me more active
with people.

Like I said, them guys be
more activewith us.
Become activavith, with
other people.

Be more interactive in our
lives.

They never really asked
me any questions.

Call them to side and ask
them what is wrong.
Getting a lot more
attention and ask
guestion.

That is what they could
do, askthem.

They need to go and
research more and ask
more questions.
Askthem what is going
on.

Sit down and asthem
what is going on at home
*It would help if teacher
would askis one of them.
Askthem what they like.

| don't want to askfor
help in front of everybody
because | just feel stupid.
No one askethe.

No one really asked

4
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Marc

Carrie
Molly
Jacob
Tim

Natalie

Anna

Matt

Kirk

Susan

Joe

212

Just ask.

Nobody really askethe.

| am not a great one to go
askthe teacher for
something.

| didn't want to have to
askfor extra help.

You know, asthem.

| always asked guestions.

Askingif | wanted help or
askingwhy.

But nobody would ask.
Just having teachers ask
if they need help.
Asktheir students if there
was anything that they can
help them with.

If they would have asked
my opinion and worked
with me.

You can askne.

Not really because |
probably never really
asked

* askthem if that is what,
if they would like to do.
After she found a note she
askedme what was going.
| am pushing them asking
all kinds of crazy
questions and getting and
getting, getting to it.

All she did was sit at a
computer and play with
her computer and when a
child, if one of asketbr
help “figure r it out
yourself; it's not that

hard.
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Percentage

Nick

Tim

Hannah

21

84%

213

Even if she askeldwould
say | did the home work
and she would believe me
because you know | am
smart.

| would say them probably
reaching out and askinif

| wanted help or asking
why | was going down
that path.

It was hard to aslor

help.

As far as talking, asking
for help.

| didn’t like to askfor help
because | was so shy.

| really it was hard to ask
for help.

N

34

Aware

Total

Percentage

Cam

Tina

Marc

12%

They have just got to
aware,be awareof their
student.

Be just, be a little bit
more awareof him.

Just to be more aware
pay attention.

*| know there have been a
lot of teachers who was
aware.

They should probably be
more aware.

Care

Kenny

If you care if you have a
heart.

| think a lot of them, they
cared you know, because
you really can't be a
teacher if you don'’t care
you know.
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Tina

Carrie

Hannah

Joe

Mike

Cam

Stephanie

Molly

Jamie

Matt

214

Showed them that you
caredthey would
eventually come around.
It's like they tell you like
they wouldn’t care.

If you didn't, they
obviously didn’t care.

The people who really
didn’t careabout that
because we had advance
classes.

It was somebody that
acted like she cared.

If they noticed, they
didn’t care.

| feel like the teacher
doesn’t careghen why
should | care.
Caremore.

The teachers were caring.

She cared.

| mean, as far as the
teachers showing me that
they caredand stuff.

And she didn’t carabout
what us kids did.

If 1 cared more about
myself, | think 1 would
have tried to do more for
myself.

The teacher would not pay
attention if you were
asleep, didn’t care.

| think if they showed if
they _cared.

That helped somebody
that cared

| never felt like a teacher
would careor show true
interest.

If they showed true
interest and caredyou
know, we're, we see that
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Tim

Susan

Natalie

Anna

Total 16

Percentage 64%

215

something is going on.

It seemed like they really
cared

When | was a number,
when they didn’t care.
Oh, God, you should have
got this by now or when
they don'’t really care.

It didn’t seem like the
teachers really cared.

| don’t think they cared.

| was picking up that
teachers caredand |

think that’s the most
important is knowing that
you really cared.

She seemed like she kind
of caredthat she knew
something wasn'’t right.
Didn’t really carefor
school that much.

Some of them just don’t
really care. Some of them
| do feel, | do believe truly
they do_careabout your
education.

Teachers do carabout
their students a lot more.
Just having people not
pay attention to what was
going on with me so didn’t
really carefor school that
much.

They could have cared
more, they could have
acted like they cared
more.

35

Connect Kenny

They need to be able to
have a connectiowith the
student.
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Mike

Stephanie

Kameron

Susan

Matt
Total 6

Percentage 24%

You are not going to be
able to_connecdhat well,
you know.

Getting me_connectesb
by connectegou are
meaning what would kept
me out of trouble.

But | feel like if | had that
connectiorwith her if
something was going on
there.

| connectbetter, | will
open up.

Anything hands on that
gets the class connected.
| felt more_connected
proud of my school, you
know.

Just with that connection
and helping each other
out and feeling more
comfortable with classes
and stuff.

If I could connectore
with teachers.

10

Fun Cam

Kirk

Make funfor them if it
were funfor them.

Just make it a little fun
mean, not all life is going
to be_funbut some things
have got to be fyrbut me,
I like to have funl guess.
| liked school. It was fun

| had more furthen, | was
going, doing good, got
good grades.

I mean, make it fun, try to
make it more fun.

Make it more funmake it
to where it's—you know--
or give them a goal to

www.manaraa.com



217

like.
What you have to do to
make work funhow to
make it not look like its
work.
Anna Lot funner It's got to be 4
funner | know it sounds
funny, but funnefor
school to want to go to
school. | know it's not
supposed to be about fun
all a time but it does now
more so than even when |
was in school.
Joe But other than that | think 1
school was fun.
Jamie If they would show that 2
how funit is to get good
grades.
If they didn’t make
learning so boring, made
step in and make

everything fun.
Susan Whenever they made it 1
fun, that was when | was
allin it.
Molly It taught us all kind of 1
how to have fumogether.
Total 7 20
Percentage 28%
Hands-on Cam They][class] was actually 1
hands-on.
John | think getting to use like 1
my _hands.
Kameron More hands onlf | would 2
have had more hands-on
type stuff.
Joe The_hands-on 1
Hannah | think they could have 5

done more hands-ostuff.
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Percentage

Tim

Anna

Jamie

Susan

Amber

10

40%

218

Be more hands-gmave
more_hands-ostuff.
Hands-onyou learn
better when you have
hands-orrather than just
paper work all the time.
But | like more hands-on
work.

| think more_hands-on
doing.

* | like a lot of hands-on
and it helps you learn
better.

There is hands-orYou
know, there is different
learners.
_Hands-onearner.
Hands-on sit down
hands-on with him, let him
know.
Anything_hands-othat
gets the class connected.
More visuals, hands-on.
Finding good answers or
projects for visuals, more
visuals,_ hands-gri just
soaked that up.

| am more hands-on.

15

Help

Marc

Reach out and helgome.
Can we can we helypou, |
think that would have
probably been more
helpful.

| need_helphere or | need
helpthere.

| would probably say
what_helpedne grow was
memory.

Just bring people together
to try and_helpne
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another.

They can try and helpou

to the best they can.
Hannah | see your struggling do 10

you need some help.

My teacher doesn’t care

about_helpingme.

| didn’t like to ask for help

because | was so shy.

Yeah, it always helps.

It was hard to ask for

help.
| really it was hard to ask

for help.
As far as talking, asking

for help.

Think it was just really
just being around, being
able to_helpsomebody.

It should be important to
teachers to helgheir
student get good grades.
Should have, want to help
their student get to school.

Kirk Maybe_helpme out to 6
where | could understand
stuff.
Had they was there to
helpme.
They would just try to
help.

Ffamily-wise and teacher-
wise and you know with
helpand stuff.

It helpedme.

They helpedne.

Jacob The program at school 7
that helpedne get my
scholarship.

| think it helpedme grow
academically.

| think that_helped/ou

with your people skills
You had to talk to them
and they would helgou.
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Cam

Tim

Jamie

220

| think maybe school
helped me with my study
habits.

| don’t think that really
helpedme, you know, get
anywhere.

Being a minority, | guess,
you know what | am
saying, which_helpedne
quite a bit.

A different teacher that
would helpwith all

subject.

* | remember her_helping
me study for a social
studies test.

He tried to helpme out a
lot.

Offering them [students]

help.
Really didn’t do anything

to help

| was_helpingout the
janitor and | got credit for
that, going and helping
her for an hour. If you
would like_helpmaybe do
a intervention to helgou
get away from that group
then maybe.

| think they would have
more that would have
helpedyou know.

She just helpemhe and |
got my diploma in
honorary absence.

But | also_helpedher with
community service.

My teacher, who helped
me graduate.

She was able to sit down
with me and whatever |
needed helpn.

That helpedsomebody
that cared.
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Stephanie

Curtis

Matt

Kenny

221

Ms. Madison absolutely
helpedme with grammar
and stuff.

It would helpif teacher
would ask is one of them.
Even if it was an elective
she always helpeqhe.

She would helpe and
there is a couple staff like
that.

But some of them have
helpedme grow up.

Who would help me?

We just really want to
help.

| felt like they were more
into punishing me rather
than helpingme.
| will be here to helyou.
To try to_help.

Help us to trust you to see
that this is what we need.

But something has got to
help something has got to
change and here is how |
am willing.

She helpsvith things like
that.
| get frustrated and then |
don’t want nothing to do
with it and it_helpedne
understand that.

It was like it_helpedne a
little bit.

He helpedne with it and
so | knew that they knew
that | knew what | was
doing.

Everyone trying to help
Come up with the best
ideas of how to be able to
sit back and helghis
child.
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Tina

Nick

Mike

Molly

222

| didn’t really get the help

| needed at home.
You_helpedne get it
going.

You know | don’t mind
having somebody else
helpme do my bookwork
or cover, covers if for me
when | am gone.

It helps you deal with your
feelings.

They helpegou know,
they were really good to
helpme.

Public Schools were
required to_helpme with
my education so they sent
me a bunch work.

| learned a lot of that |
also did printing and stuff
like so |_helpedim.

It helped me be organized,
personal and social
behaviors.

| could go to that
classroom and that helped
with people who had
maybe ADHD.

They helpedis, helped the
girls that were in that
group.

Helpedthem learn how to
focus a little more.

He helpedne find a lot of
information on college
and look at some of the
other viewpoint.

Like the Young Women'’s’
Resource and stuff helped
you.

Helpedme learn to how
to trust people.

It helpedme focus on
because like being in high
school.

16
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It helpedme like with
health class knowing.
when something is wrong

It helpedme look at not
judging people.

He goes way out of his
way to helpus and it is
awesome.

I would have got more
involved, asked for more
helpwhen | was
struggling.

Do you need helpl see
that you are doing this?

Come in for that little bit
if they need helpr
offering tutors.
| am not getting this,
would you helgne with
it?

Because it is stuff that
could helpa lot of kids to
get them involved.
| think if they paid more
attention to things like
that and give them extra
help.

Natalie Wish they would have 6
seen what was going on
and offered to help.

Just having teachers ask
if they need help.

Ask their students if there
was anything that they can
helpthem with.

Why they wouldn’t help
or what was going on with
them.

They are taking the time
to helpus over this stump.
Help them work out their
problem.

Joe All she did was sit at a 17
computer and play with
her computer and when a
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child, if one of asked for
help“figure it out
yourself; it's not that

hard.
Would bend over
backwards to helgou.
And helpthem focus.
Somebody come over and
helpme all the time and
have to take notes.

The school helpeche
grow.

Stuff like that that

actually helpedyet

student jobs.

That it did it_helped/ou

get you ready for junior
high.

| think that it would help
them focus more on, |
guess what is getting to be
my last, my last four years
of school.

Think it would_helpt. It
helpedme figure out a

little bit more who and
what was ahead of me.
Find helpg well, if | don’t
find help guess what | am
going to keep coming
back.

Instead of helpinghe

kids and walk around and
helpthe kids, all she did
was sit at a computer and
play with her computer.
How can you helpe
understand this?

Excuse me, can | get some
help.

They would helmpne like
with math and stuff.

| really it was hard to ask
for heb because there was
such big classes it seemed
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Kameron

John

David

Susan

225

like you know.

If they had been helping
me.

Help out the teens or
youth that are kind of
behavioral issues.

You can't reach them,
can't helpthem.

Students would need more

attention or more help.
You ain’t getting as much
helpas you was like in the
first beginning of schoo.l
It helped you a lot
because not only did it
helpedyou motivate, it
motivated to keep thinking
and you keep wanting to
be doing stuff.

She never had the hedb
like the principal.

The principal was on our
side in our freshman year
they helped.

She do wanted to helut
due to principal telling

her to start doing her job.
It is like when you need
extra_helpand when you
feel like you get it.

| want you to point out to
me to_helpme figure out a
better way to helpnyself
and stop, Ume out to stop
smoking.

That we built bonds when
we worked together and
stuff and that way later on
in life helped.

| tried to figure out a way
that would have helped
me.

You know, you helpex

lot.

Just with that connection
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Percentage

23

92%

226

and_helpingeach other
out and feeling more
comfortable with classes
and stuff.

132

Listen

Cam

Curtis

David

Sam

Jacob

Kameron

| think if they [teachers]
listen.

| would just listenedio
him and stuff.

By listeningto what | have
to say.

| listenedto what other
students had to say,
listenedto teachers and
stuff.

They weren’t trying to
listen.

Just doing a job. If you
listen,you listen.

Just try to learn more,
listen.

It was hard for me to
listenwhen | am upset
about something.

| think when a teacher
listensto a student, it
makes a student more
vocal.

The key to learning is
listening

If you don’t listen you
don’t learn.

| think my teachers at my
high school were pretty
cool on_listeningo the
kids.

If they would have listened
more.

If I listenedl could learn
but when | didn't listenl
usually didn’t apply
myself to the listening.
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Like they would get strict
with me and | would
totally just break off from
listeningto them.
Matt | think that they would 3
have listenedo me if |
would have taken the
situation differently.
She listenedtio me a lot.
We are going to be more
likely to listento them.
Molly Listen if you see that 4
something they are
struggling with.
If they had listenetb
them.
Because you have made it
this far so why should we
stop and listemow.
Some of them just needed
to listenmore.
Kenny There were a few select 1
teachers that actually
cared to sit down and talk
to me, you know, or listen

to me.

Nick The principal wouldn’t 1
listen.

Jamie They also have to know 1

that are the other half of
the class that are listening
that are wanting them to
interact.

Kirk But it would be nice to be 3
heard(Listen).

He would want me to
listen.

| wish | would have
listenedto them.

Anna They need to be more 1
observant and more open
ears(listen).

Mike He listened. 1
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TOTAL 14

Percentage 56%
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33

One-on-One Kenny

Matt

Carrie

Nick

Stephanie

Anna

More of a_one-on-one/ou
know.

But if they would have
given more one-on-one
time.

| was afraid to ask the
teacher for_one-on-one.
help because | felt stupid.

Let him tell a joke—even
if he is cursing, it is a one-
on-one.

Whether it be one-on-one
or as a group.

It is hard to work with
every student one-on-one.
More one-on-one.

It is hard to work with
every student one-on-one
If we had more like one-
on-onetime of if they were
goingtodoitas, as a
whole.

To find somehow, find
one-on-onewith you.

That teacher loved me
because she spent one-on-
onetime with me.

On- on-oneexplanation of
the importance of what the
school is.

They were more like one-
on-onewith him.
| would get nervous a lot
when there was a lot of
people around so more
one-on-one.

One-on-oneas a big thing
because it makes you feel
more in your comfort
Zone.
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Jamie

Kirk

Kameron

Natalie

Amber
TOTAL 11

Percentage 44%
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The teacher feels willing
to have the time to sit
down_one-on-one.
One-On-Oneawith the
teachers and stuff.

*They would give you
one-on-ondime.

Just more one-on-ortgpe
things.

| strongly believe that if
teacher did more one-on-
one.

We sit one-on-onand
she talks to me, | really |
strongly believe that if
teacher did more one-on-
one.

| am all about that one-o-
onething.

23

Pay Attention Cam

John

Carrie

Molly

| needed more attention.

Maybe attract their
attention.

Didn’t pay attentiorto the
task at hand, you know.
They wouldn’t pay any
attention b me at all.
They gave special
attentionto the others
Just_pay attentiomore
and when they notice
things.

| just couldn’t_pay
attentionto follow what
they were saying.

If they [teachers] really
turned and paid attention
and watched behaviors.
The teacher would not

pay attentionf you were
asleep, didn’t care.
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Kenny

Jamie

Curtis

Natalie
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| think if they paid more
attention b things like
that and give them extra
help.

They paid attentioto all
the bad things you had
done.

You are not paying
attentionto them.

My opinion of pay
attentionunderstands or
pay attentiormeans, you
know what | mean, you
kind of, you see the little
things that they do and
you just, you pay attention
to it.

If somebody would have
sat back and paid
attentionon what was
going.

You have just got to be
able to understand and
pay attentioryou know.
She was, she was very,
very attentivevhen |
talked to her.

Paying a lot more
attention.

Getting a lot more
attentionand ask
question.

*Then just having people
not pay attentiorto what
was going on with me.

It hurt a lot but | couldn’t
get nobody to pay
attentionto me.

Some of my teachers
didn’t really pay attention
that much.
| think teachers should
pay attentionwell not_pay
attentionbut ask their
students if there was
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anything that they can
help them with.

Tina Just to be more aware, 1
pay attention
Cam Like being able to observe 1
this student may need a
little more attentiorto this
person.
Anna They need to pay more 1
attentionreally.
Susan And l as long as | am, it 2
was hard for me to pay
attention.
| just couldn’t_pay
attentionto the reading.
TOTAL 13 29
Percentage 52%
Reach Out Marc Reach outand help some. 1
Tim | would say them probably 1
reaching out.
Stephanie  If they would have 1
reached outo me.
Kenny | don’t think that | was 1
really trying to_reach out.
Susan There is different things 1
you can reach oubr.
TOTAL 5 5
Percentage 20%
Small Groups David | like to work as a group. 1
Tim Team upwith different 1
partner, more use of
socializing, interacting
(small group).
Amber Being in a_ grougyou can 1
get other people’s
outlooks, maybe.
Nick Smaller, smaller 1

attendance population
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Percentage

Stephanie
Hannah

Susan

28%
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(Group).

Smaller groupstoo, like

10 to 20 students, man.

If we had smaller
classroomsGroup).
*Maybe break down in
little groups(small).

* they need to break down
into smaller classeand
stuff.

Support

TOTAL

Percentage

David

Natalie

Joe

Susan

16%

If they just supporéach
student, each student the
way they supportethis
family.

Support.

| really think the positive
support

| think they could be there
more_supportive.
Anything that would have
helped you and support
you in school.

Understand

Sam

Jacob

Matt

Try to understanthem
[students].

Get better understanding
from the students.
They just didn’t
understandBut | didn’t
understandhat stuff.
Make them understand
you know.

More on the right path
toward learning and
understandindhow and
why | am going to need
these things in my life.
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Susan

Jamie

Nick

Cam

John

Kenny
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That_understandig, you
didn’t even have to really
know what was going

on, but your
understanding.

She would get really
frustrated because we
weren’'t understanding.
Just an understanding
like, letting them know,
Hey, | understantiome
life is not right.

It mattered if you got it or
not you know and if you
didn’t understand.

They couldn't understand
why some of us were
getting bad grades, well,
we all learned differently.
They don’t understand
how great knowledge is.
They know their parent
think school is important
but they don't understand
why

| don’t know, some, some
might do_understand
where | am coming from.
I would like to say just
understandingf going to
that extra mile trying to
understandhem maybe
going back to pressing the
issue.

| understandt. I really,
really enjoy it but when |
don't, | get frustrated and
then | don’t want nothing
to do with it and it helped
me_understanthat.

| think that they just need
to understana little bit
more before they start
acting like what they say
IS true.
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Joe

Molly

Amber

Natalie

Anna

Stephanie

Tina
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You have just got to be
able to_understandnd

pay attention you know.

| don't understandhow
can you help me
understandhis?

It just means there could
be something you are not
understandig or you are
having trouble with.
Something is going on
with them or they are not
understandingt because
being, down there is a lot
like school.

If there is something |
don't understando | were
to raise my hand you are
trying to get through a
learning process with that
whole group, so maybe
that individual time.
Sometimes and then when
I would go in and try to
explain a situation they
would just look at me as |
was one of their
troublemakers; they didn’t
understand

Understand need help,
the class and stuff or
maybe go over, back over
the information to help
them learn.

Yeah, to talk to us and to
get to know us,
understandus, and like
they can just tell by the
way we act or react what
is going on in my life and
my education.

If they just didn’t take the
time to sit a kid down and
try to figure out, | mean—
understandhem.
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David

Tim

Curtis

Carrie

Hanna

Kirk
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| want you to point out to

me to help me figure out a

better way to help myself
and stop, helping me out
to stop smoking. Listen to
what I'm doing and
understandhat you can
help me.

| was smoking a
marijuana and seen my
assistant principal and he

looked over at me and just

shook his head, gave us
suspensions and no more
trips to Burger King. He
never really took the time
to help or_understand/hy
we did it.

| think if they would, |
would have seen this |
would have been all right.
So | [the teacher]
understandvhat you are
saying.

| didn't think that they had
time to sit and teach it to
me on my own because
they didn’t understanche.
That is why | would go
and copy off other
people’s work.

It shouldn't be just
important to student to
have good grades, but it
should be important to
teachers to help their
student get good grades.
Ya know, to understand
how they learn.

If you had a problem, Mr.
L, he always said if you
had a problem you could
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Kameron
Mark
Mike
TOTAL 25
Percentage 100%
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come to him and he would
work with you. He tried to
understandkids.

like you come here and |
seen like Mr. Johnston,
you know, he came up and
talked to me. He tried to
understanchow | was
doing. | mean, and | know
at that time he seen me, |
probably weighed like a
hundred pounds,
everythin.g

Who knows if they did or
they didn’t because they
never said? They never
took the time to get to
know me or understand
me.

| would have reacted
different and they, then
they would have. | think
they were good teachers,
they just didn’t
understand.

40
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Appendix J

Perceived Academic Preparedness of Participants

Name TAG SPED REG At-risk Overall
perception
Amber 0 0 0 1 no
Natalie 0 0 1 0 no
Susan 1 0 0 1 yes
Molly 0 0 0 1 yes
Anna 0 0 1 0 yes
Stephanie 1 0 0 1 yes
Tina 0 0 1 0 no
Jamie 1 0 0 0 yes
Carrie 0 1 0 0 no
Hanna 0 1 0 0 no
Kenny 0 0 0 1 yes
Kirk 0 1 0 0 yes
Jacob 1 0 0 0 yes
Matt 0 0 0 1 no
Kameron 0 0 1 0 yes
Marc 0 0 1 0 no
Mike 0 0 0 1 no
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Cam 0 1 0 0 yes
Nick 0 0 1 0 yes
Steve 0 0 1 0 yes
Tim 0 0 1 0 yes
Curtis 0 1 0 0 no
John 0 0 1 0 yes
Sam 0 0 0 1 no
Joe 0 1 0 0 yes
TOTAL 4 5 9 8 60% or 15-yes

40% or 10-no
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Appendix K

Perceived Personal/Social Behavior PreparedneBartitipants

Name School Home Agency Activity Overall
perception
Amber 1 0 1 1 yes
Natalie 0 0 0 1 no
Susan 1 1 0 1 yes
Molly 1 0 1 1 yes
Anna 0 0 0 1 yes
Stephanie 0 0 0 1 no
Tina 0 0 0 0 no
Jamie 1 0 0 1 no
Carrie 0 0 0 0 no
Hanna 0 0 0 0 no
Kenny 1 0 0 1 yes
Kirk 1 0 0 0 yes
Jacob 1 1 0 1 yes
Matt 0 0 0 0 no
Kameron 0 0 0 1 no
Marc 0 0 1 0 no
Mike 0 0 0 1 no
Cam 1 0 0 1 yes
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Nick 0 0 0 1 no
David 0 0 0 1 no
Tim 0 0 0 0 no
Curtis 0 0 0 0 no
John 0 0 1 0 no
Sam 1 0 0 1 no
Joe 1 0 0 1 no
TOTAL 0 2 4 6 40% or 10-yes

60% or 15-no
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Appendix L

Perceived Career Education Preparednesarti€ipants

Name School Home Agency Activity  Overall
perception
Amber 1 0 0 0 yes
Natalie 0 0 0 0 no
Susan 0 0 0 0 no
Molly 1 0 0 0 no
Anna 0 0 0 0 no
Stephanie 0 0 0 0 no
Tina 1 0 0 0 yes
Jamie 0 0 0 0 no
Carrie 0 0 0 0 no
Hanna 0 0 0 0 no
Kenny 0 0 0 0 no
Kirk 1 0 0 0 yes
Jacob 0 0 0 0 no
Matt 0 0 0 0 no
Kameron 0 0 0 0 no
Marc 0 0 0 0 no
Mike 1 1 0 0 yes
Cam 0 0 0 0 no
Nick 0 0 0 0 no
David 0 0 0 0 no
Tim 1 0 0 0 yes
Curtis 0 0 0 0 no
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John

Sam

Joe
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no
no

yes

TOTAL

o AJLb

0

24% or 6-yes

76% or 19-no
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