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INTRODUCTION 
Schools offer prevention specialists regular access to students throughout their developmental years and may offer the only consistent access to the most crime-prone youths during their early school years (Gottfredson, 1998). A school that implements and maintains an effective program may improve overall school climate and in so doing have a positive effect on youth behavior both during and after school hours. The lack of positive feelings for and identification with one's school have been shown to be directly related to juvenile delinquency. For example, in a study of the predictors of in-school substance use among high school students, Voelkl and Frone (2000) found that students' lack of identification with school was significantly related to both in-school alcohol and marijuana use. 

According to Gottfredson (1998), programs aimed at clarifying and communicating norms about behaviors are effective ways to reduce crime, delinquency, and substance abuse. Prevention programs directed at positively altering the school and classroom environment seek to reduce or eliminate problem behaviors by changing the overall context in which they occur. These strategies may include interventions to 1) change the decision-making processes or authority structures (building school capacity), 2) redefine norms for behavior and signal appropriate behavior through the use of rules (setting norms for behavior), 3) provide greater flexibility in instruction (classroom organization), 4) implement the use of rewards and punishments and the reduction of down time (classroom management), and 5) reorganize classes or grades to create smaller units, continuing interaction, and different mixes of students. Programs that have the capacity to build students' attachment to their school are often highlighted as models for prevention. 

THEORETICAL CONTEXT 
Prevention programs aimed at improving the school or classroom environment are closely linked to social organization theory, because they have a holistic approach, working from the premise that all aspects of school life can affect violence and substance abuse (Sherman et al., 1998). Gottfredson (1998) identifies such programs, which are "aimed at clarifying and communicating norms and behaviors," as effective prevention approaches. Several of these practices that were shown effective (in at least one study, or include components that have been found successful) were directly related to school or classroom environment strategies: 

· "Schools within schools" programs, such as Student Training Through Urban Strategies (STATUS). These programs, which group students into smaller units for more supportive interaction or flexibility in instruction, have reduced drug abuse and delinquency. 

· Training or coaching in "thinking" skills for high-risk youths, using behavior modification techniques or rewards and punishments. This programs can reduce delinquency and can reduce substance abuse. 

· Building school capacity to initiate and sustain innovation through the use of school teams or other organizational development strategies succeeded in reducing delinquency and substance abuse in one study. 

· Improved classroom management and instructional techniques reduced alcohol use in one study. [Gottfredson, 1998] 

SCHOOL ORGANIZATION INTERVENTIONS 
School organization interventions use a comprehensive and systematic approach to juvenile delinquency prevention through changing or improving the way that schools operate (Catalano, Loeber, and McKinney, 1999). School organization approaches can involve a wide variety of interventions, including replacing school administrators, reorganizing teachers, and engaging parents in the planning and implementation of school policies and programs (Office of Juvenile Justice and Delinquency Prevention, 1998). 

Schools in urban, poor, disorganized communities are believed to experience more disorder than other schools. Although it is impractical to suggest that schools can reverse the level of problems within their community, they can influence their own in-school rates of disturbances or disruptions (Gottfredson and Gottfredson, 1985). For instance, Gottfredson and Gottfredson (1985) say that when controlling for the relevant characteristics of the larger community, characteristics of schools and the way they are run explain significant amounts of variation in school rates of disorderly behavior. Research also suggests that changing the school environment to a more positive climate (where nurturing, inclusiveness, and a feeling of community occur) is associated with a reduction in the levels of violent behavior in the school. 

In addition, an OJJDP Study Group found that several such programs appear to reduce risk factors (including academic failure, dropping out of school, and rebelliousness) and increase protective factors (such as commitment to school and good attendance) (Office of Juvenile Justice and Delinquency Prevention, 1999). There is emerging evidence that some research-based models of school reform, which provide clear guidance on specific changes that schools and classrooms must make, can result in significant improvement in achievement outcomes for schools with large numbers of students placed at risk of educational failure (U.S. Department of Education, 1998). Other risk factors may also include academic failure, dropping out of school, and rebelliousness. School organization intervention programs seek to counteract these risk factors by enhancing protective factors such as a commitment to school and good attendance. 

CLASSROOM ORGANIZATION, MANAGEMENT, 
AND INSTRUCTIONAL ACTIVITIES 
The most common school-based prevention strategy is instruction (Gottfredson, 1998). Many consider instructional approaches that combine social and thinking skills to be effective in enhancing students abilities, attitudes, and behaviors inconsistent with substance abuse and other kinds of delinquent behavior (Northeast Center for the Application of Prevention Technologies, 1999). Further, interventions involving classroom organization, management, and instructional strategies attempt to promote the protective factors that promote opportunities for active participation in learning, skills to establish positive social relationships, and bonding to school and prosocial peers. In contrast, the risk factors generally addressed by these programs are obstacles such as academic failure, low commitment to school, and early and persistent antisocial behavior. 

It is believed that prevention programs should teach a variety of general life skills for helping adolescents deal with the challenges of adolescent life (Midwest Regional Center for Drug-Free Schools and Communities, 1994). Accordingly, certain skills have emerged as critical to preventing and reducing substance abuse and violent behavior, including communication, assertiveness, media resistance, resistance training, social problem-solving, character/belief development, empathy and perspective taking, stress management and coping, and anger management or impulse control (Northeast Center for the Application of Prevention Technologies, 1999). School and classroom environment programs seek to address these needs as they enhance educational skills from within the classroom environment.
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	Aggression Replacement Training® (ART®)

	 



	

	Intervention:
Aggression Replacement Training® (ART®) is a multimodal psychoeducational intervention designed to alter the behavior of chronically aggressive adolescents and young children. The goal of ART® is to improve social skill competence, anger control, and moral reasoning. The program incorporates three specific interventions: skill-streaming, anger-control training, and training in moral reasoning. Skill-streaming uses modeling, role-playing, performance feedback, and transfer training to teach prosocial skills. In anger-control training, participating youths must bring to each session one or more descriptions of recent anger-arousing experiences (hassles), and over the duration of the program they are trained in how to respond to their hassles. Training in moral reasoning is designed to enhance youths’ sense of fairness and justice regarding the needs and rights of others and to train youths to imagine the perspectives of others when they confront various moral problem situations.

The program consists of a 10-week, 30-hour intervention administered to groups of 8 to 12 juvenile offenders thrice weekly. The 10-week sequence is the “core” curriculum, though the ART® curriculum has been offered in a variety of lengths. During these 10 weeks, participating youths typically attend three 1-hour sessions per week, one session each of skill-streaming, anger-control training, and training in moral reasoning. The program relies on repetitive learning techniques to teach participants to control impulsiveness and anger and use more appropriate behaviors. In addition, guided group discussion is used to correct antisocial thinking. The ART® training manual presents program procedures and the curriculum in detail and is available in both English and Spanish editions. ART® has been implemented in school, delinquency, and mental health settings.

Evaluation Methodology:
The ART® program has been evaluated in numerous studies. In general, the studies were comprehensive and used acceptable evaluation designs, psychometrics, and data analysis techniques. But many of the studies did not provide a demonstrated effect on violent behavior or on other conduct problems 1 year or longer beyond baseline.

One evaluation used a quasi-experimental design with nonequivalent comparison groups. The sample was collected from a New York State Division for Youth facility and included 60 youths, most of whom had been incarcerated for crimes such as burglary, robbery, and various drug offenses. Twenty-four of these youths received the 10-week ART® program. Another 24 youths were assigned to a no-ART®, brief-instructions control group. This condition controlled for the possibility that any apparent ART®-derived gains in skill performance were not due to ART® per se. Finally, 12 youths were placed in the no-treatment control group.

A second study was designed to both replicate the procedures and findings of the aforementioned study as well as extend them to youths incarcerated for substantially more serious felonies. The study sample included 51 youths who were incarcerated for murder, manslaughter, rape, sodomy, attempted murder, assault, and robbery. In all of its procedural and experimental details, the second study replicated the effort of the first. The second study employed the same preparatory activities, materials, ART® curriculum, testing, staff training, resident training, supervision, and data analysis procedures.

A third evaluation was designed to examine the efficacy of ART® as a community-based, postrelease intervention. This study also employed a quasi-experimental design with a three-way comparison of ART®. Condition 1 provided the ART® program to youths and to youths’ parents or other family members. Condition 2 provided the ART® program to youths only. Condition 3 provided neither parents nor youths with ART®. For the most part, youths were assigned to project conditions on a random basis, with departures from randomization becoming necessary on occasion as a function of the five-city, multisite, time-extended nature of the project.

A fourth study conducted by Washington State Institute for Public Policy used a pseudo–random assignment waitlist procedure to assign 1,229 adjudicated youths to either a control (n=525) or treatment group (n=704). Youths who met the selection criteria and had sufficient time on supervision to complete the program were assigned by court staff to the appropriate program. When the program reached capacity (all therapists had full caseloads or sessions were full), the remaining eligible youths were assigned by court staff to the control group and never participated in the program; instead, they received the usual juvenile court services. The sample was roughly 80 percent 15-year-old males. The analyses use multivariate statistical techniques to control for systemic differences between the program and control groups on key characteristics (gender, age, and domain risk and protective factor scores). Recidivism was measured by using conviction rates for subsequent juvenile or adult offenses. The follow-up “at risk” period for each youth is 18 months. 

Evaluation Outcome:
The findings from the first two studies reveal ART® to be an effective intervention for incarcerated juvenile delinquents. It enhanced prosocial skill competency and overt prosocial behavior, reduced the level of rated impulsiveness, and—in one of the two samples studied—decreased (where possible) the frequency and intensity of acting-out behaviors and enhanced the participants’ levels of moral reasoning.

The first study revealed that, compared with both control groups, youths who participated in the ART® program significantly acquired and transferred 4 of the 10 skill-streaming skills: expressing a complaint, preparing for a stressful conversation, responding to anger, and dealing with group pressure. Similarly significant ART®-versus-control-group comparisons emerged for the number and intensity of in-facility acting out and for staff-rated impulsiveness. During the 1-year follow-up, 54 youths were released from the facility. Of those released, 17 had received ART® and 37 had not. In four of the six areas rated—namely, home and family, peer, legal, and overall, but not school and work-ART®— youths were rated significantly superior at in-community functioning than were youths who had not received ART®. Similar findings were reported in the second study.

In the third evaluation (the postrelease community-based study), results indicated that, though they did not differ significantly from one another, the two ART® groups each increased significantly in their overall interpersonal skill competence compared with the control youths. Perhaps more important, however, rearrest rates were tracked during the 3 months in which youths in the two intervention groups received the ART® program and during the 3 subsequent no-ART® months. Meaningful differences in favor of the two intervention groups were found. Youths in both of the ART® groups were rearrested less often than youths not receiving ART®. And the ART® youths-plus-family-members group did better than the ART® youths-only group.

The Washington State study found that when ART is delivered competently, the program reduces felony recidivism and is cost effective. For the five courts rated as not competent, the adjusted 18-month felony recidivism rate is 27 percent compared with 25 percent for the control group. This difference is not statistically significant. However, for the 21 courts rated as either competent or highly competent, the 18-month felony recidivism rate is 19 percent. This is a 24 percent reduction in felony recidivism compared with the control group, which is statistically significant. Moreover, the cost–benefit analysis demonstrates that when ART is delivered by competent courts, it generates $11.66 in benefits (avoided crime costs) for each $1.00 spent on the program. When not competently delivered, ART costs the taxpayer $3.10. Averaging these results for all youths receiving ART, regardless of court competence, results in a net savings of $6.71 per $1.00 of costs.
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	Violence Prevention Curriculum for Adolescents

	 



	

	Intervention:
The Violence Prevention Curriculum for Adolescents (VPC) provides adolescents with information on risk factors for interpersonal violence and skills for choosing alternatives to fighting. The 10- to 18-session curriculum uses lectures, discussions, and interactive role-plays. Sessions generally last 40 minutes. The goals of the curriculum are to 1) illustrate that violence is preventable, 2) teach students that anger is a normal part of life and that anger can be expressed and channeled in healthy, constructive ways, 3) help students understand that controlling anger and violence is part of maturing, 4) identify positive ways for students to express their anger, and 5) help them think about and use alternatives to violence in conflict situations. VPC is part of the Teenage Health Teaching Modules program, a comprehensive school health education curriculum for adolescents.

Evaluation Methodology:
This program was evaluated by two separate studies. The first used a quasi-experimental design with comparison groups. The study examined the effectiveness of the VPC curriculum on 978 sixth grade students from six different schools. The curriculum was put into practice using a staggered implementation design; students received the curriculum during different semesters to allow comparisons between treatment and no-treatment groups. Participants were asked to complete the subscales: the Violent Behavior Scale, the Problem Behavior Scale, and the Drug Use Scale from the Behavioral Frequency Scale. Baseline data was collected to ensure there were no significant differences between the treatment groups at pretest and to test for attrition.

The second study examined the impact of two intervention conditions on 1,523 sophomore high school students’ suspension rates. The first condition was the VPC curriculum. The second condition was a schoolwide violence prevention initiative, which included various violence prevention activities, such as school presentations on violence prevention and seminars on death and dying. A prospective design using archival data was used to track three panels of students over their sophomore and junior years. School records provided access to relevant independent variables such as age, gender, ethnicity, standardized test scores, and absenteeism. These two conditions were compared with a nonexposed comparison group. Each condition was nonrandomly assigned to a high school. The schoolwide violence prevention initiative was analyzed for 3 consecutive years (1985–87). The class-specific educational intervention was combined with the schoolwide initiative and analyzed in 1 year only (1986). 

Evaluation Outcome:
The first study suggested that the curriculum reduced the immediate risk of becoming a perpetrator or victim of violence for boys, but not for girls. Specifically, the study found significantly lower frequencies of armed threats and physical fighting for boys in the curriculum versus the comparison group. Moreover, boys receiving the curriculum showed significantly lower rates of problem behavior and drug use. No significant effects were noted for girls or for the overall curriculum sample.

The results of the second study indicate that students receiving the in-class curriculum showed a 71 percent reduction in suspension rates, while the nonclassroom participants showed no change in their suspension rates. Students in the schoolwide exposure condition showed a decrease in suspension rates, but these results were statistically insignificant. Overall, results suggest that violence prevention education can reduce negative school behaviors, particularly when supplemented by other supportive curricula and activities.
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	Intervention:
Success for All (SFA) is a schoolwide, intensive educational intervention to detect and resolve literacy problems for school children in preschool through sixth grade, mostly in high-poverty schools. The program has somewhat different components, depending on each school’s needs and available resources, but there is a common set of core elements to SFA. These main components include the following: 

The Schoolwide Reading Curriculum
The main component of SFA is implementation of the schoolwide, research-based reading curriculum in grades K–6. In kindergarten and first grade the program emphasizes language and comprehension skills, phonics, sound blending, and use of shared stories that students read to each other in pairs. In second through sixth grades, the program emphasizes writing, cooperative learning, partner reading activities, direct instruction in reading comprehension skills, and comprehension strategies such as summarization and clarification built around narrative and expository texts.

Reading Tutors
Reading tutors are used to promote student success in reading. SFA tutors are specially trained certified teachers and paraprofessionals who work one-on-one with any students who are failing in grades 1–3. Tutorial instruction is closely coordinated with regular classroom instruction and takes place 20 minutes daily.

Quarter Assessments and Regrouping
Students in grades 1–6 are assessed quarterly to determine whether they are making adequate progress. These assessments are used to regroup students according to reading level, to develop alternative teaching strategies, to provide tutoring, or to better meet students’ needs.

The Solutions Team
A solution team consists of school staff such as parent liaisons, social workers, counselors, and assistant principals who work in each school to support families and their involvement in their children’s success. The Solutions Team concentrates on parent education, parent involvement, attendance, and student behavior.

A Program Facilitator
A program facilitator works as an onsite coach for teachers to help them implement the reading program, to manage quarterly assessments, to assist the Solutions Team, to oversee the intercommunication of all staff, and to aid all staff in the progress of all students.

Evaluation Methodology:
Success for All is one of the most widely implemented and researched interventions in the United States. The most recent and comprehensive evaluation of the program used a cluster-randomized trial. The sample included 41 schools randomized to a treatment or a control condition in two phases. In phase 1, six schools were recruited and randomly assigned to either the treatment or the control condition. The treatment schools implemented the SFA program in grades K–5. A second cohort of 35 schools was recruited for phase 2. Eighteen of the phase 2 schools implemented the treatment condition in grades K–2, while the other 17 schools implemented the treatment condition in grades 3–5. Grades K–2 in schools assigned to the grades 3–5 treatment condition served as the controls for the schools assigned to the K–2 treatment condition, and vice versa. Three schools (one grades K–2 school and two grades 3–5 schools) were closed owing to insufficient enrollment, reducing the analytical sample to 38 schools (20 implementing the treatment in grades K–2 and 18 in grades 3–5). The final analytical sample was composed of 1,672 treatment students and 1,618 control students.

All schools were situated in communities with high poverty concentrations, with a few rural exceptions. Seventy-four percent of the students participated in the Federal free-lunch program, similar to the 80 percent free-lunch participation rate for the nationwide population of SFA schools. The sample is more African-American and less Hispanic than the SFA schools nationally. Fifty-seven percent of the sample was African-American, compared with 40 percent in all SFA schools. And 11 percent of the sample was Hispanic, compared with 35 percent in all SFA schools. The percent of white students in the sample (29) was similar to the percent in all SFA schools (25). There were no statistical differences between the experimental and control schools in terms of demographics and the Peabody Picture Vocabulary test. Multilevel models assessed student and school-level effects on the four literacy outcomes. 

Evaluation Outcome:
The evaluation finds school-level impacts of assignment to the intervention that are consistent with key aspects of the program theory and with past meta-analytic evidence on program effects. Specifically, the results suggest that students in the Success for All schools were achieving at significantly higher levels on three of the four reading outcomes as measured by the Woodcock Reading Mastery Test Revised (WRMT–R).

The WRMT–R is a commonly used educational achievement test with several subtests. In this study, the WRMT–R was used to measure reading growth in four areas: letter identification, word identification, word attack, and passage comprehension. Letter Identification measures the subject’s ability to identify capital and lowercase letters in different type styles. It addresses the principles of phonics and forms the foundation for discovering the student’s knowledge of the bridge between sounds in speech and letters in print. Word Identification requires subjects to identify isolated words, which increase in difficulty and become less familiar as the test goes on. Word Attack measures the subject’s ability to apply phonic and structural analysis skills in order to pronounce nonsense words. Finally, Word Comprehension measures students’ vocabulary knowledge in four different subject areas: general reading, science–mathematics, social studies, and humanities.

Across the four outcomes, the impact estimate for SFA assignment ranged from a standardized effect of approximately d=0.12 (Passage Comprehension) to d=0.25 (Word Attack). Three of the four outcomes— Word Attack, Letter Identification, and Word Identification—were statistically significant. In all four models, the school-level mean pretest covariate was an important predictor of the outcome, and the fixed within-school posttest difference between baseline kindergarten and first grade students was between nearly half of one standard deviation and more than three fourths of one standard deviation.

When converted to additional months of learning, the practical effects of the program appear substantial for Word Attack and relatively large for the other literacy measures. For Word Attack, the learning advantage (relative to the controls) is comparable to more than half of an average school year. The reliability and magnitude of these effects are sensitive to the amount of exposure the students had to the intervention. To make the largest and most reliable gains, students seem to need longitudinal exposure to the program.

Notably, previous studies of SFA have also found positive achievement outcomes. For instance, a study of the long-term effects of SFA found that, compared with controls, SFA students completed the eighth grade at a younger age, with better achievement outcomes, fewer special education placements, fewer retentions, and at the same educational expense (Borman and Hewes, 2002).
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	STEP (School Transitional Environmental Program)

	 



	

	Intervention:
STEP (School Transitional Environmental Program) is a school organizational change initiative that seeks to decrease student anonymity, increase student accountability, and enhance students’ abilities to learn school rules and exceptions. The program targets students in transition from elementary and middle schools who are in large urban junior high and high schools with multiple feeders serving predominantly nonwhite lower income youths. Students remain in intact small groups for their homeroom period and their academic subjects (these classrooms are physically close together). Homeroom teachers act as administrators and guidance counselors, providing class schedule assistance, academic counseling in school, and counseling in school for personal problems. Teachers also explain the project to parents and notify them of student absences. Project students are assigned to homerooms in which all classmates are STEP participants, and they are enrolled in the same core classes to help develop stable peer groups and enhance participants’ familiarity with the school.

Evaluation Methodology:
Several studies have examined the STEP program. The first two used a quasi-experimental research design with comparison groups. In these studies, incoming high school students (ninth graders) in a primarily nonwhite, lower income school were assigned either to a small “school within the school,” consisting of 65 to 100 students (the STEP program), or to a traditional format. The total sample included 172 students—59 in the intervention group and 113 matched controls. Student performance on several outcomes was evaluated at the end of ninth grade, and then a follow-up study was conducted 5 years later. A major limitation to the original evaluation research on this program was that the first studies lacked pretest measures. However, the researchers reported no differences with respect to attendance and grades at baseline between treated students and controls.

A replication study using a quasi-experimental design was conducted on 154 ninth grade students in a predominantly Hispanic, low-income, urban high school. Half of the sample was assigned to the experimental group, with the other half assigned to the control group. Students were evaluated on their academic and behavioral adjustment to school. Data was collected from their eighth (preintervention) and ninth (postintervention) grade records.

Another replication involved a longitudinal quasi-experimental study comparing four “low risk” schools that have implemented STEP with four that have not. The sample consisted of 1,204 intervention students and 761 control students. Fifty-eight percent of the sample transitioned into junior high in the sixth grade, while 42 percent did so in the seventh grade. Measures were taken on school transition stress, psychological distress, behavior problems, academic expectations, and classroom behavioral adaptation. The sample was followed during their transition year and the year after. 

Evaluation Outcome:
Evaluations performed at the end of ninth grade demonstrate that STEP students, compared with control students, display decreases in absenteeism and increases in grade point average; stability of self-concept (compared with decreases for control students); and more positive feelings of the school environment, perceiving the school as more stable, understandable, well-organized, involving, and supportive. Long-term follow-up indicated that STEP students, compared with controls, had lower dropout rates (21 percent versus 43 percent), and higher grades and fewer absences in 9th and 10th grades.

The evaluation of the STEP program with lower risk students in junior high demonstrated that STEP students, compared with control students, showed significantly lower levels of school transition stress and better adjustment on measures of school, family, general self-esteem, depression, anxiety, and delinquent behavior, and higher levels of academic expectations. Teachers in the STEP schools reported that their students had better classroom adjustment behavior and fewer problem behaviors. Academic records show that STEP students had significantly better grades and attendance patterns.
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	Intervention:
This universal, comprehensive school organizational change program is used in secondary schools to reduce school disorder and improve the school environment, thus enhancing student experiences and attitudes about school. The program seeks to reduce disorder by decreasing academic failure, increasing social bonding, and improving students’ self-concepts. The program targets all students in middle schools and high schools, serving large numbers of minority youths in inner cities and impoverished rural areas. 

The five major components are

1) Staff, student, and community participation in planning
2) Schoolwide organizational changes aimed at increasing academic performance
3) Schoolwide organizational changes aimed at enhancing school climate
4) Programs to prepare students for careers
5) Academic and affective services for high-risk youths

The program design is unique in its comprehensive coverage and in its simultaneous concentration on organizations and individual-level change. The school’s climate is enhanced through added extracurricular activities, peer counseling, and school pride campaigns. Job-seeking skills programs and career exploration programs emphasize career attainment. At-risk students receive additional monitoring, tutoring, and counseling.

Evaluation Methodology:
The project design included four experimental middle schools, one control middle school, three experimental high schools, and one control high school. Students were predominantly African-American and resided in both urban and rural areas. The school was the unit of analysis. Students were surveyed in 1981, 1982, and 1983. In 1981 a random sample of 300 students was surveyed in the participating high schools. The entire student and teacher populations were surveyed in the other years (with response rates of 79 percent to 86 percent). In fall 1982 the comparison high school closed. Thus, the evaluation covers a 3-year period for the middle schools in the sample and a 1-year period for the high schools. 

Evaluation Outcome:
High school students reported significant decreases in delinquency and drug involvement and fewer school suspensions and less punishment than the control group. Students in the program who received special academic and counseling services reported significantly higher grades and were less likely to repeat a grade than students who did not receive these services. High school seniors who received these services were also more likely to graduate than those who did not receive the services. For middle school students in the intervention, there were declines in suspensions. PATHE high schools, compared with the control groups, showed that self-reported delinquency (including drug involvement, suspensions, and school punishments) declined; school alienation decreased; attachment to school increased; and school climate and discipline management improved in all the treatment schools. At-risk students showed higher rates of graduation and standardized achievement tests and increased school attendance.
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	Multimodal Substance Abuse Prevention

	 



	

	Intervention:
The Multimodal Substance Abuse Prevention project was implemented at a residential treatment center for court-adjudicated, 13- to 18-year-old males. The main purpose of the project was to determine the effectiveness of a multimodal intervention program at reducing substance use and other illegal behavior. The program employed a triple module skills training classroom program, consisting of Botvin LifeSkills Training, the Prothrow–Stith Antiviolence Program, and the Rath Values Clarification procedure.

The Botvin intervention strategies included teaching participants 1) how to improve self-expression, 2) how to control and direct their behavior, 3) how to achieve personal and social skills, 4) how to cope with temptations and pressures to continue using drugs, and 5) a cognitive-behavioral method of understanding the effects of drugs, alcohol, and tobacco on health and behavior. Botvin strategies were modified to 20 sessions for this project.

The Prothrow–Stith intervention consisted of controlling tendencies toward violence and directing one’s energies along socially and personally acceptable lines. This is accomplished through increased awareness of the causes and effects of violence and the adolescent’s own risk of becoming a victim of homicide, learning to identify factors that lead to violence, realizing violence is a choice with short-term and long-term consequences, illustrating that violence is preventable, learning that anger is normal and can be expressed in healthy ways, understanding that controlling violence and anger is a part of maturing, identifying positive ways to express anger, and thinking about alternatives to violence in conflict situations. This is conducted in all 20 sessions.

The Rath intervention addressed clarifying one’s values, exploring others’ values, and attempting to develop and identify with a set of socially acceptable and desired values. This is done through various exercises that motivate the youths to question their conflicting and unclearly defined values.

Evaluation Methodology:
The program was evaluated using an experimental design lasting 15 months. Youths from St. Gabriel’s Hall in Philadelphia, Pa., were randomly assigned to Group A, the intervention group (n=110), or to Group C, the control group (n=91). The race/ethnicity breakdown was 76.4 percent African-American, 13.6 percent white, 7.3 percent Puerto Rican, and 1.8 percent Asian-American for Group A and 69.3 percent African-American, 16.7 percent white, 8.8 percent Puerto Rican, and 2.7 percent Asian-American for Group C, with a mean age of 15½ for both groups. Most youths had used alcohol and other substances before entering the residential program. The prevalence rates for the entire sample were 79 percent for alcohol, 82 percent for marijuana, 72 percent for cigarette smoking, and 14 percent for PCP. Most of the youths lived in single-family households. All had committed at least one serious illegal offense and were subject to multiple risk factors in the individual, school, peer, and neighborhood domains. Youths were assessed at baseline, 9 months later when released from the residential treatment center, and 6 months after release. 

Evaluation Outcome:
The evaluation reveals that Group A showed significantly greater reductions in drug use and drug dealing. Group A also reported nonsignificant trends toward a greater reduction in degree of illegal behavior and alcohol use. Dosage analysis provides evidence that the effects are primarily due to the Botvin LST component and secondarily due to the Prothrow–Stith component of the program but are not related to the Values Clarification portion of the program.
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	Intervention:
Project ALERT teaches children to establish no-drug-use norms, to develop reasons not to use drugs, and to resist prodrug pressures. The program consists of a 14-lesson curriculum, participatory activities, and videos. Guided classroom discussions and small group activities stimulate peer interaction and challenge students, while intensive role-playing encourages students to practice and master resistance skills. Parent-involved homework assignments extend the learning process for participants.

The program is highly effective with middle school youths, ages 11 to 14, from widely diverse backgrounds and communities. Project ALERT has proved successful with high- and low-risk white, African-American, Hispanic, Asian-American, and Native American youths from urban, rural, and suburban communities and a variety of socioeconomic backgrounds. The original program was tested in schools in different geographic areas with varied population densities and among students from a range of racial/ethnic and economic backgrounds.

Evaluation Methodology:
The program used a rigorous experimental pre–post design with random assignment to place 30 schools in either a control or one of two treatment conditions. Seventh and eighth graders in 20 of the schools went through the Project ALERT curriculum. Adults taught the classes in 10 of the schools, while older teens drawn from nearby high schools assisted the adults in 10 others. In the remaining 10 schools, students were not exposed to Project ALERT but continued to receive whichever drug-information programs their schools offered. The schools encompassed urban, suburban, and rural communities. Nine schools had a minority population of 50 percent or more. Eighteen drew from neighborhoods with household incomes below the State median.

To establish a baseline before the program began, the researchers surveyed 6,500 seventh graders about substance use and attitudes toward drugs. Over the next 5 years, the team conducted six follow-up surveys with nearly 4,000 of these teens as they moved through grade 12. The surveys compared students’ drug use and related attitudes before, during, and after their exposure to Project ALERT’s curriculum with similar data from students who had no contact with the program. Trained data collectors administered student surveys in all schools before and after program lessons. Self-reported drug use was validated by testing saliva samples collected from students and by consistency analyses over time. Logistic regression was used to analyze substance use outcomes as a function of treatment and baseline covariates. Multiple controls helped rule out alternative explanations of treatment effects. All analyses were adjusted for attrition and clustering of students within schools. 

Evaluation Outcome:
Evaluation reports conclude that Project ALERT reduces the initiation of marijuana and tobacco use by 30 percent, reduces heavy smoking among experimenters by 50–60 percent, is effective for both high- and low-risk students (including minorities), and performs equally well in a variety of socioeconomic settings. The program’s early gains erode after the lessons stop. Maintaining the effects of prevention lessons requires booster programs after adolescents make the transition to high school.
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	Consistency Management & Cooperative Discipline®

	 



	

	Intervention:
Consistency Management & Cooperative Discipline® (CMCD) is a research-based classroom and school reform model that emphasizes shared responsibility for learning and classroom organization between teachers and students. The model seeks to address the needs of students, teachers, and administrative staff in schools from prekindergarten through 12th grade. The target population is innercity youths. The consistency management component concentrates on classroom instructional organization and planning arrangement by the teacher (from seating arrangements, passing out papers, etc.). The teacher acts as an instructional leader. The cooperative discipline component expands the leadership roles to the students by giving each student multiple leadership opportunities. It incorporates five themes: prevention through classroom management, a caring environment, cooperation, classroom organization, and parental and community involvement activities.

Evaluation Methodology:
The CMCD model has been tested many times. One evaluation compared students who were taught by teachers trained in consistency management and cooperative discipline with students who were not. Researchers obtained standardized math test scores for students in grades 4, 5, and 6 from seven elementary schools. The schools were all within two square miles. Three served as treatment schools (n=232), and four were control schools (n=311). Most students in the study were Latinos, and there were minorities of African-American and white students. 

Evaluation Outcome:
The results of this evaluation show that students taught by teachers trained in CMCD performed significantly higher than control students on math achievement tests. These findings are consistent with those from both qualitative and quantitative studies performed on CMCD, which include sustained gains in student achievement over 3 years (9–12 months’ greater achievement gain than the group of comparison schools), significant reductions in student discipline referrals (72 percent to 78 percent lower than other schools), and 36 minutes’ additional teaching time per day owing to fewer discipline problems and enhanced cooperation (equivalent to 3½ additional weeks of instruction).
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“School-wide PBS is based on several core themes, an array of specific procedures, and an emphasis on systems change that supports the use of effective educational practices. The core themes of SWPBS focus on (a) investment in the social culture of the whole school as a foundation for both social and academic success, (b) emphasis on prevention of problem behavior, (c) reliance on directly teaching appropriate skills to all students, as well as rearrangement of both antecedents and consequences when necessary, (d) use of a three-tiered continuum of behavior support practices to facilitate prevention of problem behavior, and (e) active collection and use of data for decisionmaking. The three tiered prevention approach is particularly relevant for students with significant disabilities and has been adapted from the community health literature (see Walker et al., 1996). The basic thesis of this model is that effective prevention efforts necessarily include primary, secondary and tertiary intervention levels. As applied within education, primary prevention involves all students and adults within the school and is implemented across all school and school-related settings. The goal is to create a positive social culture in which pro-social behaviors are explicitly taught and reinforced for all students, and all adults respond to the occurrence of problem behavior in a consistent manner. Secondary prevention is intended to support students who have learning, behavior, or life histories that put them at risk of engaging in more serious problem behavior. Strategies for secondary prevention are intended to address the needs of students before more intensive individualized supports are needed. Tertiary prevention strategies focus on the smaller number of students whose needs are more individualized than is included in primary and secondary prevention practices. Individualized and comprehensive plans are needed to address the unique needs of children who engage in serious and/or chronic problem behavior.

The purpose of this three tiered approach is to support all students, and when necessary tailoring to provide more intensive supports. It is not intended to label students by placing them in categories or a hierarchy. In SWPBS, students with disabilities are involved in learning school-wide expectations along with all of their peers. As is the case with all students, additional learning opportunities and support from school staff are available as needed (Turnbull et al., 2002). When students with disabilities need additional supports beyond school-wide programs aimed at primary prevention of problem behavior, their needs are identified in the same ways as their general education peers (e.g. teacher referral). SWPBS planning teams are essential to success and consist of representatives from all areas of the school (e.g., regular education, special education, administration, special services). The team works with the entire staff to gather data and create an action plan for implementing SWPBS. The action plan is designed based upon a self assessment of the school’s strengths and needs for improvement. Examples of data gathered for the self assessment includes information on the school’s capacities to collect, summarize and use office referral, suspension and expulsion data, direct observation data of students in a given setting or settings, along with measures of SWPBS implementation fidelity in the school, academic outcomes, and school safety and climate measures. These data are essential for effective decision-making about how to build on existing school strengths and to how to implement the most effective and efficient school-wide academic and behavioral programs. Implementing SWPBS involves a multi-year commitment. 

During the first year, experienced trainers introduce planning team members to all elements of SWPBS. First year teams learn how to evaluate school data and work with faculty to design plans for teaching school-wide expectations, creating reward systems, and improving consistency of staff responses to student problem behavior. Although most teams spend the first year preparing for the implementation of primary/universal school-wide strategies to foster pro-social behavior by all students, team members are also actively involved in developing secondary and tertiary prevention strategies and practices in order to provide students with increasingly higher levels of individualized support on an as needed basis. Teams learn the basics of classroom management and individualized support systems. Team leaders, referred to as coaches, are identified by their districts and are trained in SWPBS to provide a leadership role by facilitating school planning teams, networking with other coaches, and assisting teams in problem solving. A goal of SWPBS is to teach natural leaders within schools and districts to facilitate the implementation of SWPBS, thereby decreasing reliance on outside “experts” and avoiding traditional “one shot” workshop approaches.

Also in the first year, district and/or school planning teams start initial discussions and action plans for ensuring that resources are available for implementing individualized support systems, as they are needed within the school. The amount of time focused on primary, secondary, or tertiary levels of prevention varies during year one depending upon the unique strengths and needs of each school. However, a major goal for districts and schools is to identify school coaches who will learn from experienced trainers how to facilitate comprehensive plans for individual students within the context of SWPBS. These coaches will become responsible for “growing their own” internal trainers in subsequent years. It takes time to learn how to facilitate individual PBS plans effectively. Districts and schools must dedicate time and resources early in the SWPBS implementation process to train school professionals who can and will take responsibility for facilitating comprehensive individual positive behavior support plans for students.”
Truancy Prevention 

INTRODUCTION 
Truancy has been referred to as a "first step to a lifetime of problems" for youth (Garry, 1996). Truant students have a higher risk than nontruant students of involvement in drug and alcohol use, violence, and gang activity (U.S. Department of Education and U.S. Department of Justice, 1996). Police departments across the nation report that many students who are not in school during regular hours are committing crimes, including vandalism, shoplifting, and graffiti. According to a 1996 report, 44 percent of violent juvenile crime occurred between 8:30 a.m. and 1:30 p.m. in San Diego, Calif., (U.S. Department of Education and U.S. Department of Justice). Thus, student nonattendance is a problem that extends much further than the school. Truancy affects the student, the family, and the overall community (ERIC Clearinghouse on Educational Management and Office of Educational Research and Improvement, 1999). 

Examination of the truancy problem requires investigation into the possible reasons that students may choose to engage in truant behavior. Statistics have shown that a student's decision to skip or drop out of school might be the product of many factors, including family problems, drug and alcohol abuse, illiteracy, and teenage pregnancy (Cantelon and LeBoeuf, 1997). According to the U.S. Department of Education, when young people start skipping school, they are telling their parents, their school, and the community at large that they are in trouble and need our help if they are to keep moving forward in life (U.S. Department of Education and U.S. Department of Justice, 1996). 

The self-reported reasons for truancy vary considerably. According to a 1992 report by the National Center for Education Statistics (McMillen et al., 1993), 4 dropouts in 10 said that they left school because they were failing or they did not like school, and males and females reported in roughly equal numbers that they were leaving school because of personality conflicts with teachers. More males than females dropped out of school because of school suspension or expulsion. The dropout rate among 16- to 24-year-olds who had repeated more than one grade was 41 percent, compared with 17 percent of those who had repeated only one grade and 9 percent of those who had not repeated any grades. Dropout rates were highest among those who had repeated grades 7, 8, or 9. Although most dropouts reported school-related reasons for leaving school, most female dropouts reported family-related reasons. Among dropouts, 21 percent of females and 8 percent of males dropped out because they had become parents (McMillen et al., 1993). 

Not all indicators of truancy point to students' personal or family problems. In fact, students and school staff often disagree on the reasons for truancy. In one survey, students cited boredom, loss of interest in school, irrelevant courses, suspensions, and bad relationships with teachers as major factors leading to the decision to skip school. In contrast, school staff believed truancy to be related to students' problems with their families and peers (ERIC Clearinghouse on Educational Management and Office of Educational Research and Improvement, 1999). 

Consistent with the observations of some school staff, some criminal justice scholars have speculated that parental neglect may be a common cause of truancy. According to Garry (1996): "Many parents of truant students do not value education. Some children are kept at home to work or babysit preschool siblings. Others are prevented from attending school because of problems at home, at school, or in neighborhoods." Rohrman (1993) conveys that most parents appreciate the need for children to attend school, but some are unaware that children are truant, do not know how to increase their attendance, or may believe that meeting family needs is a satisfactory reason for absence. Rohrman also points out that some immigrant parents may not understand that attendance is compulsory. 

An additional consideration is that the trip to and from school takes some students through sections of their neighborhoods where they may feel intimidated. In one study on factors contributing to school truancy, 80 percent of youth surveyed said they feared the trip to and from school, reporting that they were forced to cross the "turf" of hostile gangs and that they often skipped school rather than risk violence (University of Colorado at Boulder, 2000). 

THEORETICAL CONTEXT 
Truancy has been clearly identified as one of the early warning signs that youth potentially are headed for delinquent activity, social isolation, or educational failure. Several studies have established lack of commitment to school as a risk factor for substance abuse, delinquency, teen pregnancy, and dropping out of school (Bell, Rosen, and Dynlacht, 1994; Dryfoos, 1990; Huizinga, Loeber, and Thornberry, 1995; Rohrman, 1993). In addition, decades of research have also identified a link between truancy and later problems such as violence, marital problems, job problems, adult criminality, and incarceration (Dryfoos, 1990; Catalano et al., 1998; Robins and Ratcliff, 1978; Snyder and Sickmund, 1995). More recent studies, such as OJJDP's Program of Research on the Causes and Correlates of Delinquency (Kelley et al., 1997), indicate that truancy may be a precursor to serious violent and nonviolent offenses and that the connection between truancy and delinquency appears to be particularly acute among males. Moreover, findings from OJJDP's Study Group on Very Young Offenders (Loeber and Farrington, 2000) indicate that chronic truancy in elementary school is linked to serious delinquent behavior at age 12 and under. The financial impact of truancy and the dropouts that result can be measured in at least four ways: 

· A less educated workforce

· The business loss attributable to youth who "hang out," shoplift, or do both during the day 

· Higher daytime crime rates (in some cases) 

· The cost of social services for families of children who are habitually truant 

Truancy, however, has an even more direct financial impact on communities: the loss of Federal and State education funding (Baker, Sigmon, and Nugent, 2001). 

TYPES OF TRUANCY PREVENTION PROGRAMS 
Truancy prevention programs are designed to promote regular school attendance through one or more strategies, including the following: 

· Court alternatives 

· Mentoring programs 

· Law enforcement participation 

· Increasing parental involvement 

· Other strategies, such as improving parent-teacher communication and drawing upon community resources 

EVIDENCE OF IMPACT 
The U.S. Department of Education and U.S. Department of Justice suggest that the communities that have had the most success in deterring truancy not only have concentrated on improving procedures but also have implemented a comprehensive strategy that emphasizes incentives and sanctions for truants and their parents. They name five primary elements of a comprehensive community and educational strategy to combat truancy: 

· Involve parents in all truancy prevention activities (e.g., increasing parent-teacher communication and initiating programs such as "homework hotlines" and appointing a parent liaison). 

· Ensure that students face firm sanctions for truancy (school districts should communicate a "zero tolerance" policy that carries strict ramifications for violators). 

· Create meaningful incentives for parental responsibility to ensure that children go to school (e.g., parents of truant children may be asked to participate in parenting education programs, truancy can be subject to formal sanction, or demonstration of regular school attendance could directly affect parents' eligibility for certain public assistance). 

· Establish ongoing truancy prevention programs in school by addressing the needs of individual children and developing initiatives to combat the root causes of truancy (e.g., tutoring, increased security, drug prevention, mentorship, increasing parental involvement, and providing referrals). 

· Involve local law enforcement in truancy reduction efforts (e.g., community-run detention centers or "sweeps" of neighborhoods in which truants are often found). [U.S. Department of Education and U.S. Department of Justice, 1996] 

Similarly, the National Association of Secondary School Principals makes several recommendations concerning attendance policies that work (Bartlett et al., 1978): 

· Policies should be strong. Schools that invest thought and effort into solving problems make the most headway. 

· Participation in the formulation of the attendance policies should be broadly based. 

· Attendance expectations, as well as consequences of good and poor attendance, should be specified in writing. 

· Policies should be well publicized. 

· Policies should be consistently enforced at every level-by teacher, counselor, and principal. 

· Student absences should be followed by a telephone call or letter home from a school official. 

In addition to the points made above, other professionals have contended that schools should clearly state that attendance is the responsibility of the student and parents, and that they will be held accountable for absences. Policies should be educational rather than punitive, should include due process provisions, and should be flexible enough to deal with extenuating circumstances (ERIC Clearinghouse on Urban Education and Office of Educational Research and Improvement, 1997).
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	Truant Recovery Program

	 



	

	Intervention:
The Truant Recovery Program is a collaborative effort between the school district and all community police jurisdictions within its boundaries. The program is preventive rather than punitive. Its primary task is to return truant students to school as soon as possible. The program operates under the authority of the Student Welfare and Attendance (SWAT) Office. The program authorizes the local police jurisdictions to make contact with students on the streets during school hours. Students without a valid excuse slip are taken into temporary custody and transported to the SWAT office for processing. SWAT personnel attempt to contact the youth’s parents for an in-person meeting, in which both can be counseled and the parent can return the child to school. If a parent cannot be reached, SWAT personnel return the youth to school. The school site is also contacted, and both the school and SWAT Office closely monitor the student’s attendance in the future.

Three additional components of the program provide both accountability and consequences. First, the Department of Probation assigns an officer to the SWAT program to screen all contacted juveniles for probation violations and bench warrants. Second, the Student Attendance Review Board reviews records for habitual truancy cases and refers cases to the juvenile court for review and adjudication. Finally, the Suspension Alternative Class (SAC) is designed to make sure truant students are not rewarded for truancy by missing more school. Instead, students in SAC remain in school but are unable to engage in regular classes.

Evaluation Methodology:
The Truant Recovery Program was evaluated using a quasi-experimental design. One hundred seventy-eight students were randomly selected from all of the truant youths picked up in Richmond, Calif., during autumn 1997. Of all the truant youths picked up, 69 percent were male, 60 percent were African-American, 25 percent were Hispanic, 8 percent were Asian-American, and 3 percent were white. The median age was 15. For those youths in the sample, local and State criminal justice data was collected for the years prior to their truancy through 18 to 21 months after contact with the program. Academic data was collected for 3 years prior to the truancy until 2 years after the contact. 

Evaluation Outcome:
The evaluation of the Truant Recovery Program suffered from problems of missing data. The results show an increase in conformity to school regulations after contact with the program and a decrease in the number of disciplinary actions. However, during this same period there was an increase in formal contacts with the justice system and an increase in the proportion of arrests (4 percent of the truants were arrested before autumn 1997, compared with 8 percent after the fall, though this is not a significant increase). The number of both excused and unexcused absences decreased after contact with the program, which was the goal of the program. Academics improved slightly after contact with the program; however, the large amount of missing data makes it difficult to make a true analysis of this variable.
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	Intervention:
Operation New Hope (formerly Lifeskills ’95) is a curriculum-based parole reentry program designed to treat high-risk chronic offenders postrelease by helping them cope with the problems of everyday life. The program reinforces small successes while addressing a chronic offender’s fears of the real world. The approach used by Lifeskills ’95 is based on six programmatic principles believed to help with reintegration:

1. Improve the basic socialization skills necessary for successful reintegration into the community.
2. Significantly reduce criminal activity in terms of amount and seriousness.
3. Alleviate the need for or dependence on alcohol or illicit drugs.
4. Improve overall lifestyle choices (social, education, job training, and employment).
5. Reduce the individual’s need for gang participation and affiliation as a support mechanism.
6. Reduce the high rate of short-term parole revocations.

The treatment consists of 13 consecutive weekly meetings that concentrate on different coping skills: 1) Program Introduction, 2) The “Pit”—Dealing With Your Emotions, 3) Unmanageability, 4) Denial, 5) The Problem of Thinking You Can Do It Alone, 6) “Letting Go,” 7) Perceptions, 8) Expectations, 9) Reality, 10) Love, 11) Family Dynamics, 12) Living With Addiction, 13) Continuous Practice. The meetings last 3 hours. The first 1½ are used for lectures, the last 1½ for group discussion. Participants may begin the program during any point in the curriculum.

Evaluation Methodology:
The program was evaluated using a quasi-experimental design with a nonrandomized treatment and a control group. The two groups were made up of parolees released from a secured facility between Feb. 1 and Dec. 31, 1995, who were assigned to the California Youth Authority’s Inland Parole Office. If a juvenile reported a residence that was within a 25-mile radius of the Inland Parole Office at the time of release, the youth was placed in the treatment group. If the address was beyond the 25-mile radius, the youth was in the control group. Coincidently, n=115 for both the treatment and the control group. The overwhelming majority of participants were male—97.4 percent in the treatment group and 95.7 percent in the control group. The average ages were 20.0 and 20.2, respectively. The treatment group was 40.9 percent African-American, 39.1 percent Hispanic, and 14.8 percent white. The control group was 50.4 percent Hispanic, 24.3 percent African-American, and 20.0 percent white. The treatment group was required to attend all 13 Lifeskills ’95 classes, while the control group was not. 

Data was collected through semistructured interviews and surveys of parolees, treatment facilitators, and parole agents. Random drug tests were also performed. Data was collected three times: 1) the 1st week after release, 2) after the treatment was complete (3 months after release), and 3) at the end of the evaluation period (Feb. 28, 1996). During this analysis, n=106 for the treatment group and nine parolees became involved in an additional program and were removed from the sample. 

Evaluation Outcome:
Ninety days after release from secure confinement, control group youths were twice as likely as the experimental group to have been rearrested, to be unemployed and to lack the resources necessary to find and maintain a job, to have a poor attitude toward working, and to have frequently abused drugs or alcohol. Control group youths were three times as likely to associate with former gang members, to have “serious problems” with family relationships, to be unresponsive and negative in their commitments to parole, and to associate almost exclusively with negative, unfavorable peer groups. 

A year after the evaluation began, the results were just as favorable for the Lifeskills ’95 program. The control group youths were twice as likely as the experimental group to have one or more arrests, to be associated with negative peer groups, and to be unemployed without means of financial support. They were also twice as likely to have failed in their parole, meaning they had their parole revoked owing to a technical or criminal violation, were in jail awaiting a new criminal charge, were in temporary detention awaiting a revocation hearing, or they were missing. Control group youths were three times as likely as experimental group youths to continue their abuse of drugs.

All of these findings were significant.
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