“Schools can hecome healthier
places, where anger and

alienation will be replaced by

positive and pro-social attitudes
and behavior among all students.”

=Kevin Dwyer, Assistant Director,
National Association of School Psychologists




VIOLENCE PREVENTION

VIOLENCE PREVENTION
SAFE SCHOOLS INFORMATION BRIEFS

The intention of the set of information briefs contained in this section of the Handbook is
to provide brief concise reviews of strategies and programs that are associated with
fostering healthy personal-social development of children and youth and, in turn, with
making schools safe. The information briefs, which are reproducible, draw upon the most
current thinking of researchers and professionals on the various topics that they address.

The section begins with a set of briefs that provide a conceptual overview of the approach
taken in this guide. The subsequent briefs then present a picture of the kinds of programs
and services that school districts and communities can put in place to prevent violence and
other types of student problem behaviors and to build the assets necessary for the healthy
development of our young people.
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Continuum of Programs and Services

In order to foster the healthy social, emotional, intellectual and behavioral development of Iowa’s children and youth and
to prevent the development of problem behaviors such as violence and substance abuse, schools join community partners
to provide a continuum of programs and services to meet the many needs of students and their families. Research shows
that the promotion of positive youth development for all kids, along with prevention and early intervention efforts,
reduces the number of kids who will experience moderate or significant social, emotional and behavioral problems. The
provision of a continuum of effective programs and services is an investment in our future.
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Miller & Clark, 1999

The diagram of a continuum above shows the relationship between the intensity and complexity of student problems and
the array of services that needs to be developed to prevent and address problems. The top of the model indicates that
most students do not experience significant social, emotional, or behavioral problems. Students who experience mild to
significant problems are relatively fewer in number. For those who do experience problems, the number of targeted
resources needed to address the problems increases considerably. The bottom of the model shows the corresponding
types of programs and services that must be in place in order to respond effectively to this range of student needs. The
model can serve as a guide to schools and communities as they develop the necessary components of a full continuum of
programs and services that ensures that the right service is delivered to the right student and his or her family at the right
time.

Youth Development programs support the healthy social, emotional, and behavioral development of all students. Youth
Development, primary prevention, is the ongoing growth process in which all youth strive to: 1) meet the basic personal
and social needs to feel cared for and to be safe, valued, useful, and spiritually
grounded and 2) build character, skills and competencies that permit functioning and
contribution in daily life. Universal positive youth development strategies address the
entire school population with messages and programs aimed at building skills and
preventing problem behavior. Strategies that promote healthy lifestyles, build social
competence and character, empower students through leadership development and
involvement with adults in decision-making, and engage students in service to their school and community are examples.
These strategies will be sufficient for 80 percent — 90 percent of the student population.
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Risk-Focused Prevention efforts, also known as secondary prevention or specialized group interventions, target
specific high-risk behaviors that atfect some students. Students at risk for problem behavior represent about 5 percent —
15 percent of the student population. Risk-focused prevention strategies target subsets of the
total population that are deemed to be at-risk for problem behavior by virtue of their
membership in a particular population segment--for example, dropouts, students who are
failing academically, or children of adult alcoholics. Risk-focused prevention targets an
entire subgroup regardless of the degree of risk of any individual within the group. One
individual in the subgroup, for example, may not be at personal risk for substance abuse,
while another person in the same subgroup may be abusing substances. The prevention
program is presented to the entire subgroup because the subgroup as a whole is at higher risk for substance abuse than
the general population. An individual's personal risk is not specifically assessed or identified and is based solely on a
presumption given his or her membership in the at-risk subgroup. Risk-focused strategies may include mentoring,
substance abuse and violence prevention curricula, alternative and after school programs, and teen pregnancy prevention
programs.

Early Intervention efforts, such as student assistance teams, provide a way to respond to students who are experiencing
a variety of social, emotional and behavioral difficulties. Early intervention strategies are for individual students who

are showing beginning signs of problem behavior, such as falling grades, disruptive
behavior, smoking, and consumption of alcohol and other gateway drugs. The mission of
early intervention is to identity these individuals and target them with special programs. The
aim of early intervention is not only the reduction in the problem behavior, but also reduction in
the length of time that behavior continues, delay of onset of the problem behavior, and/or
reduction in the severity of the behavior. Early intervention strategies may include building
or student assistance programs, positive behavior supports, school-based services,
curriculum adaptations and moditications, etc.

Intensive Individual Interventions (also known as tertiary prevention) must be available for
the small number of students (1 percent — 7 percent) whose difficulties are chronic,
significant and complex. Some of these students may receive these interventions in special
education and some may require other school-based services such as counseling in
conjunction with community mental health services or other social services. [Intensive
individual intervention strategies are intended for students who exhibit significant, complex
problems. Such strategies may include the wrap-around process, multi-system approaches,
substance abuse treatment, etc.

In the process of addressing the social, emotional, intellectual and behavioral needs of students, best results are achieved
when programs and services are designed to be in place and readily accessible at all points on the continuum. Good
youth development programs will not address all of the needs of those students who will develop mild, moderate, or
significant problems. The availability of effective intensive and individualized interventions for students with
significant, complex problems are necessary when prevention efforts are not sufficient.
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Violence Prevention

Information Brief

After each school shooting, the most often posed question was “Why?” followed by “Could they have prevented it?”
Lessons learned indicate that there is no single explanation of the cause for the shootings, nor is there a simple answer
for what to do to prevent future tragedies. Nevertheless, there is a great deal of knowledge about what works and steps

that schools can take to increase the likelihood that

“it will never happen here.

”

A plan for creating a safe school is

complete only when it includes a comprehensive violence prevention program with a crisis management plan that
includes strategies for preparedness, response, and recovery.

“All the crisis planning in the world can never
truly prepare a school and community for the
trauma associated with the violent death of
children. This is compounded when the violence
is perpetrated by another child or adolescent on
a school campus.”
- Karen Kleinz, NSPRA
National Association of Elementary School Principals

INTRODUCTION

During the 1999-2000 school year, 3.5 percent (13)
of Iowa school districts reported 20 disciplinary
actions taken against students for carrying firearms
to school. By the same token on the 1999 lowa
Youth Survey, six percent of students from 329
school districts reported that they had carried guns
to school in the last 12 months. Although national
statistics show a decreasing trend in overall violence
in schools, two areas have raised the question, “How
sate are our schools?” Both have received national
attention — school shootings and bullying. In order
to address these issues, allay the fears of students,
school personnel, parents, and the public, and create
a school environment that supports teaching and
learning, there is an array of effective prevention
and preparedness strategies that schools can
undertake to meet the challenge.

“In the longer term, we will be searching for
answers, none of which will be easy. Answers
must come from our families, our faith, our
communities, our schools and our neighborhoods.
I am convinced that one of those answers must be
to listen more closely to what our children are

telling us.” = Drew Edmundson
Oklahoma Attorney Genera

The prevention strategies described in this brief are

based on the following premises:

e Day-to-day minor disruptions and incivility can
escalate into serious, life-threatening violence.
Because there is a relationship between minor
disruptions and serious violence, it is critical that
schools do all they can to reduce the risk posed by
daily disruptions.
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e Violence is preventable:  The sudden eruption of
unexpected violence in each of the school shootings and
their apparent unpredictability may cause some to
question whether or not such violence is preventable.
There is no guarantee that schools will be violence free
i they implement comprehensive prevention programs.
However, on the average, those with such programs
will see a reduction in disruptive behavior and will
lower their chances for serious violence.

“The intensifying and automatic use of punishment
as opposed to prevention of misbehavior and violence
in schools, makes the schoolhouse toxic for too many
children.”

- L.A. Hyman & P.A. Snook

”

e There is no “silver bullet.” The initial response by
schools to the recent shootings was to take immediate
*quick fix” solutions by installing metal detectors and
surveillance cameras, expanding zero tolerance
suspensions and expulsions, profiling students thought
to be potential perpetrators, and adopting school
uniforms. While these strategies may provide short-
term solutions, they do little to yield long-term and
meaningful results. There is little to no data supporting
any single strategy to keep schools safe. Instead, the
most effective programs are comprehensive, multi-
strategy approaches.

e Lffective prevention requires ongoing planning and
commitment. Programs that effectively address school
safety issues are the result of ongoing commitment and
collaborative planning. No strategies can be effectively
implemented without the full involvement of and
cooperation with students, families, and community
members.

THE PREVENTION OF SCHOOL VIOLENCE

Characteristics of Prevention Strategies
The natural reaction of school administrators to the recent
incidents of school shooters was to take steps to secure
their schools, giving themselves, their students, parents,
and communities the perception of safety. To address
their feelings of vulnerability, many invested in the
purchase of expensive security devices such as metal
detectors, identification card scanners, and surveillance
Success4
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cameras.  Still others hired security personnel to
guard their campuses.

“What schools are doing is creating condition
that are comparable to prisons. It’s based on
fear, and it’s an understandable reaction given
the circumstances, but the problem is that they’re

not looking at other solutions.
- Renate Nummeia Caine, Professor Emeritus
California State University, San Bernadino

Such actions have raised concerns among experts in
violence prevention. While they acknowledge that
there may be a role for such actions, they also
caution that when administrators define school
safety as the absence of serious violent behavior,
policy makers and other stakeholders may
mistakenly adopt expensive, narrowly focused
strategies such as investing in security technology
without addressing school climate (Sprague and
Walker, 2001). They warn that the prison-like
atmosphere created by such measures can have a
negative psychological impact on students and on
the learning environment (Easterbrook, 1999).

“Although necessary and appropriate, law
enforcement and technological supports need to
be balance with the overall mission of schooling,
which is to promote academic excellence,
socialization, citizenship, and healthy lives for our

children.”
- J. Sprague & H.M. Walker

Robert Linquanti and BethAnn Berliner of the
Western Regional Center for Drug-Free Schools and
Communities have created a system for categorizing
violence prevention strategies that may help
administrators achieve a balanced approach. They
begin by dividing strategies into three categories:
“Responding to Emergency,” “Moving Away from
Crisis,” and “Preparing Today for the Future.” In
turn, three dimensions — temporal, behavioral, and
focal — define each of these categories.

Temporal  represents  the  timeframe  for
implementing and expecting benefit from a given
strategy, from immediate results to long-term
benetits.

Behavioral identifies the locus of control inherent in
the strategy. Short-term  crisis management
strategies typically rely upon controls external to
and independent of the responsibility of the student.
On the other hand, strategies that teach students life
skills and that have a lasting impact on their
attitudes and behaviors develop self-control and
self-management that rely on an internal locus of
control.

Focal refers to the scope of a strategy, whether it is
narrowly focused for a specific purpose, such as
metal detectors specifically targeted to reduce the
number of weapons brought onto school grounds, or
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creating a positive, inclusive school climate and culture
through school-wide approaches.

For an example of this categorization of strategies. see the
table on page 4 of this information brief.

Violence Prevention Strategies

There is no single solution to school violence.
Consistently, programs that effectively reduce violence
are proactive rather than reactive and use multiple
components to successtully address the complexity of
school disruption and violence. Five steps should be
included in each initiative.

1. Secure the school.
Environmental Design - The physical layout of the school

and grounds rarely receives consideration when
addressing  school  safety
issues. Yet  today’s “...an ounce of

architectural knowledge and
techniques can  enhance
safety and improve security
in the design and retrofitting
of  schools. Creative
environmental design can improve the smooth operation
of a school, prevent interpersonal conflict, and reduce
opportunities  for  vandalism, violence, and the
victimization of others (e.g., bullying and harassment).
Such thoughttul planning can be cost-effective and make
schools ““cathedrals of learning” rather than “fortresses of
fear” (Edwards, 2000).

prevention is
worth a pound of
metal detectors.”
-Linda Lantieri

Other strategies that help secure the school are closed
campuses, identification badges, improved
communication systems, confidential reporting systems,
use of school resource officers, and increased supervision.
Target hardening schools with metal detectors and
surveillance cameras also may be used although there is
no evidence to date of their effectiveness in preventing
school violence.

2.Address the peer culture and its problems.

An important target of prevention etforts should be the
peer culture if schools are to be successful in becoming
safer, more civil environments. “The norms, actions,
beliefs and values of a broad sector of today’s peer culture
are socially destructive and demeaning” (Walker, 2001).
As young people try to negotiate the complex and
difficult task of gaining acceptance among peers, there are
some who do not “fit.”

Bullying and harassment are often the modus operandi of
this toxic peer culture, resulting in isolation and rejection
of a youth seeking his or her place. Unfortunately, peers
often encourage such behavior and adults tacitly support it
by not responding. Although changing this culture is a
formidable task for which a school is not solely
responsible, schools are a primary place, in addition to the
family, that can address it effectively. Programs that
create a positive peer culture of caring and civility hold
Successd
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promise for achieving this result. Such programs
include the Resolving Conflict Creatively Program,
Second Step, the Anti-Bullying Program, Bully
Proofing Your School, Steps to Respect, By Kids,
For Kids, and Not My Friends, Not My School.
School-wide discipline programs that establish
behavioral expectations and predictable, consistently
implemented rewards and consequences can become
the context for practicing lessons learned in
instructional programs.

3. Involve parents in making the school safer.
Parents, like school personnel, are concerned about
the safety of schools. They have a great deal to
offer in making that environment safe. Parent
involvement can begin at home where parents can
teach their children nonviolent ways to handle anger
and to deal with conflict, especially bullying. In
addition, parents can strive to provide their child
with consistent discipline and supervision.

4.Create a positive, inclusive school climate and
culture.

Although much of the attention regarding school
violence has been on the characteristics of the
perpetrators, Sprague and Walker (2000) identify a
variety of school practices that are factors in the
development of antisocial behavior and potential
violence. These include 1) poor instruction that
contributes to academic failure; 2) failure to
individualize instruction to adapt to individual
differences; 3) failure to assist students from at risk
backgrounds to bond with the schooling process; 4)
inconsistent and punitive disciplinary and behavior
management practices; 5) unclear rules and
expectations for appropriate behavior; failure to
correct rule violations and reward adherence to
them; and 6) lack of opportunity to learn and
practice  prosocial  interpersonal and = self-
management skills.

The challenge is to create a school culture that is
based on positive values about how we treat each
other — staft to staff, staff to students, student to
student, and students to staff. Among these values
are civility, integrity, caring, and respect. The
research of Gottfredson and others shows that

LEARN MORE ABOUT IT:
e  Web sites:

environmental strategies that promote a positive, inclusive
and accepting school climate are key components for
addressing violence in schools.  Strategies proven
effective in creating such a culture are proactive school-
wide discipline systems, systematic social  skills
instruction, academic/ curricular re-structuring, early
screening and identification of antisocial behavior, and
behaviorally based interventions. Universal approaches
that train and encourage the entire school population to
stay in control of their anger and responses to conflict are
beneficial to the entire school community.

“...what we do in our schools on a day-to-day basis
in terms of discipline may be related to serious
crime and violence.”

- R. Skiba and R. Peterson

5.Develop a written school safety and crisis response
plan.

School safety plans include both the strategies for
prevention that may be incorporated into the district’s
Comprehensive School Improvement Plan (CSIP) and a
crisis management plan that includes preparedness, crisis
response, and recovery procedures for a wide range of
potentially dangerous situations. Although we may not be
able to predict when or where a violent incident will
occur, we can be prepared to deal with it when it does.
School districts should involve a safety team that is
composed of administrators, teachers, building support
statf, students, parents, law enforcement, community
emergency management personnel, and law enforcement.
The team should disseminate plans widely accompanied
by comprehensive training to ensure proficiency.

SUMMARY

Although there is no guarantee that any single act of
violence in a school can be prevented, it is clear that
schools can implement an array of strategies to avert such
tragedies. Experts tell us that comprehensive prevention
programs that include short, medium and long term
strategies ranging from crisis management plans to the
changing of school cultures have great promise for
reducing the likelihood for such occurrences. By
implementing comprehensive programs that improve the
overall school climate, we may be able to reduce the risk
for serious, violent behavior and, at the same time,
improve the environment for learning.

— Indiana Educational Policy Center: http://www.indiana.edu/~iepc/

— Institute on Violence and Destructive Behavior: http://www.uoregon.edu/~ivdb
o In this Handbook: See “Success4 Critical Elements,” “Inclusive Schools Communities and Schools,” (a vision of the
State Board of Education), the information briefs in this section, and the Crisis Management planning section of this

handbook.
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A Menu of Options for Making Schools Safe

Developing Life Skills and Attitudes

Temporal: Long-Term

Behavioral: Internal Control

Focal: Youth Development & Risk-
Focused Prevention

Intervening Before Crises

Temporal: Medium-Term
Behavioral: Shared Control
Focal: Early and Intensive Intervention

Responding to Emergencies

Temporal:  Short-Term
Behavioral: External Control
Focal: Crisis Intervention

Behavior Skill Development

Design, Use and Supervision of School
Space

Crisis Management Plans

Character Education

Proactive School-wide Discipline
Practices

Collaboration between school and
community crisis responders

Service-Learning

Problem Solving Teams (BATs, SATs)

Security and Surveillance Equipment

School Resource Officers (SROs)

School Liaison Officers

Security Personnel

Peer Group Strategies

Alternative Education Programs

Threat Assessment

Youth Involvement/Youth Empowerment

Wrap Around Services

Student Identification and Dress Codes

Restorative Justice

Support Groups

Zero Tolerance Policies

After School Programs

Family Assistance Programs

Mentoring

School-Based Services

Parent Involvement

Asset Development

Multi-Cultural Education

Adapted from R. Linquanti, & B.A. Berliner, Rebuilding Schools as Safe Havens: A Typology of Selecting and Integrating Violence Prevention Strategies

S

Western Regional Center for Drug-Free Schools and Communities

‘.
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Information Brief

Safe Schools

Not so long ago, the concept of “safe schools” caused school leaders to concern themselves with school safety patrols,
fire and tornado drills, and hall monitors to supervise gum chewing, running, and inappropriate displays of affection.
Today, the concerns have changed, and administrators are asking such questions as, “Should we install metal detectors
or surveillance cameras in our schools? Do we need a school resource officer? Could it [a school shooting] happen
here? How can we protect students from dangerous intruders?” The answers are not simple, but they do exist, in a
comprehensive approach to school safety that includes strategies for prevention and early intervention into emerging
problem behaviors carried out in collaboration among students, school personnel, parents, and the community.

CRITICAL ELEMENTS ADDRESSED:

e Districts and schools ensure that safe, welcoming, accessible physical environments, inviting and conducive to

learning, are provided.

e The school is a caring, respectful, encouraging community.
e The school has a variety of programs and services intended to prevent or intervene early with students’ social,

emotional, and behavioral difficulties.

e The school, in collaboration with the community, provides a full and accessible array of specialized programs and
services to address the needs of students experiencing social, emotional and/or behavioral problems.

INTRODUCTION

The issue of general school safety has taken on new
importance over the past decade as we witnessed the
tragic acts of violence committed by and toward children
in the school environment. Today more than ever, we see
a need to develop safe, disciplined school surroundings,
free from the damaging effects of drugs and violence.

Along with studying the effects of tragedy on school
safety over the past few years, we must note that school
crime continues to decline nationally, down nearly one-
third between 1992 and 1998. It is encouraging to know
that the number of students who reported carrying a
weapon to school in 1999 was down 5 percent from 1993
(The Safety Zone, Fall 2000).

Violence among youth has its origin in society at large.
School districts should address the root causes of violence
through education and forge partnerships with the
community to create safe learning environments for all
children.

SAFE SCHOOLS DESCRIBED

What characterizes a safe school?

Thriving schools foster learning in a safe environment
where behaviors are socially appropriate. Academic
achievement is a strong focus. Schools nurture positive
relationships between students and staff. A safe school
has the involvement of parents and the community at
large. Safe schools are well prepared with plans for
prevention, intervention and crisis response.

lowa Department of Education
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Can early warning signs help in the identification of a
troubled child?
When viewed in context, early warning signs can signal a
troubled child. It is the responsibility of the school staff,
parents and others working with youth to see to it that
misinterpretation of these signals does not cause undue
stereotyping of students. The warning signs should be
used to help identify student needs and to intervene
appropriately. Some signs include:

e Withdrawal from social contact that often stems from
feelings of depression, rejection, persecution,
unworthiness and lack of confidence.

e Feelings of isolation and loneliness, though they do
not always result in violent behavior. These feelings
may be indicators that the child has internal issues
that hinder development of social affiliations.

e Feelings of rejection that are experienced by many
adolescents and can be emotionally painful. A
troubled child may respond to rejection in negative
ways, which may include violence.

e Being a victim of violence at or away from school,
which may cause the student to become violent.

e Feeling picked on or persecuted, which may cause a
troubled student to withdraw socially. If this child is
not given the tools with which to address these
feelings, he or she may vent them in inappropriate
ways.

How do I get help for a troubled child?

Prevention approaches are effective in decreasing the
number of behavior problems in the school community.
But prevention alone can’t eliminate the problems of all

Success4
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children. Approximately 5 - 10 percent of students will

need more intensive interventions to decrease their high-

risk behaviors (Early Warning, Timely Response A

Guide to Safe Schools, August 1998). The following

steps lead to effective practices for improving the

behavior of a troubled child:

e Establish a partnership with the child, school, home
and community.  Effective schools can be the
coordinating partner to collaborate with child and
family service agencies, law enforcement and
juvenile justice systems.

e [nform parents and get them involved as soon as
possible when early warning signs are observed.
Inform parents of your school discipline policies and
about their child’s behavior at school — both good
behavior and bad. Parents need to know how they can
support the school’s efforts with their child.

e  Provide the entire school community — teachers,
students, parents and support staff — with training in
response to imminent warning signs. When faced
with a potentially violent student, many school staff
members are afraid that they may do or say the
wrong thing.

e  Encourage students to be responsible for their own
actions and support their efforts. Involve students in
planning and implementing violence prevention in
your school.

e Put the resources available in vour school to good
use.  School-based programs and staff can be
valuable assets in your pursuit of a safe school
environment. Programs such as special education,
safe and drug-free school programs, pupil services
and Title 1 provide the necessary components for
effective school safety.

LEARN MORE ABOUT IT:
o  Web sites:

What can we do to develop and implement plans for
dealing with violence in school and for improving
general school safety?

Services, Strategies and Suggested Training:

e Focus on the academic achievement of all students in
the school community.

e Involve families and the community by making them
feel welcome and necessary to the well being of the
school.

e Discuss safety issues in a way that teaches children
about the dangers of violence and offers appropriate
alternatives for dealing with difficult feelings.

e Design and implement effective school discipline
policy and a system for analyzing violent incidents in
your school.

e Provide ongoing training and support for all school
staff in violence prevention, intervention and crisis
response.

e Offer extended-day programs that provide a variety
of services such as counseling, tutoring, creative
outlets and help with homework.

e Use alternative school settings for students exhibiting
violent behavior and students that bring weapons to
school.

e Redesign parts of the school facility to eliminate
dark, secluded and unsupervised areas.

SUMMARY

School administrators now have to face the fact that a
violent situation will occur in their district at some time,
and they need to be prepared with intervention
procedures. Although crime in schools is on the decline,
crises involving sudden violence in schools are traumatic
because they are so unexpected.

The satety of our schools has to take priority in order to
generate the setting in which students can flourish both
academically and socially. It takes the cooperation of
parents, schools, and community leaders to produce and
implement plans to end the violence and create a safe and
nurturing school environment.

-~ U.S. Department of Education, Safe and Drug-Free Schools Program: http://www.ed.gov/oftices/OESE/SDES/
—  National Resource Center for Safe Schools: http://www.safetyzone.org/

—  National School Safety Center: http://www.nsscl.org/

- U.S. Department of Education: www.ed.gov/otticesfOSERS/OSEP/earlywrn.html

-~ National Association of Attorney Generals and National School Board Association joint Web site:

www.keepschoolssafe.org

—  National Governors Association Center for Best Practices: www.nga.org
-~ National Campaign Against Youth Violence: http://www.noviolence.net/

—  The Safe Schools Coalition of Washington: http://www.safeschools-wa.org/

—  Keep Schools Safe: http://www.keepschoolssate.org/

e In this Handbook: See additional briefs in this section on Environmental Design, A Continuum of Programs and
Services, School-Wide Discipline, Risk-Focused Prevention, Early Intervention, and Wrap Around. In other sections
of the manual, please refer to Early Warning, Timely Response, Safeguarding Our Children: An Action Guide, and
“Success4’s Critical Elements.” For information beyond the scope of this handbook, see the Resources Section.
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Information Brief

Comprehensive Science-Based Prevention

Whether the focus is academic achievement or the healthy development of our children and youth, the question that
confronts schools and child-serving community organizations is “What works?” Many research fields, including health,
education, psychology, and juvenile justice have sought answers. The answer that emerged from their efforts was
comprehensive programming using a wide range of science-based strategies. Educators, confronted with a myriad of
decisions from how many new school buses to purchase, to whether or not they will be able to find a teacher for eighth
grade math, to the challenges that their children are completely safe at school, are overwhelmed with the charge to
develop and implement effective programs. What is comprehensive? What is science-based? How can we prevent

violence among our young people?

INTRODUCTION

Prevention of youth violence begins with positive youth
development and the implementation of programs and
services that reduce the incidence of problem behaviors.
Only on those rare occasions when these efforts fail
will it be necessary for schools to move into a crisis
management mode, implementing procedures for which
they have planned adequately and been properly
trained.

For years, schools have invested human and financial
resources to implement strategies that they believed
would reduce substance abuse, violence, and disruptive
behaviors and that would contribute to sate and
disciplined learning environments.  Despite good
intentions, there was little evidence that the strategies
implemented were producing desired results. At the
same time, prevention researchers began to identity
strategies that would have desired eftects.

We now know that there are practices that have been
proven effective in ameliorating problem behaviors.
They are both comprehensive

@‘
@ of planning and implementation
to address the content of

and science/research-based.
violence prevention and the context in which the plan is

Comprehensive approaches use a

continuous improvement process
implemented.  Attention to context, process, and
content occurs simultaneously.

PROCESS: THE PRINCIPLES OF EFFECTIVENESS
School personnel contront the daunting task of deciding
what programming is most likely to meet the needs of
students in their district. The task begins with using a
scientific  process for program planning and
implementation that is likely to lead to success. In
1998, the U.S. Department of Education put forth the
Principles of Effectiveness that establish a process for
science-based practice. These principles are:
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Principle 1: Base programs on a thorough assessment of
objective data about the problems they address in the
schools and communities they serve.

Principle 2: Establish a set of measurable goals and
objectives to  meet the

identified needs and determine A

the activities to achieve them.

Principle 3: Design and

implement activities based on

research or evaluation that the

strategies used are effective in

addressing the goals.

Principle 4: Periodically

assess progress toward achieving goals and objectives.
Use evaluation results to refine, improve, and strengthen
the program, or to refine its goals and objectives as
appropriate.

CONTENT: COMPONENTS OF A COMPREHENSIVE
PROGRAM

Comprehensive programming is a multi-faceted approach
to address risk and protective factors for violent and
disruptive behavior in order to promote the healthy
development of our children and youth in multiple

domains (schools, peers, families, community and the

environment).

The content of prevention is the information and
knowledge about root causes and consequences for a
range of problem
behaviors, as well as the
strategies to prevent them.
Research-based
frameworks related to
asset development or risk
and protective factors
identify those elements
that contribute to the
reduction of problem behaviors. They can guide the
selection  of  strategies that improve program
effectiveness.

Success4
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Researchers have identified an array of strategies that
are most likely to produce desired results. A truly
comprehensive approach incorporates activities that
implement all the strategies listed below for all children
trom early childhood through grade 12.

Prevention strategies directly affecting vouth

e Information dissemination increases knowledge and
changes attitudes through activities such as classroom
discussions, media campaigns, and special events.
This strategy also includes the distribution of
information to students and employees about
community resources.

e Environmental approaches address those tactors that
are external to individuals but nevertheless affect
their behavior. Although they directly target factors
to create respectful, orderly environments conducive
to learning, these approaches may include activities
designed to develop a sense of individual
responsibility and respect for the rights of others and
to resolve conflicts without violence. Environmental
strategies often incorporate activities that influence
social norms and expectations, as well as policies and
their implementation. School-wide strategies such as
school-wide discipline systems have proven to be
among the most effective violence prevention
strategies (Gotttredson, 2001).

e Prevention education is developmentally-based
instruction for all children and youth from early
childhood through grade 12 that:

— teaches important skills, such as social, conflict
management, and problem-solving skills;

— promotes a sense of individual responsibility and
provides information and effective techniques for
resisting peer pressure

— addresses the legal, personal, social and health
consequences of violent and disruptive behavior
and the use of illegal drugs.

e Problem identification and referral processes
recognize individuals exhibiting problem behaviors
and refer them for assessment and intervention.

e Alternatives offer opportunities for participation in
constructive, developmentally appropriate activities
that build assets in environments that protect youth
from situations that put them at risk.

Prevention strategies not directly affecting youth

e Parent and community involvement activities
promote active engagement of parents in their child’s
education and coordination with community groups
and agencies, including their participation in the
district’s needs assessment, goals, and program
implementation;

e Professional development includes training tfor school
staff in the strategies to be delivered directly to
youth.
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SCIENCE/RESEARCH-BASED AND THEORY DRIVEN

For years schools have operated programs that sounded
good and that they believed to be effective, yet when
desired outcomes were examined, the results were
disappointing. The prevalence of problem behaviors
among young people had not improved. In fact, in many
cases it had worsened. = Meanwhile, the field of
prevention science has learned a great deal about what
works. Now schools and communities are called upon to
use scientifically defensible prevention programs. How
can a school know if a program is science-based?

“These changes [to science-based practices] can be
difficult to make if current prevention programs are

popular with staff, participants, or funding sources.”
- Tom Griffin, 1999

Tom Griffin, evaluator of the Central Center for the
Application of Prevention Technologies (1999), describes
science-based programs as, “‘approaches that have been
developed and evaluated using scientific processes.
These programs are grounded in a clear theoretical
foundation and have been carefully implemented and
evaluated. Regardless of differences in program focus,
research design, or evaluation methodology, it is
important that all prevention efforts retlect the scientific
process and be designed and implemented in ways that
are likely to be effective.”

Not all evidence of program etfectiveness is derived from
equally rigorous evaluation procedures. Five levels of
evidence can serve as guidelines to assist schools in their
selection of potentially effective programs:

Level One Anecdotal evidence

Level Two Appearance in a non-refereed journal or
publication

Level Three  Peer review of program implementation
and evaluation

Level Four Meta analysis showing effectiveness
across a broad array of program
strategies

Level Five Replications appearing in a variety of

refereed professional journals, and
strategy can be replicated exactly.

THE EXPERT PANEL PROCESS: WHAT WORKS

“Our intention is to demonstrate a process that will help
educators make informed decisions about their
prevention efforts and to prescribe which programs or

strategies they should use.”
- Bill Modzeleski

In order to identify the most effective prevention
programs, the U.S. Department of Education convened a
15-member team of educators, researchers, evaluators,
and program developers, as well as representatives from
local and state education agencies, businesses, institutions
of higher education, and the legal and medical

Successd
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communities. The criteria used by the panel to review

and evaluate prevention programs can guide schools’

selection of potentially effective programs for their own
prevention efforts.

e Research: The program reports findings on at least
one methodologically sound evaluation that
demonstrates effect on substance use, violent
behavior, conduct problems, or one or more
scientifically established risk and protective factors
that are predictors of these behaviors;

e Goals: The program’s goals with respect to
changing behavior and/or risk and protective factors
are clear and appropriate for the intended population
and setting;

e Rationale: The program clearly states the
underlying rationale and the content and processes
are clearly aligned with its goals;

e Fit to target population: The program’s content
takes into consideration the characteristics of the
intended population, setting, and needs implied by
these characteristics;

e Engaging quality: The program implementation
process effectively engages the intended population;

e Alignment with mission: The program is integrated
into the schools’ educational mission;

e Replication potential: The program provides
necessary information and guidance for replication in
other appropriate settings.

The expert panel (for a listing of the panel, see
http://www.ed.gov/oftices/ OERI/ORAD/KAD/expert p

exemplary and 33 promising programs that promote
healthy, safe, disciplined. and drug-free schools.

CONTEXT FOR A COMPREHENSIVE PROGRAM

The context is the system that uses prevention
programming. This context begins with a school district
and the principles (i.e., vision, mission, and beliefs) that
guide its policies and decision-making. A district sets the
direction and the tone for the work in its buildings. The
Comprehensive School Improvement Plan (CSIP) serves
as the governing document.  District policies and
practices frame the work at the building level.
Comprehensive programming includes work at the
building, classroom, and individual student levels. The
success of any program may be largely dependent upon
the readiness of the system to support the effort in
leadership, attitude, and resources.

SUMMARY

With so many demands placed on school administrators
to provide programs that meet the developmental needs
of students, we should welcome the trend away from
fragmented and faddish programs. Now is the time to
assess the needs of the district’s students and to establish
measurable goals to meet those needs. This provides the
opportunity to: examine all of the district’s prevention
programs, pulling together those with the prospect of
positively affecting the goal; eliminate redundant and
ineffective  strategies,” and adopt proven effective
programs that have great promise of meeting the
identified needs; and finally, monitor the effectiveness of

anel/2001exemplary sddfs.htiml) identified nine the comprehensive program put in place using
scientifically-based evaluation procedures.
WEB OF INFLUENCE
School ; Substance Teen Suicide T
Dropout Violence Abuse Pregnancy
Individual
Risk &
Protective
Factors
Society/ s e ; ;eer C ity**
Enviroiient* Family Risk School Risk S ommunity
i - & Association Risk &
Related Risk Boa . Risk & Protecti
& Protective Protective P:;otetctlve =uhars 'I;O etc ive
actors actors
Factors Factors Factors
Adapted from CSAP Model
Domains of a school's direct influence * = Factors of society as a whole that affect a community or individual
** = Factors of a specific geographic location where the individual resides
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PROGRAMMING TO ADDRESS RESEARCH-BASED RISK AND PROTECTIVE FACTORS
THAT SCHOOLS CAN INFLUENCE DIRECTLY

FACTOR
DOMAIN: INDIVIDUAL (Attitudes, knowledg
e Attachment & commitment to school

e Social and emotional competency

e Resilient temperament

e Successful academic performance

e Perceived norms for violence & drug use

e Belief in societal rules

e Religiosity

e Negative attitudes toward delinquency

e Negative attitudes toward drug use

e Rebelliousness

e Early, persistent antisocial/aggressive behavior
e Early initiation of delinquency

e Early initiation of drug use

e Impulsivity/low self-control/sensation seeking

e Expectations of drug effects

e Affective disorders (e.g., depression, anxiety)

e Physical/sexual abuse

DOMAIN: SCHOOLS (Bonding, climate, poli
e Clarity of norms/rules about behavior

e Consistent enforcement of rules for behavior

e Availability of drugs

e Availability of guns

DOMAIN: PEERS (Norms, activities, bondi
e Attachment to prosocial others

e Peer rejection in elementary school

e Exposure to association with delinquent peers
e Exposure to association with drug-using peers

DOMAIN: FAMILIES (Function, manageme
e Family attitudes and skills toward violence

e Family management practices

e Attachment/bonding to family

e Norms about violence & drugs
e Linkages among community member

DoMAIN: COMMUNITY (Bonding, norms, resources, awareness/mobilization)

SAMPLE STRATEGIES

Education & information strategies

e Knowledge on risks associated with
violence and substance abuse

e Information on positive healthy

behaviors

Curricular information on violence

and substance abuse

e Social competence

e Positive relationships with adults

Problem identification & referral

processes

e Individual behavioral interventions

e Counseling/therapeutic interventions

Alternatives

e Recreational, enrichment, and
leisure activities

e Educational enhancement activities
—e.g., tutoring and study skills

cies, performance)

Environmental strategies

e Creation of respectful, orderly
environment, conducive to learning
through communication of norms or
expectations for behavior.

e Bonding to prosocial culture

Education & information strategies

e Peer resistance education and skill
building

Environmental strategies

e Peer reinforcement of prosocial
norms

t, bonding)

Parent involvement activities

e Family involvement in school

e Family/parenting skill training

e Services to improve family
management practices

Community involvement activities
e Interaction between school and
community groups within the school

e, skills, problem behaviors, biologi

POSSIBLE ACTIVITIES

al & psychological dispositions)

Education & information strategies

e Prevention curricula — classroom
and school-wide violence prevention,
contflict resolution, job skills, conflict
resolution, job skills, social
competency instruction, leadership,
and decision-making skills

Problem identification & referral

processes

e Problem-solving teams, e.g. BATs,

SATs

Functional behavioral assessment

and behavior intervention planning

e Individual and group counseling for
stress reduction

e Mentoring

Alternatives

e After school programs

Environmental strategies

e Policies, rules, regulations or laws
about behavior/ discipline

e Pro-social, instructional school-wide
discipline programs that include high
expectations and consistent
enforcement of rules

e Classroom management

Environmental strategies
e Youth involvement in addressing
student conduct

e Peer group strategies
Alternatives

e After school programs
e Classroom & peer support groups

Parent involvement activities

e Parent-child communication
programs

e Parent-school communication

programs

Community involvement activities
e Joint planning

e Shared programming

e Cross-agency training

LEARN MORE ABOUT IT:
o Web sites:

- USDE Exemplary Programs — http://www.ed.gov/offices/OERI/ORAD/KAD/expert_panel/2001exemplary sddfs.html

- CSAP Model Programs - http://www.samsha.gov/centers/csap/modelprograms

o In this Handbook: See information briefs in this section.
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VIOLENCE PREVENTION

Information Brief

Frameworks

Many frameworks offer schools guidance based on research andlor professional literature to assist them in their
selection and organization of programs and services they provide students and families. These frameworks enhance the
quality and effectiveness of the school’s efforts to meet the needs of diverse populations of students by drawing upon
programs and proven positive youth development practices, and preventing or ameliorating problems experienced by
children and youth. The frameworks described in this document also provide an approach that integrates the work of

schools with families and communities.

INTRODUCTION

The frameworks selected for description in this brief
range from one that provides a comprehensive structure
for viewing a complete continuum of programs and
services provided by effective schools (Success4
Critical Elements), to two that focus on positive youth
development (Search Institute’s Asset Development
and America’s Promise), and one that addresses risk-
focused prevention (Hawkins and Catalano). All of the
frameworks described address the collaborations of
kids, families, schools, and communities.

SUCCESS4

Success4 is a statewide initiative to foster the healthy
social, emotional, intellectual, and behavioral
development of Iowa’s children and youth. The
initiative provides schools with a comprehensive
framework to achieve this mission. (See the document
entitled “Critical Elements” in this handbook.) The
framework is based on an extensive review of the
research and professional literature and consultation
with nationally recognized experts. It contains a set of
critical elements identified by that study that describe a
socially, emotionally, intellectually, and behaviorally
healthy and competent youth and a school that works
with families and the community to foster that health
and competence.

Critical Elements are essential features of improvement
efforts and are considered crucial to the achievement of
desired results. They should form the framework for
assessing needs and planning  strategies in
improvement efforts. For each Critical Element, there
is a set of indicators and essential practices rooted in
research, the professional literature, and/or successful
experience that promise to yield desired results.

“Kids” Critical Elements: Success4 has identified 23
Critical ~ Elements  that characterize  socially,
emotionally, intellectually and behaviorally healthy
and competent students, based on work related to
resiliency, asset building, character development, and
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employability skills. These elements are organized as
Social  (Interpersonal  Relationships), Emotional
(Personal  Adjustment), Intellectual  (Cognitive
Functioning), and Behavioral (Personal Conduct).

“Capacity-Building” Critical Elements: 19 Critical
Elements identify areas that ensure school staff has the
human, material, time, and financial resources to work
effectively with students, their families, and the
community for the healthy development of children and
youth. The elements fall into three (3) categories:
Schools, Families, and Communities.

“System Development” Critical Elements: 13
Critical Elements outline the development of an
organization to continuously improve itself and live out
its mission and vision. Critical elements for system
development include guiding principles (i.e., shared
beliefs, vision and mission) that are used to make
decisions, a collaborative culture that supports learning
and change, creation of shared leadership structures,
and widespread ownership of and commitment to the
improvement effort.

“Successful schools reflect what research says:
young people need both challenging content and
emotionally and socially supportive  school
environments to achieve academically. They are not
competing priorities, but reinforcing aspects of total
student development.”

- Draayer & Roehlkepartain, August 1995

Schools may use the Success4 framework to identify
priorities as part of their Comprehensive School
Improvement planning process. They also may use
Success4 in combination with other frameworks to
achieve the desired results for students as identified by
the district’s needs assessment and student learning
goals. Unlike the other frameworks, the Success4

Success4
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framework helps schools build a full continuum of
programs and services to address the needs of all
students.

ASSET DEVELOPMENT - SEARCH INSTITUTE

Current trends show a shift in thinking for work with
youth — a shift toward promoting positive (strength-
based) youth development and a shift away from a
problem-solving orientation. Since 1989, the Search
Institute of Minneapolis, MN, has conducted research
grounded in the literature on resilience, prevention, and
adolescent development. The study involved a survey
of more than 500.000 youth, in grades 6 through 12, in
more than 600 communities across the country and a
review of more than 1,200 articles, chapters, books,
and research reports (Scales and Leftert, 1999).

In an effort to identify a strengths-based approach, the
Search  Institute ~developed a framework of
developmental assets. The framework is a research-
based theory that the Institute continues to test. It
incorporates 40 developmental assets critical to young
people’s healthy growth and development. These
assets purport to protect young people from problem
behaviors, as well as to promote positive attitudes and
behaviors. When viewed together, they offer a set of
benchmarks leading to healthy development. As of
1998, the Institute’s ““Healthy Community e Healthy
Youth” initiative had helped more than 300
communities nationwide enlist institutions and
individuals to build developmental assets in youth.

The 40 assets identified by the Search Institute are
grouped into eight (8) categories:
INTERNAL
Commitment to Learning ~ Support
Positive Values Empowerment
Social Competencies Boundaries & Expectations
Positive Identity Constructive Use of Time

EXTERNAL

Research shows that when young people have enough
assets, they are much more likely to lead healthy,
positive, productive lives (Youth Update, February
1994).  Overall, 62 percent of youth surveyed
experienced less than 20 assets. Young people in the
United States simply do not have the basic building
blocks for healthy development.

The research findings point to a holistic approach to
helping youth succeed. Assets must be integrated into
the major areas of school life, including curriculum and
instruction, organization and community partnerships.
The Search Institute researchers found that children
who feel better about school do better in school.
Young people with 31-40 assets were more likely to
report getting good grades than young people with 0-20
or even 21-30. The following assets are associated
with academic achievement and good grades: school
lowa Department of Education
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engagement, achievement motivation, youth programs,
bonding to school, adult role models, time at home. and
interpersonal competence. On the other hand, only 25
percent of students surveyed by the Search Institute
reported that they had a caring school climate (Source
Newsletter, October 1999).

“A major reason that we are faced with so many
crises among our youth — from violence, pregnancy,
school dropouts, suicide — is that society no longer
provides them with the developmental infrastructure

(assets) they need to grow up healthy.”
- Peter L. Bensen

The more assets that youth experience, the more likely
they are to make positive choices and avoid unhealthy
behaviors. Many of the assets don’t require a lot of
money to advance. Because they are built primarily
through relationships, what they do require is time and
commitment. Young people need caring adults and
friends who support, encourage, and guide them.
There needs to be a commitment to nurturing the
qualities that guide choices and create a sense of
centeredness, purpose, and tocus, shaping dispositions
that encourage wise, responsible and compassionate
judgments.

Everyone can build assets. The framework encourages
all members of a community to become involved in
asset building. It makes clear that everyday acts of
asset building by ordinary citizens are equally as
important as, if not more important than, efforts by
skilled professionals. The assets clearly show
important  roles that families, schools, faith
communities, neighborhoods, youth organizations, and
others in the community play in young people’s lives.

“Ultimately, rebuilding and strengthening the
developmental infrastructure in a community is
conceived less as a program implemented and
managed by professionals and more the mobilization
of public will and capacity. A major target for this
level of community engagement is the creation of a
normative culture in which all residents are expected
by virtue of their membership in the community to
promote the positive development of children and

adolescents.”
- Peter L. Bensen

Youth are of great value when involved in leadership,
service, and other positive activities through which
they can contribute to their communities and the world.
Communities can most effectively instill
developmental assets in youth when many sectors in
the community come together to develop a vision for
positive youth development and to work together to
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surround every child and teenager with the repeated
assets of support, discipline, structure, and values.

AMERICA’S PROMISE

America’s Promise is a Washington, D.C. based
organization that was founded in Philadelphia, PA,
following the Presidents” Summit for America’s Future
on April 27-29, 1997, with General Colin Powell as
Founding Chairman. All living presidents, and First
Lady Nancy Reagan representing her husband, urged
the nation to make youth a priority. Included in this
call to action was a challenge to the nation to commit
itself to tulfilling five (5) promises:

e  Promise One: Ongoing relationships with caring
adults-parents, mentors, tutors or coaches.
Resilient youth have at least one adult who cares
deeply for them. Luckier still are youth who have
a loving parent and at least one adult friend or
mentor who care about them, act as role models,
and often connect them with other resources and
opportunities.

e Promise Two: Safe places with structured activities
during non-school hours. Young people need
structure and physically and emotionally safe
places to be. Before and after school programs
help fulfill this promise.

e Promise Three: Healthy start and future. Healthy
start is not limited to early childhood but, instead,
also pertains to a healthy start for adulthood
represented by the entire journey through
childhood and adolescence.

e  Promise Four: Marketable skills through effective
education. Significant shifts in the workplace and
the new skills needed to succeed there make it
difficult for young people to pass this critical
developmental milestone from adolescence to
adulthood.

e  Promise Five: Opportunities to give back through
community service. Giving young people an
opportunity to serve others is an important strategy
that sees them as part of the solution, not the
problem.  Service-learning helps to fulfill this
promise.

tulfilling all five promises.  Seven (7) alliance
members are in Jowa.

COMMUNITIES THAT CARE — SOCIAL DEVELOPMENT
RESEARCH GROUP

Communities that Care 1s a community operating
system that provides research-based tools to help
communities promote the positive development of
children and youth and prevent adolescent substance
use, delinquency, teen pregnancy, school dropout and
violence.  This risk-focused prevention framework,
developed by the Social Development Research Group,
University of Washington, incorporates both risk and
protective factors (assets). It can provide helptul
guidance when a school wishes to target resources to
risk-focused prevention for populations of students in
greatest need.

Researchers make the case that “prevention policies
and programs should focus on [both] the reduction of
risk and the promotion of protective influences if the
reduction of substance use, crime, and violence or the
improvement of academic performance are intended
outcomes."”

- Pollard, Hawkins, and Arthur, 1999

“Employers increasingly need workers who can think,
learn new skills rapidly, work in teams, and solve
problems creatively. Yet too few youth, whether
college bound or not, have these skills, or in many
cases, even basic work skills.”

- America’s Promise

America’s Promise, like the Search Institute
framework, focuses on asset building. Over 500
national organizations and 550 Communities of
Promise and states form an alliance committed to
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Risk and protective factors exist across multiple
domains: school, community, family, and individual/
peer.

Risk Factors: Risk factors are those characteristics,
variables, or hazards that, if present for a given
individual, predict the development of problem
behaviors such as adolescent substance use, teen
pregnancy, delinquency, and violent behavior. These
factors, which are based on 30 years of research, exist
in all domains: schools, families, communities,
individuals and their peers. They are present across the
entire developmental continuum and operate in similar
ways across races, genders, and socioeconomic groups
(Guide for Implementing the Comprehensive Strategy,
1995).

Protective Factors: Protective factors buffer the risk
factors by reducing the effect of exposure to them, and
thus, result in reduced incidence of problem behavior.
Protective factors, like risk factors, are research-based
and exist across the continuum and demographic
groups. These factors fall into three (3) basic
categories: individual characteristics (positive social
orientation,  high  intelligence, and  resilient
temperament); social bonding (warm, affective
relationships, especially with positive adults, and the
skills, opportunity, and recognition for meaningful
involvement in conventional activities), and healthy
beliefs and clear standards for behavior.

Successd4
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SUMMARY
Some schools and/or communities have already might prove worthwhile. ~ The framework adopted

adopted one of these frameworks for their local efforts. should be one that best serves the needs of those who
For those who have not, consideration of doing so are adopting it.

LEARN MORE ABOUT IT:

o  Web sites:

- Successd http://www.state.ia.us/educate/programs/success4/index.html

—  The Search Institute:  http://www.search-institute.org

-~ Social Development Research Group (Communities That Care): http://www.drp.org;

— America’s Promise: http:/www.americaspromise.org

e In this Handbook: See additional briefs in this section. For information beyond the scope of this handbook, see
the Resources Section.
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Information Brief

Positive Behavioral Supports

Positive Behavioral Supports (PBS) is a relatively new and growing field of applied behavioral science. PBS focuses on
the healthy social and behavioral development of children and youth through a “systemic approach to enhancing the
capacity of schools to adopt and sustain the effective use of practices” for all students (Sugai, February 1999). It
provides both a process of problem solving and planning and a set of empirically validated behavior change strategies
designed to address the behavioral challenges of children and vouth as schools, families, and communities strive to

prepare them for a dramatically changing world.

INTRODUCTION

Children and youth need to acquire the skills necessary
for successtul adulthood in today’s society. Most will
have the supports from their families, peers, schools,
and communities. Yet, others lack these supports. In
fact, there is an increasing number of young people
who are at risk of displaying antisocial and disruptive,
even violent, behavior that is causing concern to
schools. They come to school lacking a repertoire of
pro-social skills. The lack of pro-social engagement in
the community and the resulting association with a
network of antisocial peers are shown to be strong
correlates to additional problematic and deviant
behavior (Biglan, 1993, 1995).

Researchers have found that the typical “get tougher”
response to problem behavior in the form of increased
punishment is essentially ineffective in changing these
behaviors. In fact, they found punishment that is not in
the context of a positive school-wide disciplinary
system is associated with increased aggression,
vandalism, truancy, tardiness, and dropouts. On the
other hand, a prevention and early intervention system
of positive behavioral supports holds promise tor
reducing serious behavior challenges (Lewis and Sugai,
1999).

“If schools are to be safe, effective environments,
behavior support must become a proactive priority,
not simply a concern to be addressed after
disruptive behavior engulfs a community.”

- Horner and Sugai

POSITIVE BEHAVIORAL SUPPORT — WHAT IS IT?
Positive Behavioral Support (PBS) is defined as:

“a broad range of systemic and individualized
strategies for achieving important social and
learning outcomes while preventing problem
behavior. PBS is the integration of (a) valued
outcomes, (b) science of human behavior, (c)
validated procedures, and (d) systems change”
(OSEP).
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A system of positive behavior supports is a
comprehensive set of strategies that includes social skill
training, academic and curricular  restructuring,
proactive management, individual behavior interven-
tions, and parent training.

...a new positive model that stresses personal

competence and environmental integrity.
-EG.Carretal, 1991

Positive behavior is that set of skills that increases the
likelihood of success and personal satistaction for
children and youth in academic, work, social,
recreational, community, and family settings. Support
includes both the educational methods for teaching and
strengthening positive behavior and the systems change
methods that provide opportunities to display it (Carr, et
al, 2001).

THE CONTEXT FOR PBS

PBS applies a behaviorally-based systems approach to
help schools, families, and communities design
environments that improve the link between research-
based practices and the environments where the
teaching and learning of pro-social behavior occurs.
PBS focuses on teaching as a central behavior change
tool, replacing coercion with environmental redesign to
achieve durable and meaningful change in the behavior
of students (Sugai and Horner, et al, 2000).

The growing diversity of our student bodies, including
greater behavior difficulties coupled with increased
pressure on schools with limited resources to improve
students’ academic achievement, creates a major and
persistent challenge. For some time, schools have
engaged in an array of practices and procedures
designed to address behavioral challenges. When these
practices are ineffective, schools drop them and move
on to the latest fad. The problem is we have been
unable to create the “contextual fit” between the
problem behavior and the features of the environments
where the problem behavior occurs (classroom,
playground, home, neighborhood).  The systemic
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solution is to create “host environments™ that support e changing environmental factors that contribute to
the use of effective evidence-based practices. and sustain problem behaviors;

e development of new personal and social skills that
make engaging in the problem behavior irrelevant;

e redesign of the rewards and consequences that
maintain  behavior to foster the display of

“The sexy part is the practices. The durable part is
the system. We need to focus on the system to get
enduring change.”

=R Hormer appropriate and effective social and behavioral
skills; and
A CONTINUUM OF POSITIVE BEHAVIORAL SUPPORT e the use of data collection and analysis to inform

decision-making.

Educators should collect a variety of data (e.g., office
discipline referrals, attendance and tardy records,
academic progress) using a variety of methods (e.g.,
record reviews, interviews, observation) from a variety
of sources (e.g., students, family members, school
personnel, and community members). PBS provides
guidance in the use of these measures to assess the
effectiveness of the practices being implemented to
ameliorate a particular problem situation.

A systems approach to PBS provides a continuum of
team-based, proactive behavioral support at three
levels: 1) primary prevention — (reduction of new
cases of problem behavior); 2) secondary prevention —
(reduction in the number of existing problem
behaviors); 3) tertiary prevention — (reduction in
complexity and intensity of current problem
behaviors). PBS attends to the policies (e.g., discipline
and procedural handbooks); structures (e.g. behavioral
support teams); and routines (e.g., opportunities for
students to learn appropriate behavior, staff
development, data-based decision-making) that permit
the adoption, implementation, and monitoring of
evidence-based practices, creating a school culture of
behavioral competence.

PBS AND DISCIPLINE PROVISIONS OF IDEA 97

Amendments made in 1997 to the IDEA (Individuals
with Disabilities Act) require teams charged with the
development of individualized education programs
(IEPs) to conduct functional behavioral assessments and

. . Specialized 315 5 5 5
Students with _ , ‘—% develop positive behavioral intervention plans and
Chronic Intense Tertiary Prevention patvicua ] : ; eres g
Problem Behavior Interventions supports for students with disabilities whose behavior
(1% t0 7%) ‘S};“"‘evii“"] Stident interferes with their own learning and that of others
Syster . 7 . . .
and/or may require disciplinary action. Although the
Students At-Risk for Secondary Prevention  gpecialized Group provisions of the act do not define what is meant by
Problem Behavi ot . » o i
e AVOE Dlervenans functional behavioral assessment” and “positive

(5% 10 15%) (At Risk System)

behavioral intervention plans,” the evidence-based
practices of PBS address and appear to meet the intent
ot this law.

Students without SUMMARY

Serious Problem ; ; Universal X . . . ‘

Slordors rimary Prevention 1. ventions PBS is an effective, evidence-based approach for

(80% to 90%) (School-wide & schools to identify and organize their behavior policies,
Classroom . .
Systems — Youth procedures, and practices. The PBS approach offers
Development) schools, families, and communities a process to address

needed changes for systems as well as individuals. The
process is based on an established body of applied
behavioral research that attends to important quality of
life results. It works from a systems perspective, and
G. Sugai gives priority to research-based practices. Schools that
engage in this work can approach the full spectrum of
challenging student behaviors, and provide important
learning opportunities to develop the personal and social
skills of all students. A team in each area education
agency in lowa is trained to assist schools that wish to
adopt Positive Behavioral Supports as an approach to
their work with social, emotional, intellectual, and
behavioral development.

All Students in School

PBS procedures emphasize:

e assessment before intervention, whether the
intervention is targeted at the system or an
individual;

LEARN MORE ABOUT IT:

o  Web sites:
—  OSEP Center on Positive Behavioral Interventions and Supports (PBIS) — http://www.pbis.org
—  Center for Effective Collaboration and Practice (CECP) — http://www.cecp.org

e In this Handbook: See additional briefs in this handbook on Youth Development, School-Wide Discipline, Risk-
Focused Intervention, Early Intervention, Wrap Around, and Discipline Provisions of IDEA. For information
beyond the scope of this handbook, see the Resources Section.
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VIOLENCE PREVENTION

Information Brief

Environmental Design: The Physical Environment & School Safety

The physical environment is an important element in the overall safety of a school, contributes significantly to the
school’s climate, and is a crucial supportive factor in teaching and learning.

CRITICAL ELEMENT ADDRESSED:

Districts and schools ensure that safe, welcoming, accessible physical environments, inviting and conducive to learning,

are provided.

INTRODUCTION

Research has shown a direct relationship between the
design and use of school facilities and the occurrence
of unacceptable and criminal behaviors (Safe Schools
Facilities Planner, 1998). Good environmental design
improves the perception of a school’s safety and
creates an environment for positive social interaction.

The physical environment can have a dramatic effect
on our feelings, behavior, and the way that we view the
behavior of others. The design, form, arrangement,
and use of buildings and open spaces can either en-
courage or discourage disruptive and violent behavior.
Because of this relationship between environmental
design and student behavior, it is wise to examine a
school’s environment and to modify it in order to
increase the likelihood that inappropriate behavior will
be diminished.

A well-designed environment can preclude the need to
turn a school into a fortress of metal detectors and
surveillance cameras. As a matter of fact, such a
fortress-like atmosphere can only increase the per-
ception that the school is unsate. On the other hand, a
safe physical environment can optimize the opportunity
for students to succeed academically and socially.

“The design and use of the environment directly
affects human behavior, which, in turn, influences
both fear of crime and opportunities for crime and
ultimately affects the quality of life.”

- C. Ray Jeffrey

FACTORS THAT AFFECT SAFE ENVIRONMENTS

A school’s architecture can contribute greatly to the
creation of a safe school environment. The effect on
school climate and the overall process of education
made by the design, construction, and maintenance of
school facilities should not be underestimated.
Naturally occurring features of terrain also provide
opportunities to enhance safety.

In addition to the architectural design of school
facilities and features of the landscape that surrounds
these facilities, other features of the physical learning
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environment also impact on student behavior and
learning. These include: the organization and use of
space, interior decorating, turnishings, and time.

ENVIRONMENTAL AUDITS

A number of instruments (including the one in the
“Crisis Management” section of this handbook) are
available to school personnel to gather information on
the current status of their school environment.
Involving students in the conduct and analysis of an
audit and the design of solutions to problems increases
their sense of pride and ownership in their school.
Once the results of the audit are known, simple
solutions can often make major differences in the
overall climate of safety and learning in schools. In
many instances, the problem and solution are obvious,
but have gone unnoticed. The structured nature of a
formalized audit can change this.

CRIME PREVENTION THROUGH ENVIRONMENTAL
DESIGN (CPTED)

Researcher C. Ray Jeftrey coined the term Crime
Prevention Through Environmental Design (CPTED)
in his book written in 1971. This concept denoted the
“proper design and effective use of the built
environment that can lead to a reduction in the fear and
incidence of crime, and an improvement in the quality
of life” (Designing Safer Communities, 1997).

CPTED is based on three principles: access control,
surveillance, and territoriality. Stan and Sherry Carter
adapted CPTED for use in school settings. As part of
this adaptation, they added three principles: physical
maintenance, order maintenance, and activity support.
For each of these six principles, the Carters describe
three categories of strategies: natural, organized, and
mechanical. When these are combined in the most
advantageous design to solve or prevent a safety
problem, they create a safe environment for the entire
school community. Many schools turn first to the
mechanical strategies, sometimes called target
hardening. These include the use of metal detectors
and surveillance cameras. Yet, these measures may be
more extreme than is necessary. Implementation of
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natural strategies is less costly. less obtrusive, and less
apt to create a prison-like atmosphere in the school.

Access Control deals with the access to a school
campus by students and non-students and addresses the
perimeters of school grounds, the entrances and exits to
school buildings, and the direction of traffic flows.
Landscaping, “wayfinding” systems, signage, control
of entrance and exits, fencing, landscaping, lighting,
supervision of parking lots and athletic facilities, and
policies limiting hours of access are examples of
natural access controls. Placing receptionists at key
areas provides both opportunities to screen visitors who
enter a building as well as surveillance of the activities
of students and visitors. Automatic closing devices on
cates, locks, and key cards are strategies for target
hardening by mechanical means.

Surveillance strategies bring vigilance and necessary
supervision to the high risk and remote spaces of a
school building. Creating a school site with all areas
highly visible and increasing the number of staff in an
area can drastically reduce the opportunity for van-
dalism, theft and physical harm. Stairs and hallways,
windows and large assembly areas can be strategically
placed for ease of visibility by staff. Lighting enhances
visibility. Staffing policy should be designed to expect
teachers and all school staftf to stand outside
classrooms during passing times. Activities can be
intentionally planned to take place in the more visible
locations of the school grounds. Informal student
gathering spaces within sight of adult supervision
prevent illicit activities from occurring in off limit
areas. Surveillance cameras may be included as target
hardening strategies. Interestingly, the Las Vegas
Unified School District has one of the most
sophisticated and best managed surveillance systems of
any public school program in the United States, thanks
to the consultative advice of security specialists from
local casinos (Safe Schools Facilities Planner, 1998).

Territoriality is the use of design elements to delineate
public and private space to create a sense of ownership
of that space and to send “hands off” messages to
potential offenders. People will care for, protect, and
respect spaces for which they feel responsible and with
which they have identity. Placement of physical
features can define a territory. Among these may be
student art, landscaping, fencing, and pavement treat-
ments that signal pride and define spheres of intluence.

Signage that guides visitors, students and statf to their
destinations in the school facility communicates
welcome, eliminates confusion, and controls access to
private offices within the building. Signs also play an
important role in communicating the expectations of
the environmental design. Strategic placement of
signs, entrances, fencing and landscaping helps to
guide users to and from their activities in an orderly
manner. Maps provide orientation to those new to the
facility. Placing the offices of those in authority in
lowa Department of Education
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easily accessible and visible locations increases
security and facilitates surveillance and
communication.

Physical Maintenance of a building is essential. When
a school environment is kept clean and in good repair,
the system runs smoothly, creating a sate and
comfortable place of learning. Timely repair of
damaged or worn features lessens work at a later date.
Making maintenance a shared responsibility of
students, school staff, and maintenance personnel and
supporting it with commitment and resources by the
school’s administrator enhances the sense ot ownership
and pride. It also decreases instances ot vandalism.
Having clear and enforceable sanctions for damaging
school property also reduces vandalism.

While landscaping provides good control of foot traffic
and creates a pleasing environment, low-maintenance
plant materials make the job of upkeep more
manageable. Campus clean-up days provide an
opportunity for the participation of students and staff in
trash and litter removal. A good date to schedule an
all-school campus clean up and appreciation of our
environment is Earth Day in April.

Order Maintenance contributes to a sate learning
environment when expectations ot acceptable behavior
are made clear in the environmental design. Surfaces
can be designed to resist permanent graffiti and
measures can be taken to control the incidences of
graffiti. A response system should be developed that
provides access to an authority figure for assistance.

Activity Support is the planning and strategic
placement of physical education and recreational
activities to enhance opportunities for natural
surveillance, supervision, informal access control, and
territoriality.  Adjacent residential or commercial
neighbors can be used to increase casual surveillance
of hard-to-see areas on your school campus.
Encourage staff to take a walk or drive around the
grounds as part of their daily routines. Enlist the
support of parent volunteers to help monitor the
campus, and equip them with direct means of
communication to assistance.

“No greater challenge exists today than creating safe
schools. Restoring our schools to tranquil and safe
places of learning requires a major strategic

commitment.”
- Ronald D. Stephens, Executive Director,
National School Safety Center

OTHER FACTORS IN THE PHYSICAL ENVIRONMENT

When we think of the environmental design of a safe
school, we must think about more than the physical
architecture of the school. Other factors combine to
create an environment that fosters prosocial behavior.
Among the factors proven to have impact on student
conduct are wall color; lighting; windows; noise
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control; furniture arrangement, style, and student fit;
ventilation; and temperature.

SUMMARY

Providing a safe and nurturing school environment for
all students is the common goal among school
administrators. Today, they are taced with the fact that
a violent situation could occur in their district at some
time, and they need to be prepared with intervention
procedures.  Although crime in schools is on the
decline, crises involving sudden violence in schools are
traumatic because they are so unexpected.

The physical environment provides additional oppor-
tunities to create and maintain a school setting that

LLEARN MORE ABOUT IT:
o Web sites:

gives students the opportunity to learn and grow.
Creating safe spaces for learning can be as complicated
as starting from the ground up or as easy as simply
making your staff aware of the physical boundaries,
limitations and advantages offered by your particular
school setting.

The safety of our schools has to take priority in order to
generate the setting in which students can tlourish both
academically and socially. It takes the cooperation of
parents, schools, and community leaders to produce
and implement plans to end the violence and create a
safe and nurturing school environment.

- The Appropriate and Effective Use of Security Technologies in U.S. Schools: A Guide for Schools and Law
Enforcement Agencies. National Institute of Justice. http://www.ncjrs.org/school/state.html
- Crime Prevention Through Environmental Design (CPTED): http://www.arch.vt.edu/crimeprev/

- Carter and Carter Associates: http://www.ccepted.com

e In this Handbook: See “Success4 Critical Elements™ and articles on Violence Prevention, Safe Schools, and School-
Wide Discipline. In other sections of the manual, please refer to Early Warning, Timely Response, Safeguarding Our
Children: An Action Guide, and the Crisis Management Planning section. For information beyond the scope of this

handbook, see the Resources Section.

Iowa Department of Education
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Information Brief

Positive Youth Development

Positive youth development is the first category for program development and implementation along the Continuum of
Programs and Services. It is for all youth (ages 6-21). The underlying assumption of youth development programming
is that healthy communities will nurture and support healthy families and individuals. The way to improve the lives of
vouth is to improve the schools and communities where they live. This represents a substantial conceptual shift from
thinking that vouth problems are primary barriers to youth development to thinking that youth development is the most
effective approach to prevention of youth problems (Positive Youth Development in the United States, 1999). Positive

vouth development focuses on the strengths and assets of youth, their families, and communities. It views youth
holistically and for what they can contribute, rather than for what we do for them.

INTRODUCTION

A youth development approach shifts the focus away
from youth problems and categorical youth programs,
to a holistic, positive approach fostering the healthy
development of all youth. While not ignoring youth
problems, youth development focuses on growth and is
based on the principle that many youth problems are
interrelated and best addressed through comprehensive
and proactive strategies that engage youth in positive
ways.

“Young people’s development is a given; the
direction it will take, however, is not.”
- FYSB Update

POSITIVE YOUTH DEVELOPMENT — WHAT IS IT?

The Iowa Collaboration for Youth Development*
defines youth development as “the ongoing growth
process in which all youth strive to: 1) meet the basic
personal and social needs to feel cared for and to be
safe, valued, useful, and spiritually grounded and
2) build character, skills and competencies that permit
functioning and contribution in daily life.”

To become socially, emotionally, intellectually and
behaviorally healthy and productive adults, youth must
develop the attitudes, behaviors, competencies, and
skills that allow them to succeed as parents, citizens,
and workers. Without these attributes, youth may be at
risk for a variety of problem behaviors: violence, teen
pregnancy, substance abuse, and dropping out of
school.

One of the activities of the Iowa Collaboration for
Youth Development has been the creation of an Iowa
Youth Development Results Framework. This frame-
work identifies five broad youth-related outcomes that
cross system lines and provide a unitying structure for

£

collaboration among youth-serving agencies. The five
result areas are:

1) Families are secure and supportive.

2) Communities and schools are safe and

supportive.
3) Youth are engaged in and contribute to the
community.

4)  Youth are healthy and socially competent.
5) Youth are successful in school and prepared
for a productive adulthood.
The framework delineates the common results toward
which multiple state and local agencies are working.

A MAJOR SHIFT

Youth development represents a major cultural shift in
policies and practices. The table below illustrates that
shift (NGA Issue Briet, July 2000):

Remediation —>> Prevention
Targeted Programs ——> Universal Programs
Deficit-focused ——>  Asset-based

Single Problem Solutions ———  Holistic, Universal Approach
1-Agency, 1-Discipline ——> Interagency/Interdisciplinary

POSITIVE YOUTH DEVELOPMENT PROGRAMS
Increasingly, society views youth development as the
responsibility of the entire community, including
schools. Effective youth development strategies engage
youth and their families with schools, the faith
community, juvenile justice, child welfare and other
youth-serving institutions. Youth development strate-
gies also focus on strengthening the capacity of schools
and their communities to better engage and support
young people.

Comprehensiveness is an essential characteristic of
effective youth development programs. A recent study
defined positive youth development programs as those
that seek to achieve objectives in one or more of the
following areas:

The lowa Collaboration for Youth Development (ICY) is an interagency initiative designed to align state policies and programs

and to encourage collaboration among multiple state and community agencies on youth-related issues.

lowa Department of Education
Fall 2001
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Competence: The positive youth development
construct of competence covers five (5) areas of
youth functioning: social, emotional. intellectual
/cognitive, behavioral, and moral. Programs build
specific skills in these areas.

- Social - the range of interpersonal skills that
help youth integrate feeling, thinking, and
actions to achieve specific interpersonal and
social  goals. Assertiveness, refusal and
resistance skills, conflict resolution, and social
skills are examples of competencies. Programs
that promote social competence seek to
strengthen relational skills by providing
training, and practice of developmentally
appropriate interpersonal skills and their
application to specific, relevant situations.

- Emotional - the ability to identity and
respond to feelings and emotional reactions in
oneself and others. Programs that foster self-
awareness, persistence, motivation, impulse
control, selt-control, and/or empathy promote
emotional competence.

- Intellectual/Cognitive — the ability to develop
and apply the cognitive processes of self-talk,
self-awareness, the reading and interpretation
of social cues and the understanding of the
perspectives of others, the steps of problem
solving and decision-making, understanding
behavioral norms, and a positive attitude
toward life. Although academic competence
is a part of the intellectual/cognitive construct,
it is beyond the scope of this document so will
not be discussed here. Programs that promote
intellectual/cognitive competence include the
teaching of logical and analytical thinking,
planning,  goal-setting.  decision-making,
problem solving, and self-talk skills.

“Problem-free is not fully prepared.”
- Pittman, 1991

- Behavioral - refers to taking effective action.
Programs that teach skills and provide
reinforcement for effective behavior choices
and action patterns, including verbal and non-
verbal strategies, can promote behavioral
competence. Strategies  that  reward,
recognize, or reinforce students’ pro-social
behaviors are part of this programming.

- Moral - the ability to assess and respond to
the ethical, affective, or social justice
dimensions of a situation. Those programs
that promote moral competence focus on the
development of empathy, respect for rules and
standards — cultural and societal, a sense of
right and wrong, or a sense of moral or social
justice.

Bonding: the emotional attachment and
commitment youth make to social relationships

lowa Department of Education
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in the family, peer group, school, community, and
culture that are critical to development of their
capacity for motivated behavior and adaptive
responses to change and growth into functional
adults.  Programs promoting bonding focus on
developing relationships between youth and
healthy adults, positive peers, school and
community. Adult and peer mentoring are
examples of such programs.

Resilience:  an individual’s capacity to make

healthy and flexible adaptations to change and

stressful  incidences. Programs that foster
resilience build protective factors/assets into the
environments of youth.

- Spirituality - Spiritual development lies
largely in the domain of the faith community
and thus is beyond the scope of this paper.
Nevertheless, it is worth mentioning that the
literature indicates that religiosity is positively
associated  with  pro-social ~ values and
behaviors and negatively related to suicide,
substance abuse, premature sexual
involvement, and delinquency.

- Self-Efficacy - the perception that one can
achieve desired goals through one’s own
actions. Programs that empower or increase
autonomy, or that provide for personal goal-
setting, coping and mastery skills, or
techniques to change self-deprecation to self-
affirmation foster self-efficacy. Efforts made
to ensure that students experience personal,
social, and academic success contribute greatly
to the development of self-efficacy.

- Self-Determination: — the ability to think for
oneself and to take action consistent with that
thought.  Programs intended to increase
youth’s autonomy, capacity for empowerment,
independent thinking, self-advocacy, and/or
their ability to live or grow by self-established
internal standards and values foster self-
determination. Youth leadership/youth
involvement programs foster the development
of self-determination skills.

- Clear and Positive Identity - the internal
organization of a coherent sense of self — by
gender, culture and social status. Programs in
this area develop cultural competence and
facilitate and support a youth’s healthy identity
formation and achievement, including identity
with a social or cultural sub-group.

- Belief in the Future — the internalization of
hope and optimism about the future. School-
to-work programs, programs that link with
institutions of higher education, etc., can
influence students’ belief in their future
potential, goals, options, choices, or long range
hopes and plans.

Successd4
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= Pro-social Involvement: participation by youth in
events and activities across social environments.
Programs that provide for pro-social involvement
ensure that youth have the opportunity to interact
with  positively oriented peers and make
contribution to others — their family, school,
neighborhood, peers, or larger community. Service
peers, or larger community. Service learning,
volunteering, scouting, and after-school programs
are examples.

= Pro-social Norms: programs that foster pro-
social norms encourage and support youth to adopt
healthy, pro-social lifestyles.  Such programs
provide  students  with information  about
commonly accepted behaviors and encourage them
to make commitments in the presence of peers or
mentors, for example, to attend or stay in school,
remain substance-free, identify and seek to achieve
personal goals, etc.

SUMMARY

Schools play an important role in the positive
development of youth. All children and youth benefit
when schools assume this orientation to their work
with them. Many youth development programs
naturally fit into the daily routines of schools. What

LEARN MORE ABOUT IT:
e  Web sites:

better environment to foster healthy social, emotional,
intellectual, and behavioral development; to form
meaningful relationships with youth that create bonds
with positive adults; to provide opportunities for youth
leadership and involvement in meaningful roles in the
design, delivery, governance and evaluation of
programs that impact them; to provide a training and
practice ground for the development of pro-social
behavior; to engage youth in service to others; and to
foster the development of attitudes and skills that
enhance youths™ sense of self-efficacy, beliet in the
future, and realization of a clear and positive identity?
How easily schools without this orientation can either
make no contribution to or unwittingly undermine the
healthy development of youth, thereby exacerbating the
degree to which they are put at risk.

Much of the literature emphasizes the need for multi-
faceted, multi-year programs if lasting behavioral
improvements are to be attained. Schools cannot do
this job alone. Positive youth development can be
accomplished only if it is carried out in collaboration
with the youth, themselves, their families, and their
communities. '

—  The Iowa Collaboration for Youth Development - http://www.icyd.org/
- National Youth Development Information Center — http://www.nydic.org/

o In this Handbook: See additional briefs in this section on a selection of youth development programs, such as the
Continuum of Program and Services, Mentoring, Youth Involvement, Service-Learning, and Conflict Resolution.
For information beyond the scope of this handbook, see the Resources Section.

lowa Department of Education
Fall 2001
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YOUTH DEVELOPMENT

Information Brief

Resiliency

Did you ever wonder why some children raised in

‘good families” turn out to be “rotten apples”? Or conversely,

why do some youngsters raised under the most adverse circumstances grow up problem free and become
successful?  Some children are just more resilient than others. That is, they have an inner strength that permits
them to inhibit problem behavior when in the presence of risk. Studies have identified the specific assets, or
protective factors, that contribute to a youngster's resilience. An understanding of its nature and the strategies that
help build resiliency into the lives of our children is very useful as schools join with families and communities to
develop socially, emotionally, and behaviorally healthy children and youth.

CRITICAL ELEMENTS ADDRESSED: Skillful, non-judgmental adults treat students with dignity and respect, using a

positive, caring manner.

e Positive peer relationships are fostered in an environment that promotes them in the classrooms, in common
areas of the school, at school-sponsored activities, and in the community.

e Positive and trusting relationships among the adults create an environment of psychological safety for risk
taking and experimentation and provide models of appropriate interpersonal behavior.

e The school attends to issues of diversity by recognizing and capitalizing on the assets of students and

acknowledging their individual differences.

We cannot always build the future for our youth,

but we can build our youth for the future.
- Franklin D. Roosevelt

INTRODUCTION

Between one-halt and two-thirds of all children
growing up in families with mentally ill, alcoholic,
abusive or criminally involved parents grow up to
lead productive lives (ERIC/EECE Newsletter,
volume 7, no. 2, Fall 1995). These children could be
described as being resilient. They possess the
capacity for well being and the ability for healthy
transformation and change when faced with
overwhelming obstacles.

Linquanti (1992) defines resiliency as that ““quality in
children who, though exposed to significant stress
and adversity in their lives, do not succumb to the
school failure, substance abuse, mental health, and
juvenile delinquency problems they are at greater risk
of experiencing.” Resilience, then, is an interaction
between the characteristics of the individual and the
environment. What makes a student “resilient” is the
relative strength of individual characteristics and
external protective processes compared to the
influence of risks and vulnerabilities in the
environment. In order to foster resilience,
researchers and practitioners look to its correlates in
the form of protective processes within and around
individuals over which we have influence.

Whether we believe that most of us are born with a
potential for resilience or that resiliency can develop

lowa Department of Education
Fall 2001

as a result of adversity, we can describe certain qualities
common to resilient youth, and administrators can support
an environment in their schools that allows all children to
exercise resilient tendencies.

At each stage of my life, no matter where I was, I always
managed to have one meaningful relationship with an
adult — a teacher, a coach, and a Boys and Girls Club
counselor. It let me know that someone cared about me.
A child can do about anything if the child feels loved
and significant in some way.

- Resilient Youth

WHAT COMMON CHARACTERISTICS DO RESILIENT
CHILDREN POSSESS?

Children who have exhibited an ability to overcome
adversity prove themselves competent in social situations.
They are responsive to the needs and wants of others,
flexible regardless of routine, show empathy toward those
in need, are able to communicate well and exhibit a sense
of humor.

According to Bonnie Bernard, author of Fostering
Resiliency in Kids: Protective Factors in the Family,
School, and Community (1991), our innate capacity for
resilience allows for the development of:

1. Social competence: responsiveness, flexibility,
caring and empathy, communication skills and a
sense of humor;

2. Problem-solving skills: the ability to plan, to be
resourceful in seeking help from others, to think
creatively, critically and reflectively;

Success4
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Critical consciousness: a reflective awareness

of the structures of oppression;

4. Autonomy: having a sense of one’s own
identity and an ability to act independently and
to exert some control over one’s environment,
including a sense of task mastery, internal
locus of control, and self-efficacy:

5. Sense of purpose: a belief in a bright future,

Gy

including  goal  direction,  educational
aspirations, achievement motivation,

persistence, optimism, hopefulness, and a
sense of being spiritually connected.

Resilient youth are optimistic about their lives and
manifest a sense of purpose, which allows them to
gain some control over their own environment. They
are self-disciplined and recognize their own strengths
while seeing their mistakes as learning experiences.

WHAT NEEDS TO BE PROVIDED TO FOSTER
RESILIENCY IN YOUTH?

While we often recognize resiliency in youth
confronted with at-risk situations, all children will
benefit from a school environment that strengthens
resilient qualities. Resilient youths believe that they
have adults in their lives that are available for support
and encouragement. Relationships with caring adults
foster positive attitudes and support academic
achievement as well as nurturing social competence.

How can schools create an environment that fosters
resiliency in youth?

Instilling these positive feelings in students will not
result from pep talks or positive image assemblies,
but, rather, from planned educational experiences.
Simply put, we must structure opportunities into
each child’s daily routine that will enable him or
her to experience feelings of competence,

belonging, usefulness, potency, and optimism.
- Richard Sagor,
Washington State University

Services, Strategies and Suggested Training:

e Identify staff members who are willing to develop
appropriate activities surrounding the theme of resiliency
for all students. Ask the faculty to brainstorm practices
that have the potential for building resiliency.

* Begin your efforts with those teachers who volunteer —
implementation will be much more successful, causing
other teachers to want to be involved.

* Encourage parents, staft and faculty to identify and
encourage each student’s individual areas or strength or
talent. Allow and enable students to use these talents in
the service of others, thus providing an opportunity for the
student to discover his or her own strengths and talents.

e Team students with a caring adult, whether it be a
volunteering teacher or a community member, who can
help them with their academic, social and emotional
performance within the school setting.

* Develop partnerships with area colleges, universities,
education agencies and health institutions to find the best
ways to get families involved in the process.

e Focus on the students’ strengths and how to better
develop these qualities. In the classroom, prevention
strategies can be incorporated that focus on building
strengths that are recognized in youth. Such programs
include youth courts, mentoring, service-learning, law-
related education, and other academic programs that
nurture a resiliency attitude.

e Communicate high expectations for all youth and
provide support for academic success. Schools that
successfully demonstrate to students their individual
strengths have higher rates of academic success, as well
as lower rates of problem behaviors such as dropping out,

drug abuse and teen pregnancy.
- ERICIEECE Newsletter, volume 7, no. 2, Fall 1995

Specific experiences in the classroom aimed at
boosting resilient tendencies will provide youth with
evidence of academic competence, a sense of
belonging, proof of their contributions to the
community and a feeling of empowerment.
Administrators can best support resilience in youth
by setting high expectations for all students and
providing opportunities for meaningful participation
in school activities.

LEARN MORE ABOUT IT:
e  Web sites:

SUMMARY

Although we may or may not be born with a
predisposition for resiliency, administrators can provide
the basis for a school environment that nurtures resiliency
in all youth. Building resiliency in students need not take
substantial time from teachers’ hectic schedules, and
many techniques are likely already part of the teachers’
repertoires. Feelings of optimism and belonging are a
direct result of authentic experiences. Infusing the
classroom with resiliency-building experiences can have a
profound  impact on  students’ self  images.

- Resiliency in Action: www.resiliency.com/recent.html

- The Child and Family Resiliency Research Programme: www.quasar.ualberta.ca/cfrrp/cfrrp.html
- National Network for Family Resiliency: www.nnfr.org

e In this Handbook: See “Success4 Critical Elements” and articles on Youth Leadership/Youth Empowerment,
Character Education, and Service-Learning. For information beyond the scope of this handbook, see the

Resources Section.
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Character Education

In response to recent incidents of violence in schools across the country and appeals from our nation’s citizens to
achieve greater civility in our society — in the schools, in the workplace, in our homes, and in our communities -
character education has taken a front seat in schools as a way to address these aspirations. The development of
character is a critical aspect of healthy development for all children and youth and one in which young people
themselves along with their schools, families, and communities all have a role to play. Although there are many
models of character education available for use by schools, good programs adhere to a specific set of fundamental
principles.

CRITICAL ELEMENTS ADDRESSED:

e The school is a caring, respectful, encouraging community.

e A written school improvement plan that includes provisions for fostering students’ social, emotional, intellectual,
and behavioral development is in place and is reviewed annually.

e School staff, families and community develop, communicate, and support clearly defined, appropriate high
behavioral expectations.

e An engaging curriculum is implemented that addresses social, emotional, intellectual, and behavioral
development and aligns with the district’s guiding principles, student learning goals and standards and
benchmarks.

e A documented assessment system addresses student learning in social, emotional and behavioral as well as
academic areas, is integrated with curriculum and instruction provides for monitoring over the course of
instruction, and forms the basis for program improvement efforts.

e The school has a variety of programs and services intended to prevent or intervene early with students’ social,
emotional, and behavioral difficulties.

e Schools support families to be partners in their children’s education.

o Community agencies/organizations, individuals and schools work together to provide and engage in asset-
building activities that are known to be factors that contribute to success for children and youth in school and

throughout life and that support families in their efforts to raise their children.

INTRODUCTION

A parent’s greatest hope is that their child will grow
up to be a kind, caring adult. Teachers want to
educate  respectful and motivated  students.
Employers want to hire honest and productive
workers. And, we all want to live in a society
composed of people with good character. Schools of
character support core values such as respect,
responsibility, caring, and citizenship that form the
moral fiber of our society. These core values also are
the essence of the teaching that begins in our homes.
Schools and families that understand and agree upon
character traits that they value and who partner to
support each other in the moral development of our
children and youth can make a dramatic difference in
the social, emotional, behavioral, and intellectual
development of youth.

WHAT IS CHARACTER EDUCATION?

What It Is - Character development is the process of
becoming ethical, responsible individuals. Character
education provides our youth with skills needed for
this to occur. It is a growing national movement that
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espouses the belief that the social, ethical. and emotional
development of young people is as important as their
academic development. Character education can be the
vehicle for schools in partnership with families to foster
the healthy character development of their students.

What It Is Not - Character education is not a program,
curriculum, group of activities, class, or one more thing
for teachers to do at school. It should not be an “add-on™
program, but instead must be infused throughout a
school’s curriculum and culture. If done effectively,
instead of adding to a teacher’s workload, it will help
create an environment and attitudes receptive to learning.

RATIONALE FOR INCLUSION

Public education in the United States was originally
designed to serve three purposes: 1) to teach the general
population to read, write, and count with the goal of
creating individuals that would be successful in a free
society; 2) to teach job skills so those individuals would
have a means of earning a living and the ability to support
their families; and 3) to educate the public on the ethical
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principles of a democracy so that they understood
their responsibilities as a member of that democratic
system.

This third ideal has been all but lost as a result of fear
of contlict between issues that historically divide
church and state. To achieve the original intent of
public education, schools need to have local
conversations with their constituents (including
youth) about ethics, values, and societal standards
and to have those common ideals reflected in the
curriculum, policies, and daily practices of the school
system.

Various studies in recent years make clear that our
nation worries about the character of our citizens and
that we consider issues related to societal values and
morals to be one of our priorities. A 1998 Gallup
Poll found that Americans consider crime and
violence; decline in ethics, morals, and family values;
education; and drugs to be the four issues of greatest
concern in society today.

One of the most striking pieces of current research
appeared in the March 1999 issue of the Archives of
Pediatrics and Adolescent Medicine. Researchers
found that when teachers taught and managed their
classrooms in ways that promoted bonding to school
and provided children with skills for social
interaction, students’ behavior improved, as well as
their academic achievement.

Researchers also found that full implementation of
these strategies in elementary grades predicted
positive effects on students’ bonds to school,
achievement, and school behavior through age 18.
The more attention that is given to - social and
emotional development, the greater the benefits for
students personally, socially, and academically.

What’s happening with character education in
TIowa?

Effective character education initiatives across the
state have produced lower numbers of discipline
referrals, incidents on buses, and fights between
students. One Iowa elementary school lowered
discipline referrals to the office from 387 to two in a
three-year period. Another school reduced referrals
from bus drivers by 95 percent over four years. Still
another school found that they had less trouble
getting and keeping substitute teachers because of
change in the building climate. Some middle and
high schools have focused on building character
through sports and work to model good character at
athletic events.

WHO IS RESPONSIBLE FOR CHARACTER EDUCATION?

Too often, educators don’t believe that character
education is their responsibility. They may feel
insecure about their training in this area and believe
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that they are better off sticking to their subject area. Or,
sometimes  they are
afraid to address values
within their classroom
for fear of repercussions
from parents. Character
education  must  be
EVERYONES’ job to
ensure that messages
about behavioral
expectations are clear
and consistent. These messages apply to all youth AND
adults.

“Parents and teachers
must encourage young
people to work hard
academically and make
right choices so that they
may build meaningful
lives and realize their

dreams."
- President George W. Bush

An opportunity for youth involvement

Involving youth is key to the effectiveness of any
character-building initiative. Too often in educational
systems, we do things “for” students but not “with”
students. Feeling connected to school promotes the asset
of bonding to school that is so critical to healthy
development. One way to connect students is to give
them responsibility for the day-to-day functioning within
a classroom, a building, or at an extracurricular activity.
Teaching responsibility and giving students the freedom
to set behavioral standards for their work environment not
only offers the opportunity to practice the skill in a
controlled environment, it also creates “teachable
moments” that help students internalize the definition of
responsibility.

STANDARDS FOR CHARACTER EDUCATION

A group of researchers and theorists have set national
standards for character education programs and
initiatives.  These are summarized in the following
principles: (Lickona, Schaps, and Lewis, Character
Education Partnership). An effective character education
program:

1. Promotes core ethical values. A school committed to
character education explicitly names and publicly stands
for the values of caring, honesty, fairness, responsibility,
and respect for self and others.

2. Defines character in terms of thinking, feeling, and
behavior for each core value. Character education helps
all members of the learning community know what is
good, value it, and act upon it.

3. Requires an intentional, proactive and comprehensive

approach that promotes core values in all aspects of

school life core values. Schools committed to character
education see that everything that goes on in school
affects students’ character. They plan deliberate ways to
develop character, and don’t wait for opportunities to
occur.

4. Fosters a caring school community. The school itself
must embody good character and progress toward
becoming a microcosm of a civil, caring, and just society.
5. Provides students with opportunities for moral action.
Students need opportunities to apply values such as
respect and responsibility in everyday interactions.
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6. Includes a meaningful and challenging academic
curriculum that respects all learners and helps them
succeed.  Students who succeed academically are
more likely to feel valued and cared for as persons.
Conversely, students who feel liked and respected by
their teachers and peers are more likely to achieve
academically.

7. Strives to develop students’ intrinsic motivation.
Students who develop good character are less likely
to rely on rewards and punishments to control their
behavior and more likely develop an internalized
locus of control.

8. Creates a learning and moral community where
students and school staff adhere to the same core
ethical values and share the responsibility for
character education.  All school statf must be
involved and share ownership in a school’s character
education effort.

“The same values and norms that govern the life of
students must govern the collective life of the adult

members of the school community.”
- Lickona, Schaps, and Lewis, 2000

9. Requires moral leadership from both staff and
students.  Leaders must champion the effort and

LEARN MORE ABOUT IT:
e Web sites:

ensure  that long-range planning and  program
implementation occur.

10. Requires  full partnership with parents and
community. Parents are the primary educators of their
children, and the community plays critical roles in
promoting the core ethical values. No character education
program will achieve full etfectiveness without their
involvement.

L1. Must be evaluated for effectiveness. Schools should
assess the staft as character educators, and the character
of the school and the students.

SUMMARY
A civil society is dependent upon the healthy
development of character in its citizens. This

development begins in infancy and is a lifelong journey.
The critical stages of early childhood and the school-age
years are central to this development that begins in the
home and is taught and reinforced in schools and
communities. To support families, schools, and
communities in this important work, a body of knowledge
and strategies is available from the field of character
education. When schools, families, and communities join
one another to foster the healthy development of character
in our young people, good things happen.

- Success4: http://www.state.ia.us/educate/programs/success4/index.html

- Institute for Character Development: http://www.drake.edu/icd

- Character Education Partnership: http://www.character.org

- The Josephson Institute of Ethics: http://www.josephsoninstittute.org

e In this Handbook: See “Success4 Critical Elements,” and other articles in this section on Positive Youth
Development, Peer Group Strategies, Youth Leadership/Student Empowerment, and School-wide Discipline.
For information beyond the scope of this handbook, see the Resources Section.
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Youth Leadership/Student Empowerment

Rarely in schools are vouth leadership and involvement strategies used for the positive development of at-risk youth.
Typically, students who already have shown potential for positive leadership and who exhibit those skills are the ones
tapped for leadership roles in schools. Those same leaders are the ones most likely to be engaged in a wide array of
school activities. However, current research indicates that the risk for young people to develop problem behaviors is
reduced when they possess buffers that potentially protect them from, or make them resilient to, problem behaviors.
Among these protective factors are the development of pro-social skills and formulation of an attachment to school.
Teaching students leadership skills and involving them in decision-making are proven strategies in positive development,
especially in the healthy development of those at-risk. The instructional tools are available. Are the interest in and

commitment to the work available as well?

CRITICAL ELEMENT ADDRESSED: The school is a caring, respectful, encouraging community.

e [ndicator: Skillful, non-judgmental adults treat students with dignity and respect, using a positive, caring manner.

e Essential Practices: Seek, recognize, value, and celebrate the contributions of all students. The school attends to issues of
diversity by recognizing and capitalizing on the assets of students and acknowledging their individual differences.

e [ndicator: The school approaches social, emotional and behavioral development and learning opportunities from a strength

perspective that identifies and builds on personal assets.

INTRODUCTION

A national survey of adults in the United States
reported that more than 60 percent did not think
youth would make the country a better place to live,
and 20 percent felt that they would make the country
worse (Farkas, Johnson, Dugget and Bers, 1997).
However, youth recognize and develop leadership
qualities if welcomed and valued as partners in all
aspects of community life and actively engaged in
efforts aimed at social and community change.
Adults sometimes perceive at-risk students, who
make up more than 10 percent of the population
(MacGregor, 1998), as being “disposable.” When at-
risk students and their advocates identify and put
leadership qualities to use, the potential is more
resilient students, stronger schools, and stronger
communities.

“What drives an at-risk student to take a leadership
role of involvement? They will typically not be
involved in planning a prom or running a bake sale.
Leadership generally revolves around finding
meaning in their own life, having an influence on
the choices of their peers, finding ways to resolve
conflict without fighting and having greater control
of personal issues.”

- MacGregor, 1998

Successtul youth involvement depends on both youth
and adults accepting responsibility for building
positive relationships, respecting and valuing each
other, and contributing to the community as citizens
(Iowa Collaboration for Youth Development, June
2001). Many opportunities and experiences are
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available for youth to enhance their leadership potential
and to exercise their leadership abilities.

Placing at-risk youth in positions of leadership and
implementing programs that foster involvement in school
issues are not always top priorities of adults. Adults often
do not see leadership development as a primary option for
prevention of at-risk behavior, and they avoid tapping into
the leadership potential of high-risk youth. Yet when
group decision-making processes involve at-risk students
in leadership positions, the students are able to shed light
on school issues from their own perspectives and they
also can see that their opinions are valued. This leads
them to make better choices when dealing with
difficulties in school and in their own daily lives

DEFINING LEADERSHIP AND INVOLVEMENT

Youth, themselves, must define what leadership and
involvement mean if they are to take active roles in school
and community improvement. Youth who struggle each
day to cope with life find it difficult to commit to school
involvement and need to understand how being a leader
will improve their lives.  Asking youth to define
leadership personally can identify the characteristics they
perceive to be meaningful for leadership.

The National 4-H Council, in their booklet on the study
Youth in Decision Making, stresses the benefits of
including youth in positions of authority and leadership.

These benefits also accrue when the school improvement

planning process involves youth.

e  Youth involvement becomes the expectation. An
organization/school will see more youth willing to be
involved in any group that has a youth governing it.
When adult group members who are unwilling to
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share power with young people leave the group,
the group should replace them with individuals
who accept youth participation in organizational
decision-making.

e Young people clarify the organization’s
mission. Through formal and informal means,
youth can become the keepers and protectors of
the mission.

e  Organizations become more connected and
responsive to youth in the community. When
youth are involved in planning, committees tend
to be better able to match programming efforts to
youth needs.

e  Organizations place greater value on inclusivity
and representation. Having youth involved in
decision-making improves the representative
nature of programs offered by the organization.
Their focus on diversity and fairness tends to
lead to policy changes and new conversations.

e Youth find the greatest purpose through direct
action. Youth-infused organizations are highly
likely to involve young people in advocacy,
policy-making and service.

How can students be involved as leaders at school?

e Provide an environment where youth have the
opportunity to demonstrate their leadership
capabilities and where they are taken sériously.

e Be sensitive and understanding of at-risk youth’s
emerging leadership qualities — these students
have not been “groomed” as leaders, as many
have, and they are all too aware that they have
not been marked as “‘leadership material” in the
past.

e lead a group “brainstorm” on the definition of
leadership. This gives youth permission to set
their own standards for leadership qualities.

e Leadership characteristics have the best chance
to develop through activities which require
everyone’s participation — this provides
students with opportunities to demonstrate what
they have learned. As important as it is to teach a
student to lead, it is equally important for that
student to have the opportunity to lead others.

e Activities that may foster leadership and
involvement include restoring parks, helping to
prepare meals for those in need, painting murals
to beautify school grounds, organizing after-
school sports leagues, leading policy discussions
in committee meetings and local debates to
influence legislative issues relevant to their lives.

LEARN MORE ABOUT IT
e  Web sites:
- Youth As Resources: www.yar.org

How can administrators promote student leadership?
Students develop a better understanding ot school issues
when they interact with staff, because they see the school
from the staft’s perspective. Administrators can foster
student leadership in a variety of ways.

e Identify interested faculty and staff members who
have influence with the students.

e Prepare staff to collaborate in school improvement
before involving students in the process.

e Involve faculty, statf, students, and community
members in the identification of students who may
have influence with their peers.

e [Establish guidelines for discussion of school issues.

e Organize groups of student leaders and adults to
involve the student body in planning and
implementing school improvement activities.

e Support efforts of these groups by allowing time for
meetings and recognition of progress.

Involve Teens as Community Leaders

Developing youth interest in community improvement
requires the involvement of influential adults and student
leaders. When youth feel a strong sense of ownership of
community projects, they are more likely to participate
actively in seeing the project through.

The potential of most at-risk students to make positive
contributions to the community is typically overlooked or
undervalued. For many at-risk teens, day-to-day survival
is a way of life, and future planning doesn’t extend past
today. When adult mentors reach this group, teaching the
teens leadership skills will help them to redesign their
tactics for dealing with everyday life. As they see that
they have control of their own circumstances, the
community becomes more important in their plan and
they can envision being an involved leader.

SUMMARY

Youth must develop an interest in the school or
community they will serve. With adult guidance in a
nurturing environment, youth leadership qualities will
surface and have the chance to develop. For many youth
the most important benefit they receive from seeing
themselves and having others view them as leaders is the
ability to stand up for what they believe. Because at-risk
students are painfully aware that others expect them to
fail, these students won’t take risks to make a positive
difference in their lives. This awareness also makes them
very receptive to those who do genuinely believe in their
abilities. When these youth are encouraged to develop
their inner leadership abilities, the change in their outlook
and the quality of their contribution is immeasurable.

- ITowa Collaboration for Youth Development: www.icyd.org
e In this Handbook: See “Success4 Critical Elements,” information brietfs on Youth Development, Frameworks,
Resiliency, and Service-Learning. For information beyond the scope of this handbook, refer to the Resources

Section.
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Service-Learning

“Alienated,” “isolated,” and “disaffected” are terms that have been used to describe youth who display violent
behavior. Youth who become violent often feel that they don't belong, that no one cares about them, and that they
don’t matter. Researchers have established a link between vouth violence and a lack of youths' connection to their
schools and communities. Service-learning is a strategy that can help youth feel more engaged.

CRITICAL ELEMENT ADDRESSED: School staff, families, and community develop, communicate, and support clearly
defined, appropriate high behavioral expectations. School-wide proactive discipline plans that promote respectful,
responsible behavior are developed and implemented by all key stakeholders.

INTRODUCTION

Service-Learning is a “way to involve young people
in learning through participation in thoughtfully
organized service that meets real community need”
(National and Community Service Trust Act of
1993). Service-Learning allows those involved to
see, first-hand, the value of learning through
experience, applying academics to the service of
others and reflecting on what has been accomplished.

By being involved in Service-Learning, students have
the opportunity to apply what they learn in the
traditional classroom to the service of others. They
can see their academic study put to use in the real
world, giving meaning not only to the act of
contributing to the community, but to continuing
their academic studies, as well.

HOW CAN SERVICE-LEARNING IMPACT ON SCHOOL
VIOLENCE?

Research indicates that allowing youth to contribute
through community service, lead social change,
develop marketable skills, and build ongoing
relationships with caring adults has a positive impact
on the development of assets or protective factors.
These assets buffer students from problem behaviors,
including violence, and reduce the disengagement
and sense of alienation that put youth at risk.
Service-Learning can make a significant contribution
to the lives of youth, especially youth at-risk.

WHAT CHARACTERIZES SERVICE-LEARNING?

Service-Learning engages students, educators and
community in the planning and execution of the
project  chosen. Overseen by educators,
administrators, and involved community members,
students generate ideas for projects. This process
illustrates the reciprocal relationship in which the
service reinforces the learning and the learning
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strengthens the service. Service-Learning provides
for a structured time in which students reflect on their
service and learning experiences. Teachers award
credit for learning, not for the number of hours of
service provided.

WHAT EFFECT DOES SERVICE-LEARNING HAVE ON
THE SCHOOL?

Service-Learning creates an environment where the
students, teachers and administrators have to work
with an open line of communication in order to
succeed. The cooperation of each component is
necessary to set goals, designate responsibilities, and
create a strategic plan.

HOW DOES SERVICE-LEARNING AFFECT THE
COMMUNITY?

Service-Learning is reciprocally beneficial to both
students and the community. Students become an
active part of the community as they work toward a
common goal with community members. Their
efforts provide a much-needed extension of resource,
addressing and meeting local needs by providing
thousands of hours of service to people in need, non-
profit agencies, private sector companies, non-
governmental and governmental agencies in the areas
of education, public safety, human service and the
environment.

WHAT ARE THE BENEFITS OF SERVICE-LEARNING
TO THE STUDENT?

Evaluations show that service-learning has a strong
impact on both academic learning and citizenship. In
a national study conducted by the Corporation for
National Service, for example, students scored higher
on four measures of academic importance: grades,
grade point averages in core subjects, engagement in
school, and education aspirations (E.C.S., 1999).
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In addition, students learn through experience that
being of service to others is a worthwhile, lifelong
endeavor. By viewing each service activity from the
inside, they can incorporate service into their daily
lives. Service-Learning helps the students put into
perspective the real purpose of what they learn in
school by giving them the opportunity to use real
skills to answer a need in the community.

e Elementary students develop understanding and
build friendships across the generations while
visiting a convalescent home.

e Third-grade  students learn  mathematics,
chemistry and ecology as they sponsor an
aluminum can drive to raise funds to buy and
plant trees in the community.

e Middle school students develop graphing skills
as they study rural and urban nutritional data.

e Middle school students add to their own
understanding of government as they tutor
immigrants in U.S. history in order to help them
pass the citizenship test.

e High school students apply mathematics, physics
and vocational skills while designing and
building low-income housing.

e High school students study ecosystems as they
work with the Department of Natural Resources
to reclaim a dump site and construct a nature
trail.

HOW CAN WE IMPLEMENT A SERVICE-LEARNING
PROGRAM IN OUR SCHOOL AND COMMUNITY?
Prepare by laying the groundwork for integrating
Service-learning projects into the school curriculum.
e Train the participants.

e Identify a school or community-based need.

e Research the need.

e Choose a specific project.

e Design the action plan for that project.

Take Action by implementing the plan. This can

take more than one direction:

e Develop a new Service-Learning project. For
example, set up a Reading Buddies program with
a senior citizen center.

LEARN MORE ABOUT IT:
e  Web sites:

e Support an existing plan such as protecting
deteriorating rain forest or prairie, contributing to
food pantry or clothing drives.

e Engage in social action by modeling democratic
participation in public issues and decision
making.

Reflect on the results of the student’s project and the
correlation between the service and learning
components.

e Before: What needs do we have in our
community and how can we make a difference in
these areas?

e During: How is our project progressing and what
might we change to improve upon it?

e After: What did we learn and how can we share
this with others? Where do we go from here?

Celebrate by recognizing youth as a valuable part of
the community. Renew the commitment to service
and thank community leaders and participants.

SUMMARY

Service-Learning creates a partnership that benefits
all participants involved. By motivating students to
make a difference in their communities, Service-
Learning gives students a clear picture of the
importance of their classroom activities. As students
increase their academic skills, they unknowingly
develop empathy, self-esteem, social awareness and
responsibility, and a sense of caring for others in their
community. And the community, in turn, sees youth
as active, compassionate and productive membérs of
the community.

The youth population has been misnamed the self-
centered generation. There’s a strong desire to
serve others. The problem we face in America today
is not a lack of willingness to serve others, but to

find the appropriate outlet for this.
- George Gallup

- ITowa Department of Education, Service-Learning: www.state.ia.us/educate/sl

- National Youth Leadership Council: www.nvlc.org

e In this Handbook: See “Success4 Critical Elements” and articles on Positive Youth Development, Youth
Leadership/Empowerment, Character Education, Resiliency, Frameworks, and After School Programs.
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Parent Involvement

Involvement of parents in the education of their children is critical to their children’s success in school. Despite our
awareness of the importance of this involvement, schools and families continue to struggle to establish meaningful
communication, engage parents in the day-to-day life of the school, and achieve common ground given the diversity of
the population in background, experience and thought. Nevertheless, schools continue to seek ways to improve their
work with parents. The importance of this effort has never been more clear than it was as people sought answers to the
“what might have been” questions raised by the tragic school shootings across our country.

CRITICAL ELEMENTS ADDRESSED:

o Districts and schools, with families and community members, establish a philosophy and develop policies that
recognize and support families as partners in their children’s education.

o Families and schools communicate clearly and frequently with each other.

e Schools support families to be partners in their children’s education.

e Families support their children’s education.

e Schools provide families with opportunities for meaningful involvement in the school.
INTRODUCTION

In the United States, schools today are attempting to
increase parent involvement in order to strengthen the
bonds between home and school. Although studies have
rarely addressed the issue of parent involvement in
schools as a deterrent to school violence, it is positively
associated with student academic success, higher
attendance rates, lower suspension rates, and the
prevention of problem behaviors, including violence
(Skiba and Strassell, 2000).

THE IMPACT OF PARENT INVOLVEMENT
Research on parenting has identitied five parenting
practices that are instrumental in the upbringing of well-
adjusted children. They are:
1) Fair, consistent, and predictable discipline;
2) Parental monitoring and supervision of a child’s
activities, whereabouts, and peer associations;
3) Parent involvement in their children’s lives in either
structured or unstructured activities;
4) Positive parenting by establishing warm, caring
relationships, mutual respect, and affection; and
5) Use of crisis intervention, conflict resolution and
problem solving to deal with the minor crises that
arise in children’s lives.
-Walker, 2001
When parents teach their children positive attitudes
toward school and perceive education as a highly valued
activity, they help their children get a good start in
school, thus enhancing their probability for academic
achievement and healthy social development (Walker,
2001). Attendance rates have increased and suspension
rates have decreased in schools implementing aggressive
plans to involve parents in the process. One Iowa school
reports an increase in attendance following improved
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communication with and involvement of parents in the
development and implementation of stricter attendance
rules. Increased parent involvement also has been
shown to lead to greater teacher satisfaction, improved
parent understanding and parent-child communication,
and more successful and effective school programs
(Skiba and Strassell, 2000).

Some programs focus their efforts on the parents of
students with challenging behavior. One elementary
school in California required parents of students at risk
of expulsion to attend
regular  meetings  to
develop a  solution
regarding their child’s
behavior. Both parents
and teachers rated the

“We cannot bring out
the best in children if
we are not willing to

give our best!”
- Dr. Steve Edwards, Principal

collabora-tive team East Hartford (CN) H.S.
approach  as  highly
successtul. Parent Management Training (PMT),

teaching parents effective methods of behavior
management to decrease their children’s aggressive
behavior, also has been used with families of students
exhibiting aggressive or disruptive behavior (Skiba and
Strassell, 2000).

Parent Involvement at School: Making it Work

When trying to involve parents in school activities,
school administrators need to take into account the
background of the parents. Parents may be uncom-
fortable participating at school because they, themselves,
did not have good experiences there; the only
communication about their child that they receive from
school is negative; or they do not communicate well
because of language barriers, or cultural and socio-
economic differences.
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Dr. Steven Edwards is the principal of East Hartford
High School in Connecticut, an urban high school of
2100 with 72 percent students of color and 40 languages
spoken. He understood these issues when he rented an
apartment in the projects where his students resided.
There he could meet with their parents in surroundings
where they were comfortable. Parent involvement
increased in his school. and the focus on relationship
building helped to eliminate expulsions, decrease
suspensions by 50 percent, decrease the drop out rate by
3.5 percent, and improve standardized achievement test
scores.

How can schools build trust with parents? Making an
attempt to reach parents and to make their experiences at
school meaningful and comfortable needs to be part of
an overall goal to increase parent involvement. Some
suggestions for improving relationships include the
following:

e Clearly define parent involvement expectations.
Are parents serving on committees? What might the
responsibilities be? Are parents going to help in the
classroom? What are they expected to do? How
often? What hours of the day?

e Boost parents’ feelings of involvement in important
decisions and events concerning their child’s
school. When parents know that they have a part in
decision-making, they take ownership of the school
and take pride in its accomplishments.

o Convenience should be the order of the day. Many
parents are not available during the day. Offer
opportunities for involvement on weekends or
evenings.

o Make parent involvement at school meaningful and
worth the time parents invest at school. Center
activities on the wants and needs of families. Include
students and other siblings in your plans.

e Develop multiple ways that parents can be involved.
Some parents may feel more comfortable if they can
be involved by working on projects that fit their areas
of expertise. By bringing their work talents to
school, they are able to make an immediate
connection.

o Extend the effort to involve parents that are the
hardest to approach. Use every available resource.
Make telephone calls. Send notices of involvement
opportunities home with children. Mail letters. Ask
other parents who may be close to the family to
extend an invitation to school events. Some schools
have been successful approaching parents through
community activities and churches.

LEARN MORE ABOUT IT:
e  Web sites:

Training programs intended to improve the level of par-
ent involvement in school are available to Iowa schools.
Two of these programs focus on parent-child
communication. Strengthening Families, developed by
Iowa State University Extension, is one of the
scientifically  evaluated programs recognized as
exemplary by the U.S. Department of Education. This
program, designed for youth from 10-14 years of age
and their parents, helps improve communication
between parents and their children, helps parents set
limits, and helps youth develop skills to resist peer
pressure.  Parents as Teachers provides numerous
support contacts for both parents and staft.

Remarkable School-Home  Partnerships is a third
program available in Iowa that more directly targets
relationships between parents and schools. This training
helps schools convene conversations with parents and
community members about things that matter.
Participants explore possibilities for expanding parent
and community involvement in school improvement
efforts and build skills for effective communication.

Parent Involvement in School: Making Schools Safe
Increasingly, parents are asking to play a role in helping
the school to become a safe place. Indeed they have an
important contribution to make to the overall safety of
the school beyond what they do to guide their own
children from violent behavior. Recommended
strategies for parent involvement in school safety issues
are: 1) serving on an advisory body to counsel schools
on matters of policy and the challenges of keeping the
school safe; 2) advocate for parents to teach their
children non-violent ways to deal with conflict: 3)
advocate for securing weapons at home and gun safety
instruction for families; and 4) make available to parents
information on effective parenting practices and
facilitate their access to training and support on effective
parenting (Walker, 2001).

SUMMARY

Involvement with children’s education begins at home
when parents establish an environment where learning is
valued, teach their children the social, emotional, and
behavioral skills they will need to succeed in school, and
show their children that their schoolwork is important.
Involvement continues into the school when there is
open communication among parents, children, and
school, and parents are provided with a wide range of
opportunities to participate in the daily life of their child
there. Every school will be improved and the life of
every child enhanced by the active involvement and
support of parents in school.

- Partnership for Family Involvement in Education: http://pfie.ed.gov

- Strengthening Families: http://www.exnet.iastate.edu/Pages/families/SFP.html

e  Email:

- Remarkable Partnerships: beth-larson@home.com

- Parents As Partners: higherplain@home.com

e In this Handbook: See “Success4 Critical Elements,” and other briefs in this section.
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Information Brief

School-Wide Discipline

Littleton, Jonesboro, Paducah, Springfield, Santee — These are communities forever associated with shocking
shootings of students by students. Everyone speculates on the cause of such horrendous behavior and how to
prevent it. Suggestions for solutions range from turning schools into fortresses, to blaming but doing nothing. At
the same time, discipline has become a primary concern of teachers, administrators, school boards, parents, and
communities. In addition to apprehension about student misconduct, there are concerns about low levels of student
achievement, school dropouts, high rates of absenteeism, and individuals ill-prepared for the world of work.
Inadequate instruction most often receives the blame, yet activities other than instruction occupy almost one-half of
all classroom time. Discipline problems are responsible for a significant portion of this lost instructional time.

CRITICAL ELEMENTS ADDRESSED: School staff, families and community develop, communicate, and support clearly

defined, appropriate high behavioral expectations.

All key stakeholders develop and implement school-wide

proactive disciplinary plans that promote respectful, responsible behavior.

INTRODUCTION

There is no quick fix for these complex problems.
Among other researchers, Geoff Colvin of the
University of Oregon's College of Education and co-
developer of Project PREPARE, a model for
classroom and school-wide discipline, states that the
solution requires a multi-dimensional approach
(Colvin, 1994). This necessarily includes long-term
planning, adequate funding, adequate commitment of
time, emphasis on preventive rather than reactive
measures and the collaboration of schools, families,
and community. We have to begin some place, and
that place can be making our schools healthier, with
environments where every student matters and where
every student can acquire the skills to succeed at
school and in life. This investment now is an
investment in our future.

"If all schools do is add guards or metal detectors
or put students in uniforms or expel them, it won't
work...You don't change a kid's behavior by
expelling him. The real solution is to teach students
how to think, how to act, how to deal with their
anger. Maybe that wasn't the job of schools in

1950, but it sure is now."
- Kevin Dwyer, Assistant Director of the
National Association of School Psychologists

Dr. Kevin Dwyer, Assistant Director of the National
Association of School Psychologists, distinguishes
between making the physical environment safe and
making the psychological environment both safe and
instructional. Of course, the former is important; but
the latter is crucial. In order to have a
psychologically safe environment, schools and
communities need to make changing the school's
climate and culture a priority. A school-wide system
of discipline can help create such an environment and

lowa Department of Education
Fall 2001

foster the healthy personal-social development of
students while it supports their acquisition of
academic knowledge and skills.

DISCIPLINE — WHAT IS IT?

Discipline encourages learning, responsibility, and
self-control. Webster's New World College
Dictionary defines discipline as "From the Latin
meaning: 1. A branch of knowledge or learning;
2. Training that develops self-control, character,
orderliness or efficiency; 3. Strict control to enforce
obedience; 4. Treatment that controls or punishes;
5. A system of rules.”

The theme that runs through all five definitions is that
of "control." The "control" that undergirds the first
two definitions is the development of self-control
through the acquisition of knowledge, skills, and
habits. The next three definitions speak to control
coming from external sources.

Traditionally, our society has thought of school
discipline as a system of rules designed to control or
punish in order to enforce obedience. In fact, current
research and experience tell us that such systems
work only temporarily and only as long as students
are under the threat of the punishment. Often such
systems only serve to escalate or encourage
disrespecttul and rebellious behavior.

Effective discipline is discipline that is instructional,
contributing to a student's overall healthy
development, socially, emotionally, intellectually,
and behaviorally.

Discipline should be future-oriented and relationship
enhancing. When it is, discipline develops self-
control by supporting young people to acquire the
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pro-social knowledge, skills, and habits that will help
them succeed.

SCHOOL CULTURE

To create a school culture where the environment is
welcoming, invitational, supportive, and tolerant,
means that the school must engage in deep systemic
change. The knowledge, skills, and attitudes of
students, staff, families, and communities are all part
of the mix that determines what the school is like. If
a school uses a more traditional model of discipline
(i.e., a set of rules and punishing consequences). then
those who use this approach and those impacted by it
must be supported to learn a new way of doing
business. This means putting the structures and
processes in place so that the school can become a
learning community with a collaborative rather than
competitive culture. As schools work on develop-
ment of their school-wide systems, a set of critical
elements, grounded in the professional literature,
identifies factors that contribute to their becoming
places where all kids can succeed (See those
elements in another section of this Handbook).

DEVELOPING A PLAN
In order to develop a plan for school-wide student
discipline:

e Begin by establishing a leadership team composed
of school staff (instructional and support), students,
families, and community members.

e Train the team in such skills as planning,
facilitation of effective meetings, group decision-
making, managing change, and  building
commitment. Attention to team building is a
critical aspect of this phase.

e Once a leadership team is established, involve the
rest of the school staft (teachers, school secretary,
the guidance counselor, the janitor, cooks) as well
as students, their families, and other community
members in making decisions about the design and
implementation of the plan. Dividing school staff
into study teams is an organizational structure that
serves this purpose well.

In an article in The American School Board Journal,
(1993, February) Joseph Williams, former school
administrator, likens developing a school-wide

LEARN MORE ABOUT IT:
e  Web site for Success4:

disciplinary system to building a house. He stresses
the importance of laying the foundation of the
system. This foundation includes a set of shared
beliefs, shared visions of a successful school and a
successful student, and the school's mission. An ill-
conceived disciplinary plan without this solid
foundation has little chance of succeeding.

Components of a Successful School-wide System

® A set of beliefs. a vision, and mission that state what
behaviors are valued and important.

® Total staff commitment to manage student behavior
based on an agreed upon approach.

® School-wide attention to the treatment of a/l persons
with respect, concern, and fairness.

® A set of clearly defined, widely communicated high
and clear expectations for behavior.

® A programmatic effort to help students gain skills in
positive social relationships and conflict
management.

® A set of well-defined, equitably enacted
consequences and clear, fair procedures for students
who break the rules.

® A dynamic instructional program that engages
students in meaningful, authentic learning that
motivates and generates motivation and learning.

- K.D. Peterson, “Establishing Effective School-wide Behavior
Management and Discipline Systems,” Reform Talk, October 1998

Researchers have found that the most beneficial
programs are comprehensive and multi-faceted, with
an integrated approach to cognitive, affective, and
behavioral skill development. Such programs
address those factors that put children at risk and give
them access to the protective factors that enhance
their ability to resist negative influences. They are
most etfective when they are an integral part ot the
curriculum and day-to-day life in the school rather
than isolated add-ons.

SUMMARY

Disciplinary systems that work are coordinated
efforts with families, students, educators, and
community members. They bring together efforts
with a common mission to foster students’ healthy
personal-social development.

—  OSEP Center on Positive Behavioral Interventions and Supports (PBIS) — http://www.pbis.org
e In this Handbook: See Early Warning Timely Response (Section 2), Safeguarding Our Children: An Action

Guide (Chapters 2 & 5), “Success4 Critical Elements,” Crisis Management Section:

“

Templates for Designing

a School-wide Proactive Discipline System,” and the Resources Section.

lowa Department of Education
Fall 2001

Successd
Safe and Drug-Free Schools and Communities




YOUTH DEVELOPAENT

Information Brief

Restorative Justice

Restorative justice is a set of disciplinary practices based on making reparations for infractions. In contrast to
traditional disciplinary systems, restorative justice focuses on both the perpetrator and the victims of any harmful act.
The goal is to restore a situation to a homeostatic state, where the individual or property harmed is healed, and
perpetrators are held accountable for their actions. At the same time, it provides wrong doers support to enhance
their competencies so they may be healed as well. Restorative justice could be a fit for schools seeking an
instructional approach to behavioral change based on a belief that human beings are of value and have the potential
for healing, growth, and change. It assumes they are worth the investment of time and skill to teach them to adapt to,

and succeed in a changing world.

CRITICAL ELEMENTS ADDRESSED: School staff, families and community develop, communicate, and support
clearly defined, appropriate high behavioral expectations.
e [ndicator: School-wide proactive behavior management plans that promote respectful, responsible behavior are

developed and implemented by all key stakeholders.

e [ndicator: Effective instructional strategies are used to teach students school-wide and classroom expectations.

INTRODUCTION

Restorative justice is a different lens through which to
view wrongdoing (Zehr, 1990). It puts primary focus
on repairing the harm caused by offending behavior and
on accountability on the part of those who have caused
the harm, rather than on determining rule violations and
punishment. A traditional approach to wrongdoing
asks: “What laws or rules have been broken? Who did
it? What shall the punishment be?” In contrast, within
a restorative framework, the following questions would
be considered: “Who has been harmed by this incident?
What needs to be done to repair the harm? Who is
responsible for this repair?” Restorative justice also
recognizes that to repair the harm and to minimize
repeat behavior, attention also must be paid to the needs
of the individual who has caused the harm. The value
system through which we look at behavior affects the
definition of the problem, as well as possible solutions.

Though the principles and practices of restorative
justice originated in the context of the criminal justice
system during the 1990s, schools began adapting and
applying a restorative approach in their own settings.
This Information Briet will expand on the principles
and values of restorative justice and look at examples of
how these are being put into practice in schools.

PRINCIPLES

Restorative practices assume that all human beings are
of value and have the potential for healing, growth and
change. Restorative justice or restorative discipline in
school contexts asserts that the primary impact of
misbehavior is the harm done to other individuals and
to relationships within groups. A just response is one
that focuses on healing and repair of the harm, not on
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the violation of a rule or law. Restorative justice
focuses far more on restitution to individuals and the
community that has been harmed than on punishment
(Umbreit, 2001, page 28).

Misbehavior creates responsibilities not only for the
ones who misbehave, but also for those affected.
Participation of those most affected by misbehavior in
the response gives them an opportunity to have a voice
in how to repair wrongs and increases the likelihood
that wrongdoers will learn from what happened by
hearing and understanding the impact of their behavior
on others. Such a forum encourages meaningtul
accountability by those who have harmed.

Any person who harms another is responsible for his or
her own choices. However, restorative justice
recognizes that a community has responsibility for
social conditions that may contribute to wrongdoing
(Umbreit, 2001, page 29). This implies that schools
and communities have an obligation to provide support
and restoration of those harmed and to enhance the
competencies of those who have harmed. A restorative
approach requires treating those who have misbehaved
with respect and taking effective steps to integrate them
back into families, schools and communities.

PRACTICES

Restorative justice practices give the individuals most

affected by harmtful or criminal acts a chance to be

involved in responding to the harm caused by such acts

(Umbreit, 2001, page 27). For those harmed,

restorative measures provide:

(1) choices in how they want to proceed,

(2) an opportunity to talk about what happened,

(3) avoice in how the harm might be repaired, and
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(4) a way to feel some power, safety. or affirmation.

For those who have harmed, a restorative approach

provides:

(1) achance to accept responsibility for one’s actions,

(2) an opportunity to understand the impact their be-
havior has had on others and to develop empathy,

(3) a chance to contribute to the solution,

(4) an opportunity to make amends,

(5) an opportunity to get assistance in developing skills
to change behavior and attitudes that would help
prevent future harm.

In a school setting, restorative practices have been
used in response to incidents of theft, vandalism,
bullying, minor physical assaults, verbal assault,
truancy, unintentional injury, disturbing the peace,

defiance of authority and others.
- Colorado School Mediation Project, 2000

Schools may apply some restorative practices, such as
peacemaking circles, more generally for conducting
class meetings or staff decision-making sessions,
developing individualized education plans for special
education and for other forums. The Iowa Peace
Institute, with its “Building Peaceable Schools and
Communities” program, is introducing concepts and
practices of restorative approaches to schools and
communities throughout Iowa.

Following are three examples of restorative practices
that have been most widely applied in school settings.
Additional practices are in wide use in community and
criminal justice programs.

Victim Offender Dialogue: A trained facilitator,
usually an adult, brings together a student who has been
harmed with the student who caused the harm for a
conversation about the incident. The victim can speak
about the impact of the incident and be involved in
developing a plan to repair the harm. The process may
include a mutually acceptable written plan that may
specity restitution or intangibles such as making an
apology.

LEARN MORE ABOUT IT:
e  Web sites:

Small  Group  Conferencing (Family  Group
Conferencing): A trained facilitator brings together
not only the perpetrator and victim, but also their
parents and others affected by the incident. The goal of
the conference is similar to that of the victim offender
dialogue.

Peacemaking Circles: This process, derived from
indigenous cultures, brings together the person who has
caused the harm, the person who has been harmed,
family members of both parties, and supporters, as well
as others affected by the incident. The practice is so
named because participants sit in a circle and speak one
at a time going around the circle. The facilitator, or
circle keeper, guides the conversation through the
articulation of the values and guidelines of the process
and through the use of a talking piece that passes
around the circle. All participants have an equal
opportunity to speak. This process is particularly suited
to managing discussion of very emotional issues.
Peacemaking circles may conclude with written
agreements.

SUMMARY

Each of these practices is an element of a holistic
response to disruptive behaviors. They contribute to
enhancing community safety by strengthening
relationships.

“Restorative results are measured by how much repair
is done rather than by how much punishment was
inflicted. Restitution to those harmed becomes the

rule, not the exception.” - Anderson et al.,p.7

In Minnesota restorative measures are being used in 40
percent of school districts. One impact these practices
have had in four pilot programs is that suspensions and
discipline  referrals are  dramatically  reduced
(Riestenberg, 2001, page 19). Early indications suggest
that restorative approaches to discipline may also be
related to improved student academic performance.
(Roxanne Claasen, “Beyond Punishment,” page 5.)

Lolya Lipchitz, Mediator of the Iowa Peace Institute,
Grinnell, Towa, wrote this Information Briet especially
for this Safe Schools Leadership Handbook. Thank
you, Lolya, for your contribution.

— Jowa Peace Institute, iapeace@netins.net, Www.iapeace.org

— Restorative justice programs in Minnesota schools, Nancy Riestenberg, prevention specialist, Minnesota
Department of Children, Families and Learning, nancy.riestenberg@state.mn.us

—  Colorado School Mediation Project, info@csmp.org, www.csmp.org
—  Center for Peacemaking and Contlict Studies, Fresno Pacific University, www.fresno.edu/dept/pacs
—  Center for Restorative Justice and Peacemaking, University of Minnesota School of Social Work,

http://ssw.che.umn.edu/rip

e In this Handbook: See Early Warning Timely Response (Section 2), Safeguarding Our Children: An Action
Guide (Chapters 2 & 5), “Success4 Critical Elements.” For information beyond the scope of this handbook,

refer to the Resources Section.
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Information Brief

L

Peer Group Strategies

Involving peers in teaching and helping one another requires a shift on the part of adults from their view of yvoung
people as problems to be fixed to one of young people as resources to their families, schools, and communities. Schools
that adopt this view provide ongoing, continuous opportunities for vouth — from early childhood through late
adolescence — to serve as resources to each other. Schools implement a variety of “peers as resources” structures, such
as peer helpers, peer tutors, peer mediators, and peer mentors. These programs have been especially effective in the
development of assets that make youth resilient to problem behavior.

CRITICAL ELEMENTS ADDRESSED:
= The school is a caring, respectful, encouraging community.
Indicator: Positive peer relationships are fostered in an environment that promotes them in the classrooms, in

common areas of the school, at school-sponsored activities, and in the community.

INTRODUCTION

Students can be useful, contributing members of their
school community, and youth service can play a major
role in reducing the alienation felt by many from their
families, schools, and communities - alienation that can
lead to alcohol and drug abuse, teen pregnancy, and
dropping out of school. A peer resource model of
education applies to any program or service that uses
children and youth to work with other children and
youth: peer or cross-age tutoring, peer helpers, peer
mediation, youth leadership and youth involvement,
cooperative learning, and service learning.

[The vision for education]...“is a vision of raising
compassionate, insightful and brave young people
who will be able to look at the challenges they will
inherit — racism, poverty, violence, sustainability — and
respond with their whole selves. It is a vision of
schools with heart and soul. Our children can
become healing agents if schools — as their last public
institution in a fractured time - give young people the
skills and convictions they need. May we leave our
world safer for our children by providing them with a
school experience that educates their hearts along
with their minds.”

- Linda Lantieri

Peer group strategies attempt to create a prosocial group
climate, peer group controls on antisocial behavior, and
peer support for prosocial attitudes and behaviors as a
norm of the school. Research shows that when school-
wide reports of negative peer influence goes down,
school-wide belief in conventional rules goes up, and
schools become sater (CSPV, 1998).
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PEER MENTORS

Peer mentoring programs match older youth with
younger children in one-to-one relationships to provide
guidance for the children. Together they may work on
schoolwork, deal with social relationships, talk about
social issues such as drinking, smoking, and using
drugs, sort out tamily problems, or retlect upon other
issues of growing up. A peer mentor can be someone
with whom the younger child can simply hang out.

Peer mentoring programs have many benefits, including
providing positive influences for a younger student who
may need a little extra attention or support. Mentors
can provide encouragement, friendship, and listening
ears. They can mean the difference between dropping
out of school and graduating, or between getting
involved with drugs and developing the strength and
confidence to resist them.

Effective mentoring programs require training for the
mentors, careful matching between the mentor and the
child to be mentored, and ongoing support to maintain
and improve the mentoring relationship. If a school
wants to start a peer mentoring program, it should turn
to experienced national and local programs such as the
National Mentoring Partnership, the Corporation for
National Service, and Americorps.

PEER TUTORING

Hundreds of evaluations of cooperative learning and
peer and cross-age tutoring have found both positive
academic and social development results (Benard,
2000). Adding a well-designed peer or cross-age
tutoring component to an elementary or secondary
school program has the potential for significantly
augmenting the school’s capacity to promote academic
achievement and interpersonal relationships. A
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Stanford University study (Levin, 1984) found that peer
tutoring is more consistently cost-effective than
computer assisted instruction, reduction of class size, or
increased time for raising the math and reading
achievement levels of both tutors and the students they
tutored.

Those students who benefit most from peer tutoring
programs are the tutors themselves, because they
receive more intensive exposure to the material they
teach than do the ones whom they teach. However,
training peer tutors is an essential ingredient it the
program is to be effective.

PEER MEDIATION

A student’s peer group can influence the way that
students react to conflict and potential violence — for
better or worse. When a school implements strategies
aimed at peaceable solutions to daily conflict, students
can learn from each other how to negotiate potentially
violent situations to the acceptance of all students
involved. Instruction in contlict resolution skills can
help students recognize that they can learn new ways to
deal with daily conflicts.

Peer mediation is a program strategy based on
negotiation. The main focus for peer mediation is to
provide students with a means to solve disputes without
controntation and violence. The use of peer mediation
can substantially change how students approach and
settle conflicts. When used on a regular basis, students
can learn an alternative method of settling disputes and
add an important life skill to their repertoires.

The main focus of peer mediation is to bring all
students a way to solve disputes with means other than
confrontation and violence. Trained student conflict
mediators serve as unbiased third parties to help their
peers settle disputes by applying problem-solving
strategies to create an outcome that is satisfactory to all
parties involved.

Although it can be implemented as a stand-alone
program, peer mediation should be used as one piece of

LLEARN MORE ABOUT IT:
=  Web sites:

a broader curriculum of violence prevention and
conflict resolution (Skiba and Peterson, February 2000).

Initial training of peer mediators requires an estimated
12 to 15-hour commitment. During this training time,
students learn the basics of peer mediation (problem
solving, communication, and interest-based negotiation
strategies) and increase their awareness of how conflict
develops. Role playing and active learning are essential
elements of training. Peer mediators learn that contlict
can be handled in a positive, constructive manner.
They learn that the role of the peer mediator is not to
pass judgment on the parties involved, but to help the
students come to a solution that is acceptable to all
parties. The students in disagreement come to the peer
mediator voluntarily and are not forced to come to an
agreement immediately.

The effectiveness of peer mediation is measured by the
success of mediations and how students and peer
mediators view the mediation process.  Although
effectiveness has not been properly documented, a wide
variety of studies conducted in different locations and
situations did find that peer mediation appears to be a
promising strategy for improving school climate (Skiba
Peterson, February 2000).

SUMMARY

Leaders in the field of cooperative learning and peer
tutoring conclude that the key to successful peer
resource programs is that they are created in the context
of a collaborative culture with cooperative structures
and relationships at all levels within a school or district
(Benard, 2000). Despite compelling evidence that peer
group strategies are effective in building student
success academically and socially, to the puzzlement of
researchers and reformers, implementation of these
strategies has failed to take hold in schools. The
answer seems to lie in a conflict between the basic
beliefs of educators regarding the traditional role of
students in their own education where they are
consumers of help and the more recent view that youth
are resources and producers.

- Resolving Conflict Creatively: http://www.esrnational.org

- The National Mentoring Partnership: http://www.mentoring.org

= In this Handbook: See additional briefs in this section on A Continuum of Programs and Services, Positive Youth
Development, Youth Leadership/Student Empowerment, and Service Learning. In other sections of the manual,
please refer to Early Warning, Timely Response, Safeguarding Our Children: An Action Guide, and “Success4’s
Critical Elements.” For information beyond the scope of this handbook, see the Resources Section.

lowa Department of Education
Fall 2001

Successd
Safe and Drug Free Schools and Communities




RISK-FOCUSED PREVENTION

Information Brief

>

Risk-Focused Prevention

In any school, there will be one or more groups of students who are more at risk for engaging in problem behavior than
are others. Often these students live in circumstances and have personal characteristics that put them at risk for the
development of problem behaviors. At the same time, there are also protective factors that diminish the effects of
exposure to risk factors and enhance protective factors, thus reducing the incidence of problem behaviors. Current
research (Pollard, Hawkins, & Arthur, 1999) has shown that some preventive intervention strategies can have a positive
impact on these factors and subsequently the resulting problem behaviors. Schools that are developing a continuum of
programs and services designed to prevent violent and disruptive behavior and to promote healthy social, emotional,

and behavioral development need to adopt strategies that will be effective in achieving these results.

CRITICAL ELEMENTS ADDRESSED:

e The school, in collaboration with the community, provides a full and accessible array of specialized programs and
services to address the needs of students experiencing social, emotional and/or behavioral problems.
e Schools and community agencies and organizations establish working partnerships to support students and their

Jfamilies.

INTRODUCTION:

“Recent research suggests that between 9 million and
16 million children in the nation are growing up with
disadvantages that ‘limit the development of their
potential, compromise their health, impair their sense
of self, and generally restrict their chances for
successful lives.””

- Thomas McClellan,
National Governors’ Association

We should view all young people as positive resources
to our communities. To prevent the tragic loss of such
capital, schools must partner with parents and the
community to help young people become healthy,
productive adults. Risk-focused prevention programs
that address both risk and protective factors are
essential components of the continuum of programs
and services that foster the healthy social, emotional,
intellectual, and behavioral development of their
students. The work in risk-focused prevention begins
with the belief that all students are important and that
investing in all is an important part of the work of
schools, well worth the time and effort expended.

WHAT IS RISK-FOCUSED PREVENTION?

Risk-focused prevention consists of the programs and
strategies used to work with individual students or
groups of students who have conditions present in their
lives that place them at risk for developing certain
problem behaviors such as substance abuse,
aggression, violence, teen pregnancy, and dropping out
of school. At the same time, studies have shown that
there is a set of protective factors that mediate the
effect of the exposure of young people to risk, resulting
in reduced incidence of problem behavior.
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Current research suggests that both these sets of factors
are promising targets for preventive interventions.
Interventions that enhance resilience by promoting
protective factors and reducing risk, either singly, or
more powerfully in combination, can reduce the
likelihood that problem behaviors will develop and
increase the likelihood that prevention efforts will be
effective.

WHO IS AT-RISK?

“Youth who do not have opportunities to develop
positive attitudes and behaviors and to test them
within a supportive environment are at risk of a host

of antisocial and negative behaviors.”
NGA Center for Best Practices, July 2000

To be most effective, prevention efforts must begin
early — between birth and six years of age. Although
most of the risk factors in the lives of young children
are centered in families and communities, schools can
play an important role in counteracting them by serving
as good community members. This includes fostering
the development of protective factors through parent
education, serving as community centers for human
services, sponsoring early childhood education
programs, and sharing expertise by providing cross
agency training.

Recent school shootings have focused much attention
on the characteristics of the students who did the
shootings so that potential shooters can be identified.
Although researchers have identified warning signs, no
single profile has emerged that would predict which
students will become violent. Early warning signs,
discussed in detail in the document Early Warning,
Success4
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Timely Response: A Guide to Safe Schools, can alert
school staff to emerging problems that may warrant
intervention, but they are not intended to serve as a
checklist for singling out students for punishment
isolation and stigmatization. Any warning signs should
be understood in the larger context of each student’s
situation (MacClellan, 1999).

“If antisocial behavior is not changed by the end of
grade three, it should be treated like a chronic
condition much like diabetes. That is, it cannot be
changed, but managed with appropriate supports and

continuing intervention.”
-Walker, Colvin, & Ramsey, 1995

The Social Development Research Group (SDRG) at
the University of Washington has conducted some of
the most substantial and recognized research in the area
of at-risk children and youth. Researchers identified a
set of factors that put young people at risk for
adolescent health and behavior problems such as
school failure, substance abuse, delinquency, and
pregnancy. Environmental conditions in children’s
homes, schools, and communities, as well as personal
physiology and personality traits, also are risk factors.

SDRG also identified protective tactors and processes
that buffer the effects of a student’s exposure to risk
and thereby reduce their development of health and
behavior problems. They organize both risk and
protective factors into tfive domains:  individual,
family, peers, school, and the broader community.

What Can Schools Do?

Researchers have identified an array of effective
strategies for the reduction of problem behaviors. A
school district can implement a selection of these
strategies and monitor the occurrence of problem
behaviors in order to test the effectiveness of the
strategy.

The lowa Youth Survey (IYS), the Youth Risk Behavior
Survey (YRBS), the Search Institute Survey, and the
Communities that Care Youth Survey all yield data that
inform schools about the incidence and prevalence of
problem behaviors among the students in their districts.
These data can be used to prioritize risk and protective
factors and guide the selection of effective prevention
and intervention strategies. ’

Hawkins and Catalano (1995) identified three cate-
gories of risk factors that are directly related to schools:
early and persistent antisocial behavior, lack of
commitment to schools, and academic failure
beginning in lower elementary schools. They also
identified a set of strategies that ameliorate these risk
factors.
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They are:
¢ Prenatal/Infancy Programs
e Early Childhood Education
e Parent Training
e Family Therapy
e Classroom Management, Organization and
Instructional Strategies
e Classroom Curricula for Social Competence
Promotion
e School Behavior Management Strategies
e After School Recreation Programs
Mentoring with Contingent Reinforcement
Parent Training
Organizational Change in Schools
e Youth Employment with Education

What Works?

In order to support schools and communities in their
efforts to reduce the prevalence of problem behaviors,
a variety of organizations have involved prevention
scientists to identity effective strategies and programs.
They have made available lists of such programs,
typically divided into two categories: proven effective
and promising approaches. The former have met the
test of rigorous research. The latter, while not having
been researched at the most rigorous levels, have some
evidence of effectiveness. For more information on
these programs and strategies, check the websites
identified below. System strategies embodied in most
of the listed programs include the following:

Proven Effective Strategies -

e building school capacity to initiate and sustain
innovation;

e communicating and clarifying behavioral norms
by establishing school rules, improving
consistency of rule enforcement using positive
reinforcement of appropriate behavior, and
conducting school-wide campaigns;

e implementing instructional programs that focus
on a range of social skills (i.e., developing self-
control, stress-management, social problem
solving, communication skills, and responsible
decision-making) and are delivered over a long
period of time to continually reinforce the skills.

Promising Strategies —

e grouping students into smaller units to create
more supportive interactions and greater
flexibility in instructional practices, such as
schools-within-schools;

e  behavior modification programs that teach
thinking skills to at risk youth;

e programs that improve classroom management

and instructional techniques.
- Hill M. Walker, 2001

Some strategies should be targeted at individual
students or small groups of students who are at risk

Successd
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of developing problem behaviors. These strategies
include youth involvement, mentoring, service to
others, after school programs that provide safe places,
and programs that develop work-related skills and
behaviors.

SUMMARY
Any school interested in the success of its students
academically, personally, and socially should ensure

LEARN MORE ABOUT IT:
e  Web sites:

that effective programs and services are in place
especially for students who are at-risk for school
failure and the development of problem behaviors.
Over the last decade, researchers have contributed
greatly to what is known about what works with this
population. By using the information about risk-
focused prevention strategies, schools can maximize
the effectiveness of their efforts, as well as provide
opportunities for a/l students to succeed.

—  Blueprints for Violence Prevention - http://www.colorado.edu/cspv/blueprints/Defaults.htm

—  Centers for the Application of Prevention Technology (CAPT) - http://www.captus.org/index.htm
- Collaboration for the Advancement of Social and Emotional Learning (CASEL) - http://www.casel.org
— National Institute on Drug Abuse (NIDA) - Information@lists.nida.nih.gov

—  Safe, Disciplined, and Drug-Free Schools Expert Panel, U.S. Department of Education - http://www.negp.gov/

e In this Handbook: See additional briefs, especially A Continuum of Programs and Services, Frameworks, Youth
Development, Youth Involvement, Positive Behavioral Supports, and Early Intervention in this section. In other
sections of the manual, please refer to Early Warning, Timely Response, Safeguarding Our Children: An Action

Guide, Crisis Management Planning, and “Success4’s Critical Elements.’

handbook, see the Resources Section.
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For information beyond the scope of this
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After-School Programs

A large number of today’s students are home alone in the hours after school. According to “Kids Count 2000,” based
on 1998 data, 77 percent of lowda’s children under age six and 65 percent of those between the ages of six and twelve
live in households with working parents. These percentages are 10 percent greater than the national percentage. At the
same time, the Federal Bureau of Investigation identifies the hours between 3 - 6:00 p.m. as the times when voungsters
are at greatest risk of committing or being victims of violent acts. In the past, primarily community-based organizations
have carried out after-school programming. Today, there is a trend toward school-based programs that are proving to

be very effective in improving students’ academic performance and engagement in problem behaviors.

CRITICAL ELEMENTS ADDRESSED:

e The school has a variety of programs and services intended to prevent or intervene early with students’ social,

emotional, and behavioral difficulties.

- Indicator: A wide range of developmentally appropriate, structured options is designed to prevent the onset of
social, emotional, intellectual, and/or behavioral difficulties.

- Essential Practice: After-school programs provide students with opportunities from school and community for
involvement in a variety of areas, including, but not limited to, YMCA/YWCA, interest clubs, teams, hobbies,

drama, music and sports.

INTRODUCTION

The period of time between the end of the school day

and the end of the workday is the most vulnerable

time for our children and youth. These are the hours
that they are more likely to engage in at-risk behavior
and are most susceptible to the dangers that exist in
neighborhoods and communities. In the hours
between 3 - 6:00 p.m., violent juvenile crime soars

(U.S. Department of Education, 1997). Unsupervised

youth are more likely to:

e commit or become victims of violent crime;

e be in or cause a car crash;

e be killed as a result of household or other
accidents;

e use cigarettes or experiment with illegal drugs;

e engage in sexual intercourse, resulting in
unplanned pregnancies and sexually transmitted
diseases (Foundation Consortium, 2000).

Today, between eight and 15 million children return

to empty homes after school. When the school bell

rings, the anxiety of parents begins. They worry
about whether their children are safe and whether
they are vulnerable to drugs and crime.

There is a chronic shortage of after-school programs
available to serve children. Although 74 percent of
elementary and middle school parents say that they
would be willing to pay for such a program, only 31
percent of primary school parents and 30 percent of
secondary parents report that their children actually
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attend an after-school program at school (U.S.
Department of Education, June 1998). In response to this
pressing concern, many communities have created after-
school programs to keep children and youth out of trouble
and engaged in activities that help them learn (U.S.
Department of Education, June 1998).

“It's just common sense that if we don’t provide young
people with some kind of sanctuary — I call them ‘safe
places’ — and give kids something constructive to do
once the last bell rings, they are going to be easy marks
for drug dealers, gang recruiters and other predators.”

- General Colin L. Powell

While past research has focused on how children spend
their time after school and what level of supervision is

* provided, current research has begun to examine the

various types of after-school activities and their effects on
the cognitive and emotional development of children.
Researchers have identified three major functions of after-
school programs: 1) providing supervision, 2) offering
enriching experiences and positive social interaction, and
3) improving academic achievement (Olatokunbo S.
Fashola, In press).

Research shows that after-school programs improve
academic performance and help children and youth avoid
high-risk and dangerous situations that can occur during
unsupervised time. In addition, they have been catalysts
for change that has resulted in stronger partnerships
among communities, city and county governments and
schools (Foundation Consortium, 2000).

Successd
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THE ROLE OF SCHOOLS AFTER SCHOOL
Traditionally community agencies have operated
after-school programs.  Schools started providing
these programs only recently. Overwhelmingly (93
percent), Americans tfavor providing school-based
after-school programs in their own communities
(U.S. Department of Education, 1999). The 21"
Century Community Learning Centers grants from
the U.S. Department of Education enable school
districts to fund public schools as community
education centers for keeping children safe during
after-school hours. These grants funded more than
3600 school sites.

CREATING QUALITY AFTER-SCHOOL PROGRAMS
The creation of successful after-school programs
ditfers from district to district. By responding to the
needs of each individual community, the atter-school
program grows successful independently. Commu-
nity efforts result in programs that meet the needs of
the school-aged children when school is not in
session. Strong leadership and effective management
set the goals of the after-school program and carry
them forward. Quality programs hire skilled and
qualified staff, provide them with ongoing
professional development, and keep adult-to-child
ratios low and group sizes manageable (U.S.
Department of Education, June 1998).

Positive Youth Development for Successful Youth

Although after-school programs provide safe havens

for students, they can also provide extended learning

opportunities that contribute significantly to the

positive development of youth.  Supports and

opportunities provided in many after-school

programs include:

e  connecting youth to principled and caring adults

e nurturing young people’s skills and capacities,
including social skills, vocational interests and
civic responsibility

e protecting youth from violence and other
dangerous or negative influences

e creating peer groups that exert positive influence
on each other

e providing opportunities for children and youth to
contribute to their community and society

e enriching young people’s academic performance
and educational commitment

(America’s Promise, Alliance for Youth, March 2001).

LEARN MORE ABOUT IT:
e  Web sites:

Taking a Stand for Academic Achievement

Linking after-school programs with children’s learning
experiences in the classroom improves academic
achievement. However, in a 1994 Harris poll, more than
one-half of teachers polled singled out “children who are
left on their own after school™ as the primary explanation
for students’ difficulties in class (U.S. Department of
Education, June 1998). Establishing a link between
school-day teachers and after-school personnel keeps the
line of communication open for expanded learning
opportunities. Research by Dr. Reginald Clark
demonstrates that how students use their time in school
and out of school is an important predictor of their
academic success.  Clark found that low-achieving
students spend the majority of their non-school hours in
activities that have little benefit to them during their in-
school time. On the other hand, high-achieving students
participate in more activities that reinforce the skills and
knowledge learned in school (Foundation Consortium,
2000). After-school programs provide the opportunity for
this coordinated effort.

Involving Parents and Community

Successtul after-school programs involve parents and the
community at large to add depth and direction to the
program.  While keeping parents informed of the
activities available to their children, after-school program
leaders can offer parents opportunities for volunteer
involvement. Positive relationships with the community
bring to the after school program additional volunteers,
supporting networks with community-based and youth-
serving organizations, expertise in management and youth
development, and needed resources and funding. (U.S.
Department of Education, June 1998).

SUMMARY

For many children across America, after-school programs
provide a structured, safe, supervised environment for
learning, fun, and friendship with adults and peers alike.
When the collaboration of schools and communities offer
after-school programs, they engage young people in
positive activities that build a stronger and healthier
community.

Quality after-school programs can meet family needs by
providing responsible adult supervision of children during
non-school hours. By offering young people rewarding,
challenging, and age-appropriate activities in a safe,
structured, and positive environment, after-school
programs help prevent juvenile delinquency and insulate
children from injury and violent victimization. After-
school programs give children and teenagers positive
reasons to say "yes."

- National Governors Association Center for Best Practices: http://www.nga.org/CBP/Activities/Extralearning.asp
- Foundation Consortium: http://www.foundationconsortium.org/pdf/afterschool/programs.doc

- U.S. Department of Education: http://www.ed.gov/pubs/SafeandSmart/intro.html

e In this Handbook: See “Success4 Critical Elements,” and other articles in this section on Frameworks, Youth

Development, Youth Leadership/Youth Empowerment, and Service-Learning.
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Information Brief

Mentoring

Young people need to have the sustained presence of a caring adult, whether it is a parent, neighbor, teacher, group
leader, coach, or minister. This relationship with a caring adult is one of the most important protective factors in a
young person’s life. Adults can be mentors who, along with parents and extended family, provide youth with support,
counsel, and friendship. Such early prevention options as mentoring can keep students in school doing what they need to
do to succeed. In addition, mentoring shares parental responsibility for the well-being of the youth with the school and
community. Once mentors learn about barriers youth face there, they are prompted to make changes on their behalf.

CRITICAL ELEMENTS ADDRESSED:

e The school is a caring, respectful, encouraging community.

- Indicator - Skillful, non-judgmental adults treat students with dignity and respect, using a positive, caring manner.
Essential Practice - Positive relationships with an adult for every child/vouth are established, e.g., mentoring adult
to child or youth. A young person enters into a relationship with an adult designed to help connect the young
person to the community, build a sense of belonging, and share information and life skills that will help make the

transition into adulthood smoother.

e Individual community volunteers can provide for children/youth relationships with responsible, caring adults, and
provide them opportunities for knowledge acquisition and skill building, and encouragement and personal attention.

INTRODUCTION

“We need to make sure that no boy or girl in America is|
growing up without having in his or her life the
presence of a responsible, caring adult. Where else doe
a child learn how to behave? Where else does a child
learn the experience of the past, the totems and
traditions of the past? Where else does a child look for
the proper examples except from responsible, caring,
loving adults in his or her life?”

- General Colin L. Powell

It is becoming increasingly clear that youth who lack
sustained adult relationships are more at risk for
dangerous activity. Evidence indicates that 25 percent of
adolescents

engage in  behaviors with  serious
consequences.  Alcohol and drug abuse, potentially
harmtul sexual activity, truancy, delinquency, and

violence are part of their lives. Another 25 percent of
adolescents are at moderate risk (Creating Safe and Drug-
Free Schools: An Action Guide, 1996).

Mentors can reconnect at-risk students with adults, peers,
school, and the community through a supportive
relationship. ~ This relationship gives at-risk students
opportunity to explore their own aspirations, as well as to
improve their academic achievement, behavior and self
esteem (Skiba and Wu, February, 2000). Mentored teens
are 46 percent less likely to get into drugs; 59 percent get
better grades; and 73 percent raise their goals (The
National Mentoring Partnership, 1996).
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WHAT IS MENTORING?

A mentor can be any caring adult or older peer who, along
with parents, makes a positive and sustained contribution
to the lite of a child who is not his or her own. They may
be extended family members, neighbors or other adults
that the youth see in their daily lives. They may be adults
who spend time with them in schools and community
programs such as teachers, coaches, child-care workers,
youth workers, and employers. They may even be older
peers who can serve as positive role models.

Mentors paired with at-risk students provide them
educational, personal, and social support. They provide
friendship, reinforcement, counsel on the importance of
academic success and making good choices, and
constructive examples by modeling responsible behavior.
Usually the youth and their mentors meet once or twice a
week for 3-5 hours and engage in a variety of activities
that may include tutoring, recreational outings,
discussion, and/or community service.

The National Mentoring Partnership (1996) provides
these tips for those who mentor:

» Be patient. * Be there.
Set boundaries. s Be positive.
Be honest. * Believe.

Praise is power. o Stick with it.

Celebrate differences.

TYPES OF MENTORING PROGRAMS
The style of the mentoring programs must fit the different
mentors, mentees, and life situations.

Success4
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Mentee Characteristics. The type of mentoring etfort
and the characteristics of a mentor must be matched to the
profile of the youth to be mentored. The California
Mentoring Center classifies mentoring efforts into four
categories based upon the needs of the youth to be
mentored:  soft mentoring, medium mentoring, hard
mentoring, and hard-core mentoring.

Location. One characteristic may be the location of the
mentoring program: school-based, community-based, or
faith community-based. School-based mentoring takes
place in the school
facility, and the mentors
may be the school staff
or volunteers for the
- Lisa Adkins, Executive Director school. In many instan-

Youth Friends ces, the school has
paired with a business or
service organization that provides the mentors. Big
Brothers and Big Sisters is the most well-known of the
community-based mentoring programs and is recognized
as one of the programs most promising for reducing
school violence. Finally, faith-based mentoring brings
young people together with their mentors in places of
worship where the typical focus is on developing self-
esteem, self-image. and religious beliefs.

“Schools are good places
to mentor because they
are the focal points of a
commaunity.”

Mentoring Arrangements. Mentoring programs may be
characterized by the configuration of the mentoring
relationship. Traditionally, the relationship is one-on-one
between one adult and one child. When two or more
mentors share two or more mentees, it is known as team
mentoring. This gives the mentors the flexibility and
support of a group situation. Those involved with this
arrangement find that it often creates the best environment
for the mentee, who may prefer a more social setting,
eliminating the need to bond immediately with one adult.

Group mentoring takes place when one or more adult
volunteers work with a small group of youth. Scouting
groups are beginning to view their leadership as mentors.
When more than one leader is involved in the group’s
meetings, the shared
responsibility makes it
easier for volunteers to
take on the mentoring
project. This setting is
also more adaptable to
youth who enjoy the
social  setting  with
peers as they develop a relationship with the adult
mentors (Saito and Roehlkepartian, November 1992).

“These kids really respond
to you. It’s an hour in his
or her week when someone
says, ‘Hey, you’re really
doing a great job.””

- Volunteer Group Leader

LEARN MORE ABOUT IT:
e WEBSITES:

Peer mentoring programs that match older youth with
young students in one-to-one relationships, especially for
tutoring, are becoming popular arrangements that benefit
both participants in the relationship.

ESTABLISHING A MENTORING PROGRAM IN YOUR
SCHOOL
The following steps are loosely based on those suggested
by the National Association of Partners in Education, a
nonprofit organization in Alexandria, Virginia:
e Plan and execute an effective program.
e Set goals and objectives.
e Recruit and select mentors and mentees.
e Obtain commitment from and train mentors.
e Pair mentors and mentees.
e Provide adequate support
structures.
e Keep involvement alive.
e Evaluate the effectiveness of the program, its
strategies and its impact on mentees.

and communication

“The best mentoring is child-centered, so quality
mentoring comes in many different forms. One size
doesn’t fit all — not for adults and certainly not for
children. Opportunities for responsible mentoring
need to be everywhere young people are and need to

be delivered in every way they want and need.”
- Gail Manes, National Executive Director,
National Mentoring Partnership

SUMMARY

Mentoring can be a cost effective way to keep at-risk
youth on track to lead successtul lives. In a study of the
impact of mentoring on high-risk behaviors of youth,
researchers concluded that connectedness with a trusted
adult, regardless of whether it is a parent, makes a
positive contribution to the life, behaviors, and
development of an adolescent (SIECUS, Shop Talk, June
2000).

Although the involvement of an at-risk youth with a
mentoring adult has been proven to deter detrimental
behavior, a mentor does not need to be an expert in drug
prevention, remedial tutoring, antisocial behavior, or
family counseling. While we follow the disturbing trends
in adolescent behavior, there is growing support for the
belief that a mentoring adult can help a young person
shape a more positive future by gaining their trust through
the development of a sustained, caring relationship.

- The National Mentoring Partnership: http://www.mentoring.org/

- America’s Promise, Caring Adults: http://www.americaspromise.org/Five Promises/caringadults.cfm

- The Points of Light Foundation: http://www.pointsoflight.org/

e IN THIS HANDBOOK: See “Success4 Critical Elements,” and related articles in this section on Positive Youth
Development, Resiliency, Positive Behavioral Supports, Risk-Focused Prevention, and Early Intervention.
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Early Intervention

RLY INTERVENTIONS

Information Brief

Although schools may have an effective array of youth development and risk-focused prevention programs and services,
there always will be a population of students (experts estimate between 10 — 15 percent) who will require more intensive,
targeted interventions intended to reduce or eliminate their problem behaviors (Colvin, Kameenui, & Sugai, 1993).
Practices designed to intervene early, when students begin to exhibit problems that persist despite school-wide and
classroom interventions to which students typically respond, are important to a school’s provision of a continuum of student-

focused services.

CRITICAL ELEMENTS ADDRESSED: The school has a variety of programs and services intended to prevent or intervene

early with students’ social, emotional, and behavioral difficulties.

INTRODUCTION

“The educational mission of schools comprises not onl
a focus on academics and addressing barriers to
academic learning, but also encompasses a major role i
promoting learning and development related to socia
and emotional functioning and safe, healthy, an
resilient behavior.”
- Policy Leadership Cadre
Mental Health in Schools, UCLA 2001

Because of the amount of close, first hand contact that
school personnel have with our children and youth, they are
in especially important and unique positions to identity the
things that intertere with students’ healthy development and
successtul learning. This is especially true at the earliest
onset of problem behavior. Once identified, schools need
to have in place resources and programs to which school
staff can turn to for guidance and support. These support
systems can assist school personnel in working with parents
to identify and carry out home and school strategies that
have promise of correcting difficulties before the problem
worsens. Such early action can reduce both personal and
financial costs to schools, families, and society.

EARLY INTERVENTION MODELS

There are three models of early intervention designed to
prevent or ameliorate the onset of student problem
behaviors: early-age interventions, early warning signs
interventions, and early-after-onset interventions.

Early Age Interventions

With the recent findings in brain research and early
childhood practices, the concept of early intervention has
become associated with early childhood and primary aged
students. These models incorporate family-focused
interventions and strategies that promote early literacy,
readiness to learn, and healthy child development. For the
purpose of this brief, primary discussion will center on the
other two types of early intervention.
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Early Warning Signs

Since the school shootings, school personnel are
increasingly interested to know whether or not there is
a set of behavioral warning signs that would signal that
a given student is likely to engage in violent acts at
school. They believe that such information would
enable them to intervene in order to prevent an
occurrence ot violence.

Studies of the school shooters showed that no profile of
student behaviors could predict behavior that would
lead to violence and, in turn, direct actions. In fact,
profiling students can do more harm than good.
Nevertheless, the list of behaviors discussed in depth in
the document, Early Warning, Timely Response: A
Guide To Safe Schools (1998), can enable us to address
problem behaviors before they escalate into violence.
The authors of Early Warning, Timely Response
divides warning signs into two categories: ‘“early
warning signs” and “imminent warning signs.” In
contrast to early warning signs, imminent warning
signs indicate that danger is likely. These signs usually
are evident to a variety of people and occur as a
sequence of overt hostile acts or threats directed at statf
or other students. They should trigger an immediate
response to ensure the safety of the student and others.

Early-After-Onset Interventions

“When the need directly affects learning, the schoo
must meet the challenge.”
- Carnegie Task Force on Education

Not only can early intervention help with students who
are potentially dangerous, but it also can assist with
identifying and addressing the factors that place
students at risk for academic failure and chronic
discipline problems by removing barriers to student
learning and success. The longer a barrier exists, the
more difficult it is to remove and the more damage is
done to the academic success and healthy development

Success4
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of the student. That’s why intervening early after onset of a
student’s problem behavior is so important.

As schools undertake reforms to create conditions that will
take students to increasingly higher levels of achievement, a
critical question is whether or not this new high standards,
high stakes environment will benefit a/l students. To do so
requires designing practices not only for students who are
motivationally ready and able to profit from improved
instruction, but also for those encountering internal and
external barriers to that learning.

BARRIERS TO LEARNING

“Before a large proportion of students in schools can
benefit significantly from instruction, we need to enable
learning by attending to the many barriers that interfere
with learning. Such barriers include a large range of
biological, psychological, and socio-economic factors
that make schools and communities unsafe and are
linked to substance abuse, teen pregnancy, dropouts and
other risk behaviors....Attending to such barriers
requires making fundamental changes in educational
support programs and finding ways to integrate these
activities with community resources. At present neither
school nor community reforms are likely to lead to the
type of comprehensive integrated approach necessary for

addressing these overlapping barriers to learning.”
-Adelman & Taylor
Center for Mental Health in Schools, UCLA 1999

Examples of barriers to learning include, but are not limited
to, negative attitudes toward schooling, a lack of
prerequisite skills, disabilities, lack of home involvement,
lack of peer support, peers who are negative influences,
lack of community involvement, and inadequate school,
health, and social support services (Adelman and Taylor,
2000).

A VIEW OF WHAT’S NEEDED

Adelman and Taylor (1999) propose that, in order to
remove barriers to student learning and healthy personal-
social behavior, an “enabling component™ be added to the
instructional and management components that traditionally
make up the context for student learning. Six clusters of
enabling activity address barriers to learning and healthy
development for all students: classroom-focused activities,
student and family assistance programs and services, crisis
assistance and prevention, support for transitions, home
involvement in schooling, and community outreach for
involvement and support.

LEARN MORE ABOUT IT:
o Web sites:

Instructional
Component

(to directly facilitate
learning)

Enabling Componen
(to address barriers
to learning )

Center for
Mental Health in Schools,
UCLA, 1999

THE INTERVENTION PROCESS

Schools may target individual students or groups for
early interventions. A teacher and a student’s parent(s)
may design the interventions informally. A problem
solving team composed of regular school staff and
parents, or a child study (extended problem solving)
team that includes specialists can design more formal
early interventions.

Schools should have a process for reporting their
concerns about a student, whether it be triggered by
observation of early warning or imminent danger signs,
or the concerns of a school staff member or parent
about a student’s progress in school. The family
should become involved in the process from the very
beginning, as should the student, when appropriate.

Once a school-based team has engaged in a problem -
solving/solution - focused process. the outcome of their
efforts is a plan that lays out academic or behavioral
interventions. Plans that focus on academic concerns
may include instructional strategies, accommodations,
and/or modifications to curricular materials or the
learning environment. Behavioral intervention plans
incorporate positive behavioral supports.

SUMMARY

Schools with an array of early intervention processes,
structures, and services in place greatly reduce the
human and financial cost of addressing the needs of
students with problem behaviors and enhance the
likelihood of student success in school and in life. The
most effective early intervention programs engage the
help and support of parents as partners from the
beginning and actively involve appropriate community
partners along the way.

- Center for Effective Collaboration and Practice: http://cecp.air.org/
- School Mental Health Project/Center for Mental Health in Schools, UCLA: http://smhp.psych.ucla.edu/

e In this Handbook: See additional briefs, especially A Continuum of Programs and Services, Positive Behavioral
Supports, Risk-Focused Prevention, Problem Solving Teams, and Intensive Interventions. In other sections of the
manual, please refer to Early Warning, Timely Response, Safeguarding Our Children: An Action Guide, and
“Success4’s Critical Elements.” For information beyond the scope of this handbook, see the Resources Section.
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3 Information Brief

Problem Solving Teams

Collaborative problem solving is a proven effective tool for a wide range of student and building-centered problems.
Student/staff support teams in schools are among the most popular collaborative problem solving formats. They are
organized to apply a systematic process designed to enhance understanding of the student’s behavior and to guide

design of effective intervention plans. These team structures can be effective mechanisms to intervene early and

successfully improve problem behavior.

CRITICAL ELEMENTS ADDRESSED:

e The school uses a collaborative planning and problem solving approach as a response to ongoing behavior problems.
- Indicator:  Problem-solving teams (e.g., BAT/TAT) provide quick and timely responses to a wide range of

inappropriate student behaviors.

- Indicator: Staff use problem solving strategies and problem-solving processes to design intervention strategies/
positive behavior supports that assist students in developing alternative behaviors.

INTRODUCTION

Over the last decade. one of the early intervention
strategies that has demonstrated effectiveness in
resolving concerns about student behavior is the
problem-solving/solution—focused  approach. This
approach includes a systematic process for addressing
concerns about students’ problem behaviors early, atter
the onset of that behavior. Teams of educators are the
structures used to implement this process. The teams’
composition, as well as the process used, may vary trom
school to school; however, the focus and outcome of
their work is the same — to design interventions that will
alleviate the problem situation.

A PROBLEM SOLVING/SOLUTION-FOCUSED APPROACH
SCHOOL-BASED STUDENT/STAFF SUPPORT TEAMS
School-based teams are varyingly known as SATs; and
Student/Staff Support Teams, Teacher Assistance
Teams, TATs; Building Assistance Teams, BATS;
School-wide  Assistance Teams, SWATSs; Student
Support Teams, SSTs. They are similar in many aspects
but ditfer somewhat in focus.

“The various formats for problem solving teams hold

in common a number of basic beliefs:

(1) responsibility for student success and problem
resolution should be shared among school staff;

(2) the pooling of diverse talents and expertise among
school staff is of significant value; and

(3) a forum for routine and timely problem solving

should exist at the building level.”
-Phillips and McCullough, 1993

lowa Department of Education
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Teacher/Building Assistance Teams

Chaltant, Pysh, and Moultrie conceptualized the
Teacher Assistance Team, TAT, in 1979. The authors
viewed TATs as facilitative structures that could
support the collaboration and empowerment of teachers,
address individual student and school-wide system
problems, provide preventive intervention for at-risk
students, and identitfy appropriate referrals for special
education. The primary focus of the TAT is providing
support to teachers as they work with individual
students. If patterns of problem behavior among groups
of students occur, the emphasis may shift from solving
individual student problems to solving system problems.

In Iowa, schools have adopted different names for their
teams. However, regardless of the name, be it BAT,
TAT, or SWAT, the premise is the same: Multiple
heads are better than one. Classroom teachers can be
effective with a significant number of problems if
resolution of the problems is submitted to a systematic
problem-solving/solution-focused process. The assum-
ption is that interventions developed collectively are
more likely to be unique, effective and implemented
with greater integrity than those developed individually.

Student Assistance Teams

Schools in Iowa originally formed Student Assistance
Teams, SATs, to provide interventions with students
suspected of substance abuse. Typically, they have
been high school teams because of the problems they
address. In many respects, SATs and TATSs are similar.
Both are building-based and use processes of early
identification of problems that interfere with a student’s
needs and may affect a student’s school performance
and healthy development.

Successd
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TATs focus on supporting teachers and designing
interventions that will assist them in their work with
students that are exhibiting problem behavior. SATs
focus on students and intervene by referring them to
appropriate resources. The primary responsibility of the
SAT is to receive and screen students who are referred
to them. Once a student is referred, the team gathers
information about the student’s physical and emotional
health from a variety of relevant school sources. The
information collected helps the team to decide upon
next steps.

If a basis for the concern is determined, TAT members
meet with the student and parent(s), either together or
separately, to gather additional information and to make
appropriate suggestions, such as referral to a tutor or to
an outside agency. A plan for follow-up is then made.

TEAM COMPOSITION

Team membership varies depending upon the statfing
and needs of a particular school. Student Assistance
Team membership often consists of support staff such
as guidance counselors, school nurses, school social
workers and psychologists, prevention specialists,
and/or physical education staff. The team calls upon
parents and the referred student to provide information
and to be the recipients of the team’s recommendations.

In contrast, a core team of teachers, the parent, and
when appropriate, the student comprise the Teacher
Assistance Team. When a referral requires specialized
expertise, the core team calls upon auxiliary members
that serve on an ad hoc basis.

Com

Characteristics

Purpose
system.
Target of Assistance Teachers
Scope of the work

Data Collection Student and setting data

Team Composition

Phase 1 Problem Identification
Phase 2 Problem Analysis

Phase 3 Behavior Intervention Plan
Phase 4 Follow-up

Parent Involvement Part of the team

Student Involvement

arison of Characteristics of TATs and SATs

Teacher Assistance Teams
Provide support to teachers in intervening with
individual students, groups of students, or the

Individual students and the system

Usually 3-5 general education
although composition may vary.

Member of the team, when appropriate

THE PROCESS

Teams may adopt different processes to help them
understand the problem presented and to design a
response. In the case of SATs, the process may be one
that leads to referral of students and their families to a
substance abuse treatment agency or counselor. For
BATs/TATs the process may be problem-solving or
solution-focused. Practitioners using problem-solving
processes believe that it is important to analyze a
problem thoroughly to understand it and design
interventions that have a high probability of working.
On the other hand, those using a solutions-focused
approach believe in giving less attention to the
presenting problem. Instead, they identify and build
upon the strengths of the student in their interventions,
with the conviction that to do so will also alleviate the
problem situation. Regardless of the process used by
these teams, their intent is the same — to intervene early
after a student’s problem is identitied and to provide
ways by which that problem may be alleviated and the
student can achieve success.

SUMMARY

Team formats are proving to be effective and efficient
structures for school-based problem solving. They are
important components of a school’s continuum of
student-focused programs and services. Key to the
success of any team are the skill levels of the members.
Knowledge of both processes and content are essential.
Somewhat limited research indicates high levels of
problem resolution and consumer satisfaction with the
process (Phillips, V. and McCullough, 1993).

Student Assistance Teams

Intervene early with students and, when
appropriate, refer them for assistance.

Students and their families

Students only

Student data only

teachers, | 6-8 trained school staff, especially health
professionals

Problem Identification

Screening

Referral

Follow-up

Recipient of referral

Target of the intervention

LEARN MORE ABOUT IT:

e For assistance with your team training, contact your area education agency.

o  Web sites:

- North Central Regional Educational Laboratory:

http://www.ncrel.org/sdrs/areas/issues/envrnmnt/drugfree/sallk.23.htm

e In this Handbook: See additional briefs, especially Early Intervention and Positive Behavioral Supports. In other
sections of the manual, please refer to Early Warning, Timely Response, Safeguarding Our Children: An Action

Guide, and “Success4’ s Critical Elements.”
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Information Brief

Bullying and Harassment

Our schools must create caring, respectful, and encouraging communities in order to provide safe supportive
environments where learning flourishes. Improvement efforts should include attention to each school’s culture, the
quality of interpersonal relationships (student to staff, staff to student, staff to staff, and student to student), and the
nature and quality of learning experiences. Bullving prevention should be a school-wide effort designed to send a
message that bullving will not be accepted in the school. An environment of genuine concern and acceptance of all
individuals, free of stereotyping, where high levels of learning occur characterizes caring, encouraging school

climates.

CRITICAL ELEMENTS ADDRESSED: Students in our school have positive relationships with their peers; show concern
and caring for others; treat others with dignity and respect regardless of their individual differences. Our school is

a caring, respectful, encouraging community.

INTRODUCTION

Worldwide, bullying and harassment in schools cause
problems that can negatively impact general school
climate and the right of students to learn in a safe
environment. Lifelong negative consequences may
occur, both for the perpetrator of bullying and
harassment and for the targets of this behavior.

The key component of bullying is bhysical or
psychological intimidation that occurs repeatedly
over time to create an ongoing pattern of harassment
and abuse. It is characterized by an imbalance of
power. Bullying consists of direct behaviors, such
as teasing, taunting, threatening, hitting, or stealing,
that are initiated by one or more students against a
target or targets, and indirect behaviors, such as
spreading rumors, that cause targets to be socially
isolated through intentional exclusion.

Harassment in school occurs when a student or
adult’s behavior or language creates a hostile,
offensive or intimidating school environment.

Bullying and harassment may be the impetus of other
behaviors that disrupt the school environment. The
common thread among all recent school shooters was
that they all had been targets of bullying and
harassment. During the Fall of 2000, a study by the
National Threat Assessment Center, run by the U.S.
Secret Service, found that in more than two-thirds of
37 school shootings, the attackers felt “persecuted,
bullied, threatened, attacked or injured” (Bowles,
USA Today, 4-17-2001). Harassment and bullying
can lead to suicide, one of the highest causes of death
among adolescents.

“Being bullied is not just an unpleasant rite of
passage through childhood, it’s a public health
problem that merits attention.”

- Duane Alexander, Director, Child Health Institute
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How prevalent is bullying and harassment and how does
it impact the school environment?

Bullying traditionally has been accepted as some perverse
sort of child’s play and a part of the growing-up process.
Today, bullying is rightfully recognized for what it is —
an abusive behavior that often leads to greater and
prolonged violent behavior or depression.

Research funded by the National Institute of Child Health
and Human Development (1998), found that about 30
percent of kids in grades six through 10 reported being
involved in bullying (13 percent as the bully, 11 percent
as targets of bullying and six percent as both) (Olweus,
1993). More than 160,000 students skip school every day
because they fear bullies, according to the National
Association of School Psychologists (Bowles, USA
Today, 4-17-2001). Direct bullying seems to increase
through the elementary school years, peak in the middle
school years and decline during the high school years.
However, indirect bullying and harassment by way of
verbal abuse appears to remain constant through high
school.

The following behaviors may create a hostile, offensive or

intimidating school environment:

e Degrading, demeaning or insulting verbal statements or
writings related to a student’s race, religion, ethnic
background, gender, sexual orientation or disability.

e Graffiti, slogans or other displays, which contain racial,
ethnic, religious slurs, or insults based on another student’s
gender, sexual orientation or disability.

e Treatment of a student in an unfavorable way because the
student submitted to or rejected sexual advances or requests
for a social relationship.

Although boys who bully typically engage in direct
bullying methods, girls who bully are more apt to use
subtle, indirect strategies. Boys tend to be more likely
than girls to engage in and be targets of bullying.

Success4
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Who are the players?

Three types of students are the players in the practice of
bullying and harassment: the bully is the instigator of the
behavior, the target acts as a host for the aggressive
behavior, and the witness takes on the role of mediator,
whether actively taking part in the confrontation or
passively standing aside.

The Bully

Though many students who engage in bullying have a
need to feel powerful and in control, there is little
evidence to support the contention that bullies victimize
others because they feel bad about themselves. Bullies
usually have little empathy for the targets ot their actions.
Bullies typically are larger than their victims and have
more positive attitudes about violence than their peers.

The Target

Targets of bullying can be insecure and cautious and
suffer from low self-esteem; rarely defending themselves
or retaliating when confronted by bullying students. They
may lack the social skills to develop lasting friendships
and are often socially isolated. Parents of the targets
often are overprotective (Batsche and Knoff, 1994,
Olweus, 1993). Targets of bullying report feelings of
vengetulness, anger and self-pity after a bullying incident
(Borg, 1998).

A strong correlation exists between bullying other
students during the school year and engaging in criminal
behavior as adults. Chronic bullies seem to continue their
behaviors into adulthood, negatively influencing their
ability to develop and maintain positive relationships
(Limber, Nation, Juvenile Justice Bulletin, April 1998).

Targets of bullying often fear school and consider it to be
an unsafe and unhappy place. Being the target of bullying
increases the student’s isolation, because peers do not
want to lose social status by associating with them or
because their peers don’t want to increase the risks of
being bullied themselves. Depression and low self-
esteem can continue for the target into adulthood
(Olweus, 1993, Batsche and Knoff, 1994).

The Witness:

Most students in a school setting are neither the bully nor
the target. They are bystanders who can add momentum
to the bullying by way of their own passive behavior. If
witnesses do nothing to prevent or put an end to the
bullying, they are giving the bully more power to continue
inappropriate behaviors. The witness to bullying and
harassment can provide support to the bully without
actively taking a part in the bullying. But the group of

LEARN MORE ABOUT IT:
e  Web sites:

- Bully On Line: http://www.successunlimited.co.uk/

students who witness bullying can become active in
developing a school climate that does not accept the
bully’s behavior.

“You can outnumber the bullies if you teach the
silent majority to stand up,” states Carla Garrity,
Denver psychologist and bullying expert. In one
Canadian study, 76 percent of the students believed
that they should help the target of bullying, or
actively try to intervene in the situation (Charach,
Pepler and Ziegler, 1995). The first step is to allow
and encourage this group to stand against bullying by
teaching them that they can make a difference simply
by the way they react when they witness bullying in
their school.

What can be done about bullying and harassment?
Services, Strategies and Suggested Training: Create a
school culture that focuses on the quality of interpersonal
relationships (student to staff. staff to student. staff to staff
and student to student) where there is genuine concern,
caring and acceptance of all individuals, regardless of
their individual differences.

e Post school-wide rules against bullying, accompanied
by consistent sanctions.

e Help witnesses develop behaviors that do not encourage
bullying, and actually help to put an end to school
environments that support bullying. Ask witnesses to
refuse to join in or watch the bullying, to speak out to
the bully, to report bullying they see, to invite the target
of bullying into their group and make an effort to
include students who may normally feel left out or
rejected.

e Provide student and adult mentors who assist in
building self-esteem and foster mutual understanding of
ditferences in others.

e Recruit parents, encouraging them to take part in the
educational process.

e Provide classes for parents in parenting skills and for
students in anger management.

e Develop behavior contracts and written behavior codes
for students, teachers, staff and parents.

e Use discipline that encourages right behavior instead of
issuing reprimands that punish wrong behavior.

e Organize friendship groups that support regularly
victimized students and peer mediation programs that
train students to work problems out among themselves.

e Monitor “hot spots” closely where bullying is likely to
occur, e.g., the cafeteria and playground.

SUMMARY

When practical intervention plans are in place, it is
possible to reduce bullying dramatically in the school
environment. Intervention is primarily a question of
changing attitudes, behavior, and routines in the
school setting.

- Center for the Study and Prevention of Violence: http://www.colorado.edu/cspv/tactsheets
e In this Handbook: See “Success4 Critical Elements,” and other articles in this section on Character
Education, Conflict Resolution, Violation Prevention, and School-wide Discipline.
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Teen Suicide

Few things can cause such sadness as the suicide of a young person. It seems so improbable when youth would seem to
have all the promise of a full life ahead of them. Yet, in lowa, it is the second leading cause of death among adolescents 15
— 19 years old. Every month in our state, on average, two young people take their own lives (Youth, Suicide, lowa
Department of Public Health). Although there is no single cause for suicide, experts assert that teen suicide is preventable,
both by creating the conditions that will promote the development of assets that youth need to thrive and by intervening
early when warning signs alert us to pending problems.

CRITICAL ELEMENTS ADDRESSED:

e The school is a caring, respectful, encouraging community.

o Effective, success-oriented learning opportunities are provided for all students.

e The school has a variety of programs and services intended to prevent or intervene early with students’ social,
emotional, and behavioral difficulties.

e The school, in collaboration with the community, provides a full and accessible array of specialized programs and
services to address the needs of students experiencing social, emotional and/or behavioral problems.

e Schools support families to be partners in their children’s education.

e Schools, community agencies and organizations establish working partnerships to support students and families.

o Community agencies/organizations, individuals and schools work together to provide and engage in asset-building
activities that are known to be factors that contribute to success for children and youth in school and throughout life
and that support families in their efforts to raise their children.

e A community-based comprehensive system of integrated services is linked with schools in the district.

INTRODUCTION divorce, contflict, abuse; poor impulse control connected
Over the past 20 years, the suicide rate for teens 15-19 to exposure to violence
years of age has increased by six percent. For adolescents in the media; isolation | “Two teenagers burst into
10-14 years of age, the suicide rate increased more than and alienation from || their  Colorado  high
100 percent.  (National Youth Violence Prevention caring adults at home | School...and gunned
Center, July 2001). In addition to the statistics cited and at school; access to || down 13 people.  But
above, the Iowa Department of Public Health reports the guns and the || mearly lost in  the
following about Iowa’s youth: availability of drugs; || @valanche of reaction was
e Youth suicides outnumber youth homicides 4 to 1. and pressures at school || the fact that the young
e Youth suicide rates are higher in rural areas, whereas youth from bullying and from men were also on a
homicide rates are higher in urban areas. higher academic suicide mission.”
e Male youth are four times more likely than females to standards. - Jessica Portner, 2000
complete suicide.
e Female youth are two times more likely than males to attempt " Risk Factors
suicide. Based on various studies, risk factors for suicide are:
e More than 60 percent of suicides involve a firearm. * Previous suicide attempts. A youth that has attempted suicide
e Self-reported survey data indicate that more than 20 percent of is likely to attempt suicide again.
high school students had seriously considered committing e Mental disorders combined with alcohol or substance abuse.
suicide over a one-year period. Another 23 percent made Research shows that more than 90 percent of young people
plans to commit suicide or actually made a suicide attempt who complete suicide have a diagnosable mental or substance
during the year preceding the survey. abuse disorder, or both.
WHO IS SUICIDAL? . gm'ly lustary of swicide, e
L ) . tressful life event often precedes a suicide or attempt.
Su1c1§e is a covm.plex‘ behavior thgt is us.ually. caused by a o 1 ack Gf soiitsblc mental Beslth care.
co.rn_bmatx.on of risk factors asspcxated with hlgher rates of e Easy access to lethal methods, especially guns.
suicide without the presence of relevant protective factors. o Exposure to the suicidal behavior of others.
For many teens, suicide attempts seem to be the only e Incarceration in juvenile correctional facilities.
solution to a troubled life. Experts who have studied the
causes of teen suicide have reached no definitive answers. Firearms are the most common method of suicide by
They have, however, cited a myriad of contributing youth and despondent teenagers. More than 60 percent of
environmental factors: problems in families such as youth suicides between the ages of 10 and 19 years were

firearm-related (National Youth Violence Prevention
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Center, July 2001). Hanging or suffocation follows far
behind, being the choice of roughly 23 percent of both
male and female suicide victims. Smaller percentages die
from drug overdose, drowning, falling, or slitting their
wrists (J. Portner, 2000).

Early Warning Signs

Although there is no sure way to predict who will attempt
suicide, a brochure distributed by the Iowa Department of
Public Health, Youth Suicide: Information for Adults Who
Care About Youth, states that 80 percent of the time,
people who kill themselves have given definite signals or
have talked about suicide. School staff should be familiar
with warning signs of potential suicide. Early warning
signs that may signal a pending suicide attempt are:

Sad, anxious, or “empty” mood

Declining school performance

Withdrawal from friends and regular activities

Violent actions, rebellious behavior, running away

Change in sleep habits (sleeping too much or too little)
Changes in weight or appetite

Drug and alcohol use

Unusual neglect of personal appearance

Marked personality change

Persistent boredom, difficulty concentrating

Frequent complaints about physical symptoms, often related
to emotions, such as headaches, stomachaches, fatigue, etc.
Loss of pleasure/interest in social and sports activities

e No tolerance for praise or rewards

A teenager contemplating suicide may give signals that

should always be taken seriously (American Academy of

Child and Adolescent Psychiatry, 1997):

e Complaints about being a bad person, feeling “rotten inside”

e Verbal hints: “Nothing matters,” “l won’t see you again...”

e Putting affairs in order: giving things away, cleaning room,
disposing of favorite items

e Becoming suddenly cheerful after seeming depressed

e Showing signs of psychosis

THE ROLE OF SCHOOLS

Suicide prevention

Schools have a critical role to play in the prevention of

youth suicide. Among prevention activities in which

schools should engage are:

e Understanding risk factors and causes of behavior

e Developing and implementing effective prevention strategies
in the context of evaluation research

e Creating a school environment of caring, acceptance, and
support

LEARN MORE ABOUT IT:
e Web sites:

The National Youth Violence Prevention Resource Center
cautions that some types of school-based youth suicide
awareness and prevention programs have had unintended
negative effects. The programs appear to suggest that
suicide is an option for young people who have some risk
factors. In that sense, they normalize suicide.
Nevertheless, school administrators can develop a school
environment that promotes overall mental health of
students by reducing risk factors within the school.

Early Intervention

Eftforts should focus on the detection of youth most likely
to be suicidal by confidentially screening for depression,
substance abuse, and suicidal tendencies. Communication
with students is imperative to all aspects of a healthy
school environment, especially with those youth who may
be contemplating personal harm. The American
Psychiatric Association and the American Academy of
Child and Adolescent Psychiatry point out that when you
communicate with a youth who you believe may be
contemplating suicide, you are showing them that you are
a caring adult, concerned about their well being. In
addition to establishing a school environment where open
and caring communication among adults and students is
the norm, a school should have early intervention
processes in place, including referral procedures that can
provide students with assistance.

When a Suicide Occurs

A district’s school safety plan should contain procedures
for addressing preparedness, crisis management, and the
aftermath of suicide or an attempted suicide. In the
unfortunate event that either should occur, statf must be
trained to implement those procedures immediately. See
the “Crisis Management” section of this handbook for
guidance in developing these procedures.

SUMMARY

Suicide among youth is increasing at an alarming rate.
While many factors from negative family environment to
mental predisposition come into play, caring adults can
diligently focus their efforts on identifying risk factors and
seeking help for students in need. Schools can provide an
environment that supports the emotional and academic
needs of students, and communicates the message that
caring adults listen to the needs of students.

- National Youth Violence Prevention Resource Center: http://www.safeyouth.org/topics/suicide.htm/
- American Academy of Child and Adolescent Psychiatry: http://www.aacap.org/publications/factstam/suicide.htm
- American Psychiatric Association Online: http://www.psych.org.public info/teen.html

- lowa Department of Public Health: http://www.idph.state.ia.us/

e Hotlines: Statewide 24 Hour Crisis Line — 1/800-332-4224; [owa Teen Line — 1/800-443-8336;

National Suicide Hotline: 1/800-SUICIDE

e In this Handbook: See “Success4 Critical Elements,” and other articles in this section on Positive Youth
Development, Resiliency, Positive Behavioral Supports, Risk-Focused Prevention, Early Intervention

lowa Department of Education
Fall 2001

Successd
Safe and Drug-Free Schools and Communities




EARLY INTERVENTIONS

Information Brief

Juvenile Court School Liaisons

Many students who are truant and have other behavior problems in school also have behavior problems at home and in
the community. The school and juvenile court may be working with the same young person but too frequently do not
coordinate their efforts. Juvenile Court School Liaisons provide this link. Schools and Juvenile Court Services can be
more effective if they work together to provide intensive school-based supervision for at-risk and delinquent vouth.

CRITICAL ELEMENTS ADDRESSED:

o The school, in collaboration with the community, provides a full and accessible array of specialized programs and
services to address the needs of students experiencing social, emotional and/or behavioral problems.

e Schools and community agencies and organizations establish working partnerships to support students and their

families.

o A community-based comprehensive system of integrated services is linked with schools in the district.

WHAT ARE JUVENILE COURT SCHOOL LIAISONS?
Juvenile Court School Liaisons (JCSLs) are staff who
work under cooperative arrangements between local
schools and the juvenile court. They provide intensive
involvement with at-risk and delinquent youth, and they
promote important collaboration between schools and
the juvenile court. Juvenile Court School Liaisons have
the day-to-day personal relationship with youth that the
school setting provides, but also can call upon the
resources of the court.

Juvenile Court School Liaisons fulfill various functions,
depending upon the needs of the school and
community. Their duties may include:

e Working with the Juvenile Court Officer to
supervise students who are on probation;

e Working with individual students who have been
identified as at-risk, providing prevention services
and linking them and their families with resources in
the community;

e Working to reduce truancy;

Responding to disruptive behavior in the classroom
so all students can learn better; and

e Working with at-risk and delinquent students after
school and during the summer to prevent
delinquency during these high-risk times.

Who do Juvenile Court School Liaisons Serve?
Juvenile Court Liaisons have limited caseloads, ideally
about 25 students who are selected jointly by the school
and Juvenile Court Services. These include students
who are on probation to juvenile court, students who
are identified as being at-risk by either the school or the
court, students with truancy problems and/or disruptive
school behavior, and other students, as time permits.

lowa Department of Education
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How many JCSLs are there?
Approximately 160 liaisons were assigned to work in
middle and high schools across Iowa during the 2000-

2001 school year, an increase from approximately 70 in
1996-1997.

How are JCSLs funded?

The lowa Legislature makes an appropriation for school
based supervision to the Iowa Department of Human
Services (IDHS). The IDHS transfers funds to the
control of Juvenile Court Services who then negotiates
contracts with local school districts.  Participating
school districts are required to provide at least 25
percent of the cost of their Juvenile Court School
Liaison.

Juvenile Court Services and the school district provide
supervision of the JCSL. The Chief Juvenile Court
Officers and the Iowa Attorney General’s Office
sponsor an annual training conference.

REASONS FOR GROWTH AND EFFECTIVENESS

e Liaisons are school-based. School is the most
effective place for Juvenile Court Services to work
with youth. JCSLs work with students in their every
day surroundings. They get to know their schools.
their neighborhoods, their friends and their families.
They have the opportunity to see the student interact
with peers and teachers. In addition, being on site,
they are able to intervene immediately in conflicts
and disruptive behavior.

e Liaisons provide the intensity and frequency of
involvement with youth that is necessary for
success. This agrees with research findings that
intensive one-on-one involvement is the best and
most effective way to deal with at-risk youth.

e Liaisons help spark collaboration between
schools and the court. JCSLs are at the
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intersection of these two crucial systems and they
foster collaboration.

e The liaison program is flexible and locally run.
There is flexibility within the job description for
Juvenile Court School Liaisons to reflect the needs
of the local school and community.

e Liaisons help at-risk students and families
connect with other community resources. JCSLs
often find creative ways to meet the needs of
families, bringing together resources that otherwise
might be fragmented and ineffective.

e Liaisons help improve the school environment
for all students. A/l students learn better when
schools are quieter, sater and less disrupted.

AFTER-SCHOOL PROGRAMS

Some JCSLs work with at-risk and delinquent youth
after school and during the summer. A study conducted
for the U.S. Justice Department confirms the need for
such work. The study tracked juvenile crime by time of
day in eight states, including Iowa, and found that the
prime hours for violent juvenile crime are from 3-8
p.m. In fact, 3:00 p.m. is the peak hour for all juvenile
crime. According to the study, "When the school bell
rings leaving millions of young people without
responsible adult supervision or constructive activities,
juvenile crime suddenly triples and prime time for
juvenile crime begins."

Sending at-risk and delinquent youth out of the schools
in the middle of the afternoon without adult supervision
or constructive activities often is a recipe for bad
decisions. Such youth are more likely to engage in
assaults and vandalism, and they also are at much
higher risk of personally destructive behaviors such as
pregnancy and drug or alcohol abuse. In Iowa, some
JCSLs are playing a much-needed role in after-school
programs that provide structure to youth during these
crucial hours.

LEARN MORE ABOUT IT:
o WEB SITES:

RESULTS

Iowa  communities have reported  significant
improvement by students receiving services through the
Juvenile Court School Liaison program, including
fewer new offenses, better school attendance and better
school performance. The Criminal and Juvenile Justice
Planning Division of the lowa Department of Human
Rights is now collecting statewide information.

Pennsylvania has used Juvenile Court Officers much
like Towa uses JCSLs. A University of Pennsylvania
study showed promising results there, including
significant reductions in both new arrests and out-ot-
home placements for youth in their School-based
Probation (SBP) program. Twenty-one percent of the
School-based Probation group youth were arrested for
serious new offenses, compared to 82 percent in the
control group. Youth in an SBP sample had 40 percent
fewer out-of-home placements and less than half the
average number of days spent in out-of-home
placement (35 days versus 83 days). for an estimated
savings of $6,665 for every case assigned to the
program.

SUMMARY

Iowa’s Juvenile Court School Liaisons provide
intensive services to at-risk and delinquent students and
an important link between schools and juvenile court.
The program is locally run and school-based. It is
collaborative. It combines law enforcement and
prevention. It improves school safety. It embraces
education. When schools, juvenile court and others all
work together, good things happen; learning goes up
and juvenile crime goes down.

Marilyn Lantz, Iowa Attorney General’s Office,
Grinnell, Iowa, wrote this Information Brief especially
for this Safe Schools Leadership Handbook. Thank
you, Marilyn, for your contribution.

- lowa Attorney General’s Office: http://www.iowaattorneygeneral.org/

o IN THIS HANDBOOK: See “Success4 Critical Elements,” and other articles in this section on Positive Behavioral
Supports, Risk-Focused Prevention, Early Intervention, Mentoring, and After School Programs.

lowa Department of Education
Fall 2001
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Information Brief

Intensive Interventions

As schools commit to educating all students and fostering their healthy development, one area that requires attention is
that of intensive, targeted interventions for those with serious emotional and behavioral difficulties. The problems
presented to school personnel by students who exhibit behaviors that differ greatly from other students, disrupt the
learning environment, and challenge the training and skills of educators have caused some to question the role of schools
in students’ lives. Although schools may provide an array of services to address the needs of troubled students, current
studies support as effective the development of systems of care, of which school is one very important partner with

families and community-based services.

CRITICAL ELEMENTS ADDRESSED:

Sfamilies.

o The school, in collaboration with the community, provides a full and accessible array of specialized programs and
services to address the needs of students experiencing social, emotional and/or behavioral problems.
e Schools and community agencies and organizations establish working partnerships to support students and their

o A community-based comprehensive system of integrated services is linked with schools in the district.

INTRODUCTION

In every school, there is a population of students who
experience moderate to severe emotional and behavioral
problems that significantly interfere with their daily
functioning and quality of life across multiple domains —
school, family, peers, and community. Experts estimate
these students make up from three to ten percent of the
total student population. It schools are to provide
adequately for these students’ complex needs, they must
first believe they have a responsibility to provide
necessary services.

Those who question that premise state that such activity
will take time away
from the educational
mission of schools, or
that schools working
in this arena infringe
on the rights and
values of families.
Still others question
the unsystematic and
fragmented way that
programs and services
are carried out (Adelman and Taylor, 1999). School
personnel may feel they lack the skills needed to deal
with the students’ challenging behaviors and the
resources required to provide appropriate services. To be
effective in dealing with mental health and behavioral
concerns, schools must join families and communities to
provide comprehensive, multi-faceted, and integrated
services as part of their school improvement efforts.

“It is not a new insight that
mental health and psycho-
social problems must be
addressed if schools are to
function satisfactorily and
if students are to learn and
perform effectively.”

-Howard Adelman and
Linda Taylor,
UCLA, 1999

THE PROBLEM
A report entitled National Agenda for Achieving Better
Results for Children and Youth with Serious Emotional

lowa Department of Education
Fall 2001

Disturbance (1994), prepared for the U.S. Department of
Education by the Chesapeake Institute, pointed out the
critical importance of improving services to students
with mental health and behavioral needs. If Iowa’s
population of students with serious emotional and
behavioral problems follows the national trends cited in
the report. some of which are restated below, then the
results could alert us to the potential impact of the
problem on our state’s indicators of student success in
school and in our communities.

“Education plays a critical role in the
development of children. Positive learning
experiences help to prevent emotional and
behavioral problems. Furthermore, schools
provide a logical setting for both early
identification for children at risk for serious
emotional disturbance and for effective delivery
of services......Despite  this acknowledged
importance a 1992 study found schools to be only
marginally involved in systems of care.”

- Promising Practices in Children’s Mental Health, 1998

Iowa Indicators of Student Success in School

JIowa Code (§256.11) and Iowa Administrative Code
(§281, Chapter 12) require schools in Iowa to work
toward meeting a set of state indicators. To what extent
does the population of troubled youngsters influence the
results? Although specific data are not available for the
state, national data may inform the work of schools that
strive to close the gaps between current and desired
levels of performance (National Agenda for Achieving
Better Results for Children and Youth with Serious
Emotional Disturbance, 1994):

Success4
Safe and Drug-Free Schools and Communities



Page 2, Intensive Interventions

e Academic  Qutcomes: Students with serious
emotional and behavioral difficulties get lower
grades than any other group of students. They have
records of more frequent course failure and lower
performance on competency tests than do other
students with disabilities.

e Graduation Rates: The percentage of students with
serious emotional and behavioral problems who earn
high school diplomas is about 34 percent less than the
rate for similarly aged youth in the general
population.

e Dropout Rates: In grades 9-12, twice as many
students with serious emotional and behavioral
problems drop out of school compared to all high
school students.

Impact on the Community

e Involvement with the Juvenile Justice System:
Authorities arrest one out of five students with
serious emotional and behavioral difficulties before
they leave school compared to one in nearly 17 in the
general student population. They will arrest 58
percent of all students with serious emotional and
behavioral problems within five years of leaving
school. For dropouts, the percentage rises to 73
percent.

Students with serious emotional and behavioral
problems are more likely than students with other
disabilities to be placed in restrictive settings.
Placements made out of neighborhood schools and
communities are very costly to communities and
disruptive to families. They impede many students from
developing the academic and social competencies they
will need for their entire lives.

These figures probably tell us what we already
suspected. Nevertheless, they do call our attention to
the potential loss of future workers and contributing
citizens, as well as the sizeable investment of dollars
and resources that result from a failure to habilitate
these young people by providing them with effective
programs and services.

“Improving outcomes for children with serious
emotional disturbance depends not only on
improving their school and learning opportunities,
but also on promoting effective collaboration across
other critical areas of support: families, social
services, health, mental health, and juvenile
Justice.”

- Woodruff.et al. (1998)

THE SOLUTION

The National Agenda

The National Agenda for Achieving Better Results for
Children and Youth with Serious Emotional
Disturbance (1994) developed by the Chesapeake
Institute for the U.S. Department of Education, Office

lowa Department of Education
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of Special Education and Rehabilitative Services Office
of Special Education Programs set forth seven targets
for improved services to students with serious
emotional disturbance:

The Seven Targets of the National Agenda

1. To foster the provision of engaging, useful, and
positive learning opportunities.

- Provide culturally responsive, student-centered
opportunities to learn that are characterized by high
expectations and tailored to meet individual needs.

- Support coordinated initiatives that improve the
effectiveness of teachers, families, schools, and
other agencies and contribute to the whole
development of students with serious emotional
and behavioral difficulties and those at risk for
these problems.

2. To foster initiatives that strengthen the capacities
of schools and communities to serve students with
serious emotional and behavioral disabilities in the
least restrictive environments appropriate.

- Develop the capacity to integrate students with
challenging behaviors into neighborhood schools
and regular classrooms.

- Provide early intervention, prevention, and pre-
referral activities, such as problem solving teams.

3. To value and address diversity.

- Undertake approaches that improve the capacity of
individuals and systems to respond skilltully,
respectfully, and effectively to students, their
families, teachers, and providers in a manner that
recognizes and affirms their dignity and worth.

- Support culturally competent approaches.

4. To collaborate with families to provide family-
focused services that will improve educational
outcomes.

- Ensure that services are open, helpful, culturally
competent, accessible to families and school, as
well as community-based.

- Implement service planning that reflects the input
of families’ goals, knowledge, cultures, and need
for additional services.

5. To promote appropriate assessments for the
identification, design, and delivery of services for
students with emotional and behavioral problems.

- Provide assessments that are culturally competent,
ethical, and functional.

- Ensure that ongoing, continuous assessment
captures the student’s changing developmental
needs.

6. To provide ongoing skill development and support.

- Provide ongoing support and professional
development of teachers and other service

providers.
- Hold field-based  training that  promotes
collaboration among families, teachers,

paraprofessionals, and mental health professionals.

Successd
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7. To create comprehensive and  collaborative
systems.
- Promote systems change that will result in coherent

services built around the individual needs of

students with or at risk of developing serious
emotional and behavioral disabilities.

- Provide family-centered, community-, school-
based. and appropriately funded services.

- Create systems that are outcome oriented, employ
uniform definitions, provide individualized and
family-centered services, and respond effectively,
promptly, and tlexibly during any crisis.

The Role of Schools

Schools may take multiple approaches to addressing
the intensive needs of students with moderate to severe
emotional and behavior problems. Among these are
special education services, alternative educational
programs, school-based mental health services, and
systems of care. These services should be individual-
ized to meet the needs of students and their families
and provided in the least restrictive environment
appropriate.

Special education: Not all students with moderate to
severe emotional and behavioral problems are eligible
to receive special education services. For those who
are, the 1997 reauthorization of the Individuals with
Disabilities Act (IDEA) affirmed the intent that special
education be an array of services and supports
delivered to a student rather than a place to take a
student. Use separate classes and facilities only when
the goals for the students cannot be achieved or the
needed services and supports cannot be delivered
effectively in the regular educational environment. A
system of positive behavioral interventions and
supports can successfully address the special needs of
students with emotional and behavioral concerns in a
variety of settings, including the regular education
classroom.

Alternative  educational — programs: Following
suspension, expulsion or students dropping out, some
school districts provide for the continuation of their

LEARN MORE ABOUT IT:
e  Web sites:

education through alternative educational programs
(Towa Code §280.21B), either in the student’s home,
school or a separate setting. Some programs have a
behavioral focus while others may include day
treatment.

School-based mental health services: lowa school
districts, with access to the services of community
agencies, have adopted a comprehensive school health
or school-based youth services model. These models
co-locate an array of community services in the
school. Successtul programs are an integral part of a
school’s improvement plans and weave mental health
principles and practices throughout daily life in the
school.

Systems of care:  The Center for Mental Health
Services, Substance Abuse and Mental Health Services
Administration (SAMSHA) defines a system of care as
an integrated continuum of mental health and related
services and supports designed to ensure that children
and youth with serious emotional and behavioral
problems and their families get the right service at the
right time as close to their homes as possible. The
design and delivery of services in a system of care
optimally begins with the students who are exhibiting
problems and their families. Individuals who represent
the services that can best address the needs of the
students and their families form a team. The team
develops, implements, and continuously monitors a
plan that has the active involvement of the family and is
built on its strengths.

SUMMARY

It is possible to improve outcomes for children and
youth with serious emotional and behavioral problems.
Part of the answer lies in the beliefs that schools have a
role to play in addressing the needs of these students
and that they are worth the investment. Another part of
the answer is in the availability of resources — time,
trained personnel, and finance — needed to provide the
services. And finally, a part of the answer lies in one’s
vision and commitment to develop and implement the
services required.

- Center for Effective Collaboration and Practice: http://cecp.air.org/
- School Mental Health Project/Center for Mental Health in Schools, UCLA: http://smhp.psych.ucla.edu/
- Success4, lowa Department of Education: http://www.state.ia.us/educate/programs/success4/index.html

e In this Handbook: See “Success4 Critical Elements,” Early Warning, Timely Response: A Guide to Safe
School, Chapter 4; Safeguarding Our Children: An Action Guide, Chapter 4; and A Continuum of Programs
and Services, Comprehensive Programming, Positive Behavioral Supports, and Wraparound Services in this

section of Information Briefs.

lowa Department of Education
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Information Brief

Wraparound

Students with significant emotional and behavioral problems are a small (1-7 percent) vet demanding portion of a
school’'s population. A slightly larger percentage (5-15 percent) includes those students at-risk for developing such
problems as well. One process called “wraparound” promises improved outcomes for these populations. Wraparound
is a way of working with students and their families to tailor services to their needs. One or more agencies, including
the school, collaborate with a family to design and implement a service plan. School personnel interested in an effective
process to prevent potentially disruptive and even violent behavior and to create safe, disciplined school environments
should consider integrating the wraparound process into their continuum of programs and services.

CRITICAL ELEMENTS ADDRESSED: The school has a variety of programs and services intended to prevent or intervene
early with students’ social, emotional, and behavioral difficulties.

e The school uses a collaborative planning and problem solving approach as a response to ongoing behavior problems.

e The school, in collaboration with the community, provides a full and accessible array of specialized programs and

services to address the needs of students experiencing social, emotional and/or behavioral problems.
o A community-based comprehensive system of integrated services is linked with schools in the district.

INTRODUCTION:

Everyday in schools across the country, educators
confront problems posed by students with challenging
behavior.  Although schools may have etfective
school-wide prevention and early intervention practices
in place, there always will be a small group of
youngsters who continue to have behavioral
difficulties, some of which are significant and complex.

In order to address these problems eftectively, schools,
families, and community agencies must become
partners in the child’s education and personal-social
development. Wraparound is an effective process for
providing comprehensive support for children with
emotional problems across all areas of their lives.
School-based wraparound planning complements a
system of positive behavior supports that includes
proactive school-wide practices along with a problem
solving approach to problem behaviors.

WHAT IS WRAPAROUND?

Wraparound is a philosophy of care that results in a
uniquely designed, individualized plan for a child and
family. It “reflects the voices and choices of the child
and family” (Eber, et al, 2001). Contrary to what is
often thought, wraparound is not a set of programs and
services. Instead, its focus is on the planning process.
This process has its roots in the concept of a system of
care, a community-based approach wherein a variety of
professionals and agencies in collaboration with
families deliver comprehensive and integrated services.

Wraparound is a family-centered, strength-based
approach. It guides service planning for students with,
or at-risk for, emotional and behavioral disabilities and
their families, and it involves all the services and
strategies needed to meet their needs. Today, schools,

Iowa Department of Education
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mental health, child welfare, juvenile justice, and other
human service agencies are integrating wraparound
philosophy and process into existing program
structures (Burns & Goldman, 1999).

Communitv-Based — Wraparound: Traditionally,
community-based agencies in the mental health or
child welfare systems initiate the wraparound planning
process. Often, schools have been passive, if not at
times reticent, participants in that process, perhaps
because school personnel believe that attending to
mental health issues requires specialized expertise.
They also may be concerned that the services designed
through a wraparound process will result in unrealistic
expectations, undue burden, and excessive costs being
placed on them. On the other hand, personnel from the
human and social service systems also fail to include
school personnel in the wraparound process.

School-Based Wraparound: — Schools can play an
integral role in any wraparound process. Schools not
only are the places where youngsters spend a large
portion of their waking hours, but they also are the
places where a child’s mental health or behavioral
problems will manifest themselves. Schools often
provide students with the best opportunity to connect
with the community (Eber, 1998). The school, in fact,
is a likely place for this process to occur. While
community-based wraparound plans may provide a
general school plan that only addresses where the child
goes to school, more in-depth, school-based
wraparound planning can address necessary support so
that a student can participate successfully in the
classroom and other school settings. For these
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reasons, there has been an increasing focus on school-
based wraparound services.

THE TEAM AND WRAPAROUND
The wraparound process brings together teachers,
families and community representatives to form a
planning team. Membership on a team varies from
student to student. In part, this is because the family
guides the determination of the specific team
composition.  With the assistance of a designated
wraparound facilitator or resource coordinator, the
family may select friends, neighbors, extended family
members, church members, or colleagues from work in
addition to agency staff who are already involved with
their child. A parent—educator or parent advocate, and
the child’s special education case manager may be
selected when applicable. This team works to develop
a behavior support plan by achieving consensus on:
e specific and individualized outcomes,
e interventions based on the strengths and needs of the
family and designed to ameliorate the concerns, and
e the supports needed to implement effectively the
interventions designed.

THE WRAPAROUND PLAN

Wraparound plans integrate and blend the myriad of
perspectives brought to the process by the members of
the team. Plans are practical and action-oriented and
represent a binding commitment to follow through.
They are, at the same time, comprehensive, family-
centered and strength-based.

Life Domains in Wraparound Planning: The planning
process includes examination of all areas of a child’s
life, termed “life domains.” Teams decide whether or
not a family has needs in each of these domains.

Life Domains

Family School Community
»  Basic Needs e  Medical/Health
e Recreational Safety
e  Social/Emotional e Legal
e Educational/Vocational e  Spiritual/Cultural
L

Other Problem Areas

Family-Centered/Strength-Based Planning: Key to the
success of any wraparound plan is the extent to which
the family is involved. Instead of being told what their
problems and needs are and how they will be resolved,
families actively engage in the planning process.

Listen to their stories - their dreams, visions, and goals;
their strengths; what is working or what has worked

LEARN MORE ABOUT IT:

before; whom they want on the team; and what options
they wish to explore. The needs of all family members
are considered across all domains, thus making this a
family-centered rather than a child-centered process.

Together, team members identify and prioritize needs.
Then the team brainstorms options for services,
supports, and resources.  These may range from
keeping a journal to participating in a karate class at
the local YMCA to becoming involved in
psychotherapy at a mental health clinic. School-based
options are important elements of any -effective
wraparound plan. Only options based on the strengths
of the family should be selected. This strength-based
approach increases the likelihood that the plan will
succeed.

FIT WITHIN EXISTING SYSTEMS

The challenge to school leaders is to integrate the
wraparound process into existing school practices and
reorient staft to a different way of thinking. The most
logical place to begin is to make it an integral part of
the school’s problem-solving/solution-focused
approach to working with students with special needs.
Although initially educators applied the process to
students with the most complex needs, recent
application by schools has extended to work with those
at-risk who are not yet involved in special education,
juvenile justice, mental health, or other child service
systems.

Wraparound is a good fit for schools that have adopted
a Positive Behavioral Supports approach to preventing
and intervening in behavior challenges. Both focus on
systems change, capacity building, outcome driven
strategies and strength-based approaches. Positive
behavior strategies are important components of wrap-
around plans. Team involvement, coupled with the use
of a problem-solving/solution-focused process, makes
wraparound and PBS highly compatible. Both also
underscore the need for skilled behavior specialists in
the schools (Eber, 2001).

SUMMARY

Wraparound is a process, not a set of programs and
services, designed to meet the needs of students with
challenging behavior and their families. This family-
centered, strength-based approach is receiving
increasing attention as a viable and effective school-
based way to work with at-risk students and those with
emotional and behavioral disabilities.

e  Web sites: Illinois EBD Network: http://www.ebdnetwork-il.org

e In this Handbook: See additional briefs, especially the Continuum of Programs and Services, Comprehensive
Programming, Positive Behavioral Supports, Risk-Focused Prevention, and Early Intervention in this section. In
other sections of the manual, please refer to Early Warning, Timely Response, Safeguarding Our Children: An

Action Guide, and “Success4’ s Critical Elements.”
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Information Brief

Alternative Educational Settings

By law, 26 states require that school districts make alternative education opportunities available to suspended or
expelled students. lowa is among them. In addition, the 1997 Individuals with Disabilities Education Act (IDEA)
contains requirements for students with disabilities who carry a weapon to school or to a school function, or who
knowingly possess, use, sell or solicit the sale of a controlled substance while at school or at a school function.
Such requirements challenge local school districts to provide alternatives for students to continue their education
when suspended or expelled under provisions of state and federal statutes.

CRITICAL ELEMENTS ADDRESSED:

o A community-based comprehensive system of integrated services is linked with schools in the district.
e The school, in collaboration with the community, provides a full and accessible array of specialized programs
and services to address the needs of students experiencing social, emotional and/or behavioral problems.

“Instead of locking youth up, we need to unlock their
potential. We need to bring them back to their
community and provide the guidance and support they
need.”

- Mayor Daley - City of Chicago

INTRODUCTION

America’s schools are experiencing higher numbers of
violent incidents now than ever before. In fact, 82
percent of school districts surveyed by the National
School Boards Association (NSBA) reported increasing
violence within their schools during the past five years
(Creating Safe and Drug-Free Schools: An Action
Guide, September 1996).

Policies put in place locally to meet requirements of
federal and state statutes have led school districts to
expel or suspend students for violations. Iowa code
(§280.17B) additionally requires schools to prescribe
procedures for continued school involvement of
suspended or expelled students for possession of a
dangerous weapon and for their reintegration into the
school.

Alternative education programs can provide not only a
safe place for these students to meet each day, but also
services that are necessary to bring students back to the
traditional school setting or enter the work force.
Without these services, research has shown a link
between expulsion/suspension and later dropping out of
school, with resulting personal and social costs
(Creating Safe and Drug-Free Schools: An Action
Guide, September 1996). It is in society’s interest to
ensure that all are educated to the equivalent of a high
school education at the mastery level.

Iowa Department of Education
Fall, 2001

WHAT ARE ALTERNATIVE EDUCATIONAL SETTINGS?
There are at least four different alternative educational
settings - two long-term arrangements and two short-
term placements. Perhaps the most common are
alternative schools, referring to a broad array of
programs that include magnet schools, charter schools,
school-within-a-school, schools established to address
the needs of at-risk youth, or private schools for
chronically disruptive youth. Another type of
alternative setting is for students with disabilities when
the Individualized Education Plan (IEP) dictates that
services can best be delivered in a setting other than a
regular school, such as a day treatment or residential
facility.

The third and fourth types of alternative settings are
associated with suspension or expulsion of students for
disciplinary reasons. The third type may be either short
or long term and relates to suspension and expulsion
covered under state and federal weapons and substance
abuse laws. The fourth type of alternative setting is in
the discipline provisions of IDEA 1997 and is short
term. This brief focuses on the latter two types of
alternative settings.

ACCOMMODATING EXPELLED OR  SUSPENDED
STUDENTS

National trends show significant increases in the
number of students expelled each year and the length of
time they are excluded from their schools. At the same
time, nearly three million crimes take place in or near
schools annually — or one every six seconds of the
school day. The consensus among educators and others
concerned with youth is that it is important for expelled
students to receive educational services including
counseling to help modify their behavior while they are
away from their regular school (Creating Safe and
Drug-Free Schools: An Action Guide, September
1996). The increase in the number of students excluded
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from school, the passage of laws that require
continuation of their education, and realization of the
cost to students and communities when students don’t
complete their education and are sent to the streets
without supervision have created a need for interim
alternative education settings.

Developing the Alternative Education Program

Once suspended or expelled, students enter a program
that differs from the traditional school environment in
many ways. Students may continue their academic path
with plans to return to the classroom or remain in the
program through graduation. Some school systems
modify existing programs to accommodate the needs of
students expelled tor misconduct while others create
new programs, often in collaboration with social
agencies or nonprofit organizations. The focus of the
time spent in the alternative educational setting may be
behavior management, counseling, and behavioral skills
training, as well as academics.

Typically, these programs also differ in the ratio of

students to teachers, the manner of presentation of

academic subject matter, the setting, the link between

school and community or workplaces, the emphasis on

behavior management, and the availability of

comprehensive support services.  Several elements

combine to comprise an effective and successtul

alternative education program (J. Kellmayer, March

1998):

e Small class sizes with low student-to-teacher ratios,
comprised of students with and without disabilities

e Appropriate facilities to meet the needs of the student
population, welcoming physical environment with
the possibility of good peer models and strong
relationships (such as a college campus)

e Voluntary participation of students and staff

o Student-centered  curriculum and  instruction
involving the student in educational planning and
decision making

e Ongoing communication between sending and
receiving schools, with authority for local
administration

e Flexibility in the role of the teacher with a competent
staff trained in discipline

e Positive behavior supports and effective access to
social services and counseling

e Parent involvement

e Appropriate technology to support the learning
environment :

LEARN MORE ABOUT IT:
e  Web sites:

OPTIONS FOR STUDENTS WITH DISABILITIES

“Interim alternative educational settings”™ has particular
meaning within the discipline provisions contained in
the re-authorized Individuals with Disabilities Act
(IDEA 97). These provisions permit local school
officials unilaterally to remove students to an interim
alternative setting for a period not to exceed 45 days for
a) carrying a weapon to school or to a school function
and b) for knowingly possessing or using illegal drugs
or selling or soliciting the sale of a controlled substance
while at school or at a school function (IDEA 97, 34
CFR. §§300.520 & 521). In addition, if school officials
believe students would pose a danger to themselves or
others upon return to school, they may seek an order
from an Administrative Law Judge (ALJ) for a change
in placement in the form of an interim alternative
educational setting. Extensions of duration for this
placement may also be sought from the judge.

In order to meet the requirements for providing students
with disabilities a free and appropriate education
(FAPE), IDEA 97 sets out requirements for the
selection of an interim alternative setting: The setting
must:

1) be determined by an IEP team;

2) be selected so as to enable the student to continue
to progress in the general curriculum, although in
another setting;

3) permit the student to continue to receive those
services and modifications that will enable the
student to meet the goals set out in the IEP; and

4) include services and modifications designed to
address and prevent recurrence of the behavior that
precipitated the disciplinary action.

SUMMARY

Maintaining safe school environments may require that
students who disrupt the workings of the school day
with violent behavior be removed to an alternative
educational setting where they can receive educational
and other services until they are able to return to their
regular school program. In order to serve all students
and to ensure the safety of the school and community,
appropriate alternative educational settings need to be
available. Out of sight should not mean out of mind.
With the cooperation of all involved, troubled students
can re-enter the regular school setting, graduate, move
on to post-high school education or enter the workforce
and make a positive contribution to the community.

- Alternative Education Projects for Expelled Students: http://www.ed.gov/otfices/OESE/SDFES/actguid/altersch.html
- ERIC: http://eric-web.tc.columbia.edu/abstracts/ed4 1230 .html

- Alt-7: http://www.ed.mtu.edu/safe/alt-7.htm

e In this Handbook: See “Success4 Critical Elements,” and other articles in this section on Positive Behavioral
Supports, Wrap Around, Zero Tolerance, and Intensive Interventions.
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INTENSIVE INTERVENTIONS

Information Brief

Zero Tolerance

The “take no prisoners” disciplinary practices of school districts across the country resulted in the suspension of 3.1
million students and the expulsion of 87,000 in 1998. Time lost by children and youth, in exposure to educational
opportunities and participation in one of the most important contributors to their healthy development, is staggering.
School administrators must maintain a delicate balance between ensuring that teaching and learning can take place in a
safe haven and preparing all students to become educated workers and productive citizens. Zero tolerance policies,
while appearing to achieve the former, are barriers to the latter.

CRITICAL ELEMENTS ADDRESSED:

e Districts and schools ensure that safe, welcoming, accessible physical environments, inviting and conducive to
learning, are provided.

e The school is a caring, respectful, encouraging community.

e The school, in collaboration with the community, provides a full and accessible array of specialized programs and
services to address the needs of students experiencing social, emotional, intellectual, and/or behavioral problems.

INTRODUCTION

Ninety-one percent of schools have adopted zero
tolerance policies for bringing a weapon to school.
Eighty-seven percent also have zero tolerance policies
for alcohol and drugs, often resulting in mandatory
expulsion no matter how small the infraction (Cauchon,
1999). This widespread use of exclusionary practices
to deal with issues of safety is partly attributable to
federal and state laws that require local districts to use
them as sanctions for serious misconduct and to the
belief by educators, parents, and community members
that punishment is the most effective way of handling
student misconduct.

““A society that will trade a little liberty for a little
order will lose both, and deserve neither.”
- Thomas Jefferson

There is a national debate about the eftectiveness and
efficacy of zero tolerance policies.  They raise
questions about the role ot schools, their responsibility
to educate all students, and their philosophy of student
discipline.

HISTORY OF ZERO TOLERANCE POLICIES

The concept of zero tolerance stems from the state and
federal drug control policies of the 1980s. With the
passage of the Gun-Free Schools Act of 1994, Congress
directed states, if they were to get their federal funding,
to pass laws requiring expulsion of any student bringing
firearms to school for one year. Since then, there has
been a proliferation of zero tolerance policies across the
country.

Although the laws that have become known as “Zero
Tolerance Policies” initially required mandatory
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expulsion only for gun possession on school grounds,
they were expanded by federal regulatory guidelines in
1995 to include bombs, rockets, grenades, missiles,
mines, or similar devices. State legislatures went even
further by including other weapons. Encouraged by
teacher unions and some parents’ groups, state
legislatures also added zero tolerance for possession of
alcohol, tobacco, illegal drugs, fighting, cursing, and
gangs. Iowa laws are among those that expanded
coverage to other weapons and possession’of illegal
drugs (Iowa Code, §702.7 and §279.9). Iowa laws give
discretion to local superintendents to assign sanctions
on a case-by-case basis.

THE WHAT AND WHY OF ZERO TOLERANCE

What is it?

Traditionally, zero tolerance meant the presence of a
specified punishment for a specified behavior. More
recent definitions place emphasis on punishing a range
of behaviors by expelling students in order to exclude
their behavior.

Stories about the imposition of extreme sanctions for
apparently minor infractions have caused a national
debate about zero tolerance policies. Some
administrators consider a squirt gun, fingernail file, or
plastic toy ax in the hands of a student as weapon
possession. Some treat aspirin, Midol, and even Certs
as drugs. Threatening statements have resulted in
expulsions.

Considerable variation in the definition of zero
tolerance has occurred at the local level. Many have
broadened district policies beyond federal and state.
They may define an expanded group of behaviors as
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subject to a district’s zero tolerance policy or may have
a broad definition of what constitutes a weapon or drug.
They may assign extreme sanctions to relatively minor
misconduct. In most instances, schools adopt policies
with  good intentions, to create safe schools.
Unfortunately in some cases, such policies may exclude
certain types of students.

Despite the variations in zero tolerance policies, they do
have several characteristics in common. They are:

= reactive rather than proactive

= crisis response, not crisis prevention

= punishment oriented

= exclusionary

Why? Advocates of zero tolerance policies believe that
they send a powerful message to the school community
that violent, aggressive behavior will not be tolerated.
They credit zero tolerance with helping students,
administrators, teachers and parents feel sater. Many
believe that zero tolerance is a fitting punishment for a
wide range of student misconduct.

What does the law say?  There is a common
misconception that federal and state laws require
mandatory exclusion for possession of weapons and
drugs in schools. In fact, although these laws do
contain provisions for total exclusion of students for up
to one year, they do permit local decision-making about
sanctions by allowing local review based on the
circumstances of individual cases. Federal legislation
permits and some state laws require schools to provide
alternative educational programs and procedures for re-
entry following imposition of zero tolerance. lowa is
among them (Towa Code §280.21B).

Administrators and teachers need to retain their
authority to remove students who endanger themselves
and others. In addition, although they have the
discretion to impose lesser punishments, administrators
sometimes believe that rigid adherence to the
provisions in the policy can protect them from lawsuits.
Thus, they choose not to exercise this discretion.

rampant in our schools. However, current data do not
support the claim that there has been a dramatic and
intense increase in school violence. This fear of
random violence is a prime motivator for the adoption
of zero tolerance. ““The popularity of zero tolerance has
less to do with its actual effects than the image it
portrays” (Skiba and Peterson, January 1999). Harsh
measures send a reassuring message to teachers,
students, and parents that the administrator is still in
charge and that the school holds students to high
standards of behavior.

An Epidemic of Suspensions and Expulsions: Despite
little evidence supporting the effectiveness of
suspension and expulsion for improving student
behavior or contributing to overall school safety, the
use of exclusion, suspension and expulsion are central
to most zero tolerance policies. Federal law connects
these consequences to the concept of zero tolerance.
Although schools usually reserve expulsion for serious
infractions of discipline codes, expelled students are not
always the most troublesome. In some cases, schools
expel typically “good kids™ for a single occurrence of
serious misconduct.

“Zero tolerance and expulsion don’t have to go hand
in hand. Zero tolerance simply means all misbehavior
will have some sanction. It doesn’t mean you bring

the maximum punishment for every transgression.”
- Ronald D. Stephens, Executive
Director, National School Safety Center

“Schools should have zero tolerance for the idea of
doing anything that treats all students the same. One

size does not and cannot fit all.”
- Richard L. Curwin and Allen N. Mendler
Authors, Discipline with Dignity

ISSUES RELATED TO ZERO TOLERANCE

As part of the national debate on zero tolerance, several
issues have surfaced. The following sections present
some of these issues.

School Safety — Real and Perceived: The school
shootings caused many to believe that violence is
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Suspension, on the other hand, is a widely used
discipline strategy for a broad range of behaviors from
relatively minor to severe otfenses. Studies show that
repeat offenders comprise up to 40 percent of
suspensions, suggesting that suspension is not effective
in changing student behavior. In fact, suspension seems
to predict additional suspensions and may even
reinforce rather than punish misconduct (Skiba, 2000,
p. 13). Other studies show that suspensions are a factor
in students dropping out ot school. “Pushout” policies
to rid schools of low achievers and troublemakers
contribute to the failure of students to complete their
education.  Excluding students from school using
suspension and expulsion appears to be a strategy that
rids schools of unwanted students and unwanted
behavior.

Psychological Impact: Many of the principles of
healthy child development are in direct conflict with the
results of zero tolerance policies.  Overly harsh
punishment can destroy a child’s spirit, build distrust in
relationships, or make the problem worse. These
effects negate factors likely to foster healthy
development. Noted psychologist James Comer
(Comer, J. and A.F. 1992), stresses that children who
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bond with significant adults in their lives identity with
them, imitate their behavior, and internalize their
values, attitudes, and ways. A child whose
development meshes with the mainstream values
encountered at school will be prepared to achieve at his
or her level.

The strength of a student’s social bond with school is an
important predictor of future delinquent behavior. Zero
tolerance policies can alienate the child from school or
exacerbate their problems. Consequently, the question
must be asked, “Why use policies that break this
important bond with school, especially for those already
at-risk?”

“Ultimately, as we commit ourselves to increasingly
draconian policies of school discipline, we may also
need to resign ourselves to joyless schools,
increasingly unsafe streets, and dramatically
increasing expenditures for detention centers and
prisons.”

- Russ Skiba and Reece Peterson

Loss of Educational Opportunities:  Punishment,
including zero tolerance and other exclusionary
practices, has become a philosophy that permeates the
discipline  systems of many school districts.
Punishment provides retribution, not instruction.
Punishment suppresses behaviors. Interventions can be
designed to teach and change behavior. As a result of a
punishing approach to discipline, students miss out on
critical learning opportunities by loss of important
instructional time, the chance to bond with positive
adults, and essential experience with prosocial
interaction.

Of schools that exercise zero tolerance policies, 40
percent exclude students permanently from school.
“When you kick children out of school, they are not
learning,” says Nancy Riestenberg, Prevention
Specialist of the Minnesota Department of Children,
Families, and Learning. Students excluded without
alternative educational programs either wind up at
home, often alone, or on the streets. They are more
likely to drop out of school altogether. Without an
education, the course to delinquency for these students
also is more likely to accelerate. The question then
becomes, “When we use exclusion to make our schools
safe, what are we doing to our communities now and in
the future?” We must recognize the potential societal
impact of these exclusionary practices.

Safe Schools Do Not Make Safe Communities: The
result of excluding students from schools to ensure
school safety has important ramifications for
communities. Research shows that the highest rates of
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juvenile crime and teen pregnancy occur between the
hours of 3-6:00 p.m. If we extend those unsupervised
hours to include typical classroom hours, we merely
transfer school problems to the community. Not only
does it place these young people on the streets without
supervision, they are not being educated. Potential
long-term effects. as supported by research, are higher
dropout rates, lower graduation rates, a less educated
workforce, higher crime rates among adults, and more
prisons.

Minority Issues

Often African-American, Latino, and disabled children
bear the brunt of these policies (Report by the
Advancement and Civil Rights Projects, June, 2000). A
disproportionate number of blacks and the poor are at
risk for receiving a wide range ot school punishments.
Yet the differences in rates of misconduct between
blacks and whites are minor and do not explain the
overrepresentation.  Schools that rely heavily on
suspension and expulsion also have this highest rate of
overrepresentation of minorities in school disciplinary
processes (Skiba and Peterson, January 1999).

WHAT WORKS?

Does zero tolerance work?

Studies conducted by the National Center of
Educational Statistics (NCES) indicate that schools
with no crime are less likely to have zero tolerance
policies, and those with such policies have higher rates
of crime. Their studies showed that after four years,
those schools that elected to use zero tolerance policies
are still less safe than those without such policies
(Skiba and Peterson, January 1999).

Little empirical data exists on school security measures.
In a search of four major databases, Skiba and Peterson
(1999) found only six empirical studies on five major
security categories (zero tolerance, metal detectors,
surveillance, school uniforms, and school security).
They located none for locker searches and video
surveillance. From this study, the authors concluded
that, as yet, there is no solid evidence that such security
measures contribute to a safer environment.

What can be done?

Discipline philosophy determines outcomes.  Strict
disciplinarians who believe in harsh punishments will
have higher suspension and expulsion rates, but this
does not necessarily translate into etfective discipline.
The principal is key to setting disciplinary tone. In
schools where the principal has set the standard that no
child shall be suspended except under severe
circumstances, teachers are less apt to refer a child for
suspension for minor misconduct. Where principals
and administrators have adopted zero tolerance for
misbehavior, suspension rates are higher. In contrast,
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schools where principals believe in finding other ways
to deal with misbehavior have lower suspension rates.
Arnold Goldstein, director of the Center for Research
on Aggression at Syracuse University, says that if zero
tolerance policies are to work, principals must by given
the discretion to exercise fairness and common sense
(USA Today).

“...even in these fearful times, reasonable steps to
protect students from guns, violence, and illegal drugs
in their schools can be taken without mass exclusion
of American children from the educational process,

which Zero Tolerance Policies are extracting.”
- Curwin and Mendler in the Report by the Advancement and
Civil Rights Projects. June 2000

Some districts have embraced alternatives to zero
tolerance, adopting systems of graduated sanctions that
match consequences to offenses and emphasize
prevention strategies. Curwin and Mendler (October
1999) suggest an “as tough as is fair” approach to
dealing with student misconduct. This means sending
the message that unacceptable behavior will not be
tolerated. The administration of consequences will be
sure, but the range of consequences is broad and will be
matched to the severity and type of misbehavior on a
case-by-case basis. Without question, there is a need
for clear, firm limits and for sending the message that
certain behaviors are not acceptable. The key questions
are: “Was it effective?” “Do the consequences teach
students how to behave?” *“Do they help them to
understand what to do, or are they limited only to
sending a message of what not to do?” Only by
monitoring the outcomes can schools determine the
effectiveness of the action.

Characteristics of safe schools with high achievement
levels and a low number of disciplinary referrals concur

LEARN MORE ABOUT IT:
e  Web sites:

with Success4’s critical elements.  (See Success4
Critical Elements.)

= An inclusive model that is a school-wide etfort
promoted by the principal and bought into by the
majority of the teachers and staft

= Training of teachers in classroom management and
the root causes of behavior

= Strategies to foster strong bonds between teachers
and students

= Teacher instruction makes accommodations for
learners with a variety of learning styles

= A proactive, school-wide code of conduct and
expectations that is widely promoted and
understood

= Discipline that is focused on prevention and
diffusion of potentially disruptive situations before
they erupt

= Consequences for behavior handled on a case-by-
case basis with input from parents and students

= Active involvement of parents and the community
in the life of the school

= Expectations that students adhere to high academic
and behavioral standards

= Implementation of a wide range of programs that
promote a respecttul, collaborative climate

= A welcoming, friendly physical environment

SUMMARY

Zero tolerance policies that include a set of mandated
exclusionary sanctions have both short- and long-range
negative consequences that need to be carefully
considered. Because of a lack of evidence that these
policies are effective in changing student behavior or
deterring potential misconduct, they need to be
examined carefully for their impact on the healthy
development of children and youth. Administrators
have tough choices to make in order to ensure that
schools are safe, while at the same time ensuring that
all students are educated.

- The Civil Rights Project: Harvard University Conferences:
http://www.law.harvard.edu/groups/civilrights/conferences/

- Indiana Education Policy Center: http://www.indiana.edu/~iepc/

e In this Handbook: See additional briefs in this section on Weapons in Schools, Violence Prevention, Bullying and
Harassment, Restorative Justice, School-wide Discipline, Positive Behavioral Supports, and Alternative Educational
Settings. In other sections of the manual, please refer to Early Warning, Timely Response, Safeguarding Our
Children: An Action Guide, and “Success4’s Critical Elements.” For information beyond the scope of this

handbook, see the Resources Section.
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