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Television Violence: Content, Context, and Consequences


 Amy Aidman
 

Social science research conducted over the past 40 
years supports the conclusion that viewing violent 
television programming has negative consequences 
for children, and the research suggests three areas in 
which watching violent television programs can 
impact young viewers: 

1.	 Media violence can encourage children to learn 
aggressive behavior and attitudes. 

2.	 Media violence can cultivate fearful or pessimis-
tic attitudes in children about the non-television 
world. 

3.	 Media violence can desensitize children to real-
world and fantasy violence. 

According to Eron (1992), "(t)here can no longer be 
any doubt that heavy exposure to televised violence 
is one of the causes of aggressive behavior, crime, 
and violence in society. The evidence comes from 
both the laboratory and real-life studies. Television 
violence affects youngsters of all ages, of both 
genders, at all socio-economic levels and all levels of 
intelligence. The effect is not limited to children who 
are already disposed to being aggressive and is not 
restricted to this country" (p. 1). 

This digest reports recent findings on violent televi-
sion content, highlights the recently developed 
television ratings system, and offers suggestions for 
parental guidance and mediation of children's 
viewing of television programs. 

Not All Violence Is Equal 

The National Television Violence Study (NTVS) is 
the largest study of media content ever undertaken. 
It is a three-year study that assesses the amount, 
nature, and context of violence in entertainment 
programming, examines the effectiveness of ratings 
and advisories, and reviews televised anti-violence 

educational initiatives. The study, which began in 
1994 and is funded by the National Cable Television 
Association, defines television violence as "any overt 
depiction of the use of physical force-or credible 
threat of physical force-intended to physically harm 
an animate being or group of beings. Violence also 
includes certain depictions of physically harmful 
consequences against an animate being or group that 
occur as a result of unseen violent means" (National 
Television Violence Study, Executive Summary, 
1996, p. ix). 

Not all violence is equal, however. While some 
violent content can convey an anti-violence message, 
it is typical to sanitize, glamorize, or even glorify 
violence on U.S. television. According to the Na-
tional Television Violence Study (Federman, 1997), 
only 4% of programs coded had a strong anti-
violence theme in the 1995-96 season. In the two 
years of the study that have been reported, 58% 
(1994- 95) and 61% (1995-96) of programs coded 
contained some violence. 

Certain plot elements in portrayals of violence are 
considered high risk for children and should be 
evaluated by parents when udging possible program 
effects for children. Characterizations in which the 
perpetrator is attractive are especially problematic 
because viewers may identify with such a character. 
Other high-risk factors include showing violence as 
being ustified, going unpunished, and having minimal 
consequences to the victim. Realistic violence is also 
among the high-risk plot elements. 

NTVS findings from 1995-96 indicate that these 
high-risk plot elements abound in U.S. broadcast 
and cable television. Of all violent acts, 40% were 
committed by attractive characters, and 75% of 
violent actions went unpenalized and the perpetra-
tors showed no remorse. In 37% of the programs, 
the "bad guys" were not punished, and more than 
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half of all violent incidents did not show the suffering 
of the victim. 

Based on reviews of social science research, it is 
possible to predict some effects of violent viewing in 
con unction with specific plot elements: 

AggressiveABehavior. Learning to use aggressive 
behavior is predicted to increase when the perpetra-
tor is attractive, the violence is ustified, weapons are 
present, the violence is graphic or extensive, the 
violence is realistic, the violence is rewarded, or the 
violence is presented in a humorous fashion. Con-
versely, the learning of aggression is inhibited by 
portrayals that show that violence is un ustified, 
show perpetrators of violence punished, or show the 
painful results of violence. 

FearfulAAttitudes.AThe effects of fearful attitudes 
about the real world may be increased by a number 
of features, including attractive victims of violence; 
un ustified violence; graphic, extensive, or realistic 
violence; and rewards to the perpetrator of violence. 
According to the work of George Gerbner and his 
colleagues (1980), heavy viewers of violent content 
believe their world is meaner, scarier, and more 
dangerous than their lighter-viewing counterparts. 
When violence is punished on television, the ex-
pected effect is a decrease in fearful attitudes about 
the real world. 

Desensitization. Desensitization to violence refers 
to the idea of increased toleration of violence. It is 
predicted from exposure to extensive or graphic 
portrayals and humorous portrayals of violence and 
is of particular concern as a long-term effect for 
heavy viewers of violent content. Some of the most 
violent programs are children's animated series in 
which violence is routinely intended to be funny, and 
realistic consequences of violence are not shown. 

Viewer Differences 

Just as not all violence is equal, there are distinctions 
to be made among viewers. Characteristics such as 
age, experience, cognitive development, and tem-
perament should be considered as individual factors 
that can interact with the viewing of violent content. 

Very young children, for example, have an under-
standing of fantasy and reality different from that of 
older children and adults. They may be more 
frightened by fantasy violence because they do not 
fully understand that it is not real. When parents 
consider their children's viewing, both age and 
individual differences should be taken into account. 

Using Television 
Ratings as 
Guidelines 

As a result of the Telecommunications Act of 1996, 
a ratings system has been developed by the televi-
sion industry in collaboration with child advocacy 
organizations. 

It is currently in use by some of the networks. 
Eventually ratings will also be used in con unction 
with the V-chip, a device that can be programmed 
to electronically block selected programming. 
Beginning in 1998, new television sets are to include 
V-chip technology. 

Ratings categories are based on a combination of 
age-related and content factors as listed below. 
These ratings may help parents determine what they 
consider appropriate for their children to watch. 
However, it is important to consider that ratings may 
make programs appear more attractive to some 
children, possibly creating a "forbidden fruit" appeal. 
Furthermore, critics point out the potentially prob-
lematic nature of having the television industry rate 
its own programs, and these critics support the 
development of alternative rating systems by non-
industry groups. 

TV-Y: All Children 

TV-Y7: Directed to Older Children 

TV-G: General Audience 

TV-PG: Parental Guidance Suggested 

TV-14: Parents Strongly Cautioned 

TV-MA: Mature Audience Only 

A content advisory for fantasy violence, FV, may be 
added to the TV-Y7 rating. Several content codes 
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may be added to the TV-PG, TV-14, and TV-MA 
ratings. These are V for intense violence; S for 
intense sexual situations; L for strong, coarse lan-
guage; and D for intensely suggestive dialogue. 

Beyond Ratings: What 
Can Parents Do? 

Parents can be effective in reducing the negative 
effects of viewing television in general and violent 
television in particular. 

1.	 WatchAtelevisionAwithAyourAchild. Not only 
does watching television with children provide 
parents with information about what children are 
seeing, but active discussion and explanation of 
television programs can increase children's 
comprehension of content, reduce stereotypical 
thinking, and increase prosocial behavior. 

2.	 TurnAtheAprogramAoff. If a portrayal is upset-
ting, simply turn off the television and discuss 
your reason for doing so with your child. 

3.	 LimitAviewing.ASet an amount of time for daily 
or weekly viewing (suggested maximum limit is 2 
hours per day), and select programs that are 
appropriate for the child's age. 

4.	 UseAtelevisionAprogramAguidesAorAaAVCR. 
Television program guides can be used to plan 
and discuss viewing with your child. AVCR is 
useful for screening programs, building a video 
library for children, pausing to discuss points, 
and fast-forwarding through commercials. 

5.	 EncourageAchildrenAtoAbeAcriticalAofAmessages 
theyAencounterAwhenAwatchingAtelevision. 
Talking about TV violence gives children alter-
native ways to think about it. Parents can point 
out differences between fantasy and reality in 
depictions of violence. They can also help 
children understand that in real life, violence is 
not funny. Discussion of issues underlying what is 
on the screen can help children to become 
critical viewers. 
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Understanding Violent Acts in Children:
 
An Interview with Dr. Edward Taylor
 

Amy Aidman
 

In the aftermath of a series of shootings that 
occurred in schools over the past school year, 
public attention is once again focused on violent 
behavior among young people and what can be 
done to prevent it. We interviewed Professor 
Edward Taylor of the University of Illinois 
School of Social Work to get his views about the 
mental states of children who commit violent 
acts. Professor Taylor is Chair of the Mental 
Health Concentration within the School of Social 
Work. His research interests include the etiology, 
diagnoses, prevention, and treatment of child
hood neurobiological and behavior disorders. 

In Part I of Professor Taylorss comments we 
focus on the roles of situations and events in 
childhood violence, the possible role of mental 
illness, the warning signs, the role of attachment 
to moral authorities and peers, and what con
cerned adults can do to intervene before violence 
occurs. Next month we will follow up this article 
with information about conflict resolution 
programs. 

Amy: In the past year there have been a number of 
news stories about students who have become 
violent and have attacked and even killed other 
students and teachers. With the beginning of the 
school year upon us, we think it is a good time to 
begin to deal with this issue. How can we prevent 
violence in the schools? 

Dr. Taylor: There are two ways to think about this 
question. The kind of sudden killing that we saw in 
the schools last year may not have been preventable, 
in the final analysis, because these were done by 
children who have mental health needs or social
developmental needs of the most extreme kind. 
While it's not possible to diagnose the children 
involved in those incidents based on news stories, 

we should focus our attention on how we can deal 
with preventable violence. We should be thinking 
about this issue in terms of two different kinds of 
groups of children. One group is driven by im
pulse, by peers, by situational, environmental 
factors. They have mental health needs but are not 
mentally ill in the classical sense. The other group 
would be those that have severe mental illness. 

While each group has mental health needs, the first 
group is more likely to be influenced by situations 
such as changes at home or in peer relationships. It 
is critical to pay attention in order to identify children 
(especially those who may be undergoing stress 
because of difficult situations in their lives) who have 
difficulty in controlling their impulses and who 
become extremely angry or upset with very little 
pushing or provocation from peers or parents. One 
of the things educators and school mental health 
workers can do is to find out from parents whether 
they think their child may need help controlling his or 
her impulses. While only a small number of children 
who have difficulty controlling their impulses will 
become explosive-that is, damage property or hurt 
other people-special attention should be given to 
children who cry, yell, or become disturbed at the 
"drop of a hat" out of proportion to the event that is 
taking place. 

Parents should be asked if they are having difficulty 
with children whom other adults have observed as 
having problems with impulse control. My experi
ence over the years is that most of these parents are 
waiting for someone to give them suggestions on 
how to handle their children.that they would 
welcome the assistance of a school counselor, a 
school social worker, or a school psychologist to 
help them get their child under control. Most likely 
these parents are worried, too. Communicating with 
the families of children who are behaving in ways that 
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indicate problems with impulse control is a better way 
to ward off potentially explosive situations than casting 
a wider net through broad "pencil and paper" screen
ings. Again, we must remember that poor impulse 
control is more of an indicator of neurodevelopmen
tal and possible mental health problems than it is an 
indicator of violence. Most children with mental health 
needs, as well as serious mental illnesses, will not 
become violent or dangerous. 

Teachers, social workers, school counselors, and 
school psychologists should be trained to look for 
unexplained changes in the demeanor of children. If 
parents are going through stress due to marital 
problems, economic difficulties, illness, or other 
negative changes in the family, this stress can create 
situational problems for children that may contribute 
to anxiety and depression. In most cases, it is not 
clinical longterm depression, but it is a change in 
affect or emotion or mood which is often missed. 
We are learning that when children experience 
changes in their moods they are more likely to 
behave in agitated or aggressive ways than do adults 
who become situationally depressed. Parents and 
other concerned adults would do well to anticipate 
depression and/or aggression when children face 
problems that they do not know how to solve. 
Children don't know what to do, for instance, when 
a parent loses a job. 

Amy: Why do children act out more than adults do? 

Dr. Taylor: When children experience depression, 
whether it is situational, as in the case of adjusting to 
a crisis or change, or whether it is clinical, biological, 
longterm depression, they tend to become more 
agitated (show signs of getting quickly upset, an
swering tersely, crying easily, pacing, etc.) than 
usual. This agitation can easily push a child into 
aggressive activities. For example, a child who 
normally would not shove another child or be 
verbally aggressive may suddenly exhibit these 
behaviors. One reason is that children who are 
dealing with frightening feelings that they do not 
understand undergo changes in the way they per
ceive the world. Because they are so young they 
have very few experiences in life that would suggest 

to them alternative ways of solving problems. On 
top of that, depression depletes our energy, making 
it hard for us to solve problems. While older teens 
and adults may express their sadness through 
withdrawal, children often tend to express it through 
agitation, aggressive behavior, and dropping out of 
their usual activities. When this happens, someone 
needs to recognize the symptoms and begin to talk 
to the child about what is going on in his or her life. 
Immediate attention needs to be given to a child who 
suddenly stops enjoying his or her daily activities and 
peers, or for no known reason drops out of previ
ously enjoyed activities. And, obviously, any child 
who talks about suicide, is obsessed with ideas of 
hurting others, or harms animals, should be evalu
ated by a mental health professional. 

Amy: Who should be responsible for talking to 
parents about children? 

Dr. Taylor: While there are many people who can 
do it, this role is a natural one for school social 
workers and school psychologists. They are trained 
to deal with parents' responses, which may include 
anger, talking about problems only partly related to 
the child, or denial. Some parents will welcome help 
and want more information. The scariest situation is 
when families become angry. Social workers and 
psychologists have the training to deal with a family 
that reacts in anger to an attempt to communicate 
about a child. Social workers and psychologists are 
trained to deal with a variety of family reactions and 
help parents better communicate about their child. 

The teachers, who are on the frontline, are in the 
best position to identify the changes in a child and 
start the referral process. Parents need to know 
before the school year starts and problems are 
identified that teachers are trained and have a 
responsibility to identify "special needs" children. 

Amy: What about other students' roles? 

Dr. Taylor: That's a difficult question. Students 
should be taught to report when other children are 
having difficulty, but it's very difficult for a child to 
identify and to have responsibility for prevention. 
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The bigger thing is that students have to be made to 
feel safe to be able to report to teachers and coun
selors when they are being threatened by other 
children, or when they feel upset and worried. 

Amy: Most parents are more likely to be dealing 
with the situation of providing for the safety of their 
own children, rather than dealing with the prevention 
of violent behavior in their own children. As a 
responsible parent, how can one teach children to 
notice warning signs and to take appropriate action 
without stigmatizing themselves? 

Dr. Taylor: It is easy to say that good communica
tion with children is important. We all want and 
idealize that as parents. But children have their own 
private lives, their own personalities, and their own 
temperaments. It is not necessarily a sign that a 
family doesn't have good communication when 
children don't tell parents everything that is going on 
in their lives. 

The first thing we want to do is convince children 
that their safety is a dual responsibility. It's the child's 
responsibility and it's the parents' responsibility. Part 
of the child's responsibility is trying to avoid danger. 
Children need specific information and training from 
the home on how to stay away from potential 
trouble. There are some children who just naturally 
avoid getting caught up in arguments and in dares, 
but some children need to be taught that skill. 
Teaching kids about not agitating, about not taking a 
dare, about not getting in fights, is a part of what we 
want to do. That's being idealistic, the idea that we, 
as parents, are going to do that successfully. 

The second part is letting children know that they 
can safely come to parents and that parents will take 
action to keep them safe. That becomes a very 
difficult thing to do. When children are being victim
ized and harassed on school buses and playgrounds, 
parents have to take a very strong proactive stand. 
They have to become involved with the school and 
start to turn in names, insist that the school call the 
parents of the children that are harassing, and have 
the counselors get involved. 

One of the things that is most important from a 
mental health point of view is that the children who 
are victimizing other children get seen by counseling 
personnel and get into groups that deal with their 
aggressiveness. Schools sometimes need the pres
sure of parents to push that. Unfortunately, many 
schools simply do not have the personnel to do it. 
That means parents in those schools need to start 
forming parent committees, they need to be talking 
to the schools about a parent riding the buses, and 
they need to have parents at each of the bus stops. 
These are things that in some communities are a 
"must" to do. 

Amy: A recent news story describes how a normal 
dance competition among young girls led to ex
treme competitiveness which resulted in the victim
ization of one of the girls. This would probably fall 
under the category of situationally triggered behav
ior. What are some things children need help with 
in order to avoid becoming violent, as happened in 
this incident? 

Dr. Taylor: This sounds like the kind of event in 
which a child has not been helped with impulse 
control, with values clarification, or with the process 
of learning how to form alternative solutions. Re
search shows that one of the biggest identifying 
marks of children who are going to get into conduct 
problems and legal problems are children who have 
difficulty forming alternative solutions, as well as 
children who cannot use mitigating information. 

An example might be that a child is standing in line 
and thinks the person behind him has pushed him 
and prepares to react. After assessing the situation 
the child realizes that the person behind him actually 
fell. He adjusts his reaction based on the knowledge 
that he was not really pushed. In that case the child 
is using mitigating information to inform his reaction. 
In the case you mention, it seems as though there are 
problems with impulse control, with the formation of 
alternative solutions, as well as with the use of 
mitigating information. All of those problems could 
be a part of a severe mental illness, but they could 
also be a part of social learning, how we are taught 
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to respect authority, how we are trained to respond 
in difficult situations, and what we think our peers 
expect us to do. That is one of the biggest issues. 

When you think about attachment, we often think 
about attachment from a hierarchical point of view, 
and one of the most important issues in understand
ing violence is peer and gangrelated violence. A lot 
of times we talk about "gangs" and they are really 
not formal gangs, they are closelyknit cohorts of 
kids. The issue is that if on the hierarchy of attach
ment, I am more attached to my peer group than I 
am to adult authority figures.I may know that my 
parents don't want me to use knives, don't want me 
to fight, and I hate disappointing them, but it is more 
important for me not to disappoint the group which 
is at the highest point in my attachment hierarchy, 
which is my peers. Therefore, in a situation where I 
am angry, my question to myself is, "What would my 
peers want me to do?" And if I am running around 
with kids who say, "You should have stuck her, she 
deserved to be cut.," I practice that over and over 
again and so when I get into a situation where I listen 
to my impulse, I am losing my ability to make 
choices. What I have practiced and who I most 
don't want to disappoint are my peers. That is how 
violence often takes place. Now when, in the 
aftermath, these children get caught, they are embar
rassed and many times upset that they have disap
pointed their parents. It is very understandable. It is 
not that they don't want to follow their parents, it's 
that their parents are at a lower point in the hierarchy 
of attachment, so that after the act is done, they 
simply feel trapped that they had to please the group 
that is more important to them. 

Amy: What about the issue of social status? 

Dr. Taylor: That becomes part of how I pick who 
is in the hierarchy of attachment. It depends on how 
I perceive gaining status. The value that I give status 
plays into how I place my attachment. We would 
hope that we are constantly shifting how we want 
status. We would hope that children have such 
strong attachment to a moral figure that even when 
they're in a situation when status with a peer is the 
most important-that when push comes to shove-

they go back to a hierarchical idea of attachment, so 
that it is more important for them to feel or to fear 
that they have disappointed the moral figure than 
disappointed peers or gained status. That's what 
keeps a lot of kids out of trouble. One of the things 
we want to be watching is when children seem to be 
placing higher attachment or having greater alle
giance to other children across environmental 
situations than for parents, grandparents, and 
authority types of figures. Every child will talk back 
to a parent or to a teacher-they're trying to gain a 
little bit of status, but most children reach a point 
where they will not cross the line, such as cursing at 
a teacher, because of the detrimental nature of it or 
the disappointment it will cause to the moral author
ity. Other children lose sight of that and keep trying 
to gain status by "upping the ante" in, for example, 
how they talk to the teacher. I think those are signs 
of children who need to have a comprehensive 
mental health assessment and be placed in social 
skills groups. 

One of the things we have found is that the most 
successful way of dealing with conduct problems is 
giving social skills training for the child and parental 
training for the family. Just attacking the problem 
with the child almost never works. This does not 
mean the parents are "bad," but does imply that the 
parenting methods are not effective for their child. 
So now we're talking about a great deal of person
nel power, money, problems of getting parents who 
may not have time or are embarrassed. Getting 
parents to training can be a very difficult task It 
takes a lot of persistence and a lot of organizational 
power to do this. Most schools in their counseling 
programs, and unfortunately many community mental 
health programs, simply don't have that power. I 
must also point out that some children in addition to 
needing social skills and conflict resolution training, 
will not be able to control their impulses without 
medication treatment. 

Internet Resources 

National Alliance for the Mentally Ill 
http://www.nami.org 
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American Academy of Child and Adolescent
 
Psychiatry: Facts for Families
 
http://www.aacap.org/info families/index.htm
 

Justice Information Center, Juvenile Justice Page
 
Documents, Violence and Victimization
 
http://www.ncjrs.org/jjvict.htm
 

Early Warning, Timely Response:
 
A Guide to Safe Schools
 
http://www.ed.gov/offices/OSERS/OSEP/
 
earlywrn.html
 

Source of This 
Document 

Aidman, Amy. ( 998). Understanding Violent Acts 
in Children: An Interview with Dr. Edward Taylor. 
Parent News [Online]. Available: http://npin.org/ 
pnews/ 998/pnew998/featu998.html 
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Bullying in Schools
 

Ron Banks
 

Bullying in schools is a worldwide problem that can 
have negative consequences for the general school 
climate and for the right of students to learn in a safe 
environment without fear. Bullying can also have 
negative lifelong consequences-both for students 
who bully and for their victims. Although much of the 
formal research on bullying has taken place in the 
Scandinavian countries, Great Britain, and Japan, 
the problems associated with bullying have been 
noted and discussed wherever formal schooling 
environments exist. 

Bullying is comprised of direct behaviors such as 
teasing, taunting, threatening, hitting, and stealing that 
are initiated by one or more students against a 
victim. In addition to direct attacks, bullying may 
also be more indirect by causing a student to be 
socially isolated through intentional exclusion. While 
boys typically engage in direct bullying methods, girls 
who bully are more apt to utilize these more subtle 
indirect strategies, such as spreading rumors and 
enforcing social isolation (Ahmad & Smith, 1994; 
Smith & Sharp, 1994). Whether the bullying is 
direct or indirect, the key component of bullying is 
that the physical or psychological intimidation occurs 
repeatedly over time to create an ongoing pattern of 
harassment and abuse (Batsche & Knoff, 1994; 
Olweus, 1993). 

Extent of the Problem 

Various reports and studies have established that 
approximately 15% of students are either bullied 
regularly or are initiators of bullying behavior 
(Olweus, 1993). Direct bullying seems to increase 
through the elementary years, peak in the middle 
school/junior high school years, and decline during 
the high school years. However, while direct physi
cal assault seems to decrease with age, verbal abuse 
appears to remain constant. School size, racial 
composition, and school setting (rural, suburban, or 

urban) do not seem to be distinguishing factors in 
predicting the occurrence of bullying. Finally, boys 
engage in bullying behavior and are victims of bullies 
more frequently than girls (Batsche & Knoff, 1994; 
Nolin, Davies, & Chandler, 1995; Olweus, 1993; 
Whitney & Smith, 1993). 

Characteristics of 
Bullies and Victims 

Students who engage in bullying behaviors seem to 
have a need to feel powerful and in control. They 
appear to derive satisfaction from inflicting injury and 
suffering on others, seem to have little empathy for 
their victims, and often defend their actions by saying 
that their victims provoked them in some way. 
Studies indicate that bullies often come from homes 
where physical punishment is used, where the 
children are taught to strike back physically as a way 
to handle problems, and where parental involvement 
and warmth are frequently lacking. Students who 
regularly display bullying behaviors are generally 
defiant or oppositional toward adults, antisocial, and 
apt to break school rules. In contrast to prevailing 
myths, bullies appear to have little anxiety and to 
possess strong selfesteem. There is little evidence 
to support the contention that they victimize others 
because they feel bad about themselves (Batsche & 
Knoff, 1994; Olweus, 1993). 

Students who are victims of bullying are typically 
anxious, insecure, cautious, and suffer from low self
esteem, rarely defending themselves or retaliating 
when confronted by students who bully them. They 
may lack social skills and friends, and they are often 
socially isolated. Victims tend to be close to their 
parents and may have parents who can be described 
as overprotective. The major defining physical 
characteristic of victims is that they tend to be 
physically weaker than their peers-other physical 
characteristics such as weight, dress, or wearing 
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eyeglasses do not appear to be significant factors 
that can be correlated with victimization (Batsche & 
Knoff, 1994; Olweus, 1993). 

Consequences of 
Bullying 

As established by studies in Scandinavian countries, 
a strong correlation appears to exist between 
bullying other students during the school years and 
experiencing legal or criminal troubles as adults. In 
one study, 60% of those characterized as bullies in 
grades 69 had at least one criminal conviction by 
age 24 (Olweus, 1993). Chronic bullies seem to 
maintain their behaviors into adulthood, negatively 
influencing their ability to develop and maintain 
positive relationships (Oliver, Hoover, & Hazler, 
1994). 

Victims often fear school and consider school to be 
an unsafe and unhappy place. As many as 7% of 
America's eighthgraders stay home at least once a 
month because of bullies. The act of being bullied 
tends to increase some students' isolation because 
their peers do not want to lose status by associating 
with them or because they do not want to increase 
the risks of being bullied themselves. Being bullied 
leads to depression and low selfesteem, problems 
that can carry into adulthood (Olweus, 1993; 
Batsche & Knoff, 1994). 

Perceptions of 
Bullying 

Oliver, Hoover, and Hazler (1994) surveyed stu
dents in the Midwest and found that a clear majority 
felt that victims were at least partially responsible for 
bringing the bullying on themselves. Students sur
veyed tended to agree that bullying toughened a 
weak person, and some felt that bullying "taught" 
victims appropriate behavior. Charach, Pepler, and 
Ziegler (1995) found that students considered 
victims to be "weak," "nerds," and "afraid to fight 
back." However, 43% of the students in this study 
said that they try to help the victim, 33% said that 
they should help but do not, and only 24% said that 
bullying was none of their business. 

Parents are often unaware of the bullying problem 
and talk about it with their children only to a limited 
extent (Olweus, 1993). Student surveys reveal that a 
low percentage of students seem to believe that 
adults will help. Students feel that adult intervention 
is infrequent and ineffective, and that telling adults 
will only bring more harassment from bullies. Stu
dents report that teachers seldom or never talk to 
their classes about bullying (Charach, Pepler, & 
Ziegler, 1995). School personnel may view bullying 
as a harmless right of passage that is best ignored 
unless verbal and psychological intimidation crosses 
the line into physical assault or theft. 

Intervention 
Programs 

Bullying is a problem that occurs in the social 
environment as a whole. The bullies' aggression 
occurs in social contexts in which teachers and 
parents are generally unaware of the extent of the 
problem and other children are either reluctant to get 
involved or simply do not know how to help 
(Charach, Pepler, & Ziegler, 1995). Given this 
situation, effective interventions must involve the 
entire school community rather than focus on the 
perpetrators and victims alone. Smith and Sharp 
(1994) emphasize the need to develop wholeschool 
bullying policies, implement curricular measures, 
improve the schoolground environment, and em
power students through conflict resolution, peer 
counseling, and assertiveness training. Olweus 
(1993) details an approach that involves interven
tions at the school, class, and individual levels. It 
includes the following components: 

•	 An initial questionnaire can be distributed to 
students and adults. The questionnaire helps 
both adults and students become aware of the 
extent of the problem, helps to justify interven
tion efforts, and serves as a benchmark to 
measure the impact of improvements in school 
climate once other intervention components are 
in place. 

•	 A parental awareness campaign can be con
ducted during parentteacher conference days, 
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through parent newsletters, and at PTA  meet
ings. The goal is to increase parental awareness 
of the problem, point out the importance of 
parental involvement for program success, and 
encourage parental support of program goals. 
Questionnaire results are publicized. 

•	 Teachers can work with students at the class 
level to develop class rules against bullying. 
Many programs engage students in a series of 
formal roleplaying exercises and related assign
ments that can teach those students directly 
involved in bullying alternative methods of 
interaction. These programs can also show other 
students how they can assist victims and how 
everyone can work together to create a school 
climate where bullying is not tolerated (Sjostrom 
& Stein, 1996). 

•	 Other components of antibullying programs 
include individualized interventions with the 
bullies and victims, the implementation of 
cooperative learning activities to reduce social 
isolation, and increasing adult supervision at key 
times (e.g., recess or lunch). Schools that have 
implemented Olweus's program have reported a 
50% reduction in bullying. 

Conclusion 

Bullying is a serious problem that can dramatically 
affect the ability of students to progress academically 
and socially. A comprehensive intervention plan that 
involves all students, parents, and school staff is 
required to ensure that all students can learn in a safe 
and fearfree environment. 

A Resource List on this topic is also available. 
[Editor's Note: Bullying Resource List reproduced 
in this guide.] 

For More 
Information 

Ahmad, Y., & Smith, P. K. (1994). Bullying in 
schools and the issue of sex differences. In John 
Archer (Ed.), Male violence. London: Routledge. 

Batsche, G. M., & Knoff, H. M. (1994). Bullies and 
their victims: Understanding a pervasive problem in 
the schools. School Psychology Review, 23(2), 
165174. EJ 490 574. 

Charach, A., Pepler, D., & Ziegler, S. (1995). 
Bullying at school-a Canadian perspective: A 
survey of problems and suggestions for intervention. 
Education Canada, 35(1), 1218. EJ 502 058. 

Nolin, M. J., Davies, E., & Chandler, K. (1995). 
Student victimization at school. National Center 
for Education Statistics-Statistics in Brief (NCES 
95204). ED 388 439. 

Oliver, R., Hoover, J. H., & Hazler, R. (1994). The 
perceived roles of bullying in smalltown Midwest
ern schools. Journal of Counseling and Develop
ment, 72(4), 416419. EJ 489 169. 

Olweus, D. (1993). Bullying at school: What we 
know and what we can do. Cambridge, MA: 
Blackwell. ED 384 437. 

Sjostrom, Lisa, & Stein, Nan. (1996). Bully proof: 
A teachers guide on teasing and bullying for use 
with fourth and fifth grade students. Boston, MA: 
Wellesley College Center for Research on Women 
and the NEA Professional Library. PS 024 450. 

Smith, P. K., & Sharp, S. (1994). School bullying: 
Insights and perspectives. London: Routledge. ED 
387 223. 

Whitney, I., & Smith, P. K. (1993). A survey of the 
nature and extent of bullying in junior/middle and 
secondary schools. Educational Research, 35(1), 
325. EJ 460 708. 

References identified with an ED (ERIC document), EJ 
(ERIC ournal), or PS number are cited in the ERIC data-
base. Most documents are available in ERIC microfiche 
collections at more than 900 locations worldwide, and can 
be ordered through EDRS: (800) 443-ERIC. Journal articles 
are available from the original ournal, interlibrary loan 
services, or article reproduction clearinghouses such as 
UnCover (800-787-7979), UMI (800-732- 0616), or ISI (800-
523-1850). 

This publication was funded by the Office of Educational 
Research and Improvement, U.S. Department of Education, 
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Bullying Resource List
 

Articles, Books, and 
Guides 

Barone, Frank J. (1997). Bullying in Schools.
 
PhiADeltaAKappan,A79(1), 80-82. EJ550565
 

Being bullied is neither a "part of growing up" nor a 
"rite of passage." Some children never get over the 
fear and humiliation. Effective remedies include 
tougher discipline, increased supervision, counseling 
for students, and in-service training for teachers. A 
widely used Norwegian intervention by Daniel 
Olweus creates a school environment characterized 
by positive interactions with adults and sanctions 
against bullying behavior. 

Garrity, Carla; Jens, Kathryn; Porter, William; 
Sager, Nancy; Short-Camilli, Cam. (1994). 
BullyProofingAYourASchool:A AAComprehen
siveA pproachAforAElementaryASchools. 
Available from: Sopris West, 1140 Boston Ave., 
Longmont, CO 80501; phone: 800-547-6747; 
367p. ED383956 

This book presents a comprehensive program 
designed to make the school environment safe for 
children both physically and psychologically. The 
program presents both a process and all the materi-
als necessary for adoption of a school-wide bully-
proofing program. The program consists of five 
components: (1) staff training, (2) student instruction, 
(3) support of the victimized children, (4) interven-
tion with bullies, and (5) working with parents. 

Sjostrom, Lisa; Stein, Nan. (1996). Bully 
Proof:A ATeacherssAGuideAonATeasingAand 
BullyingAforAUseAwithAFourthAandAFifth 
GradeAAStudents.AAvailable from: Wellesley 
College Center for Research on Women, 106 
Central St., Wellesley, MA 02181; phone: 617-
283-2500. PS024450; 60p. 

This publication presents classroom lesson plans on 
bullying that consist of 11 sequential core lessons 
comprised of writing activities, reading assignments, 

class discussions, role plays, case studies, and 
homework assignments that relate to bullying, 
teasing, and sexual harassment. The lessons are 
designed to help children distinguish between 
appropriate and inappropriate, playful and hurtful 
behavior. 

Foltz-Gray, Dorothy. (1996). The Bully Trap: 
Young Tormentors and Their Victims Find Ways 
Out of Anger and Isolation.  TeachingAToler
ance,A5(2), 18-23. EJ533605 

This article explores nonpunitive ways to deal with 
bullies and their victims in school settings. Appropri-
ate consequences for the bully and role play training 
for bullies, victims, and other children are among the 
possible solutions. Parent participation can be very 
important, but any approach must begin with estab-
lishing the child's trust. 

Olweus, Dan. (1995). BullyingAatASchool:
 
WhatAWeAKnowAandAWhatAWeACanADo.
 
Available from: Blackwell Publishers/AIDC, 
P.O. Box 20, Willinston, VT 05495-0020. 
ED384437; 140p. 

This book describes survey data and an intervention 
program conducted in Sweden and Norway as part 
of a government-led nationwide campaign against 
bullying. The goals of the intervention program were 
to: (1) reduce or eliminate both direct bullying (open 
physical or verbal attacks) and indirect bullying 
(social isolation, confidence reduction); (2) achieve 
better peer relations at school; and (3) create 
conditions that enabled victims and bullies to func-
tion better in and out of the school setting. 

Webster-Doyle, Terrence; Russ, Adryan. 
(1994). WhyAIsAEverybodyA lwaysAPickingAon 
Me?A ASpecialACurriculumAforAYoungAPeople 
toAHelpAThemACopeAwithABullyingA(forA ges 
812)Aand WhyAIsAEverybodyA lwaysAPicking 
onAMe:A AGuideAtoAHandlingABulliesAfor 
YoungAPeople.AAvailable from: Atrium Society 
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Publications, P.O. Box 816, Middlebury, VT 
05753; phone: 800-848-6021. ED410007; 
190p. 

These curriculum materials include a leader or 
teacher's guide for helping 8- through 12-year-old 
children cope with bullying, a text for students, and a 
poster illustrating ways for children to react to 
bullies. The teacher's guide presents 16 lessons for 
teachers to use in the classroom. 

Ross, Dorothea. (1996). ChildhoodABullying 
andATeasing:AWhatASchoolAPersonnel,AOther 
Professionals,AandAParentsACanADo.AAAvail-
able from: American Counseling Association, 
P.O. Box 531, Annapolis Junction, MD 20701-
0531; phone: 800-422-2648. ED402527; 
265p. 

This book provides detailed procedures for the 
prevention and management of bullying and teasing 
in the school system. It presents a comprehensive 
overview of bullying and teasing, along with practical 
assessment and intervention procedures designed to 
help both the victim and the tormentor. 

Bullying:ADonstASufferAinASilence.A nA nti
BullyingAPackAforASchools.A(1994). Available 
from: HMSO Publications, P.O. Box 276, 
London, SW8 5DT, England; phone: 071-873-
9090. ED407130; 142p. 

This book offers practical advice on steps schools 
can take to combat bullying, including how to 
establish a whole-school policy against bullying. It 
gives details of the practical intervention methods 
schools can adopt, illustrates these through case 
studies, and tells schools where they can get further 
information. 

Rigby, Ken. (1996). BullyingAinASchools:A nd 
WhatAtoADoAaboutAIt. Available from: Australian 
Council for Educational Research, 19 Prospect 
Hill Rd., Camberwell, Melbourne, Victoria. 
ED409116; 299p. 

The purpose of this book is to provide an under-
standing of the phenomenon of school bullying and 
to suggest ways to counter it effectively. These 

purposes are addressed in parts 1 and 2 of the book 
respectively. Resources and organizations in Austra-
lia are listed. 

Videos 

BullyABeware!ATakeA ctionAagainstABullying. 
(1997). Available from: Bully B'ware Produc-
tions, 1421 King Albert Avenue, Coquitlam, 
British Columbia, Canada V3J 1Y3. 

This video contains four scenarios of bullying 
incidents in middle school. A teacher's guide is 
included. 

DonstAPickAonAMe. (1993). Available from: 
Sunburst Communications, 101 Castleton St., 
Pleasantville, NY 10570; phone: 800-431-
1934. 

This two-part video-based program identifies the 
basic underlying dynamics of teasing and harassment 
and provides the basis for generating discussion 
regarding such behavior. 

MichaelssAStory:ATheANoABlameA pproach. 
(1992). Available from: Lucky Duck Publishing, 
34 Wellington Park, Clifton, Bristol BS8 2UW, 
England. Email: luckyduck@dial.pipex.com 

The video and accompanying booklet describe a 
problem-solving, nonpunitive approach used in 
English schools aimed at helping victims of bullying. 

StampAOutABullying.A(1991). Available from: 
Lucky Duck Publishing, 34 Wellington Park, 
Clifton, Bristol BS8 2UW, England.  Email: 
luckyduck@dial.pipex.com 

Produced for teachers, this British video presents a 
training workshop for pupils that raises awareness of 
the damage that bullying causes. 

BrokenAToy. (1992). Available from: Summerhill 
Productions, 846Y McIntire Ave., Zanesville, 
OH 43701. 

This video presents scenarios in the life of a 12-
year-old boy who is the victim of bullying. It is 
recommended for grades 5 and up. 
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Children's Books
 

Romain, Trevor; Verdick, Elizabeth. (1997). Bullies
 reAaAPainAinAtheABrain.AMinneapolis, MN: Free 
Spirit. 105p. 

Carlson, Nancy. (1985). LoudmouthAGeorgeAand 
theASixthGradeABully. New York: Puffin Books. 
32p. 

Walker, Alice. (1991). FindingAtheAGreenAStone. 
San Diego: Harcourt Brace Jovanovich. 40p. 

Bosch, Carl W. (1988). BullyAonAtheABus.ASeattle, 
WA: Parenting Press. 58p. 

Carrick, Carol. (1983). WhatAaAWimp!ANew York: 
Clarion Books. 89p. 

Coombs, Karen Mueller. (1991). BeatingABully 
OsBrien. New York: Avon. 104p. 

Naylor, Phyllis Reynolds. (1992). Reluctantly
 lice.ANew York: Dell. 182p. 

Cohen-Posey, Kate. (1995). HowAtoAHandle 
Bullies,ATeasers,AandAOtherAMeanies:A ABookAthat 
TakesAtheANuisanceAOutAofANameACallingAand 
OtherANonsense. Highland City, FL: Rainbow 
Books. 91p. 

Stoltz, Mary. (1985). TheABullyAofABarkhamAStreet. 
New York: Harper & Row. 194p. 

Internet Resources 

Bullying: A Survival Guide. Produced by BBC 
Education, this site contains guidelines for dealing 
with bullying in different situations-from school to 
work. URL: http://www.bbc.co.uk/education/bully/ 

Bullying and How to Beat It. This site in the 
United Kingdom provides information and advice on 
bullying. URL: http://www.childline.org.uk/ 
factsheets/bullying1.htm 

Maine Project against Bullying Web Site. 
Funded through the Maine Department of Educa-
tion, this site describes an anti-bullying project and 
provides links to related resources. URL: http:// 
lincoln.midcoast.com/�wps/against/bullying.html 

No Bully Web Site. This practical site offers 
resources and information about bullying for children 
and adults. URL: http://www.nobully.org.nz/ 

Preventing and Countering School-Based 
Harassment: A Resource Guide for K-12 
Educators. This guide highlights school-based 
harassment issues, describes some effective rem-
edies and prevention strategies, and suggests 
additional resources. URL: http://www.nwrel.org/ 
cnorse/booklets/harassment/index.html 

BULLY-L. Bullying and Victimisation in 
Schools. To join this electronic discussion group, 
send the message "sub BULLY-L your name" to 
listserv@nic.surfnet.nl 

Educators for Social Responsibility. This non-
profit organization develops curricula and trains 
teachers with a particular focus on conflict resolu-
tion. URL: http://www.esrnational.org/ 

Atrium Society Information Center. This Web 
site describes the Atrium Society, including informa-
tion about the Education for Peace and Martial Arts 
for Peace books and programs for young people. 
URL: http://www.atriumsoc.org/ 

References identified with an ED (ERIC document), EJ 
(ERIC ournal), or PS number are cited in the ERIC data-
base. Most documents are available in ERIC microfiche 
collections at more than 900 locations worldwide, and can 
be ordered through EDRS: (800) 443-ERIC. Journal articles 
are available from the original ournal, interlibrary loan 
services, or article reproduction clearinghouses such as 
UnCover (800-787-7979), UMI (800-732-0616), or ISI (800-
523-1850). 

This publication was funded by the Office of Educational 
Research and Improvement, U.S. Department of Education, 
under contract no. DERR9300207. The opinions expressed 
in this report do not necessarily reflect the positions or 
policies of OERI. ERIC Resource Lists are in the public 
domain and may be freely reproduced. 

Source of This 
Document 

BullyingAResourceAList.A(1999). Available: http:// 
ericeece.org/pubs/reslist/bully99.html 
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Perspectives on Rural Child Care
 

Betty A. Beach
 

Although nearly 25 percent of U.S. children grow up 
in nonmetropolitan areas, we have done little re-
search on them. This oversight extends to rural child 
care, which receives little explicit analysis. As a 
result, "Our research on child care is an essentially 
urban literature, with a few examples of suburban 
studies. Rural child care is an unknown quantity" 
(Phillips, 1987, p. 123). 

The few existing studies of rural children produce a 
portrait that sometimes contradicts popular assump-
tions. Predominantly rural states frequently report 
higher percentages of working parents than do urban 
states (Children's Defense Fund, 1996, p. 93). But 
rural children experience poverty at rates equal to 
urban children, while rural mother-only families are 
even likelier to be poor than urban ones ("Nonmetro 
and metro children," 1992, p. 27). The link between 
rural residence and economic disadvantage is 
particularly pronounced for minority families (Jensen 
& Tienda, 1989). With these statistics as a back-
drop, this Digest reviews what we know about the 
nature of rural child care and suggests implications 
for practitioners and policymakers. 

ReaIities of RuraI 
ChiId Care 

Center-based care. Rural families experience child 
care differently from urban ones on a number of 
counts. Center-based care, increasingly popular 
among American families, is less available to rural 
children. In many areas, lengthy distances, small and 
scattered populations and high transportation costs 
make centers impractical. Further, rural parents are 
more likely to prefer informal care especially care 
provided by relatives (Shoffner, 1986). Conse-
quently, only about one-fourth of rural children are in 
group care ("Nonmetro and metro children," 1992, 
p. 27). Additionally, the centers that do exist in rural 

areas are often subsidized, and thus targeted at 
special populations, leaving working-poor and 
middle-class families with fewer choices. 

Some surveys suggest that the small number of 
extant rural centers are of lesser quality than urban 
ones. A major study that sampled child care pro-
grams nationwide found that rural teachers have 
fewer years of schooling than urban teachers and are 
paid less, wages being an "important predictor of 
quality care" (Kisker, Hofferth, Phillips, & Farquhar, 
1991, p. 110). Rural centers charge lower fees and 
generally "fees and quality indicators vary together; 
the higher the quality, the higher the average fees" 
(Kisker et al., p. 202). Compared with urban states, 
rural states provide less oversight and regulation of 
child care, suggesting that quality may indeed be 
compromised. Thus it is possible that rural children 
lack the educational opportunities afforded in 
centers and are increasingly disadvantaged com-
pared to their urban and suburban counterparts 
(Sherman, 1992). 

Family-based care. Nearly 75 percent of rural 
children are not in formal, center-based care; rather, 
they are found in a variety of informal arrangements 
such as that provided by friends, relatives, and other 
siblings. For example, Stegelin (1990) found that 
rural Kentucky families used informal child care 
resources at rates nearly double that of urban 
families. Another study comparing rural and urban 
Iowa families reinforced this pattern, showing that 
rural families were far more likely to utilize relative 
care and far less likely to place their children in 
group care (Atkinson, 1994). Recent census data 
corroborate that rural children lag behind metropoli-
tan ones in utilizing formal group care and 
nonrelative care in the home (such as nannies or 
housekeepers) and are indeed found more frequently 
in out-of-home informal care (Casper, 1995). 
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Echoing these reports at the school-age level, a 
Nebraska study of before- and after-school care 
discovered that only about 5 percent of children were 
in center-based care. Further, one-fifth of children 
received care from three or more sources per week, 
a finding consistent with Squibb's (1992) observa-
tion that rural families employ multiple arrangements. 

Regulation of family child care in rural states is often 
less stringent or lacking altogether; unregulated care 
is of unknown quality. Regulated family child care 
providers in rural areas are less educated, less likely 
to have specialized training, more likely to have 
higher child-staff ratios, and charge much lower fees 
(Kisker et al., 1991). Just as with center-based 
care, rural children's experiences in informal care 
call for greater examination. Compared with urban 
care, is rural care inferior or simply different? 

Potential strengths of rural child care. Readers 
should realize that these observations are rooted in a 
very sparse research literature. Studies focused on 
metropolitan children may neglect potential strengths 
unique to rural settings, special qualities that may 
counter-balance apparent deficiencies and that need 
to be better understood. 

For example, anecdotal reports from rural providers 
stress the communityfconnectednessfandfsupport 
ruralfchildfcarefengendersf orfchildrenfthrough 
"informal, personal, collaborative relationships" 
(King, 1995, p. 13). The personal knowledge and 
community connections so familiar to rural residents 
may provide young children with important funds of 
social capital unavailable to urban children. Conse-
quently, child care programs may benefit from 
community support in intangible ways not measured 
through surveys. One study of a Southern rural 
African-American community found very positive 
engagement with its Head Start program grounded 
in their "collective orientation" and "cultural congru-
ence," a community support not afforded to the 
more distant public school system (Philipsen & 
Agnew, 1995). 

Furthermore, communityfconnectionsfmayfalso 
createfafmorefstablefchildfcarefsystem in rural 

settings. Inconsistency and turnover are disquieting 
negative factors in child care quality (Hayes, Palmer, 
& Zaslow, 1990). Exploratory research with rural 
providers in Maine found surprising stability in care, 
a stability rooted in personal knowledge: the com-
munity gossip network allows parents to "shop 
around" beforehand, to discuss with others the 
merits of the provider so that the family actually 
selects and commits to the provider in advance, 
"plugging in deliberately" (Beach, 1995a). In rural 
Iowa, Atkinson (1994) found a similar stability 
grounded in personal relationships, with caregivers 
volunteering their services to a parent in need and 
providing care for longer periods of time. These and 
other potential strengths of rural child care may 
attract closer scrutiny as researchers move to a 
more ecological focus on how families and child care 
settings interact rather than concentrating solely on 
factors of the program in isolation. (Hayes, et al.). 

ChaIIenges to RuraI 
Practitioners 

Rural child care practitioners face challenges some-
times unfamiliar to their urban colleagues, such as 
basic logistical concerns: dependable transportation, 
reliable snow removal, and telephone calls to 
parents' workplaces that are toll calls (Beach, 
1995a). Geographic isolation, limited resources for 
assistance or training, low fees due to underemploy-
ment and seasonal unemployment of working 
families, and meeting the costs of child care regula-
tion rooted in urban models are all common con-
cerns of providers (Bailey & Warford, 1995). 

Similarly, rural providers may face unique frustra-
tions and negative circumstances. Providers in an 
exploratory study mentioned the gossip network as 
the downside of community connections: "[You 
annoy one person] and it all reverberates." Many 
rural parents still perceive child care as "babysitting" 
and are not yet accustomed to professional identities 
and practices. Rural families ask relatively few 
questions about curriculum, nutrition, or training and 
are more likely to inquire about safety, child happi-
ness, and fees. The resources readily available to 

2
 



3

 
  
 
 
 
� 

���������

metropolitan providers-libraries, material and 
equipment suppliers, training opportunities, the 
support of specialists and professional association-
require significant effort by rural providers, who 
must travel great distances for similar opportunities 
(Beach, 1995a). 

Without more systematic study of challenges facing 
the rural provider, pronouncements as to the quality 
and direction of rural child care can only be tentative 
(Beach, 1995b). 

ImpIications for 
PoIicymakers 

Rethinking regulation. Many rural providers feel 
that child care legislation has an inherent urban bias. 
Funding formulas for federal programs, with their 
reliance on population size and density, often favor 
urban over rural areas. The smaller scale of rural 
programs and relative lack of individuals with highly 
specialized credentials make writing and competing 
for grants quite difficult. "Stringent professional 
qualification requirements that accompany state or 
federal funding can actually harm programs in small 
towns and rural areas" where fewer credentialed 
people live. Excessive demands for paperwork and 
inflexible eligibility guidelines may subvert the 
program since "income verification procedures and 
confidentiality issues become especially sensitive in 
locales where people know generations of each 
other's families and attend church and school 
functions together" (King, 1995, p. 13). 
Policymakers need to realize that demands and 
controls reasonable in metropolitan areas may be 
counterproductive in rural settings. 

Developing new rural approaches. In designing 
and delivering services, alternatives to the more-
familiar centralized model may be needed. For 
example, home-based visiting options may better 
match rural communities' needs; Head Start, for 
example, often employs such programs with rural 
families (Roberts & Wasik, 1994, p. 313). Ex-
amples of other program models serving rural 
populations are described by Sherman (1992, pp. 

100-103). Delivery of training via telecommunica-
tions (Bailey & Warford, 1995) and resource and 
referral networks with 800-numbers may be useful 
components of a rural system. Similarly, incorporat-
ing opportunity for program flexibility may be a good 
idea because "...innovation is sometimes easier in 
rural areas. Despite a lack of funds, resources, and 
professional staff in rural areas, new ideas are easier 
to initiate and meet with less resistance, perhaps 
because there are fewer bureaucratic hoops to jump 
through" (Harris-Usner, 1995). Rural America's 
population is increasing once again (Johnson & 
Beale, 1995), as is the need of its children for quality 
child care. Any of these issues noted would consti-
tute an excellent starting point for creating programs 
responsive to that need. 
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Turning It All Around: From Risk to Resilience
 

Bonnie Benard, Resiliency Associates
 

For more than a decade public and educational 
discourse has focused on "children and families at 
risk" (Swadener & Lubeck, 1995, p.1). Social 
science research has identified poverty, a social 
problem, as the factor most likely to put a person "at 
risk" for drug abuse, teen pregnancy, child abuse, 
violence, and school failure. Nonetheless, policy 
makers, the media, and often researchers themselves 
have personalized "at-riskness," locating it in youth, 
their families, and their cultures. Even though this 
approach sometimes succeeds in getting needed 
services to children and families, it has led to stereo-
typing, tracking, lowering expectations for many 
students in urban schools, and even prejudice and 
discrimination. Looking at children and families 
through a deficit lens obscures a recognition of their 
capacities and strengths, as well their individuality 
and uniqueness. 

Common sense cautions against this deficit ap-
proach, and new rigorous research on resilience is 
disproving it scientifically. Studies demonstrate both 
the ways that individuals develop successfully 
despite risk and adversity, and the lack of predictive 
power of risk factors. Further, they articulate the 
practices and attitudes that promote healthy devel-
opment and successful learning in students. Their 
findings are corroborated by research into the 
characteristics of teachers and schools, families, 
organizations, and communities that successfully 
motivate and engage youth from high-risk environ-
ments, including urban poverty (Ianni, 1989; 
McLaughlin, Irby, & Langman, 1994; Meier, 1995 ; 
Rutter, Maughan, Mortimore, Ouston, & Smith, 
1979 ). This digest briefly describes how educators 
and schools can foster resiliency in all youth. 

Positive Beliefs about 
All Students 

The starting point for building on students' capacities 
is the belief by all adults in their lives, particularly in 
their school, that every youth has innate resilience. 
To develop this belief, educators and administrators 
need to recognize the source of their own resilience. 

All Individuals Have the Power to Transform 
and Change 

Lifton (1994 ) identifies resilience as the human 
capacity of all individuals to transform and change, 
no matter what their risks; it is an innate "self-righting 
mechanism" (Werner & Smith, 1992 , p.202). 
"Resilience skills" include the ability to form relation-
ships (social competence), to problem solve 
(metacognition), to develop a sense of identity 
(autonomy), and to plan and hope (a sense of 
purpose and future). While many social and life skills 
programs have been developed to teach these skills, 
the strong message in resilience research is, how-
ever, that these attitudes and competencies are 
outcomes-not causes-of resilience. 

Long-term developmental studies have followed 
children born into extremely high-risk environments, 
such as poverty-stricken or war-torn communities; 
and families with alcoholism, drug abuse, physical 
and sexual abuse, and mental illness. Researchers 
have found-remarkably-that at least 50 percent 
and usually closer to 70 percent of these children 
grow up to be not only successful by societal 
indicators but "confident, competent, and caring" 
persons (Werner & Smith, 1992 ). 
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Teachers and Schools Have the Power to 
Transform Lives 

A common finding in resilience research is the power 
of teachers, often unbeknownst, to tip the scale from 
risk to resilience. Turnaround teachers/mentors 
provide and model three protective factors that 
buffer risk and enable positive development by 
meeting youth's basic needs for safety, love and 
belonging, respect, power, accomplishment and 
learning, and, ultimately, for meaning (Benard, 
1991). The factors are these: 

Caring Relationships. Teachers can convey loving 
support to students by listening to students and 
validating their feelings, and by demonstrating 
kindness, compassion, and respect ((iggins, 1994; 
Meier, 1995). They refrain from judging, and do not 
take students' behavior personally, understanding 
that youth are doing the best they can, based on the 
way they perceive the world. Teachers can also help 
meet the basic survival needs of overwhelmed 
families through provision of supplies and referrals to 
social service agencies. 

Positive and High Expectations. Teachers' high 
expectations can structure and guide behavior, and 
can also challenge students beyond what they 
believe they can do (Delpit, 1996). Turnaround 
teachers recognize students' strengths, mirror them, 
and help students see where they are strong. They 
especially assist overwhelmed youth, who have been 
labeled or oppressed by their families, schools, and/ 
or communities, in using their personal power to 
grow from damaged victim to resilient survivor by 
helping them to: (1) not take personally the adversity 
in their lives; (2) not see adversity as permanent; and 
(3) not see setbacks as pervasive (adapted from 
Seligman, 1995). These teachers are student-
centered: they use the students' own strengths, 
interests, goals, and dreams as the beginning point 
for learning, and they tap students' intrinsic motiva-
tion for learning. 

Opportunities to Participate and Contribute. 
As an outgrowth of a strengths-based perspective, 
turnaround teachers let students express their 
opinions and imagination, make choices, problem 
solve, work with and help others, and give their gifts 
back to the community in a physically and psycho-
logically safe and structured environment. They treat 
students as responsible individuals, allowing them to 
participate in all aspects of the school's functioning 
(Rutter et al., 1979; Rutter, 1984; Kohn, 1993). 

Strategies for 
Building Resilience 

A key finding from resilience research is that suc-
cessful development and transformative power exist 
not in programmatic approaches per se but at the 
deeper level of relationships, beliefs, expectations, 
and willingness to share power. Schools need to 
develop caring relationships not only between 
educator-student but also between student-student, 
educator-educator, and educator-parent. Certain 
programmatic approaches, however, can provide 
the structure for developing these relationships, and 
for providing opportunities for active student in-
volvement: small group process, cooperative learn-
ing, peer helping, cross-age mentoring, and commu-
nity service. Overall, schooling that has been a 
turnaround experience for stressed young people is 
described by them as being like "a family," "a 
home," "a community," and even "a sanctuary" 
(Children's Express, 1993). 

School Level Approaches 

Teacher Support. Just as teachers can create a 
nurturing classroom climate, administrators can 
create a school environment that supports teachers' 
resilience. They can promote caring relationships 
among colleagues; demonstrate positive beliefs, 
expectations, and trust; provide ongoing opportuni-
ties and time, in small groups, to reflect, dialogue, 
and make decisions together (McLaughlin & 
Talbert, 1993 ). 
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Staff Development. Teachers should reflect 
personally on their beliefs about resilience, and also, 
as a staff, exchange experiences-both personal and 
literary-about overcoming the odds. They can read 
and discuss the research on resilience, including the 
studies of successful city schools (Polakow, 1994). 
Reaching a staff consensus about innate resilience is 
the first step in creating a classroom or school that 
fosters resilience. 

School-Community Collaborations 

Fostering the development of the whole child 
necessitates school, family, and community collabo-
ration. Schools can develop a list of community 
agencies and match the needs of families with the 
services they provide. 

Classroom Approaches 

Teach to Students'Strengths. Starting with 
students' strengths, instead of their deficiencies, 
enlists their intrinsic motivation and positive momen-
tum. It also keeps them in a hopeful frame of mind to 
learn and work on problems. 

Teach Students That They Have Innate Resil-
ience. Show students that they have the power to 
construct the meaning they give to everything that 
happens to them. (elp them recognize how their 
own conditioned thinking-internalized environmen-
tal messages, such as they are not good enough or 
smart enough-blocks access to their innate resil-
ience (Mills, 1991). 

Provide Growth Opportunities for Students. 
This includes asking questions that encourage self-
reflection, critical thinking and consciousness, and 
dialogue (especially around salient social and 
personal issues); making learning more experiential, 
as in service learning; providing opportunities for 
creative expression in art, music, writing, theater, 
video production, and for helping others (community 
service, peer helping, cooperative learning); involv-
ing students in curriculum planning and choosing 
learning experiences; using participatory evaluation 
strategies; and involving students in creating the 
governing rules of the classroom. 

Self-Assess. Create an assessment tool from the 
best practices describing turnaround teachers and 
schools. Assess the classroom and school and ask 
students to do the same. Identify both areas of 
strength and challenge. 

Use the Resiliency Approach in an Experiment. 
Choose one of the most challenging students. Identify 
all personal strengths, and mirror them back. Teach 
that the student has innate resilience and the power to 
create a personal reality. Create opportunities for the 
student to participate and contribute personal 
strengths. Be patient. Focus on small victories be-
cause they often grow into major transformations. 

Conclusion 

Working from their own innate resilience and well-
being, teachers engage those qualities in their 
students. If they can let go of their tight control, be 
patient, and trust the process, teaching will become 
more effortless and enjoyable, and will be respond-
ing to recommendations from the research on 
resilience and on nurturing teachers and successful 
schools. It is important that teachers realize they are 
making a difference. When teachers care, believe in, 
and embrace the "city kids," they are not only 
enabling their healthy development and successful 
learning, but creating inside-out social change; they 
are building a creative and compassionate citizenry. 
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Models of Adolescent Transition
 

William A. Borgen and Norman E. Amundson
 

Overview
 

Adolescents face a range of developmental issues. 
Havighurst (1952) suggested that two important 
areas included work and relationships. Levinson 
(1978) focused on changing relationships and on 
exploration, while Erikson (1968) commented on 
intimacy and commitment to goals. Super (1963) 
indicated that exploring and crystallizing vocational 
choice are important to older adolescents and young 
adults. What seems evident is that older adolescents 
and young adults enter transitions with the goal of 
becoming independently functioning adults, as they 
strive to meet evolving personal and career related 
needs. Rapid and escalating changes in labor market 
and post-secondary educational opportunities mean 
that adolescents now are confronted with the 
challenge of meeting their personal and career needs 
when neither can offer certainty or a sense of 
personal control. 

Transition from 
High School 

A longitudinal study by Amundson, Borgen, and 
Tench (in press) found that young people left high 
school unprepared for current career realities and 
that both the career and personal areas of their lives 
were in a state of change and uncertainty. At the end 
of their final year of high school, young people in the 
study expressed optimism about entering the career 
area of their choice, and they expected to be 
successful workers in challenging jobs, which offered 
personal satisfaction. About half the respondents 
indicated some concern about meeting post-second-
ary entrance standards. Approximately 9 and 18 
months following graduation, depression, self-esteem, 
and anxiety were correlated with a range of per-
ceived problems, including money, lack of support 
from family and friends, internal attribution of general 

transition problems, external attribution of career/ 
employment difficulties, and lack of job satisfaction. 

At the end of the study, some of the young people 
were interviewed. They were asked about factors 
that helped or hindered the post-high-school transi-
tion. Positive factors included supportive family and 
friends, making money, satisfying leisure activities, 
personal achievements, and educational success. 
Negative factors included relationship problems, 
career confusion, financial difficulties, unemploy-
ment, lack of satisfying work, lack of post-second-
ary educational opportunities, and difficulty in 
adjusting to post-secondary educational demands. 

Developmentally, the young people were trying to 
meet personal and career-related needs, which were 
in a state of flux and uncertainty. It was apparent that 
a lack of progress in one area could have a negative 
influence on the other (e.g., an inability to gain post-
secondary educational admission or paid work could 
drastically alter one's ability to move from being a 
dependent adolescent to an independent adult). 

An Expanded View of Career 
Counseling: Engendering 
Competence 

The above study suggests a need for a broader view 
of career counseling; counseling which recognizes 
the developmental needs of young people, the 
influence of social and economic changes, and the 
importance of basing intervention strategies on 
personal and career competence, all within a context 
of diminished and changing opportunities for choice. 
In order to address this broader range of issues, we 
have employed a competence model with eight main 
areas (Amundson, Borgen & Tench, in press): 
purpose, problem solving, communication skills, 
theoretical knowledge, applied knowledge, organi-
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zational adaptability, human-relations skills, and self- and emotional security, and basic structure in 
confidence. We also have developed a number of relationships and living. As young people move 
counseling strategies that facilitate a smoother beyond high school, many of these basic needs 
transition: require revaluation. In addition to changing 

1. Developing Multiple Plans. Many young 
people leave high school with a narrow plan of 
action and with few alternatives. They fully 
expect to be successful with the plan and are not 
prepared to face any barriers. Developing 
flexibility in career planning requires a sense of 
purpose, problem solving skills, and several 
plans. Helpful strategies include visualization, 

relationships, questions emerge as to how to 
make a living, how to plan meaningful activities, 
and how to effectively manage time. To facilitate 
these changes, young people need to establish a 
sense of purpose and understand how they are 
meeting their current and future needs. Counse-
lors can help clarify these issues. Without this 
type of developmental assistance, young people 
often lack the resilience to maneuver within 

lateral thinking, assessing options, and decision 
making in a context of uncertainty (Gelatt, 1989). 

increasingly competitive educational and labor 
market environments. 

2. Self-Advocacy and Marketing. As young 
people move towards further education, or into 

5. Coping with Stress. Adolescence is a period of 
considerable stress. While much of the stress 

the labor market, it is critical for them to market 
and advocate for themselves. With scarce 
opportunities and confusing bureaucracies, there 
is a need to develop communication skills, self-
confidence, organizational adaptability, and 
effectiveness in human relations. This requires 
activities such as mentoring, role-played prac-
tice, and ongoing economic, emotional, and 
informational support. 

can be minimized through support, persistence, 
and active decision making and planning, there 
still will be times when young people find 
themselves in difficult situations. Coping with 
stress is associated with various competencies 
such as organizational adaptability, human 
relations, problem solving, and self-confidence. 
Particular strategies for stress management 
include relaxation techniques, managing 'self 

3. Managing Changing Relationships. The talk,' focusing, and using support systems. 

emotional and social changes adolescents 6. Coping with Loss. We were surprised at the 
experience can challenge young people as they extent to which young people were influenced 
try to cope with barriers in the education system by various personal losses. These losses in-
and labor market. Friends provide emotional volved death in the family (usually grandparents) 
support, but this is a time when friendship and the experience of parental separation and 
patterns are changing. Parents are needed for divorce. The impact of these losses upon career 
emotional, material, and information support, events was considerable, suggesting a definite 
but, at the same time, they need to allow young need for youth to develop competence in 
people sufficient room to develop their own handling loss and grieving. Counseling in this 
sense of identity. Coping with relationship issues domain blurs many of the traditional distinctions 
can be facilitated through communication, human between the personal and career areas. 
relationship training, and problem solving, which 
blur most of the traditional distinction between 7. Bridging Programs. Many young people lack 
career and personal counseling. �hands-on" experience as they attempt to enter 

the world of work. Many also are unfamiliar 
4. Meeting Basic Needs. Young people have a with, and fearful of, moving into post-secondary 

strong need for community. Other central needs education. To address this concern, counselors 
include having a sense of meaning in life, physical need to develop work experience and co-op 
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education programs to help young people 
acquire the necessary experience. Post-second-
ary education entry programs can also play an 
important role in easing transition difficulties. 

8.	 Information and Information Access. The 
challenge in the information age is not only how 
to gather information, but how to turn informa-
tion into personally relevant knowledge. Young 
people need up-to-date information on careers, 
education programs, and market trends. They 
must also develop skills to assess the relevance 
of information. Acquiring these skills involves 
both theoretical and applied knowledge. Coun-
seling strategies within this domain include 
helping young people develop research, inter-
viewing, and critical analysis skills. 

Conclusions 

The breadth of the above components suggests that: 

1.	 Career counseling needs to encompass a greater 
range of issues. 

2.	 Personal and career issues are inextricably 
intertwined for young people. 

3.	 The ways in which young people make some of 
their transition experiences greatly influence their 
psychological well being. 

4.	 Families and friends form a strong base for 
support in the transition period. 
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Failure Syndrome Students
 

Jere Brophy
 

"Failure syndrome" is one of several terms that 
teachers commonly use (others include "low self
concept," "defeated," and "frustrated") to describe 
students who approach assignments with very low 
expectations of success and who tend to give up at 
early signs of difficulty. Psychologists have described 
this phenomenon as "learned helplessness," a slightly 
more technical definition but referring to a similar 
pattern of behavior. Unlike students of limited ability, 
who often fail despite their best efforts, failure syn
drome students often fail needlessly because they do 
not invest their best efforts-they begin tasks half
heartedly and simply give up when they encounter 
difficulty. This Digest delineates the nature of the 
problem, suggests strategies for coping with failure 
syndrome students, and discusses how teachers can 
help. 

Who Are Failure 
Syndrome Students? 

Some students, especially in the early grades, show 
failure syndrome tendencies as part of larger pat
terns of emotional immaturity (for example, low 
frustration tolerance or avoidance, inhibition, or adult 
dependency as reactions to stress). They may focus 
more on dependencyrelated desires for attention 
from the teacher than on trying to learn what an 
academic activity is designed to teach. This pattern 
may be a defense mechanism exhibited by some 
children who feel unable to compete with successful 
siblings, who lack confidence in their own abilities, 
or who have acquired failure expectations from their 
parents or teachers. Parents or teachers may 
communicate low expectations through a variety of 
direct and indirect means, especially to students who 
have been assigned labels such as "learning impaired." 

Most failure syndrome symptoms, however, develop 
through social learning mechanisms centered around 

experiences with failure. Most children begin school 
with enthusiasm, but over time many find the experi
ence anxietyprovoking and psychologically threat
ening. Many children find it difficult to have their 
performance monitored in classrooms where failure 
carries the danger of public humiliation. 

It is not surprising, therefore, that some students, 
especially those who have experienced a continuing 
history of failure or a recent cycle of failure, begin to 
believe that they lack the ability to succeed. Eventu
ally such students abandon serious attempts to 
master tasks and begin to concentrate instead on 
preserving their selfesteem in their own eyes and 
their reputations in the eyes of others (Ames, 1987; 
Rohrkemper & Corno, 1988). 

What Strategies Help Failure 
Syndrome Students? 

Failure syndrome students need assistance in 
regaining selfconfidence in their academic abilities 
and in developing strategies for coping with failure 
and persisting with problemsolving efforts when 
they experience difficulties. Many specific sugges
tions have emerged from research on particular 
theoretical concepts or treatment approaches. Many 
of these involve what Ames (1987) has called 
"cognition retraining." Three of the more prominent 
approaches to cognition retraining are attribution 
retraining, efficacy training, and strategy training. 

Attribution Retraining. This strategy involves 
bringing about changes in students' tendencies to 
attribute failure to lack of ability rather than to a 
remediable cause, such as insufficient effort or use of 
an inappropriate strategy. Typically, attribution 
retraining involves exposing students to a planned 
series of experiences, couched within an achieve
ment context, in which modeling, socialization, 
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practice, and feedback are used to teach them to (1) 
concentrate on the task at hand rather than worry 
about failing, (2) cope with failures by retracing their 
steps to find their mistake or by analyzing the 
problem to find another approach, and (3) attribute 
their failures to insufficient effort, lack of information, 
or use of ineffective strategies rather than to lack of 
ability. 

Efficacy Training. These programs also involve 
exposing students to a planned set of experiences 
within an achievement context and providing them 
with modeling, instruction, and feedback. However, 
while attribution retraining programs were developed 
specifically for learned helplessness students and 
thus focus on teaching constructive response to 
failure, efficacy training programs were developed 
primarily for low achievers who have become 
accustomed to failure and have developed general
ized low selfconcepts of ability. Consequently, 
efficacy training helps students set realistic goals and 
pursue them with the recognition that they have the 
ability needed to reach those goals if they apply 
reasonable effort. 

Strategy Training. In this approach, modeling and 
instruction are used to teach problemsolving 
strategies and related selftalk that students need to 
handle tasks successfully. Strategy training is a 
component of good cognitive skills instruction to all 
students; it is not primarily a remedial technique. 
However, it is especially important for use with 
frustrated students who have not developed effective 
learning and problemsolving strategies on their own, 
but who can learn them through modeling and 
explicit instruction. 

Ames (1987) noted that these cognitive retraining 
approaches do not take into account the social 
aspects of the classroom and the reward structures 
in effect there. Citing findings that an emphasis on 
competition and social comparison will increase 
performance anxiety, Ames recommended empha
sizing private rather than public feedback, phrasing 
such feedback in terms of progress beyond the 
individual's own previous levels rather than compari
sons with classmates, and avoiding such practices as 

publicly grading on a curve or posting students' 
achievement scores. 

How Can Teachers Help? 

Brophy (1995) found that teachers were unusually 
confident about their ability to intervene successfully 
with failure syndrome students. They tended to 
mention similar response strategies regardless of 
grade level, location, or effectiveness ratings. A few 
spoke of providing support and encouragement to 
such students without making any demands on them; 
others spoke of making demands without providing 
special support or assistance; but most suggested a 
combination of support, encouragement, and task 
assistance to shape gradual improvement in work 
habits. 

These teachers would make it clear to failure 
syndrome students that they were expected to work 
conscientiously and persistently so as to turn in work 
done completely and correctly, but they would also 
provide help if needed, reassure them that they 
would not be given work that they could not do, 
monitor their progress and provide any needed 
assistance, and reinforce them by praising their 
successes, calling attention to their progress, and 
providing them with opportunities to display their 
accomplishments publicly. This special treatment 
would be faded gradually as the students gained 
confidence and began to work more persistently and 
independently. These strategies are in line with what 
is known about cognitive retraining. 

Brophy (1998) found that highly effective teachers 
and other teachers generally implemented similar 
strategies to help failure syndrome students-such 
as including encouragement and shaping strategies in 
their responses to the student, engaging in supportive 
behaviors, providing reassurance, and making 
personal appeals to the student to improve perfor
mance. But the higherrated, moreeffective teachers 
appeared to place greater emphasis on insisting on 
better effort and seemed to have greater confidence 
that the improvements the student could achieve 
would be stable over time rather than merely tempo
rary. They tended to assume that the demands made 
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on students were appropriate (and therefore that 
failure syndrome problems stemmed from the 
students' mistakenly pessimistic attributions and self
efficacy perceptions), while lowerrated teachers 
were more likely to fear that their task demands 
were too difficult for the student to handle. 

Dweck and Elliott (1983) argued that students who 
have developed an entity view of ability (e.g, who 
see it as fixed and limited) stand to benefit from 
direct training designed to shift them to an incremen
tal view (e.g., seeing ability as something that can be 
developed through practice). 

Teacher behaviors that encourage incremental rather 
than entity views of ability include: 

•	 acting more as resource persons than as judges, 

•	 focusing students more on learning processes 
than on outcomes, 

•	 reacting to errors as natural and useful parts of 
the learning process rather than as evidence of 
failure, 

•	 stressing effort over ability and personal stan
dards over normative standards when giving 
feedback, and 

•	 attempting to stimulate achievement efforts 
through primarily intrinsic rather than extrinsic 
motivational strategies. 

Conclusion 

In summary, failure syndrome students approach 
assignments with very low expectations of success 
and tend to give up at early signs of difficulty. Many 
teachers use strategies with these students that are in 
line with what we know about cognitive retraining 
strategies such as attribution training, efficacy 
training, and strategy training. Teachers' effective
ness can be enhanced, however, if they use modeling 
to teach coping strategies, especially techniques for 
persisting in the face of frustration or failure. 

This Digest was adapted from: Brophy, Jere. (1996). 
Teachingp roblempstudents.pNew York: Guilford. Adapted 
with permission of the author. 
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The Brown Adolescent Newsletter:
 
Drug Abuse Prevention: Programs That Work
 

Allparoundpthepcountrypthereparepdrugpprevention 
programspthatparepworkingpandpthatpcanpbe 
replicated.pInpcooperationpwithpresearchpscien-
tists,pthepNationalpInstituteponpDrugpAbuse 
(NIDA)ppreparedpapdescriptionpofpprogramspthat 
arepprovingpeffective.pEachphaspbeenpdeveloped 
asppartpofpapresearchpprotocolpandptestedpinpa 
family,pschool,porpcommunitypsetting.pThese 
programsparepcategorizedpbypapnewpseriespof 
definitions,pwhichpdescribepthepprogramspbypthe 
audiencepforpwhichptheyparepdesigned. 

•	 Universalpprogramspreachpthepgeneralppopu-
lation-suchpaspallpstudentspinpapschool. 

•	 Selectivepprogramsptargetpgroupspatpriskpor 
subsetspofpthepgeneralppopulation-suchpas 
childrenpofpdrugpusersporppoorpschoolpachievers. 

•	 Indicatedpprogramsparepdesignedpforppeople 
whoparepalreadypexperimentingpwithppdrugspor 
whopexhibitpotherprisk-relatedpbehaviors. 

Weppublishpthispmaterialpaspapusefulpresourcepand, 
hopefully,ptopservepaspapcatalystpforpthepdevelop-
mentpofpotherpsuccessfulpprograms. 

Project STAR 

This is a universal drug abuse prevention program 
that reaches the entire community with a compre
hensive school program, mass media efforts, a 
parent program, community organization, and health 
policy change. The middle schoolbased component 
is a social influence curriculum that is incorporated in 
classroom instruction by trained teachers over a 
twoyear timetable. Mass media are used to pro
mote, reinforce, and help maintain the project. 
Parents work with their children on Project STAR 
homework, learn family communication skills, and 
get involved in community action. 

The community organization component is the 
essential formal body that organizes and oversees all 
projectrelated activities. The health policy change 
component is implemented as a task of the commu
nity organization; the aim is to develop and imple
ment policies that affect alcohol, tobacco, and other 
drug laws, and other local policies, such as establish
ing and monitoring drugfree sites in the community. 

Research on this project has shown positive long
term effects: In their senior year of high school 
students who began the program in junior high 
showed significantly less use of marijuana (approxi
mately 30 percent less), cigarettes (about 25 percent 
less), and alcohol (about 20 percent less) than teens 
in schools that did not offer the program. The most 
important factor found to have affected drug use 
among the students was increased perceptions of 
their friends' intolerance of drug use. 

Contact: 

MarypAnnpPentz,pPhD 
CenterpforpPreventionpPolicypResearch 
DepartmentpofpPreventivepMedicine 
UniversitypofpSouthernpCalifornia 
USCpNorrispCancerpCenter 
141pEastpLakepAvenue,pMS-44 
LospAngeles,pCAp90033-0800 
(213)p764-0327 

Life Skills Training 
Program 

The Life Skills Training universal classroom program 
is designed to address a wide range of risk and 
protective factors by teaching general personal and 
social skills in combination with drug resistance skills 
and normative education. The program consists of a 
threeyear prevention curriculum intended for middle 
or junior high school students. It contains 15 periods 
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during the first year, 10 booster sessions during the 
second, and 5 sessions during the third. 

Three major content areas are covered by the Life 
Skills Training program: 

•	 Drug resistance skills and information provide 
material that deals directly with the social factors 
promoting drug use. This content area includes 
material designed to increase awareness of 
social influences toward drug use, correct the 
misperception that everyone is using drugs and 
promote antidrug norms, teach prevention
related information about drug abuse, and teach 
drug resistance skills. 

•	 Selfmanagement skills help students increase 
independence, personal control, and a sense of 
selfmastery. This includes teaching  general 
problemsolving and decisionmaking skills, 
critical thinking skills for resisting peer and media 
influences, skills for increasing selfcontrol and 
selfesteem (such as selfappraisal, goal setting, 
selfmonitoring, selfreinforcement), and adap
tive coping strategies for relieving stress and 
anxiety. 

•	 General social skills enhance students' social 
competence, including how to communicate 
effectively, overcome shyness, meet new 
people, and develop healthy friendships. These 
skills are taught through a combination of 
instruction, demonstration, feedback, reinforce
ment, behavioral rehearsal, and extended 
practice through homework assignments. 

The Life Skills Training program has been exten
sively studied over the past 16 years. Results 
indicate that this prevention approach can produce 
59 to 75 percent lower levels (compared to a 
control group) of tobacco, alcohol, and marijuana 
use. Booster sessions can help maintain program 
effects. Longterm followup data from a random
ized field trial involving nearly 6,000 students from 
56 schools found significantly lower smoking, 
alcohol, and marijuana use six years after the initial 
baseline assessment. The prevalence of cigarette 
smoking, alcohol use, and marijuana use for the 

students who received Life Skills Training program 
was 44 percent lower than for control students, and 
the weekly use of multiple drugs was 66 percent 
lower. 

Although the early research with the Life Skills 
Training program was conducted with white popula
tions, several recent studies show that it is also 
effective with innercity minority youth. It also has 
been found effective when implemented under 
different scheduling formats and with different levels 
of project staff involvement. Finally, evaluation 
studies indicate that this prevention program works 
whether the program providers are adults or peer 
leaders. 

Contact: 

GilbertpBotvin,pPhD 
InstitutepforpPreventionpResearch 
CornellpUniversitypMedicalpCenter 
411pEastp69thpStreet,pRoompKB201 
NewpYork,pNYp10021 
(212)p746-1270 

Adolescent Alcohol 
Prevention Trial 
{AAPT) 

AAPT is a universal classroom program designed 
for fifthgrade students, with booster sessions 
conducted in the seventh grade. It includes two 
primary strategies. Resistance skills training is 
designed to give children the social and behavioral 
skills they need to refuse explicit drug offers. Nor
mative education is specifically designed to combat 
the influences of passive social pressures and social 
modeling effects. It focuses on correcting erroneous 
perceptions about the prevalence and acceptability 
of substance use and on establishing conservative 
norms. 

In the research design, the students received either 
information about consequences of drug use only, 
resistance skills only, normative education only, or 
resistance skills training in combination with norma
tive education. Results showed that the combination 
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of resistance skills training and normative education 
prevented drug use; resistance skills training alone 
was not sufficient. 

Contact: 

WilliampB.pHansen,pPhD 
TanglewoodpResearch,pInc. 
POpBoxp1772 
Clemmons,pNCp27012 
(910)p766-3940 

Seattle Social 
Development 
Project 

A universal program, the Seattle project is a school
based intervention for first through sixth graders that 
seeks to reduce shared childhood risks for delin
quency and drug abuse by enhancing protective 
factors. The multicomponent intervention trains 
elementary school teachers to use active classroom 
management, interactive teaching strategies, and 
cooperative learning in their classrooms. 

As children progress from grades one through six, 
their parents are provided a training session called 
"How to Help Your Child Succeed in School," a 
family management skills training curriculum called 
"Catch 'Em Being Good," and the "Preparing for 
the DrugFree Years" curriculum. The interventions 
are designed to enhance opportunities, skills, and 
rewards for children's prosocial involvement in both 
school and family settings, thereby increasing their 
bonds to school and family and commitment to the 
norm of not using drugs. 

Longterm results indicate positive outcomes for 
students who participated in the program: reductions 
in antisocial behavior, improved academic skills, 
greater commitment to school, reduced levels of 
alienation and better bonding to prosocial others, 
less misbehavior in school, and fewer incidents of 
drug use in school. 

Contact: 

J.pDavidpHawkins,pPhD,porpRichardpF.pCatalano, 
PhD 

SocialpDevelopmentpResearchpGroup 
UniversitypofpWashington 
146pNorthpCanalpStreet,pSuitep211 
Seattle,pWAp98103 
(206)p543-6382 

Adolescents Training 
and Learning to 
Avoid Steroids 

The ATLAS program is a multicomponent universal 
program for boys in high school athletics, designed 
to reduce risk factors for use of anabolic steroids 
and other drugs while providing healthy sports 
nutrition and strengthtraining alternatives to illicit use 
of athleticenhancing substances. Coaches and 
teammates facilitate curriculum delivery with scripted 
manuals in small cooperative learning groups, taking 
advantage of an influential coaching staff and the 
team atmosphere where peers share common goals. 
The seven 45minute classroom sessions and seven 
physical training periods involve roleplaying, 
studentcreated campaigns, and educational games. 
Instructional aids include pocketsized food and 
exercise guides and easytofollow student work
books. Parents are involved with parentstudent 
homework and with the booklet "Family Guide to 
Sports Nutrition." 

The program features learning about anabolic 
steroids and other drugs; skills to resist drug offers; 
team ethics and drugfree commitment; drug use 
norms; vulnerability to drug effects; debunking media 
images that promote substance abuse; parent, 
coach, and team intolerance of drug use; and goal 
setting for sports nutrition and exercise. Weight
lifting instruction at the schools promotes safe 
training practices, reduces the influence of commer
cial gyms (where anabolic steroids and other drugs 
are more available), and highlights curriculum 
components. 

Student athletes in the ATLAS program report better 
understanding of the effects of anabolic steroids and 
other drugs, greater belief in personal vulnerability to 
the adverse effects of anabolic steroids, and more 
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certainty that their parents and coaches are intolerant 
of drug use. In addition, improved drug refusal skills, 
less belief in steroidpromoting media images, more 
confidence in personal ability to build muscles and 
strength without steroids, greater selfesteem, and 
less desire to use anabolic steroids were found 
among members of the intervention groups. 

Importantly, these high school athletes continued to 
resist the temptation of anabolic steroids and main
tained better nutrition and exercise behaviors one 
year after the intervention. The program contains 
four booster sessions for each subsequent year of 
high school. 

Contact: 

LinnpGoldberg,pMD 
DivisionpofpHealthpPromotionpandpSportspMedi-
cine,pCB615 
OregonpHealthpSciencespUniversity 
3181pSWpSampJacksonpParkpRoad 
Portland,pORp97201-309 
(503)p494-6559 

Project Family 

Project Family is a series of interrelated investiga
tions designed to: evaluate universal family and youth 
competencytraining interventions to examine the 
process of positive change in families; test the 
factors influencing parent participation in family 
programs; and conduct statewide needs assessment 
surveys to determine family and community needs 
throughout Iowa. The prevention interventions 
evaluated through Project Family are Preparing for 
the DrugFree Years (PDFY), developed at the 
University of Washington, and the Iowa Strengthen
ing Families Program (ISFP), a revision of the 
University of Utah Strengthening Families program 
(next). The PDFY has five competency training 
sessions for parents; one of these sessions is at
tended by adolescents and parents together. The 
ISFP has seven sessions, each attended jointly by 

youth and their parents. The project has also been 
adapted for Native American populations. 

Comparisons of both interventions with control 
group families show positive effects on parents, child 
management practices (for example, standard
setting, monitoring, discipline), and on parentchild 
affective quality. In addition, a recent evaluation of 
ISFP youth outcomes at the oneyear followup 
shows improved youth resistance to peer pressure 
toward alcohol use, reduced affiliation with antisocial 
peers, and reduced levels of problem behaviors. 
Importantly, intervention posttest outcome models 
demonstrate that positive parenting effects were 
significantly associated with reductions in children's 
problem behaviors. Study results are guiding efforts 
to evaluate whether adding a family intervention to a 
school intervention is better than use of a school 
intervention alone. 

The second component of the research project 
studied the most effective ways of recruiting family 
participation. Findings highlight the importance of a 
number of practical recruitment and retention 
strategies, such as flexibility in intervention schedul
ing, minimizing initial time commitments, contracts 
from parents' peers, and multiple incentives such as 
free food coupons, refreshments, and child care. 
The statewide surveys assessed the prevalence of 
risk factors, protective factors, and substance
related problems, which have been utilized for health 
planning purposes. 

Contact: 

RichardpL.pSpoth,pPhD 
DepartmentpofpPsychology 
ThepSocialpandpBehavioralpResearchpCenterpfor 
RuralpHealthpandpthepCenterpforpFamilyppRe-
searchpandpRuralpMentalpHealth 
IowapStatepUniversitypofpSciencepandpTechnology 
Ames,pIAp50010 
(515)p294-9752 
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Strengthening 
Families Program 

Strengthening Families is a selective prevention, 
multicomponent, familyfocused program that 
provides prevention programming for 6 to 10year
old children of substance abusers. The program 
began as an effort to help substanceabusing parents 
improve their parenting skills and reduce their chil
dren's risk factors. The program has been culturally 
modified and found effective with African American, 
Asian/Pacific Islander, and Hispanic families. 
In each of the 14 weekly sessions, parents and 
children are trained separately in the first hour. 
During the second hour, parents and children come 
together in the family skills training portion. After
ward, the families share dinner and a film or other 
entertainment. Parent training improves parenting 
skills and reduces substance abuse by parents. 
Children's skills training decreases children's nega
tive behaviors and increases their socially acceptable 
behaviors through work with a program therapist. 
Family skills training improves the family environ
ment by involving both generations in learning and 
practicing their new behaviors. 
This intervention approach has been evaluated in a 
variety of settings with several racial and ethnic 
groups. The primary outcomes of the program 
include reductions in family conflict, improvement in 
family communications and organization, and reduc
tions in youth conduct disorders, aggressiveness, 
and substance abuse. 

Contact: 

KarolpKiimpfer,pPhD 
DepartmentpofpHealthpEducation,pHPERN-215 
pUniversitypofpUtah 
SaltpLakepCity,pUTp84112 
(801)p581-7718 

Focus on Families 

A selective program for parents receiving methadone 
treatment and for their children, Focus on Families' 
primary goal is to reduce parents' use of illegal drugs 
by teaching them skills for relapse prevention and 

coping. Parents are also taught how to manage their 
families better. The parent training consists of a five
hour family retreat and 32 parent training sessions of 
an hour and a half each. Children attend 12 of the 
sessions to practice developmentally appropriate 
skills with their parents. 

Session topics include family goalsetting, relapse 
prevention, family communication, family manage
ment, creating family expectations about alcohol and 
other drugs, teaching children skills (such as problem 
solving and resisting drug offers), and helping 
children succeed in school. Booster sessions and 
casemanagement services also are provided. Early 
results indicate that parents' drug use is dramatically 
lower and parenting skills significantly better than are 
seen in control groups, but the program's effects on 
children have not yet been assessed. 

Contact: 

J.pDavidpHawkins,pPhD,porpRichardpF.pCatalano, 
PhD 
SocialpDevelopmentpResearchpGroup 
UniversitypofpWashington 
146pNorthpCanalpStreet,pSuitep211 
Seattle,pWAp98103 
(206)p543-6382 

Reconnecting Youth 
Program 

Reconnecting Youth is a schoolbased indicated 
prevention program that targets young people in 
ninth through 12th grade who show signs of poor 
school achievement and potential for dropping out. 
They also may show signs of multiple problem 
behaviors, such as substance abuse, depression, and 
suicidal ideation. The program teaches skills to build 
resiliency with respect to risk factors and to moder
ate the early signs of substance abuse. To enter the 
program, students must have fewer than the average 
number of credits earned for their grade level, high 
absenteeism, and a significant drop in grades; or a 
youth may enter the program if he or she has a 
record of dropping out or has been referred as a 
significant dropout risk. 
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The program incorporates social support and life 
skills training including: 

•	 Personal Growth Class, a semesterlong, daily 
class designed to enhance selfesteem, decision 
making, personal control, and interpersonal 
communication; 

•	 Social Activities and School Bonding, to estab
lish drugfree social activities and friendships, as 
well as improve a teenager's  relationship to 
school; 

•	 School System Crisis Response Plan, for 
addressing suicide prevention approaches. 

Research shows that this program improves school 
performance; reduces drug involvement; decreases 
deviant peer bonding; increases selfesteem, per
sonal control, school bonding, and social support; 
and decreases anger and aggression, hopelessness, 
stress, and suicidal behaviors. Further analysis 
indicates that the support of Personal Growth Class 
teachers contributes to decreases in drug involve
ment and suicide risk behaviors. 

Contact: 

LeonapL.pEggert,pPhD,pRN 
PsychosocialpandpCommunitypHealthpDepartment 
Boxp357263 
UniversitypofpWashingtonpSchoolpofpNursing 
Seattle,pWAp98195-7263 
(206)p543-9455 

Adolescent 
Transition Program 

The ATP is a schoolbased program that focuses on 
parenting practices and integrates the universal, 
selective, and indicated approaches for middle and 
junior high school interventions within a comprehen
sive framework. 

The universal level of the ATP strategy, directed to 
the parents of all students in a school, establishes a 
family resource room. The goal, through collabora
tion with the school staff, is to engage parents, 
establish norms for parenting practices, and dissemi

nate information about risks for problem behavior 
and substance use. A videotape "Parenting in the 
Teenage Years," helps parents identify observable 
risk factors and focuses on the use of effective and 
ineffective family management skills, including 
positive reinforcement, monitoring, limit setting, and 
relationship skills, to facilitate evaluation of levels 
and areas of risk. 

The selective level of intervention, the "Family 
CheckUp," offers family assessment and profes
sional support to identify those families at risk for 
problem behavior and substance use. 

The indicated level, the "Parent Focus" curriculum, 
provides direct professional support to parents for 
making the changes indicated by the Family Check
Up. Services may include behavioral family therapy, 
parenting groups, or case management services. 
Following this tiered strategy, a family in the indi
cated parenting intervention would have participated 
in a Family CheckUp and received information 
from the school's family resource room about risk 
factors for early substance use and parenting prac
tices that reduce the risk of drug use for children. 

This program is based on a series of intervention 
trials, which compromise the Parent Focus curricu
lum and other intervention strategies, including 
working with highrisk teens in groups (Teen Focus 
curriculum) and directed strategies involving video
tapes and newsletters. The findings from these 
studies indicate that parent interventions are needed 
for youth at high risk to reduce escalation of drug 
use, and repeated booster sessions are needed 
throughout the period of risk. These interventions 
were especially important because it was found that 
youth at high risk should not be placed together in 
groups because it can worsen problem behaviors, 
including those related to school and drug use. 

Contact: 

ThomaspJ.pDishion,pPhD 
OregonpSocialpLearningpCenter,pInc. 
207pEastpFifthpAvenue,pSuitep202 
Eugene,pORp97401 
(541)p485-2711 
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Selected Resources Source of This
 

For more information on National Institute on Drug 
Abuse (NIDA) research: 

Visit NIDA's home page on the World Wide Web at 
http://www.nida.nih.gov/. To learn more about 
prevention research, click on the Division of Epide
miology and Prevention Research. 

For information on communitybased data from the 
Community Epidemiology Work Group, click on 
CEWG. 

For PREVLINE information from the National 
Clearinghouse for Alcohol and Drug Information 
home page, go to http://www.health.org/. 

For information on National Institute of Alcohol 
Abuse and Alcoholism (NIAAA) research: 

Visit NIAAA's home page on the World Wide Web 
at http://www.niaaa.nih.gov/. Full text of many 
NIAAA publications are available, as well as 
program announcements identifying research priori
ties and NIAAA's online bibliographic database, 
which contains approximately 100,000 records. 

For NIDA publications and prevention materials: 

National Clearinghouse for Alcohol and Drug 
Information (NCADI) P.O. Box 2345 Rockville, 
MD 208472345 (800) 7296686 

Document
 

The Brown Adolescent Newsletter: Drug Abuse 
Prevention: Programs That Work. (1998). Parent 
Newsp[Online], 4(4). Available: http://npin.org/ 
pnews/1998/pnew498/pnew498c.html 

This special report, Drug Prevention: Programs that Work, 
is available for $10.00 per copy. Ordering information is 
provided below. 

Manisses Communications Group publishes The Brown 
University Child and  dolescent Behavior Letter, a 
monthly newsletter available for $97.00 per year. 

208 Governor Street 
Providence, RI 02906 
Internet: http://www.manisses.com/ 

Please call between 9:00 AM and 5:00 PM (EST) to order 
additional copies of this report. Prepayment required on a 
credit card or with a check. For subscription information or 
customer service, call (800) 333-7771 (in U.S. only). 
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Gangs in Schools
 

Gary Burnett
 

Gang culture among young people, in itself, is 
nothing new. Indeed, youth gangs have been a major 
part of the urban cultural landscape since at least the 
1830s, when Charles Dickens described Fagin's 
pack of young boys roaming the streets of London 
in Oliver Twist. 

In the late twentieth century United States, however, 
gangs have taken on a different character and have 
moved into areas unimagined by Dickens. Most 
significantly, they are spreading from inner cities to 
"edge cities"-cities at the outskirts of large urban 
centers-and to suburbs; indeed, while gang activity 
has been stabilizing in urban areas, it has increased 
significantly elsewhere (BodingerdeUriarte, 1993). 
At the same time, gangs have become a growing 
problem in public schools, which historically have 
been considered "neutral turf." 

Characteristics 
of Gangs 

Researchers agree that most gangs share certain 
characteristics. Although there are exceptions, gangs 
tend to develop along racial and ethnic lines, and are 
typically 90 percent male (BodingerdeUriarte, 
1993). Gang members often display their member
ship through distinctive styles of dress-their "col
ors"-and through specific activities and patterns of 
behavior. In addition, gangs almost universally show 
strong loyalty to their neighborhood, often marking 
out their territory with graffiti (Gaustad, 1991). All of 
these representations can be visible in the schools. 

As Gaustad (1991) points out, however, the specif
ics of gang style and activity can vary tremendously 
from gang to gang, and can even change rapidly 
within individual gangs. For instance, African Ameri
can gangs tend to confine their activities to their own 
communities, although the Bloods and the Crips, 
two gangs originating in Los Angeles, now have 

members nationwide. In contrast, Asian gangs often 
travel hundreds of miles from home in order to 
conduct their activities (BodingerdeUriarte, 1993). 
In addition, African American and Hispanic gangs 
are much more likely to display their colors than are 
Asian gangs. Anglo gangs are often made up of 
white supremacists. Gangs can also vary tremen
dously in numbers and age ranges of members. 

The Impact of Gangs 
on Schools 

Despite their high profile in the media, relatively few 
young people join gangs; even in highly impacted 
areas, the degree of participation has rarely ex
ceeded 10 percent. In addition, it has been reported 
that less than 2 percent of all juvenile crime is gang
related (BodingerdeUriarte, 1993). 

Such low numbers, however, may camouflage the 
impact that the presence of gangs has on a school. 
For one thing, they play a significant role in the 
widespread increase of violence in the schools; 
indeed, school violence has steadily increased since 
a 1978 National Institute of Education study, Violent 
Schools-Safe Schools, found that schoolaged 
children were at a higher risk of suffering from 
violence in school than anywhere else (cited in 
Gaustad, 1991). 

Because gangs are, by definition, organized groups, 
and are often actively involved in drug and weapons 
trafficking, their mere presence in school can in
crease tensions there. It can also increase the level 
of violence in schools, even though gang members 
themselves may not be directly responsible for all of 
it; both gang members and nongang members are 
arming themselves with increased frequency. Stu
dents in schools with a gang presence are twice as 
likely to report that they fear becoming victims of 
violence than their peers at schools without gangs 
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(Trump, 1993). Moreover, a 1992 Bureau of Justice 
Statistics survey reports that schools with gangs are 
significantly more likely to have drugs available on 
campus than those without gangs (Bodinger
deUriarte, 1993). In Gaustad's words, gangs create 
a "tenacious framework" within which school 
violence can take root and grow (1991, p.24). 

Far from remaining neutral turf, schools not only 
suffer from gangrelated violence "spilling over" from 
the streets, but are themselves rapidly becoming 
centers of gang activities, functioning particularly as 
sites for recruitment and socializing (Bodinger
deUriarte, 1993; Arthur & Erickson, 1992). An 
interviewbased study by Boyle (1992) suggests that 
gang members see school as a necessary evil at 
best, and at worst as a form of incarceration. 
Although many gang members acknowledge the 
importance of the educational objectives of school, 
school is much more important to them as a place 
for gathering with fellow gang members for socializ
ing and other more violent activities. Significantly, 
Boyle also found that even those gang members who 
had been suspended or had dropped out of school 
could be found on campus with their associates, 
effectively using the school as a gang hangout rather 
than as an educational institution. 

Finally, gangs can spread unexpectedly from school 
to school as students transfer from gangimpacted 
schools to gangfree schools, causing an uninten
tional spillover of gang activity in the new school. 

Why Gangs Develop and Why 
Students Join Them 

Gangs take root in schools for many reasons, but the 
primary attraction of gangs is their ability to respond 
to student needs that are not otherwise being met; 
they often provide youth with a sense of family and 
acceptance otherwise lacking in their lives. In 
addition, gangs may form among groups of recent 
immigrants as a way of maintaining a strong ethnic 
identity. Understanding how gangs meet these 
student needs prepares schools to better respond to 
them. Four factors are primary in the formation of 
juvenile gangs (William Gladden Foundation, 1992): 

•	 First, youth experience a sense of alienation and 
powerlessness because of a lack of traditional 
support structures, such as family and school. 
This can lead to feelings of frustration and anger, 
and a desire to obtain support outside of tradi
tional institutions. 

•	 Second, gang membership gives youth a sense 
of belonging and becomes a major source of 
identity for its members. In turn,gang member
ship affords youth a sense of power and control, 
and gang activities become an outlet for their 
anger. 

•	 Third, the control of turf is essential to the well
being of the gang, which often will use force to 
control both its territory and members. 

•	 Finally, recruitment of new members and expan
sion of territory are essential if a gang is to 
remain strong and powerful. Both "willing" and 
"unwilling" members are drawn into gangs to 
feed the need for more resources and gang 
members. 

Taken together these four factors interact to produce 
gangs that become more powerful and ruthless as 
they work to maintain and expand their sway over 
territory and youth. 

Gangs and School 
Response 

Still, despite the significant influence that gangs have 
upon violence and crime in schools, it would be a 
great disservice to portray them as so potent that 
schools are powerless to respond. Indeed, the 
perception of gangs as omnipotent frequently leads 
schools either to react harshly with overly punitive 
and restrictive actions or to be so intimidated that 
they refrain from taking any action at all. 

What is needed instead is a strategy that mobilizes 
school and community resources to offer viable 
alternatives to youth gang membership. To be 
successful, however, a school's strategy must be 
built upon the abovedescribed sociopsychological 
reasons for why gangs develop and attract youths; in 
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particular, schools must find ways to address 
students' feelings of powerlessness and low self
esteem. A strategy that embodies an understanding 
of "gang psychology" increases the probability that 
gangs will be less able to attract new members and 
retain old members. 

Effective Interactions for 
Combating School Gangs 

The following eight interventions have each been 
shown to be effective on their own, but can also be 
the basis of a comprehensive schoolwide strategy: 

•	 Target students vulnerable to gang recruitment 
for special assistance, particularly through the 
use of peer counselors and support groups. 
Mentoring, conflict resolution programs, and 
tutoring can be particularly effective. 

•	 Establish moral and ethical education, values 
clarification, and conflict resolution as important 
components of the school curriculum. 

•	 Create an inviting school climate where every 
student feels valued. 

•	 Educate all school staff, including support staff, 
about how gangs develop and how to respond 
to them. 

•	 Offer special programs for parents on gangs and 
how to deal with them as a parent. Present 
information in a culturally sensitive way,  and in a 
variety of languages, to reflect the diversity of 
the community. 

•	  Monitor youths who are not enrolled in school 
but "hang out" on or near school property. This 
can help school officials assess the existence of 
gangs in the neighborhood, and anticipate and 
prevent their formation in the school. 

•	 Offer educational programs for students about 
gangs, their destructiveness, and how to avoid 
being drawn into them, preferably in small 
groups where they can express their feelings 
comfortably. 

•	 Provide regular opportunities for students 
individually and/or in small groups to discuss 

their experiences in school and make future 
plans that offer hope and personal rewards. 

Though the above steps offer no magical solution for 
eliminating gangs, they offer valuable interventions 
that may make gangs appear less attractive and 
prepare individual students to more effectively resist 
gang pressure to join with them. 
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Video Games: Research, Ratings, Recommendations
 

Bernard Cesarone
 

Video games have remained popular since their 
introduction in the United States in the 1970s. A 
trend toward increased violence and realism in 
electronic games in the 1980s and 1990s has 
prompted concern from parents and educators. This 
Digest reviews research on the demographics and 
effects of video game playing, discusses game rating 
systems, and offers recommendations for parents. 
For the purpose of this Digest, video games, or 
electronic games, include computer games, games 
on console systems, games in arcades, 
"edutainment" games, and virtual reality games. 

Time Spent Playing 
Electronic Games 

Buchman and Funk (1996) investigated the video 
game-playing habits of 900 children in grades 4 
through 8. According to children's reports, their 
game playing at home steadily decreased from 
grades 4 through 8. For example, about 90% of 
fourth-graders reported playing 1 or more hours 
weekly compared to 75% of eighth-graders. For 
arcades, the trend was reversed. Some weekly 
arcade playing was reported by 50% of fourth-
graders and 75% of eighth-graders. Consistent with 
earlier research, boys reported playing more video 
games per week than girls. 

Two studies sought to determine 11- to 16-year-
olds' game-playing habits. In a study by Fisher (1995), 
25% of adolescents said they visited arcades at least 
once a week, and 18% at least three times per 
week. In a similar study by Phillips et al. (1995), 
77% of children reported sometimes playing video 
games at home, and 24% reported playing every 
day. More than 60% of children reported that they 
played longer than they intended to play. 

Girls' and boys' game-playing habits have been 
addressed by many studies, which have consistently 

found that boys play video games more than girls 
(Buchman & Funk, 1996). 

To assess girls' and boys' game preferences, Funk 
and Buchman classified games into six content catego-
ries: (1) General Entertainment, (2) Educational, (3) 
Fantasy Violence, (4) Human Violence, (5)  onvio-
lent Sports, and (6) Sports Violence. Funk and 
Buchman (1994) found that sixth-grade girls and 
boys did not differ in the proportion of violent games 
they chose as favorites, but that boys were more 
likely than girls to choose sports violence games as 
favorites, and girls were more likely than boys to 
chose fantasy violence games as favorites. Buchman 
and Funk (1996) found that girls were more likely than 
boys to list educational games as favorites, but that 
for both boys and girls, there was a decreasing 
preference for educational games from fourth through 
eighth grade. Violent games remained consistently 
popular across grades for both boys and girls. 

Funk and Buchman (1996a) studied fourth- and 
fifth-graders' responses to gender-related statements 
about video games. Most children agreed that "it's 
OK" for boys and girls to play video games. Among 
fifth-graders, boys were more likely than girls to 
agree that "it's OK" for boys to play video games "a 
lot," and that popular boys play video games. More 
girls than boys thought it possible for a girl to be 
popular and play a lot of video games. The re-
searchers believe that girls perceived themselves to 
have peer approval for moderate amounts of game 
playing, suggesting that the socialization of boys and 
girls is becoming more similar. 

Effects of Playing 
Violent Games 

Calvert and Tan (1994) compared the effects of
 
playing versus observing violent video games on
 
young adults' arousal levels, hostile feelings, and
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aggressive thoughts. Results indicated that college 
students who had played a violent virtual reality 
game had a higher heart rate, reported more dizzi-
ness and nausea, and exhibited more aggressive 
thoughts in a posttest than those who had played a 
nonviolent game. 

A study by Irwin and Gross (1995) sought to 
identify effects of playing an "aggressive" versus 
"nonaggressive" video game on second-grade boys 
identified as impulsive or reflective. Boys who had 
played the aggressive game, compared to those who 
had played the nonaggressive game, displayed more 
verbal and physical aggression to inanimate objects 
and playmates during a subsequent free play session. 
Moreover, these differences were not related to the 
boys' impulsive or reflective traits. 

Kirsh (1997) also investigated the effects of playing 
a violent versus a nonviolent video game. After 
playing these games, third- and fourth-graders were 
asked questions about a hypothetical story. On three 
of six questions, the children who had played the 
violent game responded more negatively about the 
harmful actions of a story character whose intent 
was ambiguous than did the other children. These 
results suggest that playing violent video games may 
make children more likely to attribute hostile inten-
tions to others. 

Based on a review of video game research in the 
1980s and 1990s, Funk, Germann, and Buchman 
(1997) state that there is insufficient laboratory 
research to support strong causal statements about 
the effects of playing violent video games on 
children's aggression. They note, however, that in 
studies that use behavioral observation to measure 
aggression, trends suggest some increases in aggres-
sion after children play or watch violent games. 
However, these trends are not so clear in studies 
that use other measures of aggression (e.g., measur-
ing children's willingness to help or hurt another child). 

Other Effects 

Funk and Buchman (1994) administered to sixth-

graders a perceived self-competence profile and a
 
questionnaire about their game-playing habits and
 

preferences. Results indicated that for boys, but not 
for girls, a stronger preference for each of three 
types of violent games was associated with lower 
self-competence scores in one or more develop-
mentally important areas, including academic, 
interpersonal, and behavioral skills. In another study, 
Funk and Buchman (1996b) examined the effect of 
playing violent video games on adolescents' self-
concepts. Again, a questionnaire identified seventh-
and eighth-graders' game-playing habits, and a self-
confidence profile was administered. Results indi-
cated that for girls, but not for boys, more time spent 
playing video games was associated with lower self-
concept scores. 

Funk, Germann, and Buchman (1997) identify other 
positive and negative effects and some additional 
uses of video games. Video game related seizures 
(VGRS) and musculoskeletal injuries are rare 
occurrences that typically disappear with abstention 
from further game playing. Increased cardiovascular 
activity associated with game playing may occur and 
can be detrimental for individuals with undiagnosed 
cardiovascular problems or beneficial for individuals 
who are otherwise sedentary. Playing video games 
may also facilitate language development in autistic 
children and can be used in play therapy for inhibited 
children. 

Ratings 

The Video Game Rating Act of 1994 established a 
commission to promulgate a video game rating 
system unless the video game industry itself estab-
lished a voluntary system within 1 year. At least two 
ratings systems were established in response to this 
legislation. The Recreational Software Advisory 
Council (RSAC), a nonprofit organization, devel-
oped a content-based system. Ratings are derived 
from manufacturers' responses to a complex ques-
tionnaire. For each product, a score of 0 (lowest) to 
4 (highest) is provided for categories of violence, 
nudity/sex, and language. 

The Entertainment Software Rating Board (ESRB) 
produced a rating system in which game products 
are rated by independent raters. The ratings include 
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five age-based categories (Everyone, Early Child-
hood, Teen, Mature, Adults Only) plus content 
descriptors. 

Of course, rating systems are valuable only if they 
are used. Fallas (1996) surveyed parents who had 
purchased at least one console video game over the 
past year for their children ages 6 through 20. Only 
34% of parents were familiar with the ESRB rating 
system, although 80% said a rating system was 
needed. Those parents with the youngest children 
were most aware of and most often used the ESRB 
rating system. 

Recommendations 

Many parents attempt to manage their children's 
television-viewing habits. Parents can similarly 
manage their children's electronic game-playing 
experiences (Funk & Buchman, 1994) when they: 

•	 know the content and procedures of their 
children's games; 

•	 read the literature that accompanies video game 
products; 

•	 discuss game content with their children; 

•	 pay attention to video game rating systems; 

•	 observe their children playing the games and 
periodically play their children's games; 

•	 establish explicit game-playing guidelines, 
including limiting their children's game-playing 
time; 

•	 educate their children about the differences 
between media and real-life violence; and 

•	 for arcade game playing, assure that there is 
adult supervision. 

Because research on the effects of playing electronic 
games is not definitive, further studies are necessary. 
Meanwhile, professionals can work to educate the 
public about rating systems, about issues related to 
violence and children's development, and about the 
importance of parental supervision of their children's 
media experiences. 

For More
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Helping Young Children Make New Friends at School
 

Ann-Marie Clark
 

Entering a new school can be a frightening experi
ence for a young child, whether it is caused by a 
family's moving or comes as the child begins pre
school or kindergarten. Apprehension about making 
friends is often a central issue. Children may be 
afraid that no one will play with them at recess or sit 
next to them at lunch. The situation sometimes 
becomes more difficult because children may be 
reluctant to talk about these feelings with parents or 
teachers. However, parents can act positively to 
help children develop new friendships in new 
situations. 

What Parents 
Can Do 

Acknowledge the child's feelings. It is helpful to 
listen carefully to children when they are discussing 
their feelings about friends. It may be more helpful to 
accept their feelings as part of a legitimate concern 
than to tell children not to be so concerned or to 
think about something else. The use of the word 
"should" can be especially problematic. Children 
may have difficulty knowing how to deal with their 
feelings if they are told what they "should" or 
"should not" feel about making new friends. Instead, 
parents may choose to reply by restating what they 
hear their child saying. For example, when a child 
expresses concern about going out to recess with no 
one to play with, the parent might first say, "I can tell 
you are worried about recess tomorrow." 

Make a plan together. A first step is to ask the 
child who they would like to have as a friend. Then 
the parent might arrange to invite the prospective 
friend for afterschool play or may choose to enroll 
their child in extracurricular activities with the 
prospective friend. Parents may wish to volunteer to 
work in scouts or 4H, or coach sports, so that they 
might facilitate their child's interactions with others. 

Accept the challenge. Parents can become good 
role models in solving problems. They can help 
children see that the problem of making friends in a 
new classroom, although sometimes difficult, can be 
tackled. Talking about possible solutions with the 
child may be an ongoing useful strategy. Helping the 
child understand that if one course of action does 
not work, another can be tried, offers the child 
reassurance that the problem will eventually be 
resolved. 

Show empathy. Parents might think of a time when 
they were in a similar situation and tell their child 
how they felt. It might be helpful for them to let the 
child know that they experienced the same fears 
about making friends on a new ob. They can share 
with the child what they did to overcome their fear 
and make new friends. 

Give it time. It might be helpful to explain to the 
child that friendships take time to form. Time in
vested by parents in helping children make friends 
can be time well spent. 

Helping Newcomers 

Studies show that newcomers to children's groups 
often "hover" around the group in the beginning. 
Gradually newcomers will try to enter the group as 
they gain more information and confidence. It can be 
helpful if an adult temporarily oins the group and 
invites in the newcomer. This is more effective if it 
occurs naturally as part of an ongoing activity. In this 
way, the adult models acceptance of the newcomer 
and creates a situation in which the newcomer can 
make a meaningful contribution. Effective social 
skills are developed best in active social situations. 

Sometimes the adult can forewarn a particular child 
who has good social skills about the newcomer to 
ensure that a "leader" will accept the child and 
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model the inclusive behavior for the children. Assign
ing the newcomer to a "buddy" to show him or her 
around and explain procedures is also helpful. When 
children are given opportunities to work together to 
solve problems, they are often better able to de
velop effective social skills in situations that ulti
mately contribute to making friends. 

Conclusion 

Feelings of anxiety are normal when entering an 
unfamiliar environment, such as beginning a new 
school, particularly when friendships have not yet 
been formed. Parents can support children in 
working through these feelings and in making new 
friends in their new school. 

Source 

Asher, S., & Williams, G. ( 993). Childrenpwithout
 
friends,pPartpI:pTheirpproblemsp[Online]. Available:
 
http://www.nncc.org/Guidance/
 
dc26 wo.friends .html [ 996, February].
 

For More 
Information 

Ladd, G.W. ( 990). Having friends, keeping 
friends, making friends, and being liked by peers in 
the classroom: Predictors of children's early ad ust
ment? ChildpDevelopment,p6I,p 08  00. 

Oden, S., & Asher, S. R. ( 977). Coaching children 
in social skills for friendship making. ChildpDevelop
ment,p48,p495506. 

Parker, J. G., & Asher, S. R. ( 987). Peer relations 
and later personal ad ustment: Are lowaccepted 
children at risk? PsychologicalpBulletin,pI02, 357
389. 

Parker, J. G., & Asher, S. R. ( 993). Beyond group 
acceptance: Friendship and friendship quality as 
distinct dimensions of peer ad ustment. In W. H. 
Jones & D. Perlman (Eds.), Advancespinppersonal 
relationshipsp(Vol. 4). London: Kingley. 

Source of This 
Document 

AnnMarie Clark. Helping Young Children Make 
New Friends at School. ParentpNews [Online], 
4(9). Available: http://npin.org/pnews/ 998/ 
pnew998/inte998a.html 

2
 

http://npin.org/pnews
http://www.nncc.org/Guidance


 

1

��������� 

Enriching Children's Out-of-School Time
 

Lillian Coltin
 

School-age children between the ages of 5 and 14 
spend up to 80% of their time out of school. These 
hours represent an opportunity to help children 
grow and acquire important social, emotional, 
cognitive, and physical skills and to help them 
develop lifelong interests. This time can also be 
used to provide support for the academic challenges 
faced by children each day in school. 

What Is an Enrichment 
Program? 

The National School-Age Care Alliance (NSACA) 
Quality Standards (Roman, 1998) describe the best 
practices in out-of-school time programs. The 
NSACA standards specify that "children [should] 
have a chance to join enrichment activities that can 
promote basic skills and higher-level thinking." 
Examples of enrichment activities include group 
work on science projects, math games, and the 
study of plants and animals, and opportunities to 
create a newspaper, write a play, tackle homework, 
use computers, or participate in special interest 
groups or clubs. High-quality programs also pro-
vide time and space for children to become involved 
in long-term projects and productions (Roman, 1998). 

This Digest examines two broad categories of 
enrichment programs-extracurricular and academic 
enrichment-and discusses program funding oppor-
tunities. 

Extracurricular 
Activities 

The theory of multiple intelligences developed by 
Gardner (1993) broadens our view of how humans 
learn and realize their potential. Classroom instruc-
tion focuses chiefly on logical/mathematical intelli-
gences. By tapping into the underutilized intelli-
gences, such as musical intelligence, extracurricular 

activities can encourage the development of skills 
and interests not fully nurtured during the school day. 
Extracurricular activities appear to provide leader-
ship and social skills development. These skills have 
been shown to lead to greater self-esteem and 
higher aspirations in both current academic situations 
and in the pursuit of long-term careers (Carns et al., 
1995). 

While lessons and extracurricular classes have 
always been a part of the lives of affluent suburban 
children, more attention is now focused on the 
importance of "enrichment" programming in the 
lives of all children (U.S. Department of Education 
& U.S. Department of Justice, 1998). 

Provision of extracurricular activities varies. After-
school programs may offer "extra" one-day-a-week 
clubs that encourage children to pursue a special 
interest such as photography, chess, or hands-on 
math and science projects. These activities may be 
provided by regular program staff, volunteers, or 
invited "experts" from community museums, art 
centers, or music schools. 

For example, in Santa Fe, New Mexico, the Art 
Moves Us program uses the talents of more than 
750 local youth, ages 7-23, to research, design, 
plan, and render public murals. By contributing to a 
collaborative team of other youth and adult artists, 
young people learn about the techniques of working 
in a particular medium and transforming ideas about 
life in their community to images that are displayed 
on public transportation and city vehicles (Heath & 
Roach, 1998). The Virtual Y, a collaboration of the 
YMCA, schools, and the PTA, has brought the Y's 
traditional curriculum to New York City schools. 
Grounded in literacy-building activities, children also 
use the gym and other facilities within the school 
building (U.S. Department of Education & U.S. 
Department of Justice, 1998). 
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These creative partnerships between after-school 
programs, schools, and community organizations are 
increasing the availability of extracurricular activities 
for all school-age children. 

Another way to challenge children and youth after 
school is to deepen their learning about themselves, 
their community, and the world beyond.  Mentoring 
and service learning can provide youth with the 
opportunity to explore a variety of work environ-
ments. In addition, students who have not per-
formed well academically in school may find an area 
in which they feel competent (Miller, 1998). Citizens 
Schools, a not-for-profit corporation, successfully 
combines both mentoring and service. Through its 
Apprenticeship Curriculum, children work directly 
with Boston's best  performers, artisans, and 
tradespeople. These mentors help youth to develop 
high-quality, useful products or inspirational perfor-
mances that are a service to their community (U.S. 
Department of Education & U.S. Department of 
Justice, 1998). 

Academic Enrichment 
Programs 

Increasingly, parents want after-school programs to 
provide homework help. O'Connor and McGuire 
(1998) caution, however, that a balance  between 
remedial tasks and informal learning is needed to 
motivate and challenge children. After a full school 
day, children need time to blow  off steam, have 
snacks, play with friends, and build consistent 
relationships with caring and competent adults. 
These hours provide not only a time to address the 
day-to-day needs of completing homework and 
practicing academic skills, but also an opportunity to 
develop talents and hobbies to enrich children's 
lives over the long term. 

LA's BEST-"Better Educated Students for Tomor-
row"-takes the mandate of "balance" seriously. 
While the overall program goal is to increase edu-
cational achievement for 5,000 children in the Los 
Angeles Unified School District, many enrichment 
activities, involving computers, music, science fairs, 
camping, video productions, and field trips, are 

offered. A 1995 study by the UCLA Center for the 
Study of Evaluation found that children participat-
ing in LA's BEST showed more improvement in 
grades than children in a control group (Brooks, 
Mojia, & Land, 1995). 

At a time when basic skills development, calls for 
academic excellence, and standardized testing are 
increasingly in the forefront of school reform, 
academic enrichment programs are increasing in 
number. Voyager, Sylvan Learning System's 
Mindsurfing USA, and EXPLORE are for-profit 
companies providing school districts with prepack-
aged, school-led or teacher-led curricula that can 
extend the school day for up to 3 hours. The 
military, the largest provider of out-of-school time 
programs, has also established homework centers as 
part of the mentoring, intervention, and support 
services provided to children and youth during 
parental work hours. The training of program staff 
and volunteers to implement these academic 
programs is key for their success. The BELL 
Foundation, which provides tutoring for low-income 
children, requires tutors to attend a 2-day orienta-
tion plus monthly training workshops (O'Connor & 
McGuire, 1998). 

Funding 

Enrichment programs are usually fee based and most 
accessible to middle- and upper-income families. 
The MOST (Making the Most of Out-of-School 
Time) Initiative, however, has demonstrated that 
community collaboration can increase options to 
extend out-of-school time opportunities to all 
children. The cities of Boston, Chicago, and Seattle 
have developed innovative funding strategies to 
support enrichment programs (Halpern, 
Spielberger, & Robb, 1998). For example, the 
Boston 2:00-to-6:00 Initiative supported new 
programs located in the public schools, leveraged 
over $3 million from public and private sources to 
help expand the number of children served, and 
worked with the Private Industry Council to create 
over 600 after-school jobs for high school students. 

Tucson's Art WORKS, a summer job training 
program for at-risk teens, illustrates how the budgets 
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of various public agencies may be redirected to 
support an arts program. A recent Art WORKS 
project aimed at improving public housing neighbor-
hoods paid youth to design, construct, and install 
100 mosaics on the exterior of a 34-unit apartment 
building, permanently replacing the graffiti that 
plagued the complex. The following funding streams 
support this program: Tucson Transportation De-
partment, Community Development Block Grant, 
U.S. Department of Housing and Urban Develop-
ment (HUD), Housing Rehabilitation Funds, Drug 
Prevention Funds, City of Tucson golf tax, School 
Title I funding and construction budgets, Pima 
County Parks and Recreation, Highway User 
Revenue Fund, and private corporations and 
foundations. 

The 21st Century Community Learning Centers 
program, funded through the U.S. Department of 
Education, enables schools to stay open longer; 
offers safe havens for children; and provides inten-
sive tutoring in basic skills, drug and violence 
prevention, and counseling. The program also 
provides opportunities to participate in supervised 
recreation; chorus, band, and the arts; technology 
education; and programs and services for children 
and youth with disabilities.Aprivate partnership 
through the MOTT Foundation supports and trains 
the staff of these programs (U.S. Department of 
Education & U.S. Department of Justice, 1998). 

Conclusion 

Out-of-school time programs provide opportunities 
for young adolescents to learn skills that are not 
usually acquired in school, such as athletic and 
artistic performance skills. Programs may also 
extend and enrich academic skills by enabling 
participation in a debate club or computer club. In 
some cases, these experiences lead to lifelong 
interests or careers. But perhaps more importantly, 
the sense of competence and affiliation that can 
flourish during out-of-school time provides the best 
reason for enrichment programs (Miller, 1998). 
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Does Moving Have a Harmful Impact on Children?
 

In today's society of downsizing and mergers, 
families often face the prospect of moving to find or 
keep their jobs. According to recent U. S. Census 
Bureau data, each year more than 9 million children 
are uprooted as 17 percent of American families 
change residence. Is this harmful to children? 

In seeking the answer to this question, research has 
shown that: 

•	 Moving can produce effects later in life for at-
risk children who lag in school, have social 
adjustment problems, or who move because of 
family crises such as divorce. 

•	 Among most children, moving strains are often 
short-term, although adolescents are hit hardest. 

•	 At-risk children given specialized attention in 
their new school adapt better than those left to 
fend for themselves. 

Adolescents appear to be affected most because of 
the importance of peer relationships during this time. 
The researchers found that adolescents were 
concerned most about leaving friends and not 
graduating from high school with their old class-
mates. In addition, adolescents who felt rejected 
after a move were found to lose self-esteem and 
were then less likely to participate in extracurricular 
activities, thus further isolating themselves in the new 
community. 

However, these researchers point out that parents 
must be cautious about overestimating the risk of 
moving. In general, the short-term strains of moving 
disappear, so parents shouldn't overreact, such as 
by holding their child back a grade in the new school 
if the child's grades are fine. 

Suggestions for adults when re-locating a family: 

•	 Give adolescents three months' notice of an 
upcoming move; 

•	 Minimize other upheavals in family life; 

•	 Involve the children in the move with projects, 
such as gathering information about the new 
location; 

•	 Move during the summer, if possible, to minimize 
school stresses; 

•	 Be aware of your own stress level and don't 
take on more than you can handle; and 

•	 Help teenagers explore social opportunities in 
the new environment and resist the temptation to 
be overprotective. 

(Source: "Moving Appears Hardest on Adoles-
cents." APA Monitor, August 1996, p. 10.) 
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Factors That Inhibit Risky Student Behavior
 

ERIC Clearinghouse on Educational Management
 

The largest, most comprehensive survey of adoles "The home environment plays a major role in 
cents ever undertaken in the United States provides shaping negative health outcomes among adoles
a blueprint regarding what factors tend to protect cents," said Michael Resnick, lead author of an 
kids from engaging in harmful behaviors. Congres article published in the JournalAofAtheA meri
sionally mandated and federally funded, the Na canAMedicalA ssociationAabout the study and 
tional Longitudinal Study of  dolescent Health ( dd professor of Maternal and Child Health and 
Health) was conducted by researchers at the Pediatrics at the University of Minnesota. 
University of Minnesota and the University of North "When adolescents do not have access to 
Carolina at Chapel Hill. The study was conducted in alcohol and drugs in their homes, they are less 
three phases.  pproximately 90,000 students in likely to use them." 
grades 7 through 12 from 145 schools across the 
country participated in phase one. In this phase 
students answered brief questionnaires that polled 
them about themselves and their lives, including their 
health, friendships, selfesteem, and expectations for 
the future.

• GunsAandAViolence: Similarly, adolescents living 
in homes where guns are kept are more likely to 
be involved in violent behavior and more likely 
to attempt or contemplate suicide.  dd  Health 
data show that a significant number of children 
across  merica-almost one quarter of those 

 In the second phase, about 20,000 students and surveyed in this study-have easy access to 
their parents were interviewed in their homes. The guns at home. Over 12 percent of those inter
final phase of the study-not yet reported-re viewed indicated that they had carried a weapon 
peated the interviews a year later. The effects of during the previous 30 days. Fully one quarter 
gender, race, ethnicity, family structure,  and poverty of those interviewed reported that they had been 
status were controlled for by the researchers. a victim of violent behavior. 

 Preliminary analysis of the  dd Health survey • School: Students' feeling of connectedness to 
indicates that "a feeling of personal connection to school-that is their feelings that teachers treat 
home, family and school is crucial for protecting students fairly, that they feel close  to people at 
young people from a vast array of risky behaviors, school and that they are a part of school-is 
such as cigarette, alcohol, and marijuana use, violent protective against every healthrisk behavior 
behavior, suicide, and sexual activity." examined. Health behaviors and outcomes, as a 

rule, were not related to structural characteristics 
 Major findings of the study include the following: of schools-how big the school is, the teacher

• HomeAenvironmentAandAillicitAsubstances:AThe 
mere presence of drugs, alcohol, or tobacco in 

student ratio, teaching experience, and the 
grade range of the school.

the home increases the likelihood of adolescents  The ConditionAofAEducationA1997 report 
using these substances and of engaging in risky further confirms   dd Health's conclusions-
behaviors.  lcohol was readily available in over students who are more involved in school are 
a quarter (27.8 percent) of respondents' less likely to engage in risky behavior. Their 
homes. One in three adolescents reported that report states that students who planned to 
cigarettes were easily available in the home. complete four or more years of college were less 
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likely to report alcohol, marijuana, or cocaine 
use in the past year than those with no plans to 
continue their education. 

•	 Sex:A dolescents who report a sense of con
nectedness to parents, family, and school, and 
who have a higher gradepoint average are more 
likely than their peers to delay having sexual 
intercourse.  dolescents who delay first inter
course are also more likely to have taken a 
pledge to remain virgins until they are married 
and to report that their parents disapprove of 
them having sex and using contraception. 

Compared with those who have been pregnant, 
sexually experienced girls who have not been 
pregnant are more likely to have delayed their 
first age of intercourse, to have used effective 
contraception at both their first and most recent 
intercourse, to perceive negative consequences 
of becoming pregnant, and to report being more 
involved in activities with their parents. 

"If parents don't want their teenagers to have 
sex, they should make sure their teenagers 
understand and hear loud and clear that they 
don't want them to have sex," said Resnick. "But 
if these kids are having sex, our study confirms 
the benefits of contraception." 

•	 StudentsAwhoAareAoutAofA'synch':AThe survey 
found that adolescents who physically appear 
either older or younger than their peers are more 
likely to experience negative health outcomes. 
Seventh and eighth graders who felt they looked 
younger than their peers reported experiencing 
more emotional distress than did their peers. 
Repeating a grade or appearing older than 
classmates predisposed adolescents to depres
sion, suicidal thoughts and suicide attempts, 
violence, substance use, and earlier age of 
sexual activity. 

"The problem of school failure is all the more 
critical when one realizes that more than one in 
five young people have been held back at least 
one year in school," said Robert Blum, profes
sor and director of Minnesota's dolescent 

Health Program and a study coinvestigator. 
" cademic success is protective against many 
health risks, and school failure is strongly 
associated with nearly all risk behaviors." 

•	 Religion:A mong the nearly 85 percent of those 
surveyed who reported having a religion, the 
perceived importance of religion and prayer was 
protective. Those who said religion and prayer 
were important to them tended to have a later 
age of sexual debut and were also less likely to 
use all substances. ( dd Health Web site: http:// 
www.cpc.unc.edu/projects/addhealth/ 
home.html) 

Source of This 
Document 

ERIC Clearinghouse on Educational Management. 
(2001). FactorsAThatAInhibitARiskyAStudent 
Behavior.ATrends and Issues: Social and Economic 
Context. vailable: http://eric.uoregon.edu/ 
trends issues/socecon/10.html 
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Joint message from the Secretary, U.S. Department of Education and the Director, U.S. 
Secret Service 

Littleton, Colorado; Springfield, Oregon; West Paducah, Kentucky; Jonesboro, Arkansas.  These 
communities have become familiar to many Americans as the locations where school shootings have 
occurred in recent years. School shootings are a rare, but significant, component of school violence in 
America. It is clear that other kinds of problems are far more common than the targeted attacks that have 
taken place in schools across this country.  However, each school-based attack has had a tremendous and 
lasting effect on the school in which it occurred, the surrounding community, and the nation as a whole.  In 
the aftermath of these tragic events, educators, law enforcement officials, mental health professionals, 
parents, and others have asked: “Could we have known that these attacks were being planned?” and, “What 
can be done to prevent future attacks from occurring?” 

In June 1999, following the attack at Columbine High School, our two agencies--the U.S. Secret Service and 
the U.S. Department of Education--launched a collaborative effort to begin to answer these questions.  The 
result was the Safe School Initiative, an extensive examination of 37 incidents of targeted school shootings 
and school attacks that have occurred in the United States beginning with the earliest identified incident in 
1974 through June 2000. The focus of the Safe School Initiative was on examining the thinking, planning, 
and other behaviors engaged in by students who carried out school attacks.  Particular attention was given to 
identifying pre-attack behaviors and communications that might be detectable--or “knowable”--and could 
help in preventing some future attacks. 

The Safe School Initiative was implemented through the Secret Service’s National Threat Assessment Center 
and the Department of Education’s Safe and Drug-Free Schools Program.  The Initiative drew from the 
Secret Service’s experience in studying and preventing assassination and other types of targeted violence and 
the Department of Education’s expertise in helping schools facilitate learning through the creation of safe 
environments for students, faculty, and staff. 

This document, the Safe School Initiative’s final report, details how our two agencies studied school-based 
attacks and what we found. Some of the findings may surprise you. It is clear that there is no simple 
explanation as to why these attacks have occurred. Nor is there a simple solution to stop this problem.  But 
the findings of the Safe School Initiative do suggest that some future attacks may be preventable, if those 
responsible for safety in schools know what questions to ask, and where to uncover information that may help 
with efforts to intervene before a school attack can occur. 

Since it began in June 1999, our partnership has been a tremendous asset to each of our respective agencies 
and vital to the success of this study. It is our hope that the information we present in this final report is 
useful to those of you on the front lines of this problem – the administrators, educators, law enforcement 
officials, and others with protective responsibilities in schools – and to anyone concerned with children’s 
safety. We encourage all of you in your efforts to keep our nation’s children safe in school and hope this 
report helps you in those efforts. 

Rod Paige Brian L. Stafford 

Secretary Director 
U.S. Department of Education U.S. Secret Service 
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CHAPTER I 

INTRODUCTION: THE SAFE SCHOOL INITIATIVE 

Littleton, Colorado; Springfield, Oregon; West Paducah, Kentucky; Jonesboro, Arkansas.  These 
communities have become familiar to many Americans as among the locations of those schools where 
shootings have occurred nationwide in recent years. In the aftermath of these tragic events, educators, law 
enforcement officials, mental health professionals and parents have pressed for answers to two central 
questions: “Could we have known that these attacks were being planned?” and, if so, “What could we have 
done to prevent these attacks from occurring?” 

This publication, The Final Report and Findings of the Safe School Initiative: Implications for the Prevention 
of School Attacks in the United States, is a recent product of an ongoing collaboration between the U. S. 
Secret Service and the U. S. Department of Education to begin to answer these questions.[1]  It is the 
culmination of an extensive examination of 37 incidents of targeted school violence that occurred in the 
United States from December 1974 through May 2000.[2] 

The Safe School Initiative 

Following the attack at Columbine High School in April 1999, the Secret Service and the Department of 
Education initiated, in June 1999, a study of the thinking, planning and other pre-attack behaviors engaged in 
by attackers who carried out school shootings.  That study, the Safe School Initiative, was pursued under a 
partnership between the Secret Service and the Department of Education, and implemented through the 
Secret Service’s National Threat Assessment Center and the Department of Education’s Safe and Drug-Free 
Schools Program. In its execution, the Safe School Initiative drew from the Secret Service’s experience in 
studying and preventing targeted violence and from the Department of Education’s expertise in helping 
schools facilitate learning through the creation of safe environments for students, faculty and staff. 

The objective of the Safe School Initiative was to attempt to identify information that could be obtainable, or 
“knowable,” prior to an attack. That information would then be analyzed and evaluated to produce a factual, 
accurate knowledge base on targeted school attacks.  This knowledge could be used to help communities 
across the country to formulate policies and strategies aimed at preventing school-based attacks. 

Key features of the Safe School Initiative were its focus on “targeted” school violence and its adaptation of 
earlier Secret Service research on assassination for its examination of incidents of school-based attacks. 

Defining “Targeted” School Violence 

The Safe School Initiative examined incidents of “targeted violence” in school settings–school shootings and 
other school-based attacks where the school was deliberately selected as the location for the attack and was 
not simply a random site of opportunity. The term “targeted violence” evolved from the Secret Service’s five-
year study of the behavior of individuals who have carried out, or attempted, lethal attacks on public officials 
or prominent individuals. That study, the Secret Service’s Exceptional Case Study Project (ECSP), was 
initiated in 1992 under funding provided by the U. S. Department of Justice, Office of Justice Programs’ 
National Institute of Justice. 

The focus of the ECSP study was an operational analysis of the thinking and behavior of those who have 
assassinated, attacked or tried to attack a national public official or public figure in the United States since 



1949. The ECSP defined “targeted violence” as any incident of violence where a known or knowable 
attacker selects a particular target prior to their violent attack.[3]  The purpose of the ECSP was to generate a 
better understanding of attacks against public officials that, in turn, would help Secret Service agents in their 
investigations of threats toward the president and others they protect and in the prevention of harm to these 
protected officials. [4] 

The ECSP sought to identify what information might be knowable prior to an attack and to better enable 
intervention before an attack occurred. Findings from the ECSP helped to dispel several myths and 
misconceptions about assassination.  

In addition to the ECSP’s particular focus on incidents involving attacks on public officials and prominent 
individuals, other types of violence in which a victim is targeted specifically include assassinations, stalking, 
some forms of domestic violence, some types of workplace violence, and some types of school violence.  In 
the case of targeted school violence, the target may be a specific individual, such as a particular classmate or 
teacher, or a group or category of individuals, such as “jocks” or “geeks.”  The target may even be the school 
itself. 

The Secret Service Threat Assessment Approach 

The findings of the ECSP also led to the Secret Service’s development of a more thorough and focused 
process for conducting threat assessment investigations.  As part of its mission, the Secret Service is 
responsible for protecting the president and vice president of the United States and their families and certain 
national and international leaders, all of whom are referred to as “protectees.”  The Secret Service provides 
this protection by means of two distinct yet complementary strategies: the use of physical measures--
including magnetometers, armored vehicles, perimeters of armed agents, and canine units--that are designed 
to both deter potential attacks and serve as protective barriers in the event someone tries to attack; and a 
second, far less visible component known as threat assessment.  

Threat assessment is a process of identifying, assessing and managing the threat that certain persons may 
pose to Secret Service protectees.  The goal of threat assessment is to intervene before an attack can occur.  
The threat assessment process involves three principal steps–all before the person has the opportunity to 
attack: 

• identifying individuals who have the idea or intent of attacking a Secret Service protectee; 
• assessing whether the individual poses a risk to a protectee, after gathering sufficient information from 

multiple sources; and, 
• managing the threat the individual poses, in those cases where the individual investigated is determined 

to pose a threat. 

The Secret Service considers threat assessment to be as important to preventing targeted violence as the 
physical measures it employs. 

In 1998, the Secret Service established the National Threat Assessment Center, an entity within the Secret 
Service that is dedicated to continuing efforts agency-wide to better understand and prevent targeted 
violence, and to share this developing knowledge with other constituencies responsible for public safety and 
violence prevention. Adaptation of its threat assessment protocols for use in addressing the problem of 
school-based attacks is the most recent of the Secret Service’s initiatives to share this body of knowledge and 
expertise with other constituencies engaged in developing strategies to address targeted violence issues.  In 
the late 1990s, the Secret Service and the Justice Department’s National Institute of Justice joined forces to 
make information on the Secret Service’s threat assessment protocols available to a wider law enforcement 
audience. Protective Intelligence & Threat Assessment Investigations:  A Guide for State and Local Law 



 

Enforcement Officials, released in July 1998, offers state and local police officials insights into the elements 
of carrying out and evaluating the findings of threat assessment investigations.[5] 

In addition, since the release of the Safe School Initiative Interim Report in October 2000, personnel from the 
Secret Service and the Department of Education have given over 100 seminars and briefings on the study to 
thousands of educators, law enforcement officials, mental health professionals and others across the United 
States. Several questions and discussion points raised by seminar attendees have been addressed in this final 
report. 

Finally, the Department of Education and the Secret Service currently are completing work on a guide to 
investigating and responding to threats in schools. The guide is scheduled for publication in 2002.  The guide 
will include recommendations for investigating and evaluating threats and other behaviors of concern in 
school; address considerations for developing policies and capacity to support threat assessment efforts in 
schools; and provide suggestions for approaches schools can adopt to foster school environments that reduce 
threats of targeted violence. 

The Prevalence of Violence in American Schools 

Public policymakers, school administrators, police officials and parents continue to search for explanations 
for the targeted violence that occurred at Columbine High School and other schools across the country, and 
seek assurance that similar incidents will not be repeated at educational institutions in their communities.  
While the quest for solutions to the problem of targeted school violence is of critical importance, reports from 
the Department of Education, the Justice Department and other sources indicate that few children are likely to 
fall prey to life-threatening violence in school settings.[6] 

To put the problem of targeted school-based attacks in context, from 1993 to 1997 the odds that a child in 
grades 9-12 would be threatened or injured with a weapon in school were 7 to 8 percent, or 1 in 13 or 14; the 
odds of getting into a physical fight at school were 15 percent, or 1 in 7.[7]  In contrast, the odds that a child 
would die in school–by homicide or suicide–are, fortunately, no greater than 1 in 1 million.[8]  In 1998, 
students in grades 9-12 were the victims of 1.6 million thefts and 1.2 million nonfatal violent crimes, while in 
this same period 60 school-associated violent deaths were reported for this student population.[9] 

The findings of the Safe School Initiative’s extensive search for recorded incidents of targeted school-based 
attacks underscore the rarity of lethal attacks in school settings.  The Department of Education reports that 
nearly 60 million children attend the nation’s 119,000+ schools.[10]  The combined efforts of the Secret 
Service and the Department of Education identified 37 incidents of targeted school-based attacks, committed 
by 41 individuals over a 25-year period.[11] 

Nevertheless, the impact of targeted school-based attacks cannot be measured in statistics alone. While it is 
clear that other kinds of problems in American schools are far more common than the targeted violence that 
has taken place in schools in this country, the high-profile shootings that have occurred in schools over the 
past decade have resulted in increased fear among students, parents and educators.  School shootings are a 
rare, but significant, component of the problem of school violence.  Each school-based attack has had a 
tremendous and lasting effect on the school in which it occurred, the surrounding community and the nation 
as a whole. In the wake of these attacks, fear of future targeted school violence has become a driving force 
behind the efforts of school officials, law enforcement professionals and parents to identify steps that can be 
taken to prevent incidents of violence in their schools. 

Methodology 



 

The Secret Service and the Department of Education began work on the Safe School Initiative in June 1999. 
Research protocols employed in carrying out and analyzing the findings of this work reflect an adaptation of 
the ECSP operational approach to examining targeted attacks against public officials and prominent 
individuals. Researchers used a similar operational focus for the Safe School Initiative to develop 
information that could be useful to schools in better understanding and preventing targeted violence in school 
settings. The emphasis of the study was on examining the attackers’ pre-incident thinking and behavior, to 
explore information that could aid in preventing future attacks. 

For the purposes of this study, an incident of targeted school violence was defined as any incident where (i) a 
current student or recent former student attacked someone at his or her school with lethal means (e.g., a gun 
or knife); and, (ii) where the student attacker purposefully chose his or her school as the location of the 
attack. Consistent with this definition, incidents where the school was chosen simply as a site of opportunity, 
such as incidents that were solely related to gang or drug trade activity or to a violent interaction between 
individuals that just happened to occur at the school, were not included. 

Under the study’s research strategy, each incident of targeted violence was assigned to a study review team 
comprised of criminal investigators and social science researchers. At least two reviewers were assigned to 
each incident. 

The Secret Service and the Department of Education made every effort to ensure that the Safe School 
Initiative would produce information that would be useful for school administrators, educators, law 
enforcement officials and others working with schools.  To that end, researchers consulted regularly with 
experts in the fields of education, school violence and juvenile homicide, among others, in the course of 
developing the study design and protocols. Feedback from these various experts was incorporated into the 
final study design. 

The Study Population 

Researchers from the Secret Service and the Department of Education initiated their study of targeted school 
violence with an extensive search for information that would identify incidents of targeted school violence 
that have occurred in the United States. Beginning with June 2000 and working back in time, researchers 
explored all relevant, searchable databases maintained in the public domain or available by subscription, such 
as public news databases and professional publications, to identify incidents meeting the definition of the 
study population. Researchers also consulted with law enforcement officials and school violence experts to 
develop leads on incidents of school violence that might meet the criteria for inclusion in the study 
constituency. 

In the end, researchers identified 37 incidents of targeted school violence involving 41 attackers that occurred 
in the United States from 1974, the year in which the earliest incident identified took place, through June 
2000, when data collection for the study was completed.[12]  The school-based attacks included in the Safe 
School Initiative represent all of the incidents of targeted school violence meeting the study criteria that 
Secret Service and Department of Education researchers were able to identify in that time frame. 

Sources of Information on Incidents of Targeted School Violence  

Information on each incident of targeted school violence identified by Secret Service and Department of 
Education researchers was drawn principally from primary source materials concerning the incident.  These 
primary source materials included investigative, school, court, and mental health records. 

In addition, study researchers conducted supplemental interviews with 10 of the perpetrators of incidents of 
the school-based attacks identified by the Secret Service and the Department of Education.  These interviews 
provided researchers with further opportunity to examine the incident from the point of view of the attacker 



 

and to “walk through the process of the attack” from its conceptualization to its execution.  Insights gleaned 
from these interviews have been used by the Secret Service primarily in training venues to illustrate particular 
aspects of incidents of targeted school violence. 

Coding of Primary Source Materials. Each member of the review team assigned to a particular incident 
independently answered several hundred questions about each case, entering his or her answers to the 
questions in a codebook. Review team members were instructed to record information gathered from 
primary sources as it appeared in those sources, and not to engage in interpretation of facts presented.  

Information gathered and reflected in incident reviewers’ responses to the coded study questions included 
facts about: 

• the attacker’s development of an idea to harm the target, and progression from the original idea to the 
attack; 

• the attacker’s selection of the target(s); 
• the attacker’s motive(s) for the incident; 
• any communications made by the attacker about his or her ideas and intent, including any threats made 

to the target(s) or about the target(s); 
• evidence that the attacker planned the incident; 
• the attacker’s mental health and substance abuse history, if any; and, 
• the attacker’s life circumstances/situation at the time of the attack, including relationships with parents 

and other family members; performance in school; and treatment by fellow students. 

Information regarding the attacker’s demographic characteristics and personal history, including criminal and 
school history, also were coded.  When each reviewer had completed his or her response to the questions, the 
review team met as a whole to compare responses and produce a single “reconciled” coding of the incident. 

Analysis of Responses to the Coded Study Questions 

Findings presented in Chapter III of this report reflect researchers’ careful analysis of the coded responses to 
the extensive questionnaire employed in recording information gathered on each of the 37 school-based 
attacks and 41 attackers that were examined in the Safe School Initiative. Researchers were cautious not to 
overreach in drawing conclusions from this information. 

Primary source materials reviewed for the 37 incidents did not provide answers in every case to all of the 
areas of inquiry covered in the questionnaire. In general, researchers declined to draw a conclusion if 
information directly responsive to a particular area of inquiry was available for fewer than half of the 
incidents reviewed. 

Moreover, even when answers to a particular coded study question were available for the majority of 
incidents, these responses collectively did not suggest in all cases a common or shared characteristic.  Here 
again, researchers were cautious not to draw a conclusion in a particular area of inquiry if that conclusion was 
supported by fewer than the majority of the responses to the subject question. 

However, in some cases, researchers believed that the absence of a common or shared characteristic or 
behavior in the coded responses to inquiries–most notably with respect to the characteristics and behaviors of 
the attackers--was sufficiently compelling to note those observations as findings as well. 

Organization of the Final Report 

The remainder of this report is organized into four chapters.  Chapter II: “Characteristics of Incidents of 
Targeted School Violence,” presents basic descriptive information about the attacks examined by the Safe 



 

 

School Initiative study, including incident, target and victim characteristics.  Chapter III: “Findings of the 
Safe School Initiative,” describes the conclusions reached by Safe School Initiative researchers after careful 
analysis of the facts and other information collected in the course of the Secret Service’s and the Department 
of Education’s study of targeted school violence. 

Chapter IV: “Implications of Safe School Initiative Findings for the Prevention of Targeted School 
Violence,” will be of particular interest to educators, law enforcement officials and others who are seeking 
guidance to inform efforts to address the problem of targeted school violence.  In this chapter, the authors 
focus in on 10 key findings of the Safe School Initiative that appear to have implications for the development 
of strategies to prevent targeted school violence.  These findings specifically concern what information was 
known–or knowable–about these incidents prior to the attack, and that, in turn, might be relevant to efforts to 
prevent future attacks. Discussion of these key findings also includes consideration of how this information 
might be applicable to investigating threats and other behavior in schools that may raise concerns. In the final 
chapter of this report, Chapter V: “Threat Assessment as a Promising Strategy for Preventing School 
Violence,” the authors offer some concluding observations on how threat assessment protocols might be 
incorporated into strategies to prevent targeted violence in schools. 

Overview of Safe School Initiative Findings 

The findings of the Safe School Initiative suggest that there are productive actions that educators, law 
enforcement officials and others can pursue in response to the problem of targeted school violence.  
Specifically, Initiative findings suggest that these officials may wish to consider focusing their efforts to 
formulate strategies for preventing these attacks in two principal areas: 

• developing the capacity to pick up on and evaluate available or knowable information that might 
indicate that there is a risk of a targeted school attack; and, 

• employing the results of these risk evaluations or “threat assessments” in developing strategies to 
prevent potential school attacks from occurring. 

Support for these suggestions is found in 10 key findings of the Safe School Initiative study. These findings 
are as follows: 

• Incidents of targeted violence at school rarely were sudden, impulsive acts. 
• Prior to most incidents, other people knew about the attacker’s idea and/or plan to attack. 
• Most attackers did not threaten their targets directly prior to advancing the attack. 
• There is no accurate or useful “profile” of students who engaged in targeted school violence.[13] 
• Most attackers engaged in some behavior prior to the incident that caused others concern or indicated a 

need for help. 
• Most attackers had difficulty coping with significant losses or personal failures.  	Moreover, many had 

considered or attempted suicide. 
• Many attackers felt bullied, persecuted or injured by others prior to the attack. 
• Most attackers had access to and had used weapons prior to the attack. 
• In many cases, other students were involved in some capacity. 
• Despite prompt law enforcement responses, most shooting incidents were stopped by means other than 

law enforcement intervention. 

[1] This report is an update and expansion of the earlier Interim Report on the Prevention of Targeted 
Violence in Schools, which was released in October 2000. This Final Report supercedes the Interim Report 
and should be used and referenced in place of the Interim Report. 
[2] See Section I, “INTRODUCTION: THE SAFE SCHOOL INITIATIVE, Methodology,” for a discussion of 
the approach used by the Secret Service to identify incidents of school-based attacks. 



[3] Fein, R., Vossekuil, B., & Holden, G. (1995, September).  Threat assessment: An approach to prevent 
targeted violence. National Institute of Justice: Research in Action, 1-7. 
[4] Fein, R., & Vossekuil, B. (1999).  Assassination in the United States: An operational study of recent 
assassins, attackers, and near-lethal approachers.  Journal of Forensic Sciences, 44, 321-333. 
[5] Fein, R. & Vossekuil, B. (1998). Protective Intelligence & Threat Assessment Investigations: A Guide for 
State and Local Law Enforcement Officials. U. S. Department of Justice, Office of Justice Programs, 
National Institute of Justice:  Washington, D.C. 
[6] See, for example, Kaufman, P., et. al.(2000). Indicators of School Crime and Safety, 2000. U. S. 
Department of Education (NCES 2001-017) and U. S. Department of Justice (NCJ-184176): Washington, D. 
C. Online Vers.: <http://nces.ed.gov/pubsearch/pubinfo.asp?pubid=2001017>; Anderson, M., et. al. (2001). 
School-associated Violent Deaths in the United States, 1994-1999.  Journal of the American Medical 
Association, 286, 2695-2702; and, National Research Council and Institute of Medicine, Committee on Law 
and Justice and Board on Children, Youth, and Families. (2001).  Juvenile Crime, Juvenile Justice. Panel on 
Juvenile Crime: Prevention, Treatment, and Control. McCord, J., et. al. (Eds.).  National Academy Press: 
Washington, D.C. 
[7] Snyder, H.N., & Sickmund, M. (1999). Juvenile offenders and victims: 1999 National Report. 
Washington, D.C.: Office of Juvenile Justice & Delinquency Prevention, U.S. Department of Justice.  
Available online at http://www.ncjrs.org/html/ojjdp/nationalreport99/index.html. 
[8] U.S. Department of Education and U.S. Department of Justice (1999).  1999 Annual Report on School 
Safety. Washington, D.C.: Authors. 
[9] Ibid. 
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CHAPTER II 

CHARACTERISTICS OF INCIDENTS OF TARGETED SCHOOL VIOLENCE 

The Safe School Initiative found that targeted school violence is not a new or recent phenomenon.  The 
earliest case that researchers were able to identify occurred in 1974.  In that incident, a student brought guns 
and homemade bombs to his school; set off the fire alarm; and shot at emergency and custodial personnel 
who responded to the alarm. 

The Safe School Initiative identified 37 incidents involving 41 attackers that met the study definition of 
targeted school violence and occurred between 1974 and the end of the 2000 school year.[14]  These 
incidents took place in 26 states, with more than one incident occurring in Arkansas, California, Kentucky, 
Missouri and Tennessee.[15] 

Analysis of the study findings identified the following characteristics of incidents of targeted school violence: 

• In almost three-quarters of the incidents, the attacker killed one or more students, faculty or others at 
the school (73 percent, n=27[16]). In the remaining incidents, the attackers used a weapon to injure at 
least one person at school (24 percent, n=9). In one incident, a student killed his family and then held 
his class hostage with a weapon. 

• More than one-half of the attacks occurred during the school day (59 percent, n=22), with fewer 
occurring before school (22 percent, n=8) or after school (16 percent, n=6). 

• Almost all of the attackers were current students at the school where they carried out their attacks (95 
percent, n=39). Only two attackers were former students of the school where they carried out their 
attacks at the time of those attacks (5 percent, n=2). 

• All of the incidents of targeted school violence examined in the Safe School Initiative were committed 
by boys or young men (100 percent, n=41).[17] 

• In most of the incidents, the attackers carried out the attack alone (81 percent, n=30).  	In four of the 
incidents, the attacker engaged in the attack on his own but had assistance in planning the attack (11 
percent, n=4). In three incidents, two or more attackers carried out the attack together (8 percent, n=3). 

• Most attackers used some type of gun as their primary weapon, with over half of the attackers using 
handguns (61 percent, n=25), and nearly half of them using rifles or shotguns (49 percent, n=20).[18] 
Three-quarters of the attackers used only one weapon (76 percent, n=31) to harm their victims, 
although almost half of the attackers had more than one weapon with them at time of the attack (46 
percent, n=19). 

Target and Victim Characteristics 

Perpetrators of incidents of targeted school violence chose a range of targets for their attacks, including 
fellow students, faculty and staff, and the school itself.  These incidents were usually planned in advance and 
for most part included intent to harm a specific, pre-selected target, whether or not the attacker’s execution of 
the incident, in fact, resulted in harm to the target. 

Target and victim characteristics identified by the Safe School Initiative were: 

• In over half of the incidents (54 percent, n=22), the attacker had selected at least one school 
administrator, faculty member or staff member as a target. Students were chosen as targets in fewer 
than half of the incidents (41 percent, n=15). 



• In nearly half of the incidents, the attackers were known to have chosen more than one target prior to 
their attack (44 percent, n=16). 

• Most attackers had a grievance against at least one of their targets prior to the attack (73 percent, 
n=30).[19] 

• In almost half of the incidents (46 percent, n=17), individuals who were targeted prior to the attack also 
became victims (i.e., individuals actually harmed in the attack).  However, other individuals at the 
school, who were not identified as original targets of the attack, were injured or killed as well.  Among 
these non-targeted individuals, over half were other students (57 percent, n=21) and over one-third (39 
percent, n=16) were school administrators, faculty or staff. 

[14] See Appendix A for a list of the dates of the incidents of targeted school violence examined by the Safe 
School Initiative. 
[15] See Appendix B for a list of the locations of the incidents of targeted school violence studied under the 
Safe School Initiative. 
[16] “N” refers to the number of attackers that corresponds to the reported percentage.  Unless indicated 
otherwise, when the finding pertains to total attackers all N’s are out of a total of 41.  When the finding 
pertains to total incidents (i.e., school-based attacks) all N’s are out of a total of 37 incidents. 
[17] While all the attackers in this study were boys, it would be misleading to read the findings of this study 
as suggesting that a girl could not or would not carry out a school-based attack.  For example, an incident 
occurred after the completion of this study in which a girl shot her classmate at a parochial school in 
Williamsport, Pa. In addition, a well-publicized school shooting that occurred in San Diego, Calif., in 1976 
was carried out by a woman. The San Diego incident was not included in this study because the attacker was 
not a current or former student of the school where she conducted her attack, but, rather, lived across the 
street from the school. 
[18] These percentages include all weapons used (i.e., discharged) in the attack, and therefore total more than 
100 percent. 
[19] For the purposes of this study, “grievance” was defined as “a belief that some other person or 
organization is directly or indirectly responsible for injury or harm to self and/or someone whom the subject 
cares about.” 



CHAPTER III 

FINDINGS OF THE SAFE SCHOOL INITIATIVE

 The findings of researchers’ analysis of the 37 incidents of targeted school violence that were examined 
under the Safe School Initiative fall generally into five areas: 

• characterizing the attacker; 
• conceptualizing the attack; 
• signaling the attack; 
• advancing the attack; and, 
• resolving the attack. 

The findings in each of these areas are presented and explained below. 

Characterizing the Attacker 

Finding 

There is no accurate or useful “profile” of students who engaged in targeted school violence.[20] 

Explanation 

Although all of the attackers in this study were boys, there is no set of traits that described all–or even most 
–of the attackers. Instead, they varied considerably in demographic, background and other characteristics. 

• The attackers ranged in age from 11 to 21, with most attackers between the ages of 13 and 18 at the 
time of the attack (85 percent, n=35). 

• Three-quarters of the attackers were white (76 percent, n=31).  	One-quarter of the attackers came from 
other racial and ethnic backgrounds, including African American (12 percent, n=5), Hispanic (5 
percent, n=2), Native Alaskan (2 percent, n=1), Native American (2 percent, n=1), and Asian (2 
percent, n=1). 

The attackers came from a variety of family situations, ranging from intact families with numerous ties to the 
community, to foster homes with histories of neglect. 

• Almost two-thirds of the attackers came from two-parent families (63 percent, n=26), living either with 
both biological parents (44 percent, n=18) or with one biological parent and one stepparent (19 percent, 
n=8). 

• Some lived with one biological parent (19 percent, n=8) or split time between two biological parents (2 
percent, n=1). 

• Very few lived with a foster parent or legal guardian (5 percent, n=2). 

For those incidents for which information on the attackers’ school performance was available, that 
information indicates that those attackers differed considerably from one another in their academic 
achievement in school, with grades ranging from excellent to failing (n=34). 

• The attackers in the largest grouping were doing well in school at the time of the attack, generally 
receiving As and Bs in their courses (41 percent; n=17); some were even taking Advanced Placement 
courses at the time of the incident or had been on the honor roll repeatedly. 



• Fewer of the attackers were receiving Bs and Cs (15 percent, n=6), or Cs and Ds (22 percent, n=9). 
• Very few of the attackers were known to be failing in school (5 percent, n=2). 

Attackers also varied in the types of social relationships they had established, ranging from socially isolated 
to popular among their peers. 

• The largest group of attackers for whom this information was available appeared to socialize with 
mainstream students or were considered mainstream students themselves (41 percent, n=17). 

• One-quarter of the attackers (27 percent, n=11) socialized with fellow students who were disliked by 
most mainstream students or were considered to be part of a “fringe” group. 

• Few attackers had no close friends (12 percent, n=5). 
• One-third of attackers had been characterized by others as “loners,” or felt themselves to be loners (34 

percent, n=14). 
• However, nearly half of the attackers were involved in some organized social activities in or outside of 

school (44 percent, n=18). These activities included sports teams, school clubs, extracurricular 
activities and mainstream religious groups. 

Attackers’ histories of disciplinary problems at school also varied.  Some attackers had no observed 
behavioral problems, while others had multiple behaviors warranting reprimand and/or discipline. 

• Nearly two-thirds of the attackers had never been in trouble or rarely were in trouble at school (63 
percent, n=26). 

• One-quarter of the attackers had ever been suspended from school (27 percent, n=11). 
• Only a few attackers had ever been expelled from school (10 percent, n=4). 

Most attackers showed no marked change in academic performance (56 percent, n=23), friendship patterns 
(73 percent, n=30), interest in school (59 percent, n=24), or school disciplinary problems (68 percent, n=28) 
prior to their attack. 

• A few attackers even showed some improvements in academic performance (5 percent, n=2) or 
declines in disciplinary problems at school (7 percent, n=3) prior to the attack.  In one case, the dean of 
students had commended a student a few weeks before he attacked his school for improvements in his 
grades and a decline in the number of disciplinary problems involving that student in school. 

Finding 

Many attackers felt bullied, persecuted or injured by others prior to the attack. 

Explanation 

Almost three-quarters of the attackers felt persecuted, bullied, threatened, attacked or injured by others prior 
to the incident (71percent, n=29).[21] 

In several cases, individual attackers had experienced bullying and harassment that was long-standing and 
severe. In some of these cases the experience of being bullied seemed to have a significant impact on the 
attacker and appeared to have been a factor in his decision to mount an attack at the school.[22]  In one case, 
most of the attacker’s schoolmates described the attacker as “the kid everyone teased.”  In witness statements 
from that incident, schoolmates alleged that nearly every child in the school had at some point thrown the 
attacker against a locker, tripped him in the hall, held his head under water in the pool or thrown things at 
him. Several schoolmates had noted that the attacker seemed more annoyed by, and less tolerant of, the 
teasing than usual in the days preceding the attack. 



 

Finding 

A history of having been the subject of a mental health evaluation, diagnosed with a mental disorder, or 
involved in substance abuse did not appear to be prevalent among attackers.  However, most attackers 
showed some history of suicidal attempts or thoughts, or a history of feeling extreme depression or 
desperation. 

Explanation 

• Only one-third of attackers had ever received a mental health evaluation (34 percent, n=14), and fewer 
than one-fifth had been diagnosed with mental health or behavior disorder prior to the attack (17 
percent, n=7). 

• Although most attackers had not received a formal mental health evaluation or diagnosis, most 
attackers exhibited a history of suicide attempts or suicidal thoughts at some point prior to their attack 
(78 percent, n=32). More than half of the attackers had a documented history of feeling extremely 
depressed or desperate (61 percent, n=25). 

• Approximately one-quarter of the attackers had a known history of alcohol or substance abuse (24 
percent, n=10). 

• The only information collected that would indicate whether attackers had been prescribed psychiatric 
medications concerned medication non-compliance (i.e., failure to take medication as prescribed).  Ten 
percent of the attackers (n=4) were known to be non-compliant with prescribed psychiatric 
medications. 

Finding 

Over half of the attackers demonstrated some interest in violence, through movies, video games, books, and 
other media (59 percent, n=24). However, there was no one common type of interest in violence indicated.  
Instead, the attackers’ interest in violent themes took various forms.  

Explanation 

• Approximately one-quarter of the attackers had exhibited an interest in violent movies (27 percent, 
n=11). 

• Approximately one-quarter of the attackers had exhibited an interest in violent books (24 percent, 
n=10). 

• One-eighth of the attackers exhibited an interest in violent video games (12 percent, n=5). 
• The largest group of attackers exhibited an interest in violence in their own writings, such as poems, 

essays or journal entries (37 percent, n=15). 
Finding< 

Most attackers had no history of prior violent or criminal behavior. 

Explanation 

• Fewer than one-third of the attackers were known to have acted violently toward others at some point 
prior to the incident (31 percent, n=13). 

• Very few of the attackers were known to have harmed or killed an animal at any time prior to the 
incident (12 percent, n=5). 

• Approximately one-quarter of the attackers had a prior history of arrest (27 percent, n=11). 

Finding 



Most attackers were known to have had difficulty coping with significant losses or personal failures.  
Moreover, many had considered or attempted suicide. 

Explanation 

Most attackers appeared to have difficulty coping with losses, personal failures or other difficult 
circumstances. Almost all of the attackers had experienced or perceived some major loss prior to the attack 
(98 percent, n=40). These losses included a perceived failure or loss of status (66 percent, n=27); loss of a 
loved one or of a significant relationship, including a romantic relationship (51 percent, n=21); and a major 
illness experienced by the attacker or someone significant to him (15 percent, n=6).  In one case, the attacker, 
who was a former student at the school where the attack occurred, was laid off from his job because he did 
not have a high school diploma. The attacker blamed the job loss on the teacher who failed him in a senior-
year course, which kept him from graduating.  He returned to the school a year after leaving the school, killed 
his former teacher and two students, and then held over 60 students hostage for 10 hours. 

For most attackers, their outward behaviors suggested difficulty in coping with loss (83 percent, n=34).  For 
example, the mother, the brother and a friend of the attacker who lost his job each had commented that the 
attacker became depressed and withdrawn following the lay-off.  The friend also reported that he knew that 
the attacker blamed his former teacher for his problems and had begun planning how to retaliate. 

Conceptualizing the Attack 

Finding 

Incidents of targeted violence at school rarely are sudden, impulsive acts. 

Explanation 

Several findings of the Safe School Initiative indicate clearly that the school-based attacks studied were rarely 
impulsive. Rather, these attacks typically were thought out beforehand and involved some degree of advance 
planning. In many cases, the attacker’s observable behavior prior to the attack suggested he might be 
planning or preparing for a school attack. 

In nearly all of the incidents for which information concerning the attacker’s conceptualization of the attack 
was available, researchers found that the attacker had developed his idea to harm the target(s) before the 
attack (95 percent, n=39). The length of time that attackers held this idea prior to the actual attack varied 
considerably. Some attackers conceived of the attack as few as one or two days prior to advancing that 
attack; other attackers had held the idea of the attack for as long as a year prior to carrying it out.  For those 
incidents where information was available to determine how long the attacker had an idea to harm the target 
(n=33), the analysis showed that a little over half of the attackers developed their idea for the incident at least 
a month prior to the attack (51 percent, n=17). 

In addition, almost all of the attackers planned out the attack in advance of carrying it out (93 percent; n=38).  
Moreover, there was evidence from the attacker’s behavior prior to the attack that the attacker had a plan or 
was preparing to harm the target(s) (93 percent, n=38).  For example, one attacker asked his friends to help 
him get ammunition for one of his weapons; sawed off the end of a rifle to make it easier to conceal beneath 
his clothes; shopped for a long trench coat with his mother; and cut the pockets out of the coat so that he 
could conceal the weapon within the coat while holding the weapon through one of the cut-out pockets.  That 
attacker had a well-known fascination with weapons and had told his friends on several occasions that he 
thought about killing certain students at school. 



The length of time between the planning and execution of the attacks also varied considerably for the targeted 
school violence incidents studied. Some attackers developed their plans on the day of their attack or only one 
or two days prior; others developed their plans between six and eight months prior to the attack.  In cases 
where there was information available to establish the date planning began (n=29), analysis of available 
information revealed that most of the attackers developed a plan at least two days prior to the attack (69 
percent, n=21). 

Revenge was a motive for more than half of the attackers (61 percent, n=25).  Other motives included trying 
to solve a problem (34 percent, n=14); suicide or desperation (27 percent, n=11); and efforts to get attention 
or recognition (24 percent, n=10). More than half of the attackers had multiple motives or reasons for their 
school-based attacks (54 percent, n=22). In addition, most of the attackers held some sort of grievance at the 
time of the attack, either against their target(s) or against someone else (81 percent, n=33).  Many attackers 
told other people about these grievances prior to their attacks (66 percent, n=27).[23] 

Signaling the Attack 

Finding 

Prior to most incidents, other people knew about the attacker’s idea and/or plan to attack. 

Explanation 

In most cases, other people knew about the attack before it took place.  In over three-quarters of the incidents, 
at least one person had information that the attacker was thinking about or planning the school attack (81 
percent, n=30). In nearly two-thirds of the incidents, more than one person had information about the attack 
before it occurred (59 percent, n=22).  In nearly all of these cases, the person who knew was a peer–a friend, 
schoolmate, or sibling (93 percent, n=28/30). Some peers knew exactly what the attacker planned to do; 
others knew something “big” or “bad” was going to happen, and in several cases knew the time and date it 
was to occur. An adult had information about the idea or plan in only two cases. 

In one incident, for example, the attacker had planned to shoot students in the lobby of his school prior to the 
beginning of the school day. He told two friends exactly what he had planned and asked three others to meet 
him that morning in the mezzanine overlooking the lobby, ostensibly so that these students would be out of 
harm’s way. On most mornings, usually only a few students would congregate on the mezzanine before the 
school day began. However, by the time the attacker arrived at school on the morning of the attack, word 
about what was going to happen had spread to such an extent that 24 students were on the mezzanine waiting 
for the attack to begin. One student who knew the attack was to occur brought a camera so that he could take 
pictures of the event. 

Finding 

Most attackers did not threaten their targets directly prior to advancing the attack. 

Explanation 

The majority of the attackers in the targeted school violence incidents examined under the Safe School 
Initiative did not threaten their target(s) directly, i.e., did not tell the target they intended to harm them, 
whether in direct, indirect or conditional language prior to the attack. Only one-sixth of the attackers 
threatened their target(s) directly prior to the attack (17 percent, n=7). 

Finding 



Most attackers engaged in some behavior, prior to the incident, that caused others concern or indicated a need 
for help. 

Explanation 

Almost all of the attackers engaged in some behavior prior to the attack that caused others–school officials, 
parents, teachers, police, fellow students–to be concerned (93 percent, n=38).  In most of the cases, at least 
one adult was concerned by the attacker’s behavior (88 percent, n=36).  In three-quarters of the cases, at least 
three people–adults and other children–were concerned by the attacker’s behavior (76 percent, n=31).  In one 
case, for example, the attacker made comments to at least 24 friends and classmates about his interest in 
killing others kids, building bombs or carrying out an attack at the school.  A school counselor was so 
concerned about this student’s behavior that the counselor asked to contact the attacker’s parents.  The 
attacker’s parents also knew of his interest in guns.  

The behaviors that led other individuals to be concerned about the attacker included both behaviors 
specifically related to the attack, such as efforts to get a gun, as well as other disturbing behaviors not related 
to the subsequent attack.  In one case, the student’s English teacher became concerned about several poems 
and essays that the student submitted for class assignments because they treated the themes of homicide and 
suicide as possible solutions to his feelings of despair.  In another case, the student worried his friends by 
talking frequently about plans to put rat poison in the cheese shakers at a popular pizza establishment.  A 
friend of that student became so concerned that the student was going to carry out the rat poison plan, that the 
friend got out of bed late one night and left his house in search of his mother, who was not home at the time, 
to ask her what to do. 

Advancing the Attack 

Finding 

In many cases, other students were involved in the attack in some capacity. 

Explanation 

Although most attackers carried out their attacks on their own, many attackers were influenced or encouraged 
by others to engage in the attacks. Nearly half of the attackers were influenced by other individuals in 
deciding to mount an attack, dared or encouraged by others to attack, or both (44 percent; n=18).  For 
example, one attacker’s original idea had been to bring a gun to school and let other students see him with it.  
He wanted to look tough so that the students who had been harassing him would leave him alone.  When he 
shared this idea with two friends, however, they convinced him that exhibiting the gun would not be 
sufficient and that he would have to shoot at people at the school in order to get the other students to leave 
him alone. It was after this conversation that this student decided to mount his school attack. 

In other cases, friends assisted the attacker in his efforts to acquire a weapon or ammunition, discussed tactics 
for getting a weapon into school undetected, or helped gather information about the whereabouts of a target at 
a particular time during the school day. 

Finding 

Most attackers had access to and had used weapons prior to the attack. 

Explanation 

Experience using weapons and access to them was common for many attackers. Nearly two-thirds of the 
attackers had a known history of weapons use, including knives, guns and bombs (63 percent, n=26).  Over 



half of the attackers had some experience specifically with a gun prior to the incident (59 percent, n=24), 
while others had experience with bombs or explosives (15 percent, n=6).  However, fewer than half of the 
attackers demonstrated any fascination or excessive interest with weapons (44 percent, n=18), and less than 
one-third showed a fascination with explosives (32 percent, n=13) prior to their attacks.  Over two-thirds of 
the attackers acquired the gun (or guns) used in their attacks from their own home or that of a relative (68 
percent, n=28). 

Resolving the Attack  

Finding 

Despite prompt law enforcement responses, most attacks were stopped by means other than law enforcement 
intervention. 

Explanation 

Most school-based attacks were stopped through intervention by school administrators, educators and 
students-or by the attacker stopping on his own. In about one-third of the incidents, the attacker was 
apprehended by or surrendered to administrators, faculty, or school staff (27 percent, n=10) or to students (5 
percent, n=2). In just over one-fifth of the incidents, the attacker stopped on his own or left the school (22 
percent, n=8). In a few incidents, the attacker killed himself during the course of the incident (13 percent, 
n=5). 

Just over one-quarter of the incidents were stopped through law enforcement intervention (27 percent, n=10).  
Law enforcement personnel discharged weapons in only three of the incidents of targeted school violence 
studied (8 percent, n=3). 

Close to half of the incidents were known to last 15 minutes or less from the beginning of the shooting to the 
time the attacker was apprehended, surrendered or stopped shooting (47 percent, n=16).[24]  One-quarter of 
the incidents were over within five minutes of their inception (27 percent, n=9).  The fact that it was not 
through law enforcement intervention that most of the targeted school violence incidents studied were 
stopped appears in large part to be a function of how brief most of these incidents were in duration.  

[20] Supra note 13. 
[21] It is important to note that the way in which information was gathered for the Safe School Initiative did 
not permit researchers to determine the exact proportion of attackers who had been victims of bullying 
specifically. Moreover, not every attacker in this study felt bullied. 
[22] The Safe School Initiative’s approach to gathering information concerning incidents of targeted school 
violence did not permit researchers to determine conclusively whether the experience of being bullied --or 
perceptions that they that had been bullied--caused the attacker to engage in targeted school violence. 
[23] Supra note 19. 
[24] Information on incident duration was not available for seven of the incidents (19 percent). 



CHAPTER IV 

IMPLICATIONS OF SAFE SCHOOL INITIATIVE FINDINGS FOR THE 
PREVENTION OF TARGETED SCHOOL VIOLENCE 

After careful review of the case histories of the 37 incidents of targeted school violence examined under the 
Safe School Initiative, 10 key findings were identified that highlight information that may have been known 
or knowable prior to school-based attacks and that therefore might inform some type of intervention in or 
prevention of future attacks. In this chapter, the authors discuss the implications that these findings may have 
for schools and communities in developing strategies for preventing targeted violence in schools.  

In focusing in on these findings for their potential relevance to the development of prevention and 
intervention strategies, the authors acknowledge that these findings may raise other issues for consideration 
in addressing the problem of targeted school violence beyond those noted here.  Moreover, the authors 
recognize that the conditions, circumstances and facts underlying the findings highlighted here may not 
manifest themselves in the same way in every school.  Schools and communities therefore are in the best 
position to determine whether and how these findings and the implications suggested may apply to their 
particular problems and needs. 

The 10 key findings that the authors believe may have implications for the development of strategies to 
address the problem of targeted school violence are as follows: 

• Incidents of targeted violence at school rarely are sudden, impulsive acts. 
• Prior to most incidents, other people knew about the attacker’s idea and/or plan to attack. 
• Most attackers did not threaten their targets directly prior to advancing the attack. 
• There is no accurate or useful profile of students who engaged in targeted school violence. 
• Most attackers engaged in some behavior prior to the incident that caused others concern or indicated a 

need for help. 
• Most attackers had difficulty coping with significant losses or personal failures.  	Moreover, many had 

considered or attempted suicide. 
• Many attackers felt bullied, persecuted or injured by others prior to the attack. 
• Most attackers had access to and had used weapons prior to the attack. 
• In many cases, other students were involved in some capacity. 
• Despite prompt law enforcement responses, most shooting incidents were stopped by means other than 

law enforcement intervention. 

The Implications of Key Study Findings 

Key Finding 1 

Incidents of targeted violence at school rarely are sudden, impulsive acts. 

Implications 

Students who engaged in school-based attacks typically did not “just snap” and then engage in impulsive or 
random acts of targeted school violence. Instead, the attacks examined under the Safe School Initiative 
appeared to be the end result of a comprehensible process of thinking and behavior: behavior that typically 
began with an idea, progressed to the development of a plan, moved on to securing the means to carry out the 



plan and culminated in an attack. This is a process that potentially may be knowable or discernible from the 
attacker’s behaviors and communications. 

To the extent that information about an attacker’s intent and planning is knowable and may be uncovered 
before an incident, some attacks may be preventable.  However, findings from the Safe School Initiative 
suggest that the time span between the attacker’s decision to mount an attack and the actual incident may be 
short. Consequently, when indications that a student may pose a threat to the school community arise in the 
form of revelations about a planned attack, school administrators and law enforcement officials will need to 
move quickly to inquire about and intervene in that plan.[25] 

Key Finding 2 

Prior to most incidents, other people knew about the attacker’s idea and/or plan to attack.  In most cases, 
those who knew were other kids–friends, schoolmates, siblings, and others.  However, this information rarely 
made its way to an adult. 

Implications 

First and foremost, this finding suggests that students can be an important part of prevention efforts.  A friend 
or schoolmate may be the first person to hear that a student is thinking about or planning to harm someone.  
Nevertheless, for a variety of reasons, those who have information about a potential incident of targeted 
school violence may not alert an adult on their own.  Schools can encourage students to report this 
information in part by identifying and breaking down barriers in the school environment that inadvertently 
may discourage students from coming forward with this information.  Schools also may benefit from 
ensuring that they have a fair, thoughtful and effective system to respond to whatever information students do 
bring forward. If students have concerns about how adults will react to information that they bring forward, 
they may be even less inclined to volunteer such information. 

In addition, this finding highlights the importance in an inquiry of attempts to gather all relevant information 
from anyone who may have contact with the student. Efforts to gather all potentially relevant pieces of 
information, however innocuous they may appear on their own, from all individuals with whom the student 
has contact may help to develop a more comprehensive picture of the student’s ideas, activities and plans.  In 
the end, investigators may find that different people in the student’s life have different pieces of the puzzle.  

Key Finding 3 

Most attackers did not threaten their targets directly prior to advancing the attack. 

Implications 

This finding underscores the importance of not waiting for a threat before beginning an inquiry. The Safe 
School Initiative found that most attackers in fact did not threaten their target directly and some made no 
threat at all. Instead, other behaviors and communications that may prompt concern, such as hearing that a 
child is talking about bringing a gun to school, are indicators that the child may pose a threat and therefore 
should prompt the initiation of efforts to gather information.  

School administrators should respond to all students who make threats.  The lack of response could be taken 
by the threatener as permission to proceed with carrying out the threat.  In the end, however, it is important to 
distinguish between someone who makes a threat–tells people they intend to harm someone–and someone 
who poses a threat–engages in behaviors that indicate an intent, planning or preparation for an attack.  Those 
conducting inquiries should focus particular attention on any information that indicates that a student poses a 
threat, regardless of whether the student has told a potential target he or she intends to do them harm. 



Key Finding 4

There is no accurate or useful profile of students who engaged in targeted school violence.  

Implications

The demographic, personality, school history, and social characteristics of the attackers varied substantially. 
Knowing that a particular student shares characteristics, behaviors, features or traits with prior school 
shooters does not help in determining whether that student is thinking about or planning for a violent act.

The use of profiles in this way likewise is not an effective approach to identifying students who may pose a 
risk for targeted school violence at school or for assessing the risk that a particular student may pose for a 
school-based attack, once a particular student has been identified.  Reliance on profiles to predict future 
school attacks carries two substantial risks: (1) the great majority of students who fit any given profile of a 
“school shooter” will not actually pose a risk of targeted violence; and, (2) using profiles will fail to identify 
some students who in fact pose a risk of violence but share few if any characteristics with prior attackers.[26]

Rather than trying to determine the “type” of student who may engage in targeted school violence, an inquiry 
should focus instead on a student’s behaviors and communications to determine if that student appears to be 
planning or preparing for an attack.  Rather than asking whether a particular student “looks like” those who 
have launched school-based attacks before, it is more productive to ask whether the student is engaging in 
behaviors that suggest preparations for an attack, if so how fast the student is moving toward attack, and 
where intervention may be possible.

Key Finding 5

Most attackers engaged in some behavior, prior to the incident, that caused others concern or indicated a need 
for help.

Implications

Several key findings point to the fact that kids send signals–both directly and indirectly–to others regarding 
their problems.  The boys who engaged in the targeted school violence examined by the Safe School Initiative
were not “invisible” students.  In fact nearly all of these students engaged in behaviors--prior to their attacks--
that caused concern to at least one person, usually an adult, and most concerned at least three people.

This finding highlights the range of behaviors in a student’s life that may be noticeable and that could prompt 
some additional probing by a caring adult.  A student’s family, teachers, friends and others may have 
information regarding aspects of a student’s behavior that has raised concern.  As was true in some of the 
incidents covered in this study, individuals in contact with the attacker may have observed something of 
concern about that student’s behavior, but not of sufficient concern for them to notify anyone in a position to 
respond.  

Educators and other adults can learn how to pick up on these signals and make appropriate referrals.[27] By 
inquiring about any information that may have prompted some concern, an investigator may be able to 
develop a more comprehensive picture of the student’s past and current behavior, and identify any indications 
that the student is intent on or planning to attack.  However, discretion should be exercised in determining 
whom to talk to about the student, so as not to alienate or stigmatize the student of concern.  A significant 
challenge facing schools is to determine how best to respond to students who are already known to be in 
trouble or needing assistance.

Key Finding 6



Most attackers had difficulty coping with significant losses or personal failures.  Many had considered or 
attempted suicide. 

Implications

Many students, not just those who engaged in school-based attacks, experience or perceive major losses in 
their lives.  Most students who face a significant loss, or who have difficulty coping with such a loss, are not 
going to be at risk for a school-based attack. However, information that indicates a student is facing or having 
trouble dealing with a significantly difficult situation may indicate a need to refer the student to appropriate 
services and resources. 

In cases where there is concern about the possibility that a student may engage in targeted violence, attention 
should be given to any indication that a student is having difficulty coping with major losses or perceived 
failures, particularly where these losses or failures appear to have prompted feelings of desperation and 
hopelessness.  An inquiry also should anticipate changes in the life of a troubled student, and consider 
whether these changes might increase–or decrease–the threat the student poses.

Key Finding 7

Many attackers felt bullied, persecuted, or injured by others prior to the attack.

Implications

Bullying was not a factor in every case, and clearly not every child who is bullied in school will pose a risk 
for targeted violence in school.  Nevertheless, in a number of the incidents of targeted school violence 
studied, attackers described being bullied in terms that suggested that these experiences approached torment.  
These attackers told of behaviors that, if they occurred in the workplace, likely would meet legal definitions 
of harassment and/or assault.  

The prevalence of bullying found in this and other recent studies should strongly support ongoing efforts to 
reduce bullying in American schools.[28]  Educators can play an important role in ensuring that students are 
not bullied in schools and that schools not only do not permit bullying but also empower other students to let 
adults in the school know if students are being bullied.

Key Finding 8

Most attackers had access to and had used weapons prior to the attack.

Implications

Access to weapons among some students may be common.  However, when the idea of an attack exists, any
effort to acquire, prepare or use a weapon or ammunition may be a significant move in the attacker’s 
progression from idea to action.  Any inquiry should include investigation of and attention to weapon access 
and use and communications about weapons.  Attention should also be given to indications of any efforts by 
a student to build a bomb or acquire bomb-making components.

The large proportion of attackers who acquired their guns from home points to the need for schools and law 
enforcement officials to collaborate on policies and procedures for responding when a student is thought to 
have a firearm in school.  In particular, schools should be aware of the provisions of the Federal Gun-Free 
Schools Act, which requires that all schools expel students who bring a firearm to school and should report 
all violations to local law enforcement officials.[29]

Key Finding 9 



In many cases, other students were involved in the attack in some capacity.

Implications

This finding highlights the importance of considering what prompting or encouragement a student may 
receive from others in his life that influences his intent, planning or preparations for a potential attack.  Any 
investigation of potential targeted school violence should include attention to the role that a student’s friends 
or peers may be playing in that student’s thinking about and preparations for an attack.  It is possible that 
feedback from friends or others may help to move a student from an unformed thought about attacking to 
developing and advancing a plan to carry out the attack. 

Key Finding 10 

Despite prompt law enforcement responses, most attacks were stopped by means other than law enforcement 
intervention and most were brief in duration.

Implication

The short duration of most incidents of targeted school violence argues for the importance of developing 
preventive measures in addition to any emergency planning for a school or school district.  The preventive 
measures should include protocols and procedures for responding to and managing threats and other 
behaviors of concern.

[25] The Department of Education and the Secret Service have prepared a companion work to the Final 
Report, Threat Assessment in Schools: A Guide to Managing Threatening Situations and Creating Safe 
School Climates.  This Guide is scheduled for publication in May 2002.  The guide will include 
recommendations for investigating and evaluating threats and other behaviors of concern in school; address 
considerations for developing policies and the capacity to support threat assessment efforts in schools; and 
provide suggestions for approaches schools can adopt to foster school environments that reduce violence.
[26] Please refer to Reddy et al. (2001), “Evaluating risk for targeted violence in schools: Comparing risk 
assessment, threat assessment, and other approaches,” for a full discussion review of assessment approaches 
currently available to schools.  The full citation for the article is listed in Appendix C of this document.
[27] See “Early Warning, Timely Response,” listed in Appendix C of this report, for more information about 
how to identify students who may need assistance.
[28] See, for example, Nansel, T., Overpeck, M., Pilla, R., Ruan, J., Simons-Morton, B., & Scheidt, P. 
(2001).  Bullying behavior among U.S. youth.  Journal of the American Medical Association, 285, pp. 2094-
2100. 
[29] Elementary and Secondary Education Act of 1965, as amended by No Child Left Behind Act of 2001, 
Title IV, Part A, Subpart 3, Section 4141



CHAPTER V

CONCLUSION: THREAT ASSESSMENT AS A PROMISING STRATEGY FOR 
PREVENTING SCHOOL VIOLENCE

Taken together, the findings from the Safe School Initiative suggest that some future attacks may be 
preventable.  Most incidents of targeted school violence were thought out and planned in advance.  The 
attackers’ behavior suggested that they were planning or preparing for an attack.  Prior to most incidents, the 
attackers’ peers knew the attack was to occur.  And most attackers were not “invisible,” but already were of 
concern to people in their lives. 

In light of these findings, the use of a threat assessment approach may be a promising strategy for preventing 
a school-based attack. Educators, law enforcement officials and others with public safety responsibilities may 
be able to prevent some incidents of targeted school violence if they know what information to look for and 
what to do with such information when it is found.  In sum, these officials may benefit from focusing their 
efforts on formulating strategies for preventing these attacks in two principal areas:

• developing the capacity to pick up on and evaluate available or knowable information that might
indicate that there is a risk of a targeted school attack; and,

• employing the results of these risk evaluations or “threat assessments” in developing strategies to
prevent potential school attacks from occurring.

Threat Assessment and Targeted School Violence Prevention 

Threat assessment, as developed by the Secret Service and applied in the context of targeted school violence, 
is a fact-based investigative and analytical approach that focuses on what a particular student is doing and 
saying, and not on whether the student “looks like” those who have attacked schools in the past.  Threat 
assessment emphasizes the importance of such behavior and communications for identifying, evaluating and 
reducing the risk posed by a student who may be thinking about or planning for a school-based attack. The 
Department of Education and the Secret Service currently are completing work on a publication that will 
provide school administrators and law enforcement officials with guidance on planning and implementing a 
threat assessment approach within school settings.[30]

In relying on a fact-based threat assessment approach, school officials, law enforcement professionals and 
others involved in the assessment will need tools, mechanisms and legal processes that can facilitate their 
efforts to gather and analyze information regarding a student’s behavior and communications.  For example, 
school and law enforcement personnel should be offered training regarding what information to gather, how 
to gather and evaluate it, and how they might try to intervene in cases where the information collected 
suggests a student may be planning or preparing for a school-based attack.  

Several states have enacted legislation that makes it easier for schools to share student information with law 
enforcement agencies and others who are trying to determine whether a student might be moving toward a 
school-based attack.[31] Localities and states may wish to explore such options for supporting threat 
assessment components in schools and facilitating sharing information across school, law enforcement and 
community systems participating in the threat assessment process.

Finally, educators can play a part in prevention by creating an environment where students feel comfortable 
telling an adult whenever they hear about someone who is considering doing harm to another person, or even 
whether the person is considering harming themselves. Once such an environment is created, it will remain 
important that the adults in that environment listen to students and handle the information they receive in a 
fair and responsible manner.

[30] Supra note 25.
[31] See “Legal Issues” under the Resources section in Appendix C of this report for listings of documents 
that include descriptions of state statutes in this area.
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Appendix A 
Incidents of Targeted School Violence, by State 



Appendix B 

Incidents of Targeted School Violence, by Year 

Year  Month and Day  

1974  December 30 
1978  May 18, October 15   
1985  January 21 
1986  December 4 
1987  March 2 
1988  December 14 
1989  October 5
1992  May 1, May 14, December 14 
1993  January 18, December 1 
1994  May 26, October 12, November 8 
1995  January 23, October 12, November 15 
1996  February 2, February 8, March 25, September 25 
1997  February 19, October 1, December 1, December 15 
1998  March 24, April 24, May 19, May 24 
1999  April 16, April 20, May 20, November 19, December 6 
2000  May 26 
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Resources 
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The positive concepts of resilience and protec-
tion are less familiar to rural educators and to
policymakers than the negative concept of risk
(as in �at-risk students�). Perhaps this state of
affairs is the result of an appropriate and
longstanding research effort to understand the
prevalent threats to children�s well-being. But
when it comes to actually helping children,
educators need to understand more clearly what
goes right even in risky circumstances, and why.
Recent research suggests things schools and
communities can do to protect children against
the very real threats that confront families and
individuals.

This Digest interprets these findings for application in
rural communities. The purpose here includes
helping educators and policymakers to regard
students not as problems to be �fixed,� but as
personalities to be protected�and in which to
nurture internal resilience to the prevalent threats.
Such a shift in thinking constitutes a radically new
way of looking at an old phenomenon. Garmezy
(1991, p. 428) puts it this way: �To think of the
appropriate role [for the school] is to think of
oneself as a protective figure whose task is to do
everything possible to enhance students� compe-
tence.� Competence includes the capacity to deal
with external threats, and all children need to de-
velop such competence.

At Risk vs. Resilient�A
Difference in Outlook

�At risk,� a term borrowed from the field of medi-
cine, is used educationally in a wide variety of
definitions�at risk of not graduating from high
school, at risk of developing alcohol and other drug
abuse problems, at risk of  failure in life. Through
overuse the term loses meaning. One can easily

show, for instance, that all children (indeed, all
people) are at risk. Life inevitably entails threats,
after all, no matter how comfortable one�s circum-
stances.

But many educators are understandably suspicious
of the negative implications of identifying and labeling
children as being at risk for such conditions as
�failure in life.� Fortunately, researchers began
studying infants  born to at-risk families years ago.
They have discovered, in fact, that many infants born
into risky  circumstances actually become healthy
adults (Garmezy, 1993; Rutter, 1987; Werner &
Smith, 1982, 1992). Some  combination of circum-
stance and temperament helped these individuals to
withstand the threats that life  handed them.

Protective Factors

�Resiliency� is the construct used to describe the
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
problems,  and juvenile delinquency predicted for
them (Linquanti, 1992). The presence of protective
factors in family,  school, and community environ-
ments appears to alter or reverse predicted negative
outcomes and foster the  development, over time, of
resiliency.

Key protective factors found in families, schools,
and communities are identified by Benard (1991):

� a caring and supportive relationship with at least
one person;

� consistently clear, high expectations communi-
cated to the child; and

� ample opportunities to participate in and con-
tribute meaningfully to one�s social environment.

Protective factors help develop resilient children,
who exhibit the following characteristics (Benard,
1991):

Cultivating Resilience:
An Overview for Rural Educators and Parents

Mary Finley
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� social competence that allows the individual to
sustain relationships;

� use of problem-solving skills in daily life; and

� a clear sense of personal autonomy, purpose,
and future.

Garmezy (1991, p. 427) insists that the changed
thinking of educators needs to include �the proud
awareness� that their work in classrooms and
schools is �the most worthy of societal enterprises�
the enhancement of  competence in their children
and their tailoring, in part, of a protective shield to
help children withstand the multiple vicissitudes that
they can expect of a stressful world.� But where and
how do rural schools begin to tailor a �protective
shield�?

Where Do We Begin?

Across the nation, rural communities and schools
differ dramatically from one another. No single set of
prescriptions could possibly cover rural communities
of Mexican Americans, African Americans, Ameri-
can  Indians, Alaska Natives, or Appalachians.
Though the rural poverty rate is high and many areas
suffer economically, writers have observed that
rural communities persist. Rural communities can
be much more cohesive than urban or suburban
neighborhoods; for instance, strong kinship ties are
common in rural communities.

Sociologist James Coleman (1988) refers to the
personal relationships in a community�particularly
those that  span the generations�as �social capital.�
Social capital represents connections among people
in a given place  that allow them to care for one
another�to look out for each other�s well-being
and for the well-being of one  another�s children.
Rural areas can develop their comparatively greater
social capital to help strengthen more children and
families against factors that might put them at risk.

Although comparatively little R&D effort has fo-
cused on rural communities, Werner and Smith
(1992) summarize several useful principles based on
their 40-year longitudinal study of disadvantaged

children and  families in Hawaii. These principles are
interpreted, next, in the light of rural circumstances.

Set priorities. When resources are limited (as they
are in many rural communities), efforts should be
guided by  an assessment of priority, based on the
most potentially damaging local threats. The question
of priorities is very much a local one. Which local
circumstances pose the greatest threats and to
whom? The diversity of  rural communities means
that priorities will vary.

Assess available capacity. As part of a commu-
nity effort, schools need to be aware of�and use�
existing  services. The key idea to remember is that
resiliency is best nurtured and ensured community-
wide. A student  who accesses protective factors
anywhere in the community benefits the whole
community�and, in fact,  contributes to an increase
in the community�s social capital (Linquanti, 1992).
Schools� efforts, in both formal and informal activi-
ties, must therefore protect existing support systems.
In fact, they should be designed to enhance existing
support systems.

Support and celebrate. Resiliency can be culti-
vated, according to the research, through a child�s
solid,  meaningful connection with just one very
caring individual (Benard, 1991). A child may
connect with the right  important individual in school,
at church, at a youth or family center, at 4-H activi-
ties, or at a local clinic or  agency. These people�in
whatever capacity the child relates to them�
become mentors (Cecil & Roberts, 1992;  Flaxman,
1992). They give the community�s children a secure
basis for the development of trust, autonomy, and
initiative; and the community should support their
efforts prominently. Some staff training may be
necessary for mentors, but genuine celebrations of
the relationships between mentors and their proteges
are also important.

Tear down turf boundaries. Obviously, jealously
guarded institutional boundaries are not consistent
with the  theory and practice of cultivating resilience.
Here is where rural communities have another
advantage.  Interdisciplinary arrangements between
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schools and social services first became operational
in rural areas, where scarcity of resources necessi-
tated collaboration. The trend to work with other
agencies continues to grow, as reflected in the
literature (see Lutfiyya, 1993, ERIC/CRESS Digest
EDO-RC-92-9).

Resources

Research on specifically rural interventions is scanty.
The reference list below includes available resources
that rural school leaders can review for ideas that
have at least worked in urban settings. Benard
(1991) and Linquanti (1992) provide particularly
thorough introductions to the resiliency paradigm,
both with extensive bibliographies. Crockett and
Smink�s (1991) guidebook on mentoring is excel-
lent. Though few models for instituting a resiliency
paradigm exist, Winfield�s (1991) framework for
planning school and community interventions can
be adapted for any size school district. At the
classroom level, Hodges (1993) and Cecil and
Roberts (1992) provide good starting places for
teachers.

A growing literature on service learning, which
includes community-wide efforts and mentorships of
the sort considered above, is also relevant when
thinking about resilience, protection, and social
capital. The aims of service learning relate very
clearly to the protective factors described in this
Digest. A three-volume resource series titled Com-
bining Service and Learning (Kendall & Luce,
1990) features an extensive annotated  bibliography,
descriptions of many programs, consideration of
implementation issues and dilemmas, and original
articles on a variety of topics related to the policy
and practice of service learning.

You can also contact the National Service-Learning
Clearinghouse at 1/800-808-SERVE, via email at
serve@tc.umn.edu, and via the Internet at http://
umn.edu/~serve for resources and �nuts and bolts�
contact information about service learning efforts
(contacts for hundreds of service learning programs
are available).
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positions or policies of OERI, the Department, or AEL.

Source of This
Document

Finley, Mary. (1994).Cultivating Resilience: An
Overview for Rural Educators and Parents.
ERIC Digest [Online]. Available: http://
resilnet.uiuc.edu/library/edorc945.html



1 1

A
PP

E
N

D
IX

Resources

Children who are teased on a school bus, in class,
or during recess often don�t want to go to school.
Unfortunately, teasing can occur anywhere, and it is
difficult to prevent�despite the best efforts of
parents, teachers, and school administrators to
create a more cooperative atmosphere (Ross,
1996). Most young children become upset auto-
matically if they are called a name or ridiculed in any
way. Parents cannot always protect children from
these hurtful situations, but they can teach their
children useful strategies to help them deal with
teasing. Young children who learn these coping skills
at an early age may be better prepared for more
significant social challenges and conflicts in their
preteen and teen years. This Digest discusses
different types of teasing, why children tease other
children, and strategies for both parents and children
to help them deal with teasing.

Types of Teasing

Not all teasing is harmful�playful teasing can be fun
and constructive. Teasing and being the target of
teasing can help young children develop social skills
that they will need in adolescence and adulthood
(Ross, 1996).

Playful or good-humored teasing occurs when it
causes everyone to smile or laugh, including the
person who is being teased. In contrast, hurtful
teasing includes ridicule, name-calling, put-downs,
and saying or doing annoying things. Unlike playful
teasing, hurtful teasing may cause the person being
teased to feel sad, hurt, or angry. More hostile
teasing, which may include tormenting or harassing,
may require ongoing intervention by a parent,
caregiver, teacher, or school administrator.

Why Children Tease

Children tease for a number of different reasons:

� Attention. Teasing is a good way of receiving
negative attention, and, unfortunately, for many
children, negative attention is  better than no
attention.

� Imitation. Some children model or mimic what
is happening to them at home by acting the same
way to others at school or in  the neighborhood.
These teasers are children who may be teased
by siblings or who experience aggressive or
harsh parenting.

� Feelings of superiority or power. Many
teasers feel superior when they put others down,
or they may feel powerful when teasing upsets
others (Olweus, 1993).

� Peer acceptance. It is not uncommon to see
children engage in teasing behavior because they
may perceive it as being the  �cool� thing to do.
It may help them feel part of a group. The need
to belong may be so strong that a child may
tease others to  be accepted by the �popular�
children.

� Misunderstanding differences. A lack of
understanding of  �differences� may be the
underlying factor in some teasing. Many  chil-
dren are not familiar with or do not understand
cultural or ethnic differences. In some instances,
a child with a physical or a  learning disability
may be the target of teasing because she is
different. Some children criticize anyone who is
different instead  of trying to learn or understand
what makes others special.

� Media influence. One cannot discuss the
reasons children tease without acknowledging
the powerful influence of the media.  Our
children are frequently exposed to teasing, put-
downs, sarcasm, and a lack of respect in many

Easing the Teasing

Judy S. Freedman
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of the television programs  geared toward
children.

How Parents
Can Help

Strategies for Parents

When your child experiences teasing, it is important
to see the problem from the child�s point of view. Sit
down and listen attentively to your child in a
nonjudgmental way. Ask your child to describe the
teasing. Where is it happening? Who is the teaser?
Understand and validate your child�s feelings. It
might be helpful to relate your experience of teasing
as a child. The following strategies may also help:

� Do not overreact. A parent�s overreaction can
result in a child overreacting.

� Convey the message, �You can handle it.�

� Encourage children to be with children who
make them feel good, not bad.

� Review your own behavior. Do you model the
behavior of a �victim,� or do you tease your
children inappropriately?

� Teach or review and practice the strategies
discussed below.

Strategies Parents Can Teach Children

Teasing cannot be prevented, and children cannot
control what others say; however, they can learn to
control their own reactions. Parents can teach their
children the simple strategies listed below that will
empower them and reduce feelings of helplessness.
When children realize that there are effective strate-
gies that they can use in teasing situations, their
coping skills are strengthened.

� Self-talk. Encourage children to think about
what they can say to themselves when they are
in a teasing situation (Bloch, 1993). A child
could say to himself, �Even though I don�t like
this teasing, I can handle it.� A child should ask
himself, �Is the tease true?� Often it is not.

Another important question is, �Whose opinion
is more important . . . the teaser�s or mine?� It is
also  helpful for the teased child to think about
her positive qualities to counteract the negative
remarks.

� Ignore. Displays of anger or tears often invite
more teasing; therefore, it is often effective for
children to ignore the teaser. The child who is
being teased should not look at or respond to
the teaser. Children should try to pretend that
the teaser is invisible and act as if nothing has
happened. If possible, walking away from the
teaser is encouraged. Parents can role play
�ignoring� with their children and praise children
for their excellent �acting.� It should be noted
that ignoring may not be effective in prolonged
teasing situations.

� The I message. The �I message� is an assertive
way for children to effectively express their
feelings. The child expresses how he feels, what
has caused him to feel that way, and what he
would like others to do differently. For example,
a child could say, �I  feel upset when you make
fun of my glasses. I would like you to stop.� This
strategy generally works better when expressed
in a more structured or supervised situation,
such as a classroom. When used in other
situations, such as recess or on the school bus, it
may lead to more teasing when the teaser
perceives the child being teased is upset. Never-
theless, it is an easy skill to teach children to help
them deal with many situations. The child should
learn to make eye contact, speak clearly, and
use a polite tone of voice.

� Visualization. Many young children respond
well to visualizing words �bouncing off� of them.
It provides them with the image  of not having to
accept or believe what is said. This image can
be created by showing how Nerf balls bounce
off a person.  Another effective visualization is
for a child to pretend he has a shield around him
that helps the teases and bad words bounce  off.
Again, this technique gives children the message
that they can refuse these put-downs.
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� Reframing. Reframing is changing one�s
perception about the negative comment; it is
turning the teasing into a compliment. For
example, a child teases another about her
glasses, �Four eyes, four eyes, you have four
eyes.� The child being teased could politely
respond, �Thanks for noticing my glasses!� The
teaser is usually confused, especially when there
is not a reaction of anger or frustration. Another
child might respond to a tease by saying, �That
is a great put-down.�

� Agree with the facts. Agreeing with the facts
can be one of the easiest ways to handle an
insult or tease (Cohen-Posey, 1995).  The
teaser says, �You have so many freckles.� The
teased child responds, �Yes, I have a lot of
freckles.� The teaser taunts, �You are such a cry
baby. . . .� The teased child can answer, �I do
cry easily.� Agreeing with facts usually eliminates
the feeling of  wanting to hide the freckles or the
tears.

� �So?� The response of �so?� to the teaser
conveys an indifference that the tease doesn�t
matter. Children find this response simple yet
quite effective. This strategy is humorously
addressed in Bill Cosby�s book The Meanest
Thing to Say.

� Respond to the tease with a compliment.
When a child is teased, it is often effective to
respond with a compliment. For example, if a
child is teased about the way he runs, he can
answer, �You are a fast runner.�

� Use humor. Humor shows that little importance
is placed on the put-downs or mean remarks.
Laughing can often turn a hurtful situation into a
funny one.

� Ask for help. At times, it is necessary for a
child to seek adult assistance or intervention if
the teaser is persistent.

When Teasing Becomes
Harassment

Most types of teasing can be dealt with effectively
by the children involved, sometimes with the assis-
tance of parents, caregivers, teachers, social work-
ers, or counselors. Teasing becomes harassment,
however, if it is repeated or prolonged, threatens or
results in violence, or involves inappropriate touching
or physical contact. Adults should be alert to the
possibility of harassment and intervene as needed if
harassment is suspected or anticipated. In such
cases, it may be necessary to involve administrators
and parents in determining the appropriate course of
action to end the harassment.

Conclusion

You can help your children understand that teasing
cannot be prevented, and they cannot control what
others say. However, they can learn to control their
own responses and reactions, which will �ease the
tease.�

This Digest was adapted from Freedman, Judy S. (1999,
Spring). Easing the teasing: How parents can help their
kids cope. Early Childhood, pp.  1, 4. Ms. Freedman is a
licensed clinical social worker at Prairie Elementary School
in Buffalo Grove, Illinois, and developer of a stress
education program for children and parents. Her email
address is info@easingtheteasing.com.
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A report on school drop-out rates, juvenile arrests,
teenage pregnancies, and youth alcohol consumption
set the stage for the Healthy Community Healthy
Youth Symposium that was held recently in
Champaign, Illinois. The symposium focused on
what communities, families, and individuals can do to
prevent delinquency. According to symposium
speaker Dr. Donald Draayer from the Search
Institute in Minneapolis, Minnesota, a new method
that focuses on creating and maintaining external and
internal support structures for youth�the Asset
Approach�shows promise.

The Search Institute is a nonprofit organization
dedicated to helping parents, adolescents, schools,
and communities work together to promote positive
youth development. Draayer noted that Search
Institute research shows that instilling assets can
create concrete, positive experiences and qualities
that will have a positive influence on young people�s
lives.

The theory of the Asset Approach is that certain
internal and external assets can help children grow
up healthy, caring, and responsible. External assets
are specific support systems found in a child�s
environment. They range from giving children useful
roles in the community to parents and other adults
modeling positive responsible behavior. Internal
assets help children develop inner strength such as
self-control and a strong value system. These assets
include motivation in a child to accomplish goals, the
ability to stand up for their beliefs, and the ability to
resolve conflict nonviolently.

The Search Institute believes that asset building can
protect youth from high-risk behavior as well as
promote positive behavior. Asset building may be
helpful in counteracting the messages children
receive from the marketplace that challenge values

needed for healthy and safe behavior. For instance,
the glamorization of alcohol consumption can lead
young people to believe that drinking will make them
popular or that alcohol will provide an escape from
life�s worries, when, on the contrary, it can lead to
dependency and loneliness. To counteract the
glamorization of risky behaviors, community leaders
are encouraged to reach children through a series of
basic principles:

� Focus on all youth�the good and the bad.

�  Accent positive youth by using their efforts as
an example for others.

� Maximize potential development in youth by
asking what children need in their lives.

� Share the responsibility and commitment to
youth among the entire community.

By promoting assets in youth, communities can
increase the chance that young people will have
positive attitudes and behaviors. Draayer says that
giving kids an internal guidance structure that pro-
motes their assets will help them make better
decisions, and instilling assets will protect them from
risky behaviors, promote good behavior, and
prepare them for the challenges they will face. The
following guidelines focus on the building blocks of
the Asset Approach:

� In empowering children, recognize that they
change and will need someone to reach out to
for support. Make sure a positive adult is
available. This person may be a coach, family
member, counselor, or friend.

� Every child needs to feel significant�give
children responsibilities to make them feel
important and included.

SEARCH Institute�s Asset Approach:
 Protecting Youth through Community Collaboration

Courtney Garland
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� Set boundaries and expectations. Be there when
children need adults most. Between 3 p.m. and
5 p.m., many children are home alone. This time
of day is when children engage in the most self-
destructive activities. By facilitating supervised
activities, adults can intervene and establish
positive influential relationships during crucial
periods.

� Demonstrate social competencies, such as
decision-making skills, empathy, sensitivity
toward others, cultural respect, and resistance to
negative peer pressure.

� Encourage parents to communicate with their
children, inquiring about what�s important in their
child�s life.

� Promote a positive school climate by making
sure every student is known well, feels impor-
tant, and contributes to the school  environment
in his or her unique way.

� Encourage all parts of the community, such as
the media, businesses, and religious organiza-
tions, to collaborate to build external assets
within the community.

To prevent risky behavior and promote healthy, safe
behavior, communities may want to know how they
can implement asset building. The Search Institute
suggests that community members identify their role
in supporting youth in the community. For example,
an individual may choose to become a mentor for a
youngster, while a youth organization may choose to
expand its youth activities during the critical after-
school hours. A local business may decide to
develop interesting internships that would integrate
work-related skills with academics.

The Search Institute notes that community leaders
with a vested interest in uniting their community may
not have to create new organizations to implement
asset building because many of these activities may
already be taking place. Instead, they can establish a
task force of community leaders who can track each
group�s activities and then mobilize these groups to
analyze their strengths and weaknesses. The task

force can maintain the interest of the community by
acknowledging the accomplishments of members
who are already making an impact, spreading the
word that these efforts have true rewards.

For More
Information
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School security is a front-burner issue for educators,
students, and citizens reeling from the shock of a
series of mass school shootings. Yet recently re-
leased studies show significant decreases in key
types of school violence. In this emotionally charged
atmosphere, school administrators must strive to
meet their schools� real security needs without
wasting scarce resources on measures that may be
unwarranted.

How Serious Is
the Problem?

Despite occasional high-profile tragedies, children in
the United States are safer in schools than outside
them. Of all violent deaths that occur among school-
age children, less than 1 percent occur at or en route
to school or school-sponsored events (Kachur and
others, cited in Berner and others 1999).

Ninety percent of all public schools reported no
serious violent crimes during the 1996-97 school
year. Although 57 percent reported at least one
incident of crime or violence to law-enforcement
officials, less-serious and nonviolent crimes such as
theft, vandalism, and fights not involving weapons
were by far the most common (National Center for
Education Statistics 1998).

Some types of school violence are declining, along
with overall youth violence in the nation. Berner and
others (1999) found significant decreases in several
types of violence-related behaviors among high
school students between 1993 and 1997, including a
28 percent decrease in self-reported weapon
carrying and a 9 percent decrease in fighting on
school property. They also note that the percentages
of such behaviors occurring on school property
were much lower than the total percentages.

The number of students expelled for bringing guns to
school declined 31 percent between the 1996-97

and 1997-98 school years (U.S. Department of
Education 1999).

Reductions in violence did not occur in all sub-
groups, however. For example, levels of fighting
remained the same among Hispanic students, Berner
and others report. Their study also found no signifi-
cant decreases in the percentages of students who
reported being victims of theft or deliberate damage
of property at school, feeling too unsafe to attend
school, and being threatened or injured with a
weapon on school grounds.

How Can Schools
Assess Their
Security Needs?

Periodic, routine security assessment can provide an
objective review �without the denial often present
before a serious incident or the overreaction that
typically follows a crisis,� says Kenneth S. Trump
(1999).

Checklist surveys are helpful assessment tools.
Ronald D. Stephens (1995) provides model check-
lists covering areas ranging from physical security
and procedures to emergency preparedness.
George E. Richards (1997) suggests involving
parents, students, law-enforcement and community
representatives, and school staff in creating or
adapting checklist surveys to the specific needs of a
district and each of its buildings. Stephens recom-
mends annually reviewing all aspects of a school-
safety plan.

A security assessment by an independent consultant
has several advantages. An independent specialist
brings objectivity and credibility as well as expertise,
and can give professional validation to existing
security measures as well as recommend improve-
ments. Seeking an outside opinion demonstrates a

The Fundamentals of School Security

Joan Gaustad
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district�s openness and commitment to safety and
may reduce liability (Trump). It is important to check
the credentials and references of prospective
consultants and make sure they are not associated
with particular security product vendors (Richards,
Trump).

To target security efforts where they are most
needed, an analysis of school-crime data can identify
patterns in crime types, locations, and perpetrators.
Surveys of parents, staff, and students can yield
information on unreported crimes and other prob-
lematic behaviors (Stephens).

How Can Facilities Be
Made More Secure?

Recent tragedies involving guns and bombs have
prompted many school districts to consider adding
high-tech hardware to their traditional lock-and-
alarm systems.

Metal detectors are an expensive and controversial
option. Their potential usefulness for a given school
depends on many factors, including the severity of
weapons problems, the availability of funds for staff
and training, the physical design of buildings, and
possible negative effects on school atmosphere.

Hand-held detectors are less expensive and intrusive
than walk-through models, and their portability
permits random checks. They are particularly
effective in keeping weapons out of events that take
place in a confined space, notes National Alliance
for Safe Schools Director Peter Blauvelt. Other
high-tech security measures include photo ID
systems, which may be tied into school computer
databases, and closed-circuit television cameras
(HADG 1999).

Security cameras and other technologies are not a
substitute for human beings (HADG 1999). As Hill
Walker (1999) of the University of Oregon�s
Institute on Violence and Destructive Behavior
points out, Columbine High School�s video cameras
were not being broke out at that school. �If they had
been monitored,� he says, �perhaps the bombs

brought into the school prior to the shootings would
have been detected and the plot uncovered. Further,
if the emergency team personnel had known where
the shooters were in the building, they may have
been able to save lives.�

Increasing supervision by adding security personnel
is another option. Stephens cites the pros and cons
of employing local police, contracting with a secu-
rity-guard service, or hiring security professionals.
�The ratio of adults to the number of students who
must be supervised is of critical importance,� says
Walker, who notes that Columbine High School had
only a single school-security officer. Walker recom-
mends that school resource officers report jointly to
the school�s principal and to the police department
and have close connections to the community and
neighborhood.

Security can also be improved by cost-free mea-
sures such as changes in procedures, scheduling,
and allocating space. For example, separating
cafeteria entrances and exits reduces lunch-time
congestion and the potential for student conflicts. It
is important to control building access by limiting the
number of entrances and exits and establishing
visitor-screening policies. Parent volunteers can be
recruited to supervise problem areas (Stephens).
Closing the school campus eliminates a major risk
factor (Walker).

How Can Attitudes and
Behaviors Be Changed
to Make Schools Safer?

Identifying potentially violent students and interven-
ing before serious problems erupt has become a high
priority.

The Department of Education and Department of
Justice have developed Early Warning, Timely
Response: A Guide to Safe Schools (Dwyer and
others 1998) to help schools recognize danger signs
and take proactive steps. The guide describes
typical characteristics of children who later behave
violently, signs that may immediately precede a
deadly outburst, and effective intervention strategies.
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Helping staff, students, and parents to become more
aware of these warning signs � and then to report
them, either directly to school staff or via anonymous
�hot lines� � may prevent future tragedies.

Beware of stigmatizing students who seem to fit a
standardized profile, however. Educators must
consider warning signs in context, avoid stereotyping
and labeling, and keep concerns confidential
(Dwyer). Well-communicated, consistently enforced
discipline policies with specific rules and conse-
quences are the foundation of a positive school
climate.

All students should be treated respectfully to avoid
creating resentment among individuals or subgroups.
Walker notes that smaller schools, which provide a
more intimate atmosphere and a greater sense of
belonging, have fewer behavior problems than large
schools.

School officials should encourage staff members to
form positive relationships with students. �Research
shows that a positive relationship with an adult who
is available to provide support when needed is one
of the most critical factors in preventing student
violence,� Dwyer and others report. Positive atti-
tudes and behavior among students can be fostered
by teaching prosocial skills and anger management,
and by peer mediation and conflict-resolution
programs (Hamby, HADG, Dwyer).

What if Preventive
Measures Fail?

Every school should have a written crisis plan
spelling out procedures for responding to a broad
range of possible crises, including natural disasters,
bomb threats, fire, homicide, and hostage situations
(Stephens). The plan should designate individuals to
handle specific tasks if a crisis occurs, and establish
procedures for communicating among school staff
and with parents, community agencies, and the
media. Walker recommends that at least two people
be assigned to coordinate each crisis-related task
and that each school room have two means of
communicating with the office, such as an intercom
system and a cell phone or walkie-talkie.

When creating the plan, schools should coordinate
with police, fire, medical, and other agencies and
determine what local, state, and federal resources
exist for crisis and postcrisis help (Dwyer). Informa-
tion explaining the plan should be distributed to all
members of the school community, and all school
staff should receive crisis training. Students and staff
should practice evacuation and other crisis proce-
dures as routinely as fire drills (Hamby, Dwyer and
others).

The plan should include procedures for handling the
aftermath of a crisis: for example, a prepared press
release describing how information will be transmit-
ted, including locations for press conferences
(HADG). Districts should coordinate with commu-
nity mental-health professionals to provide immedi-
ate and long-term psychological support for affected
staff, students, and parents (Dwyer and others).

Even the most valiant efforts cannot make schools
completely secure. But administrators can reduce
the likelihood of crime and violence and ameliorate
their impact by taking preventive steps and prepar-
ing effective responses.
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Children in the U.S. view an average of 3-5 hours of
television daily. It is difficult to document effects of
such extensive television exposure on children.
However, research indicates that television viewing
may be linked to violent or aggressive behavior,
obesity, poor academic performance, precocious
sexuality, and the use of drugs or alcohol. Thus it is
important that parents help their children use televi-
sion as a positive, creative force, and help them
avoid television�s negative influences.

Aspects of Viewing

1. Time Spent Watching Television. When
children spend 3-5 hours a day watching
television, time for other activities is severely
limited. Childhood is a period of growth and
development, when children need to play, alone
and with other children. Children need to read
and talk with other children and adults.

2. Violence on Television. The amount of violence
on television is increasing. A recent report from
the National Institute of Mental Health indicates
that television violence can be harmful to young
children. Children can become frightened,
worried or suspicious from watching violence on
TV. Researchers have also found that children
who watch many violent programs tend to be
more aggressive than other children on the
playground and in class. Parents should realize
that viewing violent programs may encourage
their children�s tendency toward aggression.
Parents also need to keep in mind that television
often portrays sexual behavior and the use of
alcohol in realistic or inviting terms.

3. TV and Learning. Many recent studies indicate
that excessive television viewing may have a
detrimental effect on learning and school perfor-
mance. The hours spent viewing television
interfere with homework and limit the time
available for other ways of learning. If a child is

not performing well academically, television
watching may be a strong factor contributing to
the problem.

4. Commercials. The average child sees more than
20,000 commercials a year. Advertisers spend
roughly $700 million annually to make sure that
their sales pitches reach large numbers of
children. The majority of food advertising is for
heavily sugared products such as candy and
pre-sweetened cereal. Commercials for meat,
milk products, bread, and juice make up only
about 4% of the food ads shown during
children�s viewing time. This emphasis can give
children a distorted picture of how they ought to
eat. A recent study found a direct relationship
between amount of television and children�s risk
of obesity.

Guidelines for
Parents

Here are some ideas that will help parents guide
their children�s TV viewing:

1. Set Limits. Know how many hours of television
your children watch. Limit your children�s
viewing to one or two hours per day. Don�t be
afraid to reduce the amount of television your
children watch. Your children probably won�t
like being kept away from the television set.
Television is seductive. The programs your
children watch are apt to be filled with commer-
cials promoting other programs. The word- of-
mouth campaign that goes on in playgrounds and
school cafeterias is powerful and persuasive. But
establishing good habits for your children is
worth the effort. Television watching is often
more habit than choice.

Don�t be surprised if your children go through a
sort of withdrawal when the television time is
reduced. You can ease the transition by encour-

Guidelines for Family Television Viewing
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aging alternative activities such as sports, games,
chores, reading, conversation, or hobbies. You
can help by joining your children in these activi-
ties. Because children model their behavior after
their parents� example, an examination of your
own television viewing habits may also help. Be
a good model yourself.

Eliminate some TV watching by setting a few
basic rules, such as no television during meals,
or before household tasks or homework are
completed.

2. Plan. Encourage children to plan their
viewing by using a TV Guide or newspaper
listing rather than flipping the channels to decide
what to watch. The set should go on only for
specific programs, and it should go off when
they are over. Approach a television program as
you would a movie. Help children decide which
show to see, and talk about the show after it
ends. Select programs that feature children in
your child�s age range. Try to balance action,
comedy, fine arts, and sports.

Don�t reward or withhold television in order to
punish. Such practices make television seem
even more important.

3. Participate. Know what your children watch on
television. Watch with them and talk about the
programs. TV programs may help you discuss
difficult topics such as sex and war. Follow up
interesting programs with library books. Explain
the situations that are confusing. Ask the child
about his or her responses to the program when
it is over. Discuss the difference between fantasy
and reality. The worst program may be a good
experience for your children if you are there to
help them get the right message, while the best
program may be wasted without your encour-
agement to think, evaluate, and question.

Parents who watch television with their children
will be able to point out that violence on televi-
sion is not real, and that the actor has not
actually been killed or maimed. Parents can also
show disapproval of the violent episodes and

stress that such behavior is not the best way to
resolve a problem. By discussing the violence
shown on television, parents can lessen its impact.

The best solution, of course, is for parents to
eliminate the most violent programs from their
children�s schedule. Remember that lock-out
devices will ensure that certain channels cannot
be seen. If you are offended by certain pro-
grams and intend to forbid your children to
watch them, try to communicate the reasons. If
your children are watching a program, and you
see behavior to which you object, tell them so,
and explain your objection.

The Center for Early Education and
Development�s publication How Can I Guide
My Child�s TV Viewing? lists psychologist John
Murray�s recommendations for action parents
can take to deal with violent programs:

� Watch at least one episode of each program
your child watches so you know how violent it is.

� When you are viewing together, discuss the
violence with your child. Talk about why the
violence happened and how painful it was. Ask
your child for ideas about how the conflict could
have been resolved without violence.

� Explain to your child how violence on entertain-
ment programs is faked and what might happen
if other people casually tried these same stunts.

� Encourage your child to watch programs with
characters who cooperate and care for each
other. Such programs have been shown to
influence children in positive ways.

4. Resist Commercials. Don�t expect your chil-
dren to resist commercials for candy and snack
foods without help from you. The ability to see
through a sales pitch is learned fairly late and
with difficulty. Poor eating habits can be picked
up early and with ease. Advertisers have market
researchers, writers, producers, and saturation
campaigns with big budgets on their side. When
your children request foods and toys advertised
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on television, teach them that television makes
them want things they don�t necessarily need
and that may even be harmful. Help the child
analyze commercials. Note the exaggerated
claims, and the fact that the makers of the
product pay for the advertising.

5. Express Your Views. The most effective way to
change commercials or programs is to call your
local television station. When you are offended
or pleased by something on television, let the
station manager know. Write or call the network
or the program�s sponsor. Stations, networks,
and sponsors are all concerned about the effects
of television on children and are responsive to
parents� concerns. Be specific. Don�t call or
write just to complain. It is also important to
voice your approval. Programs you like may not
have high ratings, and your support may help
keep them on the air.

If you feel a commercial is inaccurate or mis-
leading, write down the name of the product, the
channel, the time you saw the commercial, and a
brief description of your concern. Then call your
local better business bureau with this informa-
tion, or send it to the children�s Advertising
Review Unit, Council of Better Business Bu-
reaus, Inc., 845 Third Avenue, New York, NY
10022.

6. Get Help. Action for Children�s Television
(ACT, 20 University Road, Cambridge, MA
02138) has been a leading public interest group.

This ERIC Digest was adapted from two publications:

How Can I Guide My Child�s TV Viewing? from the Center
for Early Education and Development of the University of
Minnesota, and

Television and the Family, Copyright 1986, American
Academy of Pediatrics. Reprinted with permission.

For More
Information

Cecil, Nancy Lee. �Help Children Become More
Critical TV Watchers.� PTA Today 13 (April 1988):
12-14.

Corporation for Public Broadcasting, Washington,
DC. �TV Tips for Parents: Using Television to Help
Your Child Learn.� (1988). ED 299 948.

Lickona, Thomas. �TV: Taming the One-Eyed
Dragon.� PTA Today 12 (December-January,
1987): 16-18.

This publication was funded by the Office of Educational
Research and Improvement, U.S. Department of Education.
Opinions expressed in this report do not necessarily reflect
the positions or policies of OERI. ERIC Digests are in the
public domain and may be freely reproduced and dissemi-
nated.
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(1990). ERIC Digest [Online]. Available: http://
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Peer relations contribute substantially to both social
and cognitive development and to the effectiveness
with which we function as adults. Indeed, the single
best childhood predictor of adult adaptation is not
school grades, and not classroom behavior, but
rather, the adequacy with which the child gets along
with other children. Children who are generally
disliked, who are aggressive and disruptive, who are
unable to sustain close relationships with other
children, and who cannot establish a place for
themselves in the peer culture, are seriously at risk.

The Conditions
of Friendship

The essentials of friendship are reciprocity and
commitment between individuals who see them-
selves more or less as equals. Interaction between
friends rests on a more equal power base than the
interaction between children and adults. Some
writers regard friendships as �affiliative relations�
rather than attachments; nonetheless, young children
make a large emotional investment in their friends,
and their relationships are relatively enduring.

The main themes in friendship relations�affiliation
and common interests�are first understood by
children in early childhood. Among preschool and
younger school-aged children, expectations for
friendship center on common pursuits and concrete
reciprocities. Later, children�s views about their
friends center on mutual understanding, loyalty, and
trust. Children also expect to spend time with their
friends, share their interests, and engage in self-
disclosure with them. Friends have fun with one
another; they enjoy doing things together; and they
care about one another. Although school-aged
children and adolescents never use words like
empathy or intimacy to describe their friends, in

their thinking, these constructs distinguish friends
from other children.

Friendship Functions

Friendships are:

� emotional resources, both for having fun and
adapting to stress;

� cognitive resources for problem-solving and
knowledge acquisition;

� contexts in which basic social skills (for ex-
ample, social communication, cooperation, and
group entry skills) are acquired or elaborated;
and

� forerunners of subsequent relationships.

Above all, friendships are egalitarian. They are
symmetrically or horizontally structured, in contrast
to adult-child relationships, which are asymmetrically
or vertically structured. Friends are similar to each
other in developmental status, engaging each other
mostly in play and socializing.

Friends as emotional resources. As emotional
resources, friendships furnish children with the
security to strike out into new territory, meet new
people, and tackle new problems. Friends set the
emotional stage for exploring one�s surroundings, not
unlike the manner in which caretakers serve as
secure bases for the young child. These relationships
also support the processes involved with having fun.
Researchers have found that the duration and
frequency of laughing, smiling, looking, and talking
are greater between friends than between strangers,
and that friends mimic one another more extensively.

Friendships may buffer children and adolescents
from the adverse effects of negative events, such as

Having Friends, Making Friends, and Keeping Friends:
Relationships as Educational Contexts

Willard W. Hartup
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family conflict, terminal illness, parents� unemploy-
ment, and school failure. Some studies suggest that
friendships ease the stress associated with divorce,
though in different manners for boys and girls.
School-aged boys turn readily to friends, seemingly
to distance themselves from the troubled household.
Girls, however, enter into friendships but need their
mothers� support.

Friends as cognitive resources. Children teach one
another in many situations and are generally effective
in this activity. Peer teaching occurs in four main
varieties:

� Peer tutoring is the didactic transmission of
information from one child to another, ordinarily
from an expert to a novice.

� Cooperative learning requires children to
combine problem-solving contributions and
share rewards.

� Peer collaboration, in contrast, occurs when
novices work together on tasks that neither can
do separately.

� Peer modeling refers to information transferred
by imitation.

It has yet to be determined whether friends are
better tutors than nonfriends or the manner in which
friendship affects cooperative learning and modeling.
Peer collaboration among both friends and
nonfriends has been studied more extensively. One
would expect friends to share motives and develop
verbal and motor scripts that enable them to com-
bine their talents in achieving their goals. And indeed,
recent studies show that collaboration with friends
results in more mastery of certain tasks than collabo-
ration between nonfriends. Friends talk more, take
more time to work out differences in their under-
standing of game rules, and compromise more
readily than nonfriends do. This evidence suggests
that friendships are unique contexts for transmitting
information from one child to another.

Friends and social skills. Considerable evidence
shows that both cooperation and conflict occur
more readily in friendships than in other contexts.

Preschool children engage in more frequent coop-
erative exchanges with their friends than with neutral
associates or with children whom they don�t like.
Conflicts occur more often between friends than
nonfriends, but friends emphasize disengagement
and equity in conflict management to a greater extent
than nonfriends do. Research corroborates the
notion that children�s relationships with their friends
support cooperation and reciprocity and effective
conflict management.

Friendship and subsequent relationships.
Children�s friendships are thought to be templates
for subsequent relationships. While new relationships
are never exact copies of old ones, the organization
of behavior in relationships generalizes from old ones
to new ones. Smoothly functioning friendships have
been shown to rub off on relationships between
preschool children and their younger siblings.

Friendship Experience and
Developmental Outcomes

Relatively few investigators have actually sought to
verify the developmental significance of friendship.
The issue is certainly complicated. Close relation-
ships may support good adjustment and its develop-
ment, but, alternatively, well-adjusted children may
simply be better at establishing friendships than
poorly adjusted ones. Nevertheless, studies show
that friendships forecast good adjustment during the
early weeks of kindergarten, and that making new
friends changes children�s adjustment in positive
directions during the school year.

Outcomes, however, may depend on the nature of
the relationship. Friendships are not all alike. Some
are secure and smooth-sailing; others are rocky with
disagreement and contention. New evidence shows
that these differences spill over into school adjust-
ment. Students whose friendships are marked by
conflict and rivalry become progressively disruptive
and disengaged. However, close relationships are
unlikely to contribute to everything. While emerging
evidence strongly suggests that having friends,
making friends, and keeping them forecasts good
developmental outcomes, it is unlikely that these
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results can be attributed exclusively to such rela-
tionships. On the contrary, friendship may contribute
more to certain adaptations, such as positive self-
attitudes or self-regard, than to social skills broadly
conceived. Friendship may also contribute more to
relationship functioning (for example, with siblings,
other friends, or romantic partners) than to being
generally well-liked.

Whether friends are necessities in child and adoles-
cent development remains uncertain. Should friends
not be available, other relationships may be elastic
enough to serve the friendship functions enumerated
earlier. Children with friends are better off than
children without friends, but if necessary, other
relationships may be substituted for friendships.
Consequently, friendships are best viewed as
developmental advantages rather than developmen-
tal necessities, and the current evidence concerning
friendships as educational contexts should be read in
this light.

For More
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Introduction

Our children deserve to learn important lessons from
us and to acquire important habits with our help.
They need help in learning what matters to us. We
want our children to grow up to be responsible
adults. We want them to learn to feel, think, and act
with respect for themselves and for other people.
We want them to pursue their own well-being, while
also being considerate of the needs and feelings of
others.

Today, there is wide recognition that many of our
children are not learning to act responsibly while
they are young. Studies show that many children see
nothing wrong with cheating on tests. Some see
nothing wrong with taking things that don�t belong to
them.

If proper attitudes and behavior are not learned
early, problems can mushroom with even worse
consequences when children are older. As crime has
increased, teen-age offenders have shown less and
less feeling for their victims. But even for the young-
sters who will never commit a crime, it is better to
learn responsibility when they are young, rather than
when they are older and they have to change bad
habits.

This booklet focuses on practical suggestions for
helping young children appreciate the importance of
acting responsibly in their everyday lives. Further, it
provides ideas on how to help them make respon-
sible choices, and stick with them, even when doing
so is hard and the material rewards are few.

Many parents will also want to share with their
children deeply held religious and moral convictions
as a foundation for ethical behavior. This booklet
discusses habits of fairness, respect, courage,
honesty, and compassion that responsible people

share, and it can be used by parents with different
beliefs.

As parents, we can give our children the best in us
by helping them acquire habits and character traits
that they can rely on in their own lives. If we help
them learn to take pleasure in thinking and behaving
well, they will have the best chance to lead good
lives as individuals and as citizens in the community.
This will be true no matter what unpleasant situations
or bad influences they come across.

Chapter 1: What Do We Mean
by Responsibility?

None of us is born acting responsibly. A responsible
character is formed over time. It is made up of our
outlook and daily habits associated with feelings,
thoughts, and actions. Responsible people act the
way they should whether or not anyone is watching.
They do so because they understand that it�s right
and because they have the courage and self-control
to act decently, even when tempted to do otherwise.

We want our children to appreciate the importance
of being responsible. We also want them to develop
the habits and strength to act this way in their
everyday lives. Learning to be responsible includes
learning to:

� respect and show compassion for others;

� practice honesty as a matter of course;

� show courage in standing up for our principles;

� develop self-control in acting on our principles;

� maintain self-respect.

Respect and Compassion for Others

As part of being responsible, children need to
respect and show concern for the well-being of
other people. Respect ranges from using basic

Helping Your Child Learn Responsible Behavior
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manners to having compassion for the suffering of
others. Compassion is developed by trying to see
things from the point of view of others, and learning
that their feelings resemble our own.

Daddy, why is Grandma crying?

She is very sad. One of her closest friends just
died. Come and sit with me. Do you remember
how you felt when your gerbil, Whiskers, died?

I felt sad and lonely.

I�m sure Grandma feels that way, too. Maybe
you can think of a way to help her.

I could give her a hug. . .

That�s a great idea! I�m really glad you thought
of it.

Respect for others also includes the habit of treating
people fairly as individuals, regardless of race, sex,
or ethnic group. As we mature, respect includes
realizing that not all our obligations to others, such as
caring for a family member who is sick, are chosen
freely. And it includes tolerance for people who do
not share our beliefs or likes or dislikes, as long as
they do not harm others.

These habits are especially important because many
of the wrongs people commit result from indifference
to the suffering they cause.

Honesty

Honesty means telling the truth. It means not mis-
leading others for our own benefit. It also means
trying to make decisions, especially important ones,
on the basis of evidence rather than prejudice.
Honesty includes dealing with other people and
being honest with ourselves.

To understand the importance of being truthful to
others, our children need to learn that living together
depends on trust. Without honesty, trusting each
other becomes impossible.

Honesty with ourselves involves facing up to our
own mistakes and biases, even when we have to

admit them to others. It includes self-criticism. The
point is to learn from our errors and to do our best
to correct them, not dwell on them.

Courage

Courage is taking a position and doing what is right,
even at the risk of some loss. It means being neither
reckless nor cowardly, but facing up to our duties. It
includes physical courage, intellectual courage to
make decisions on the basis of evidence, and moral
courage to stand up for our principles.

Courage does not mean never being afraid. It can
involve trying to overcome our fears, such as a fear
of the dark. But our children also need to learn that
sometimes it is all right to be afraid.

Daddy, a man showed us money by the school
playground today.

What did you do?

We ran for the teacher.

Why did you do that?

We were scared. You and Mommy and our
teacher Mrs. Jones said never take anything
from grown-ups we don�t know. Run away. Go
and tell somebody we know.

Good for you. It was right to be scared. Lots of
people are nice, but some are very mean. They
can hurt you. The mean ones sometimes try to
fool people by pretending to be nice. Now, tell
me, what did the man look like?

Courage becomes especially important by the time
children become teenagers. They often have to stand
up against peer pressure to do the wrong thing, such
as using drugs.

Self-Control

Self-control is the ability to resist inappropriate
behavior in order to act responsibly. It relates to all
of the different aspects of responsibility mentioned
so far, including respect and compassion for others,
honesty, and courage. It involves persistence and
sticking to long-term commitments. It also includes
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dealing effectively with emotions, such as anger, and
developing patience.

Self-Respect

People with self-respect take satisfaction in appro-
priate behavior and hard-won accomplishments.
They don�t need to put others down or have a lot of
money in order to respect themselves. People who
respect themselves also view selfishness, loss of self-
control, recklessness, cowardice, and dishonesty as
wrong and unworthy of them. As they mature, if they
have learned the lessons of responsibility, they will
develop a good conscience to guide them.

In addition, people who respect themselves respect
their own health and safety. Similarly, they are
unwilling to be manipulated by others. Patience or
tolerance does not mean allowing others to mistreat us.

While we help children have high standards for
themselves, we also need to let them know that
failure is no embarrassment when we have done our
best. For example, losing a game when we have
played our best, and our opponents have simply
played better, is no disgrace.

Chapter 2: How Can
Parents Encourage
Responsible Behavior?

Everyday Experiences

Especially when they are young, children learn best
about responsibility in concrete situations. What they
do and what they witness have lasting effects. Most
of the activities described in this book are for you
and your child.

We are always teaching our children something by
our words and our actions. They learn from seeing.
They learn from hearing. They learn from overhear-
ing. They learn from us, from each other, from other
adults, and by themselves.

All of us acquire habits by doing things over and
over again, whether in learning to play a musical
instrument, to pick up after ourselves, to play games

and sports, or to share with others. The best way to
encourage our children to become responsible is to
act as responsibly as we can in their presence. We
must genuinely try to be the sort of people we hope
they will try to become.

We can show them by our words and by our actions
that we respect others. We can show them our
compassion and concern when others are suffering.
They need to see our own self-control, courage, and
honesty. They need to learn that we treat ourselves,
as well as others, with respect, and that we always
try to do our best. As they grow older, they should
have the chance to learn why we live as we do.

Daddy, why are you leaving that note on the
garbage can?

There is broken glass inside, Matthew, and I don�t
want the garbage collectors to get hurt because
of me. I am warning them about the glass.

Are they your friends?

No. I don�t know them.

But you don�t want them to get hurt. . .

As our children watch us daily, as we talk to them,
encouraging their questions and trying to answer
them thoughtfully, they begin to understand us and
we begin to understand them. Understanding each
other well is the best way to teach our children
respect for our ideals of good character.

Using Literature and Stories

Children learn about responsibility through many
activities, including reading stories. They learn by
identifying with individual characters or because the
message from a favorite story strikes a particular
chord. Children can be touched deeply by good
literature, and they may ask to have things read to
them again and again.

Children can learn all sorts of lessons from stories.
They might learn about courage by reading about
David standing up to Goliath. Or they might learn the
value of persistence and effort from The Little
Engine That Could.
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When they are older, reading can help prepare
children for the realities and responsibilities of
adulthood. It is usually better for children to read a
good book about such things as war, oppression,
suicide, or deadly disease before seeing these things
up close.

When our children grow up they often remember
stories that were told to them by family members
when they were young. When we tell stories to our
children, we should remember old favorites of ours,
like The Three Little Pigs, not leaving out a single
time the wolf says, �I�LL HUFF, and I�LL PUFF,
and I�LL BLOW YOUR HOUSE IN!�

Developing Judgment and Thoughtfulness

Judgment on ethical issues is a practical matter.
Children develop their capacity for judging what is a
responsible act, just as they come to appreciate the
meaning of responsibility, through practice. Espe-
cially when they are young, children need to see
moral questions in terms that are meaningful to them.

We can also help our children develop good judg-
ment by talking through complicated situations with
them. One way is to help them understand the long-
term consequences of different choices. If they tell
us about a story they have read, we might ask them
to imagine what the result might have been if a
favorite character had acted differently.

Sometimes, it can be difficult to know the difference
between acting bravely and acting recklessly or how
to balance duties when they conflict. As parents, we
can help by making it clear, through what we do as
well as what we say, that it is important in such
situations to think carefully and honestly about what
should be done, as well as to keep in mind how
others will be affected by what we do.

Your child�s ability to reason about different issues,
including ethical ones, will improve as your child
matures. Just as reasoning can lead to a more
thoughtful understanding of responsibility, or what
actions to take in a complicated situation, it may also
become easier to rationalize selfish or reckless
behavior. But if you have helped your young child

develop strong habits of considering the welfare of
others, honesty, courage, and admiration for worthy
accomplishments, your child will have a solid
foundation on which to build.

Chapter 3: Activities

List of Topics

� Getting to Know Others

� Magic Words, Caring Deeds

� Gifts from the Heart

� Honesty, the Best Policy

� There�s a Monster in My Room!

� Bully

� Helping Out

� A Job Well Done

� Our Heroes

� Oops!

� Will You Be My Friend?

� Share a Story

As parents, sometimes we think that we must set
aside particular times or create special situations in
order to teach our children. But that is far from the
truth when it comes to learning responsibility. While
it is important to have some times together when you
won�t be disturbed, the most ordinary situations in
everyday life are filled with opportunities for sound
teaching, if parents pay attention to them.

This booklet contains activities to encourage the
habits of responsibility in your child. Most of them
are not, however, the kind of activities that you can
do together for half an hour once a week. Instead,
they are more like rules of thumb, ideas to build on.
They illustrate the concepts introduced in the previ-
ous sections. They should stimulate your own
thinking and your own ideas.

Just remember one thing: teaching our children about
responsibility doesn�t mean that we can�t laugh or
that we have to be grim. Our children should see
that we can be serious about our principles, while
still being able to play and have fun.
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Dad, can I show you what we did in ballet class
today?

Sure.

It was hard. We had to get way up on our toes
and twirl around like this.

Great. Let me try it. . .oops! Now, what�s so
funny about that? Well, OK. I guess we all aren�t
as graceful as you are.

Getting to Know Others

Children need to be shown and taught respect
for others. Other people have feelings and
hopes, just as we do. We have much to learn
from each other�from people who live far
away and from those who lived long ago.

What to do

1. Set a good example by acting respectfully
toward others. Always make it clear that preju-
dice is wrong and that all of us are equals, no
matter our color, gender, or background.

2. Show an interest in learning about and from
others � from neighbors and relatives, and from
books about our own and other civilizations. Tell
your child interesting things you have learned.

3. Encourage your child to learn about many
different lands and people, to learn more than
one language, and to read stories about children
from all over the world. Show your child how
you try to see things from the point of view of
others.

4. Listen attentively when your child wants to tell
you about interesting things discovered about
history, geography, religions, art, and ways of
life.

We can help our children understand that there are
often things to learn from those who lived in the past
and from those whose lives are different from our
own. We can teach our children to behave respect-
fully toward people and not pre-judge them. Some-
times, however, we must make it clear that some

people behave in ways that are harmful, and such
behavior should not be tolerated.

Magic Words, Caring Deeds

The magic words are �please� and �thank
you.� There are other manners we are con-
stantly teaching our children as well.

What to do

1. Show your children the manners you expect at
home first. The next time you eat dinner to-
gether, have the children pretend they are eating
in a restaurant. How should they talk to each
other? What should they say when the waiter
brings their food? Or have the children pretend
they are riding the bus. What should they do if
the bus stops suddenly and they bump into
someone? How should they carry a large
package on the bus?

2. The next time your children mention something
nice another person did for them, suggest they
write a thank you note. It doesn�t have to have a
lot of words. It can have pictures as well.

3. You, too, can write short notes to your child to
indicate your appreciation for something done
right.

Children need to learn that little signs of apprecia-
tions can be very important to other people. And
manners are a part of respecting and caring for the
feelings of others. If we turn the chore of learning
manners into a game, children will get the practice
they need without embarrassing us or themselves.

As you teach the importance of manners, you may
need to be honest about what your child can expect
from others:

Mom, why do you make such a fuss when I eat
with my mouth open?

Because it�s ugly for other people to see. Good
manners show respect for other people.

What�s respect?

It means caring how other people feel.
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If I care about them, will they care about me?

Not always, Paul. Some people don�t care and
never will, no matter how kind we are to them.
But in our family, we do care.

Gifts from the Heart

Have your child give a gift of himself at the
next holiday or any time he wants to do some-
thing nice for anyone else.

What to do

1. Talk to your child about gift giving. What does it
mean to give something to someone else?

2. Instead of buying a gift, have your child make a
gift. Does your child have a special talent?
Maybe your child would like to sing or write a
song for a relative? Is there a chore your child
could do? Maybe wash dishes for a week. Is
there a special toy that could be loaned to a
sister or brother for a week?

3. Use materials from around the house so that
little, if any, money is spent.

4. If the gift is an activity or chore, have your child
make a card with a note on it, telling what the
gift will be.

5. Have your child use imagination in making an
inviting package. Perhaps your child could paint
a small rock and wrap it in a big box. Or make
an envelope out of the comics from the Sunday
newspaper.

Most young children don�t have enough money to
buy a gift for a friend or relative. You can teach your
child that a gift that shows effort and attention can
mean more than a gift from the store.

Honesty, the Best Policy

Children need to learn that benefitting from
manipulating or lying to others is dishonest and
unworthy of them.

What to do

1. Tell the story about the boy who cried �Wolf!�
so many times to get attention that when the wolf
finally came, no one believed him.

2. Ask your child if anyone has ever lied to her.
How did that make her feel?

3. Be careful to follow through on things you say to
your child. Commitments that may seem minor
to you can mean a lot to your child. Make
promises and keep them.

Our children need to learn about the importance of
trusting each other in our everyday lives. Without
honesty, trust becomes impossible.

There�s a Monster in My Room!

Sometimes our children have needless fears
that we can help them overcome.

What to do

1. Listen when your child mentions a fear, even if it
sounds silly to you.

2. With your child, come up with a plan for facing
up to the fear.

3. Go through the plan together. Let your child take
the step that confronts the fear, although it may
be helpful for you to be there.

Our children can acquire courage if we help them
gain practice in standing up to their unnecessary
fears. In addition, if we take seriously what are real
concerns to them, they will trust us and feel safe
telling us their thoughts and feelings.

Bully

Children should learn not to allow others to
mistreat them. At the same time, we want them
to learn how to reach understandings peace-
fully, whenever possible.

What to do

1. Listen to your child and find out if others are not
treating your child as they should. This will
encourage your child to trust you and come to
you when there is a problem.
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2. Help your child consider various ways of dealing
with a particular problem.

3. If the problem is the way another child is behav-
ing, suggest working out the problem by talking
with the other child, or a responsible adult.

4. If the problem is another adult, however, or if
your child is seriously threatened by other
children, you will need to intervene directly.

A part of self-respect is not tolerating mistreatment
by others. Finding appropriate ways to deal with
unpleasant behavior by others is an important, if
sometimes difficult, part of growing up.

Helping Out

Our children need to learn that as they get
older and can contribute more, more will be
expected of them.

What to do

1. As your child matures, consider additional ways
your child can contribute to the household.

2. Discuss the new duties with your child. Avoid
describing them in ways that seem like a punish-
ment. Instead, you can imply that they require a
new level of ability, which your child now
possesses.

3. With younger children, it helps sometimes if you
do the chores together and talk or make it fun.
But don�t do your child�s work!

4. If possible, new tasks should stretch a child�s
abilities and encourage satisfaction in good
work. Praise something done well, especially a
new challenge.

Doing chores is a useful way to learn persistence
and to learn that when we live up to our responsibili-
ties we enable others to trust and rely on us.

A Job Well Done

We need to show our children that we take
satisfaction in acting properly and accomplishing
difficult tasks.

What to do

1. Through your daily activities, show your children
that you care about a job well done.

2. Perhaps our children�s most important tasks are
to work hard at school and do homework.
When we check homework and point out
mistakes, we help them to see how an error has
arisen. When we let them correct the error
themselves, we inspire self-confidence. It is also
important for us to show them that we appreci-
ate their good efforts.

3. Teaching our children self-respect does not
mean complimenting everything they do. Our
children also need honest criticism from time to
time. When we do criticize, it should be of things
they have done, not them personally.

4. Most of all, we should help our children form the
self-confidence and self-respect that come from
opportunities to do good work as students or as
family members.

Helping children form self-respect is based on how
we treat them and our own example.

There are many opportunities to teach self-respect
through our actions:

Dad, nobody�s going to see inside the model�s
wing. Why do you work so hard with all those
little pieces?

Because that�s the right way to build the plane,
Martha. It makes the wings strong when the
plane flies, and that�s more important than what
people see. I want to make the best plane I can.
Do you want to help?

Our Heroes

Many children love to look at portraits or
photographs, especially if you can tell stories
about the people in the pictures.

What to do

1. Select a photo of a person in your family with an
impressive quality or accomplishment. Tell your
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child about the person and about what the
person did. Perhaps your grandparents had the
courage to immigrate from another country or
your parents sacrificed in order to support you
in school. Talk about the results of these actions.

2. Collect photographs from newspapers or
magazines about impressive people in your
community. With your child, talk about their
actions that merit admiration or praise.

3. In addition to relatives or others, you may want
to display portraits of other people who deserve
our admiration and respect. A picture of Anne
Frank, a young girl who wrote a diary while she
and her family live in hiding from Nazi Germans
and who died in a concentration camp, can
inspire conversation about courage and compas-
sion for others. A portrait of Martin Luther King,
a great civil rights leader who believed in non-
violent change, can lead to discussions of great
accomplishment despite prejudice. Choose
people whom you admire and feel comfortable
talking to your child about.

By the stories we tell about the people we admire,
we can inspire children and remind them of those
qualities we think are important.

Oops!

Sometimes, as parents, we don�t act the way we
should in front of our children.

What to do

1. Try to be honest with yourself and your child if
you find that you�ve done something that sets a
bad example. Sometimes we need to think a
little bit about an event to realize that we�ve
done something inappropriate.

2. If your child has observed your behavior, it�s
especially important that you be honest. A simple
statement is appropriate in most cases; there is
no need to turn your admission into a major event.

3. Follow up with an apology to anyone you have
treated badly and, if possible, by making up for
what you have done.

It�s important that our children, especially older
ones, see that we face up to our own mistakes.

Will You Be My Friend?

Our children need to learn to choose their
friends wisely.

What to do

1. Talk to your child about what is important in a
friend. In addition to being fun, what other
qualities are important? What about honesty,
dependability, a real interest in your child�s
welfare?

2. Talk to your child about the type of friends to
avoid. Ask if your child can remember a friend
who couldn�t be counted on.

Our children should learn that it is important to
choose friends and companions who care about
others and act responsibly.

Share a Story

One important way parents can help their
children learn respect for others, self-control,
or other aspects of responsibility is through the
use of fables or stories. You can read to your
child, and you can encourage your child to read
on his own.

What to do

1. Turn off the T.V. or other distractions.

2. Find stories that exemplify important aspects of
character that your child might enjoy.

3. Talk to your child about the behavior of different
characters in the story. Ask your child how some
of the behavior might apply to your own lives.

4. Share some stories or books that you have
found meaningful with your child. (It is important
for your child to see you reading and enjoying
stories as well.)

5. Come up with your own stories. These can be
family stories, such as baby stories (when your
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child was little. . .) that can become a part of
your child�s personal history.

Stories can be good ways to learn important les-
sons. Your child can identify with characters in
meaningful situations without your having to lecture.

Chapter 4: Parents
and the Schools

Parents need to work with teachers and other
parents to ensure that children are brought up well.
An African proverb says, �It takes an entire village
to raise one child.� It is important for parents and
other adults to cooperate in order to have common
goals for them. Close communication is essential.

Parents can visit with teachers to discuss ways they
and the school can reinforce the same lessons about
good character. Children are less likely to do much
homework, for example, if parents let them watch
television for hours.

Parents can learn from teachers what their children
are studying and what interests them. A teacher or
school librarian can provide good ideas for activities
to do at home.

Parents can cooperate with each other, too. They
can agree on standards of supervision at parties and
on entertainment. Some parents may be free to
escort children to museums, libraries, athletic events,
and extracurricular school activities, when others are
not. Taking turns can provide better opportunities
for all the children.
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Conrad, Pam. Pedro�s Journal. A Voyage with
Christopher Columbus. Philadelphia: Boyds Mills
Press, 1991. [Courage; Self-Reliance; Work Well
Done]

Dahl, Roald. James & the Giant Peach. Illustrated
by Nancy E. Burkert. New York: Knopf, 1962.
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Dalgliesh, Alice. The Courage of Sarah Noble.
Illustrated by Leonard Weisgard. New York:
Macmillan Child Group, 1986. [Courage; Respect
for Home and the Natural World]

D�Aulaire, Ingri & Edgar P. D�Aulaire. Book of
Greek Myths. New York: Doubleday, 1980.

DeJong, Meindert. The House of Sixty Fathers.
Illustrated by Maurice Sendak. New York: Harper
Collins, 1987. [Kindness; Helping Each Other;
Courage; Family Commitment]

Wheel on the School. Various editions.

De Paola, Tomie. Bonjour, Mister Satie. New
York: Putnam, 1991.

Du Bois, William P. The Twenty-One Balloons.
New York: Puffin, 1986. [Courage]

Estes, Eleanor. The Hundred Dresses. Illustrated by
Louis Slobodkin. San Diego: Harcourt Brace
Jovanovich, 1974. [Imagination; Courage]

Farley, Walter. The Black Stallion. Illustrated by
Keith Ward. New York: Random House, 1977.
MOVIE: �The Black Stallion,� 1979.

Field, Eugene. Poems of Childhood. New York:
Airmont, 1969.

The Gingham Dog & the Calico Cat. Illustrated
by Janet Street. New York: Putnam, 1990.

Wynken, Blynken, & Nod. New York: Putnam,
1986.

Fisher, Aileen. Always Wondering Some Favorite
Poems. Illustrated by Joan Sandin. New York:
Harper Collins, 1991.

Fitzgerald, John. The Great Brain. Illustrated by
Mercer Mayer. New York: Dial Books for Young
Readers, 1985. [Family Commitment]

Freedman, Russell. Lincoln: A Photobiography.
New York: Ticknor & Fields, 1987. [Justice;
Courage; Responsibility; Aspiration]

Fritz, Jean. The Great Little Madison. New York:
Putnam, 1989. [Careful Thinking; Aspiration;
Justice]

The Double Life of Pocahontas. Illustrated by Ed
Young. Putnam, 1983. [Courage]

George, Jean C. My Side of the Mountain. New
York: Dutton, 1988.

Grahame, Kenneth. The Wind in the Willows.
Various editions. [Friendship]

Hahn, Mary D. Stepping on the Cracks. Boston:
Houghton Mifflin Co., 1991. [Generous Under-
standing]

Haviland, Virginia. Favorite Fairy Tales Told
around the World. Illustrated by S. D. Schindler.
Boston: Little, Brown & Co., 1985.

Hawthorne, Nathaniel. WonderBook. New York:
Airmont.

Henry, Marguerite. Misty of Chincoteague. Illus-
trated by Wesley Dennis. New York: Macmillan
Child Group, 1990. [Respect for Home and the
Natural World]

Homer. The Children�s Homer: The Adventures of
Odysseus and the Tale of Troy. Retold by Padraic
Colum. Illustrated by Willy Pagany. New York:
Macmillan Child Group, 1982. [Careful Thinking;
Imagination; Perseverance; Respect for Home and
the Natural World; Family Commitment]

The Return of Odysseus. Adapted by I. M.
Richardson. Illustrated by Hal Frenck. Mahwah,
New Jersey: Troll Associates, 1984. [Family Com-
mitment; Courage; Perseverance; Love]

The Wooden Horse. Adapted by I. M. Richardson.
Illustrated by Hal Frenck. Mahwah, New Jersey:
Troll Associates, 1984. [Careful Thinking; Imagina-
tion]

Howe, Deborah & James. Bunnicula; A Rabbit
Tale of Mystery. Illustrated by Alan Daniel. New
York: Macmillan Child Group, 1979. [Humor]

Jennings, Judi. Why Work? Lexington, Kentucky:
University Press of Kentucky, 1989. [Work Well
Done; Self-Control & Responsibility; Self-Knowl-
edge]
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Kipling, Rudyard. The Jungle Book. Various
editions.

Kuskin, Karla. Dogs & Dragons, Trees & Dreams:
A Collection of Poems. New York: Harper Collins,
1980.

Lamb, Charles & Mary. Tales from Shakespeare.
Various editions.

Lang, Andrew. The Blue Fairy Book. Various
editions.

Lawson, Robert. Ben & Me. New York: Dell, 1973.

Rabbit Hill. New York: Puffin, 1977.

L�Engle, Madeleine. Time Trilogy: A Wrinkle in
Time; A Wind in the Door; A Swiftly Tilting
Planet. New York: Farrar, Straus & Giroux, 1979.
[Family Commitment; Courage; Self-Reliance]

Lewis, C. S. The Chronicles of Narnia (Lion, the
Witch, & the Wardrobe) series. Various editions
[Friendship; Courage; Unselfishness; Self-Knowl-
edge]

Little, Jean. Hey, World, Here I Am. Illustrated by
Sue Truesdell. New York: Harper Collins, 1989.

Stars Come Out Within. New York: Viking, 1991.
[Self-Reliance; Courage]

Longfellow, Henry Wadsworth. Paul Revere�s Ride.
Illustrated by Nancy W. Parker. New York:
Greenwillow, 1985. [Courage]

Lovelace, Maud H. Betsy-Tacy. Illustrated by Lois
Lenski. New York: Harper Collins, 1966. A series:
Betsy, Tacy & Tib; Betsy & Tacy Go Over the Big
Hill; Betsy & Tacy Go Downtown; Heaven to
Betsy; Betsy in Spite of Herself; Betsy Was a
Junior; Betsy & J?; Betsy�s Wedding. [Family
Commitment; Friendship; Self-Knowledge; Aspira-
tion]

Lowry, Lois. Number the Stars. Boston: Houghton
Mifflin Co., 1989. [Justice; Courage; Family Com-
mitment; Self- Knowledge]

MacDonald, George. Princess & the Goblin and
The Princess & Curdie. Various editions. [Courage]

MacLachlan, Patricia. Sarah, Plain & Tall. New
York: Harper Collins, 1985. [Courage; Family
Commitment]

Maestro, Betsy & Giulio. A More Perfect Union:
The Story of Our Constitution. New York: Mor-
row, 1990. [Justice; Perseverance]

Mattingley, Christobel. The Miracle Tree. Illustrated
by Marianne Yamaguchi. San Diego: Harcourt Brace
Jovanovich, 1986. [Justice; Concern for Others]

McKissack, Patricia and Frederick. Frederick
Douglass: The Black Lion. Chicago: Children�s
Press, 1987. [Justice; Courage]

Mary McLeod Bethune. A Great Teacher. [Helping
Each Other; Aspiration]

Merriam, Eve. Fresh Paint: New Poems. Illus-
trated by David Frampton. New York: Macmillan
Child Group, 1986.

Halloween A B C. Illustrated by Lane Smith. New
York: Macmillan Child Group, 1987. [Poems]

Montgomery, L. M. Anne of Green Gables. Series.
MOVIE: �Anne of Green Gables� also �Anne of
Avonlea,� Wonderworks.

My Book House. Illustrated. Edited by United
Educators Staff. Lake Bluff, Illinois: United Educa-
tors, Inc., 1920. 12 Volumes. [Contains a bibliogra-
phy of character traits.]

Myers, Walter D. Now Is Your Time! The African-
American Struggle for Freedom. New York:
Harper Collins, 1991. [Courage]

O�Hara, Mary.  My Friend Flicka (first of a trilogy;
Thunderhead, Son of Flicka, and The Green
Grass of Wyoming). New York: Harper Collins,
1988. [Courage; Loyalty; Family Commitment]

Osborne, Mary P. George Washington: Leader of
a New Nation. New York: Dial, 1991. [Careful
Thinking; Aspiration]

Park, Barbara. Don�t Make Me Smile. New York:
Knopf, 1981.
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Paterson, Katherine. The Great Gilly Hopkins.
New York: Harper Collins, 1978. [Generous
Understanding; Self-Knowledge]

The Tale of the Mandarin Ducks. Illustrated by
Leo and Diane Dillon. New York: Dutton, 1990.
[Kindness]

Petry, Ann. Harriet Tubman: Conductor on the
Underground Railway. New York: Harper Collins,
1955. [Courage; Justice; Self-Sacrifice]

Philip, Neil. The Tale of Sir Gawain. Illustrated by
Charles Keeping. New York: Putnam, 1987.
[Courage; Loyalty]

Pyle, Howard. The Merry Adventures of Robin
Hood. New York: Dover, 1968. [Justice; Humor,
Courage]

Rawls, Wilson. Where the Red Fern Grows. New
York: Bantam, 1974. [Perseverance; Courage;
Family Commitment]

Rockwell, Thomas. How to Eat Fried Worms.
Illustrated by Emily McMully. New York: Watts,
1973. [Humor]

Sandburg, Carl. Rootabaga Stories. Illustrated by
Michael Hague. New York: Harcourt Brace
Jovanovich, 1988.

Selden, George. The Cricket in Times Square
series. Illustrated by Garth Williams. New York:
Farrar, Straus & Giroux, 1960. [Friendship; Humor;
Kindness]

Sewall, Marcia. The Pilgrims of Plymouth. New
York: Macmillan Child Group, 1986. [Courage;
Perseverance; Justice; Kindness; Helping Each
Other]

Shura, Mary F. Gentle Annie a Civil War Nurse.
New York.

Sis, Peter. Follow the Dream. 1991. [Courage]

Skira-Venturi, Rasabianca. A Weekend with Renoir.
[Careful Thinking; Imagination]

Speare, Elizabeth George. The Sign of the Beaver.
Boston: Houghton Mifflin, 1983. [Self-Reliance;

Dependability; Generous Understanding; Respect
for Home and the Natural World]

Spyri, Johanna. Heidi. Various editions. [Love;
Respect for Home and the Natural World; Generous
Understanding; Kindness]

Stanley, Diane & Peter Vennema. Good Queen
Bess: The Story of Queen Elizabeth I of England.
New York: Macmillan Child Group, 1991. [Justice;
Self-Control & Responsibility]

Stevenson, Robert Louis. Black Arrow. Various
editions. [Friendship; Courage; Justice; Self-Knowl-
edge]

Treasure Island. Illustrated by N. C. Wyeth. New
York: Macmillan Child Group, 1981. [Justice;
Courage; Generous Understanding]

Stolz, Mary. Barkham Street Trilogy: Dog on
Barkham Street; Bully of Barkham Street; Ex-
plorer of Barkham Street. New York: Harper
Collins, 1989. [Self-Knowledge; Courage]

Taylor, Mildred D. Let the Circle Be Unbroken.
New York: Puffin, 1991. Sequel to Roll of Thunder,
Hear My Cry.

Roll of Thunder, Hear My Cry. New York: Dial
Books for Young Readers, 1976. [Family Commit-
ment; Justice; Self-Respect]

Tolkien, J. R. R. The Hobbit. Illustrated by Michael
Hague. Boston: Houghton Mifflin Co., 1984.
[Justice; Courage; Kindness]

Tooze, Ruth. Our Rice Village in Cambodia.
Illustrated by Ezra Jack Keats. New York: Viking,
1963.

Viorst, Judith. Alexander & the Terrible, Horrible,
No Good, Very Bad Day. Illustrated by Ray Cruz.
New York: Macmillan Child Group, 1976. [Humor]

Vo-Dinh. Toad Is the Emperor�s Uncle: Animal
Folktales from Viet-Nam. New York: Doubleday,
1970.

Voight, Cynthia. Dicey�s Song. New York:
Macmillan Child Group, 1982. Sequel to Home-
coming.
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Homecoming. New York: Macmillan Child Group,
1981. [Self-Control & Responsibility; Careful
Thinking; Family Commitment]

Watkins, Yoko K. So Far from the Bamboo
Grove. New York: Lothrop, 1986. [Courage;
Concern for Others]

White, E. B. Charlotte�s Web. Illustrated by Garth
Williams. New York: Harper Collins, 1952. [Friend-
ship; Humor; Kindness; Generous Understanding;
Imagination]

Stuart Little. Illustrated by Garth Williams. New
York: Harper Collins, 1945. [Self-Knowledge]

The Trumpet of the Swan. Illustrated by Edward
Frascino. New York: Harper Collins, 1973. [Family
Commitment; Respect for the Natural World;
Humor]

Wiggin, Kate D. Rebecca of Sunnybrook Farm.
New York: Scholastic, 1988. [Self-Knowledge;
Generous Understanding; Aspiration; Work Well
Done; Friendship; Family Commitment]

Wilde, Oscar. Stories for Children. Illustrated by P.
J. Lynch. New York: Macmillan Child Group, 1991.

Complete Fairy Tales. Afterword by Jack Zipes.
New York: Dutton, 1990.

The Happy Prince. Illustrated by Ed Young. New
York: Simon & Schuster, 1989.

The Nightingale & the Rose. New York: Oxford
University Press, 1981.

The Selfish Giant. Illustrated by Lisbeth Zwerger.
New York: Scholastic, 1991. [Unselfishness;
Generous Understanding]

Wilder, Laura Ingalls. Little House series. Illustrated
by Garth Williams. New York: Harper Collins, 1975.
[Family Commitment; Perseverance; Honesty]

Advanced

Ages 9 and Up

Alcott, Louisa May. Eight Cousins. Various editions.

Little Women. Various editions. MOVIE: �Little
Women,� 1933, 1949. [Family Commitment; Self-
Control; Humor]

Avi. Nothing but the Truth. New York: Orchard
Books, 1991. [Justice; Resisting Peer Pressure;
Self-Control & Responsibility]

Wolf Rider: A Tale of Terror. New York: Macmillan
Child Group, 1988.

Bauer, Marion D. On My Honor. New York:
Ticknor & Fields, 1986. [Courage; Honesty]

Brooks, Bruce. The Moves Make the Man. New
York: Harper Collins, 1987.

Burroughs, Edgar Rice. Tarzan of the Apes series.
Various editions. [Careful Thinking; Self-Reliance;
Self-Knowledge]

The Constitution of the United States of
America. Especially the �Preamble.� Various
editions. [Justice; Aspiration]

Crowe-Carraco, Carole. Women Who Made a
Difference. Lexington, Kentucky: University Press
of Kentucky, 1989.

Danziger, Paula. The Cat Ate My Gymsuit. New
York: Dell, 1980.

Defoe, Daniel. Robinson Crusoe. Various editions,
including abbreviated. [Self-Reliance; Careful
Thinking; Imagination]

de Saint-Exupery, Antoine. The Little Prince.
Various editions. [Friendship; Self-Knowledge; Self-
Control & Responsibility]

Dickens, Charles. A Christmas Carol. Various
editions. [Generous Understanding; Justice]

David Copperfield. Various editions. See also
�David Copperfield and Little Emily� in My Book
House collection. [Friendship]

Oliver Twist. Various editions. [Justice; Aspiration;
Self-Knowledge]

Dodge, Mary M. Hans Brinker: The Silver
Skates. New York: Puffin, 1985.



18

A
PPE

N
D

IX

Appendix

Douglass, Frederick. Narrative of the Life of
Frederick Douglass: An American Slave. Preface
by W. L. Garrison. New York: Dutton, 1968.
[Courage; Aspiration]

Doyle, Arthur Conan. Adventures of Sherlock
Holmes. Various editions. [Careful Thinking; Imagi-
nation; Honesty; Justice]

Forbes, Esther. Johnny Tremain. Illustrated by
Lynd Ward. New York: Dell, 1969. [Courage;
Friendship; Self-Reliance]

Fox, Paula. One-Eyed Cat. Illustrated by Irene
Trivas. New York: Macmillan Child Group, 1984.

The Village by the Sea. New York: Orchard, 1988.

Frank, Anne. Anne Frank: The Diary of a Young
Girl. Various editions. [Self-Knowledge; Justice;
Family Commitment; Aspiration; Friendship]

Franklin, Benjamin. Autobiography of Benjamin
Franklin. Various editions. [Careful Thinking; Self-
knowledge; Aspiration]

Freedman Russell. Indian Chiefs. New York:
Holiday, 1987. [Justice; Careful Thinking; Generous
Understanding]

The Wright Brothers: How They Invented the
Airplane. Photographs. New York: Holiday, 1991.

Frost, Robert. Poems. Various editions.

Glenn, Mel. Class Dismissed! High School Poems.
Photographs by Michael J. Berstein. New York:
Ticknor & Fields, 1988.

Haggard, H. Rider. King Solomon�s Mines. Various
editions.

Hamilton, Virginia. Anthony Burns: The Defeat
Triumph of a Fugitive Slave. New York: Knopf,
1988.

The House of Dies Drear. New York: Macmillan
Child Group, 1984. [Courage, Justice]

In the Beginning: Creation Stories from around
the World. Illustrated by Barry Moser. New York:
Harcourt Brace Jovanovich, 1988.

M. C. Higgins, the Great. New York: Macmillan
Child Group, 1974.

The People Could Fly. Illustrated by Leo and
Diane Dillon. New York: Knopf, 1985.

The Planet of Junior Brown. New York:
Macmillan Child Group, 1986.

Henry, O. Stories. Various editions. See especially
�Gift of the Magi.�

Heyerdahl, Thor. Kon-Tiki. Various editions.
[Courage; Careful Thinking; Imagination]

Ho, Minfong. The Clay Marble. New York: Farrar,
Straus & Giroux, 1991.

Irving, Washington. Rip Van Winkle and The
Legend of Sleepy Hollow. Various editions.

Janeczko, Paul B. Poetspeak: In Their Work,
about Their Work: A Selection. New York:
Macmillan Child Group, 1983.

Jones, Diana W. Dogsbody. New York:
Greenwillow, 1988. [Friendship]

Keller, Helen. Story of My Life. Various editions.
[Courage; Friendship; Careful Thinking;
Perseverence]

Kipling, Rudyard. Captains Courageous & Other
Stories. Including �Rikki-Tikki-Tavi� and �The
Maltese Cat.� New York: Dodd, Mead, and Co.,
1959. MOVIE: �Captains Courageous,� 1937.

Lasky, Kathryn. Pageant. New York: Dell, 1988.
[Self-Knowledge; Humor]

Lincoln, Abraham. The Gettysburg Address.
Various editions. [Courage; Aspiration]

London, Jack. The Call of the Wild. Illustrated by
Karel Kezer. New York: Macmillan Child Group,
1970. [Self-Reliance; Self-Knowledge; Respect for
the Natural World]

White Fang. Various editions. [Respect for the
Natural World]

McCord, David. One at a Time. Ill. by Henry B.
Kane. Boston: Little, Brown & Co., 1986. Poems.
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McKinley, Robin. Beauty: A Retelling of the Story
of Beauty & the Beast. Pocket, 1985.

The Blue Sword. New York: Greenwillow, 1982.

Outlaws of Sherwood. New York: Greenwillow,
1988.

Merriam, Eve. If Only I Could Tell You: Poems for
Young Lovers & Dreamers. Illustrated by Donna
Diamond. New York: Knopf, 1983.

O�Dell, Scott. Sing Down the Moon. Boston:
Houghton Mifflin Co., 1970.

Orczy, Emmuska. The Scarlet Pimpernel (first of
trilogy). Various editions. [Justice; Courage; Careful
Thinking; Imagination]

Paterson, Katherine. Bridge to Terabithia. Illus-
trated by Donna Diamond. New York: Harper
Collins, 1977. Frieland, Joyce and Rikki Kessler.
Bridge to Terabithia: A Study Guide. New York:
Learning Links, 1982. MOVIE: �Bridge to
Terabithia,� Wonderworks.

Jacob Have I Loved. New York: Harper Collins,
1980. MOVIE: �Jacob Have I Loved,� Wonder-
works.

Lyddie. New York: Dutton, 1991.

Of Nightingales That Weep. New York: Harper
Collins, 1989. [Self-Knowledge]

Sook, Nyul Choi. Year of Impossible Goodbyes.
Boston: Houghton Mifflin Co., 1991.

Speare, Elizabeth G. The Witch of Blackbird Pond.
New York: Dell, 1972. [Generous Understanding;
Friendship; Resisting Peer Pressure]

Twain, Mark. Various editions. The Adventures of
Tom Sawyer, Huckleberry Finn, The Prince & the
Pauper.

Magazines and Encyclopedias

Cricket. (Ages 6-12). Literary magazine for chil-
dren. Well-known authors and artists.

Highlights for Children. (Ages 4-10). Includes
�Guide for Parents and Teachers,� stories, poems,
craft ideas, cartoons.

Kid City. (Ages 6-10). For graduates of Sesame
Street. Items about popular culture as well as
serious issues such as racial inequities and handi-
caps.

KidSports. (Ages 8-14). Contains advice from
professional athletes and stresses practice. Many
articles focus on �When I Was Your Age� (a column
title).

Ladybug. (Ages 2-7). Literary magazine for
younger children. From the publishers of Cricket.
Includes a parent�s supplement.

National Geographic World. (Ages 8-13). A
variety of subjects including other children, games,
projects, a large pull-out poster.

Seedling Series: Short Story International. (Ages
8-12). Contains short stories from around the world,
often with a moral or message.

Sesame Street. (Ages 2-6). Educational magazine
that draws from the television show. Emphasizes
letters and numbers with games to cut out. Every
issue includes a read-aloud piece about a serious
topic such as starting school. Comes with a guide for
parents.

Zillions. (Ages 8-14). Consumer Reports for kids.
Helps children make wise judgments about the
quality and value of items for sale.

Compton�s Encyclopedia. Illustrated. 26 volumes.
Encyclopaedia Britannica, 1992. Bound and on
compact disc.

New Book of Knowledge. Illustrated. 21 volumes.
Grolier, 1992. Written for elementary school chil-
dren.

Oxford Children�s Encyclopedia. Illustrated. 7
volumes. Oxford University Press, 1991.

Random House Children�s Encyclopedia. Illus-
trated. Random House, 1991.

World Book. Illustrated. 22 volumes. World Book,
Inc., 1991. Appropriate for elementary school
students and as a general family reference.
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Other Booklists

Best of the Best for Children. Reference book
compiled by the American Library Association.
Gives titles with descriptions of books, magazines,
videos, and computer software. New York: Random
House, 1992. Available in many libraries.

Books for Children. List of more than 100 of the
best children�s books recently published. Compiled
by the Library of Congress. Available for $1 from
the Consumer Information Center, Pueblo, Colo-
rado 81009. Item 101Z.

Choosing Books for Children: A Commonsense
Guide, by Betsy Hearne. Revised, expanded, and
updated. New York: Delacorte, 1990.

The Human Family. . .Learning to Live Together.
Annual listing of children�s books that portray
relationships among people of different cultural
backgrounds, races, and religions. Available free
from the National Conference of Christians and
Jews, Inc., 71 Fifth Avenue, Suite 1100, New York,
New York 10003.

The New Read-Aloud Handbook, by Jim Trelease.
2nd revised edition. New York: Penguin, 1989.

The New York Times Parent�s Guide to the Best
Books for Children. Edited by Eden Ross Lipson.
New York: Random House, 1991. [Special subject
indexes include such topics as �Family Life and
Problems�; �Friendship�; �Growing Up�; �Holi-
days�; �Immigrants�; �Manners�; �Myths�; �Reli-
gion�; �War and Peace�; and others.]

Timeless Classics. List of nearly 400 books pub-
lished before 1960 for children of all ages. Compiled
by the National Endowment for the Humanities.
Available for $.50 from the Consumer Information
Center, Pueblo, Colorado 81009. Item 419z.
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Close to half of all mothers of children under one
year of age are now working outside of their homes.
Their children are cared for by relatives, by in-home
caregivers, and in family day care homes and
centers. Family day care is the most common out-
of-home child care arrangement for infants, but the
proportion of infants in center care is steadily
increasing (Hofferth & Phillips, 1987).

Recent debate has focused on the possibility that
children enrolled in out-of-home child care as infants
are at risk for later social and emotional develop-
ment (Belsky, 1988; Clarke-Stewart, 1988). This
ERIC Digest will evaluate the evidence concerning
infant child care as a risk for children�s social and
emotional development.

Studies of Maternal
Employment

Studies of the effects of maternal employment on the
security of the child�s attachment to the mother form
the primary research base for the assertion that
infant child care constitutes a risk for children.
Security of attachment is commonly assessed with
the Ainsworth Strange Situation (Ainsworth, Blehar,
Waters, & Wall, 1978) when the child is approxi-
mately 1 year old. The Strange Situation is a 20-
minute laboratory procedure that involves repeated
separations from the mother and the infant�s being
left with a friendly stranger.

Sixteen recent studies that used this assessment
method showed that infants of full-time employed
mothers were more likely to exhibit an insecure
maternal attachment relationship than infants of part-
time employed and nonemployed mothers (Belsky,
1988; Clarke-Stewart, 1988). It is important to
recognize that even though more infants of full-time
employed mothers were classified as insecure, well
over half (Belsky: 59%; Clarke-Stewart: 63%) of

the infants of full-time employed mothers have been
classified as securely attached.

On the basis of this research, Belsky (1988) con-
cluded that full-time infant child care prior to the first
birthday puts children at risk for later development.
Alternative interpretations focus on the psychological
meaning of the Strange Situation assessment to the
infant who has experienced child care. The experi-
ences of separation of infants in child care centers
and family day care homes differ from those of
infants not enrolled in child care. We do not know if
the former infants find the Strange Situation less
stressful than the latter.

One problem with the research linking maternal
attachment security and maternal employment is that
it provides little information about the kind of
alternative care experienced by the infant. We know
that infants become attached to their alternative
caregivers (Howes, Rodning, Galluzzo, & Myers,
1988). We also know that the quality of the child�s
attachment to the mother does not predict the quality
of the child�s attachment to the alternative caregiver
(Howes and others, 1988). A child with an insecure
maternal attachment relationship may have a secure
attachment relationship with an alternative caregiver.

These studies suggest that positive relationships with
infant child care caregivers may compensate for
insecure maternal attachments. If future research
supports these conclusions, the stability and charac-
teristics of the infant child care caregiver will assume
great importance.

Studies of Child
Care Settings

Mothers who are responsive and sensitive�that is,
who respond consistently and appropriately to their
child�s social bids and initiate interactions geared to

Infant Child Care

Carollee Howes
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the child�s capacities, intentions, moods, goals, and
developmental level�are most likely to have
children with secure maternal attachments (Belsky,
Rovine, & Taylor, 1984). One can assume that this
is also true for alternative caregivers. Some research
suggests that in infant child care, infants and toddlers
with more responsive and sensitive caregivers have
higher cognitive and language scores and greater
social competence (Rubenstein & Howes, 1983).

Several features of the child care environment are
linked to caregiver sensitivity and responsiveness.
These are: formal training in child development on
the part of the caregiver, few children to care for and
many adults in the room, short hours, decreased
responsibility for housework, and environments
designed to be safe and appropriate for children
(Howes & Stewart, 1987). As might be expected,
caregivers who work in high quality child care
settings can be more responsive and sensitive to the
infants in their care than caregivers with less desir-
able conditions. Infants and toddlers in high quality
child care are more likely than children in low quality
care to be securely attached to caregivers (Howes
and others, 1988), to engage in competent social
interaction with adults and peers (Howes & Stewart
1987), to self-regulate (Howes & Olenick, 1986),
and to have high language and cognitive scores
(Goelman & Pence, 1987).

Studies Linking Children�s
Development to Family and
Child Care Influences

Despite constraints on parental choice of child care,
several studies report that families who provide
appropriate care in their homes tend to select good
child care. Parents who are stressed (Howes &
Stewart, 1987), lead complex lives (Howes &
Olenick, 1986), lack social supports (Howes &
Stewart, 1987), and lack developmentally appropri-
ate child rearing practices and values (Howes &
Stewart, 1987), are more likely to enroll their child
in low quality than in high quality child care. Mothers
whose infants are classified as insecurely attached
enroll their infants in family day care homes that have

a higher than average number of children per
caregiver (Howes and others, 1988).

A few studies have attempted to compare the
relative influences of family and child care on the
development of infants in child care. These suggest
that the combination of child care and family influ-
ences best predicts the social development of the
infant (Howes & Olenick, 1986; Howes & Stewart,
1987; Howes, 1988). Infants and toddlers in high
quality care and cared for by families low in stress
and high in social support and developmentally
appropriate child rearing values and practices were
more socially competent (Howes & Stewart, 1987).
Children with a history of high quality care inside and
outside the family were better able to adjust to first
grade than children with less fortunate care and
family histories (Howes, 1988).

Research evidence does not suggest that infant child
care per se is detrimental to the child�s future social
and emotional development. It does raise concerns
for the child who experiences insensitive care both at
home and in child care.

This digest was adapted from the article, �Research in
Review: Infant Child Care,� by Carollee Howes, which
appeared in the September, 1989 issue of Young Children.
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In the past two decades, our understanding of the
early roots of children�s social behaviors and the
importance of those emerging behaviors in the
development of overall competence has expanded
dramatically. What understandings from this knowl-
edge base can help us support young children as
they develop strategies for dealing with complex
interpersonal relationships among their peers?

Aggression and cooperation represent two critical
features in the child�s social domain. What do they
have in common? Both emerge from the child�s
strong developmental push to initiate and maintain
relationships with other children, beginning at a very
early age. Peer relationships provide critical oppor-
tunities for children to learn to manage conflict and
work towards establishing intimacy. Aggression and
cooperation are two possible strategies for dealing
with the normal conflicts of early peer interactions.
Both have important roots in early family interac-
tions, both are responsive to adult expectations and
values, and both can be responsive to environmental
factors.

Aggression and Cooperation:
Definitions and Emerging
Features

Aggression is defined here as any intentional behav-
ior that results in physical or mental injury to any
person or animal, or in damage to or destruction of
property. Aggressive actions can be accidental
actions, in which there is no intentionality; instrumen-
tal actions, in which the child deliberately employs
aggression in pursuit of a goal; or hostile actions, in
which the child acts to cause harm to another
person. Because peer interactions in their earliest
forms emerge from play in which infants treat each
other as they would treat a toy or interesting ob-
ject�for example, one baby reaches over and

grabs the cheek of another�unintentional aggres-
sion is a common and natural form of behavior for
infants and toddlers. These accidental behaviors can
enable young children to achieve desired results (for
example, grabbing a toy from another child) and, in
a short period of time, can easily develop into
instrumental forms of aggression.

Aggressive behavior is a deterrent to friendships and
social success. Studies indicate that young children
cite aggressive behavior as a significant reason for
disliking others. Research also indicates that aggres-
sive behavior is responsive to environmental influ-
ences and can be encouraged or discouraged by
experiences in home and school.

Aggression should not be confused with asser-
tion�behavior through which a child maintains and
defends his or her own rights and concerns. Asser-
tive behavior reflects the child�s developing compe-
tence and autonomous functioning and represents an
important form of developmental progress.
Assertiveness also affords the young child a healthy
form of self-defense against becoming the victim of
the aggressions of others.

Much evidence suggests that children who exhibit
instrumental and hostile forms of aggression during
the preschool years have been exposed, in early
family interactions, to adults who encourage, model,
or condone aggression by using discipline techniques
that are punitive, rigid, and authoritarian; ignoring or
permitting aggressive actions by the child and other
children; providing or tolerating aggressive toys or
aggressive images from television, movies, and
books in the child�s surroundings; or modeling
aggression in their own interpersonal interactions.

Cooperation is defined here as any activity that
involves the willing interdependence of two or more

Aggression and Cooperation:
Helping Young Children Develop Constructive Strategies

Jan Jewett
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children. It should be distinguished from compliance,
which may represent obedience to rules or authority,
rather than intentional cooperation. When children
willingly collaborate in using materials, for example,
their interactions are usually quite different than when
they are told to �share.� Cooperation, like aggres-
sion, has its roots in very early, even preverbal,
social interactions. Studies on the origins of
prosocial behaviors, which include cooperation,
suggest that family variables related to the develop-
ment of prosocial behaviors include parental disci-
pline techniques that are authoritative rather than
authoritarian and that offer the child free expression
of affection and nurturance. These techniques
involve the use of high expectations; competent
communication; and inductive reasoning, in which
parents engage children in explanations of the
reasons for family rules and limits. Children who
demonstrate a number of cooperative strategies and
can attend to the needs of others while also asserting
and defending their own rights are more likely to be
socially successful and to establish reciprocal,
mutually satisfying friendships than are other children.

Techniques for Reducing
Aggression and Fostering
Cooperation

Because aggressive behavior can emerge as a
normal behavior during the second and third years of
life, it is important not to assume that such behaviors
represent a personality trait. When adults assume
that children are being intentionally aggressive, the
expectation for undesirable qualities can become
established and can lead to a �recursive cycle� (Katz
and McClellan, 1991) in which children come to
fulfill the expectations set for them.

Aggressive toddlers or preschoolers can benefit
from support and encouragement for replacing
aggressive behaviors with more socially productive
alternatives. Important techniques include helping
young children label and verbalize their feelings and
those of others, develop problem-solving ap-
proaches to conflicts, seek and obtain assistance
when in difficulty, and notice the consequences of

their aggressive actions for their victims. Age-
appropriate anger management techniques, and
discussion of the causes and consequences of
interpersonal conflicts, can help both young children
and their caregivers deal with emerging aggressive
behaviors. Adult guidance that is consistent, sup-
portive, nonpunitive, and includes the child in
understanding the reactions of all participants and
the reasons for limits, will help even very young
children cope with aggressive behaviors.

How can parents and teachers recognize and foster
the cooperative behaviors which all children demon-
strate as they develop? They can acknowledge
children�s efforts to initiate social interactions in
appropriate ways, affirm helping behaviors, use
positive discipline techniques and communicate their
power, communicate positive regard and high
expectations for all young children, and support each
child�s struggle to resolve interpersonal conflicts. Of
critical importance are classroom strategies that
promote cooperative, rather than competitive,
endeavors; foster dramatic play techniques and
reflective strategies for thinking about and discussing
social interactions; and enable children to get to
know and trust each other and work towards truly
interdependent activity.

Program Policies That Foster
the Development of
Cooperation

Many children begin to show interest in peers as
early as eighteen months. Early childhood educators
can support the emergence of trusting and positive
interpersonal strategies by encouraging the formation
of play groups and regular social interactions that are
supervised in a supportive manner. Children benefit
from consistent and sustained relationships in which
they can build trust, understand and predict the
responses of their peers, and gain confidence in their
ability to cope with conflictual interactions. Continu-
ity of relationships can be nurtured. The grouping of
friends and acquaintances across the years of
program service enables children to develop and
build on successful relationships.



3 3

A
PP

E
N

D
IX

Resources

Early childhood programs can help parents under-
stand and deal with the full range of young children�s
emerging social repertoires. Parents often need help
in addressing the common aggressive behaviors of
young children in a nonjudgmental and constructive
manner. Educators can encourage parents to pro-
vide regular opportunities for children to develop
productive and sustained friendships by providing
continuity of access to potential friends, inviting
friends or potential friends to play at home, and
helping children to continue to see good friends even
if they lose daily and convenient contact.

Conclusion

Our emerging knowledge about the complex factors
that enter into the development of social competence
in the young child can be put to valuable use. Young
children can benefit from the understanding support
and guidance of the adults who help them develop
constructive strategies for dealing with the challenges
of early peer relationships.
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Parents and teachers share responsibility for creating
a working relationship that fosters children�s learn-
ing. This digest examines the cultural context for
parent-teacher relationships, suggests some general
strategies for creating a climate in which misunder-
standings and disagreements between parents and
teachers can be minimized through communication,
and discusses some general principles for parents
and teachers in dealing with misunderstandings or
disagreements as they arise.

The Cultural Context for
Parent-Teacher Relationships

It is important for teachers and parents to remember
that they know the child in different contexts, and
that each may be unaware of what the child is like in
the other context. It is also useful to keep in mind
generally that different people often have distinct but
disparate perspectives on the same issue.

For many parents, a fundamental part of the
parenting role is to be their child�s strongest advo-
cate with the teacher and the school (Katz, 1995).
Other parents, however, may be reluctant to express
their concerns because of cultural beliefs related to
the authoritative position of the teacher. Others may
have difficulty talking with teachers as a result of
memories of their own school years, or they may be
unsure of how to express their concerns to teachers.
A few parents may fear that questions or criticism
will put their child at a disadvantage in school.

Many parents may be surprised to learn that teach-
ers, especially new teachers, are sometimes equally
anxious about encounters with parents. Most
teachers have received very little training in fostering
parent-teacher relationships, but with the growing
understanding of the importance of parent involve-
ment, they may worry about doing everything they

can to encourage parents to feel welcome (Green-
wood & Hickman, 1991).

Avoiding Conflicts between
Parents and Teachers through
Open, Ongoing Communication

The foundation for good parent-teacher relationships
is frequent and open communication. Both teachers
and parents share the responsibility for creating such
a foundation. There are several strategies teachers
can use to establish a climate conducive to open
communication. Teachers can:

Let parents know how and when they can con-
tact the school and the teacher. As early in the
school year as possible, teachers can explain that:
(1) they can be reached at specific times or in
specific ways; (2) they can be contacted directly as
questions or concerns arise; and (3) they have given
a lot of thought to their teaching philosophy, class
rules, and expectations. In addition to personal
interaction, teachers often use newsletters or letters
home to provide this information to parents, perhaps
including a phone number and, if available, an
electronic mail address by which they can be
contacted (Barnett, 1995). Some teachers encour-
age two-way communication by including in news-
letters or letters home a short survey about
children�s interests or parents� hopes or expectations
for the school year.

Practice an open-door, open-mind policy. Teach-
ers can invite parents to visit the class at any time
that is convenient to the parent. When they visit,
parents can monitor their child�s perceptions of a
situation and see for themselves what the teacher is
trying to achieve with his or her students.

Elicit expressions of parents� concerns and
interests in preparation for parent-teacher

Preventing and Resolving Parent-Teacher Differences

Lilian G. Katz, Amy Aidman, Debbie A. Reese, and Ann-Marie Clark
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conferences. Some schools organize parent-teacher
meetings to discuss their goals early in the school
year. On these occasions, teachers can ask parents
to share their main concerns and goals for their child.
Brief questionnaires and interest surveys also provide
good bases for meaningful discussions in parent-
teacher conferences (Nielsen & Finkelstein, 1993).

Involve parents in classroom activities. Teachers
can let parents know how they can be helpful and
solicit parents� assistance with specific activities. The
more involved parents are in what goes on in the
classroom, the more likely they are to understand
the teacher�s goals and practices.

Parents also have an important role to play in
fostering open communication between themselves
and teachers. They can:

Introduce themselves. At the beginning of the
school year, parents can contact teachers and let
them know when they can be reached most easily,
daytime or evening, to discuss their child�s class-
room experience, and how they would prefer to be
contacted (telephone, email, letter, etc.).

Be involved in classroom and school activities at
whatever level work and family responsibilities
allow. If parents cannot volunteer or go on field
trips, they can let the teacher know that they are
interested in helping in other ways with a special
display or some activity that can be done on an
occasional weekend, for example. They can let the
teacher know that they have skills that they would
be willing to share even if they are not sure how they
can be useful in the classroom. Or, they can let the
teacher know that special circumstances (an ex-
tremely ill parent, or an especially demanding job,
for example) prevent them from being formally
involved, but that they are always interested in how
their child is doing and would welcome communica-
tions about their child on a regular basis, not just
when there�s a problem.

Initiate regular contact. Parents need not wait for
the teacher to call them; they can contact the teacher
at times the teacher has indicated are convenient.

When Parents and Teachers
Disagree: Strategies for
Teachers and Parents

On those inevitable occasions when parents and
teachers disagree about curriculum, assignments,
peer relationships, homework, or teaching ap-
proaches, a pattern of open communication can be
invaluable for resolving differences (Willis, 1995).
But dealing with direct disagreements also requires
respect and discretion by both parents and teachers.
In times of disagreement, teachers should:

Know the school policy for addressing parent-
teacher disagreements. It is a good idea for
teachers to check school and district policies for
handling conflicts or disagreements with parents and
to follow the procedures outlined in the policies.

Use discretion about when and where children
and their families are discussed. It is important to
resist the frequent temptations to discuss individual
children and their families in inappropriate public and
social situations or to discuss particular children with
the parents of other children. Confidentiality contrib-
utes to maintaining trust between parents and
teachers.

Parents� discussions of disagreements with teachers
need to be based on knowing the facts. Parents can:

Talk directly with the teacher about the problem.
The best approach is to address complaints at first
directly to the teacher, either in person or by tele-
phone, and then to other school personnel in the
order specified by school policy. Sometimes the
teacher is unaware of the child�s difficulty or percep-
tion of a situation. Sometimes a child misunderstands
a teacher�s intentions, or the teacher is unaware of
the child�s confusion about a rule or an assignment.
It is important to check the facts directly with the
teacher before drawing conclusions or allocating
blame. Direct contact is necessary to define the
problem accurately and to develop an agreement
about how best to proceed.

Avoid criticizing teachers in front of children.
Criticizing teachers and schools in front of children
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may confuse them. Even very young children can
pick up disdain or frustration that parents express
about their children�s school experiences. In the case
of the youngest children, it is not unusual for them to
attribute heroic qualities to their teachers. Some
even think that the teacher lives at school and thinks
of no one but them! Eventually such naivete is
outgrown, but overheard criticism is likely to be
confusing in the early years and may put a child in a
bind over divided loyalties. Besides causing confu-
sion and conflict, criticizing the teacher in front of the
child does nothing to address the problem. In the
case of older children, such criticism may foster
arrogance, defiance, and rudeness toward teachers.
Children�s respect for authority figures is generally a
shared goal in most cultures (Katz, 1996).

Choose an appropriate time and place to discuss
the disagreement. Parents should keep in mind that
the end of the day, when both teachers and parents
are tired, is probably not the best time for a discus-
sion involving strong feelings. If an extended discus-
sion is needed, make an appointment with the teacher.

As children grow older, they are generally aware
when their parents are upset about the teacher or a
school-related problem. As parents discuss these
incidents with their children, they are modeling ways
to express frustration with the problems of life in
group settings. As children observe and then prac-
tice these skills, the coping skills become �tools� in a
child�s �psychological pocket� to be used in future
life experiences.

Conclusion

Teachers and parents share responsibility for the
education and socialization of children. Preventing
and resolving the differences that may arise between
parents, teachers, and children with constructive
communication, respect, grace, and good humor can
help make school a pleasant place.
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Peer Acceptance and
Children�s Behavior

Children�s understanding of emotional expressions
and situations has been found to relate to how well
peers like or dislike them. A study at George Mason
University suggests that well-liked children are better
able than other children to read and respond to
peers� emotions. Disliked children may misinterpret
peers� emotions, leading to difficult interactions and
eventual rejection by peers.

In general, positive behaviors, such as cooperation,
are associated with being accepted by peers, and
antisocial behaviors, such as aggression, are associ-
ated with being rejected. This is confirmed by recent
studies identifying characteristics and behaviors
related to being liked or disliked by peers.

Good communication is a skill important to the
continuation of social play. Well-liked children
appear to communicate better than disliked children.
In a study at the University of Texas, well-liked
children were more likely than others to be clear in
direct communications by saying the other child�s
name, establishing eye contact, or touching the child
they intended to address. Well-liked children more
often replied appropriately to children who spoke to
them, rather than ignoring the speaker, changing the
subject, or saying something irrelevant. While well-
liked children were not any less prone to reject
peers� communications toward them, they were
more likely to offer a reason for the rejection or
suggest alternatives. For example, in rejecting a
peer�s suggestion��Let�s pretend we are hiding
from the witch��a well-liked child was more likely
to say, �No, we played that yesterday,� or, �No,
let�s be robbers instead,� rather than just saying,
�No.�

Peer Acceptance and
Social Reputation

It is important to recognize the role of the peer
group in maintaining a child�s level of social accep-
tance. Once a child has established a reputation
among peers either as someone with whom it is fun
to play or as someone with whom joint play is
unpleasant or dissatisfying, this reputation may
influence the way other children perceive the child�s
later behavior. If a negative reputation is developed,
helping the child become accepted may require
more than a change in the child�s behavior; it may
also be necessary to point out to the other children
when the child�s behavior changes and to guide them
to respond to the child in positive ways.

How Can Teachers and
Other Adults Help?

Studies such as those mentioned above suggest
important elements to be considered by those who
wish to understand why a particular child is unpopu-
lar and need to decide what to do to help that child
gain social acceptance. To assist a disliked child in
gaining acceptance, careful, informed observation is
needed.

Observe behavior and note: Does the child have
greater success interacting with one or two peers
than with larger groups? Does the child often seem
to misinterpret the apparent intentions and emotional
cues of other children? When rejecting a playmate�s
suggestion, does the child provide a reason or an
alternative idea? Do classmates consistently rebuff
or ignore the child�s attempts to engage in play, even
when the child is using strategies that should work?
There is no recipe for facilitating acceptance. To
help a child, it is essential to identify the child�s areas
of difficulty.

Understanding and Facilitating
Preschool Children�s Peer Acceptance

Kristen M. Kemple
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Strategies to
Consider

Adults who work with groups of children may feel
frustrated in their attempts to help a child achieve
social acceptance. Many approaches can be
adapted to particular situations and needs of indi-
vidual children. Special play activities can be ar-
ranged, such as grouping children who lack social
skills with those who are socially competent and will
thus provide examples for learning effective skills.
Planning special play sessions with a younger child
may help the socially isolated child. Research
reports that socially isolated preschoolers exposed
to play sessions with pairs of younger children
eventually become more socially involved in the
class than do isolated children who play with chil-
dren of their own age. The decision to pair a child
with a younger or more socially skilled child should
depend on whether the child�s social isolation is due
to ineffective social skills or lack of confidence. Some
children have adequate social skills, but are anxious
and inhibited about using them. Opportunities to be
the big guy in play with a younger child may give the
inhibited child a needed boost of social confidence.

Sometimes disliked children behave aggressively
because they don�t know how to resolve conflicts.
Planned activities can help children generate alterna-
tive solutions to difficult social situations. Skits,
puppet shows, or group discussions that present
hypothetical situations can encourage a wide range
of ideas for potential solutions. Such methods can
increase the number of appropriate strategies, such
as taking turns or sharing, that are available to the
children. However, to effectively implement such
newly learned strategies in the classroom, children
must be given on-the-spot guidance when real
conflict situations occur. To help with conflict
resolution, the adult can encourage the children
involved to voice their perspectives, generate
potential solutions, and jointly decide on and imple-
ment a mutually acceptable solution.

When a child has difficulty entering ongoing play, an
adult can steer the child toward smaller or more
accepting groups, or can structure the environment

to include inviting spaces for private small group or
one-on-one play. A loft, a tent, or a large empty box
might make an inviting space. When a child asks,
�Can I play?� the teacher can guide the child in
observing the ongoing play, figuring out the group�s
theme and purpose, and thinking of a role to play or
of ways to contribute to the group.

On-the-spot guidance by adults can facilitate
communication, which contributes to successful play.
A child who rejects playmates� ideas without offering
explanations or alternatives could be told, �Ben I
don�t think Tom understands why you don�t want to
play store. Can you tell him why?� or �Can you tell
him what else you could do together?� A disliked
child having difficulty reading others� emotional cues
might be given a suggestion��Look at Mary�s face.
Do you think she likes it when you poke her?�

In addition to using techniques that focus on the
disliked child, adults may need to translate for the
peer group the unpopular child�s behavior and
apparent intentions. For example, an adult might say,
�Thomas wants to play with you. If you don�t need
another father, who could he be instead?� However,
when intervention focuses on the peer group, adults
should not force peers to play with a disliked child.
This may cause resentment and increase rejection of
the child.

The teacher�s attempts to help a disliked child find a
comfortable niche in the peer group may prove more
successful if the child�s family is involved, either
directly or indirectly. After describing to the parent
what techniques are being tried in the classroom, the
teacher may suggest how the parent can use some of
the strategies to help the child play with peers at
home or interact with siblings. Children who feel
good about themselves and experience loving family
relationships may bring their expectations of accep-
tance and success to the peer group. Such expecta-
tions can become self-fulfilling prophecies.

For the child whose poor self-concept reflects
difficulties in the child�s family, parent conferences in
which the teacher can offer support may be helpful.
Literature on such topics as positive discipline and
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effective parent-child interaction can be offered on a
parent reading shelf or bulletin board. Parent discus-
sion groups, facilitated by a knowledgeable profes-
sional, can provide information about the importance
of social competence and guidance strategies that
can help parents facilitate their child�s development.

Editor�s Note: This is the second in a series of three ERIC/
EECE digests that focus on children�s peer relationships as
educational contexts. These digests are adapted from
articles that originally appeared in the Fall 1991 (Vol. 19, No.
1) issue of the Early Report of the University of
Minnesota�s Center for Early Education and Development.
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The Kaiser Family Foundation, an independent
national health care philanthropy based in Menlo
Park, California, recently released findings  from
their study �Kids & Media @ The New Millen-
nium.� The study examines patterns of media use
from a large, nationally representative  sample of
3,155 children between 2 and 18 years of age. It
explores the full range of media available to children:
television, movies,  computers, music, video games,
radio, magazines, books, and newspapers. Some of
the study�s key findings include the following:

American children spend the equivalent of a
full-time work week using media.

� American children spend an average of 38 hours
a week using media of all forms outside of
school or for homework. Children 8 years or
older spend an average of about 6-3/4 hours a
day using media, the largest chunk of which is
spent watching TV. Only 5% of children  spend
an hour a day or less with the media.

� One out of every six children (17%) watches
more than 5 hours of  TV a day. Sixteen percent
watch 3 to 5 hours daily, 31% watch 1 to 3
hours daily, 19% watch 1 hour or less, and 17%
report watching no TV.

Children today grow up surrounded by media.

� The average American child grows up in a home
with three TVs, three tape players, three radios,
two VCRs, two CD players, one video  game
player, and one computer. Two-thirds of chil-
dren 8 and older and one-third of 2- to 7-year-
olds have a TV in their bedroom.

� The TV is on �most of the time� in 42% of
children�s homes and is usually on during meals
in 58% of children homes. Among children  8
and older, two-thirds say the TV is usually on
during meals.

Even the very youngest children are widely
exposed to media.

� According to parents, 2- to 7-year-olds spend
an average of 3-1/2 hours a day using media.
Only 8% spend an hour or less a day with
media.

� A third of 2- to 7-year-olds have a TV in their
bedroom, 16% of this age group have a VCR in
their bedroom, and 13% have a video  game
player in their bedroom.

Many parents do not appear to exercise much
oversight of their children�s media use.

� About half of all children do not have any rules
about how much or what kind of TV they can
watch. Among children 8 and older, 61%  say
there aren�t any rules about TV watching in their
homes.

� Parents do not watch much TV with their
children. According to the diaries children kept
of their media use, those over 7 almost never
watch TV with their parents. According to
parents who filled out diaries about their younger
children (2 to 7 years), 81% of the time that
these youngsters are watching TV, their parents
are doing something else.

Despite widespread access, children spend a
relatively small amount of time each day using
computers.

� Almost 7 in 10 children 2 to 18 years of age
have a computer in their home, and 45% have
Internet access. More than 1 out of 5 over 7
years have a computer in their bedroom. One in
10 has Internet access from his or her own room.

� Among all children ages 2 to 18, children spend
an average of about half an hour a day using

Kids & Media @ The New Millennium: Some Findings



2

A
PPE

N
D

IX

Appendix

computers, including time spent on  computers in
school. Children 8 and older who use computers
spend an average of more than an hour and a
half each day using the  computer in the follow-
ing ways: 22% of their time doing school work;
about a third of their time on the Internet either
chatting (10%),  surfing the Web (15%), or
sending email (9%); and about a quarter of their
time (26%) playing games.

Most children say they prefer computers to TV,
if they�re forced to choose.

� When asked to choose which medium to bring
to a desert island, children 8 to 18 years of age
indicated the following preferences: 33%  chose
computers with Internet access; 24% selected
CD, tapes, or radio; 13% chose TV; 13%
chose video games; 8% picked books or
magazines; 3% said videos; and 3% said nothing
at all.

You can access a complete copy of the Kaiser
Family Foundation report �Kids & Media @ The
New Millennium� online at  http://www.kff.org/
content/1999/1535/pressreleasefinal.doc.html.
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Kids & Media @ The New Millennium. (2000).
Parent News [Online], 6(3). Available: http://
npin.org/pnews/2000/pnew500/int500d.html
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Introduction

The school-to-work transition of the nation�s youth
has been a major focus of vocational education
efforts for the past decade. Educators help students
identify their interests and abilities, engage in career
education and career development activities, and
develop individual education plans. Although these
activities are significant, their comprehensiveness and
effectiveness are limited by staff and time. �The ratio
of students to counselors in public high schools is
almost 300 to 1; and school guidance counselors are
able to spend less than one hour of every five on
career counseling� (Otto, 1989, p. 161). Add to this
the unique and complicated counseling needs of
students with disabilities and it becomes apparent
that other actors, primarily parents, must be included
in the school-to-work transition of youth.

Will defines transition as �an outcome-oriented
process encompassing a broad array of services and
experiences that lead to employment� (Friedenberg
et al., 1993, p. 235). The Individuals with Disabili-
ties Education Act (IDEA) of 1990 defines transition
services as �a coordinated set of activities for a
student, designed within an outcome-oriented
process, which promotes movement from school to
post-school activities, including postsecondary
education, vocational training, integrated employ-
ment (including supported employment), continuing
and adult education, adult services, independent
living, or community participation� (ibid.). This ERIC
DIGEST looks at the challenges of effecting suc-
cessful transitions, particularly for students with
disabilities, and parents� roles in the transition process.

Conditions That Necessitate
Transition Services

Part of the dilemma faced by students at the turn of
this century is the changing occupational scene:
countless occupational possibilities and a wide

variety of career preparation options. Students,
educators, and parents have difficulty keeping
abreast of new and emerging occupations as well as
those that have become obsolete. For students with
disabilities, the challenge of career selection and
work preparation is even greater. These youth and
their parents must be knowledgeable about voca-
tional opportunities and program requirements as
well as the community services and other benefits
available to them by law.

Laws That Mandate
Transition Assistance

Federal legislation has mandated certain policies to
ensure transition assistance for students with disabili-
ties. The IDEA promotes the development of the
�Individualized Transition Plan for students 14 years
of age and older, which focuses on community-
referenced learning, to help prepare students for
adult roles in their communities� (Smith and
Lauritzen, 1992-93, p. 16). The Americans with
Disabilities Act (ADA) applies ��a new access
doctrine� to all aspects of the lives of individuals with
disabilities, not just the school years� (ibid.). This act
represents a commitment to students with disabilities
to provide for them �the fullest opportunity, and
support to fulfill the typical roles in society.� Al-
though these laws provide direction, all stakeholders
in the education of students with disabilities must be
knowledgeable about them, monitoring their inter-
pretation and implementation in the community.

Parents� Desire for
Involvement

Other legislation delineates parental involvement at
various points during transition: P.L. 94-142, which
�mandates that assessment information be gathered
from a variety of sources, including parents� (ibid.,

Parents and the School-to-Work
Transition of Special Needs Youth

Bettina A. Lankard
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p. 140) and P.L. 98-524, which �requires provision
of counseling services designed to facilitate transi-
tions from school to post-school employment and
career opportunities� (ibid., p. 141). Research
shows, however, that parents have little involvement
in transition planning, despite the fact that they have
a critical role to play and a major interest in assum-
ing that role (McNair and Rusch, 1990). A survey of
200 families of students with disabilities found that
parents were significantly less involved in transition
programs than they desired (ibid., p. 10):

1. Nearly 70 percent desired involvement, whereas
slightly more than 30 percent experienced
involvement.

2. Significantly more parents desired to have an
equal part in decision making than were given
the opportunity.

3. Although 12 percent indicated no involvement
experience with the transition team, less than 2
percent indicated that they desired no involve-
ment.

4. Parents wanted to be involved in finding job
placements and community living arrangements
more often than they had the opportunity to do so.

�Lack of parent participation and involvement may
be detrimental to the achievement of successful
transition outcomes�  (Johnson and Rusch, 1993, p. 6).

Multidisciplinary
Teams for Transition
Planning

It appears that many parents are left out of the
transition planning process for their children with
disabilities. Multidisciplinary transition planning
teams�whose core members include parent(s) or
guardian, along with the teacher, student, and a staff
member appointed to coordinate the transition
planning process�are one way of bringing parents
into the mainstream of the transition process
(O�Neill et al., 1990). The benefit of having parents
serve on interdisciplinary teams is that they can help
teachers pinpoint the specific skills needed by their

children. They can also offer their perspectives on
the effectiveness of the delivery system given their
experience with it. The testimony of parents and
consumers regarding benefits and pitfalls of the
system provide valuable insight to parents with less
experience and to other members of the team. Izzo
and Shumate (1991) cite the following rationale for
involving parents in the transition process:

1. Parents know their children better than anyone
else, thus they can serve as critical resources in
planning.

2. Parents can be extremely effective in maintaining
continuity of training and of purpose.

3. Parents can act as system advocates, often
facilitating changes professionals desire but are
constrained to accomplish.

4. Parents can act as role models/teachers, instilling
positive learning that makes job success for their
children more likely.

5. Parents can act as community supporters and
messengers to the community about positive
agency efforts.

6. Parents can act as service coordinators, thus
ensuring more effective and positive results.

7. Parents as nurturers/caretakers provide support
and encouragement that complement profes-
sional efforts.

Interagency teams empower parents to stay involved
by providing them with leadership training and
encouraging them to share what they have learned
with other parents. Everson et al. (1992) found that
interagency teams that included parents as decision
makers and co-members were �more effective in
stimulating service delivery change at the individual,
local, regional, and state levels� (p. 48).

Some of the activities in which parents can engage to
support their children�s transitions include organizing
to ensure political pressure and compliance with the
law, sharing information on the ADA, monitoring the
hiring practices of employers, ensuring access to
public accommodations, and filing formal complaints
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if necessary (Smith and Lauritzen, 1992-93).
Parents should also be active in collaborating on
school curriculum to ensure that their children will
have appropriate options available to them when
they leave school. O�Neill et al. (1990) present the
following recommendations:

1. Parents should share information with school
personnel about student and family needs,
activities, and goals.

2. Parents should participate in selecting goals, the
kinds of learning experiences their children will
have, and the kinds of skills they will  be taught.

3. Parents should participate with school personnel
in exploring post-school options.

4. Parents may need to work with professionals
and/or other parents to develop more appropri-
ate options when service gaps exist.

Collaborative
Consultation for
Problem Solving

Although transition planning is enhanced by the
combined efforts of a multidisciplinary and inter-
agency teams, collaborative consultation is effective
in solving problems parents and students encounter
in making school and work transitions. Collaborative
consultation is a �model in which the teacher-
consultant and the parent-consultee cooperatively
solve problems through their shared expertise�
(Elksnin and Elksnin, 1990, p. 2). In the collabora-
tive consultation arrangement, teachers and parents
are co-equals recognizing the expertise each brings
to the planning. �Opportunities for implementing
collaboration include consultation sessions designed
to inform parents of vocational opportunities, plan
vocational assessment and collect vocationally-
relevant information, develop the vocational compo-
nent of the individualized education plan, and
develop plans for transitions from school to employ-
ment or postsecondary training� (ibid.). The collabo-
rative consultation process can help teachers and
parents meet the mandates of P.L. 94-142 and P.L.
98-524.

Motivation is the key factor driving parents to
become involved in the school-to-work transitions
of their children with disabilities. The intense desire
many parents share�to help their children succeed
in school, work, and community living�is a power-
ful force prompting them to develop the skills they
need to coordinate programs and services for their
children. Through a variety of interactions with the
many individuals involved in transitions, parents have
the potential to serve as a primary force in coordi-
nating the activities involved in effecting successful
school-to-work transition.
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Ever since Williams James called for American youth
to be enlisted in �a moral equivalent of war� more
than 80 years ago, youth service, in its many forms,
has been a recurring issue for public debate. Youth
service programs can be school-based or offered
through non-school groups. Some function only in
the summer. Programs can also operate for out-of-
school youth, as the youth corps, and can be
residential.

The programs go by several names, among them
experiential learning, service learning, and voluntary
youth service. Each type is distinct, but the following
discussion looks at the field broadly, with some
examples of the range of programs available for
urban youth.

General Civic
Involvement of
Urban Youth

Most young people, wherever they live and no
matter what their socioeconomic status, are not
involved in community service regularly or even
occasionally (People for the American Way, 1988).
However, African American students, surveyed as
tenth graders in 1990, performed more community
service regularly than did any other racial group.
Students in urban schools also had a slightly greater
rate of participation than those in suburban or rural
schools. Still, regular participation is low�11
percent for blacks, 9 percent for urban students. It
was only 7 percent for all tenth graders.

An earlier study found that urban schools themselves
do not push civic involvement; of the 44 urban
school systems surveyed, only six kept records of
students who registered to vote, and only seven
offered incentives for registration (People for the
American Way, 1988). Black and Hispanic students

graduating from high school are poorly informed
about civic responsibility: only 23-29 percent of
minority students reached the third of four profi-
ciency levels in civics as seniors, compared to 55
percent of whites (NAEP, 1988).

Despite these findings, many national, state, and
local groups view service programs as �hooks� for
engaging low-income urban youth in positive actions
and for linking classroom learning to their future
options. Indeed, a national program of voluntary
service has been suggested as a way of preventing
dropping out of school (Sherraden, 1991). Instead
of becoming dropouts, youth could become national
service participants and move back and forth
between service and school programs. Moreover,
participation in service programs can foster self-
esteem and a sense of belonging to and responsibil-
ity for their communities in urban youth.

Special Issues in
Urban Programs

Many urban youth feel alienated and hostile toward
their community and toward institutions in particular
(McGillicuddy, 1991). Thus, community service can
become equated with institutions of which they
disapprove and be difficult to �sell� as something
worthwhile. When community service is mandatory,
as in the state of Maryland and in cities such as
Atlanta and Detroit, parents and students sometimes
complain that service requirements detract from the
time needed for paying jobs. Another issue unique to
low-income urban youth is possible payment for
community service. Many of the most successful
programs provide stipends and/or education bonuses.

In the past few years urban programs have leaned
toward youth corps for out-of-school young people.
Corps tend to segregate low-income participants

Urban Youth in Community Service:
Becoming Part of the Solution

Anne Lewis
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into experiences directed more at job preparation
than at civic service (Lewis, 1988). While they
provide comprehensive, practical experiences for
urban youth, they focus on rehabilitating those at
risk. School-based community service in the sub-
urbs, by contrast, tends to be more focused on the
altruism inherent in community service. But these
programs also lack participant diversity. A policy
issue for program developers, then, is to figure out
how to bring young people from different types of
communities together through their service work.

Benefits of Urban
Service Programs

No matter what type of youth service is studied, the
research on the benefits is consistent across socio-
economic groups. Well-designed service learning
promotes academic achievement, competence, self-
confidence, and self-esteem. It creates empathy for
others and builds skills in problem solving and in
working cooperatively (Grant Commission, 1988).
Service opportunities stimulate skills specifically
useful for future employment�skills which many
urban youth do not see modeled in their neighbor-
hoods�punctuality and reliability, responsibility for
task completion, getting along with others, and good
grooming (Harrison, 1987).

In-School Programs
in Urban Systems

The Federal National and Community Service Act,
passed in 1990, is providing seed money, training,
and research for programs throughout the country.
Even before this investment, however, several urban
districts had adopted their own policies and pro-
grams promoting youth service sponsored by the
schools.

One of the early district-wide programs was that of
the Atlanta public schools, Duty to the Community.
Begun in 1988, it requires students to do 75 hours
of unpaid community service during their high school
years and to write an essay about it (National
School Boards Association, 1987). Another man-

dated service program, at the Central Park East
Secondary School in New York City, includes many
of the elements that proponents of youth service say
are necessary for quality experiences: it is required
of all students throughout their school years (grades
7-12, in this case), and is well-supervised at school
and at the service sites.

A program initially involving two San Antonio school
districts targets service opportunities at potential
dropouts. The Valued Youth Partnership Program
selects middle-school students, provides them with
training to be tutors, and assigns them to elementary
students needing help. The students receive stipends
and rewards, such as a banquet and T-shirts. It has
consistently reduced absenteeism and behavioral
problems among participants and improved their
academic records (Harrington & Schine, 1989), and
has now expanded to five additional districts with
help from the original sponsor, the Coca-Cola
Company.

Another long-lasting, innovative program is the Early
Adolescent Helper Program, started as a pilot
project in 1982 and now involving more than 200
junior high school students in 14 New York City
schools. The students provide child care in day care
centers, tutor in after-school programs, and help
senior citizens (Harrington & Schine, 1989).

The Youth Community Service program of the
Constitutional Rights Foundation selects students
who are not involved in school life to participate in
service and, thus, build their leadership skills.
Working primarily in schools serving low-income
families in Los Angeles, the program gives students
training in planning and organization, then helps them
assume key roles in creating and managing service
projects in their schools and communities (Herman
& Burry, 1987).

Out-of-School
Programs for Urban
Students

Community service is an integral component of many
youth-serving agencies in the inner cities, such as the
Scouts; 4-H Clubs; Girls, Inc.; and Boys Clubs.
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Another example of a successful out-of-school
managed program is MAGIC ME. A privately
funded program started in Baltimore, it enrolls highly
at-risk young adolescents in a service project where
they visit and sponsor activities for residents of
nursing homes (Rolzinski, 1990).

The Growth of Urban
Youth Corps

Although some state-sponsored youth corps sum-
mer programs have enrolled a cross-section of
youth, the major corps of the 1980s and now 1990s
draw primarily from urban low-income, out-of-
school youth. The first such urban youth corps
developed in San Francisco, drawing its ideas from
the very successful�though expensive�California
Conservation Corps. The City Volunteer Corps in
New York City soon followed. Its enrollees work in
both physical and human service sites, receive
education programs tailored to their needs, (e.g.,
English as a Second Language or GED instruction);
and earn a substantial education bonus at the end of
a year�s service, as well as weekly stipends. Public/
Private Ventures (P/PV) and the National Associa-
tion of Service and Conservation Corps, building on
P/PV�s work with an urban corps in Philadelphia,
received funding to expand the corps to 12 addi-
tional urban sites in 1991.

Research indicates that the conservation corps
model has been successfully transplanted to the city
and to the human services field, such as schools,
hospitals, and senior citizen centers. Research on
traditional conservation corps says that residential
corps arrangements benefit only the most disadvan-
taged corps members (Branch et al., 1987).

The Future of
Service for Urban
Youth

The National and Community Service Act, both
through its grants and through giving visibility to
youth service, already is stirring up greater interest in
the multiple values of youth service beyond the
contributions it makes to communities. Even without

this support, however, there is sufficient research
evidence and programmatic success with service
programs involving urban youth to justify much
greater attention to how they can help reinforce the
goals of schooling and improve the neighborhoods
around schools.
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Children�s anger presents challenges to teachers
committed to constructive, ethical, and effective
child guidance. This Digest explores what we know
about the components of children�s anger, factors
contributing to understanding and managing anger,
and the ways teachers can guide children�s expres-
sions of anger.

Three Components
of Anger

Anger is believed to have three components (Lewis
& Michalson, 1983):

The Emotional State of Anger. The first compo-
nent is the emotion itself, defined as an affective or
arousal state, or a feeling experienced when a goal is
blocked or needs are frustrated. Fabes and
Eisenberg (1992) describe several types of stress-
producing anger provocations that young children
face daily in classroom interactions:

� Conflict over possessions, which involves
someone taking children�s property or invading
their space.

� Physical assault, which involves one child
doing something to another child, such as
pushing or hitting.

� Verbal conflict, for example, a tease or a taunt.

� Rejection, which involves a child being ignored
or not allowed to play with peers.

� Issues of compliance, which often involve
asking or insisting that children do something that
they do not want to do, for instance, wash their
hands.

Expression of Anger. The second component of
anger is its expression. Some children vent or
express anger through facial expressions, crying,

sulking, or talking, but do little to try to solve a
problem or confront the provocateur. Others
actively resist by physically or verbally defending
their positions, self-esteem, or possessions in non-
aggressive ways. Still other children express anger
with aggressive revenge by physically or verbally
retaliating against the provocateur. Some children
express dislike by telling the offender that he or she
cannot play or is not liked. Other children express
anger through avoidance or attempts to escape from
or evade the provocateur. And some children use
adult seeking, looking for comfort or solutions from
a teacher, or telling the teacher about an incident.

Teachers can use child guidance strategies to help
children express angry feelings in socially construc-
tive ways. Children develop ideas about how to
express emotions (Michalson & Lewis, 1985;
Russel, 1989) primarily through social interaction in
their families and later by watching television or
movies, playing video games, and reading books
(Honig & Wittmer, 1992). Some children have
learned a negative, aggressive approach to express-
ing anger (Cummings, 1987; Hennessy et al., 1994)
and, when confronted with everyday anger conflicts,
resort to using aggression in the classroom
(Huesmann, 1988). A major challenge for early
childhood teachers is to encourage children to
acknowledge angry feelings and to help them learn
to express anger in positive and effective ways.

An Understanding of Anger. The third component
of the anger experience is understanding, interpret-
ing, and evaluating the emotion. Because the ability
to regulate the expression of anger is linked to an
understanding of the emotion (Zeman & Shipman,
1996), and because children�s ability to reflect on
their anger is somewhat limited, children need
guidance from teachers and parents in understanding
and managing their feelings of anger.

Helping Young Children Deal with Anger

Marian Marion
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Understanding and
Managing Anger

The development of basic cognitive processes
undergirds children�s gradual development of the
understanding of anger (Lewis & Saarni, 1985).

Memory. Memory improves substantially during
early childhood (Perlmutter, 1986), enabling young
children to better remember aspects of anger-
arousing interactions. Children who have developed
unhelpful ideas of how to express anger (Miller &
Sperry, 1987) may retrieve the early unhelpful
strategy even after teachers help them gain a more
helpful perspective. This finding implies that teachers
may have to remind some children, sometimes more
than once or twice, about the less aggressive ways
of expressing anger.

Language. Talking about emotions helps young
children understand their feelings (Brown & Dunn,
1996). The understanding of emotion in preschool
children is predicted by overall language ability
(Denham, Zoller, & Couchoud, 1994). Teachers can
expect individual differences in the ability to identify
and label angry feelings because children�s families
model a variety of approaches in talking about
emotions.

Self-referential and self-regulatory behaviors.
Self-referential behaviors include viewing the self as
separate from others and as an active, independent,
causal agent. Self-regulation refers to controlling
impulses, tolerating frustration, and postponing
immediate gratification. Initial self-regulation in young
children provides a base for early childhood teach-
ers who can develop strategies to nurture children�s
emerging ability to regulate the expression of anger.

Guiding Children�s
Expressions of Anger

Teachers can help children deal with anger by
guiding their understanding and management of this
emotion. The practices described here can help
children understand and manage angry feelings in a
direct and nonaggressive way.

Create a safe emotional climate. A healthy early
childhood setting permits children to acknowledge
all feelings, pleasant and unpleasant, and does not
shame anger. Healthy classroom systems have clear,
firm, and flexible boundaries.

Model responsible anger management. Children
have an impaired ability to understand emotion when
adults show a lot of anger (Denham, Zoller, &
Couchoud, 1994). Adults who are most effective in
helping children manage anger model responsible
management by acknowledging, accepting, and
taking responsibility for their own angry feelings and
by expressing anger in direct and nonaggressive
ways.

Help children develop self-regulatory skills.
Teachers of infants and toddlers do a lot of self-
regulation work, realizing that the children in their
care have a very limited ability to regulate their own
emotions. As children get older, adults can gradually
transfer control of the self to children, so that they
can develop self-regulatory skills.

Encourage children to label feelings of anger.
Teachers and parents can help young children
produce a label for their anger by teaching them that
they are having a feeling and that they can use a
word to describe their angry feeling. A permanent
record (a book or chart) can be made of lists of
labels for anger (e.g., mad, irritated, annoyed), and
the class can refer to it when discussing angry
feelings.

Encourage children to talk about anger-arousing
interactions. Preschool children better understand
anger and other emotions when adults explain
emotions (Denham, Zoller, & Couchoud, 1994).
When children are embroiled in an anger-arousing
interaction, teachers can help by listening without
judging, evaluating, or ordering them to feel differ-
ently.

Use books and stories about anger to help
children understand and manage anger. Well-
presented stories about anger and other emotions
validate children�s feelings and give information
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about anger (Jalongo, 1986; Marion, 1995). It is
important to preview all books about anger because
some stories teach irresponsible anger management.

Communicate with parents. Some of the same
strategies employed to talk with parents about other
areas of the curriculum can be used to enlist their
assistance in helping children learn to express
emotions. For example, articles about learning to use
words to label anger can be included in a newsletter
to parents.

Children guided toward responsible anger manage-
ment are more likely to understand and manage
angry feelings directly and nonaggressively and to
avoid the stress often accompanying poor anger
management (Eisenberg et al., 1991). Teachers can
take some of the bumps out of understanding and
managing anger by adopting positive guidance
strategies.
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Consider these grim statistics regarding American
children: every day, 10 are murdered, 16 die from
guns, 316 are arrested for crimes of violence, and
8,042 are reported abused or neglected (Children�s
Defense Fund, 1997, p. 15). In 1996, more than 3
million children were reported as victims of child
abuse and neglect to child protective agencies in the
United States (National Committee to Prevent Child
Abuse [NCPCA], 1998). Wang and Daro estimate
that more than 3 children die each day as a result of
child abuse or neglect. Of these children, approxi-
mately 78% are under 5 years old at the time of their
death, while 38% are under 1 year of age (cited in
NCPCA, 1998). Violence is now perceived as a
public health issue, and there is much evidence to
illuminate its deleterious effects.

Among the current prevention and intervention
efforts are Healthy People 2000, which identifies
violence prevention as a national health priority; the
National Education Goals, which call for safe and
drug-free schools; and the American Academy of
Pediatrics� Health Status Goals for 1997-1998,
which call for a reduction in domestic, community,
media, and entertainment violence (National Educa-
tion Goals Panel, 1997; American Academy of
Pediatrics, 1997).

This Digest focuses on preventing violence in
children�s lives and suggests ways caregivers,
parents, and teachers can reduce the damaging
effects of violence.

The Effects of
Violence on Young
Children

The Early Years. Even before a child is born,
violence can have a profound effect upon its life.
Studies show that battered pregnant women often
deliver low birth-weight babies who are at great risk

for exhibiting developmental problems (Prothrow-
Stith & Quaday, 1995). Shaken Baby Syndrome,
the shaking of an infant or child by the arms, legs, or
shoulders, can be devastating and result in irrevers-
ible brain damage, blindness, cerebral palsy, hearing
loss, spinal cord injury, seizures, learning disabilities,
and even death (Poussaint & Linn, 1997). The
growing body of knowledge regarding early brain
development suggests that �the ways parents,
families, and other caregivers relate and respond to
their young children, and the ways that they mediate
their children�s contact with the environment, directly
affect the formation of neural pathways� (Shore,
1997, p. 4).

Psychological Effects. Violent children usually
come from violent homes, where parents model
violence as a means of resolving conflict and han-
dling stress (Page et al., 1992). Even if children are
not abused physically themselves, they can suffer
psychological trauma, including lack of  bonding,
from witnessing battering. As Lerner (1992) points
out, attachment or bonding has far-reaching implica-
tions not only for the emotional well-being of a child,
but also for a child�s cognitive development and the
child�s ability to cope effectively with stress and to
develop healthy relationships. Children who witness
violence can display an array of emotional and
behavioral disturbances, including low self-esteem,
withdrawal, nightmares, self-blame, and aggression
against peers, family members, and property (Peled,
Jaffe, & Edleson, 1995).

Violence and Learning. Research also shows that
chronic exposure to violence adversely affects a
child�s ability to learn (Shore, 1997; Prothrow-Stith
& Quaday, 1995; Kurtz, Gaudin, & Wodarski,
1994; Lorion & Saltzman, 1993). Learning itself is
an essential tool for violence prevention (Prothrow-
Stith & Quaday, 1995). Children who achieve in

Early Childhood Violence Prevention

Marilyn S. Massey
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school and develop important reading, critical
thinking, problem solving, and communication skills
are better able to cope with stressful and perhaps
dangerous situations. Also, academic achievement
enhances the development of positive self-esteem
and self-efficacy, both of which are necessary for
children to experience emotional well-being and to
achieve success. The relationship between violence
and learning is particularly significant because
cognitive skills are crucial in terms of academic
success, self-esteem, coping skills, and overall
resilience. As Prothrow-Stith and Quaday (1995)
assert: �When our children�s ability to learn is being
dangerously undermined, the foundation of our
society is being damaged in a manner that cannot be
easily repaired� (p. 27). Interventions must begin
early in order to help children develop higher-order
thinking skills, empathy, impulse control, anger
management, peaceful conflict resolution, and
assertive communication.

What Caregivers,
Parents, and
Teachers Can Do

Children learn from what they see. To prevent
violence, parents and teachers need to model
appropriate behaviors in the way they manage
problems, conflict, anger, and stress. Parents,
teachers, and other caregivers can help children
learn to deal with emotions without using violence.
They also can practice specific steps to prevent
violent behavior. The American Academy of Pediat-
rics and the American Psychological Association
(1995) provide suggestions to help parents and
other caregivers reduce violence:

� Give children consistent love and attention�
every child needs a strong, loving relationship
with a caring adult to feel safe and secure, and
to develop a sense of trust.

� Ensure that children are supervised and
guided�they learn important social skills by
interacting with others in well-supervised activi-
ties. Unsupervised children often have behav-
ioral problems that can lead to violence.

� Model appropriate behaviors�children learn by
example. Discuss problems with them, and help
them learn nonviolent solutions to conflict and
problems.

� Do not hit children�physical punishment sends
the message that it is acceptable to hit others to
solve problems. Nonphysical methods of
discipline help children deal with their emotions
and teach them peaceful ways to handle prob-
lems and conflicts.

� Be consistent with rules and discipline�children
need structure for their behavior, including
clearly stated, logical consequences for not
following the rules.

� Make sure children do not have access to
firearms�never store firearms (even if un-
loaded) in places where children have access to
them. Teach children about the dangers of
firearms and steps to take if they find a gun.

� Try to keep children from seeing too much
violence in the media�limit television viewing
time, and talk with children about the violence
they see in movies, on TV, and in video games.
Help them understand how painful violence is in
real life and discuss its serious consequences.

� Teach children ways to avoid being victims of
violent acts�stress personal safety, including
what to do if anyone tries to hurt them and how
to call 911.

� Take care of yourself and be connected with
your community�stay involved with family,
friends, and neighbors. Take pride in your
community, and be proactive in helping to keep
it safe.

Directors of preschools and child care centers have
an opportunity to specifically address violence
prevention in early childhood. There are numerous
violence prevention methods that can make a
difference in the lives of parents and young children.
Here are some workable ideas:

� Offer parenting classes that deal with effective
parenting and child development.
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� Conduct training for parents, expectant parents,
and those who work directly with young chil-
dren. Life skills that can be addressed include
specific violence prevention skills (e.g., empathy,
gentle touch, anger management, impulse
control, conflict resolution, and learning how to
set and enforce limits); stress management and
positive coping techniques; problem solving; and
communication.

� Provide educational opportunities concerning the
prevention of Shaken Baby Syndrome. Show
parents and caregivers how to recognize their
emotional �triggers� (when they feel they are
about to lose control), and teach them anger
management and coping techniques for self-
control.

� Send home tip sheets or include tips in family
newsletters that deal with topics related to
violence prevention, including Shaken Baby
Syndrome, stress management, and communica-
tion. A list of parenting resources and hotline
numbers also can be included.

� Teach children at an early age that feelings are
normal�even feelings of anger or hurt; how-
ever, violence is not an acceptable method for
expressing anger, frustration, and other negative
feelings.

� Be a vigilant, positive role model.

Conclusion

As Pransky (1991) explains, �Our behavior is
shaped by conditions in our environment, particularly
as we grow. This is the essential piece to the puzzle.
The way our children are treated within their impor-
tant environments will largely determine the shape
they will be in and how they will behave� (p. 7). All
Americans are stakeholders in the quest to prevent
violence in the critical early years. All children
deserve the opportunity to �fly� and reach their
highest potential�we must not allow them to
become �hidden casualties.�
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Assessing Young Children�s Social Competence

Diane E. McClellan and Lilian G. Katz

During the past two decades, a convincing body of
evidence has accumulated to indicate that unless
children achieve minimal social competence by
about the age of 6 years, they have a high probabil-
ity of being at risk into adulthood in several ways
(Ladd, 2000; Parker & Asher, 1987). Recent
research (Hartup & Moore, 1990; Kinsey, 2000;
Ladd & Profilet, 1996; McClellan & Kinsey, 1999;
Parker & Asher, 1987; Rogoff, 1990) suggests that
a child�s long-term social and emotional adaptation,
academic and cognitive development, and citizenship
are enhanced by frequent opportunities to strengthen
social competence during childhood.

Hartup (1992) notes that peer relationships in
particular contribute a great deal to both social and
cognitive development and to the effectiveness with
which we function as adults. He states that �the
single best childhood predictor of adult adaptation is
not school grades, and not classroom behavior, but
rather, the adequacy with which the child gets along
with other children. Children who are generally
disliked, who are aggressive and disruptive, who are
unable to sustain close relationships with other
children, and who cannot establish a place for
themselves in the peer culture are seriously at risk�
(Hartup, 1992, p. 1). The risks are many: poor
mental health, dropping out of school, low achieve-
ment and other school difficulties, and poor employ-
ment history (Katz & McClellan, 1997).

Because social development begins at birth and
progresses rapidly during the preschool years, it is
clear that early childhood programs should include
regular opportunities for spontaneous child-initiated
social play. Berk and Winsler (1995) suggest that it
is through symbolic/pretend play that young children
are most likely to develop both socially and intellec-
tually. Thus, periodic assessment of children�s progress
in the acquisition of social competence is appropriate.

The set of items presented below is based on
research on elements of social competence in young
children and on studies in which the behavior of
well-liked children has been compared with that of
less-liked children (Katz & McClellan, 1997; Ladd
& Profilet, 1996; McClellan & Kinsey, 1999).

The Social Attributes
Checklist

The checklist provided in this Digest includes
attributes of a child�s social behavior that teachers
are encouraged to examine every three or four
months. Consultations with parents and other
caregivers help to provide a validity check. In using
the checklist, teachers are advised to note whether
the attributes are typical of the child. Any child can
have a few really bad days, for a variety of reasons;
if assessments are to be reasonably reliable, judg-
ments of the overall pattern of functioning over a
period of at least three or four weeks are required.
The checklist is intended as one of a variety of ways
the social well-being of children can be assessed.

How children act toward and are treated by their
classmates (cooperatively or aggressively, helpfully
or demandingly, etc.) appears to have a substantial
impact on the relationships they develop (Ladd,
2000). However, healthy social development does
not require that a child be a �social butterfly.� The
most important index to note is the quality rather
than the quantity of a child�s friendships. Children
(even rejected children) who develop a close friend
increase the degree to which they feel positively
about school over time (Ladd, 1999). There is
evidence (Rothbart & Bates, 1998; Kagan, 1992)
that some children are simply more shy or more
inhibited than others, and it may be counterproduc-
tive to push such children into social relations that
make them uncomfortable (Katz & McClellan,
1997). Furthermore, unless that shyness is severe
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enough to prevent a child from enjoying most of the
�good things of life,� such as birthday parties,
picnics, and family outings, it is reasonable to
assume that, when handled sensitively, the shyness
will be spontaneously outgrown.

Many of the attributes listed in the checklist below
indicate adequate social growth if they characterize
the child�s usual behavior. This qualifier is included
to ensure that occasional fluctuations do not lead to
over-interpretation of children�s temporary difficul-
ties. On the basis of frequent direct contact with the
child, observation in a variety of situations, and
information obtained from parents and other
caregivers, a teacher or caregiver can use the
checklist as an informal research-based means of
assessing each child�s social and emotional well-
being. It is intended to provide a guideline for
teachers and parents and is based on several teacher
rating scales (all demonstrating high internal reliabil-
ity) used by researchers to measure children�s social
behavior. Most of these scales (Ladd, 2000; Ladd
& Profilet, 1996; McClellan & Kinsey, 1999) have
also been replicated on more than one occasion and
have demonstrated high reliability over time.

Teachers can observe and monitor interactions
among children and let children who rarely have
difficulties attempt to solve conflicts by themselves
before intervening. If a child appears to be doing
well on most of the attributes and characteristics in
the checklist, then it is reasonable to assume that
occasional social difficulties will be outgrown without
intervention. It is also reasonable to assume that
children will strengthen their social skills, confidence,
and independence by being entrusted to solve their
social difficulties without adult assistance. However,
if a child seems to be doing poorly on many of the
items listed, the responsible adults can implement
strategies that will help the child to overcome and
outgrow the social difficulties. The checklist is not a
prescription for �correct social behavior�; rather it is
an aid to help teachers observe, understand, and
support children as they grow in social skillfulness. If
a child seems to be doing poorly on many of the
items on the list, strategies can be implemented to

help the child to establish more satisfying relation-
ships with other children (Katz & McClellan, 1997).

Children�s current and long-term social-emotional
development, as well as cognitive and academic
(Kinsey, 2000) development, are clearly affected by
the child�s social experiences with peers and adults.
It is important to keep in mind that children vary in
social behavior for a variety of reasons. Research
indicates that children have distinct personalities and
temperaments from birth (Rothbart & Bates, 1998;
Kagan, 1992). In addition, nuclear and extended
family relationships and cultural contexts also affect
social behavior. What is appropriate or effective
social behavior in one culture may not be in another.
Many children thus may need help in bridging their
differences and in finding ways to learn from and
enjoy the company of one another. Teachers have a
responsibility to be proactive in creating a classroom
community that accepts and supports all children.

The Social Attributes
Checklist

I. Individual Attributes

The child:

1. Is usually in a positive mood.

2. Is not excessively dependent on adults.

3. Usually comes to the program willingly.

4. Usually copes with rebuffs adequately.

5. Shows the capacity to empathize.

6. Has positive relationships with one or two peers;
shows the capacity to really care about them and
miss them if they are absent.

7. Displays the capacity for humor.

8. Does not seem to be acutely lonely.

II. Social Skills Attributes

The child usually:

1. Approaches others positively.

2. Expresses wishes and preferences clearly; gives
reasons for actions and positions.
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3. Asserts own rights and needs appropriately.

4. Is not easily intimidated by bullies.

5. Expresses frustrations and anger effectively and
without escalating disagreements or harming
others.

6. Gains access to ongoing groups at play and
work.

7. Enters ongoing discussion on the subject; makes
relevant contributions to ongoing activities.

8. Takes turns fairly easily.

9. Shows interest in others; exchanges information
with and requests information from others
appropriately.

10. Negotiates and compromises with others
appropriately.

11. Does not draw inappropriate attention to self.

12. Accepts and enjoys peers and adults of ethnic
groups other than his or her own.

13. Interacts nonverbally with other children with
smiles, waves, nods, etc.

III. Peer Relationship Attributes

The child:

1. Is usually accepted versus neglected or re-
jected by other children.

2. Is sometimes invited by other children to join
them in play, friendship, and work.

3. Is named by other children as someone they are
friends with or like to play and work with.

For More
Information

Berk, L., & Winsler, A. (1995). Scaffolding
children�s learning: Vygotsky and early childhood
education. Washington, DC: National Association
for the Education of Young Children. ED 384 443.

Halberstadt, A. G., Denham, S. A., & Dunsmore, J.
C. (2001). Affective social competence. Social
Development, 10(1), 79-119.
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New research on brain development underscores
the importance of  the first few years of  life for
children�s development and learning. New studies
also confirm that when very young children are in
child care, quality matters. With roughly half of all
children younger than age 3 regularly participating in
non-parental care arrangements, the quality of these
settings is even more critical. Yet studies of center
care and family-based care by relatives and non-
relatives alike suggest that as many as 40% of infant
and toddler care settings may be potentially harmful
to children�s healthy development.

What can be done to improve the quality of child
care settings, especially for babies and toddlers?
Voluntary program accreditation is one important
strategy. NAEYC sponsors a national accreditation
process by which centers demonstrate their commit-
ment to providing high quality to children and
families. (The National Association for Family Child
Care accredits family child care homes.) NAEYC
accreditation looks at all aspects of a program, but
focuses on what really happens to children over the
course of the day. For example, ask these questions
of  NAEYC-accredited programs and the answer
should be YES:

� Are the teachers and caregivers loving and
responsive? Do they actively encourage and
extend children�s developing language?

� Do teachers and caregivers encourage children�s
play and view caregiving routines as opportuni-
ties for learning?

� Do the adults respect children�s individual
characteristics as well as families� preferences
for their children?

� Do teachers and caregivers understand prin-
ciples of child development and learning and
know how to apply them to specific situations?

� Are the groups small enough to provide the
individual attention very young children need?
(For babies, look for groups of no more than 6
to 8 children with at least 2 adults; for toddlers,
groups should not exceed 8 to 12 children with
at least 2 adults.)

� Are groups of children and adults consistent
over the course of the day and over time,
fostering good relationships?

� Are there plenty of toys and learning materials
that offer interesting and challenging activities to
children that are also safe and achievable?

� Do parents and teachers and caregivers regu-
larly share information about children and work
together effectively on behalf of children?

� Is careful attention paid to children�s health and
safety, for example, by paying vigilant attention
to hand washing and sanitation in conjunction
with diapering and eating?

NAEYC accreditation is voluntary, and to date,
about 5,000 programs (or roughly 5% of the
market) have achieved it. An additional 10,000
programs are working toward accreditation.

The process involves a self-study through which
program staff identify areas needing improvement;
validation in which program information is verified
during a site visit by a team of trained volunteers;
and a review by a national commission of recognized
experts who judge whether the program is in sub-
stantial compliance with the accreditation criteria. If
so, programs are granted accreditation for 3 years.
They agree to follow up the commission�s sugges-
tions regarding areas of marginal compliance and to
submit annual written reports documenting improve-
ments and continued compliance.

When Babies and Toddlers Are in Child Care,
Accreditation Is a Key to Quality

National Association for the Education of Young Children
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When visiting a program, ask if it is NAEYC-
accredited. Look for the torch�the symbol of
NAEYC accreditation�on stationery and promo-
tional materials. NAEYC-accredited centers also
display a certificate and large colorful poster depict-
ing characteristics of accredited programs. If your
child�s program is not accredited by NAEYC,
encourage them to get involved in the process.

Call NAEYC at 202-232-8777 or 800-424-2460,
extension 333 to request a list of NAEYC-accred-
ited centers by mail.

Copyright © 1997 by National Association for the Educa-
tion of Young Children. Reproduction of this material is
freely granted, provided credit is given to the National
Association for the Education of Young Children.

Source of This
Document

National Association for the Education of Young
Children. (1997). When babies and toddlers are in
child care, accreditation is a key to quality.
Available: http://npin.org/library/pre1998/n00144/
n00144.html
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New insights into brain development affirm what
many parents and caregivers have known for years,
1) good prenatal care, 2) warm and loving attach-
ments between young children and adults, and 3)
positive stimulation from the time of birth, really
do make a difference in children�s development
for a lifetime.

In June 1996, Families and Work Institute held a
conference at the University of Chicago entitled
�Brain Development in Young Children: New
Frontiers for Research, Policy and Practice.�
Convening professionals from the neurosciences,
medicine, education, human services, the media,
business, and public policy, the conference focused
on what we know about the developing brain and
how that knowledge can and should inform efforts to
improve results for children and their families. The
following is taken from Rethinking the Brain: New
Insights into Early Development by Families and
Work Institute.

What have we
learned?

1. Human development hinges on the interplay
between nature and nurture.

The impact of environmental factors on the
young child�s brain development is dramatic and
specific, not merely influencing the general
direction of development, but actually affecting
how the intricate circuitry of the human brain is
�wired.�

How humans develop and learn depends
critically and continually on the interplay be-
tween an individual�s genetic endowment and the
nutrition, surroundings, care, stimulation, and
teaching that are provided or withheld.

2. Early care has decisive and long-lasting effects
on how people develop and learn, how they
cope with stress, and how they regulate their
own emotions.

Warm and responsive early care helps babies
thrive and plays a vital role in healthy develop-
ment. A child�s capacity to control her own
emotional state appears to hinge on biological
systems shaped by her early experiences and
attachments. A strong, secure attachment to a
nurturing adult can have a protective biological
function, helping a growing child withstand the
ordinary stress of daily life.

3. The human brain has a remarkable capacity to
change, but timing is crucial.

The brain itself can be altered�or helped to
compensate for problems�with appropriately
timed, intensive intervention. In the first decade
of life, the brain�s ability to change and compen-
sate is especially remarkable.

There are optimal periods of opportunity�
�prime times� during which the brain is particu-
larly efficient at specific types of learning.

4. The brain�s plasticity also means that there are
times when negative experiences or the absence
of appropriate stimulation are more likely to
have serious and sustained effects.

Early exposure to nicotine, alcohol, and drugs
may have even more harmful and long lasting
effects on young children than was previously
suspected.

These risk factors frequently are associated with
or exacerbated by poverty. For children growing
up in poverty, economic deprivation affects their

Brain Development Research�
What It Means for Young Children and Families

National Association for the Education of Young Children
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nutrition, access to medical care, the safety and
predictability of their physical environment, the
level of family stress, and the quality and conti-
nuity of  their day-to-day care.

5. Evidence amassed by neuroscientists and child
development experts over the last decade points
to the wisdom and efficacy of prevention and
early intervention.

Well-designed programs created to promote
healthy cognitive, emotional, and social develop-
ment can improve the prospects�and the
quality of life�of many children.

The efficacy of early intervention has been
demonstrated and replicated in diverse commu-
nities across the nation.

Where do we go
from here?

1. First do no harm.

� The principle that guides medical practice should
also apply to policies and practices that affect
children.

� Allow parents to fulfill their all-important role in
providing and arranging for sensitive, predictable
care for their children.

� Parents need more information about how the
kind of care they provide affects their children�s
capacities.

� Implement policies that support parents in
forming strong, secure attachments with their
infants in the early months, and make a concen-
trated effort to improve the quality of early care
and education.

2. Prevention is best, but when a child needs
help, intervene quickly and intensively.

� Warm, responsive care cushions children from
the occasional bumps and bruises that are
inevitable in everyday life.

� If children are given timely, intensive help, many
can overcome a wide range of developmental
problems.

� To have greatest impact, interventions must be
timely and must be followed up with appropri-
ate, sustained services and support.

3. Promote the healthy development and
learning of every child of every age, every
demographic description, and every risk
category.

� If we miss opportunities to promote healthy
development and learning, later remediation may
be more difficult and expensive, and may be less
effective.

Implications for
policy and practice

1. Improve health and protection by providing
health care coverage for new and expectant
parents and their young children.

Preventive health screenings, well-baby care,
timely immunizations and attention to children�s
emotional and physcal development is cost-
effective and provides a solid foundation for
good health and development.

2. Promote responsible parenthood by expanding
proven approaches.

All parents can benefit from solid information
and support as they raise their children.

Parent education/family support programs that
promote the healthy development of children
and improve the well-being of parents are cost
effective.

3. Safeguard children in early care and education
from harm and promote their learning and
development.

The nation�s youngest children are the most
likely to be in unsafe, substandard child care.

More than one-third are in situations that can be
detrimental to their development, while most of
the rest are in settings where minimal learning is
taking place.
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4. Enable communities to have the flexibility and
the resources they need to mobilize on behalf of
young children and their families.

Support efforts to create the kind of community
you and your children want to be a part of,
develop goals and strategies for achieving this
vision, determine how to finance your efforts,
and make provisions for measuring your results.

Research taken from Rethinking the Brain�New Insights
into Early Development and Conference Report�Brain
Development in Young Children: New Frontiers for
Research, Policy and Practice, organized by the Families
and Work Institute, June 1996.

For more information, contact: Families and Work Institute
330 Seventh Ave., New York, NY 10001; Phone: 212-465-
2044.

Copyright © 1997 National Association for the Education
of Young Children. Reproduction of this material is freely
granted, provided credit is given to the  National Associa-
tion for the Education of Young Children.

Source of This
Document

National Association for the Education of  Young
Children. (1997). Brain development research�
What it means for young children and families. Early
Years Are Learning Years. Available: http://npin.org/
library/pre1998/n00147/n00147.html
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Taken as a whole, how are our nation�s boys doing?
In his book The Good Son, Michael Gurian (1999)
shares his experience of  working with  boys and
men in classrooms, in prisons, in community agen-
cies, and in his therapy practice over the past two
decades and talks about the �state of moral emer-
gency� that he believes is becoming an everyday
part of male life. Gurian shares the following statis-
tics as evidence (pp. 4-5):

� We have the most violent non-war population of
children in the world. More people in the United
States per capita commit violent acts every day
than anywhere else, and 90% of them are male.

� After Russia, more of our citizens are in prison
than any other country in the world. Ninety
percent of these incarcerated individuals are  male.

� Our boys constitute the majority of children who
are homeless, murdered, in foster care, ne-
glected, and institutionalized.

� Our rate of mental disorders in the male popula-
tion per capita is one of the highest in the world.
For instance, 90% of the Ritalin used  on
children in the world is used on ours. Approxi-
mately 3,000,000 kids are on Ritalin in the
United States�90% of them are boys.

� Our boys and young men also comprise the
majority of child-abuse victims and are the less
likely victim to talk about and get help for  their
suffering. In a 1998 study of 7,000 children,
48% of boys, compared to 29% of girls, said
they would never tell anyone about the  abuse
they had experienced.

Gurian believes our boys are in trouble��some lack
basic impulse control; others lack what we would
call a conscience; others lack the ability to articulate

right from wrong; others lack empathy� (Gurian,
1999, p. 5); others simply cannot get understanding
from a culture that sometimes �unfairly labels boys
as morally defective, hyperactive, or undisciplined�
(p. 54).

James Garbarino has spent the past 25 years
studying violence in the lives of children, youth, and
families. Most recently, he has been interviewing
boys incarcerated for committing crimes of lethal
violence. Garbarino (1999a) shares the following
four conclusions about why boys turn violent and
how we can save them in his book Lost Boys: Why
Our Sons Turn Violent and How We Can Save
Them (pp. 1, 5-6):

� No matter how effective, motivated, and atten-
tive any of us is as a parent, our children go to
school with boys who are lost and who have
access to lethal weapons. Thus, violence pre-
vention is everybody�s business.

� The problem of lethal youth violence usually
starts from a combination of early difficulties in
relationships that are linked to a combination of
difficult �temperament� and negative experience.

� Research shows that patterns of aggression start
to become stable and predictable by the time a
child is 8 years old. The most common pathway
to this pattern of aggression at age 8 is for
temperamentally vulnerable children to be
victims of abuse and neglect at home. This
maltreatment can be both physical abuse (beat-
ings) and psychological abuse (rejection).

� Troubled lost boys will be as bad as the social
environment around them. �Social toxicity� is the
presence of social and cultural �poisons� in the
world of children and youth, to which lost boys
are especially susceptible.

Are Our Boys All Right?

Peggy Patten
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Garbarino likens his term �socially toxic environ-
ment� to the environmental movement�s analysis
regarding physical toxicity as a threat to human well-
being and survival (Garbarino, 1998). The social
equivalents to lead and smoke in the air, PCBs in the
water, and pesticides in the food chain include
violence and the glorification of  violence in the
media, poverty, and other economic pressures on
parents and their children, as well as disruption of
family relationships and other trauma (Garbarino,
1998). Just as children are the most vulnerable to
physical toxicity in the environment, children also
show the effects first and worst as a social environ-
ment becomes more socially toxic (Garbarino,
1998).

Popular media are clearly part of the social environ-
ment of youth. Boys are especially active users of
media, watching hours of  television, movies, music
videos, and sports; listening to radio and CDs;
surfing the Internet; and playing computer and video
games (Children Now, 1999). To explore the
media�s messages about masculinity and their impact
on boys, Children Now, a national child advocacy
organization, analyzed messages in primetime
television shows, movies, music videos, and sports
programming most frequently watched by boys.
Included in the research are findings from a national
poll of 1,200 young people (ages 10 to 17) and
focus groups in which boys offered their own
insights into the media they consume.

In a news release to announce the study�s results,
Lois Salisbury, president of Children Now, said, �By
many measures, America�s boys�urban or subur-
ban, white or minority�are in trouble. Yet they
consume more media than ever, often occupying the
time that coaches and fathers used to fill. Our study
shows that boys are exposed relentlessly to a
narrow, confining picture of masculinity in America,
one that reinforces anger and violence as the way to
solve problems.� Salisbury goes on to say, �Our
culture puts boys in a gender strait jacket, channeling
their full range of  healthy emotions into narrow
forms of expression, often aggressive ones. Media
legitimates these constraints at a time when we

desperately need to reinvent manhood in America�
(Children Now, 1999).

Despite the discouraging cultural landscape for our
nation�s boys, Michael Gurian is hopeful that we can
provide boys with the direction they need to grow
into stable, secure, and motivated men. He talks
about the three �families� every boy needs
(Dworkis, 1999): (1) the �nuclear� family; (2) the
extended family, including blood relatives, close
friends, male mentors, teachers, peers, and day care
providers; and (3) culture and community, including
religious groups, influential community figures, and a
child-friendly media.

Gurian also urges us to �respect the male way of
doing things� (Dworkis, 1999, p. 19). Our society,
says Gurian, values the female model of nurturing,
which includes compassionate conversation, shared
thoughts and feelings, and tender hugs. Rarely, says
Gurian, do we give equal value to the male model of
nurturing, which involves competition and testing.
�Nurtured competition,� says Gurian, is essential to
healthy male development (Dworkis, 1999, p. 19).

Geoffrey Canada, president of the Rheedlen Centers
for Children and Families and author of Reaching
Up for Manhood, offers the following suggestions
for raising better boys (Canada, 1999-2000):

� Reach out to boys early on and get them to talk
about their feelings, which is easier to do when
boys are young.

� Make sure boys can take risks in safe, develop-
mentally appropriate ways, through such things
as sports, dance, or horseback riding.

� Give boys more positive messages of self-worth
and reduce the number of negative messages
from others, which often come through the
media and marketing industry.

� Ensure that our boys have male role models who
take a personal interest in their moral, intellec-
tual, and emotional development.

� Monitor what boys see and hear on television,
the radio, and in movies.



3 3

A
PP

E
N

D
IX

Resources

� Find a place for spiritual and moral education.

� Expose boys to different cultures and points of
view.

� Know boys� friends and what they do.

� Expose boys to new experiences such as nature
walks, sailing, singing, sewing, and dancing.

� Have a multilayered support system�parents,
grandparents, uncles and aunts, cousins their
own age, coaches, teachers, and caring adults
who run after-school activities.

In his commentary for Time Magazine�s special
report �The Columbine Tapes� (December 20, 1999),
James Garbarino comments on boys who become
violent and parents� responsibility when they do:

�The �normal� culture of adolescence today contains
elements that are so nasty that it becomes hard for
parents (and  professionals) to distinguish between
what in a teenager�s talk, dress and taste in music,
films and video games indicates psychological
trouble and what is simply a sign of the times. Most
children are like dandelions. They thrive if given half
a chance. Some are more like orchids. They do fine
while young enough to be nurtured by loving par-
ents, but wilt as adolescents. Many of us are too
ready to blame good parents for how their children
cope with a violent and coarse society. Even loving,
attentive parents can lose children who are tempera-
mentally vulnerable�if they develop a secret life, get
caught up in the dark side of the culture and form
dangerous peer alliances. And that�s scary for any
parent to acknowledge� (Garbarino, 1999b, p. 51).

In his book The Men They Will Become, Eli
Newberger (1999) likens parenthood to walking a
tightrope. �As the rope moves, or your weight shifts
the wrong way, you go slightly out of balance� (p.
100). Walking the rope, Newberger says, requires
constant vigilance, the flexibility to make unending
adjustments, and more than a little nerve. Patience is
valuable in raising a boy, says Newberger, �but
tenacity . . . and a refusal to give up on him, may be
the greatest child-raising virtue of all� (p. 19).
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Much has been written about spousal violence and
its effect on children in families who witness such
violence. More recently, dating violence among the
high school population has been studied. Depending
on the methods used, studies have indicated that
20% to 50% of high school students have experi-
enced violence in a dating relationship (Johnston,
1992, p. 331; Simons, Lin, & Gordon, 1998, p.
467; O�Keefe, 1997, p. 546).

In a recent study, Molidor, Tolman, and Kober
(2000) looked at the rates of dating violence for high
school boys and girls, as well as the circumstances
leading to and the outcomes of dating violence. In
questionnaires distributed to over 600 high school
students, youth between 13 and 18 years of age
were asked about the frequencies of any past dating
violence and in their most recent or current dating
relationship. The researchers discovered that 36.4%
of the girls and 37.1% of the boys reported that they
had experienced some physical violence in the dating
relationship. The degree of violence reported
differed by gender. Girls were more likely to be
punched or forced to engage in sexual activity. Boys
were more likely to be pinched, slapped, scratched,
and kicked. Forty-two percent of the males and
43% of the females reported that the dating abuse
occurred in a school building or on school grounds.
Furthermore, 40% of the time when girls experi-
enced abuse and 49% of the time when boys
experienced abuse, someone else was present�
either another individual or a group of people.

When asked about their reaction or response to the
violence, boys� and girls� responses differed mark-
edly. Over half of the boys said that they laughed at
the physical altercation. One-third of the boys
reported ignoring it. Forty percent of the girls
reported crying, and nearly 36% reported fighting

back when confronted with violence in a dating
relationship.

When asked for reasons why the abuse occurred,
17.1% of the boys reported that the violence
occurred because they had been making sexual
advances to their partner, whereas 37% of the girls
cited their partner�s sexual advances as the reason
they were subject to physical violence. Nearly 37%
of the boys who experienced physical abuse re-
ported that they were drunk at the time. This figure
was cited differently by girls�55% of the girls said
that their partners were drunk when the violent
incident occurred. Nine percent of the girls reported
being drunk when physical abuse occurred.

Students were asked whom they told about the
incidence of dating violence. No significant differ-
ences between the sexes were found in this area.
Fewer than 3% of the students reported the incident
to someone in authority (e.g., police officer, counse-
lor, or teacher). Six percent of the physically or
sexually abused high school students told a family
member, 61% told a friend, and over 30% told no
one about the abusive incident.

Molidor, Tolman, and Kober (2000, p. 4) suggest
that boys often begin abusive behavior toward their
female partners before they are adults, which
suggests the need to intervene during adolescence to
end �gendered violence.� Other research supports
the relationship between adolescent dating violence
and later spousal abuse (Simons, Lin, & Gordon,
1998, p. 467; Johnston, 1992, p. 5; Foshee et al.,
2000, p. 5). The pattern of abuse between high
school dating partners and later marital partners
continues to have deleterious effects. Research
indicates that children who are exposed to family
violence are more likely to use aggression in their

Dating Violence: Why Does It Occur and
How Does It Fit in the Cycle of Violence?

Peggy Patten
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relationships with peers and romantic partners later
in life (Simons, Lin, & Gordon, 1998, p. 468;
Johnston, 1992, p. 5). Hence the cycle of violence
continues.

Interrupting this harmful cycle is clearly in the best
interest of all. How can we influence patterns of
adolescent dating violence? What are some of the
predictors of using violence in dating relationships?

In a study of 1,012 racially, ethnically, and socioeco-
nomically diverse students enrolled in various high
schools in Los Angeles, O�Keefe (1997) found that
violence in dating relationships was a frequent
occurrence: 43% of the females and 39% of the
males reported that they had inflicted some form of
physical aggression on their dating partners at least
once (p. 555). In considering the factors that best
predicted inflicting dating violence, O�Keefe found
that being a recipient of violence was the strongest
predictor of inflicting dating violence. In other
words, acts of violence create a risk for a violent
response or for future violent acts. O�Keefe found
this predictor to be stronger for females, who were
more likely than males to hit in retaliation or self-
defense (p. 563).

Other strong predictors of dating violence included
the justification or acceptance of dating violence
(those students who viewed violence as an appro-
priate response to conflict were more likely to
behave violently), the presence of conflict in the
dating relationships, alcohol or drug use, and wit-
nessing interparental violence. O�Keefe found this
last predictor�viewing spousal violence�stronger
for males than females (p. 564).

Interrupting the cycle of abusive behavior is difficult.
Research suggests that education is most effective in
altering abuse in relationships when it emphasizes
that violence is not an acceptable or normal part of
interpersonal relationships (McNulty, Heller, &
Binet, 1997, p. 26). Many schools are incorporating
curriculum that addresses what constitutes normal
levels of conflict in relationships, what constitutes
violence, and what skills are needed for resolving

conflict within a relationship nonviolently (McNulty,
Heller, & Binet, 1997).

Parents play a critical role in influencing adolescent
dating behaviors. They do so by the example they
provide in managing their own conflict (Patten,
2000). They do so in the broad pattern of parenting
they use, which can either increase or decrease the
probability of their child using aggression with others
(Steinberg & Levine, 1997; Darling, 1999). Finally,
parents help to interrupt a pattern of violence by
intervening when they suspect their adolescent is
involved in an abusive dating relationship (Steinberg
& Levine, 1997, pp. 339-340).

A Partial List of Web Resources on Teen
Dating Violence

Teaching Guide: Dating Violence
http://www.nnfr.org/adolsex/inform/
adolsex_violtg.html

Dating Violence: Sexual Integrity for Teens
http://www.nnfr.org/adolsex/fact/adolsex_viol.html

Eastside Domestic Violence Program
http://www.eastside.net/edvp/

Love Doesn�t Have to Hurt
http://www.apa.org/pi/pii/teen/

National Center for Injury Prevention and Control
http://www.cdc.gov/ncipc/

National Coalition against Sexual Assault
http://www.ncasa.org
[Editor�s Note: (9/12/00) This URL not currently
available.]

National Crime Prevention Council Online Resource
Center
http://www.ncpc.org

Rape, Abuse, and Incest National Network
http://www.rainn.org

Sexual Assault Information Page
http://www.cs.utk.edu/~bartley/saInfoPage.html

Trust Betrayed
http://meb.marshall.edu/trust/trust.htm
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When Love Hurts: A guide for girls on love, respect,
and abuse in relationships
http://home.vicnet.net.au/~girlsown/
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Robert Hughes (RH) is an Associate Professor
and Extension Specialist in the Department of
Human Development and Family Science at
Ohio State University. For the past 20 years, he
has conducted educational programs in family
relations for family life professionals, and for
family members themselves, with a primary
emphasis on families at risk, family stress, and
single parenting. Parent News (PN) asked him to
discuss his work in the area of divorce and its
impact on children.

The following article is the first of two interviews
on divorce and children. It discusses the impact
of divorce on children�s behavior and academic
achievement. The second article, scheduled for
the November/December issue of Parent News,
will look at what parents, teachers, and
caregivers can do to help children adjust to
divorce and will include a list of resources.

PN: What is the current divorce rate? Has the
divorce rate changed much over the past 5 to 10
years?

RH: The divorce rate in the United States has
generally been going up throughout the 20th century
until its peak in the late 1970s. The rate of divorce
has been slowly declining since that peak. In the
most recent data, there were about 20 divorces for
every 1,000 women over the age of 15. This
number is down from about 23 divorces per 1,000
women in 1978, but it is still significantly greater than
the rate of divorce during the 1950s. At that time,
the rate of divorce was about 5 per 1,000 women.

The divorce rate has been climbing in every industri-
alized country in the world. There are two significant
factors affecting the rising divorce rate in the United
States and elsewhere: (1) men and women are less

in need of each other for economic survival, and (2)
gains made in birth control allow men and women to
separate sexual activity from having children.

A variety of factors are producing the current
leveling off of the divorce rate. We may be at the
end of the effects produced by the emergence of
reliable birth control in the 1960s, but there are also
other factors. Our population is aging, and in general
longer marriages are more likely to remain intact.
Also, more young people are cohabiting rather than
getting married. The breakup of this kind of relation-
ship does not get recorded as a divorce.

PN: What are some of the outcomes for children
who experience divorce?

RH: It is important to note that while divorce in-
creases children�s risk for a variety of problems, not
all children who experience divorce have problems.
Children of divorce are twice as likely as children
living in nondivorced families to experience difficul-
ties. Roughly 20% to 25% of these children will
have problems. Another way of saying this is that
75% to 80% will not experience these difficulties. In
other words, while children of divorce are at greater
risk, most will not have major problems.

PN: What are some of the problems children
frequently have?

RH: Children from divorced families are more likely
to have academic problems. They are more likely to
be aggressive and get in trouble with school authori-
ties or the police. These children are more likely to
have low self-esteem and feel depressed. Children
who grow up in divorced families often have more
difficulties getting along with siblings, peers, and their
parents. Also, in adolescence, they are more likely
to engage in delinquent activities, to get involved in

Divorce and Children Part I:
An Interview with Robert Hughes, Jr., Ph.D.

Peggy Patten



2

A
PPE

N
D

IX

Appendix

early sexual activity, and to experiment with illegal
drugs. In adolescence and young adulthood, they
are more likely to have some difficulty forming
intimate relationships and establishing independence
from their families.

PN: Can you elaborate on the effects of divorce on
children�s academic achievement?

RH: Whether you use children�s grades, standard-
ized test scores, or dropout rates, children whose
parents divorce generally have poorer scores. These
results have been found quite consistently throughout
a variety of research studies over the past three
decades. Importantly, children�s actual performance
on tests consistently shows this difference, but
results based on teacher or parent reports are less
likely to show this difference. We believe that both
parents and teachers often underestimate the difficul-
ties a child may be having in school or may not
recognize the problems.

In some cases, it appears that children�s difficulties
with school may be caused more by their behavior
than their intellectual abilities. The pattern may be
somewhat different for boys and girls. Boys are
more likely to be aggressive and have problems
getting along with their peers and teachers. These
problems may lead them to spend less time in school
or on their school work. Girls, on the other hand,
are more likely to experience depression, which may
interfere with their ability to concentrate on school-
work or to put as much effort into their work.
School success has long-term implications for
children�s success in life, and so it is important to
find ways to support children from divorced families.

PN: Are there other ways that boys and girls differ in
their response to divorce?

RH: Early research seemed to indicate that boys
might experience more difficulties than girls. Today,
there are few consistent findings. These changes may
be due to more children being reared in joint cus-
tody arrangements and more involvement of fathers
in general in the lives of their children after divorce.
In the school-age years, boys are more likely to be

aggressive and get into fights, while girls are more
likely to experience depression, as I mentioned
earlier. But by adolescence, both boys and girls are
more likely to engage in negative conduct and
experience bouts of sadness. Adolescent girls are
likely to be involved in early sexual behavior, leading
to a greater risk of teenage pregnancy and parenting.
This set of events can also have dramatic effects on
their completion of school and their ability to enter
the workforce and earn a good living. Adolescent
boys are likely to spend more time with deviant
peers and engage in delinquent behavior, including
substance abuse. Like the young women, adolescent
boys are likely to engage in early sexual behavior
and become teen parents.

On the positive side, there are some girls who
emerge out of the divorced, mother-headed house-
holds as exceptionally resilient young women. It
seems that some young women thrive on the in-
creased responsibilities and challenges that they face
in these families, and they develop warm and deeply
affectionate ties with their mothers. Similar findings
do not occur for boys.

PN: What kinds of behavior changes can parents,
teachers, and caregivers expect to see during the
time around a separation or divorce?

RH: Parents need to remember that divorce is
stressful for their children, just as it is for the parents.
In the short-term�perhaps for several months or
even a couple of years�children may act in ways
that are irritating and sometimes disruptive. This
behavior is understandable in view of the changes
taking place.

PN: How do behavior changes vary with the age of
the child?

RH: Each child will react somewhat differently to
divorce or separation. Let me tell you about some of
the more common behavior responses.

Very little is known about the effects of divorce on
children younger than 2 years of age. When the
bonds between parent and child are severely
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disrupted, there may be a problem. However, very
young children do not necessarily suffer just because
a divorce has occurred. Both parents can stay
actively involved in child rearing, or one parent can
maintain a strong, healthy relationship with the child.

Children from 3 to 5 years of age who go through
divorce tend to be fearful and resort to immature or
aggressive behavior. They might return to security
blankets or old toys. Some may have lapses in toilet
training. These types of behavior rarely last for more
than a few weeks. Most children are confused about
what is happening or about why mom or dad has
left. Children often deny that anything has changed.

Preschoolers may also become less imaginative and
cooperative in their play. Children may spend more
time playing by themselves than with friends. They
also may show more anxiety, depression, anger, and
apathy in their play and in their interactions with both
children and adults. Socially, preschoolers tend to
spend more time seeking attention and the nearness
of adults. At the same time, they may resist adult
suggestions and commands. Some children become
much more aggressive.

On the positive side, preschool children also try to
understand the situation. They attempt to bring some
order to their world by trying to explain to them-
selves what is happening and by trying to be well
behaved. Though it takes some time, most children
gradually understand the situation and adjust to it. In
the short term, there do not seem to be any effects
on the academic achievement of children. They are
likely to do just as well in school as they did before
the divorce.

Children 6 to 8 years old have some understanding
of what the divorce means. With their better sense of
what is taking place, these children are able to deal
with what is happening. Many young school-age
children experience deep grief over the breakup of
the family. Some children are fearful and yearn for
the absent parent.

If the mother has custody, boys tend to behave
aggressively toward her. Many children feel conflicts

in loyalty to one parent or the other, even if the
parents made no effort to make the child take sides.

Older school-age children�ages 9 to 12�try to
understand the divorce and keep their behavior and
emotions under control. While they may have
feelings of loss, embarrassment, and resentment,
these children actively involve themselves in play and
activities to help manage these feelings. They may
make up games and act out make-believe dramas
concerning their parents� divorce. These activities
seem to help the child cope with the situation. Anger
is perhaps the most intense emotion felt by this
group of children. This anger may be aimed at one
parent or at both parents. These children may also
be more easily drawn into choosing one parent over
the other. Children who become drawn into
struggles between the parents tend to have more
difficulties.

While adolescents understand the divorce situation
better than younger children do, they too experience
some difficulties adjusting. Many teens feel that they
are being pushed into adulthood with little time for a
transition from childhood. They may feel a loss of
support in handling emerging sexual and aggressive
feelings. In some cases, adolescents may even feel
that they are in competition with their parents when
they see them going on dates and becoming romanti-
cally involved. Sometimes, teens have grave doubts
about their own ability to get married or stay mar-
ried.

Many adolescents seem to mature more quickly
following a divorce. They take on increased respon-
sibilities in the home, show an increased appreciation
of money, and gain insight into their own relation-
ships with others. On the other hand, adolescents
may be drawn into the role of taking care of the
parent and fail to develop relationships with peers.

PN: Are there any particular signs that teachers or
caregivers should be aware of that signal a child is
having difficulty?

RH: The signs and symptoms in children when they
are going through their parents� divorce are similar to
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the reactions we see to other stressful events. The
most important sign is any significant change in a
child�s usual pattern of behavior. Some children will
react by being easily angered, and others will react
by withdrawing from the usual peer activities.

Let me mention some of the common reactions
teachers or caregivers may see in children experi-
encing divorce. Some of these are more likely to
occur in younger children, and some are more likely
in older children. Young children are more likely to
show regressive behaviors such as thumb sucking,
increased whining, difficulty making transitions, and
increased need to be with a teacher or other
caregiver. Older children are more likely to be
disobedient, to talk back, and to be destructive. All
children are likely to have some new fears about
where their parents are or if they will see parents
again. Many of these children will have trouble
sleeping; be unusually quiet or withdrawn; complain
about headaches, stomachaches, and other symp-
toms of illness; and be distractible and restless.
There also may be significant declines in school
performance, tardiness, absences, and difficulties
getting along with peers. Few children will show all
of these signs, but almost all children will show some
of these symptoms, especially when there are
significant events at home such as a parent moving
out, an appearance in court, and general disruptions
in the usual home routine.

PN: Can we predict which children will have prob-
lems?

RH: Not very well. We have some good ideas, but
we are still unable to accurately predict which
children are most vulnerable. Here are some things
to consider. Children who are intelligent, socially
mature, and responsible are more likely to adapt
well to their parents� divorce. Children with a sense
of humor and who get along easily with others are
likely to get more support from other adults around
them. Children who are difficult to manage and who
engage in negative interactions with their parents and
other caregivers are likely to have more difficulties
adjusting at least in part because others are less
likely to offer them support.

PN: In addition to age and gender, what other
factors influence how well a child copes with di-
vorce?

RH: There are many influencing factors. Two others
include the amount of conflict between parents and
the support available from friends and family.

PN: In the next article, we�ll ask Robert Hughes
what parents, teachers, and caregivers can do to
reduce the negative effects of divorce on children.
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Working parents are often surprised to find that child
care decisions become more difficult as their child
moves from preschool into the elementary school
years. In some places, parents can find a variety of
school-age child care options available through local
schools, private providers, and youth organizations.
Other communities offer very few of these options.
Even though a growing number of after-school care
programs exist, parents will want to evaluate their
quality, affordability, and accessibility before using
them.

What Are Some
Commonly Used After-
School Care Options?

When parents think of how their children will spend
the after-school hours, three basic choices generally
emerge: leave the child alone, place her with a
responsible party, or enroll her in a formal program.
It is hard to know how many parents choose the first
two options, but several studies tell us about the
extent to which American parents use formal after-
school programs. The National Study of Before-
and After-School Programs provided the first
nationwide picture of formal before- and after-
school care for children ages 5 to 15 (Seppanen et
al., 1993). This report found an estimated 1.7 million
children in kindergarten through eighth grade en-
rolled in nearly 50,000 programs. The majority of
these programs were nonprofit (66%), although
many were sponsored by for-profit child care
centers (29%). Public school sponsors accounted
for 18% of the programs.

More recent data gathered by the U.S. Department
of  Education show that the percentage of schools
(public and private) with after-school programs
grew significantly between 1988 and 1994. The
increase for public schools was from 16% to 30%,

and from 33% to 48% for private schools (Dryfoos,
1999, p. 119). Available data also show that the
older children get, the less likely their parents or
guardians are to enroll them in a school-age pro-
gram. The vast majority of children attending after-
school programs�84%�are in prekindergarten
through grade three (Seppanen et al., 1993).

Studies on the use of formal after-school programs
can�t tell us the whole story about how parents are
meeting the need for some form of after-school care.
Families commonly use a combination of after-
school care options. In a recent national survey,
three-quarters of school-age children with employed
mothers had at least two regular care arrangements
after school hours. Children might be at home alone
one afternoon, in a center care arrangement two
afternoons, and in a sports or music program a fifth
afternoon (Vandell & Shumow, 1999, pp. 65-66).

Transportation and cost are certainly factors in
explaining the prevalence of this mixed-bag ap-
proach. The National Study of Before- and After-
School Programs found that most programs relied
on parent fees and that 86% of parents paid full fees
for their enrolled children. It is therefore not surpris-
ing that low-income children are the least likely to be
enrolled in these programs (Seligson, 1999, p. 138).
Many parents often prefer to leave older children
unsupervised or younger children in the care of older
siblings for a few hours, a form of  �self-care�
(Halpern, 1999, pp. 82-83).

Evaluating Some
Common Options

How does the option of �self-care� measure up?
Scholars use several different definitions of self-care
(Vandell & Su, 1999, p. 63; Belle, 1997, pp. 479-

Expanded After-School Options
Still Leave Parents with Tough Questions

Peggy Patten
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480). The term �self-care� can mean any of the
following:

� Child is home alone.

� Child is home under the care of an older sibling.

� Child is in a public place (e.g., libraries, parks,
shopping malls) without a particular adult
supervising.

Estimates of the number of school-age children in
self-care range from 4% to 44%, depending on how
it is defined and whether parents indicate it as their
primary or occasional care arrangement (Vandell &
Shumow, 1999, pp. 66-67). Research on the
developmental effects of self-care yields conflicting
results. Some studies indicate negative outcomes,
while others show no difference between children in
self-care and those in other after-school care
arrangements. These findings are not absolute, and
they depend on a variety of factors, including ages of
children involved, amount of time in self-care, and
characteristics of the family and neighborhood
setting (Vandell & Shumow, 1999, p. 67). What is
clear is that for younger school-aged children and
for economically disadvantaged children, self-care is
generally associated with social and academic
problems (Bates & Dodge, 1997, p. 517).

Are formal after-school programs better? As with
preschool child care programs, the effects of school-
age child care depend on the quality of the staff,
family economic resources, and neighborhood safety
(Posner & Vandell, 1994, p. 454). Some of the
positive impacts reported from participation in high-
quality after-school programs include improved
social skills, reduced problem behaviors, increased
academic achievement, improved work habits, and
better school attendance (National Network for
Child Care, 1994, pp. 12-13; Vandell & Su, 1999,
pp. 68-69; Posner & Vandell, 1994, p. 454).

High-quality after-school care is usually character-
ized by low child-adult ratios, a well-educated
teaching staff, and flexible programming (Vandell &
Su, 1999, p. 67). Not surprisingly, staff wages and
turnover are also key components of quality. Some

after-school programs report staff turnover rates of
40% to 60% annually, seriously affecting relation-
ships between staff and children (Vandell &
Shumow, 1999, p. 71).

Formal after-school programs are particularly
beneficial for low-income children, who are less
likely to have access to alternative after-school
enrichment activities such as youth clubs, music
lessons, or organized sports (Posner & Vandell,
1994, p. 454). There is also some evidence that
formal, high-quality after-school programs serve as a
protective factor for children in high-risk environ-
ments. They do so in two ways. They provide en-
riching activities and experiences (Posner & Vandell,
1994, p. 455). Also, at an age critical to the preven-
tion of such behaviors as smoking, drinking, and
drug use, these programs provide an alternative to
these risky youth activities (National Association for
the Education of  Young Children, 2000, pp. 68-72).

After-School Care:
Opportunities and Challenges

Because of the promising outcomes of high-quality
after-school programs, especially for at-risk youth,
there has been an increase in private and public
funding to expand existing after-school programs
and to start new ones (Larner, Zippiroli, &
Behrman, 1999, p. 5). Chief among the public
funding sources is the U.S. Department of
Education�s 21st-Century Community Learning
Centers Program. Started as a $1 million demon-
stration program in 1997, it has grown to a $453.7
million effort in 2000 (Larner, Zippiroli, & Behrman,
1999, p. 6; �Study Highlights Benefits,� 2000, p. 2).
The 21st-Century Community Learning Centers
Program provides grants to schools that form
partnerships with other public and nonprofit agen-
cies, businesses, and universities to create more
after-school, summer, and weekend programs for
their communities (Dryfoos, 1999, p. 121, 123).
The range of possible program activities supported
by the 21st-Century Community Learning Center
Program includes �integrated education, health,
social service, employment, technology, recreation,
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or culture programs, along with child care, senior
citizen activities, and parenting supports� (Dryfoos,
1999, p. 123). For more information about the
21st-Century Community Learning Centers initiative,
go to http://www.ed.gov/offices/OESE/21stcclc/.

Notable private funders of after-school initiatives
include the DeWitt Wallace-Reader�s Digest Fund,
which supported the MOST initiative (Making the
Most of Out-of-School Time) in Boston, Seattle,
and Chicago. Another organization, the Charles
Stewart Mott Foundation, has committed significant
funds to provide training, technical assistance, and
evaluation support for the programs funded through
the 21st-Century Community Learning Centers
(Seligson, 1999, p. 136).

While after-school programs have attracted much
positive attention from child advocacy groups,
private and public funders, elected officials, and the
public at large (Seligson, 1999, p. 135), there is also
concern about overloading our schools with too
many functions. Using regular school facilities for
after-school programs creates challenges over
sharing space, equipment, and custodial services
(Dryfoos, 1999, pp. 127-128). Questions also arise
about staffing after-school programs located within
schools. Some argue that locating after-school
programs in community organizations such as a Boys
and Girls Club, YMCA, or Urban League would
avoid these challenges. Others argue that, as publicly
owned buildings, schools should be made more
available for community use (Dryfoos, 1999, p. 127).

Most are in agreement, however, about the impor-
tance of program accessibility, affordability, and
quality. Only when parents can find and afford
programs in their community can after-school
programs fulfill a useful purpose. They must provide
the supervision and enrichment that parents want.
The staff must be competent authority figures to the
children, yet allow them the autonomy beneficial to
youth. And the programs must offer learning and
guidance, and meet the developmental needs of
school-age children (Larner, Zippiroli, & Behrman,
1999, pp. 7-9).

For More
Information

Local Child Care Resource and Referral agencies
(CCR&Rs) can help parents locate and assess their
after-school care options. CCR&Rs typically have
information about subsidies available to help parents
pay for care as well as resources on how to know
when a child is ready for self-care. To find their local
CCR&R, parents can call Child Care Aware at 1-
800-424-2246. Also, parents can access other
resources on after-school child care by visiting the
following sites:

� Search the ERIC database: http://ericae.net/
scripts/ewiz/

� Visit the National Child Care Information
Center: http://nccic.org
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Our AskERIC service responds to many questions
related to children�s extracurricular activities. Does
athletic involvement help or hinder academic
achievement? Are formal music lessons a good idea
for children? Do young children benefit from second
language instruction?

There is some research to support children�s in-
volvement in learning a foreign language, participat-
ing in athletics, and studying music�including
research that points to the positive effect on
children�s academic achievement. The focus of this
article is on the impact on children�s development of
activities that occur outside the school curriculum.
Parents may also find the information useful in their
discussions with school district personnel about what
to include within the school�s core curriculum.

Foreign Languages

Research suggests that knowing a second language
gives children many advantages. In addition to
developing a lifelong ability to communicate with
more people and a competitive advantage in the
workforce, many children who receive second
language instruction perform better on cognitive and
verbal tests than those who speak only one language
(Marcos, 1997; Martin, 1999).

In Why, How, and When Should My Child Learn
a Second Language?, Kathleen Marcos (1997), of
the ERIC Clearinghouse on Languages and Linguis-
tics, reports on the benefits of knowing a second
language. Marcos says some evidence suggests that
children who receive second language instruction are
more creative and better at solving complex problems.

Additionally, students of foreign languages score
statistically higher on standardized tests conducted in
English. In its 1992 report, College Bound Seniors:
1992 Profile of SAT and Achievement Test

Takers, the College Entrance Examination Board
reported that students who averaged four or more
years of foreign language study scored higher on the
verbal section of the Scholastic Aptitude Test (SAT)
than those who had studied four or more years in
any other subject area (Marcos, 1997).

Athletic Involvement

Participation in sports seems to confer many social,
academic, and health advantages for youth. The
May 5, 1999, issue of Education Week reported on
recent research on high school students, sports, and
school success. In one study, the more involved that
10th-graders were in athletics, the more likely they
were to feel confident of their academic abilities or
to be engaged in their schools. A second study
looked at the frequency of behavior problems
among 12th-graders who had participated in athlet-
ics at some point in their high school careers and
found that sports participation had a positive impact.
The effects were twice as strong for black males as
they were for white females. Other groups of
students fell somewhere in between (�Sports and
School Success,� 1999).

Research conducted by Maureen Weiss and her
colleagues at the University of Oregon suggests an
association between motivation, high self-esteem,
and sports participation. Weiss�s research demon-
strated that self-esteem and perception of physical
ability can predict achievement behavior, motivation,
and positive affect in children (American Psychologi-
cal Association, 1996).

Researchers at the Center for Research on Women
(�Implementation of  Title IX,� 1999) report that
among girls, greater involvement in sports is associ-
ated with lower levels of risky sexual activities and
fewer sexually transmitted diseases.

Extracurricular Activities in Children�s Lives

Peggy Patten



2

A
PPE

N
D

IX

Appendix

Jeanne Weiler (1998), of the Institute for Urban and
Minority Education at Columbia University, reports
that all girls appear to derive positive benefits from
exercise and athletic involvement, although they
perceive the benefits differently based on their
experiences and social circumstances. Sports can
build confidence and a positive body image, charac-
teristics that are linked to lower levels of depression
(Weiler, 1998). Although there are great differences
among groups of girls, Weiler says, overall there is a
positive relationship between sports involvement and
academic achievement as measured by grade point
average, standardized tests scores, lowered risk for
dropping out of school, and greater likelihood of
attending and staying in college.

Music Instruction

In experiments exploring the link between music and
intelligence, researchers Frances Rauscher and her
colleagues at the University of California, Irvine,
found that music training�either singing or key-
board lessons�can enhance spatial reasoning.
Rauscher defines spatial reasoning as the brain�s
ability to perceive the visual world accurately, to
form mental images of physical objects, and to
recognize variations of objects (Rauscher, 1995).
Spatial reasoning, Rauscher says, is important to
success in a variety of academic subjects such as
math, the sciences, and engineering. Rauscher and
her colleagues found that the spatial reasoning
performance of 19 preschool children who received
8 months of music lessons�either singing or key-
board lessons�far exceeded that of a comparable
group of preschool children who did not receive
music lessons.

In �The Case for Music in the Schools,� Miller and
Coen (1994) report on research conducted by the
late physician and biologist Lewis Thomas that found
that 66% of music majors who applied to medical
school were admitted, the highest percentage of any
group.

Musician and composer Wynton Marsalis (1995)
discusses the important lessons children derive from
music instruction and particularly from the time spent

practicing. Regular, focused, and effective practice,
Marsalis says, helps children to set goals, to concen-
trate, to learn from their mistakes, and to develop
discipline that will help children in other areas of life.

How Should Parents
Respond?

Much has been written about the benefits of various
extracurricular activities for children. Should parents
sign their children up for as many activities as early
as possible? Not necessarily. In thinking about the
many valuable experiences available to children,
balance and moderation are important. Parents need
to ask themselves at least two questions when
scheduling extracurricular activities for their children:
What is my child missing when his or her life is
structured in this way? and Who am I doing this
for�myself or my child?

Lilian Katz (1987, 1999) reminds parents and
educators that children need ample time to explore
in greater depth what they already know and are
familiar with. When children engage in a wide
variety of activities, they can acquire breadth of
experience, knowledge, and skills, but there may be
a trade-off in terms of depth of experience, knowl-
edge, and skills.

In �What�s Wrong with Our Children?,� Ann Colin
Herbst (1999) says that children need to have room
to breathe. When children are overscheduled, they
are more likely to feel overwhelmed. A noisy,
overstimulating environment, Herbst says, leads
children not to pay attention to anything and also
makes them feel they have to compete for their
parents� time.

Andree Aelion Brooks (1990) interviewed 80
psychiatrists, psychologists, educators, and counse-
lors, along with 60 parents and nearly 100 children,
for her book Children of Fast-Track Parents. She
observes that parents� best efforts to prepare their
children for a successful life by exposing them to
enriching experiences as soon as possible may have
unintended negative consequences for their children.
There is a potential for stress disorders among those
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youngsters who are not emotionally and intellectually
able to function well under such pressure, Brooks
says.

Diane Ehrensaft (1997) shares similar observations
from her work with families as a developmental and
clinical psychologist in her recent book Spoiling
Childhood: How Well Meaning Parents Are
Giving Children Too Much�But Not What They
Need. Parents may want to regularly check their
response to the question �Who am I doing this for,
me or my child?� Scales grossly tipped in either
direction can be a wake-up call to adjust the kind
and quantity of activities to achieve a better balance
between child and parent. Parents should be given
full license to fantasize a limitless potential for their
child, Ehrensaft says, but they must be careful not to
lose their grip on reality and aggrandize their child
for their own glory.

Time that parents put aside just for their child, says
Ehrensaft, is often filled with whirlwind activities
designed to bring pleasure to the child. Ehrensaft
encourages parents to recognize the benefit to
themselves and to their child of  �nothing� time�
time filled with the everyday rhythms in which child
and adult learn to share a space comfortably�some
of it when a parent is preoccupied and some when a
child would be best left alone. For many families,
these moments are scarce indeed.
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The recent report from the National Academy of
Sciences, From Neurons to Neighborhoods: The
Science of Early Childhood Development
(Shonkoff & Phillips, 2000), detailed the importance
of early experiences on brain development and
human behavior. The National Academy of Sciences
report and numerous other studies tell us that high-
quality early childhood environments play a critical
role in early life experiences (Patten & Ricks, 2000).
Research on the quality of early childhood experi-
ences has focused on the knowledge and skills of
the caregiver(s) along with the ratio of adults to
children. More recently, research has identified
characteristics of the adult-child relationship as
uniquely important to children�s development.

The adult-child relationship in early childhood
settings influences children�s development in a
number of ways. Adults provide emotional security.
Although the attachment a child forms with an adult
in child care is different from the attachment a child
forms with his or her parents, a secure emotional
bond with a caregiver is essential for healthy child
development. Secure attachments develop as a
result of sensitive, warm, responsive, and respectful
caregiving. Continuity of care is also important,
particularly for infants and toddlers who need regular
and predictable caregiving (Elicker, & Fortner-Wood,
1995, pp. 69-72; Essa et al., 1999, pp. 12-14).

Secure attachments with adults in child care also
influence children�s friendships. In a variety of
studies, children who had close and secure relation-
ships with their teachers in child care had better peer
relationships�they were more gregarious, more
flexible in their play, and displayed fewer with-
drawn and hostile behaviors toward peers
(Elicker & Fortner-Wood, 1995, pp. 72-73; Essa
et al., 1999, p. 13).

The impact of children�s close relationships with
adults on social competence continues beyond the
preschool years. Research conducted by Carolee
Howes of UCLA found that a positive teacher-child
relationship in child care predicted social compe-
tence with peers much beyond child care years.
Howes�s longitudinal study reported that children�s
friendships as well as their relationships with their
elementary school teachers were influenced by their
relationships with their toddler and preschool
teachers. Children who had close relationships with
teachers in the preschool years were rated high in
social competence and high in child-teacher close-
ness five years later. The reverse was also found to
be true�children with less secure relationships with
their teachers during the preschool years had more
adjustment problems in elementary school, had
higher rates of peer aggression, and were more
disruptive in second grade (Howes, 2000, pp. 12-
13; Howes, Hamilton, & Philipsen, 1998, p. 425).
These findings about second-grade peer compe-
tence and teacher-child closeness are significant
because of their influence on later school achieve-
ment and social competence. Difficulties getting
along with others and following classroom rules may
persist in early elementary years and adolescence
(Howes, 2000, p. 13; Patten, 1999).

How can a relationship with a
teacher in preschool have
powerful long-term influences
on a child?

One perspective is based on attachment theory,
which suggests that children use relationships with
significant adults to organize their experiences.
Children who feel emotionally secure can use their
teacher as a base from which to explore and learn.
�People grow in connection to others� is how

The Fourth �R�: Teacher-Child
Relationships Are Central to Quality

Peggy Patten
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Michele Seligson explains it. Seligson conducts
research on relationships between caregivers and
children in after-school programs and is developing
�relational curricula� for use in those environments
(Edwards, 2000, p. 1). �Even the little bit of re-
search on what works in after-school programs
points inescapably to the nature of the adult/child
relationship as the single most significant variable in
helping children achieve positive outcomes in
school,� says Seligson (2000, p. 3).

It also appears that children�s relationships with
teachers may have a greater impact on peer relations
than the child�s relationship with parents. Research-
ers theorize that this may be because teachers are
part of the same environment where peer relation-
ships are developed and are available to guide and
instruct children in peer situations (Howes,
Matheson, & Hamilton, 1994, p. 272). When
teachers value relationships and work with the child
to improve their social skills, the child has a greater
chance of developing healthy peer relationships.
Conversely, when teachers feel that helping a child
cope with peers is not a part of their responsibility,
the child�s social development might suffer.

How can parents identify
strong and effective adult-
child relationships in preschool
and school-age care
programs?

Sensitive, warm, responsive, and respectful
caregiving�often referred to as process or dynamic
quality�can be difficult to identify for parents and
even for regulators of child care programs. State
regulators typically assess specific structural features
of programs that are associated with positive adult-
child relationships. These include group size, adult-
child ratios, and training and education of the
teachers/caregivers (Hofferth, 1996, p. 54).

To help policy makers and practitioners know where
to focus their quality improvement efforts, research
has examined which structural features have the
greatest impact on process quality. The structural
features that appear to have the strongest associa-

tion to process quality, or responsive caregiving, are
high levels of teacher education, few children per
teacher, and good teacher wages. This last feature is
important because of its influence in minimizing
teacher turnover and enhancing continuity of care.
Not surprisingly, states where regulation of care is
more stringent in the area of adult-child ratios and
teacher education, have, on average, better process
quality in child care (Cryer, 1999; Howes, 1997, p.
423; Honig & Hirallal, 1998, p. 21). The positive
impact of regulation on quality has been found in
child care centers and in family child care home
arrangements (Cryer, 1999, p. 51).

When assessing the quality of a child care arrange-
ment�whether starting care or continuing in a child
care arrangement�parents are advised to pay
attention to the licensing features of the child care
facility. These are the conditions where good adult-
child relationships are most likely to occur. Parents
should also focus on the nature of interactions they
observe between teachers or caregivers and chil-
dren. Is there evidence of warmth, sensitivity,
responsiveness, and respect in these relationships?
While relationships are important in programs for all
children, these interactions will look different in
programs for infants, toddlers, preschoolers, and
school-age children. The following are examples of
what parents might observe in a high- and low-
quality teacher-child interaction in various programs:

Infant Care

Description of high-quality interaction: While
changing the diaper of 6-month-old Benjamin, the
caregiver smiles and talks to him about the toy
Benjamin was playing with before his diaper needed
changing. When Benjamin reaches up to touch the
trim on the caregiver�s shirt, the caregiver responds,
�Do you like the shirt I�m wearing today?�

Description of low-quality interaction: While
changing the diaper of 6-month-old Benjamin, the
caregiver continues a conversation with another
adult in the room. The only words directed at
Benjamin are when he wiggles on the changing table.
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The caregiver responds, �Stop your wiggling so I
can finish.�

Toddler Care

Description of high-quality interaction: Two-
year-old Ellie comes to child care with her stuffed
teddy bear from home, Poo, something she regularly
brought to care when she started weeks ago. The
caregiver greets Ellie in the morning and acknowl-
edges Poo�s visit. �You haven�t brought Poo for
some time here. I see you put on his red scarf today.
Would you like to bring Poo to the story corner to
read with you this morning?�

Description of low-quality interaction: Two-year-
old Ellie comes to child care with her stuffed teddy
bear from home, Poo, something she regularly
brought to care when she started weeks ago. The
caregiver greets Ellie and asks why Poo is back.
�Your bear was always getting lost and in trouble
when you first started here. I thought we asked you
to keep him at home. Please put him in your cubby
until rest time.�

Preschool Care

Description of high-quality interaction: During
story time, the teacher brings out a picture book to
read to the group. Four-year-old Andrea an-
nounces, �I�ve read that book already and I did so
all by myself.� The teacher responds, �Good for you
Andrea! Isn�t reading wonderful to do? Let�s not
give the end of the story away, but do you think the
other children will enjoy this book?�

Description of low-quality interaction: During
story time, the teacher brings out a picture book to
read to the group. Four-year-old Andrea an-
nounces, �I�ve read that book already, and I did so
all by myself.� The teacher responds, �Well aren�t
you a smarty pants! It�s the book I�ve chosen to
read today so please don�t interrupt me or disrupt
the others while I�m reading.�

School-Age Child Care

Description of high-quality interaction: A group
of children head out to the playground to play
football immediately after school hours. Ten-year-

old Luke has a history of losing his temper playing
team sports. The school-age program leader heads
out with Luke and asks if he can be on his team. The
leader places himself strategically on the team so he
can urge Luke to �Cool it!� before Luke loses his
temper. At the end of the game, the leader says to
Luke, �You�re a pretty good football handler. Maybe
you and I could warm up together before the game
tomorrow. I could use some additional practice.�

Description of low-quality interaction: A group of
children head out to the playground to play football
immediately after school hours. Ten-year-old Luke
has a history of losing his temper playing team
sports. At the start of the game, the school-age
program leader reminds Luke from the sidelines,
�The first time I see you lose your temper today,
you�ll be out of the game. There�ll be no reminders.
Is that clear?� Ten minutes into the game, Luke is
sitting out on the sidelines for losing his temper.

There are many opportunities for high-quality
relationship building in preschool and school-age
child care�opportunities for children to grow in
connection with significant adults, to paraphrase
Michele Seligson. These include such routine
activities as morning greetings, mealtime conversa-
tions, playing on the playground, diaper changing,
patting backs at rest time, attending to minor injuries,
and picking up toys after activities (Elicker &
Fortner-Wood, 1995, p. 77). How these seemingly
ordinary and routine events in child care are handled
by staff is indeed central to quality.

For More
Information

National Association for the Education of Young
Children
http://www.naeyc.org

National Child Care Information Center
http://nccic.org
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Society�s attention on aggression in children has
focused primarily on boys. Many of us assume boys
are more aggressive because their forms of aggres-
sion are more visible. We see them hitting or fighting
on the playgrounds or in our homes. In fact, much of
the research on aggressive children has focused on
the more overt, physical types of aggression charac-
teristic of boys.

Researcher Nicki Crick of the University of Minne-
sota and her colleagues argue that research has
overlooked aggressive behavior in girls because the
patterns of aggression in girls are different than in
boys. Most definitions of aggression include behav-
iors that are intended to hurt or harm others. Nicki
Crick and her colleague Jennifer Grotpeter elaborate
on that definition by adding that aggression also
includes behaviors that �best thwart or damage goals
that are valued by their respective gender peer
groups� (Crick & Grotpeter, 1995, p. 710). Boys
generally harm others with physical or verbal aggres-
sion because this behavior is consistent with the
physical dominance peer group goals of boys. Girls,
on the other hand, are more apt to focus their
aggression on relational issues with their peers. This
behavior is consistent with the social peer group and
intimacy goals of girls. This kind of aggression,
which Crick and her colleagues call �relational
aggression,� is more characteristic of girls, though
not exclusive to girls, and is done with the intention
of damaging another child�s friendship or feelings of
inclusion within a social group (Crick & Grotpeter,
1995, p. 711).

Girls� relational aggression includes a range of
behaviors such as excluding another child from a
play group as a form of retaliation, intentionally
withdrawing friendship as a way of hurting or
controlling a child, and spreading rumors about a
child to persuade peers to reject her (Crick &

Grotpeter, 1995, p. 711). Patterns of relational
aggression are seen in girls as young as 3 to 5 years
of age (Crick, Casas, & Mosher, 1997, p. 585) and
appear to be relatively stable over time (Crick,
1996, p. 2326).

Should parents be concerned about girls who
engage in this kind of aggression? Does this kind of
behavior cause any real harm? The answer to both
questions is �yes.� Relationally aggressive girls have
more social and emotional problems and experience
more loneliness, depression, negative self-percep-
tions, and peer rejection than others. Those who are
victims of relationally aggressive behaviors also
experience adjustment problems and report more
depression, anxiety, and emotional distress than their
nontargeted peers (Crick, Casas, & Mosher, 1997,
p. 579).

Problems with peers affect children in multiple ways.
Gary Ladd�s Pathways Project, a long-term study of
children from kindergarten through junior high
school, looks at aspects of family and school that
affect children�s academic success. Ladd found that
the kinds of relationships children form with peers
once they get into school matter a great deal. When
children have difficulty with their peer group at the
start of school, they do less well on measures of
learning and achievement. Similarly, children who are
consistently victimized�teased or hit�are more
likely to develop negative views of school, are more
lonely, have more physical complaints, and display
higher levels of school avoidance (Patten, 1999).

Children who are rejected by their peers continue to
experience problems later in life, such as dropping
out of school, juvenile delinquency, and mental
health problems (Asher & Williams, 1993). Further-
more, antisocial behavior in girls during their child-
hood and teen years is found to persist into adult-
hood with higher rates of criminality, teen pregnancy,

Girls, Aggressive?
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and adult depression (�Antisocial Behavior in Girls,�
1999, pp. 1, 7).

What, then, should parents do if they observe
relationally aggressive behaviors in children? First,
parents can recognize that relationally aggressive
children are at risk for adjustment difficulties, just as
overtly aggressive children are.

Second, parents can use opportunities to develop
children�s social skills. Ladd�s Pathways Project
found that parents help children develop effective
social skills in a number of ways: for example, by
inviting friends over and arranging for children to join
in group play with other children; by talking to their
child about what it means to be a host and how to
look out for the other child�s needs; and by interven-
ing when problems arise in play groups and talking
to their child about fairness, turn taking, sharing, and
resolving dilemmas through compromise and discus-
sion. In all these ways, Ladd says, parents are
teaching social competence�how to make and
maintain a friendship with another child (Patten, 1999).

Research tells us that aggressive behavior during
childhood predicts later social adjustment problems
(Crick, 1996, p. 2317). While boys and girls may
exhibit their aggression and cruelty in different ways,
the effects can be equally damaging.
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There have been various forms of school reform
proposed and enacted, with widespread sentiment
that more is needed. Many parents may find them-
selves asking if this trend of reform will be enough to
ensure their child�s academic success, or if they need
to do more in the home. What kind of parental
involvement matters most? What characterizes the
home environments of academically successful stu-
dents? An extensive body of research has documented
the importance of parent involvement to children�s
school success. One researcher, Laurence Steinberg,
says that it matters far more than school reform.

In his book, Beyond the Classroom: Why School
Reform Has Failed and What Parents Need to
Do, psychologist Steinberg (1996) discusses
findings of his 10-year study of 20,000 students in
ninth through twelfth grades. Steinberg refers to the
important role parents play in closing the gap
between a child�s ability and his or her actual
achievement. A student�s performance in school,
says Steinberg (1996, p. 123), is influenced but not
determined by a student�s ability. Although some
researchers have noted a connection between
homework and academic success, Steinberg found
that even typical forms of parental involvement�
such as checking homework, monitoring academic
involvement from home, encouraging better perfor-
mance�did not by themselves raise the students�
levels of performance. While these behaviors didn�t
harm children�s performance, they weren�t as
valuable as the types of involvement that physically
bring the parent into the school�attending school
programs, parent conferences, �back to school�
nights, and extracurricular activities (Steinberg,
1996, p. 125). Steinberg suggests that the reason
the latter kinds of involvement matter is that they
communicate important messages. When parents
take time to attend school functions on a regular
basis, they send a strong message that school is

important to them and that it should be important to
their child. Steinberg adds that teachers and other
school personnel notice parents who are involved in
this way and are more inclined to listen to their
concerns (1996, p. 126).

Successful and Unsuccessful
Parental Strategies

Steinberg compares the strategies used by parents
of successful and unsuccessful students. When a
child performs poorly in some subject, his parents
strive to correct the problem themselves without
collaborating with the teacher. Perhaps they spend
more time overseeing their child�s homework,
offering more assistance with assignments, or setting
up more rigorous study schedules for the child to
follow. Parents sometimes criticize the teacher or
school, or seek outside help for their child
(Ballantine, 1999, p. 170). These measures often
fail, observes Steinberg, and as a result, parents feel
frustrated and angry. Schoolwork becomes an area
of contention at home, further interfering with the
child�s ability to improve (Steinberg, 1996, p. 127).

In contrast to the above scenario, parents of suc-
cessful students �work the system,� mobilizing the
school on their child�s behalf (Steinberg, 1996, p.
127). These parents first phone and then meet with
their child�s teacher or counselor to discuss their
child�s problem. They then follow through with any
home exercises or other solutions suggested by the
school. The strategies used by parents of successful
students communicate a powerful message to the
child and school�a belief that the school can and
wants to educate the child. This confidence, in turn,
strengthens the child�s belief in the school�s effective-
ness (Steinberg, 1996, p. 127).

Equally important is how parents express their
interest in school and their encouragement of their

How Parents and Peers Influence Children�s School Success
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child�s success (Steinberg et al., 1992, p. 1279).
Students who describe their parents as warm, firm,
demanding, and democratic report better grades and
greater engagement in classroom activities, devote
more time to homework, and have higher educa-
tional aspirations than their peers (Steinberg et al.,
1992, pp. 1266-1278). In contrast, �disengaged�
parents who don�t ask about their child�s progress,
spend time in activities with their child, or know their
child�s friends may have children who are less
interested and less successful in school (Steinberg,
1996, pp. 118-121). Other research has also
validated the influence of parental monitoring�
knowing the whereabouts, activities, and friends of
one�s child�on a variety of adolescent outcomes,
including academic achievement (Jacobson &
Crockett, 2000, pp. 66, 90).

Cultural Factors

The culture of the student, Steinberg suggests,
becomes a factor in students� academic success
when it influences the importance attached to
academic achievement. A study of 116 low-income
urban African American adolescents illustrated the
role of parental monitoring, closeness, and involve-
ment in their academic success. The study suggested
that the students� close emotional ties to their parents
helped to serve as a �protective emotional harbor�
(Bloir, 1997, p. 4) in a peer culture that devalues
academic achievement (Bloir, 1997, pp. 1-10).
Steinberg confirms the powerful role of peer culture
in the school achievement of students of other ethnic
groups, adding that it may even undermine some of
the effectiveness of otherwise successful parental
strategies. While the parental characteristics of
successful students were the same for the various
ethnic groups studied, Steinberg notes that they did
not have the same results for each ethnic group.
Black, White, Asian American, and Latino American
students who had parents who were warm, firm,
supportive, and involved did better than their peers
who had parents without those characteristics. Yet,
Black students performed worse in school than
Asian American students, even when both had the
advantage of warm, firm, supportive, and involved

parents. In fact, Steinberg reports that Asian Ameri-
can students from �disengaged homes� got better
grades in school than Black students from homes
where parents were warm, firm, supportive, and
involved (1996, pp. 133-137). According to
Steinberg, this finding shows the effects of peer
pressure. Peer groups negate the positive influence
of effective parenting in Black homes while counter-
ing the negative influence of ineffective parenting in
Asian American households (1996, p. 137).

Peer Group
Influences

The power of peer pressure peaks in early adoles-
cence at the same time, unfortunately, that parental
involvement in school declines (Steinberg, 1996, p.
142). Peers can positively or negatively affect each
other�s academic performance. Not surprisingly, the
more successful students had friends whose grades
were high, who spent more time on homework, who
had greater educational aspirations, and who
devoted more time to extracurricular activities
(Steinberg, 1996, pp. 147-148).

In his review of friends� activity patterns from
different ethnic groups, Steinberg found that Asian
American students� friends placed a greater empha-
sis on academics, had higher performance stan-
dards, devoted more time to homework, and earned
higher grades in school than other students.
Steinberg found the opposite to be true for Black
and Hispanic adolescents, with White students falling
somewhere between the Asian American students
and the Black and Hispanic students (Steinberg,
1996, pp. 156-167).

Use of Time

Another way peers influence academic achievement
has to do with the number of hours spent socializing.
Again Steinberg found differences among ethnic
groups in the time spent �hanging out� with friends,
�partying,� and �spending time with a boyfriend or
girlfriend,� with Asian American students reporting
half as much time socializing as other students.
Socializing with friends was one of three time-use
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factors associated with lower school achievement.
The other two were working long hours at a part-
time job and spending more than 20 hours a week
on an extracurricular activity (Steinberg, 1996, pp.
180-181).

Steinberg concludes that school achievement is more
dependent on the ways students structure their lives
and on the priorities they and their parents hold than
it is on the particular schools students attend. No
efforts at school reform will matter until school
success becomes a necessary and worthwhile goal,
says Steinberg (1996, p. 182).

In her book, Getting Our Kids Back on Track:
Educating for the Future, Janine Bempechat
(2000) concurs with the need for parents to priori-
tize children�s use of time. Parents commit their
children to many extracurricular activities in a desire
to encourage well-rounded development. Children
who are only good in school are described in such
disparaging terms as �nerds, geeks, and brainiacs,�
according to Bempechat (2000, p. 46). Bempechat
advocates a middle ground approach�one that
acknowledges the value of multiple experiences for
children while placing academic achievement at the
top of every family�s priority list.

Parents and peers will invariably influence student
success, for better and for worse. It is up to parents,
argues Steinberg, to determine how successful their
child will become by shaping the child�s attitude
towards school in deed and word. Parenting aca-
demically successful children means consistently
conveying the message that school matters, talking
with and visiting teachers and school administrators,
and prioritizing school performance above other
activities (Ballantine, 1999, pp. 170-171).
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All parents hope to raise their children with strong
moral character, with the capacity to be compas-
sionate, and with the necessary skills to form healthy,
satisfying relationships with others. Throughout life,
children and adults must work cooperatively,
compassionately, and empathetically for family,
community, and societal groups to function
(Brazelton & Greenspan, 2000). Empathy, or being
able to �feel the feelings of others� (Barnet & Barnet,
1998, p. 164), is at the heart of moral and prosocial
development and motivates a person to do some-
thing on behalf of another. Prosocial behavior is
intended to benefit others and is a key ingredient of
good quality social interactions between individuals
and among groups (Eisenberg & Fabes, 1998; Turiel,
1998; Eisenberg & Fabes, 1998). Empathy drives
moral actions, moral judgments, and principles (Turiel,
1998). Empathy promotes understanding of others,
which is believed to increase prosocial behavior.

Stages of Empathy

Many developmental specialists believe that children
begin to feel empathy and compassion in four stages.

Stage one: Happens during the first year of life and is
characterized by the �global distress� felt by infants
when they hear another baby�s cry which may start a
chain reaction causing every baby within earshot to
start crying too.

Stage two: Between 1 and 2 years of age, �egocen-
tric empathy� is observed in toddlers who some-
times imitate the distress of another child by falling
down and whining when another child has done so.

Stage three: Emerges at about 2 or 3 years of age,
when children begin to empathize with emotions
other than distress. These emotions can include
disappointment, fear, surprise, sadness, anger, and

enjoyment. This third stage of empathic development
is referred to as �empathy for another�s feelings.�

Final stage: Occurs later in childhood, at approxi-
mately 8 years of age, and is called �empathy for
another�s life conditions.� Children at this time have
wider life experiences and a better understanding of
abstract concepts that enable them to imagine the
pleasure or pain of another person or group of
people, such as the homeless or those in other parts
of the world (Barnet & Barnet, 1998; Turiel, 1998).

Parents� Role in the
Development of
Empathy

While a child�s culture and temperament influences a
child�s predisposition for empathy and compassion,
there is strong evidence that parents� child rearing
practices affect empathic development (Barnet &
Barnet, 1998; Kohn, 2000). Alfie Kohn, author of
The Brighter Side of Human Nature: Altruism
and Empathy in Everyday Life, outlines six ways
that parents can encourage caring, prosocial,
empathic behavior in children.

1. Encouraging Secure Attachment and Nurtur-
ing. During infancy, children�s behaviors are orga-
nized largely around one parent or adult caregiver.
The infant�s crying, holding, and social behaviors are
directed toward this person when the child is tired,
fearful, ill, or hungry. The infant�s behavior, emotional
experience, and ability to regulate his or her feelings
develop largely as a result of the primary caregiver�s
responsiveness to the infant (Carlson, 1998). These
early attachment patterns have been shown to
influence patterns of social development in later
years. Children with secure parent-child attach-
ments�attachments in which children�s emotional
needs are sensitively met and the parent figure is

Kids Who Care: The Development of
Empathy, Care, and Compassion
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available and responsive to the child�s needs�are
generally more socially competent than children with
insecure parent child attachments�those in which
children�s emotional needs are not met or are met
insensitively or inconsistently (Turner, 1991).
Children�s peer relationships build on the relationship
that a child has with his or her parents. Children who
have not had the benefit of nurturing adults early in
life have difficulty forming friendships and negotiating
the ups and downs of their relationships with others
(Brazelton & Greenspan, 2000). Warm, caring,
empathic parents help the child to perceive the
world as a kind and safe place. A child who is not
burdened by his or her own emotional and physical
needs has less difficulty being open to the needs of
others (Kohn, 2000).

2. Guiding and Explaining. Parents who value
sharing, caring, and helping others are more likely to
have children who develop similar values. In con-
trast, parents who are defensive, self-centered, and
distrustful of others are more likely to have children
who also view the world in �us� versus �them�
terms. It is evident to children whether their parents
interact with others with hands outstretched or with
fists clenched (Kohn, 2000). In addition to a com-
mitment to prosocial behaviors, parents help by
explaining why such behaviors are important and
appreciated. �I saw you help out the girl who fell off
her bicycle. That was very kind of you!� Conversely,
parents should also explain how behaving selfishly or
aggressively harms others. �You made your brother
cry when you took away his ball. That wasn�t very
kind.� Not saying anything when a child acts selfishly
or with cruelty, according to Kohn, sends a message
just as clearly as saying something (Kohn, 2000).

3. Modeling. Parents who model generosity and
behave charitably toward others�versus simply
talking about the importance of these behaviors�
are more likely to have children who show generos-
ity toward others. These acts of caring need not be
grandiose to matter. Small acts of kindness such as
helping a neighbor, taking a stray animal to a shelter,
offering a kind word to a homeless person, provide
powerful examples for children (American Psycho-
logical Association, 1997). Kohn cites research that

illustrates the power of modeling. In interviews with
those who rescued Jews during World War II from
the Nazis and those who worked for racial justice
during the Civil Rights era, the subjects reported that
their parents had provided living examples of
altruistic, prosocial behavior (Kohn, 2000).

4. Promoting a Prosocial Self-Image. Parents who
encourage their children�s opportunities to experi-
ence caring and helping�caring for younger siblings,
running errands for an ill neighbor, offering assistance
to elderly grandparents�come to view themselves
as helpful and caring people. Many organizations
and churches have volunteer opportunities for
children and parents to provide care and support for
others in the community�through a shelter for the
homeless, a nursing home, a food pantry, or an after-
school tutoring program. It is important, Kohn notes,
that children develop the idea that they offered help
and care because of their altruism rather than as a
result of external pressure or reward. The goal is for
children to develop internal motives to act rather
than depend on external rewards to provoke their
altruistic behavior. Kohn has published an ERIC
Digest, The Risks of Rewards (1994), and a book,
Punished by Rewards (1993), on how external
rewards can undermine the kinds of behaviors
parents and teachers wish to encourage in children,
such as the desire to help others for its own sake.

5. Practice Cooperating. Parents who provide
opportunities for children to learn and play coopera-
tively, rather than competitively, confer many ben-
efits. Benefits include higher-quality learning and
achievement, enhanced self-esteem, improved
perspective taking, and greater generosity (Kohn,
2000). It is not clear from research whether compe-
tition suppresses generosity more than cooperation
enhances it. Kohn notes that the harmful effects of
competition have been noted in adults as well as
children. Parents should look for opportunities for
children to experience cooperative activities in
home, at school, and in extracurricular activities.
Doing so can be a challenge in the hyper-individual-
ism of our age, and in a culture that often encourages
a �win at all costs� attitude.
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6. Taking Children Seriously. Parents who take
their children seriously, treating them as a person
whose feelings, preferences, and questions matter,
are themselves behaving in a caring, empathic way.
In doing so, parents are more likely to interact in the
ways described above�guiding and explaining,
communicating and modeling prosocial values, and
providing opportunities for children to be a caring
person as well. Kohn notes that while a child�s
preferences cannot always be accommodated, they
can always be considered and need never be
dismissed (Kohn, 2000).

Raising children who care about others is a challeng-
ing task. At times, parents must swim against a
cultural tide that encourages self-absorption, materi-
alism, and a �what�s in it for me?� attitude�mes-
sages that run counter to the values of empathy,
care, and compassion. Parents can override many of
the harmful influences of modern culture by the
examples of generosity and care they provide,
through the guidance and opportunities they give
their children to be caring and helpful, and by their
consistent love, care, and nurturing.
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Parent News staff recently spoke to E. Mark
Cummings about his research on marital conflict
and peer relationships. Cummings is a faculty
member in the Department of Psychology at the
University of Notre Dame in Indiana.

PN:
Based on your research and experience, what are
some main points parents should know about how
their marital relationship affects their children�s
development?

MC:
The marital relationship affects all aspects of family
functioning. It�s really the center of family function-
ing. The quality of the marital relationship affects the
stability, continuity, and support that the family can
provide for the child. This is related to children�s
development. More specifically, children are af-
fected by exposure to how the parents relate to each
other. How the parents relate to each other affects
the parent-child relationship. The quality of the
marital relationship also affects the quality of the
relationship between siblings. When there is high
marital discord, there is more aggression between
siblings. There is also evidence that the quality of the
marital relationship affects aggression with peers.
The point is that the marital relationship has perva-
sive effects for children and families. These effects
can be positive if the marital relationship is doing well.

PN:
Conflict between spouses is expected and not
uncommon, I suspect. Can you talk about how
marital conflict or marital discord affects children?

MC:
Conflict within a marriage is inevitable and not
necessarily problematic for children. In fact, observ-
ing certain types of conflict has beneficial effects for

children. In research conducted with Dr. Marcie
Goeke-Morey, we distinguish among three catego-
ries of marital conflict. Destructive conflict involves
verbal or physical aggression and leads to no
resolution between the partners. Constructive
conflict occurs when problems are resolved and
everyday marital and family functioning is improved
as a result of the conflict. Productive conflict occurs
when problems are shared and discussed, but not
necessarily resolved.

These various approaches to conflict in a family are
associated with different outcomes for children.
Destructive conflict in marriages is linked to
children�s aggression, anxiety, emotional insecurity,
depression, difficulty in school, and peer relationship
problems. When children see destructive conflict
between their parents, they become distressed, sad,
angry, and fearful.

For productive conflict (e.g., calm discussion), we
don�t find negative effects. When children observe
productive conflict, they don�t report being upset,
but neither do they report being as uplifted as
children feel when they observe conflict being
handled constructively, as discussed above. For
constructive conflict (conflict resolved through
compromise), we find not only a lack of negative
effects but also positive effects. While this is a new
direction in research, there is emerging evidence that
constructive conflict in marriages is linked to social
competence and emotional security. When children
see constructive conflict occurring, they even report
feeling happy about the situation.

PN:
Does the manner in which spouses manage their
conflict affect children�s ability to manage their own
feelings of anger, stress, or frustration?

Marital Relationships, Children, and Their Friends:
What�s the Connection? An Interview with E. Mark Cummings

Peggy Patten
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MC:
Yes, very much so and in several different ways.
Children�s emotional responses are affected by
parents� emotions. Parents getting upset or angry will
cause a child to become upset or angry. Children
from families where parents have a lot of conflict and
anger become upset more readily when parents have
any form of conflict. Whereas children from homes
where conflict is not handled with a lot of hostility
are much less prone to become upset when parents
have conflict. Children develop expectations about
marital conflict from their past experience. If children
live in a home where issues get worked out in a
reasonable way, they don�t have fears about reper-
cussions when their parents have disputes. On the
other hand, in homes where conflicts escalate,
children will have concerns and become more
emotionally aroused when parents have even minor
disagreements.

How parents work out their conflict also relates to
how children respond to stressful situations in other
contexts outside the home or outside parents� marital
relationship. Children in a high-conflict family are
more likely to become upset and distressed dealing
with peers. For some children, sometimes this level
of distress manifests itself as aggression and violence.

PN:
Can you say more about how spouses manage their
conflict and the effects on children�s relationships
with their peers?

MC:
We�ve shown in our lab research setting that when
children are exposed to marital conflict they fight
more with their peers. How children think about
conflict is related to how their parents think about
and respond to conflict. If parents are quick to form
negative attributions about conflicts�they immedi-
ately decide that the other party has negative inten-
tions, for example�children will hold these same
beliefs in conflict situations with their peers.

In our Family Studies Center, we are conducting
several longitudinal studies related to marital behav-
ior and peer functioning. In a recent analysis of data,

researcher Tina Du Rocher Schudlich found that for
children, a family history of negative conflict and
hostility is associated with greater aggression and
increased levels of negative interaction strategies in a
simulated peer conflict scenario.

Let me explain how we looked at this. We wanted
to see how a family history of conflict would affect
children in a puppet-type task to see how children
think about and engage in conflict. We asked young
children (5 years of age) to use small action figures
to role play everyday conflict situations and dis-
agreements. Children from high-conflict families
acted out the puppet role plays more aggressively
and used more negative interactions. Du Rocher
Schudlich found that children�s representations of
how people should interact were closely related to
their realities of how their families interacted.

In a further analysis, we showed that these negative
representations of how people interact in the family
carried over into children�s conflicts with peers.
Children are learning how to interact with others
from their families, and these patterns are learned
very early.

PN:
Does the amount or frequency of marital conflict
influence children�s peer relationships?

MC:
Frequency is pretty much irrelevant; it�s a problem,
of course, if people are engaging in destructive
conflict all the time. As I mentioned earlier, the
manner in which conflict is resolved is more impor-
tant than how often conflict occurs. If everyday
issues are addressed in a productive or constructive
way, children benefit.

I talked about the harm that destructive types of
conflicts can cause. Some of the most destructive
types of conflicts occur when partners withdraw
from one another, stonewall, or show disrespect.
Children are very sensitive to the emotional quality
of the home. Parents may think children are not
aware of conflict, but they are. Children are just as
upset by nonverbal as by verbal conflict.
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PN:
In what other ways does the marital relationship
influence children�s ability to get along with peers?

MC:
There are many pathways of influence on children�s
peer relationships. I talked about the direct effect of
seeing how parents deal with conflict. The marital
relationship also has a significant impact on the
parent-child relationship. Marital conflict undermines
parents� ability to discipline children appropriately
and effectively. The quality of marital relationship
impacts parents� involvement in other aspects of
children�s lives: their school and extracurricular
activities, for example.

PN:
Can parents alter the way they relate to one another
to improve the way they manage their conflict with
one another?

MC:
Yes. It is never too late to start handling disagree-
ments in better ways, for spouses� sake, for the sake
of their marriage, and for the sake of their children.
It is important that couples deal with their disagree-
ments openly and calmly, respect and listen to one
another, try to work toward a solution, and try to
not let their anger get the better of them.

There�s reason to believe that parent education
programs can help improve the quality of the paren-
tal relationship. Phil and Karen Cowan at Berkeley
have shown dramatic effects in this area. They
looked at two approaches to helping parents who
were experiencing family problems. In the first
group, they established a program for educating
parents on how to handle marital conflict. In the
second group, they established a program on
parenting functioning�how to interact more effec-
tively with children. The Cowans looked at the
effects these two approaches had over time. The
program designed to improve marital functioning
resulted in far better outcomes than the one that
focused on parenting only. The benefits for the first
group included improvements in the parent-child
relationship, improvements in children�s peer rela-

tionships and social competency, and improvements
in marital functioning. Targeting the marital relation-
ship had pervasive effects. This calls attention to the
centrality of the marital relationship to family func-
tioning. The implications for parenting educators is
the importance of programs that improve spousal
relationships along with programs that improve
parent-child relationships.

Another example of the effectiveness of parent
education can be observed in the program we have
for parents going through divorce. We found that
two 2-hour visits for training on how to handle
conflict resulted in significant improvements for those
parents. We found improvements in addressing
conflict for the ex-spouse as well, even when only
one partner participated in the training. We are now
tracking the effect of this training on the children in
these families.

PN:
We�ve focused on the negative impact of troubled
marital relationships. How do marital relationships
affect children positively?

MC:
We�re just beginning to study the positive sides of
marital relationships. We do know that such positive
attributes in marital relationships as love, affection,
happiness, and support have strengthening aspects
for children.

PN:
Is there anything else you find relevant for parents to
help their children with peer relationships?

MC:
It�s important for parents to realize that how their
children interact with peers has a lot to do with their
child�s family life, their relationship with parents, and
their parents� relationship with each other. You asked
about children�s aggressive behavior and involve-
ment with violence as adolescents. One line of
recent research indicates that if children grow up in
homes with secure attachments, where parents are
available and responsive, and where there are warm
relationships between spouses, they are less likely to
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break away from core family values as adolescents.
[This research is reviewed in Colin (1996).] On the
other hand, if children grow up in families with insecure
relationships, with parents who are neither available
nor responsive to them, they are more susceptible to
destructive influences during adolescence.
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According to a recent survey, the American public
rates crime and violence as the most important
problems facing our country (Coie & Dodge, 1998,
p. 779). The popular media sometimes flame public
fears about juvenile violent crime with sensational
coverage (Hinds, 2000, p. 3), but, in fact, according
to recent reports provided by the U.S. Department
of Justice, the levels of rape, robbery, and murder
committed by juveniles have dropped significantly
over the past several years (Snyder & Sickmund,
2000). Encouraging reports, however, are tempered
by the fact that American youth continue to have
disturbingly high rates of violence compared to
youths in other major nations (Coie & Dodge, 1998,
p. 779; Hinds, 2000, p. 2).

Research on
Risk Factors

To understand this disparity, researchers and social
scientists have attempted to isolate the predictors of
youth violence. A recent report released by the
Office of Juvenile Justice and Delinquency Preven-
tion (OJJDP) describes five broad categories of
factors that contribute to the development of serious
and violent juvenile crime (Hawkins et al., 2000).
The five categories, and some of the specific risk
factors within each, include:

� Individual factors:
� Pregnancy and delivery complications
� Hyperactivity, concentration problems,

restlessness, and risk taking
� Aggressiveness
� Early initiation of violent behavior

� Family factors:
� Parental criminality
� Child maltreatment
� Poor family management practices
� Low levels of parental involvement

� School factors:
� Academic failure
� Low bonding to school
� Truancy and dropping out of school
� Frequent school transitions

� Peer-related factors:
� Delinquent siblings
� Delinquent peers
� Gang membership

� Community and neighborhood factors:
� Poverty
� Community disorganization
� Neighborhood adults involved in crime
� Exposure to violence and racial prejudice

Parents and others concerned with children�s safety
may feel daunted by the scope and implication of the
risk factors related to violence. How can parents
concentrate on the important tasks of parenting and
maintaining a home with so many potential threats to
their children�s well-being, especially when so many
of these factors may be out of parents� direct
influence or control?

The Importance of
Parenting Style

Good parenting and strong families can, in fact, help
to protect children from many threats from the world
outside and protect children from developing
aggressive behaviors. Parenting style�one�s �broad
pattern of parenting� (Darling, 1999)�can contrib-
ute to aggressive behavior in children, or it can
moderate some of the negative influences that
children face.

Parenting styles are often categorized in the follow-
ing four ways (Glasgow et al., 1997, p. 508):

The Parent-Child Relationship as Violence Prevention

Peggy Patten
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� Authoritarian parents tend to be highly de-
manding and unresponsive to the individual
needs of their children. These parents are
concerned with controlling behavior so that
children comply with a set of standards. Authori-
tarian parents place an emphasis on obedience,
order, and respect for authority. They discour-
age verbal negotiation about rules.

� Authoritative parents attempt to strike a
balance between demanding that their children
behave appropriately and responding to their
children�s needs. They set and enforce firm rules
and standards for behavior and consistently
monitor their children�s conduct, using
nonpunitive methods of discipline when rules are
broken. Authoritative parents are warm toward
and supportive of their children. They encourage
some verbal give and take and recognize a
child�s point of view.

� Indulgent parents are tolerant, warm, and
accepting, but they exercise little authority over
their children. Indulgent parents are very com-
mitted to their children, but they make few
demands for responsible and mature behavior
and permit their children considerable freedom.

� Neglectful or disengaged parents do not
oversee their children�s behavior or support their
interests. These parents often seem preoccupied
with their own concerns and appear disengaged
from the responsibilities of parenting.

Parenting Style and
Cultural Influences

The concept of parenting style is further complicated
by cultural differences. In order to understand how
parenting style influences child outcomes, one must
disentangle what research refers to as three different
aspects of parenting. These include (1) the goals of
socialization, whereby parents help children
conform to the demands of the family and society;
(2) parenting practices, which are used to help
children develop specific child behaviors such as
table manners or school performance; and (3)

parenting style, which are a �constellation of
attitudes� that create an emotional climate through
which parent�s behaviors are expressed (Darling &
Steinberg, 1993, pp. 487-496). Separating
parenting practice from style and recognizing
parenting style as a context through which parents
socialize their children for the culture in which they
will most likely reside helps one understand the role
of culture in the parent-child relationship.

Children may interpret the meaning of parents�
behavior differently depending on their cultural or
ethnic background. For example, Chao (1994, p.
1111) notes that traditional Chinese parents have
often been described as �authoritarian��restrictive,
controlling, or rejecting�but that many Chinese
equate strictness, firm control, and parental obedi-
ence with parental care, concern, and involvement.
Other studies have shown that greater parental
control is associated with greater warmth and love
by children in Korean families but is viewed far less
positively by children in North American or Euro-
pean families (Deater-Deckard et al., 1996, p. 1070).

In another example of culturally specific parenting
practices and outcomes, harsh physical discipline
such as hitting and spanking is shown to be an early
predictor of later hostility and aggressive behavior in
European American children but not in African
American children. Harsh discipline in the form of
physical abuse, however, has been shown to have
negative effects for all socioeconomic and ethnic
groups (Deater-Deckard et al., 1996, p. 1070).

Parenting Style and
Outcomes for Youth

Despite cultural and ethnic variations in parenting
style and outcomes for youth, research has found
that the benefits of authoritative parents and the
negative effects of neglectful or disengaged
parents appear constant across all groups
(Steinberg et al., 1994, p. 769). A summary of some
of this research follows.

The authors of the OJJDP report referred to earlier,
Predictors of Youth Violence, found that �failure to
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set clear expectations for children�s behavior, poor
monitoring and supervision, and severe and inconsis-
tent discipline consistently predict later delinquency
and substance abuse� (Snyder & Sickmund, 2000).
The report adds that the greatest amount of violence
was reported in boys who had very strict parents�
one aspect of authoritarian parenting. The second
highest level of violence was reported in boys with
very permissive parents�an aspect of indulgent and
neglectful or uninvolved parenting. The least amount
of violence was reported in boys with parents who
were neither too strict nor too lax�conditions
associated with authoritative parenting.

The degree of parental monitoring influences out-
comes for youth. Sociologist Grace Barnes de-
scribes parental monitoring in the following way:
�Monitoring means knowing where your kids are,
who their friends are, when they are coming in, and
so on� (Barnes, 1995, p. 1). Low levels of parental
monitoring or supervision�factors associated with
indulgent and neglectful or disengaged parenting�
have been linked to higher rates of delinquency and
sexual activity, and to lower rates of school compe-
tence (Jacobson & Crockett, 2000, pp. 65-97).

Research on patterns of dating violence among
adolescents suggests that �ineffective parenting
practices such as low supervision, rejection, and
inconsistent discipline� increase the likelihood that
children will engage in a variety of antisocial behav-
ior throughout their life including violence toward
dating partners as adolescents (Simons, Lin, &
Gordon, 1998, p. 469).

Since peer influences peak during early adolescence
(Steinberg, 1996, p. 141), the quality of the parent-
child relationship can affect adolescents� susceptibil-
ity to antisocial peer pressure. Adolescents whose
parents are authoritative�warm, firm, and demand-
ing�are less influenced by negative peer pressure
than adolescents whose parents are permissive and
indulgent or whose parents are dictatorial and harsh
(Collins et al., 2000, pp. 227-228).

In the book Beyond the Classroom: Why School
Reform Has Failed and What Parents Need to

Do, Laurence Steinberg (1996) describes the results
of a 10-year study involving 20,000 students in 9th
to 12th grade over a period of 1 to 3 years.
Steinberg outlines the characteristics of adolescents
from homes where different parenting styles are used.

In Steinberg�s research, adolescents raised in
authoritative homes scored highest on all measures
in the study. They were more confident, more
responsible, less likely to use or abuse drugs or
alcohol, and less likely to be involved in delinquent
behaviors. They reported less anxiety and depres-
sion and did better in school (pp. 116-117).

Teenagers from authoritarian homes were also less
likely to use drugs and alcohol and get into trouble,
as reported by teenagers raised in authoritative
homes; however, teenagers in authoritarian homes
were also less self-reliant, less persistent, less
socially poised, and reported lower self-esteem.
Although their grades were nearly as good as those
raised in authoritative homes, teenagers from au-
thoritarian homes had significantly worse views of
their own abilities (p. 117).

Teenagers from permissive homes reported higher
drug and alcohol use, lower school performance,
and higher rates of misbehavior in areas involving
adult authority. They also reported high levels of
self-confidence and social poise compared to
teenagers raised in authoritative homes (pp. 117-118).

Steinberg relates outcomes for teenagers raised in
homes with �disengaged parents��a term he uses
to describe parents who are emotionally aloof,
lenient in their discipline, and neglectful or uninvolved
in the lives of their children. Adolescents with
disengaged or uninvolved parents fared least well
on all measures studied. They were less self-reliant,
less socially skilled, more likely to exhibit psycho-
logical problems such as anxiety and depression,
had higher rates of drug use and delinquency, and
were less interested and less successful in school
(pp. 118-119).

Although his study focuses on adolescents,
Steinberg (1996) reminds readers that the outcomes
of various parenting styles on adolescents� develop-
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ment mirror outcomes for preschool and elementary
school age children (p. 116). A parenting style that is
effective for young children remains effective as
children grow up, keeping in mind that how a
parenting style �looks� will vary with the age and
developmental maturity of the child. For example, a
parent may negotiate rules about weekend curfew
with an adolescent allowing for some verbal give and
take�an aspect of authoritative parenting�yet
recognize that there is no room for negotiation about
holding hands with a 3-year-old while crossing a
busy street.

Adapting One�s
Parenting Style

Learning to use an authoritative parenting style can
be difficult for parents who have been raised in a
predominantly authoritarian, permissive, or indulgent
household. What if parents have relied on other
styles of parenting while children were younger? In
their book You and Your Adolescent: A Parent�s
Guide for Ages 10-20, Laurence Steinberg and
Ann Levine (1997) say it is never too late to alter or
adapt one�s style of parenting (p. 12). The authors
offer the following practical tips for becoming (or
continuing to be) an authoritative parent (pp. 11-25):

� Start with love and trust. Adolescents continue
to need love and affection just as they did as
young children. Spend time together as a family
enjoying shared interests (watching TV side by
side does not count), say Steinberg and Levine
(p. 13). Talk about your teenager�s interests,
feelings, and concerns, and share your own
feelings and concerns. Trust your child and treat
him or her with respect.

� Set clear, reasoned limits. Show respect for
your teenager�s point of view by discussing rules
and regulations. Be clear about which family
rules are negotiable and which are not. Balance
control with independence and grant freedom in
stages. Tie privileges to responsibilities.

� Be firm and fair. Try not to overreact when
your adolescent breaks a house rule. Listen to
his or her side of the story before assuming

blame. Express your displeasure and disappoint-
ment and use natural consequences in response
to irresponsible behavior when possible�for
example, a poor grade as a consequence of
inadequate studying. Take action when your
adolescent�s misbehavior is repeated or danger-
ous. Make the penalty fit the crime�for ex-
ample, refusal to follow car safety rules results in
loss of car use privileges. Never use physical
punishment or verbal abuse. Research has
shown these responses to be counterproduc-
tive�they only serve to promote adolescent
rebellion and aggression. Be consistent both in
enforcing rules and in living by the values and
beliefs you espouse.

� Accept your adolescent as an individual.
Treat your child as your child, not as a stereo-
typical adolescent. Parents may notice tempo-
rary disruptions as their adolescent adjusts to
new situations such as a new school or dating,
and puberty may contribute to periodic moodi-
ness. These events do not result in personality
changes, however. Remember that most of an
adolescent�s choices are not lifelong commit-
ments. Assuming �mistakes� are not dangerous
or irreversible, let your adolescent learn about
life through mistakes on occasion.

� Let your child be the teenager he or she
wants to be, not the adolescent you were or
wish you had been, nor a replica of an older
sibling. Adolescents need to be loved for
themselves, not for measuring up to an arbitrary
standard of worth based on your unfulfilled
dreams or the achievements of another sibling.

Parents must be vigilant to protect their children
from the potential threats to children�s emotional and
physical health�threats that seem increasingly
complex in our modern culture. Parents should not,
however, be distracted from the day-to-day business
of parenting, of developing a strong family, and of
building healthy relationships with their children.
Building relationships based on love, trust, and
acceptance combined with firmness, consistency,
and high, yet reasonable, levels of expectations is a
violence prevention strategy that parents can influence.
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Children�s fascination with war play and war toys is
not new�items resembling war toys have been
found from ancient Egypt and the Middle Ages�nor
is the fascination with such toys peculiar to children
in the United States (Carlsson-Paige & Levin, 1990,
p. 10). What is different today, however, is the
nature of war toys and war play among children.
The deregulation of children�s television in 1984
resulted in a sudden rise in war-related cartoons and
a rise in the sale of war toys linked to these pro-
grams. According to Diane Levin, author of Remote
Control Childhood?, �within one year of deregula-
tion, 9 of the 10 best-selling toys were connected to
TV shows, and 7 of these shows were violent. The
sale of toys of violence, including action figures with
weapons, soared more than 600% in three years�
(Levin, 1998, p. 10). In addition, media �cross
feeding� allows a child to view these same violent
themes in a variety of media: video games, movies,
the Internet, children�s books, and comic books.
Finally, the war toys produced today are highly
realistic, sophisticated, and seemingly authentic
(Carlsson-Paige & Levin, 1990, pp. 53-68).

Many parents and teachers of young children have
observed changes in the nature of children�s play as
a result of violent play themes in popular media.
Nancy Carlsson-Paige and Diane Levin report that
some of the negative effects on children�s behavior
include the following (Carlsson-Paige & Levin,
1990; Levin & Carlsson-Paige, 1995, pp. 67-71):

� an obsession or preoccupation with war play
and with products related to programs promot-
ing such play,

� increased levels of aggression among children as
they imitate what they see in programs, and

� a lack of creativity and imagination in play
because the content of children�s play originates
in TV cartoons or other media.

In a study on the relation between toy gun play and
children�s aggressive behavior, Watson and Peng
(1992) found that toy gun play was one predictor of
observed aggression in day care. Other important
influences included parental attitudes and discipline
practices, levels of parental physical punishment, and
children�s television viewing (Watson & Peng, 1992,
pp. 371-389). In a commentary on parental influ-
ence on children�s social behavior, Gary Ladd notes,
�parents who tolerate war play may be condoning (if
not promoting) a context that breeds antisocial
behaviors and values (e.g., aggression toward others,
stereotyped views of good and evil). Extrapolating
upon this argument, it seems reasonable to propose
that the lessons children learn in early war play may
become familiar and well-rehearsed strategies for
resolving real-life conflicts with peers, siblings or
other associates� (Ladd, 1992, pp. 403-404).

How should parents respond when their children
and their children�s friends are preoccupied with the
current superhero craze and with popular media-
linked violent toys? Just saying �no� leads to parents�
feelings of frustration, guilt, and inadequacy. A �just
say no� policy at home seems fruitless because
children are exposed to popular media culture nearly
everywhere.

Diane Levin, early childhood educator and author,
suggests the following approaches for parents to
take to �combat the hazards of media culture�
(Levin, 1998, p. 123, pp. 147-160):

� Keep TV sets out of children�s bedrooms and in
a more public place.

� Work out the limits on the amount of TV viewing.

� Try to plan in advance what programs will be
watched.

� Try to select programs designed to promote
children�s positive development and learning.

Playing with Guns, War Play, and Superheroes:
What�s the Big Deal?

Peggy Patten
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� Limit viewing of violence (and other noneduca-
tional) programming as much as possible.

� Watch TV together as a family when you can.

� Talk about what your child sees on TV�
including such topics as what is real and what is
not, distinguishing between ads and shows, solving
conflicts without using violence, and what you
and your child liked and did not like about a show.

� Try not to buy products directly linked to violent
TV shows or that are advertised heavily during
violent programs.

� Choose toys that promote creativity, can be
played with in many ways, and will stay interest-
ing over a period of time.

� Ask your child�s teachers and school for help
and support.

In addition to measures taken at home to resist the
harmful influences of media culture, parents can
work for change at a larger level by adding their
voice to the voices of others. Parents have formed
coalitions with other parents, schools, early child-
hood programs, business leaders, community
organizations, and health care professionals to
advocate for a healthier media culture for children.
Parents have used a variety of means to individually
and collectively take action: writing letters to the
editor about the issue of violence in the media;
contacting elected officials to ask for support to
improve the quality of children�s programming and to
limit advertising; setting up resource libraries at
schools and child care programs to loan out quality
videos for children; coordinating letter writing
campaigns to television broadcasters, toy compa-
nies, advertisers, and local retailers about harmful
media and media linked products; partnering with
local toy stores to sponsor community toy gun buy
back programs; sponsoring communitywide media
turnoff efforts; and producing report cards that
grade television stations on the quality of their
children�s programming.

Parents cannot control all or even most of their
children�s exposure to hazardous media culture, nor

would doing so necessarily provide the best lessons
for children who will need to respond to popular
culture throughout their lives. Parents should keep in
mind the more important goals of helping children
resist negative media influences, recognize and
choose worthwhile media, and become informed
and responsible media consumers (Levin, 1998, p.
137). The discussions children have with their parents
about what is and is not worthwhile media, and the
actions children observe their parents taking against
harmful popular media, impart values that contribute
to healthy character development in children.

For More
Information

ERIC Clearinghouse on Information and Technology
 http://www.askeric.org/ithome/

Center on Media Literacy
http://www.medialit.org/

Center for Media Education
http://www.cme.org/

Violent Toys, Nonviolent Toys: What�s the Difference?
http://www.lionlamb.org/violent_toys.html

Make Cookies, Not War: TV-Related Toys and the
�I Want That� Syndrome
http://www.growsmartbrains.com/pages1/
article2.html

Parents Group Targets Violence-themed Toys
http://www.post-gazette.com/headlines/
19990509goodtoys6.asp
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Ladd, Gary W. (1992). Play, parenting, and peer
partners: Keys to understanding children�s social
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Marjorie Hardy (MH) is a professor of psychol-
ogy at Eckerd College in St. Petersburg, Florida.
Parent News (PN) staff interviewed her about
her research on gun safety education.

PN: I�ve read summaries of your research on gun
safety education with young children conducted
during the mid-1990s. Can you explain how you
became interested in the topic of gun education for
young children?

MH: A combination of factors led to my interest. I
was initially influenced by an early conversation with
a mentor of mine in graduate school. We were
talking about the number of parents who felt that
their children would not do something simply be-
cause they were told not to. Then news of the
various shootings among youth led to my interest in
finding out more about parental influence in gun
safety education. Were parental warnings and
education about gun use enough to keep children
safe?

PN: Describe the original and follow-up studies you
conducted with young children on gun safety education.

MH: The first study involved 60 children who
attended a day care center in Charlotte, North
Carolina. The children were between 4 and 7 years
of age and were mostly middle-class. We brought in
an authority figure�a police officer. He spoke to the
children about gun safety�the difference between
real and play guns, the danger of handling real guns,
and what to do if the children found a gun. We then
tested the children to see if they learned the impor-
tant lessons about gun safety. Despite what the
children said they would do, when left alone with
disarmed, but real, guns along with other novel toys,
the children picked up the real guns and shot every-
thing in sight.

We then did a separate study with a different group
of children in the same setting using a more intensive
education approach. In a week-long, one-hour-a-
day program, the children worked on conflict-
resolution skills, resisting peer pressure, practicing
safety prevention, and distinguishing toys from
dangerous objects. When this second group was put
to the test�left in a room with real guns and other
novel toys�they were just as likely to play with the
real guns as those without intervention.

Despite our gun safety education efforts, of the 109
children participating in the two studies, 65% picked
up, played with, and �shot� the real guns when left
alone.

PN: What were some of the most surprising findings
for you as a researcher and as a parent?

MH: Most surprising to me was the level of aggres-
sion seen in the children who played with the guns.
The aggressive behavior went beyond simply
shooting the guns at others. The actions and words
of the children with the guns increased in hostility
and anger. It was as if handling the guns elicited
aggression in these children. The older children in the
group�the 6- and 7-year-olds�could tell the guns
were real and not pretend. They asked for crayons
to use as bullets and then tried to put the �bullets� in
the chambers of the guns.

I wasn�t alone in my dismay of the children�s behav-
ior. The police officer who participated in the
education program was also a parent of young
children and was stunned by what he saw.

PN: How did children respond afterward to your
questions about their handling real guns after learning
about the dangers of doing so?

MH: In some cases, children said they played with
the guns because they saw other children doing so.

Saying No to Guns: It�s Not Enough
An Interview with Marjorie Hardy

Peggy Patten
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In other cases�as with my own son�they lied.
They said they didn�t handle the guns.

PN: Your research was conducted with children 4 to
7 years of age. How do you feel the results would
differ with older children?

MH: The television program 20/20 replicated my
study with children up to 10 years of age. Although I
did not analyze their results, they reported similar
findings. Despite gun safety education and promises
not to play with guns, a majority of the children in
the 20/20 study handled the real, but unloaded, guns
when left alone.

PN: Many people feel that we could keep children
safe from gun violence by implementing comprehen-
sive gun education classes in the schools. Do you
believe this strategy would be beneficial?

MH: We don�t know enough about the various gun
violence prevention programs to know what would
be beneficial. Most programs have not been evalu-
ated to see if they make a difference in children�s
behavior. There is some legitimate concern that such
programs as the Eddie Eagle Gun Safety Program
may in fact glorify guns and make them more
enticing to children.

Despite the lack of evidence about the impact of
such programs, we do know that education about
the dangers of handling guns is not sufficient to keep
children from using guns. Why should education
alone be enough? We don�t simply educate children
about the dangers of crossing the street and leave
them alone to do so. We hold their hand and walk
with them when they�re young. When children are
older, we don�t assume that simply telling them
about the dangers of drinking or having sex is
enough to keep them from engaging in those risky
behaviors.

PN: Do you believe schools have a role in helping to
keep children safe from gun violence?

MH: I believe schools can provide an important
education piece by helping children know what to
do if they see others involved in dangerous activities

and how to monitor teasing and bullying behaviors,
for example. But as I mentioned earlier, education is
not sufficient to protect children. In addition to
schools, parents, communities, and government
share in the responsibility of keeping our children
safe. We need to approach violence prevention from
all angles.

Parents need to monitor their children so they know
where they are playing and whether weapons are
present in the homes of their children�s friends. In
general, the more that parents get and remain
involved in their children�s lives�from preschool
through adolescence�the better. Our studies
provided a kind of wake-up call to many of the
parents in the day care program, many of whom had
guns in the home that weren�t adequately secured.
Many said they monitored their children more
carefully as a result of what they discovered from
their children�s participation in the studies.

Communities can help keep children safe by provid-
ing after-school programs so children aren�t home
alone. Most of the accidental shootings are among
latchkey children.

Finally, government has a role in violence prevention,
which is to pass legislation that makes guns and gun
ownership safer�mandatory trigger locks for guns
and licensing and registration for gun owners, for
instance.

PN: Where can our readers find out more about
your work in the area of children�s health and gun
violence?

MH: The results of one of my studies has been
published in the Journal of Developmental and
Behavioral Pediatrics (1996, volume 17, pp. 216-
221). I am currently writing a chapter for a larger
publication on gun violence education programs that
will eventually be published by a foundation inter-
ested in this issue.

There are an increasing number of organizations
dedicated to the issue of violence prevention and
gun safety for children. I encourage parents to learn
as much as they can about what works and what
does not work in violence prevention. Most impor-
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tantly, I encourage parents to be involved in their
children�s lives during their preschool, school-age,
and adolescent years. We know that makes a
difference.

For More
Information

Center to Prevent Handgun Violence
1225 Eye St., NW, Suite 1100
Washington, DC 20005
Telephone: 202-289-7319
Fax: 202-408-1851
Internet: http://www.cphv.org/

Center for the Study and Prevention of Violence
Institute of Behavioral Science
University of Colorado at Boulder
Campus Box 442
Boulder, CO 80309-0442
Telephone: 303-492-8465
Fax: 303-443-3297
Email: cspv@colorado.edu
Internet: http://www.colorado.edu/cspv

Coalition to Stop Gun Violence
http://www.csgv.org/content/home.html

Preventing Juvenile Gun Violence in Schools
http://www.ed.gov/offices/OESE/SDFS/actguid/
gunfree.html

Join Together Online
http://www.jointogether.org/

Source of This
Document

Patten, Peggy. (2000). Saying No to Guns: It�s Not
Enough. An Interview with Marjorie Hardy. Parent
News [Online], 6(4). Available: http://npin.org/
pnews/2000/pnew700/int700b.html
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In February 1999, the National Center on Addiction
and Substance Abuse (CASA) at Columbia Univer-
sity hosted a conference with the National Center
for Learning Disabilities and the National Institute on
Drug Abuse. The objective of the conference was to
better understand the relationship between sub-
stance abuse and learning disabilities. The CASA
conference and subsequent white paper attempted
to answer the following questions:

� Does having a learning disability increase an
individual�s vulnerability to start using drugs?

� Does a learning disability increase the chance
that a person will become addicted to drugs?

� Do drugs compound existing learning disabilities?

The conferees, representing the medical, education,
and treatment communities, agreed that while
learning disabilities may increase the risk for sub-
stance abuse, they were not able to identify the
precise nature of the link between substance abuse
and learning disabilities. After examining existing
research, they did, however, concur on the following:

� The link between learning disabilities and
substance abuse begins in the womb.

� Prenatal smoking and drug or alcohol abuse can
seriously damage the fetus and result in learning
disabilities.

� Children with learning disabilities are at a higher
risk for academic failure and for peer rejection�
risk factors associated with substance abuse.

� Children with learning disabilities are twice as
likely to have Attention Deficit/Hyperactivity
Disorder, a behavioral disorder that often
appears in combination with a learning disorder.
Individuals with ADD/ADHD are twice as likely

to abuse substances and have greater difficulty
shaking addiction.

Authors of the CASA white paper make clear that
correlation is not causation and that having a learning
disability does not insure that a child will abuse
drugs. Yet, the authors contend that the high statisti-
cal coincidence occurring in these two conditions
warrants further attention. They recommend the
following next steps:

� Conduct needed research, particularly with
older children, to further our understanding of
the linkages between substance abuse, learning
disabilities, and behavior disorders.

� Refine diagnostic criteria that help identify specific
learning disabilities and behavior disorders.

� Inform parents so they can: (1) understand the
risks involved in abusing alcohol, cigarettes, and
other drugs during pregnancy; (2) identify and
respond to children�s learning disabilities and
behavior disorders early on; and (3) respond to
children�s academic difficulties and peer rejec-
tion that may lead to increased risk for sub-
stance abuse.

� Educate physicians, teachers, guidance counse-
lors, and treatment professionals so they under-
stand the relationship between substance abuse,
learning disabilities, and behavior disorders, and
so they can accurately identify and respond to
each condition alone and in combination.

The white paper, �Substance Abuse and Learning
Disabilities: Peas in a Pod or Apples and Oranges?�
can be read online at the Web site of the National
Center on Addiction and Substance Abuse at
Columbia University (http://www.casacolumbia.org/
index.htm).

Substance Abuse and Learning Disabilities: Is There a Link?

Peggy Patten
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For More
Information

Substance Abuse and Mental Health Services
Administration
http://www.samhsa.gov/

ERIC Clearinghouse on Disabilities and Gifted
Education
http://ericec.org

Preventing Substance Abuse at Home and at School
http://npin.org/pnews/pnew497/pnew497d.html

Boys Treated with Ritalin and the Relationship to
Substance Abuse Later in Life
http://npin.org/pnews/1999/pnew1199/int1199b.html

Source of This
Document

Patten, Peggy. (2001). Substance Abuse and
Learning Disabilities: Is There a Link? Parent News
[Online], 7(2). Available: http://npin.org/pnews/
2001/pnew301/int301e.html
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In a recent commentary published in Education
Week, Amitai Etzioni offers advice on �The Truths
We Must Face to Curb Youth Violence.� Etzioni
writes: �The most relevant fact for education against
violence is that teaching self-restraint and respon-
sible conduct is most successful when young people
are positively involved in some other activities, rather
than when they are only asked to refrain from what
they are tempted to do� (Etzioni, 1999, p. 57).

Etzioni provides examples of youth with strong
religious convictions and those deeply committed to
sports or involved in community service, noting that
their activities are illustrations of positive involvement
for youth.

It is likely that we all know youth who are very
involved in their church or synagogue, or youth who
devote many hours to team or individual sports, but
how about youth involved in community service?
What do we know about volunteerism among
children and youth?

America�s Teenage Volunteers (Hamilton &
Hussain, n.d.) summarizes the findings of Volunteer-
ing and Giving among Teenagers 12 to 17 Years
of Age, the second report in a series of national
studies conducted for Independent Sector by the
Gallup Organization to evaluate the giving and
volunteering behavior of American teenagers. The
study has found several interesting trends related to
volunteering and youth. For example, while most
adults might not associate �volunteering� and �chari-
table giving� with the average American teenager, in
fact, more than half of America�s teens reported
volunteering in 1995, and 41% of teens contributed
to charitable organizations. More importantly, teens
who volunteer said the experience helped them to
learn how to respect others, learn how to be helpful
and kind, understand people who are different from
themselves, and become more patient and under-
stand the qualities of good citizenship.

Other aspects of volunteering that were revealed in
the study address the factors that encourage the
volunteering habit among youth; for example,
teenagers were more likely to volunteer if their
parents did. In fact, over 75% of the teens volun-
teered if  both their parents did, but that number
declined to less than 50% if the teen�s parents were
not active in the community. Fathers also play a
prominent role in encouraging their child�s participa-
tion. Over 88% of children whose fathers volun-
teered were volunteers themselves (Hamilton &
Hussain, n.d.).

It appears that volunteering is cultivated in early
childhood and during early teenage years. Eighty
percent of teens reported volunteering if, as young
children, they did some volunteer work, were active
in religious organizations, or were involved in student
government (Hamilton & Hussain, n.d.).

Another critical aspect of volunteering is the �asking
factor� or the concept that teenagers are more likely
to volunteer if they are asked to do so. Over 93% of
teens who were asked to participate did volunteer,
but if the teen was not asked, only 23% volunteered.
One troubling finding about the �asking factor� is
that African Americans and Hispanics are less likely
to be asked to volunteer than Whites. Fifty-four
percent of  White teens were asked to volunteer,
compared to 38% of African Americans and 45% of
Hispanics. Yet there was little difference between
ethnic groups when the teens were asked to partici-
pate�the overwhelming majority of all three groups
reported they that volunteered when they were
asked (94% of  Whites, 90% of African Americans,
85% of  Hispanics) (Hamilton & Hussain, n.d.).

How do teenagers get connected to volunteer
activities? Sixty-eight percent said they did so
through their church, synagogue, or temple; 28%
said they did so through their school. Other volun-
teer organizations and service clubs were the next

Volunteerism and Youth: What Do We Know?
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most likely connection to volunteer activities for
youth (Hamilton & Hussain, n.d.).

In her widely read books The Shelter of Each
Other: Rebuilding Our Families and Reviving
Ophelia: Saving the Selves of Adolescent Girls,
clinical psychologist Mary Pipher (1994, 1996) talks
about the value of volunteerism and altruism for families
and for adolescents. Many adolescent girls, Pipher
observes, are self-absorbed, a characteristic that
Pipher describes as a developmental stage rather
than a character flaw. Volunteer work, good deeds
for neighbors, and political action help girls move
beyond themselves into the larger world (Pipher,
1994, pp. 258, 288, 291). Pipher also indicates that
volunteer work and social action can also be a cure
for cynicism, depression, and narcissism. She believes
these activities can make communities better and
give people a sense of meaning and purpose.

Piper describes a time from her own experience
when she and her 13-year-old daughter worked at a
soup kitchen. Their year-long experience working
with homeless people was the best thing that hap-
pened to her daughter during an otherwise difficult
school year. According to Pipher, this volunteer
activity removed her daughter from a shallow mean-
spirited peer culture, allowing her to spend time with
people of all ages and helping her feel she could
make a difference.

How can we encourage volunteering among our
youth? America�s Teenage Volunteers (Hamilton &
Hussain, n.d.) offers the following suggestions:

� Ask young people to volunteer, particularly
people of color.

� Encourage children to get involved in volunteer-
ing or civic participation at an early age.

� Help young people develop positive self-images
that encourage helping others, promote compas-
sion for those in need, and instill a feeling that
one can enact positive change in his or her
community.

� Ensure that young people have positive role
models�significant individuals within or outside
their family who they observe helping others.

� Increase opportunities for young people to
volunteer in youth organizations, religious
organizations, student governments, and schools.

For More
Information

Independent Sector
1828 L St., NW
Washington, DC 20036
Telephone: 800-575-2666
Internet: http://www.independentsector.org

Washington, Valorad, & Andrews, J. D. (1998).
Children of 2010. Washington, DC: National
Association for the Education of Young Children.

A Web Site with a variety of volunteer organizations
is http://www.jvibe.com/jvibeaction/
generallinks.shtml

Web sites and contact information for organizations
that may be helpful for connecting youth to volunteer
activities include the following:

America�s Promise
909 N. Washington St., Suite 400
Alexandria, VA 22314
Telephone: 800-365-0153
Internet: www.americaspromise.org

Boy Scouts of America
1325 W. Walnut Hill Lane
Irving, TX 75015-2019
Telephone: 972-580-2000
Internet: http://www.bsa.scouting.org

Girl Scouts of the U.S.A.
420 Fifth Ave.
New York, NY 10018-2702
Telephone: 202-852-8000
Internet: http://www.gsusa.org

Do Something
423 W. 55th St., 8th Floor
New York, NY 10019
Telephone: 212-523-1175
Internet: http://www.dosomething.org
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National Youth Leadership Council
1910 W. County Rd. B
St. Paul, MN 55111
Telephone: 612-631-3672
Internet: http://www.nylc.org

Sources

Etzioni, Amitai. (1999). The truths we must face to
curb youth violence. Education Week, 18(39), 72, 58.

Hamilton, Matthew, & Hussain, Afshan. (n.d.).
America�s teenage volunteers: Civic participa-
tion begins early in life. Washington, DC: Indepen-
dent Sector.

Pipher, Mary. (1994). Reviving Ophelia: Saving
the selves of adolescent girls. New York:
Ballantine Books. (ERIC Document No.
ED402065)

Pipher, Mary. (1996). The shelter of each other:
Rebuilding our families. New York: Ballantine
Books.
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The percentage of working mothers using center-
based care for their preschoolers grew from 13% to
29% from 1977 to 1994, according to the U.S.
Bureau of the Census (1998). Along with the
increasing use of child care have come questions
about how children�s development is affected by the
quality of child care services available to parents.
Defining high-quality child care is difficult; however,
there is general agreement that the development of
children should be enhanced rather than put at risk
by their out-of-home care experiences. This Digest
discusses child care research that addresses parents�
questions about quality.

How Do Researchers
Assess the Quality of
Child Care?

Researchers generally examine a variety of child
care characteristics, such as structural and process
features, and the relationship of these characteristics
to effects on children.

Structural and process features. Structural features
include child-adult ratio, the qualifications of
caregivers, and wages paid to caregivers/teachers
(Whitebook et al., 1989; National Institute of Child
Health and Human Development [NICHD], 1998;
Cryer, 1999, p. 41). Process features�practices
that affect how children experience child care�
include the responsiveness of the caregiver, individu-
alization of care, and the use of language in the
classroom (Love, 1997; Love et al., 1996; Cryer,
1999; Helburn & Howes, 1996). The common
element of these practices and conditions is their
ability to contribute to certain desirable outcomes in
children, including language acquisition and cognitive
development, self-control, sociability, creativity, the
ability to engage in cooperative play, and the ability
to solve social conflicts (Love, 1997). Researchers
compare the effects, if any, that programs employing

varying conditions and practices have on the children
attending them.

Correlation and causation. To what extent are
good developmental outcomes the result of the child
care environment, and to what extent are they the
product of other factors? To answer these questions,
researchers try to isolate specific conditions or
practices within a child care setting, and then confirm
that those factors are actually correlated with certain
positive or negative effects. But a correlation only
shows that a change in one feature predicts a
change; it does not show what has caused that
change. To show effects requires difficult and
expensive controlled experimental studies that raise
many practical and ethical issues.

Does Research Show
That Quality Has
Important Effects?

Evidence suggests some modest relationships
between particular practices and conditions and
better outcomes for children (Frede, 1995; NICHD,
1998). Few studies can state unequivocally that high
quality causes positive effects. Generally, research-
ers suggest that other factors combine with child
care quality to produce long-term effects on chil-
dren, and that some other factors are stronger
predictors of outcomes than is child care quality
(NICHD, 1998).

For instance, findings in the NICHD study offered
mixed support for the view that high-quality child
care predicts positive outcomes. On the one hand,
children attending child care centers that met Ameri-
can Public Health Association/American Academy
of Pediatrics (APHA/AAP) standards (which are
more stringent than accreditation standards) had
greater school readiness, higher language test
scores, and fewer behavioral problems than their

Child Care Quality: An Overview for Parents
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peers in other centers. Child care quality also had a
consistent positive correlation with children�s cogni-
tive and language development. However, the
correlation was higher for a combination of family
factors that included family income and maternal
vocabulary (used in studies as a substitute for
maternal intelligence). In fact, a combination of
family factors was actually more closely correlated
with developmental outcomes like behavior, compli-
ance, and self-control than was child care quality
(NICHD, 1998). This correlation suggests that
families with certain characteristics tend to choose
high-quality care and that positive outcomes may
stem more from those characteristics than from high-
quality care.

High quality is not the chief cause or predictor of
positive outcomes, nor is low quality the chief cause
or predictor of negative outcomes. Nonetheless,
findings from the NICHD (1998) and the Cost,
Quality and Child Outcomes in Child Care Centers
(1995) studies indicate that high-quality care may
offset risk factors for some negative outcomes.
There is stronger evidence from longitudinal experi-
mental studies to suggest that high-quality preschool
has substantial, long-lasting, positive effects on the
development of children from families living in
poverty (Burchinal, 1999). The Abecedarian Project
followed a group of 104 infants from low-income
families, half of whom received high-quality, educa-
tional child care beginning in early infancy and half of
whom did not. Those who had received high-quality
child care had higher reading, math, and mental test
scores from toddlerhood through age 21, and were
more likely to be in school at age 21, than those in
the nontreated group (Carolina Abecedarian
Project, 1999, pp. 1-3). The High/Scope Perry
Preschool study (Schweinhart et al., 1993) also
compared individuals who had been part of a high-
quality preschool in the 1960s with those who had
not. Researchers documented a greater likelihood of
responsible behaviors�including fewer arrests�
and higher IQs, education levels, incomes, rates of
home ownership, and rates of marriage among
participants as compared with nonparticipants,
even after 27 years.

What Is the Quality
of Child Care in the
United States?

High-quality child care is in short supply. Love et
al.�s (1996) review of the research on child care
quality found that the quality of experience in child
care centers and in family child care homes in the
United States is generally mediocre. The following
major studies seem to substantiate Love�s findings:

� The National Institute of Child Health and Human
Development (NICHD) Study of Early Child
Care found that most child care centers did not
meet APHA/AAP standards (NICHD, 1998).

� The Cost, Quality and Child Outcomes in
Child Care Centers (CQO) study, a study of
center-based care in four states, found that 86%
provided mediocre or poor-quality care. Infant
and toddler care was particularly poor with fully
40% rated as low quality (Helburn & Howes,
1996, pp. 66-68).

� Only 9% of family child care homes in three
states in the Study of Children in Family Child
Care and Relative Care (Galinsky et al., 1994)
were rated �good� quality, 56% of the homes
were �adequate/custodial,� and 35% of the
homes in the study were rated �inadequate.�

What Should Parents
Consider in Choosing
Child Care?

Research has shown that as many as 65% of parents
believe they have little choice among child care
options (Galinsky et al., 1994). How can parents
make the best choices among the available options?
Firsthand observation is a good start, and child care
resource and referral agencies (CCR&Rs) can assist
parents in knowing what to look for in care arrange-
ments, including:

� Process features: how staff respond to children,
the way teachers talk with children, how staff
approach discipline, and appropriateness of
learning activities



3 3

A
PP

E
N

D
IX

Resources

� Structural features: group size, child-adult ratio,
level of staff education/training, staff turnover
rate, quality/quantity of space, and quality/
quantity of materials

Since available evidence seems to suggest that family
factors are at least as important as child care quality
factors in how children develop, it is also important to
consider other questions, such as:

� How do family members feel about using child
care?

� How well do potential child care providers
communicate with parents?

� How do parents� job conditions affect their use
or choice of child care?

CCR&Rs often have resources on ways to maintain
good relationships with child care programs and on
how to talk to employers about implementing family-
supportive benefits. Child Care Aware can help parents
locate their local CCR&R agency (Web: http://
childcareaware.net/; telephone: 1-800-424-2246).

For More
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Introduction

Early Years are Learning Years. . . Make Them
Count! This is the theme of this year�s Week of the
Young Child (WOYC), an annual celebration
sponsored by the National Association for the
Education of Young Children (NAEYC). The
purpose of the WOYC is to focus public attention
on the needs of young children and their families and
to plan how we (as parents, as professionals, and as
citizens of states, communities, and the nation) will
better meet those needs. The WOYC is scheduled
this year for April 13-19, 1997.

To explore the importance of the early years and to
provide ideas for how you can support young
children in your community, this issue of Parent
News contains a feature article about emerging
research on brain development in young children, a
community spotlight on how to build community
collaborations to support young children, and a
description of the �I Am Your Child� early childhood
public engagement campaign.

Much attention has been focused in recent years on
the importance of the early years for young
children�s healthy mental development. Activities
have included a plenary session devoted to the need
for investment in children from birth through the first
three years of life at the National Governors Asso-
ciation (February 1997) meeting and a guest ap-
pearance by Hillary Rodham Clinton at the April
1997 meeting of the Society for Research in Child
Development, where she reiterated the importance
of early experience in child development and de-
scribed a conference the White House will host in
late April on early development and learning. A
primary reason for this increased attention was the
1994 release of Starting Points: Meeting the

Needs of Young Children by the Carnegie Corpo-
ration of New York. This report documented the
burgeoning literature on young children�s emotional,
social, physical, intellectual, and brain development
and concluded that �how children function from the
preschool years all the way through adolescence,
and even adulthood, hinges in large part on their
experience before the age of three� (p. 6).

Why the increased attention on the early years?
Since the 1970s, strong evidence has emerged that
suggests that activity, experience, and stimulation can
alter brain development. In recent years, technologi-
cal advances have enabled researchers to make
important advances and discoveries in brain re-
search. As a result of the emerging evidence, a shift
is taking place in traditional views of development in
young children.

Emerging Views on
Brain Development
in Young Children

In the past, the two dominant views on children�s
development proposed that children either came into
the world genetically pre-programmed (�nature�) or
that they were a �blank slate� on which their envi-
ronment shaped their development (�nurture�). The
debate over nature vs. nurture is fading quickly,
however, as scientists now are investigating the
complex ways in which genes and environment
interact. Scientists understand that both nature and
nurture shape brain development, and that each set
of influences is dominant to varying degrees at
various points in time.

Brain Development in Young Children:
The Early Years ARE Learning Years

Dawn Ramsburg
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Brain Development in
the Prenatal Period

Before birth, nature is the dominant actor in brain
development, although the environment also plays an
important role. According to Dr. Pasco Rakic, a
professor of neuroscience at Yale University, �The
number of neurons and the way that they are orga-
nized is determined by heredity� (Jabs, 1996, p.
24). Scientists know that during the third week of
pregnancy, a thin layer of cells in the developing
embryo folds inward to create a fluid-filled cylinder
called the �neural tube� (Berk, 1994, p. 99). It is in
the neural tube where the production of neurons, the
brain cells that store and transmit information,
begins�at the rate of 250,000 per minute (Nash,
1997, p. 52).

By the end of the second trimester, the process of
producing neurons is completed. No more neurons
will ever be produced again in an individual�s
lifetime. Some neurons are programmed for specific
functions such as breathing, controlling the heartbeat,
regulating body temperatures, or producing reflexes.
But, for the most part, neurons are not designated to
perform specific tasks, and thus brain development
is not complete at this point.

Although nature or genetics plays the dominant role
in the prenatal period, the environment is important
at this time as well. Researchers have found that
environmental factors such as maternal malnutrition,
substance abuse (including alcohol, smoking, illegal
drugs, and use of over-the-counter medications),
exposure to chemicals or radiation, and viral infec-
tions (such as measles) can lead to adverse effects
on the developing brain.

Brain Development
Following Birth

While newborns are born with all the neurons they
will ever have, a new phase of brain development
begins after birth�the wiring phase. Following birth,
each of the brain�s 100 billion neurons creates links
to thousands of others (Nash, 1997, p. 53). This
process is accomplished as neurons produce a web

of wire-like fibers called axons (which transmit
signals) and dendrites (which receive signals). Once
axons make their first connections, the nerves begin
to fire (Nash, 1997, p. 53). It is at this point that the
environment begins to take over in the process of
brain development. Scientists often describe this
stage as the equivalent of creating telephone trunk
lines between the right neighborhoods in the right
cities. At this point in development, the brain has to
sort out which wires belong to which house (Nash,
1997, p. 53). It is with these maps that learning will
take place (Carnegie, 1994).

The most important factor in this process of devel-
oping connections is stimulation, or repeated experi-
ence. Scientists now know that in the months after
birth the number of synapses increases from 50
trillion to 1,000 trillion (Carnegie, 1994). Neurons
that are stimulated by input from the surrounding
environment continue to establish new synapses.
Those that are seldom stimulated soon die off.
According to Dr. Harry Chugani, a professor of
pediatric neurology at Wayne State University, �It�s
like a highway system. Roads with the most traffic
get widened. The ones that are rarely used fall into
disrepair� (Nash, 1997, p. 26).

Critical Periods in
Brain Development

Because of the evidence emerging on synaptic
development, scientists believe that appropriate
stimulation of the child�s brain is critically important
during periods in which the formation of synapses is
at its peak (Berk, 1994). It is during these critical
periods, or windows of opportunity that exist for
different brain functions, when a child�s experiences
can make the most difference. And, for some areas,
if the connections between neurons are not devel-
oped during these critical periods, they will never
develop at all.

One area of brain development that has received
much attention in determining its critical period is
vision. It has been found that the synapses associ-
ated with vision multiply quickly in 2- to 4-month-
olds and keep increasing until around 8 months
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(Jabs, 1996, p. 25). At 8 months, each neuron is
connected to 15,000 other neurons (Begley, 1996,
p. 56). This rate makes sense when we realize that
infants have limited motor skills and spend much
waking time watching the world around them. Yet
researchers have found that a baby whose eyes are
clouded by cataracts from birth will, despite cataract
removal surgery at the age of 2, be forever blind.
This finding indicates that the window of opportu-
nity for vision does not stay open for a long
period of time.

Implications of
These Findings

Does this research mean that it is too late to make a
difference in the brain development after age 3?
Absolutely not. Researchers have found that the
brain during the first years of life is malleable, citing
instances in which very young children who suffer
strokes or injuries that wipe out an entire brain
hemisphere still mature into highly functioning adults
(Nash, 1997, p. 54). Children have also been found
to overcome emotional and physical abuse suffered
during the first year, presumably because of �plastic-
ity,� or the ability to rewire damaged brain areas.

It is also important for parents not to push children
during this period and provide too much stimulation.
Parents who try to rush children through the stages
of development are asking children to function with
capacities that may not be ready to be used (Jabs,
1996, p. 25). In addition, if parents try to push
children, they may form connections between certain
activities and stress. Parents who try to force a child
to complete a puzzle before he or she is develop-
mentally ready may decrease the child�s disposition
to do the puzzle or engage in related activities
because of the stress connection. For more informa-
tion on dispositions in young children and how to
encourage the disposition to be intellectually curious,
see Lilian Katz�s ERIC/EECE Digest �Dispositions
as Educational Goals.�

With few exceptions, with vision as perhaps one
notable exception, the windows of opportunity in
brain development do not close abruptly. What

research findings do indicate is the importance of
helping children develop a sound foundation in early
learning, so that they have the building blocks for a
lifetime of learning. This foundation comes from
stimulating education and child care experiences
during the early years.
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Spanking is one of the most controversial discipline
methods. On one side of the debate are parents who
believe it is all right to spank their children. On the
other side are those who think that children should
never be spanked. Somewhere in the middle are
parents who believe that spanking should only be
used in particular instances (e.g., when the child runs
into the street). Part of the reason for the debate is
that parents and experts often define spanking
differently. To some, spanking means �slapping a
child on the buttocks� (Straus, 1995, p. 5), while
others consider spanking a generic term for any
corporal punishment that does not cause an injury,
such as slapping a child�s hand for touching some-
thing forbidden or dangerous.

The purpose of this digest is to explore some of the
reasons for spanking (using the general definition of
any corporal punishment that does not cause an
injury), to examine the effectiveness of spanking, and
to suggest alternative discipline methods.

Reasons for
Spanking

While many adults would argue that hitting people is
wrong, spanking children continues to be used as an
acceptable form of discipline because many parents
think spanking will teach children not to do things
that are forbidden, stop them quickly when they are
being irritating, and encourage them to do what they
should ( Leach, 1996). Some parents also believe
that the nonphysical forms of discipline, like time-
out, do not work (Samalin & Whitney, 1995).
Spanking is also a practice used more in some areas
of the country than others (primarily in the southern
United States) and in some cultures more than
others (Flynn, 1996; Scarr, 1995).

Effectiveness of
Spanking

While spanking may relieve a parent�s frustration
and stop misbehavior briefly, according to the
American Academy of Pediatrics (1995), research-
ers suggest that spanking may be the least effective
discipline method. To test this hypothesis, research-
ers surveyed parents, with the assumption that if
spanking worked, children who were spanked
would learn to behave better over time so that they
would need punishing less frequently (Leach, 1996).
However, the results showed that families who start
spanking before their children are a year old are just
as likely to spank their 4-year-old children as often
as families who do not start spanking until later.
Thus, children appear not to be learning the lessons
parents are trying to teach by spanking.

Spanking may be ineffective because it does not
teach an alternative behavior (American Academy of
Pediatrics, 1995). In fact, children usually feel
resentful, humiliated, and helpless after being
spanked (Samalin & Whitney, 1995). The primary
lesson they learn appears to be that they should try
harder not to get caught.

Spanking also sends the wrong message to children
(Samalin & Whitney, 1995). Spanking communi-
cates that hitting is an acceptable way to solve
problems, and that it is all right for a big person to
strike a smaller one. In addition, when children are
spanked, they may know that they have done
something wrong, but in many cases, they are too
young to understand the lesson. It is a very difficult
message for any adult or child to understand: �I hurt
you because I don�t want you hurt.�

Finally, when spanking is the primary discipline
method used, it may have some potentially harmful
long-term effects such as increasing the chances of

The Debate over Spanking

Dawn Ramsburg
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misbehavior, aggression, violent or criminal behavior;
impaired learning; and depression (Straus, 1995).

Alternatives to
Spanking

One reason parents spank is that they are not aware
of other effective strategies for changing children�s
undesirable behavior. To be effective, discipline that
is appropriate for a child�s age should be used.
Ineffective methods are often based on unrealistic
expectations about what children are capable of
learning. Parents may find the following age-appro-
priate discipline suggestions useful alternatives to
spanking.

Suggestions for
Parents of Infants

Infants respond impulsively to many situations
without a real understanding of their surroundings
and abilities. Spanking will only cause fear and
anxiety in children who do not yet understand such
concepts as consequences and danger.

1. When there is danger, grasp an infant�s hand
instead of slapping (Leach, 1996).

2. When the infant is holding something that you do
not want him to have, trade a toy instead of
forcing the item from him (Leach, 1996). He will
only hold on tighter if you try to take something
away.

3. Baby-proof your living space so that there is
nothing dangerous or breakable in reach
(Ruben, 1996; Samalin & Whitney, 1995).

4. Leave the room if you feel your temper flaring,
making sure that the baby is in a safe place like a
playpen (Leach, 1996).

Suggestions for
Parents of Toddlers

Disciplining toddlers requires a tremendous invest-
ment of time, energy, and patience, so it is important
to find effective and appropriate techniques (Ruben,
1996). For example, it will not be effective to tell

toddlers not to play with items that are dangerous,
such as the stove, because they do not understand
the consequences (Samalin & Whitney, 1995).
Spanking, however, will not clarify the consequences
either. Instead, children may learn from spanking that
�I�m a bad person,� rather than �I did a bad thing.�
You must use discipline methods consistently or your
child will learn that you are not serious.

1. Make sure the environment is safe by removing
any harmful or dangerous objects (Samalin &
Whitney, 1995). It is natural for toddlers to want
to explore their environment. Always supervise
toddlers; it is unrealistic to expect a toddler to
play safely without adult supervision for more
than a few minutes (Leach, 1996).

2. Avoid direct clashes with toddlers, which will
only make both of you angry and frustrated.
Instead, try a diversion or distraction (Leach,
1996). Many problem situations can be eased
with something funny or unexpected, such as
tickling a mildly upset child (Ruben, 1996).

3. Use your size and strength to eliminate situations
(Leach, 1996). Simply lift a child out of the bath
or carry a child who refuses to walk.

4. If you start to deliver a slap, divert it to your
knee or a table (Leach, 1996). This sound will
interrupt the behavior without hitting the child.

Suggestions for
Parents of
Older Children

1. When you start to feel angry with your children,
clap your hands loudly (Leach, 1996). The
sound will interrupt their behavior.

2. If your child refuses to listen to you, crouch
down to his level, grasp his arms firmly so he
cannot avoid looking at you, and then talk
calmly (Leach, 1996).

3. Since spanking does not occur in calm, rational
moments (Samalin & Whitney, 1995), it is
especially important to control your anger to
prevent �losing it.� You can walk away, hit a
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pillow, call a friend, or write a note. Once you
have cooled down, you will probably feel less
inclined to spank.

4. If you feel you must punish your children, make
sure the punishment is logically related to the
incident so that they can learn the lesson you
want to teach (Leach, 1996). For example, if
your child rides her bike onto a road that is
forbidden, take the bike away for the afternoon.
This punishment teaches her that roads can be
dangerous, that you are concerned for her
safety, and that you will enforce safety rules as
long as they are needed. Taking away TV,
dessert, or spanking will not teach bike safety.

5. Introduce the appropriate use of time-out
(Ruben, 1996). Time-out used as a punishment
is controversial. When used to allow a few
minutes for a child�and a parent�to regain
control of their emotions, it can be effective in
stopping a cycle of inappropriate behavior.

Suggestions for
All Ages

1. Support good behavior. Hugs and praise will go
a long way (Ruben, 1996).

2. Try an ounce of prevention (Ruben, 1996).
Effective discipline means announcing clear,
simple family rules (the fewer, the better) at a
time when children are calm and listening.

3. Try to understand the feelings behind your
child�s actions (Ruben, 1996). Ask older
children why they are angry. When an infant
cries, ask yourself: Does she want to be held? Is
her diaper wet? Is she hungry?

4. Share your change of heart (Ruben, 1996). If
you have spanked your children in the past, but
have decided that you will stop, talk to your
children about your decision. This lesson can be
valuable for your whole family.

Conclusion

The question of whether or not parents should spank
their children is not easy to answer. However,
spanking is only one of the factors that needs to be
considered in the overall discipline process. In
deciding how to discipline their children, parents
should first ask, �what do I want to accomplish?� If
the answer is �teach my children how to make good
choices on their own,� spanking may not be an issue.
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Flynn, Clifton. (1996). Regional differences in
spanking experiences and attitudes: A comparison of
northeastern and southern college students. Journal
of Family Violence, 11(1), 59-80. EJ 523 518.

Leach, Penelope. (1996, July 9). Spanking: A
shortcut to nowhere [WWW document]. URL
http://cnet.unb.ca/orgs/prevention_cruelty/spank.htm
[Editor�s Note (5-16-2000): this URL has changed:
http://www.empathicparenting.org/spank.htm]

No Spanking Page. URL http://www.cei.net/~rcox/
nospan.html [Editor�s Note (5-16-2000): this URL
has changed: http://www.neverhitachild.org/
nosindex.html]

Ruben, David. (1996, September). Should you
spank? Parenting, 136-141.

Samalin, Nancy, & Whitney, Catherine. (1995,
May). What�s wrong with spanking? Parents,
70(5), 35-36.

Scarr, Sandra. (1995, February 8). Southern
parents spank children more than northern
parents, study finds. [WWW document]. URL
gopher://minerva.acc.Virginia.EDU:70/00/news/
prour/Feb1995/spanking

Straus, Murray. (1995). Beating the devil out of
them: Corporal punishment in American fami-
lies. New York: Lexington Books.
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References identified with an ED (ERIC document) or EJ
(ERIC journal) number are cited in the ERIC database. Most
documents are available in ERIC microfiche collections at
more than 900 locations worldwide and can be ordered
through EDRS: (800) 443-ERIC. Journal articles are available
from the original journal, interlibrary loan services, or article
reproduction clearinghouses such as UnCover (800) 787-
7979, UMI (800) 732-0616, or ISI (800) 523-1850.

This publication was funded by the Office of Educational
Research and Improvement, U.S. Department of Education,
under contract no. DERR93002007. The opinions expressed
in this report do not necessarily reflect the positions or
policies of OERI or the Department of Education. ERIC
digests are in the public domain and may be freely repro-
duced and disseminated.
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Throughout the school year, many children go home
from school and spend a few hours alone, waiting
for their parent(s) to return home from work. With
summer approaching, parents must decide, �Is my
child old enough to stay home alone all day?� Many
low-income parents are able to pay for a few hours
of child care, but the prospect of full-day costs are
prohibitive.

Children who stay home alone, either for a few
hours after school during the school year or for the
summer months, are commonly referred to as
�latchkey children.� The phrase �latchkey� originates
from the early 19th century, when children in a
similar situation would wear the key to their home
tied to a string they wore around their neck and
were responsible for their own care (Southern Early
Childhood Association, 1993). Self-care is often
seen by parents as an opportunity for the child to
build self-esteem, confidence, and competence.

In a recent study conducted in New York, parents of
latchkey children were interviewed about their
attitudes towards having their children, ranging in age
from 8-10, in self-care during the after-school hours.
Most felt the children were able to care for them-
selves, but they felt guilty over the arrangement and
expressed dissatisfaction over the local school-
based after-school program. Most parents did not
allow their children to play outside and reported
allowing the children to spend their time watching
television (Boland & Simmonds, 1996).

Community Support
for Latchkey
Children

In some communities, the public library becomes the
place latchkey children spend their unsupervised
hours. A 1988 survey about latchkey children in the
library indicated that as many as 76% of libraries are

used by latchkey children during the school week.
While many librarians feel it is necessary and impor-
tant for the public library to serve this population,
problems occur due to unsupervised behavior,
children not being picked up at closing time, disrup-
tive behavior, and inappropriate use of the library.
Librarians are divided on the issue of coping with
latchkey children. Some feel it is not the library�s
responsibility to provide this service, while others
feel it is an excellent opportunity to reach a popula-
tion that may not otherwise develop skills to use the
library effectively (Tinnish, 1995).

Many communities establish hotline numbers for
latchkey children to use when they feel the need to
hear an adult voice. In Chicago, latchkey children
can call �Grandma Please!� and talk with an adult
volunteer, typically a senior citizen, who has been
through a specially designed training program. The
�Grandma Please� service provides latchkey chil-
dren with the opportunity to engage in conversation
and gain comfort from the volunteer.

Other services have been established for parents
whose work schedules do not allow them easy
access to a telephone to call home periodically to
check on the child. For example, the KidCalls
Telephone Monitoring service is an automated
calling system. Parents leave a recorded message
with the service, which automatically dials the home
at the appointed time. If everything is ok, the child
presses �1�; if the child needs help, the child presses
�2.� If the child presses 2 or there is no answer, the
service begins calling a network of individuals living
nearby with whom the parent has made prior
arrangements to be contacted in such cases.

Parents with children in latchkey situations are
usually careful to provide them with ground rules to
follow during the hours they are home alone. The

Latchkey Children

Debbie Reese



2

A
PPE

N
D

IX

Appendix

National Safety Institute (�Home Alone,� n.d.) offers
the following basic guidelines:

� Make sure doors and windows are locked while
the child is home alone.

� Post emergency telephone numbers next to the
telephones.

� Post telephone numbers of trusted neighbors or
friends near the telephone.

� Require the child to check in with a neighbor or
parent indicating they have arrived home safely.

� Make sure the child does not open the door to
anyone that he or she doesn�t know well or is
unsure of.

� Tell the child not to let unfamiliar callers know he
or she is home alone.

� Leave an extra key with a trusted neighbor (for
the occasion when the child loses the key).

� Parents and children should also be sure they
practice emergency procedures, such as how to
leave the home if a fire breaks out, what to do in
case of threatening weather, or other disaster
situations such as earthquakes.

Other Options

It is often the case that a community is not aware of
the need to provide care for school-aged children in
a given neighborhood. Parents may wish to hold
organizational meetings and plan for ways to meet
their needs for child care. Various agencies and
institutions are available to assist parents in accessing
school-age child care or to help them establish
school-age child care programs. Parents can contact:

� their local county Cooperative Extension Service
Office;

� the National School-Age Care Alliance
(NSACA), an organization composed of
individuals and groups who are new to the field
of school-age child care;

� the School-Age Child Care Project at Wellesley
College Center for Research on Women [EDI-
TORIAL NOTE 3/25/98: The School-Age
Child Care Project has changed its name to the
National Institute on Out-of-School Time]

For Further
Information

�Grandma, Please!�
4520 N. Beacon St.
Chicago, IL 60640
Telephone: 773-561-3500
URL: http://www.terasys.com/hullhouse/
grandma.html

National School-Age Care Alliance
4720 N. Park
Indianapolis, IN 46205
Telephone: 317-283-3817

School-Age Child Care Project
Wellesley College Center for Research on Women
Wellesley, MA 02181
Telephone: 617-283-2547
URL: http://www.wellesley.edu/WCW/CRW/SAC/

[EDITORIAL NOTE 3/25/98: The School-Age
Child Care Project has changed its name to the
National Institute on Out-of-School Time]
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A recent report released by the American Youth
Policy Forum is one of the strongest statements to
date warning of the consequences of incarcerating
juvenile offenders and pointing out recent programs
that surpass incarceration in preventing youth from
becoming career criminals. The report takes aim
especially at the practices of �juvenile transfer��
making a youth stand trial in adult court rather than
juvenile court�and institutional punishments�
requiring youth to leave their homes and communi-
ties and go to group homes, juvenile detention
centers, or adult prisons. The report�s author,
Richard A. Mendel, urges policy makers to give
local juvenile justice agencies incentives to use
rehabilitation efforts that directly address the youth�s
familial and community causes of delinquency,
reserving institutional confinement for those who
cannot be helped any other way.

Mendel says that funding more research-based and
early intervention efforts among a broad coalition
of educational, social service, and juvenile justice
agencies has proven its effectiveness but continues
to be all but ignored by each of the 50 state juvenile
justice systems and that of the District of Columbia.
He also points out that the community-based
rehabilitation options are far less expensive than
incarceration and exact less damage on the well-
being of the young offenders. New options need
to be considered, Mendel says, for those youths
who do require removal from their communities. The
juvenile justice system in America has all that it
needs to significantly curb juvenile delinquency. It
lacks only the leadership needed to implement
policy changes that research shows are more
effective, less harmful, and significantly less costly
than present policy.

What follows is a summary of Mendel�s findings:

1. Adult punishments for youths are based on
public frustration and political posturing of
�getting tough on  crime,� not on sound re-
search. Media exposure of extreme instances of
juvenile violence in recent years has provided
support to a policy that is otherwise untenable: the
increasingly common transfer of juvenile offenders to
the adult criminal justice and penal system. Increas-
ing numbers of states punish youths as adults and
expand the range of offenses for which youths can
be tried and punished as adults. Proclaiming youthful
offenders as �superpredators,� politicians and
members of the juvenile justice system have literally
turned the clock back on youth that commit crimes.
Yet, at the same time that �superpredators� were
supposed to be wreaking growing amounts of
increasingly violent havoc upon society, the nation as
a whole experienced a drop in juvenile crime,
especially violent crime. Mendel believes that
�media hype� created the image of the youth
superpredator� at the same time that youth crime
actually declined throughout the 1990s. The rallying
call of  �adult time for adult crime� signifies a funda-
mental shift in the  American way of thinking about
juvenile crime. Although the United States was the
first country to create a separate justice system for
children beginning in the late 19th century, over the
past decade, most states have reneged on this
earlier policy of giving youth a second chance.
Public fear and frustration have produced the
conditions that are eroding this fundamentally
American invention.

2. Research into the causes of juvenile crime
has been routinely ignored by the juvenile
justice system. Important advances have been
made in understanding which youth commit crimes,
why they commit crimes, how they become career

New Report Urges Community-Based
Rehabilitation for Youth, Not �Adult Time�

Omar Benton Ricks
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criminals, and what factors must be addressed in
order to stop them early. For example:

� Only about 6% to 8% of all boys commit most
of all juvenile crime. Therefore, prevention of
youth criminality should attempt to identify and
target the youth at the greatest risk of becoming
involved in criminal activity.

� Childhood is an important time for building
protective factors that may prevent the develop-
ment of youth becoming career criminals. Early
intervention and prevention cannot be neglected
in formulating solutions to juvenile criminality.

� Juvenile delinquents who will become serious
offenders may follow a number of similar
developmental tracks that can be identified early
and averted through careful intervention.

� The age-old dispute between individual respon-
sibility and environmental responsibility has been
discarded in favor of the �risk factor� and
�protective factor� model. Scholars can identify
a number of  �risk factors� that do not cause
juvenile delinquency but may increase the
likelihood that a youth will become delinquent
when more risk factors are present. Effective
solutions to juvenile crime must try to negate
these risk factors and enhance conditions with
protective factors that buffer youth from adversity.

� Family problems including frequent family
conflict and a family history of criminality,
neglect, abuse, or separation are considered
common risk factors in fostering juvenile crimi-
nality.

� Peer groups that support deviant behavior
heighten a youth�s chances of engaging in similar
behavior.

� Youth criminality tends to diminish as the youth
becomes an adult. Most juveniles who commit
crimes�even serious crimes�are not destined
to become career criminals. Punishment of
youthful offenders should account for the fact

that these offenders, Mendel says, �are teenag-
ers exercising bad judgement�sometimes
catastrophic judgement�succumbing to peer
pressure and temporarily losing control. These
youth should be punished for their crimes, but
punished in ways that do not seriously damage
their future life chances� (p. 16).

3. Several inexpensive methods of rehabilitat-
ing young offenders have been repeatedly
shown to be effective at curbing youth criminal-
ity but continue to be ignored by decision
makers of the juvenile justice system. Substan-
tial evidence points to successful, community-based
solutions that reduce the recidivism rates among
juvenile offenders and are not nearly as burdensome
on the public purse as is incarceration. Indeed,
Mendel says that most juveniles who are incarcer-
ated are not a danger to themselves or to society
and rarely will they become career criminals. (It is in
prison that young offenders learn to be violent,
career criminals from delinquent peers and hardened
criminals.) Most teens are in jail for nonviolent
offenses, the most prevalent of which are drug
possession and trafficking. This type of offense does
not always require confinement in institutions that
expose youth to violent, career criminals. Thus,
many efforts have been studied and found to be
effective in helping rehabilitate youth within their own
homes and communities. Two methods, Multisystemic
Therapy (MST) and Functional Family Therapy
(FFT), are highlighted by Mendel, but a number of
other strategies are described. All methods can
work with the youth and his family within the com-
munity and rarely require any youth to be incarcer-
ated or placed in group facilities. The effectiveness
of these methods is traced especially to two things.
One is their identification of family dynamics that
create problems among the youth. The other is their
removal of the youth from peer environments in
which he is surrounded by other offenders.

4. Present policies remain abusive and counter-
productive. The juvenile justice system routinely
uses numbers like the recidivism rate (the percentage
of incarcerated individuals who have been convicted
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of new crimes within a given amount of time follow-
ing their release). Mendel says that by its own
figures, the present system simply is not working,
nor is it the only workable or available choice.

� Institutional punishments create problems.
The report blames the juvenile justice system for
investing too heavily in institutional punishments
aimed at scaring youth out of becoming criminals
by putting them around other delinquents or
hardened adult convicts. When they are kept
under these conditions�especially given the
teenage tendency to �follow the crowd��youth
become more likely to leave the institution with
more criminal tendencies and to commit increas-
ingly serious crimes.

� Institutional conditions harm many youths.
Youth become more likely to be victims or
perpetrators of violence, including murder and
sexual assault, under harsh institutional condi-
tions. Additionally, minority youth are more likely
to be victims of violence at the hands of the
corrections officers, and their civil and human
rights are routinely violated.

� By their own logic, �get tough on crime�
policies do not work. Laws stiffening the
punishments prosecutors could use against
juvenile offenders were passed throughout the
early 1990s after an unprecedented peak of
juvenile violence that was touched off  by the
introduction of crack and other new drugs in
American cities in the 1980s. The logic of the
�get tough on crime� policies is to fight juvenile
delinquency by �upping the ante� for would-be
juvenile offenders. If youth think twice, they will
understand that it is not worth all the problems
jail time entails. If they do not think twice, they
are, at the very least, �out of society�s hair� for a
while. Mendel shows that this logic is not
working on either count. While proponents of
hard time for youth say that declining youth
crime rates show that their policy works, the
idea that increasingly harsh punishments deter
youth from committing crime is weakened by

several facts. Cities and states implementing
transfer policies have often experienced in-
creases in juvenile crime that were not experi-
enced by cities and states that did not implement
transfer policies. In many cases, these policies
broaden the number of crimes for which transfer
is an option that nonserious and first-time
offenders can be and often are prosecuted as
adults and issued harsh punishments. Addition-
ally, with so much strain on the adult criminal
justice system already, many serious offenders
end up serving minimal amounts of time anyway,
less than that served by youth prosecuted in
juvenile court. Thus, transfer laws, by increasing
the demands put on the adult criminal justice
system, do not even remove criminals from
society.

 Many options are available to the juvenile justice
system. Worries about youth not serving enough
time for serious crimes can be taken care of by using
�blended sentences,� in which a youth serves part of
his sentence, until 18, in a juvenile facility, and part
of his sentence in an adult facility. But these should
be the last options, says Mendel. Early intervention
in the lives of youth and the use of new methods of
rehabilitation and prevention for youth at high risk
for delinquency can address some of the continuing
problems of our juvenile justice system and help
youths to overcome some of the problems that may
cause them to get involved with the juvenile justice
system.

The report is available at http://www.aypf.org/
mendel/index.html.
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�What makes a healthy community for children and
adolescents?� is a question that Peter L. Benson,
Ph.D., examines daily in his work at the Search
Institute in Minneapolis. In his recent article �Beyond
the Village Rhetoric,� he examines the implications of
the popular �whole village� campaign. At one
extreme, the public sector is viewed as responsible
for the community�s youth; at the other extreme, the
family is viewed as solely responsible for raising its
children (Benson, 1996).

Both families and communities, along with the local,
state, and federal government, are important for
building an infrastructure that supports the healthy
development of children. But in Dr. Benson�s
opinion, what has been missed in the whole village
discussion is a commitment to building the �develop-
mental and relational foundation� that will assist with
the development of adolescents (p. 3). He believes
that this foundation calls for a new type of commu-
nity investment and for new community programs.

To assist in developing a framework for healthy
communities and programs, the Search Institute has
been looking at community characteristics and their
relationship to the development of the community�s
young people. In 1990, the institute created a
framework of  �30 Developmental Assets,� both
internal and external, which all youth need to grow
into caring, competent adults. Recently, Search
added 10 additional assets. Search has found that
by increasing the number of positive attributes of a
community, the lives of all those residing in the area
will improve. Some of these attributes include (40
Developmental Assets, 1996, p. 11):

� External Assets

� Family support

� Caring school climate

� Community values youth

� Neighborhood boundaries

� Positive peer influence

� Creative activities

� Internal Assets

� Achievement motivation

� Bonding to school

� Reading for pleasure

� Honesty

� Responsibility

� Sense of purpose

Other professionals in the human services profession
are also working to develop successful programs
within communities to serve the needs of families and
youth. Lisbeth B. Schorr has looked at a broad
spectrum of model programs in health, education,
and welfare. In her book Within Our Reach:
Breaking the Cycle of Disadvantage, Ms. Schorr
assesses some common elements that seem to be
fundamental to successful community programs
(Schorr, 1989, pp. 256-259). These programs:

� Offer a broad spectrum of services. They are
able to link emotional and social support for
families with food, housing, or employment
assistance, or with something else that the family
may need, such as antibiotics.

� Cross traditional boundaries. Successful
programs regularly reach across professional or
bureaucratic boundaries to meet human needs.

� Allow for flexible program structures. Staff
members have more freedom to exercise their
own judgment to meet the individual needs of
families.

� See the child in relation to the family and the
family in relation to the community. Parents

Building a Healthy Community

Anne S. Robertson
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and professionals are mobilized to work to-
gether and make use of the services available.

� Respect the client. The staff at the program are
able to establish trust and solid personal rela-
tionships with the clients.

� Provide easy-to-use, coherent services. A
small, committed team frequently provides long-
term follow-through for individual needs.

� Adapt or circumvent traditional boundaries.
At least one staff member takes responsibility
for seeing that the child and family needs are
met. No one says �this is not my job.�

� Demonstrate the ability to redefine their role
to respond to the needs of the client. Staff
members shape their role and delivery of
services around the community and clients they
are serving.

By using benchmarks such as the 40 developmental
assets, a community can begin to expand the foun-
dation that supports its youth. Those assets might
then be combined with the characteristics of effec-
tive programs to encourage specific development in
needy areas.

One example of an initiative that is working to build
its resources for children is Children First, located in
St. Louis Park, Minnesota. Using the 40 develop-
mental assets, a 30-member vision team guided the
initiative, which included residents, schools, families,
congregations, and other community organizations.
Every effort was made to develop the capacity of
existing professionals and programs towards shared
responsibility. Some of the actions include having
(Creating Healthy Communities, 1996):

� the high school girls basketball team read books
to children at the public library on Saturday
morning,

� the adults wait with the children for school buses,
insuring their safety and building relationships,

� the school volunteers coordinate training in
assets information for all volunteers.

When the whole community increases its awareness
and links it with positive action, then communities
such as St. Louis Park find that the support for all its
children increases.

For more information about program development:

Search Institute: http://www.search-institute.org
Telephone: 1-800-888-7828
E-mail: assets@search-institute.org
(Contact the institute for a free copy of Assets: The
Magazine of Ideas for Healthy Youth.)

The 40 Developmental Assets: http://www.search-
institute.org/assets/

CHILDREN FIRST
St. Louis Park, Minnesota
Karen Atkinson
Telephone: 612-928-6075
Web site: http://www.stlpark.K12.mn.us/comm/
childfirst/c-1st.html
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A recent report released by the Parents� Resource
Institute for Drug Education (PRIDE) shows an
increase in drug use at the junior and senior high
levels, the largest increase since PRIDE�s annual
survey began in 1987.

Among twelfth-graders who were surveyed, 40.8
percent indicated that they had tried an illegal drug
during the past year. Marijuana showed the highest
increase, up from 9.5 percent in 1994-1995 to 13.6
percent in 1995-96 for junior high students, and from
28.2 percent to 34 percent for senior high students.
According to the report, all categories of illegal
substance abuse showed an increase, including co-
caine, uppers, downers, inhalants, and hallucinogens.

This reported increase has occurred despite sub-
stance abuse education within school systems and
increased warnings from teachers. The sixth-
through twelfth-graders who were surveyed indi-
cated that they were more likely to receive warnings
about drugs from their teachers (88.9 percent) than
from their parents (29.6 percent) or their peers
(11.7 percent).

Consequently, teen drug use has become a key
campaign issue for this election year. Since the
release of the report, Barry McCaffrey, the drug
policy director for the White House, has lobbied
against House plans to cut federal funding for drug
prevention programming. This work, combined with
the efforts of other groups, may have influenced the
development of a new bill that would increase
education funding by $3.5 billion for the new year.
This new omnibus bill was passed by Congress and
signed by the president on September 30. There are
several programs affected by the increase, including
the Safe and Drug Free Schools program, which will
receive approximately $100 million more than last year.

Of particular concern when developing substance
abuse education programs for junior and senior high

school students is including parents in that education.
The PRIDE survey showed that almost half of
parents thought their children would try drugs or
presented an indifferent attitude towards drug
experimentation. Douglas Hall, PRIDE�s executive
director, warns, �Our data reveal that seven out of
ten parents are essentially sitting on the sidelines as
teen drug use spirals out of control� (Education
Daily, 9/26/96). This new funding should be used to
develop collaborative educational efforts within
school communities, including parents, teachers, and
students in meaningful partnerships to reverse this
spiraling trend.

Further information about resources is available at:

� Growing Up Drug Free
http://npin.org/pnews/1996/pnewn96/
pnewn96m.html#growing

� What Works: Schools without Drugs
http://npin.org/pnews/1996/pnewn96/
pnewn96m.html#whatworks

� Turning Awareness into Action: What Your
Community Can Do about Drug Use in America
http://npin.org/pnews/1996/pnewn96/
pnewn96n.html#turning

� Prevention Plus II: Tools for Creating and
Sustaining Drug-Free Communities
http://npin.org/pnews/1996/pnewn96/
pnewn96n.html#prevention

� National Clearinghouse for Alcohol & Drug
Information
http://www.health.org

Sources
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�How was school today?� Carol�s mother asked
tentatively. �Awful!� was the reply as Carol dropped
her backpack in the middle of the kitchen floor and
started stomping up the stairs to her bedroom. �It
was the worst day ever. I don�t know why you even
bother to ask me!� Carol�s mother sighed. She had
expected that the teen years would be difficult, but
she hoped that Carol would grow out of this difficult
time soon.

Is This Simply a �Phase?�

Many teens experience a time when keeping up with
school work is difficult. These periods may last
several weeks and may include social problems as
well as a slide in academic performance. Research
suggests that problems are more likely to occur
during a transitional year, such as moving from
elementary to middle school, or middle school to
high school (Baker & Sansone, 1990; Pantleo,
1992). Some adolescents are able to get through
this time with minimal assistance from their parents
or teachers. It may be enough for a parent to be
available simply to listen and suggest coping strate-
gies, provide a supportive home environment, and
encourage the child�s participation in school activi-
ties. However, when the difficulties last longer than a
single grading period, or are linked to a long-term
pattern of poor school performance or problematic
behaviors, parents and teachers may need to intervene.

Identifying Adolescents Who
Are At Risk for Failure

Some �at-risk� indicators, such as those listed here,
may represent persistent problems from the early
elementary school years for some children
(Jacobsen & Hofmann, 1997; O�Sullivan, 1989).
Other students may overcome early difficulties but
begin to experience related problems during middle

school or high school. For others, some of these
indicators may become noticeable only in early
adolescence. To intervene effectively, parents and
teachers can be aware of some common indicators
of an adolescent at risk for school failure, including:

� Attention problems as a young child�the
student has a school history of attention issues or
disruptive behavior.

� Multiple retentions in grade�the student has
been retained one or more years.

� Poor grades�the student consistently performs
at barely average or below average levels.

� Absenteeism�the student is absent five or more
days per term.

� Lack of connection with the school�the student
is not involved in sports, music, or other school-
related extracurricular activities.

� Behavior problems�the student may be fre-
quently disciplined or show a sudden change in
school behavior, such as withdrawing from class
discussions.

� Lack of confidence�the student believes that
success is linked to native intelligence rather than
hard work, and believes that his or her own
ability is insufficient, and nothing can be done to
change the situation.

� Limited goals for the future�the student seems
unaware of career options available or how to
attain those goals.

When more than one of these attributes character-
izes an adolescent, the student will likely need
assistance from both parents and teachers to com-
plete his or her educational experience successfully.

If an Adolescent Begins to Fail in School
What Can Parents and Teachers Do?

Anne S. Robertson
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Girls, and students from culturally or linguistically
diverse groups, may be especially at risk for aca-
demic failure if they exhibit these behaviors
(Steinberg, 1996; Debold, 1995). Stepping back
and letting these students �figure it out� or �take
responsibility for their own learning� may lead to a
deeper cycle of failure within the school environment.

Adolescents Want to Feel
Connected to Their Family,
School, Teachers, and Peers

In a recent survey, when students were asked to
evaluate their transitional years, they indicated
interest in connecting to their new school and
requested more information about extracurricular
activities, careers, class schedules, and study skills.
Schools that develop programs that ease transitions
for students and increase communication between
schools may be able to reduce student failure rates
(Baker & Sansone, 1990; Pantleo, 1992). Some
schools make a special effort to keep in touch with
their students. One example is the Young Adult
Learning Academy (YALA), a successful alternative
school for adolescent dropouts. According to
YALA�s director, Peter Klienbard, if a student at
YALA appears to be having a problem or family
emergency, teachers and counselors follow up
quickly (Siegel, 1996, p. 50).

The Role of
Parenting Style

Parenting style may have an impact on the child�s
school behavior. Many experts distinguish among
permissive, authoritarian, and authoritative parenting
styles (Baumrind, 1991). These parenting styles are
associated with different combinations of warmth,
support, and limit-setting and supervision for chil-
dren. The permissive style tends to emphasize
warmth and neglect limit-setting and supervision; the
authoritarian style tends to emphasize the latter and
not the former; while the authoritative style is one in
which parents offer warmth and support, and limit-
setting and supervision. When the authoritative
parenting style is used, the adolescent may be more
likely to experience academic success (Glasgow et

al., 1997, p. 521). Authoritative parents are warm
and responsive but are also able to establish and
enforce standards for their children�s behavior,
monitor conduct, and encourage communication.
Authoritative parents make clear that they expect
responsible behavior from their children and that
they are available to support the child as needed
(Glasgow et al., 1997, p. 508).

How Can Parents and
Teachers Respond?

Parents often feel uncertain about how best to
approach their adolescent or the school when their
teen seems to be having difficulty. However, it is
important to remember that adolescents need their
parents not only to set appropriate expectations and
boundaries, but also to advocate for them. Teachers
can ease a parent�s concerns by including the parent
as part of the student�s educational support team.
When an adolescent is having difficulty, parents and
teachers can assist by:

� making the time to listen to and try to understand
the teen�s fears or concerns;

� setting appropriate boundaries for behavior that
are consistently enforced;

� encouraging the teen to participate in one or
more school activities;

� attending school functions, sports, and plays;

� meeting as a team, including parents, teachers,
and school counselor, asking how they can
support the teen�s learning environment, and
sharing their expectations for the child�s future;

� arranging tutoring or study group support for the
teen from the school or the community through
organizations such as the local YMCA or a local
college or university;

� providing a supportive home and school envi-
ronment that clearly values education;

� helping the child think about career options by
arranging for visits to local companies and
colleges, picking up information on careers and
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courses, and encouraging an internship or
career-oriented part-time job;

� encouraging the teen to volunteer in the commu-
nity or to participate in community groups such
as the YMCA, Scouting, 4-H, religious organi-
zations, or other service-oriented groups to
provide an out-of-school support system;

� emphasizing at home and in school the impor-
tance of study skills, hard work, and follow-
through.

Conclusion

Understanding the factors that may put an adoles-
cent at-risk for academic failure will help parents
determine if their teen is in need of extra support.
Above all, parents need to persevere. The teen
years do pass, and most adolescents survive them,
in spite of bumps along the way. Being aware of
common problems can help parents know when it is
important to reach out and ask for help before a
�difficult time� develops into a more serious situation.
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Parents frequently feel that when children become
adolescents they need less supervision. However, a
recent report by the Research Institute on Addic-
tions suggests healthy adolescent development
requires a lot of adult supervision. The report
indicates that children raised in a family that is
emotionally supportive and that actively monitors
their children have lower levels of problem behav-
iors. According to sociologist Grace Barnes: �Moni-
toring means knowing where your kids are, who
their friends are, when they are coming in, and so
on� (Barnes, 1995, p. 1).

A supportive environment where the family openly
praises and encourages their children and maintains
open communication allows teens to be more
receptive to monitoring. This type of family relation-
ship was found in a cross-section of teenagers who
had low levels of problem behaviors regardless of
race, gender, or family income.

The study also indicated what does not seem to
work. Attempting to control or coerce teens is
associated with more problem behaviors, particu-
larly if coercion includes physical punishment such as
slapping and hitting. At the other end of the con-
tinuum, too many rational, logical explanations
without concrete guidelines may lead to increased
problems, particularly substance abuse (Barnes,
1995, p. 2).

Additionally, the results of a new study sponsored
by the Department of Education (Lazarovici, 1997,
pp. 1-3) indicates that many of the federally funded
drug prevention programs are ineffective for several
reasons, such as:

� lack of support or training for teachers and
counselors in the area of substance abuse;

� limited time available during the school day for
the delivery of effective programs;

� ineffective coordination of programs being
implemented within the school or community.

Study results also indicate that few districts used
research or were aware of effective programs when
they were developing their own programs.

However, there were some successful strategies
used in some districts. These programs incorporated
parental and community involvement with effective
training that was integrated into broad-based school
and community programs. The successful aspects of
these programs were reflected in research that
focused on community-wide efforts to support teens
and prevent substance abuse. As a result of these
successful programs and other research, the Depart-
ment of Education is pressing schools that use Safe
and Drug-Free Schools money to show that they are
using tested methods for their program development
(Lazarovici, 1997, p. 3). The evidence on this issue
seems clear: when schools and communities collabo-
rate to prevent teen drug abuse, they are more
successful in their programming than either group
working independently.
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Each year, many teachers face the problem of where
and how to place children who do not seem to fit
into the rest of the class. In many school districts,
retention, or having the child repeat a grade, is an
option that is frequently considered for children who
appear to lag behind. It is estimated that every year,
2.4 million students are retained in grade for a
variety of reasons (Setencich, 1994, p. 4).

Characteristics of
Children Who May
Be Retained

A child may be considered for retention if he or she
has poor academic skills, is small in stature or the
youngest in the grade, has moved or been absent
frequently, does poorly on a prescreening assess-
ment, or has limited English-language skills. In
addition, a retained child is more likely to be male
and to have minority status, a high activity level, low
socioeconomic status, and parents who are unwilling
or unable to intercede for the child. Retention is also
more commonly used in the primary grades
(Sakowicz, 1996, pp. 17-18). In a few cases, the
teacher may feel that the child is capable of moving
forward, but the parent may prefer that the child be
retained. Since most schools have vague policies
regarding retention, the decision typically falls to the
classroom teacher (Sakowicz, 1996, p. 7).

Effects of Retention

Research from the Gesell Institute suggests that
children benefit from careful developmental assess-
ment and placement in the early grades (Keirns,
1991). Some teachers and parents believe that
appropriate placement encompasses retention and
that certain children will benefit from the maturity
gained from an extra year in the same grade. How-
ever, cumulative research on the effects of retention
shows that the negative effects usually outweigh the

positive effects. The National Association of School
Psychologists (NASP, n.d.) notes the following
among the negative effects:

� Most children do not �catch up� when held back.

� Although some retained students do better at
first, these children often fall behind again in later
grades.

� Students who are held back tend to get into
trouble, dislike school, and feel badly about
themselves more often than children who go on
to the next grade.

In addition to the conclusions that NASP has drawn
from the research, the weakened self-esteem that
usually accompanies retention plays a role in how
well the child may cope in the future. Research has
shown that children view the thought of flunking a
grade to be almost as stressful as the death of a
parent or blindness (Sevener, 1990, p. 2). �Even
more staggering is the fact that being held back
twice makes dropping out of school a virtual cer-
tainty� (Setencich, 1994, p. 7).

Why Do Schools
Retain Children?

In view of the larger body of research on retention,
the continued use of retention is one of the clearest
examples of poor communication between research
and practice (Sakowicz, 1996, p. 16).

Professors Smith and Shepard at the University of
Colorado found that teachers frequently exaggerated
the perceived benefits of retention. They believed
that retention in early grades prevented problems or
the stigma of failure later on. But teachers lacked
real feedback on how well students were doing as
they moved through school (Smith & Shepard,
1987, p. 130). Also, the practice of retention gives

When Retention Is Recommended What Should Parents Do?

Anne S. Robertson
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the appearance of a school�s being accountable
about a problem and enforcing standards but may
neglect the underlying cause of a student�s failure
(Sakowicz, 1996, p. 16).

There are also some philosophical differences
among professional educators. Some teachers
believe that children mature and develop school
readiness along with physiological unfolding, while
other teachers believe that any child of legal age is
teachable if the program is adapted to fit that child�s
individual needs. In one study, the teachers who
leaned toward physiological readiness also leaned
towards retention, while the other teachers were
more likely to change their teaching methods to meet
the individual child�s needs (Cooke & Stammer, 1985).

Options Other
Than Retention

Another difficulty for a teacher or parent, as he or
she assesses the possibilities for the child, is the
basic dilemma of choosing from the options that are
available in their school or community. It is important
for parents and teachers to become aware of some
of the alternatives to retention. These include:

� Mixed-age classes. In this environment, stu-
dents learn at their own rate and advance to the
next stage when they have mastered the required
skills without the restriction of grade-level labeling.

� Individualized instruction. This method is
tailored to the individual student�s style of
learning.

� Tutoring. Through individual attention, students
are helped in difficult academic areas throughout
the year.

� Home assistance programs. These programs
provide parents with structured specific informa-
tion about ways to help their child academically
with homework, sound study habits, or sound
work habits.

� Smaller class size. Particularly in the primary
years, small class size improves learning environ-
ments for all students.

� Seeking alternative educational settings.
These may include summer school or after-
school programs that are learning laboratories
with lots of opportunities for projects and a
�hands on� approach to learning.

� Guidance counseling. In an advisor/advisee
type of relationship, an �at-risk� student may be
identified earlier and given consistent support
throughout his or her school career.

� Delaying achievement testing that may lead
to retention. Achievement testing may be useful
for identifying weak areas in the school curricu-
lum and possibly areas where the child needs
additional support; however, it should not be
taken out of context of other information and
become the deciding factor for grade placement
for a child.

How Parents Can Respond

When parents are faced with retention as an option
for their child, they can:

� Make an effort to understand why the teacher is
suggesting retention. Parents can ask to see
examples of their child�s work compared to the
work of other children of the same age. If the
teacher is concerned about the child�s maturity
or behavior, parents can ask for specific ex-
amples of behavior that cause concern.

� Keep the teacher informed about the parents�
knowledge of the child. If the child was within
the normal ranges of early developmental
benchmarks, parents can let the teacher know.
How does the child�s school behavior compare
with his or her at-home behavior? Are there
similarities or large differences?

� Be aware of the stresses that may be affecting
the child and keep the teacher informed. For
example, if the family has a new baby in the
house, or has recently moved, these life changes
can affect the child�s behavior for a short period
of time.
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� At home, ask the child about homework and
give him or her a quiet place to study.

� Be certain that the child eats nutritious meals,
gets enough sleep, and stays healthy.

� Request assistance from other support staff in
the school. The school psychologist, school
counselor, or special education staff may be able
to evaluate the child and suggest an alternative
intervention.

However, if the parents and teachers believe that
retention is the best option, the National Association
of School Psychologists (1988) notes that retention
is not as likely to be harmful when the student:

� lacks serious deficits in the year prior to reten-
tion;

� has positive self-esteem and good social skills;

� shows signs of difficulty in school because of
lack of opportunity for instruction rather than
lack of ability; or

� does not have serious social, emotional, or
behavioral deficits.

If a child repeats a grade, parents should work with
school personnel to be sure that their child has a
significantly different experience during the retained
year from the previous year and that the child is
assessed and placed at the appropriate develop-
mental level. Some options might include a class-
room with a lower teacher-student ratio, a different
curriculum, or a different approach to learning. It
might also be beneficial to move the child to another
school. If retention is chosen, then the extra year
should not be just a repetition of the previous year,
but it should be individualized in such a way that it
contributes to the child�s future success.

Conclusion

Early intervention or identification of specific difficul-
ties can assist the child with specific skills he or she
may need to be successful in his or her school
career. Retention should be used rarely, and new

approaches to curriculum development, school
restructuring, and student instruction should become
the focus of academic improvement (Meisels &
Liaw, 1993).
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When a preschooler is asked about his day at
school, he consistently replies that it was �fine�
and he did �nothing.�

A first-grader swings in the door after school and
tells her mother that the other kids are teasing or
hitting her on the playground and she is �never
going back again.�

During the spring parent-teacher conference, the
teacher tells the parents that their fourth-grader is
probably gifted and should be assessed for
advanced placement in the school�s gifted pro-
gram; however, the child does not want to be
separated from her peers.

Much to his parents� surprise, a middle-schooler�s
report card shows that he is failing several classes
because of incomplete or failed homework assign-
ments.

A high school sophomore begins to skip class, and
when questioned by his parents, he says that he
might as well drop out because he will never get
enough credits to graduate.

These situations are characteristic of the concerns
that challenge many parents as their child progresses
through school. Parents may struggle with determin-
ing the seriousness of the problem, determining if the
problem is important enough to seek help from the
school, and determining how to make connections
with the teacher, principal, or appropriate school
personnel to help resolve a problem.

Susan Benjamin and Susan Sanchez (1996), authors
of Should I Go to the Teacher? Developing a
Cooperative Relationship with Your Child�s
School Community, stress the importance of
parents developing and maintaining effective com-
munication with their child�s teacher and school
community throughout the year and in the absence of

any problems. Just as parents appreciate hearing
when their child is doing well, the teacher appreci-
ates hearing when school is going well for a student
or if the child is making unique progress as a direct
result of the teacher�s influence.

Surprisingly, some parents may not realize that
teachers also feel anxious about communicating with
parents, and some teachers may not be aware that
parents are being discouraged from participating in
their child�s education (Greenwood & Hickman,
1991). Developing open communication and an
effective partnership for many parents and teachers
may not come naturally (Benjamin & Sanchez,
1996, p. 17). However, most school-related con-
cerns can be resolved amicably through effective
communication and a better understanding of the
school environment. Experts suggest that parents:

Take time to view the bigger picture. It is easy
for concerned parents to get caught up in their
child�s emotional recounting of a distressing school
incident. However, taking the time to listen to the
child empathetically while encouraging the child to
examine the problem or think of other points of view
and possible remedies will help build the child�s
competence to resolve future incidents. This strategy
also gives the parents time to reflect on the situation
rather than pass judgment too quickly and make a
hasty phone call to the school. The parents may still
need to call the teacher or school to get all the facts,
but once again, the emphasis is on listening and
problem solving rather than placing blame (Benjamin
& Sanchez, 1996, pp. 87-101).

Work within the system. Almost all organizations
have procedures or policies for resolving conflicts.
Schools are certainly no exception, although their
procedures may vary. Smaller schools may be more
casual with their conflict-resolution policies, while

When Should Parents Contact the Teacher? How Effective
Parent-School Partnerships Can Prevent School Difficulties
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larger schools or schools that have a formalized
school culture may have a more complicated set of
procedures. Knowing more about the school�s rules
and unique culture is usually helpful for effective
parent-teacher partnerships.

Talk with your child�s teacher first. When a
parent has a concern that his or her child cannot
resolve and the issue requires more parental inter-
vention, the next step is to speak directly with the
child�s teacher. Rather than trying to discuss the
problem casually when the child is being picked up
at the end of the school day, it is usually helpful to
make an appointment with the teacher. Setting a time
and location in advance allows both the parent and
the teacher to discuss the problem without distrac-
tion. It is especially important to avoid discussing
parent-teacher conflicts in front of children because
this practice can be confusing for young children and
may encourage disrespect in older children (Katz,
Aidman, Reese, & Clark, 1996). Parents should
leave the parent-teacher meeting with a plan that will
address the concern and that will be implemented
within 2 or 3 weeks.

Talk with the principal. The parent may wish to
meet with the principal if the parent or teacher feels
that the principal�s involvement would be helpful, if
the parent and teacher are unable to agree on an
appropriate resolution to the concern, or if the plan
did not improve the situation within an agreed upon
length of time.

The role of the principal in parent-school partner-
ships is important because the principal typically sets
the tone for the school atmosphere and motivates
staff (Benjamin & Sanchez, 1996, p. 36). The
principal also has a broad knowledge of curriculum,
discipline, and special needs alternatives that are
helpful for children. Therefore, he can act as a
natural advocate for children, while balancing the
needs of the school staff. Once again, parents should
expect to leave the meeting with an identified plan
that will address the problem within 2 or 3 weeks.

Request a team meeting. It is not unusual for the
teacher, principal, or parent to request a �team

meeting� to discuss an educational plan for a specific
child. The team typically includes the child�s teach-
ers, the principal, the parents, and any school
personnel that might provide support for the child�s
successful development. Depending on the nature of
the problem, participation by other school person-
nel, such as the special education teacher, the school
counselor, the district�s occupational therapist, or the
school psychologist, may be requested.

Parents who are unfamiliar with the team approach
may feel uncomfortable or intimidated at a meeting
where there are several professionals discussing their
child. Parents should keep in mind that they have
valuable insight into their child�s background, family
experiences, and strategies that may have worked
previously for the child. Parents are equal partners
on their child�s educational team and should feel free
to ask questions, contribute when appropriate, and
ask for clarification about the role of each school
professional who is present at the meeting. Parents
may also wish to bring another family member,
friend, or counselor who can assist with advocating
for the child by providing more information about
their child�s strengths and educational needs
(Barnes, 1999, pp. 4-5). The goal of the team is to
work together to develop a plan that will support the
child�s healthy development. Once again, the parents
should expect to see the plan implemented within 2
to 3 weeks.

Most school-related concerns that require adult
intervention are usually resolved amicably and
successfully at the school level with the teacher,
principal, or school team. Occasionally, situations
arise that remain unsettled despite the best efforts of
the child, parents, and school personnel. Reasons
for this impasse vary and may include inadequate
resources available at the school level or unrealistic
expectations on the part of the school personnel or
parents. As a next step, parents, as their child�s
advocate, may find it necessary to seek further
assistance from the district superintendent, the
district�s school board, or possibly the state educa-
tion agency. Many states have a person who has
been identified as an �ombudsperson� who is
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responsible for providing state-specific assistance
with parents� questions and school-related concerns.
Contact information on all 50 state education
agencies can be found on the Internet at http://
ericeece.org/statlink.html.

Because parents, teachers, and school personnel are
partners in education, they also share responsibility
for effective communication and resolving of difficul-
ties. Parents will likely find that the time spent getting
to know their child�s teacher and school community
will be invaluable if school problems arise.

For More
Information
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In recent years, school districts across the country
have been developing stricter disciplinary guidelines
around issues that are related to student and school
safety or substance abuse. These stricter measures
are designed to comply with the 1994 Gun-Free
Schools Act (GFSA) that required all states to pass
legislation to enforce federal gun-free-school laws
and expel students who bring a firearm onto school
property (Sinclair, 1999). Although the federal act
specifically addressed issues related to the posses-
sion of a firearm, many states and individual school
districts took the opportunity to broaden the scope
of their existing guidelines and develop policies to
include other types of infractions such as possession
of a weapon, substance abuse, or aggressive
behavior. The policies are frequently termed �zero
tolerance� and require that school administrators and
school board members consistently enforce certain
infractions, such as possession of a weapon or illegal
substance, with strong punitive measures. GFSA
guidelines require that students be expelled for at
least a year, although it is not unusual for individual
school districts to expel students for a longer period
of time. In some cases, the student may also face
legal penalties from the justice system and possible
incarceration.

Many parents and educators supported the move to
stricter guidelines, hoping that administrators would
have more discipline options available to gain control
of unruly students and create a safer school environ-
ment. Although everyone can agree with the goal of
developing safe, drug-free schools, the success or
impact of zero-tolerance policies on certain students,
the overall school climate, and the community has
not yet been studied (Portner, 1997). Zero-toler-
ance policies may actually undermine the long-term
goal of building a safe learning community. As noted
by U.S. District Judge James H. Jarvis, �Zero hour
has indeed arrived for the zero-tolerance policy�
(Walsh, 1999).

Judge Jarvis was referring to a case involving a high
school junior in Tennessee. The school board
decided to expel the student after a knife was
discovered in the glove compartment of the student�s
car, despite the undisputed evidence that the student
had no knowledge of the presence of the knife.
Another student who had been riding in the vehicle
had put the knife there. Judge Jarvis reversed the
board�s decision, writing that �The board, in its zeal
to implement the zero-tolerance policy, trampled
upon the rights of a student who was simply in the
presence of someone who probably violated the
policy� (Walsh, 1999).

Other examples of excessively punitive action have
also gained attention. In Louisiana, an 8-year-old girl
was expelled for bringing her grandfather�s pocket
watch to school because there was a small knife
attached to the timepiece; and in Rhode Island, a
12-year-old was removed from school for flashing a
toy gun in class (Portner, 1997).

Recently, a more serious incident made headlines
after Jesse Jackson and the Rainbow/PUSH Coali-
tion protested the 2-year expulsion of six students
for fighting during a football game, even though there
were no weapons involved or serious injuries
reported (Johnston, 1999). Jackson�s Rainbow/
PUSH Coalition filed a lawsuit on behalf of the
Illinois students, but in this case, Judge Michael
McCusky supported the decision of the school
board and upheld the expulsion (Barnes, 2000).
Educators, law enforcement officials, parents, and
community members are clearly divided on the
appropriateness of zero-tolerance policies to
enforce school order and safety while attempting to
build a learning community that serves all students.

The Gun-Free Schools Act (GFSA) does require
that states file an annual report of all school expul-
sions related to the possession of a weapon. The

�Zero Tolerance�: What Parents Should Know

Anne S. Robertson
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1997-98 report showed that nationwide, 3,930
students were expelled for bringing a weapon to
school. This figure represents a decline from the
1996-97 report of 5,724 students expelled and
suggests that the policy may have been helpful for
deterring some students (Sinclair, 1999). However,
neither figure includes expulsions nor suspensions for
non-weapons-related infractions. Current figures
reflecting �suspension, out-of-school� statistics are
filed with the Office for Civil Rights (OCR) and are
considered national and state estimates. OCR
figures for the 1997 school year estimate that,
nationwide, approximately 3 million students were
suspended or out of school for 2 days or longer
during the academic year (U.S. Department of
Education, 1999).

What happens to the many students who are ex-
pelled or suspended? In most school districts,
suspension or expulsion essentially bars the student
from school property and a public education for a
designated period of time. While some school
districts have a limited number of alternative place-
ments for disruptive youth, in most districts, suspen-
sion or expulsion leaves the student without benefit
of an alternative educational placement. Of the
3,930 students expelled during the 1997-98 school
year for weapons-related issues, only 43% were
referred to an alternative educational placement
(Sinclair, 1999).

Students who have a supportive family or teacher
may be fortunate enough to transfer to another
public or private school. Unfortunately, under
GFSA, approximately 57% of the expelled students
are left without access to public education or
productive structured alternatives that would help
keep them �off the streets� and out of any further
trouble. As of this date, there are no publicly avail-
able statistics on the alternative placements of the
total estimated 3 million suspended, out-of-school
students for 1997.

Most educators, community members, and parents
would agree that leaving disengaged, disruptive, or
troubled youth to their own devices for a large part
of the day is not a good idea, but this result is

essentially the impact of zero-tolerance policies
throughout the country. Deborah Prothrow-Stith of
Harvard University notes, �I don�t have a lot of
patience for professionals who buy into this get-
tough, kick-them-out mentality, because they know
it doesn�t work.� She goes on to say that a policy
that puts student offenders into the community may
cause more havoc by relocating the problem to the
criminal justice system, making suspensions more
expensive in the long run (Portner, 1995; Cahir, 1999).

Dr. Prothrow�s concerns are shared by a growing
number of people. Recently, a consortium of over
45 professional organizations representing the
juvenile justice system, social advocacy groups, and
education communities drafted a position statement
calling for educational, psychological, mental health,
or crisis intervention for all expelled students. The
statement notes that in order to �prevent the behav-
ior that leads to crime . . . and to improve the odds
that children who exhibit violent behaviors will
become responsible citizens, we need to provide
adult supervision and programs, supports, and
services that address behavioral problems through a
variety of means� (Cardman, 2000, p. 1). (The
position statement can be found at http://
www.cec.sped.org/pp/sssspos.html.)

President Clinton has also expressed his concern for
providing alternatives for suspended or expelled
students through a reauthorization proposal of the
1965 Elementary and Secondary Education Act
(ESEA). The revision requires that school districts
provide suspended or expelled students with appro-
priate counseling, education, or supervision to meet
individual needs and to challenge students to con-
tinue with their education (Cahir, 1999). The Ameri-
can Association of School Administrators supports
the plan, but because the mandate is not funded and
insufficient funding is one of the main reasons that
most districts currently lack alternative programs, it
is unlikely that the revision will be included until new
resources have been identified to support the
development of new alternative programs.

In the meantime, parents play a critical role in
guiding their children so that they will not be affected
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by zero-tolerance policies. Parents can help their
child by:

� Knowing what types of infractions in their child�s
school have been identified under the param-
eters of zero tolerance.

� Supporting teachers and administrators who are
trying to maintain a healthy learning environment
so that the child witnesses the parents� respectful
example.

� Being aware of situations where a child may feel
threatened by another student or where their
child may be acting aggressively.

� Seeking more information, resources, or assis-
tance from the teacher, principal, or counselor if
there is ongoing concern about the behavior of a
specific child or of a potentially harmful situation.

� Talking with their child about appropriate school
behavior and about actions that are completely
unacceptable.

� Learning about other approaches or preventive
programs that could be implemented within their
child�s school that might help reduce discipline
problems.

� Encouraging educational innovation to develop
schools that respect all individuals in the school
community and nurture students to excel.

To build a safe school environment and reduce the
need for zero-tolerance policies, schools and
educators are also implementing a variety of educa-
tional approaches and schoolwide behavior support
systems.

For example, through �looping��the practice of
keeping students with the same teacher for succes-
sive years�schools are finding success with reduc-
ing the number of discipline problems. Advocates of
looping believe that the practice creates a stronger
school community because teachers know their
students and the parents better. Students generally
feel more confident in their familiar environment,
settle down to learning, and are less likely to cause
problems (Burke, 1997; Keller 1997).

Other schools are taking preventive measures by
implementing approaches following a model called
Positive Behavioral Interventions and Support
(PBIS). PBIS-related programs are designed to
create school environments that �improve lifestyle
results (personal, health, social, family, work,
recreation, etc.) for all children and youth by making
problem behavior less effective . . . and desired
behavior more functional� (see http://www.pbis.org/
What.html#FAQS [Editor�s Note (5-9-2000): this
url is no longer maintained. Visit the main PBIS site
at http://www.pbis.org/english/index.html] ). Re-
searchers Horner and Sugai from the University of
Oregon have been working with more than 300
schools over the past 5 years to implement the system
and have documented declines in discipline prob-
lems for all students but particularly for those students
who might be considered at risk (Sack, 1999).

Although these educational approaches are not the
only strategies that schools are using to build a safe
school environment, they show how collaborative
efforts can be successful. Working together, parents,
teachers, and administrators can not only enhance
the quality of the school community in ways that will
prevent discipline problems, but they can also work
to minimize the long-term detrimental effects on
students who may be affected by zero-tolerance
policies.
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The number of children and adolescents without
family supervision after school is increasing. Further,
the once common notion that self-care led to greater
maturity has been replaced with the knowledge that
many �latchkey� children, home alone after school,
may experience loneliness, fear, and worry. They
also risk injury, victimization, bad nutrition, and the
negative impact of excessive television viewing.
Adolescents who care for younger siblings may
experience great stress and must forgo constructive
after-school activities. Those who �hang out� with
similarly aimless friends may join gangs or engage in
premature sexual activity, drug and alcohol use, and
other anti-social behavior. Idle youth are particularly
prone to many negative influences in urban areas
(Marx, 1989).

Because studies show benefits for poor urban
students who engage in planned after-school activi-
ties (Posner & Vandell, 1994), a large number of
such programs have been implemented. They range
from small projects with a single purpose, such as
raising reading scores, to well-funded comprehen-
sive programs. Over three million children partici-
pate in some type of after-school program (National
Study, 1993). This digest describes the creation and
operation of the larger and more structured pro-
grams, but community groups that want to initiate
small projects can incorporate relevant ideas and
experiences into their own designs.

Program
Sponsorship

Schools frequently sponsor after-school programs
since many districts, public agencies, or legislation
require it. The advantages of school sponsorship
include credibility, a continuity of care, and easy
access to good resources. Also, programs in schools
eliminate the need for children to travel to get to

them, and parents do not have to go to two loca-
tions to participate in their children�s education. The
disadvantages include higher personnel costs if after-
school staff salaries must be equal to teachers�,
unexpected program cuts if the after-school program
budget is tied to that of the school, and a perception
by children that the program is merely an extension
of the school day (Latchkey Guidelines, 1987).

Many community and religious organizations, either
profit-making or non-profit, are also qualified to
manage programs. Some operate independently,
while others have a service contract with the local
school district. A potential difficulty for non-school
sponsors is the availability of a well-equipped site
that is an easy commute from school and home.
Ideally, the site has both educational and recreational
resources, sufficient rest rooms, and a kitchen.
Independent after-school programs sometimes rent
school space since schools have the best facilities.
Thus, they have some of the same advantages as a
school-operated program.

Programs can either be self-supporting through
tuition paid by participants (possibly on a sliding
scale); supported by grants and contracts; or funded
through a combination of both. In urban areas
families usually pay nothing or only a very small fee.

Many Federal and local government agencies offer
funding for after-school programs. For example,
government anti-crime programs support afternoon
anti-gang activities and special education programs
support remedial education. It may be possible to
combine special purpose funds from several agen-
cies to create a full-service program. Some founda-
tions also fund programs. Local businesses and
organizations may contribute, possibly with in-kind
gifts, such as sports equipment or even a site
(Carnegie Council, 1994).

After-School Programs for Urban Youth

Wendy Schwartz
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Program Design and Goals

Overall, after-school programs strive to be fun,
challenging, and comforting. They are freer than
schools to use innovative curricula and activities to
promote children�s learning. They can be flexible in
tailoring children�s time to their needs, have a better
student/ staff ratio, and benefit from multi-age
groupings.

Specific goals and activities vary, but, in general,
most programs have the following goals (Latchkey
Guidelines, 1987; Marx, 1989; Brooks & Herman,
1991; What Adolescents Want, 1992; Carnegie
Council, 1994; Morton-Young, 1995):

Psychosocial Development

� To make available responsible and caring adults
who offer support and guidance.

� To foster the self-worth of each child and
develop their self-care skills. For adolescents, to
foster an age-appropriate sense of  indepen-
dence, and develop the ability to resist participa-
tion in premature sexual activity, substance use,
and anti-social  behavior.

� To develop the youth�s personal and interper-
sonal social skills, and to promote appreciation
of cultural diversity.

Education

� To reinforce school day learning by integrating
personalized educational supports into each
child�s schedule.

� To provide time and space for quiet study.

� To provide educational enrichment activities and
to spark youths� curiosity and love of learning.

Recreation

� To provide recreational and physical activities to
develop physical skills.

� To constructively channel energy pent-up after a
day sitting in a classroom.

� To encourage participation in sports activities to
help youth develop self-esteem and learn lessons
about cooperation and  conflict resolution.

Career Awareness

� To provide age-appropriate job readiness
training.

� To provide information about career and career
training options, preferably through firsthand
experiences with community  business leaders
and tours of local businesses.

Student Recruitment

Schools and districts that run an after-school pro-
gram inform parents about it in the same way as they
provide other information. Independent programs
often forge a partnership with the district to promote
recruitment. Letters, flyers, and announcements in
local newspapers are simple recruitment tools.
Materials can be supplied to local employers for
dissemination; doing this may also spark program
support.

Personal contact with parents is a more effective
strategy, however. Some programs designate a staff
member to serve as a �community representative� to
speak personally to families about the importance of
after-school activities (Brooks & Herman, 1991).
Religious leaders, physicians, and social service
workers can also inform parents about programs.

Programs frequently recruit adolescents directly.
Many urban youth are anxious to have a safe place
to go where they will receive personal attention.
They are likely to respond to the lure of good sports
equipment and challenging recreational and educa-
tional activities (What Young Adolescents Want, 1992).

Parent Participation

Parent involvement in after-school programs is
important. Even before they enroll their children,
parents are asked what they want their children to
learn, and what their children like to do (Kids� Time,
1994). After the children begin attending, staff tries
to meet regularly with families, personally and in
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meetings. Staff helps parents develop learning
activities for their children at home, provides infor-
mation on parenting issues, and reinforces parents�
experiences with their children�s school (Morton-
Young, 1995). Also, communicating with parents of
diverse backgrounds about their children�s needs,
and their child-rearing methods and expectations for
their children, can prevent conflicts. It can also help
staff better appreciate diversity.

Community
Involvement

Since the entire community feels the impact of youth
self-care, establishing an advisory council that
includes local leaders is useful. Council members
with relevant skills can provide services the program
would otherwise have to pay for: specialists in child
development, curriculum, public relations, and fund
raising (Morton-Young, 1995). Community mem-
bers can also serve as tutors, mentors, and speakers
for special programs. Links with public health and
social service agencies facilitate parents� use of them
(Kids� Time, 1994).

Program Staff

Each program usually has at least one director and
several counselors. The optimal staff/student ratio is
1 counselor to 10 to 15 children. Staff can consist of
credentialed teachers, school aides, college students,
and community members. Some funders require staff
to be certified by a state agency and to have com-
pleted special courses in child development, school-
age care, or recreation. Bilingual staff can be helpful.
Other desirable staff qualities include the following
(Kids� Time, 1994; Carnegie Council, 1994; What
Adolescents Want, 1992):

� Strong interpersonal, communication, and
organizational skills.

� Respect for and enjoyment of children.

� Appreciation of children�s individual needs,
differences, and diversity.

� Experience working with children the age of the
participants.

� Punctuality, reliability, patience, and flexibility.

� A positive and optimistic outlook.

Most programs provide initial staff training that
covers the developmental needs of children at
different ages, cultural sensitivity, creation and
oversight of activities, and effective communication
with parents. Programs also supply ongoing feed-
back, evaluation, and support (Kids� Time, 1994).

Program Evaluation

A recent national survey of after-school programs
indicates that participants and their families are
generally happy with them, but that the key criterion
for satisfaction is simply their existence; parents are
relieved that their children have a safe place to go
after school. As yet, no systematic evaluation has
been made of the impact of after-school programs
on children in general (National Study, 1993),
although studies of their impact on poor children
have shown positive effects (Posner & Vandell, 1994).

Developing a mechanism for evaluating the effective-
ness of a program will help ensure that children are
benefiting and that improvements are made. Indeed,
some funders require evaluation. Statistical compo-
nents include enrollment, attendance, and dropout
rates. Another useful evaluation mechanism is a
review of individual participants� performance and
group experiences. Student portfolios, containing,
for example, photographs, artwork, and writings,
can provide information about each child�s progress
over time. Joint review of these materials by staff,
families, and the participants themselves can enhance
the children�s self-esteem and allow for self-evalua-
tion. Yet to be assessed, but important nevertheless,
is the �prevention function� of the program: does it
prevent low self-esteem, gang involvement, and
school failure (National Study, 1993)? Finally, the
participants themselves can be asked how the
program can be made more fun, since the better
time they have the more they will learn.
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Our country is becoming increasingly more ethnically
and culturally diverse. To protect the well-being of
both majority and minority groups, people must get
along with each other in school, at work, and in the
community. Given the easier access to more power-
ful weapons, the results of violent reactions to hatred
can be deadly.

Many schools are calling on the services of anti-bias
projects to teach youth (and, sometimes, their
parents and others in the community) to solve
conflicts non-violently, get control over their anger,
and develop respect for each other�s differences.

This guide describes the many ways to teach bias
reduction and violence prevention in order to help
schools, community and religious leaders, and
parents decide which project is best for their children.

Project Philosophies

Some projects take the practical position that
people in a diverse society simply must learn how to
keep from acting on their prejudices. They believe
that once people become used to controlling their
public expressions of hatred, they will naturally
become more broad-minded.

Other projects have the reverse perspective that
changes in people�s behavior commonly follow
changes in attitude. These projects try to change
people�s beliefs.

Issues Covered

Most training projects and their trainers (who act as
teachers) deal with all the issues described below,
but they do this in different ways.

Prejudice, Bias, and Discrimination Reduction

Some projects assume that the cause of prejudice is
the same regardless of who is targeted. They help

people to stop victimizing other individuals or
groups. A few projects also talk to students about
working for social and political changes to increase
equality in this country.

Other projects look at bias almost on a case-by-
case basis, explaining reasons why certain groups
are most often treated badly, and correcting false
information about them. These projects are usually a
part of a larger organization that helps meet the
needs of an individual ethnic or cultural group. While
they focus on discrimination against their own group,
most also talk about bias generally.

Conflict Resolution and Mediation

These projects focus on teaching conflict resolution
and mediation skills, believing that bias will be
reduced the same way that other conflicts are
settled. They deal with prejudice as just one cause
of conflict among many. While traditional mediation
helps both sides get something they want in the
settlement, these projects will not let a settlement
include the continuation of behavior based on bias,
because they are committed to social justice as well
as to meeting the needs of the people in conflict.

Violence Prevention

The majority of anti-bias projects deal with violence
as just one way to show hatred, and expect it to
decrease as biases decrease. On the other hand, a
few believe that people with negative emotions can
be taught not to let them influence how they act, so
they will behave less violently and cause fewer
conflicts. These projects emphasize control over
emotions, especially anger.

Other projects believe that changes in behavior, such
as refusing to act violently, will lead to better emo-
tional control. They usually also treat conflict resolu-

A Community Guide to Youth
Anti-Bias and Conflict Resolution Programs

Wendy Schwartz
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tion and violence prevention separately, teaching
students to head off or avoid violent confrontations,
regardless of their cause, without attempting to settle
the dispute. Changing attitudes toward violence and
weapons in general is at the heart of this approach.

Training Methods

Projects use their own trainers and resource materi-
als, but the mix varies. At one end are programs
based almost totally on what happens between
trainers and students. Trainers base their teaching on
what students say during role play and group
discussion. A few programs always use multicultural
training teams.

At the other end are projects that rely on printed
and audiovisual materials, and whose program is set
in advance of meeting the students. Trainers act
more like traditional classroom teachers, and
students take a less active role their learning. Some
of these programs use trainers very little; instead,
they give teachers instruction guides for teaching an
anti-bias course themselves.

Most projects use a mix of methods; they do the
teaching first, and then leave materials for teachers
to use later. Some trainers make a return visit for
follow-up and evaluation.

Targeted Student Groups

Projects focusing on changing behavior usually teach
only young people, or teach teachers to use an anti-
bias curriculum without their first undergoing anti-
bias training themselves.

Projects dealing with bias directly are more likely to
work with school people, community members, and
parents, as well as students, because they believe
that all people have biases, although they may not
even be aware of them. They assume that young
people will be unable to get rid of their own preju-
dices if the adults around them keep showing
prejudice. A few projects work only with the staffs
of school systems and schools, thinking that unless
the school people learn how to solve their own
conflicts, they will not be able to teach students to
do that.

Selecting a Project

Before deciding on a project, the philosophy, service
packages, and costs of several projects should be
looked at because there are so many differences
among them. Some offer only a standard program
package, while others let clients contract for only
part of a program. Some sell print and audiovisual
resources for do-it-yourself anti-bias training, while
others make materials available only as part of their
service package.

Most projects charge a fee for service (although
some are subsidized by grants); in general the more
complete programs with more materials to give to
students, the higher the charge. While high project
fees may seem impossible, the project may require
fewer human and material resources from the
school, which can help reduce the overall cost.

How Parents Can Help
Reduce Youth Bias

Some schools and districts may need to hear that
parents want youth conflict resolution and anti-bias
training before they contract for it. Therefore,
parents should get community support, from differ-
ent cultural groups if possible, and then go to their
school. They might suggest ways to fund a project
(perhaps offering to help raise the money) and say
they are willing to participate in the program them-
selves as a way to promote good relations between
people in the community.

Information in this guide was taken from the digest After-
School Programs for Urban Youth, published by the ERIC
Clearinghouse on Urban Education.

Source of This
Document

Schwartz, Wendy. (1994). A Community Guide to
Youth Anti-Bias and Conflict Resolution Pro-
grams. Available: http://npin.org/library/1998/
n00076/n00076.html
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Why Nonviolent
Conflict Solving
Is Necessary

Children need to be taught as early as possible how
to handle disagreements with each other without
letting their anger get out of control, and without
using violence. As they get older, they should be
helped to apply the conflict-solving methods that
worked for them in childhood to the more compli-
cated problems that appear in adolescence. Here
are some reasons why learning to settle disputes
fairly and nonviolently is important:

� Guns and other weapons are easily available,
and young people don�t have a good sense of
the consequences of their actions. So, they may
think that an easy way to win an argument is to
threaten opponents, which can lead to accidental
injury or death, or even to the intentional use of
a weapon.

� Youth who learn to solve problems fairly and
nonviolently are respected by others, make
friends more easily, and become role models for
others.

� Youth who use violence may die young or spend
their lives in prison.

� Youth who don�t know any ways to deal with
disagreements will always be the victims of
bullies.

� Unless youth learn to reject and avoid violence,
they may encourage the violence of others just
by being willing to watch it without trying to help
the participants find another way to settle their
dispute.

� In communities where youth witness a great deal
of violence, they may grow up thinking that using

violence is the best or only way to end a dis-
agreement, unless they are shown other equally
effective methods.

How Parents Can Teach
Alternatives to Violence

Children�s attitudes about violence are influenced by
all of the adults in their lives (including the people
they see on television), but what they learn at home
is especially important, because their families are
their first role models. Some parents, for example,
never become violent, and try to avoid the violence
of others.

Other parents, because of their upbringing or their
experiences in life, believe that there is no way to
avoid violent confrontations, and that it is all right to
use violence to express their anger or to solve conflicts.

Parents� Attitudes

Parents may have attitudes toward violence that can
lead their children to think it is all right to be violent.
Here is a checklist of some of these attitudes:

� You must win an argument, no matter what the
cost.

� Walking away from a dispute, even if it doesn�t
really affect your life, is a sign of weakness.

� Compromising to settle a disagreement is a loss
you can�t live with.

� �Real men� are aggressive, and it is important to
encourage aggressive behavior in sons.

� �Real women� are submissive and dependent,
and shouldn�t protect themselves from abuse,
and daughters should learn to defer to the men in
their lives.

How to Help Your Child Avoid Violent Conflicts

Wendy Schwartz
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Parents� Teachings

The best thing parents can do is teach their children
to be nonviolent by example. However, even if you
do not reject violence all the time, you can help your
children learn to solve disputes without using vio-
lence and without allowing themselves to become
victims. This is particularly important because of
such easy access to weapons. It is necessary to
teach your children that relying on violence to solve
problems can have deadly consequences.

Here are some principles that parents can teach:

� Figure out what methods to control personal
anger work (like leaving a tense situation tempo-
rarily or finding a calm person to talk to), and
use them before losing control.

� Think beforehand what the consequences of
different actions will be: anger and violence
versus walking away from a dispute or compro-
mise.

� Use humor to cool hostility.

� Never fight with anyone using drugs or alcohol,
or likely to have a weapon.

� Get as much information about a disagreement
as possible, to help solve it and to head off
feelings of uncontrollable anger.

� Try to think of solutions to a dispute that will
give both sides something, and try to understand
an opponent�s point of view.

� Show respect for an opponent�s rights and
position.

� Don�t make bias against an opponent�s race,
religion, sex, or sexual orientation a reason for a
dispute.

� Show character by rejecting the bait for a fight,
or accepting a compromise to a dispute, rather
than responding with violence.

� Don�t coerce a partner or be violent in a rela-
tionship; this behavior causes distance, loss of
respect and love, and feelings of fear and guilt, in

addition to the more obvious consequences of
physical harm to the victim and arrest of the
abuser.

� Show that people like and respect nonviolent
problem-solvers more than bullies, and be a
nonviolent problem-solver yourself.

Information in this guide was drawn from the October 1994
(Volume 94, Number 4, Part 2) issue of Pediatrics, the
Journal of the American Academy of Pediatrics. It is a
special issue devoted to the role of the pediatrician in
violence prevention, based on a conference sponsored by
the Johnson & Johnson Pediatric Institute.

Source of This
Document

Schwartz, Wendy. (1995). How to Help Your
Child Avoid Violent Conflicts. Available: http://
npin.org/library/1998/n00072/n00072.html



1 1

A
PP

E
N

D
IX

Resources

Job Readiness Skills

Young people need certain kinds of skills called �job
readiness skills� in order to get and keep a job. This
is true whether the job is after-school work or full-
time work that can lead to a lifetime of employment
in increasingly better positions.

Children learn many of these skills in academic and
vocational classes in middle and high school. They
learn additional job skills later, in higher education
and job training programs. Young people also get
some job readiness skills by watching how people
around them deal with work and work-related issues.

Recently, some employers were polled to find out
which skills are most important for young people
working at their first job to have. The skills men-
tioned by the employers are described below.

Academic Skills

Employers frequently use job application letters and
forms, and interviews, to evaluate applicants�
academic skills. So, it is important for young appli-
cants to fill out forms correctly and to behave well at
an interview, especially when they have no prior job
experience to demonstrate their abilities. In general,
employers want employees to have these skills:

� The ability and willingness to learn quickly

� Knowledge of standard English

� Mathematics

Vocational Skills

Employers will train their workers in the special skills
needed for a particular job, and some will also
provide more general job training to help their
workers learn more skills and remain on the job.
Still, some employers want new workers to have
these job skills already:

� The ability to solve problems

� The ability to communicate

� The ability to do manual tasks

Work-Related Habits and Attitudes

These are the qualities desired by most employers:

� A general understanding of the workplace and
the world of business, and basic knowledge
about the employer�s operations

� Dependability

� The willingness to ask questions

� Trustworthiness and honesty

� Respect

� Patience and cooperation

� Good appearance

How Parents Can Help
Children Prepare for
the Work World

Parents can help prepare children to enter the work
world by making sure that they have the skills
described above. You can do these things:

� Find out what your children are learning in
school. If job readiness skills aren�t part of the
curriculum, talk to a counselor or administrator.

� Make sure your children are really learning what
they are taught, so they will have the skills they
need to get and keep a job.

� Arrange for your children to get extra instruction
in English or math if they need it to get a good
job.

� Make sure your children go to school every day,
arrive on time, are respectful to teachers and

How to Prepare Your Children for Work

Wendy Schwartz
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peers, and do what is expected of them. This
will help them develop the habits that employers
want workers to have.

� Help children fill out practice job applications, or
find someone at school or in the community who
can do this.

� Talk about your own experiences on the job,
both good and bad, so children will know what
to expect at work and can start preparing for
new experiences.

� Explain that even if you yourself haven�t had
much job success, it doesn�t mean that your
children can�t get a good job, do well at it, and
enjoy the work.

Information in this guide is based on two publications
produced by the ERIC Clearinghouse on Urban Education:
What Do Employers Want in Entry-Level Workers: An
Assessment of the Evidence and High School Graduates in
Entry Level Jobs: What Do Employers Want?

Source of This
Document

Schwartz, Wendy. (1995). How to Prepare Your
Children for Work. Available: http://npin.org/library/
1998/n00071/n00071.html
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Violence among youth, especially in schools, is one
of American society�s most pressing concerns. It
is also a source of controversy. While no recent
nationwide study of the real extent of youth
violence is available, small-scale and regional
studies indicate that youth violence is increasing,
at least slightly. In addition, youth, like adults,
are now more frequently using guns instead of
fists to settle disputes. And, lastly, whereas youth
violence had once been thought to be an urban
public school problem and a consequence of
poverty and family dysfunction, stable suburban
and rural communities are now also experiencing
it, as are private schools.

However, despite sensational anecdotal media
reports suggesting that the public is generally unsafe
because of youth lawlessness, it is likely that youth
violence is not as pervasive as is feared. In fact,
some who spend their workday in schools think that
they are among the safest places a child can be.
Further, recent surveys indicate that the most
prevalent type of youth crime is theft, and the most
common types of violence are fist fights, bullying,
and shoving matches.

While the public is ready to believe that school
violence is ever-present, some local leaders and
school administrators are not willing to acknowledge
its occurrence on their own watch. Their position is
based on the fear that people will boycott communi-
ties and schools labeled unsafe, and that they will be
blamed for failing to keep the peace. Gang activity at
school is particularly susceptible to �the Ostrich
syndrome,� as administrators may ignore the prob-
lem. An unfortunate consequence of such denial is
that opportunities to reduce violence are lost.

Finally, there is sometimes a contradiction between
school policies and practice. Whereas many districts
and schools have comprehensive regulations for

dealing with violence, enforcement may be uneven
or lax. This creates a situation where teachers do not
feel supported when they impose discipline, students
do not feel protected, and the violence-prone think
they will not be punished. Conversely, administrators
express dismay that teachers do not enforce policies
in their classrooms.

Despite these inconsistencies, many promising types
of anti-violence strategies, focusing on both disci-
pline and social and personal transformation, have
been devised by government, communities, and
schools. Most have originated in urban areas, where
youth violence was first identified. This digest reviews a
variety of the policies, programs, and practices to
prevent youth violence (which are described more
fully in the publications cited at the end), so that local
leaders can base decisions about their own efforts
on the experience of other communities.

Public Support of
Violence Prevention

The effectiveness of school violence prevention
initiatives is increased considerably by public policies
that reinforce their anti-violence message and by
community programs that themselves seek to
prevent or ameliorate youth violence.

Government Initiatives

Legislation now exists at all levels of government to
reduce the availability of guns, particularly the sale of
weapons to minors. Weapons offenses are adjudi-
cated more harshly in general, and the practice of
trying violent juvenile offenders as adults is growing.
Some states now hold parents legally responsible for
certain behavior of their children, such as truancy
and delinquency.

To deal specifically with violence in schools, Presi-
dent Bill Clinton signed the 1994 Gun-Free Schools

An Overview of Strategies to Reduce School Violence

Wendy Schwartz
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Act, mandating a one-year expulsion for students
who bring weapons to school and bolstering the
�zero tolerance� for weapons policies of some states
and school districts already in existence. The Fed-
eral government, and most states, also make funds
available for prevention activities through anti-crime
and education legislation. These include anti-gang
programs and other very focused prevention educa-
tion, as well as more general recreational activities.

Community Initiatives

Community activities frequently focus on breaking
family cycles of violence. The most effective are
long-term interventions providing a range of family
services. They involve the collaborative efforts of
religious and recreational organizations; social
service, public housing and health agencies; the
business community; the schools; and law enforce-
ment agencies. For example, programs in parenting
skills and family relationships, particularly those
focusing on nonviolent living skills and recovery from
substance abuse, can protect children from learning
violence at home. Programs in conflict resolution and
anger management are similar to those discussed
below that are designed for students.

Out-of-school programs (either independently
operated or school-sponsored) keep youth con-
structively engaged when their families are unavail-
able, and provide them with attention from caring
adults and good role models. They also keep youth
away from negative influences on the street and
television violence. Programs can also offer educa-
tional enrichment and assistance with school work,
and help participants develop positive values. Those
most effective at violence prevention actively pursue
the prevention goals of local schools and serve as
extensions of school prevention activities.

Helping young people find employment is an impor-
tant way for communities to reduce property crime
and help build adolescents� self-esteem and sense of
responsibility. Having a job also helps youth appre-
ciate how important staying in school is to their
future career plans. Providing parents with jobs and

job training is also a way to lower stresses that can
trigger violence.

Community campaigns to supplement school pro-
grams against gangs are crucial because gang
membership cuts across school lines. In fact, there is
gang activity in all 50 states now, and gangs recruit
and are active nationwide. Effective anti-gang
programs include crisis intervention teams comprised
of the police, probation officers, and community
leaders; intensive community, family, and youth
education programs; alternative youth activities; and
a long-term commitment.

School District and
School Initiatives

School anti-violence policies and programs run the
gamut from general educational improvement efforts
to interventions that target specific types of illegal or
anti-social behavior. The most effective are directed
by a clearly-defined administrative entity, and have
line-item budgetary status. They involve parents in a
variety of roles and, as appropriate, also draw on
community leaders and resources. Initiatives are
directed at both preventing violence and at punishing
and rehabilitating perpetrators. Their goal is to
create a safe school community that believes in and
practices nonviolence in resolving differences.

Overall School Improvement

In recognition of the fact that student misbehavior
(and even gang membership) can be a reaction to
ineffective schooling and to feelings of frustration and
failure, some districts are restructuring schools to
increase student engagement, attendance, and
performance. Indeed, school reform programs
around the country, especially those requiring strong
family involvement, report increased attendance and
student satisfaction. Many schools that cannot totally
restructure still strive to better meet the education
needs of students through more accurate identifica-
tion of learning disabilities and personal attention. A
related reform is downsizing schools, since it has
been widely documented that smaller schools have
fewer disruptions and incidences of violence.



3 3

A
PP

E
N

D
IX

Resources

Schools can also reduce violence by promoting
mutual respect among all members of their commu-
nity, student self-respect, and appreciation for
diversity. They demonstrate respect for students
through availability of good facilities and resources,
such as up-to-date textbooks, laboratories, and
computer equipment. It is also believed that the
appearance of a school adds to the perception of
safety, and that a well cared for school is less
susceptible to vandalism and violence. Unfortunately,
schools in urban areas, where violence can be a
particular problem, are among the most over-
crowded and poorly equipped and maintained.

School Safety Policies

Institutionalization of a code of conduct demon-
strates a commitment to violence prevention and
helps staff and students feel safe. The code should
clearly explain school rules and punishments for
infractions. A cornerstone of all policies is the
Federally-mandated �zero tolerance for guns�
provision. Some schools also institute zero tolerance
provisions for other types of offenses, such as
assaulting a teacher, so that violent students can be
removed from regular classrooms. Because some
disruptive students might welcome expulsion, many
policies assert that the school response to certain
specified acts will be legal prosecution.

Dress regulations, particularly those forbidding
clothing associated with gang membership, are
increasingly popular. Requiring uniforms is thought to
increase students� commitment to school goals and
to reduce theft of expensive clothing and jewelry.

Policies can be created at three levels: district,
school, and classroom. Since there are different
concerns at each one, it is reasonable for students to
be governed by several complementary policies.
Collaborative development by administrators,
teachers, parents, and even students, with a review
for legal compliance, helps ensure that a policy will
be respected and enforced. Periodically reviewing a
policy for appropriateness, effectiveness, and
completeness maintains its usefulness over time.
Copies are given to administrators, teachers, par-

ents, and students. Students may also have the rules
explained to them in assembly or a classroom to be
sure they understand the purpose of the rules, the
parameters of acceptable behavior, and the conse-
quences of infractions.

Prevention Strategies

School Security. The most common school security
measure is the monitoring of students when they
move through the hallways and in places where they
congregate, such as restrooms and the cafeteria.
School staff members have traditionally served as
monitors, but increasingly schools are hiring security
guards to patrol the building and to provide security
at events. In the most violence-prone areas schools
may form partnerships with the police to visit
periodically or even to patrol the halls regularly.
However, some educators believe that a police
presence has a negative impact on teaching and
learning and that the need for them is an indication of
administrative failure. Others welcome police
support but provide special training for dealing with
students in a school environment. Probation officers
with on-site offices can provide help to students who
have already engaged in illegal behavior.

Some schools use parents as monitors and teachers�
aides. Doing this is inexpensive and can be an
effective deterrent, since students may be more
reluctant to behave badly when watched by some-
one they regularly see in the neighborhood. Further,
involving parents gives them a sense of ownership of
anti-violence efforts and may help them reconsider
their own attitudes about violence.

To keep students from bringing in weapons some
schools use metal detectors and others administer
systematic or random searches of students� bodies,
possessions, and lockers. Since there is a strong
relationship between student violence and use and
sale of drugs, administrators make special efforts to
keep schools drug-free, through both education
campaigns and searching. The courts have been
divided about the constitutionality of searches for
either weapons or drugs, however, and some
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methods, such as use of drug-sniffing dogs, are
being challenged legally.

Teacher Involvement. To dispel fears and help
teachers feel supported, meetings about violence
issues are held regularly, possibly as a component of
general staff meetings. Administrators provide
accurate information about violent occurrences and
responses to them, involve faculty members in
prevention efforts, and listen to their concerns. Also,
teachers� input can be invaluable, since it is common
for them to have information about the threat of
violence (and, also, gang activities) before adminis-
trators do, and to have suggestions for how to deal
with it based on personal knowledge of the students.
Teachers can also meet in groups to discuss ways to
establish and maintain control of their classroom and
a climate conducive to learning, and to brainstorm
strategies for working with disruptive students.

Training in violence prevention�for ancillary staff
such as school bus drivers, as well as teachers�can
both make the school safer and help staff feel more
secure. Programs can include development of the
ability to identify students at risk of anti-social
behavior for preventive intervention, to identify and
diffuse potential violence, and to deal safely with
violence should it erupt. Some staff training covers
the same issues that comprise training for students,
such as conflict resolution, and it can be effective for
staff to participate along with students.

Since at-risk students respond positively to personal
attention, teachers can help youth resist violent
impulses and the lure of drugs and gangs by offering
them extra help with their schoolwork, referrals,
informal counseling, or even just a sympathetic ear.

Prevention
Programs

Anti-Violence. Early intervention is necessary to
prevent youth violence. Elementary education
training in anger management, impulse control,
appreciation of diversity, and mediation and conflict
resolution skills can help prevent youth from engag-
ing in violence as they mature. Early discussions

about the negative consequences of gang member-
ship, and providing children with positive ways of
getting personal needs met, can protect them from
future gang recruitment efforts. Educating young
children about the use of guns is also valuable, since
accidents have happened as a result of children�s
naivete about their danger.

Age-appropriate training in self-esteem development
and stress management and reduction, especially for
students living in poverty or in difficult family circum-
stances, can help transform negative feelings into
positive coping skills. Other types of training,
introduced to students at later developmental stages,
covers development of  �refusal skills� to help youth
resist using substances and engaging in sexual
activity, and how to prevent date violence, with particu-
lar attention to battering during teenage pregnancy.

Some schools have a specially trained safety coordi-
nator or a committee whose primary function is to
coordinate anti-violence programs and to respond to
crisis situations by offering counseling and mediation.
Schools may also have crisis centers, which are
staffed places where students who commit or
threaten an act of violence can go to receive on-
the-spot counseling and to �cool off.�

Other types of programs take a positive approach to
violence prevention by offering incentives for good
behavior, such as a recognition and reward system
for good school citizenship. The goal is to bring
about a change in the students and school climate so
that normative behavior is constructive. Bringing high
profile community leaders to the school to discuss
crime and violence is a way to provide students with
positive role models.

Anti-Gang. Even more than violence prevention in
general, effective anti-gang strategies involve all
school operations and staff. They require establish-
ment of a positive school climate, good communica-
tions and security, a staff trained in crisis interven-
tion, and a coordinated effort. They also require that
schools not only acknowledge a gang presence, but
that they actively investigate its extent and accurately
determine who the members are, what they do, and
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where they congregate. Finally, good strategies
require schools to acknowledge that preventing, and
even reducing, gang activity will be a protracted
trial-and-error process during which many different
tactics are employed.

A first step is often establishing and widely publiciz-
ing the philosophy that a gang presence (clothing and
paraphernalia, as well as behavior) will not be
tolerated. Policies that flow from the philosophy
include a dress code and prohibition on flashing gang
signs, shouting gang slogans, and writing gang graffiti
on school or personal property. Discipline measures,
meted out consistently, which escalate with the
number or severity of infractions, demonstrate
school seriousness.

Schools with gangs take stronger security measures,
such as more extensive monitoring, than schools
experiencing minimal random violence. Some also
work with the police to increase communication
about gang activity and the community to coordinate
prevention efforts.

Schools make an extra effort to involve potential and
active gang members in academic, extracurricular,
and counseling programs. Providing gang members
with effective educational supports, such as tutoring,
can reconnect them with the rewards and value of
academic achievement. Staff who takes a personal
interest in individual members can help loosen the
hold of the gang. By meeting informally with mem-
bers and arranging for positive experiences that are
probably otherwise lacking in their lives, staff can
provide students with some of the affirmation that
gangs offer. To do this, staff members may need to
change their attitudes about gang members and take
more time with certain students than they usually would.

Involving parents by providing them with information
about their children�s gang activity and its possible
consequences, and counseling to help them deal with
the problem, can enlist them as allies in the effort to
rid the school of gangs. Schools can also provide
access to outside agencies that offer counseling. As
a last resort, gang members can be transferred to
alternative schools for more intensive support.

Remedies and
Discipline

School districts are aware that some students simply
cannot function in a regular classroom, and many
have created alternative schools for students who
have been suspended or expelled, or are at risk of
suspension. These schools incorporate intensive
individual and group counseling into the educational
program. To prevent the alternative schools from
becoming warehouses that fail to turn around
disruptive students, staff takes care to develop
individual plans for students with the goal of return-
ing them to a regular school.

Schools also may provide similar programs as an
add-on for students who are placed in detention or
who remain in their regular school. Some effective
intervention programs focus on modifying beliefs and
related behavior; examples include aggression
replacement and anti-bullying training. Some districts
include a community service component in their
alternative program; a few even require that stu-
dents� volunteer assignments allow them to see the
results of violence firsthand, so they may work with
injured crime victims.

Conclusion

Concern about increasing youth violence is being
channeled into a variety of innovative, and potentially
effective, programs around the country. Although
components vary depending on the particular needs
of the community, the most effective programs:

� Make an accurate assessment of the existence
of violence and, especially, gang activity.

� Use all the resources in the community, including
social service and law enforcement, and not just
rely on school officials to deal with the problem.

� Incorporate family services into both community
and school programs.

� Intervene early in a child�s life.

� Include not only anti-violence strategies but also
positive experiences.
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� Create and communicate clearly defined behav-
ior codes, and enforce them strictly and uni-
formly.

� Prepare to engage in a long-term effort.

In all communities it is likely that sometimes anti-
violence work will be compromised by lack of
resources and time, and that even the most dedi-
cated individuals will feel frustrated. Early evalua-
tions of well-organized programs suggest that success
is possible, though; and statistics demonstrating an
increase in youth violence, however slight, indicate
that the effort and the expenditure are necessary.
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Middle schools are designed to help young adoles-
cents in several ways. The schools continue the
learning that students began in elementary school.
They support students as they mature physically and
face the emotional problems that accompany
puberty. They also help students understand how
their current educational and personal choices will
affect their future life roles, in particular their choices
for a career, because middle schools provide youth
with the skills, self-esteem, and attitudes they need
for a rewarding work life.

This guide provides information about how middle
schools can promote the development and education
of adolescents, especially about how they can focus
students� attention on career opportunities and
training. It also offers families some ideas about how
they can encourage their children�s career aware-
ness. Finally, it presents some criteria for parents to
consider when selecting a middle school for their
children or when participating in the planning and
functioning of the school their children attend.

Middle School Student
Development

The early adolescents (ages 10-14) in middle school
are undergoing rapid physical growth and experienc-
ing many new emotions. They are moving from
concrete to abstract thinking as they progress in their
studies. They are acquiring a self-concept and social
skills. They are developing lasting attitudes about
learning, work, and other adult values. Finally, they
are learning to take responsibility for their education.

Middle School Students�
Beliefs about a Career

Youth who are most likely to think about their future
careers, and believe that they have a variety of
career options, have high self-esteem and are able to

understand and evaluate complex career informa-
tion. They have families that help them learn about
career choices and support their efforts, in school
and outside, to prepare for a career.

But some adolescents have difficulty seeing a
connection between what they learn in school, and
how they behave there, and their future careers.
Students who are not able to meet with a guidance
counselor may not know what they need to do, and
which courses they should take, in order to make
their plans for the future a reality. As a result, some
students who expect to go to college do not take the
courses necessary for college enrollment. Unfortu-
nately, poor students are least likely to think about
how their middle and high school course choices can
limit their career plans later. They may also have less
family support because of all the stresses created by
poverty.

Unfortunately, many youth have already limited their
career aspirations by the time they reach middle
school, based on false information and beliefs. For
example, many boys may have sex-stereotyped
views of occupations by the time they reach adoles-
cence. Girls also acquire these views, but at a
slightly older age.

Career Education in
Middle Schools

Programs

Many middle school programs can help students
plan for a career even if they do not provide specific
training for a vocation. The most effective programs
combine general middle school education strategies
with vocational education by doing the following:

� Explore with students how they can successfully
live and work in a culturally diverse world.

Preparing Middle School Students for a Career

Wendy Schwartz
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� Help students recognize their interests, aptitudes,
and abilities, and understand adult roles.

� Help students understand the broad scope of
work and career possibilities available currently
and in the future.

� Help students broaden their aspirations beyond
the stereotypes of gender, socioeconomic status,
and ethnicity.

� Integrate vocational and academic education to
promote intellectual development, and the
acquisition of higher level thinking and problem-
solving skills.

� Assist with students� development of social
skills, personal values, and self-esteem.

� Work with families to support their children�s
career aspirations.

Curriculum

Career planning can be integrated into middle school
curriculum in several ways.

General Themes. Organizing the curriculum around
themes can promote students� understanding of how
their future career relates to their education and the
rest of their lives. It can also help them adapt to
living in a constantly changing world. For example,
one group studying middle schools offered three
suggestions for themes:

� Understanding self and others, because a
positive self-image enables appreciation of a
diverse society.

� Forming a concept of work that involves viewing
life options in the family/work context.

� Developing positive relationships by becoming a
contributing member of family, work, and
community.

Work-Related Skills Development. Curriculum
can introduce students to the world of work by
providing career information and by integrating
learning with working. Students can participate in
monitored work experiences, pre-apprenticeships,

entrepreneurships, job shadowing, and community
and neighborhood service. These experiences can
also help schools prevent students from dropping
out. An important part of curriculum involving work
is support from adults. These adults include parents;
school staff members who act as advisors, brokers,
troubleshooters, or behavior modifiers; and commu-
nity and business mentors.

Another way for students to learn work skills is to
integrate teaching them with teaching academic
skills. Academic skills are learned by performing
certain vocational tasks, and vocational tasks
provide a real-world context for academic skills.

Students can learn academic subjects, integrate the
use of technology, and explore career opportunities
in the community by studying local hospitals, restau-
rants, and other places of business that provide
goods or services.

Instructional Strategies

Effective instructional strategies for middle school
vocational education curricula include the following:

� Interdisciplinary team teaching.

� Exploratory education where students create
their own problems and then solve them.

� Learning organized around key concepts or
themes.

� Cooperative learning.

The Role of Parents of
Middle School Students

Parents can encourage adolescent children to plan
for a career in several important ways:

� Talk to your children about your own work,
and/or the jobs of friends and relatives, so they
will learn about several work alternatives.

� Ask your children what they like to do and help
them look for ways that their interests can be
reflected in a career choice.
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� Help your children decide whether they should
attend a high school that offers vocational
training, an academic education, or both.

� Help your children get information about middle
and high school courses they will need to take in
order to enroll in college or a post-secondary
training program.

� Work with the school to provide counselors,
career and higher education information, speak-
ers for a �career day,� and trips to local em-
ployer and employment agencies.

Information in this guide was drawn from a digest pub-
lished by the ERIC Clearinghouse on Adult, Career, and
Vocational Education: Vocational Education in the Middle
School.

Source of This
Document

Schwartz, Wendy. (1998). Preparing Middle
School Students for a Career. Available: http://
npin.org/library/1998/n00061/n00061.html
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The role that youth drug use plays in school failure,
violence, and anti-social and self-destructive behav-
ior is well known. It is also known that parents
strongly influence their children�s decisions about
drug use: parents model substance abstinence or
abuse; express attitudes about drugs, alcohol, and
tobacco; and control their children�s exposure to drugs
by monitoring their activities, behavior, and friend-
ships (Cohen & Linton, 1995; Cohen & Rice, 1995).

Over the years, hundreds of school and community
drug prevention programs for children and adoles-
cents have been implemented, especially in areas
where social or economic problems seem to stoke
experimentation with drugs. An essential component
of effective programs is parent participation (along
with community and media support), and there are
ways to usefully involve all types of parents. Pro-
grams involving families not only prevent children�s
drug use, but also provide parents with resources
that enhance their own lives, and reinforce and
increase the benefits of family life overall (Jones,
1997). Also, parents are increasingly acting with
each other or independently to develop community
drug prevention programs and to provide their
children with positive alternatives to drug use.

This digest briefly discusses some ways to involve
families in their children�s drug prevention education.

Youth Drug Prevention
Strategies

Because youth experiment with drugs for the same
reasons that they engage in other negative behaviors,
the most effective prevention programs concentrate
on helping them develop constructive ways to
manage stress in their lives. They present factual
information about the consequences of drug, alco-
hol, and nicotine addiction; and demonstrate the

fallacy of youth�s belief that drugs can alleviate their
pain. They offer skills building curricula which cover
clear communication, anger management, conflict
resolution, and self-esteem. Afternoon and weekend
programs, considered essential by many experts,
provide a safe place for youth to spend time when
their families are not home; there, they can engage in
sports and other group activities that allow them to
feel good about themselves, and receive educational
supports (Ertle, 1995).

School-Family
Collaborations

Drug prevention education is a natural component of
the family resource centers, common in urban
schools, which provide and coordinate social
services. Schools focus on supporting, not fixing,
parents, and on promoting protective factors rather
than reducing risks. The result is that parents are
new and willing prevention partners (Cohen & Rice,
1995; Ertle, 1995). Schools are also encouraging
students, staff, and parents to recognize the many
positive experiences that families provide; and they
are expanding the definition of family to include
blended, single-parent, extended, and foster families.
The goal is to encourage family closeness and
support, satisfying the needs of youth that otherwise
might drive them to gang membership (Domino &
Carroll, 1994). In fact, the close-knit family systems
characteristic of Latino groups have helped protect
their youth from dysfunctional behavior, and they
serve as a model for work with all families
(Szapocznik, 1995).

Parent Recruitment

Many parents are reluctant to work with schools, or
even to go into their children�s school building,
because of their own past negative experiences with

Urban School-Community Parent
Programs to Prevent Drug Use

Wendy Schwartz
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education, feelings of intimidation, or differences in
language and class that separate them from school
personnel. Therefore, using an intermediary from the
community (designated as an outreach coordinator),
preferably a person respected as a local leader or an
active member of the parents� church or ethnic
group, often increases parent participation in drug
prevention activities (Ertle, 1995). So does meeting
in churches, community centers, or other non-school
locations. It may even be necessary to use mobile
outreach units to bring information and resources to
families at home or at places where they gather
(Bickel, 1995). The coordinator, using the parents�
native language and conveying respect and support,
can elicit their concerns about family and community
problems and solicit suggestions for solving them.
The coordinator can also help parents understand
that they are being asked to help create and manage
anti-drug interventions, not simply follow the orders
of school personnel (Ertle, 1995).

Some parents do not participate in drug prevention
activities because they do not realize that drug use is
a local problem. They may simply lack information
because they are new to the area or not informed, or
they may refuse to acknowledge the demonstrated
existence of drugs in the misguided hope that doing
so will prevent them from reaching their own home.
It is important, therefore, for trusted people, such as
the outreach coordinator, to be sure that families are
provided with the facts about the local drug situation
(Bickel, 1995; Cohen & Linton, 1995).

Unfortunately, the families most at risk of having a
child use drugs, possibly because adults in the home
are users, are hardest to engage in prevention
activities. Many, however, are willing to participate
in other, more general, programs, such as those that
consist of  youth bonding activities; cultural, sports,
and fun events; and forums on health and child
rearing. These can include an anti-drug component
(Gardner, Green, & Marcus, 1994).

Parent Support

To encourage parent involvement in school drug
prevention programs, schools should make efforts to

increase family trust (Bickel, 1995). To encourage
parents� initiation of anti-drug interventions at home
and, with other parents, in the community, schools
need to equip parents with information and strategies
to increase the effectiveness of their efforts. Out-
reach should be respectful of parents� innate abilities
and ultimate responsibility for child rearing. Informa-
tion can be provided directly in anti-drug forums, but
experience has shown that parent participation is
greater when drug prevention is included in a more
comprehensive program. For example, a life skills
program can also offer English language instruction,
job training, help with dealing with public agencies,
and other services benefiting disadvantaged families.
A family wellness program can also cover develop-
ing and maintaining good family relationships and
solving family problems (Ertle, 1995).

One key topic for parents to explore is how to
develop and maintain their natural leadership in the
home. This involves good communication of values
and appropriate expectations, active listening to their
children�s concerns, and good family problem
solving. Parents may feel particularly vulnerable
when their children approach adolescence and are
faced with a myriad of new child rearing issues
(Szapocznik, 1995).

Another important parent concern is how the ability
to deliver an effective anti-drug message can be
compromised by differences in acculturation and
English language proficiency across generations. The
greater the gaps, the more likely there will be
conflicts within the family, and between generations
and cultures, with the result that youth reject their
family�s values. In addition, when youth serve as
translators for their elders, the natural balance of
power can be reversed, with an ensuing devaluation
of parental authority. In addition to preserving their
authority, minority and immigrant parents need to
foster a strong sense of family belonging in order to
protect their children from feelings of societal
isolation and marginalization that can lead to anti-
social behavior (Szapocznik, 1995).

Parents who are themselves drug users, or who used
substances in the past may need guidance in answer-
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ing their children�s questions. Past users may indicate
that the harmful effects of using certain drugs were
not known when they did so; that while they were
not harmed, other people suffered severe conse-
quences; and that they decided they felt better when
clean. Current users need professional help in
dealing with their own addiction and their children�s
concerns (National PTA, 1996).

Parent Activities

Parents can engage in a wide range of activities
independently and with the local school and commu-
nity groups. Organizations that initiate projects
should encourage parents� feelings of ownership to
maintain their involvement, support, and enthusiasm
(Bickel, 1995). The following are some examples of
parent activities with demonstrated effectiveness
(Bickel, 1995; Cohen & Rice, 1995; Ertle, 1995;
Szapocznik, 1995):

� Parent volunteers can improve school safety by
monitoring the campus, halls, and bathrooms.
They can also sit in with teachers who are
experiencing disruption in class.

� Parent volunteers, identified by badges, can
serve as �neighborhood watchers� to ensure
students� safe travel to and from school, and to
offer them protection from dealers and bullies.

� Parents can work with schools and community
groups to organize after-school and weekend
programs to engage students constructively.
They can also organize or chaperon proms, parties,
and games that might be sites for drug activity.

� Parents can initiate networks of parents to keep
informed about local issues and to work to-
gether to keep their children safe. They can
organize �hotlines� to keep others informed and
to deal with crises. Parent mentors can provide
parents new to the area with information about
local drug prevention efforts and encourage their
involvement.

� In groups, parents and children can share their
thoughts and information about drug use so that

local drug activity is revealed and parents�
attitudes are clearly conveyed. Children can
identify their friends so parents learn who might
be influencing them.

� Parents can institute family meetings, common in
Latino households, that provide all members
with a sense of belonging and provide an
opportunity to discuss important issues and
share concerns.

Conclusion

Effective school-family collaborations to prevent
youth drug use require mutual respect; an accurate
understanding of the nature and concerns of commu-
nity members and the local problems; and an
ongoing commitment of time and resources by
everyone involved. It is important that the responsi-
bilities for both decision making and tasks be
shared, and that assignments be clearly stated.
Above all, families must feel confident that they can
share problems with others, that confidentiality will
be maintained, and that they will receive useful and
sustained help and support.
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More than other educational innovations, high-
quality programs for young children living in poverty
have demonstrated the promise of lasting benefits
and return on investment. Various longitudinal studies
have documented such benefits. Some of these
studies have been intensive, i.e., they used a strict
experimental design but studied fewer than 500
study participants at a single site. Others have been
extensive, i.e., they used a less strict design but
studied more than 500 study participants at multiple
sites or over several years. Generally speaking, the
results of intensive studies are clearly valid for the
subject group studied but are harder to generalize to
a larger population. The reverse is true for extensive
studies. Both types of studies are important to well-
informed public policy development.

The programs examined in the longitudinal studies
reported in this digest served young children living in
poverty who were at special risk of school failure.
Children entered the programs at some time before
age five and remained in them for at least one school
year. The studies examined a variety of high-quality
early childhood programs that included either classes
for children or home visits to parents and children or
both. Some of the studies lasted only a few years, while
others followed program participants into adulthood.

Effects on School
Performance

All of the studies that collected data on early child-
hood intellectual performance found that their
program groups had significantly better intellectual
performance than their no-program groups during
the program and for a year or two thereafter. A
comprehensive meta-analysis identified 50 Head
Start studies that found evidence of immediate
improvements in children�s intellectual and
socioemotional performance and health that lasted
several years (McKey et al., 1985).

Some educators and others believe that, while
preschool programs for children in poverty have
positive effects, these effects fade away over time.
However, clear evidence of the gradual disappear-
ance of effects has been found only for gains in
children�s scores on tests of their intellectual perfor-
mance, and not for other positive effects of programs.

Several studies, including those by Gray et al.
(1982), Irvine (1982), Levenstein et al. as reported
in the Consortium for Longitudinal Studies (CLS)
(1983, pp. 237-263), and Schweinhart et al. (1993),
found that significantly fewer program participants
than nonparticipants in a matched control group
were ever placed in special education classes. In
three studies by Gotts (1989), Irvine (1982), and
Palmer as reported in the CLS (1983, pp. 201-
236), significantly fewer program participants than
nonparticipants were ever retained in grade.

In several studies (Fuerst & Fuerst, 1993; Gotts,
1989; Schweinhart et al., 1993), the program group
had a significantly higher high school graduation
rate than the no-program group. When these
findings were examined by gender, it was found that
girls who had participated in the program had
significantly higher graduation rates than girls who
had not participated, but that a similar difference
between participants and nonparticipants was not
evident for boys. Nevertheless, in the one study with
relevant data for adults (Schweinhart et al., 1993),
men who had been program participants had
significantly higher monthly earnings, higher rates of
home ownership, and fewer lifetime arrests than men
who had not participated in the program.

Effects on
Community Behavior

One intensive study, the High/Scope study as
reported by Schweinhart et al. (1993), found
evidence that program participation had positive

Lasting Benefits of Preschool Programs
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effects on adult crime, earnings, wealth, welfare
dependence, and commitment to marriage. For
example, program group members averaged signifi-
cantly fewer criminal arrests than the no-program
group�2.3 versus 4.6 arrests. Only 12% of men
who had participated in the program had been
arrested five or more times, compared to 49% of
men who had not participated in the program. Only
7% of the program group had ever been arrested for
drug dealing, significantly fewer than the 25% of the
no-program group. In the High/Scope study and one
other (Lally et al., 1988), program-group members
spent significantly less time on probation than did
no-program group members.

The High/Scope study found that 29% of those who
had participated in the program reported monthly
earnings at age 27 of $2,000 or more, significantly
more than the 7% of nonparticipants who reported
such earnings. For men, the difference was due to
better paying jobs: 42% of participants as compared
to only 6% of nonparticipants reported such monthly
earnings. For women, the difference was in employ-
ment rates: 80% of participants but only 55% of
nonparticipants were employed at the time of the
age-27 interview. Significantly more of the program
group than the no-program group owned their own
homes (36% versus 13%) and owned second cars
(30% versus 13%). Significantly fewer program
group members than no-program group members
received welfare assistance or other social
services as adults (59% versus 80%). The study
found that 40% of women who had participated in
the program, but only 8% of those who had not,
were married at age 27; while 57% of the births to
program females were out-of-wedlock, 83% of the
births to no-program females were out-of-wedlock.

Return on Investment

The 1993 Schweinhart et al. study also involved a
systematic analysis of the costs and benefits of the
preschool program and its effects, expressed in
constant 1992 dollars discounted annually at 3%.
The program returned to taxpayers $88,433 per
participant from the following sources:

� savings in schooling, due primarily to reduced
need for special education services, and despite
increased college costs for preschool-program
participants;

� higher taxes paid by preschool-program partici-
pants because they had higher earnings;

� savings in welfare assistance; and

� savings to the criminal justice system and to
potential victims of crimes.

With most participants attending the program for
two school years, the average cost of the program
was $12,356 per participant. Thus, the program
provided taxpayers a return on investment of
$7.16 on the dollar, better than most other public
and private investments. The program cost $7,252
per child per year, primarily because it provided one
teacher for every five children. It probably would
have had the same effects if it had had one teacher
for every eight children and would then have cost
$5,000 per child per year. Spending less than that,
however, would have jeopardized the program�s
effectiveness and return on investment.

Only High-Quality
Programs Have
Lasting Effects

These studies suggest that high-quality programs for
young children produce significant long-term benefits
because they empower young children, parents, and
teachers.

High-quality programs empower young children by
encouraging them to initiate their own learning
activities. The idea that young children initiate their
own learning activities rather than act as mere
passive recipients of information from others is
central to developmentally appropriate practice for
young children. Such active learning encourages
children to solve their everyday intellectual, social,
and physical problems and to assume a measure of
control over their environment.

Such programs empower parents by involving them
as partners with teachers in supporting their
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children�s development. Most of the preschool
programs found to have long-term benefits included
weekly home visits or emphasized parent involve-
ment in other ways. The programs strengthened
parents� ability to view their children as able, active
learners and to support their children�s development
of a sense of control and of intellectual, social, and
physical abilities.

Such programs empower teachers by providing
them with inservice curriculum training and support-
ive curriculum supervision, which help them engage
in practices that support children and parents. Such
training is most successful in promoting quality when
agencies have supportive administrations and trained
curriculum specialists on staff who provide teachers
with hands-on workshops, observation and feed-
back, and follow-up sessions (Epstein, 1993).

Too often, our response to the intractable problems
of poverty, crime, drug abuse, unemployment, and
welfare dependence is frustration and even despair.
Whatever we do, it seems these problems will not
go away. Nor will high-quality preschool programs
make them go away entirely. But the evidence
suggests that providing such programs will signifi-
cantly reduce the magnitude of these problems; and
that is reason enough to provide them.
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Introduction

The National Association for the Education of
Young Children (NAEYC) position statement on
media violence and children (1990) reports that
violence in the media has increased since 1980 and
continues to increase, particularly since the Federal
Communication Commission�s decision to deregu-
late children�s commercial television in 1982. The
NAEYC statement cites the following examples:

� Air time for war cartoons increased from 1.5 hours
per week in 1982 to 43 hours per week in 1986.

� In 1980, children�s programs featured 18.6
violent acts per hour and now have about 26.4
violent acts each hour.

According to an American Psychological Associa-
tion task force report on television and American
society (Huston, et al., 1992), by the time the
average child (i.e., one who watches two to four
hours of television daily) leaves elementary school,
he or she will have witnessed at least 8,000 murders
and more than 100,000 other assorted acts of
violence on television.

Indicating growing concern regarding the issue of
television violence, recent commentaries in the
Washington Post (Harwood, 1993; Will, 1993;
�Televiolence,� 1993) highlight:

� a paper by Centerwall (1993) that examines
several studies and argues that television vio-
lence increases violent and aggressive  tenden-
cies in young people and contributes to the
growth of violent crime in the United States;

� and a Times Mirror poll, reported in March
1993, that found that the majority of Americans
feels that �entertainment television is too violent
...that this is harmful to society...that we as a
society have become desensitized to violence.�

This digest describes the overall pattern of the
results of research on television violence and behav-
ior. Several variables in the relationship between
television violence and aggression related to charac-
teristics of the viewers and to the portrayal of
violence are identified. Finally, concerns regarding
the effects of television violence are summarized.

Research Findings

The overall pattern of research findings indicates a
positive association between television violence and
aggressive behavior. A Washington Post article
(Oldenburg, 1992), states that �the preponderance
of evidence from more than 3,000 research studies
over two decades shows that the violence portrayed
on television influences the attitudes and behavior of
children who watch it.� Signorielli (1991) finds that:
�Most of the scientific evidence...reveals a relation-
ship between television and aggressive behavior.
While few would say that there is absolute proof that
watching television caused aggressive behavior, the
overall cumulative weight of all the studies gives
credence to the position that they are related.
Essentially, television violence is one of the things
that may lead to aggressive, antisocial, or criminal
behavior; it does, however, usually work in conjunc-
tion with other factors. As aptly put by Dorr and
Kovaric (1980), television violence may influence
�some of the people some of the time�� (pp. 94-95).

Characteristics of
Viewers

The following characteristics of viewers, summarized
by Clapp (1988), have been shown to affect the
influence of television violence on behavior.

� Age. �A relationship between television violence
and aggression has been observed in children as
young as 3 (Singer & Singer, 1981).  Longitudi-

Television Violence and Behavior: A Research Summary

Marilyn E. Smith
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nal data suggest that the relationship is much
more consistent and substantial for children in
middle childhood than at earlier  ages (Eron &
Huesmann, 1986). Aggression in early adult-
hood is also related to the amount of violence
watched in middle childhood,  although it is not
related to the amount watched in early adult-
hood (Eron, Huesmann, Lefkowitz, & Walder,
1972). It has been proposed  that there is a
sensitive period between ages 8 and 12 during
which children are particularly susceptible to the
influence of television  violence� (Eron &
Huesmann, 1986, pp. 64-65).

� Amount of television watched. �Aggressive
behavior is related to the total amount of televi-
sion watched, not only to the amount of  violent
television watched. Aggressive behavior can be
stimulated also by frenetic, hectic programming
that creates a high level of  arousal in children�
(Eron & Huesmann, 1986; Wright & Huston,
1983 p. 65).

� Identification with television personalities.
�Especially for boys, identification with a char-
acter substantially increases the likelihood  that
the character�s aggressive behavior will be
modeled� (Huesmann & Eron, 1986;
Huesmann, Lagerspetz, & Eron, 1984 p. 65).

� Belief that television violence is realistic.
�Significant relationships have been found
between children�s belief that television violence
is realistic, their aggressive behavior, and the
amount of violence that they watch� (Huesmann,
1986; Huesmann & Eron, 1986, p. 65).

� Intellectual achievement. �Children of lower
intellectual achievement generally (1) watch
more television, (2) watch more violent  televi-
sion, (3) believe violent television reflects real
life, and (4) behave more aggressively�
(Huesmann, 1986, p. 65).

Comstock and Paik (1987, 1991) also identify the
following factors that may increase the likelihood of
television influence:

� Viewers who are in a state of anger or provoca-
tion before seeing a violent portrayal.

� Viewers who are in a state of frustration after
viewing a violent portrayal, whether from an
extraneous source or as a consequence of
viewing the portrayal.

Portrayal of Violence

The following are factors related to how the violence
is portrayed which may heighten the likelihood of
television influence. Research on these factors is
summarized by Comstock and Paik (1987, 1991):

� Reward or lack of punishment for the portrayed
perpetrator of violence.

� Portrayal of the violence as justified.

� Cues in the portrayal of violence that resemble
those likely to be encountered in real life. For
example, a victim in the portrayal with the same
name or characteristics as someone towards
whom the viewer holds animosity.

� Portrayal of the perpetrator of violence as
similar to the viewer.

� Violence portrayed so that its consequences do
not stir distaste or arouse inhibitions.

� Violence portrayed as real events rather than
events concocted for a fictional film.

� Portrayed violence that is not the subject of
critical or disparaging commentary.

� Portrayals of violent acts that please the viewer.

� Portrayals in which violence is not interrupted by
violence in a light or humorous vein.

� Portrayed abuse that includes physical violence
and aggression instead of or in addition to verbal
abuse.

� Portrayals, violent or otherwise, that leave the
viewer in a state of unresolved excitement.
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Comstock and Paik (1991) argue that �these
contingencies represent four dimensions: (a) efficacy
(reward or lack of punishment); (b) normativeness
(justified, consequenceless, intentionally hurtful,
physical violence); (c) pertinence (commonality of
cues, similarity to the viewer, absence of humorous
violence); and (d) susceptibility (pleasure, anger,
frustration, absence of criticism)� (pp. 255-256).

Concerns

Three major areas of concern regarding the effects
of television violence are identified and discussed by
the National Association for the Education of Young
Children (1990):

1. Children may become less sensitive to the pain
and suffering of others.

2. They may be more likely to behave in aggressive
or harmful ways toward others.

3. They may become more fearful of the world
around them.

Of these, Signorielli (1991) considers the third
scenario to be the most insidious: �Research...has
revealed that violence on television plays an impor-
tant role in communicating the social order and in
leading to perceptions of the world as a mean and
dangerous place. Symbolic victimization on televi-
sion and real world fear among women and minori-
ties, even if contrary to the facts, are highly related
(Morgan, 1983). Analysis also reveals that in most
subgroups those who watch more television tend to
express a heightened sense of living in a mean world
of danger and mistrust as well as alienation and
gloom� (p. 96).

Another concern addressed by the National Asso-
ciation for the Education of Young Children (1990)
is the negative effect on children�s play of viewing
violent television: �In short, children who are fre-
quent viewers of media violence learn that aggres-
sion is a successful and acceptable way to achieve
goals and solve problems; they are less likely to
benefit from creative, imaginative play as the natural
means to express feelings, overcome anger, and gain
self-control� (p. 19).
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Schools can add a crucial component to the drug
prevention efforts of parents by incorporating
prevention strategies within the context of health,
science, and family life curricula. Schools also
provide an organized peer group setting in which
children can develop communication and decision-
making skills.

Schools need to have a clear no-use drug and
alcohol policy. Some schools require students and
parents to sign a form agreeing that all drug-related
offenses will be referred to the police and that
students who use drugs, including alcohol, will be
required to obtain counseling.

For schools to respond effectively and complement
the activities of the family, the entire community must
be involved. When community members are asked
to provide input into the school�s strategy to combat
drug abuse, they can make valuable contributions to
the effort and, in turn, add legitimacy to the school�s
drug prevention program.

Student Assistance Programs (SAPs) have proven
to be quite successful in combatting drug use in
many schools. SAPs involve teams of students,
teachers, administrators, parents, and counselors
trained to recognize causes and symptoms of
substance abuse and provide or recommend appro-
priate intervention. Within a SAP, school profession-
als are able to refer students confidentially to a
�core� or �impact� team that follows up to determine
whether intervention or further referral is required.
These programs can be tailored to meet the needs of
a particular community.

In their classroom practice, teachers can exert
significant influence on the beliefs, attitudes, and
opinions of their students and complement other
drug prevention activities. For example, teachers can
hone the problem-solving and decision-making skills

of students by incorporating drug prevention strate-
gies into daily lesson plans that are geared toward
the social and intellectual needs of their students. In
middle school, for instance, peer pressure can be
intense. Middle school teachers may use role playing
to help small groups of students practice ways to
resist peer pressure to use alcohol and other drugs.

The use of  �peer leaders� has been successful both
in and out of school. Peer leaders receive special
training to help them develop strong communication
and problem-solving skills. They may lead discus-
sion groups to give other students a forum to voice
their questions and concerns. The peer-leader strategy
provides positive role models for other students and
strengthens the self-esteem of the peer leaders.

How Can I Find Out More
about School Drug Prevention
Programs?

The following organizations provide materials,
technical assistance, or other support to schools in
developing a successful drug prevention strategy:

U.S. Department of Education
Drug Abuse Prevention Outreach Program
Office of Elementary and Secondary Education
400 Maryland Avenue SW
Washington, DC 20208
(202) 401-3030

National Clearinghouse for Alcohol and Drug
Information
11426 Rockville Pike
Rockville, MD 20850
1-800-729-6686

National School Safety Center
4165 Thousand Oaks Boulevard, Suite 290
Westlake Village, CA 91362

How Can Schools Help Prevent Children from Using Drugs?

Matthew Soska
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(805) 373-9977

Western Regional Center for Drug-Free Schools
and Communities Resource Center
Northwest Regional Educational Laboratory
101 Southwest Main, Suite 500
Portland, OR 97204
1-800-547-6339

Conclusion

Parents play an important role in educating their
children about drugs, but they cannot do it alone.
Other groups also exert strong influence over
children, including the school, clubs, and teams.
Schools can increase children�s awareness of the
negative effects of drug use and equip them with
skills to resist drug and alcohol use. When parents
and schools work together within the context of the
larger community, they gain the consensus that will
strengthen drug prevention efforts.
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Increased numbers of working mothers of  3-, 4-,
and 5-year-olds have created a need for preschools
for today�s young children and are concerned about
the quality of these preschools. As a result, parents
are searching for guidelines for selecting a good
program for their children, who may require care for
8 or more hours a day. Questions often raised by
parents are:

How Do I, as a Parent,
Select a Preschool
Program?

First of all, trust your intuitions. If you feel a specific
program is not right for your preschooler, it may not
be. However, here are some basic program compo-
nents to look for when you visit a school or day care
center:

� Teachers are questioning individual children,
encouraging them to expand their thinking and
problem-solving skills.

� Children are intellectually engaged, eager, and
happy; children are not bored, tense, or un-
happy. Look at their faces.

� Children are working on individual or collabora-
tive projects; children are not all doing the same
project in the same way.

� Children have physical space to experiment and
play, and time to be alone; they are not crowded
into a confined or restrictive area for long
periods of time.

� Children are creating their own writing or
dictating their own stories to the teacher; chil-
dren are not copying or completing a worksheet
out of a book.

Should I Send My Child
to an Academic
Preschool?

Many early childhood programs in the last decade
have reflected a concentration on basic academic
skills�or the proverbial three R�s. The major
reason for this academic thrust has been the per-
ceived need to prepare 3- and 4-year-olds for the
future demands of kindergarten and first grade. Early
childhood literature has characterized this phenom-
enon as the �push-down effect.�

However, preschool programs are in fact changing.
In the last 2 to 3 years (1988-1991), there have
been signs of a movement away from the academic,
push-down effect to more play-oriented programs.
This shift from a strong academic focus to more
child-initiated activities has the endorsement of
professionals in the early childhood education field,
who advocate holistic programs for young children.

What Has Caused This
Shift in Preschool
Programs?

The early childhood profession is speaking out and
being heard. Since the issuance of two professional
statements�one by the National Association of
State Boards of Education (NASBE) in a 1988
publication, Right From the Start, and the other by
the National Association for the Education of Young
Children (NAEYC), in the 1987 Developmentally
Appropriate Practices in Early Childhood Pro-
grams Serving Children from Birth through Age
Eight�there has been a renewed interest in and
emphasis on the development of the whole child.
Activities initiated by children themselves are central
to these program goals.

What Is a Quality Preschool Program?

Beverly B. Swanson
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What Are Child-
Initiated Activities?

Child-initiated activities offer a wide range of
opportunities for children to directly experience and
manipulate new ideas and objects. The following are
examples of child-initiated goals:

� Choice making�The curriculum offers chil-
dren the opportunity to choose from a variety of
activities throughout the day.

� Creating�Activities encourage children to
create their own ideas for art projects, block
constructions, or dance improvisations.

� Interacting�Talking with other children and
adults fosters a child�s sense of self and self-
esteem. Through conversation, children learn
new words and learn to cooperate. Thus,
language skills and a positive self-image are
encouraged through conversation.

� Playing�Creative play materials encourage
children to question, experiment, and pretend. A
housekeeping area, block area, or pretend
grocery store provide children �real experi-
ences� to develop vocabulary and gain an
understanding of the world around them.

� Discovering�Real experiences provide
children with opportunities to exercise their
curiosity and discuss events that are relevant to
their everyday lives. Visiting grocery stores,
farms, and hospitals; preparing snacks; and
talking to police officers, firefighters, and janitors
contribute to a child�s understanding of the real
world. The world can also be discovered
through good books. Reading books daily to
children is an essential part of a quality program.

What Is the Role of
the Preschool
Teacher?

Studies have consistently found that it is the teacher
who makes a difference in whether children profit
from preschool activities. It is the teacher who plans

the activities, listens and talks to children, and
encourages growth in the child�s intellectual and
social development. Thus, the lead teacher in a
preschool program should have training in early
childhood education or child development.

An effective preschool program reflects a variety of
activities: free-choice activities and small group
times; quiet periods and active times; short activities
and a few longer ones to increase the child�s atten-
tion span (e.g., listening to an interesting story); and
careful planning to develop the child socially, emo-
tionally, physically, and intellectually.
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Interest in the quality of after-school programs has
been increasing. A growing number of parents
recognize that their children need a safe place to
spend non-school time and an organized program
for both reinforcing the school curriculum and
cultivating strengths not developed in school. In urban
and low income areas, after-school programs are
essential to counteract the effects of a range of factors
that can contribute to youth�s lack of opportunities
and ability to succeed academically (Posner &
Vandell, 1994). Thus, President Bill Clinton has pro-
posed significantly increasing funding for urban pro-
grams, and Congress and some local governments
have also advocated and funded after-school activities.

To date, research to determine which types of
programs work best with urban youth has been
limited, in part due to a historical disinclination to
spend time and money on evaluations (Flaxman &
Orr, 1996; Flannery, 1998) and in part due to
difficulties specific to investigations of after-school
programs. Recently, however, the Center for Re-
search on the Education of Students Placed at Risk
(CRESPAR), at Johns Hopkins University and
Howard University, conducted a survey of 34
programs currently in use after school or in use
during school but with the potential for use after
school. CRESPAR�s Review of Extended-Day and
After-School Programs and Their Effectiveness
(Olatokunbo S. Fashola, October 1998) describes
specific programs (and provides contact informa-
tion), common program types, and curricular and
instructional strategies that seem to be effective. This
digest, updating two 1996 Clearinghouse publica-
tions on urban after-school programs, offers a
distillation of CRESPAR�s findings.

Types of Programs

Many local after-school programs are modeled on
national programs, using their resources and, fre-
quently, their technical assistance. Other programs

are local or even one-site operations; they may draw
on national models, develop their design indepen-
dently, or work with local schools to help mesh the
educational services of both school and after-school
programs. Programs fall into five general categories:

Language Arts. These programs, focusing on a
single component of the curriculum, address the
need to increase urban students� literacy and lan-
guage skills. One specific program goal is to in-
crease reading by youth, possibly as an alternative to
watching television. A parent component of some
programs encourages families to read and visit the
library together, and parents to help with their
children�s homework.

Study Skills. These programs, which may address
all areas of the curriculum, are specifically designed
for at-risk students whose lack of study and com-
prehension skills hampers their academic achieve-
ment. Specially-trained teachers provide students
with strategies for successfully organizing and
retaining information taught in the classroom and for
preparing for tests.

Academic Subjects. These programs address a
specific curriculum area such as science or computer
technology. Many programs in this category are
extended-day programs; that is, they operate in the
early morning and during school vacations as well as
after school. Some were developed as enrichment
programs by for-profit organizations.

Tutoring. These programs help students improve
their reading. They differ from language arts pro-
grams in that they are comprised solely of one-on-
one tutoring activities.

Community-Created or Community-Based.
These programs are often developed within the
community to meet local needs, although some are
local branches of national multi-focus programs,

Urban After-School Programs:
Evaluations and Recommendations



2

A
PPE

N
D

IX

Appendix

such as scouting. They are more likely than other
programs to emphasize recreational, social, or
cultural activities, although they may be housed in
schools.

Program Evaluation
History and Methods

Specific outcomes of after-school programs for
urban students and youth of color are difficult to
ascertain. Not only have few evaluations been
conducted, but those that exist are based on middle-
income white youth and thus may not be relevant for
low-income populations. Most evaluations also
suffer from selection bias because families that
volunteer for after-school programs may be different
enough from those that do not to affect the impact of
the program. A lack of controls also plagues most
evaluations because of the difficulty in finding a
comparable non-participating group of youth to
track. Finally, correlating a youth�s program partici-
pation with improvements in academic achievement
is hampered by a lack of coordination between the
academic programs of the school and the after-
school program. Also, since not all students attend-
ing a single after-school program attend the same
school, the program cannot develop its curriculum to
reinforce or supplement that of a specific school.

CRESPAR has identified several solutions to these
methodological problems. They involve use of
control groups comprised of youth randomly placed
on a waiting list when they sought to enroll in a
program; youth on a waiting list because they signed
up too late to be enrolled immediately; or youth who
attend the same school as program participants, had
the opportunity to sign up for the program, but did
not. These controls can be employed in future
studies to produce more dependable results.

However flawed the studies determining their
viability, most of the programs described in the
CRESPAR review have been shown to be effective
in an after-school setting or effective as an in-school
program and easily replicable for use after school.

Evaluation Findings

Despite the paucity of rigorous evaluations of after-
school programs, it is still possible to identify com-
ponents common to the most effective urban pro-
grams and to make recommendations for imple-
menting them.

Effective Program Components

Programs that address the following three develop-
ment needs of the �whole� child (Bronfenbrenner,
1986) are best:

Academic. Optimally, to improve the school
performance of children, the curriculum of after-
school programs should be aligned with that of the
school by using regular school-day teachers as
program staff. If this is not possible, the program
should employ qualified instructors who provide
homework assistance and organize activities pro-
moting basic skills mastery, and who are familiar
with and can be held accountable for student
outcomes. One-on-one tutoring projects are par-
ticularly effective.

Recreational. After-school programs may provide
the only way urban youth can engage in recreational
activities, given the unsafe conditions of many parks,
budget cuts that curtail school and community sports
programs, and the lack of local adults available to
coach teams or serve as advisors to clubs. The
recreational component of an after-school program
can provide children with opportunities to develop
whatever skills they choose, while also helping them
learn good sportsmanship, coping strategies, and
problem solving.

Cultural. Like recreational activities, a program�s
cultural component helps youth develop important
skills not addressed by the school curriculum, and
can help develop participants� self-esteem. Cultural
activities include hobbies, such as woodworking,
fishing, sewing, and playing a musical instrument.
They can also provide lessons in etiquette, inter-
viewing skills, dressing for success, and conflict
resolution.
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Effective Program Development
and Management

The implementation of the above-described compo-
nents of a successful after-school program requires
thoughtful development and strong management.
Characteristics of well-designed programs include
the following:

Well-Trained Staff and Volunteers. First, pro-
grams must recruit well qualified and caring staff and
volunteers, including parents who can benefit from
participation in family projects. Training should
include how to work well with different types of
children of different ages, in addition to how to
implement specific program components. Ongoing
contact with staff should include group and individual
meetings, opportunities to solve problems, and
evaluation.

A Solid Structure. Programs need clear goals,
well-developed procedures and resources for
attaining them, and extensive staff development,
especially those with an academic focus (Fashola &
Slavin, 1997). Programs that do not use pre-
packaged academic programs have to allow ad-
equate time for curriculum and program develop-
ment and training. Many effective programs have a
strong link with the school curriculum.

Assessment. Evaluation of a program�s effective-
ness requires an initial statement of its goals: aca-
demic, recreational, social, etc. An assessment can
then indicate specific changes in the participants,
such as increased reading scores and higher self-
esteem; or improved attitudes and behavior (i.e.,
lack of involvement with drugs and violence). The
most valuable assessments compare the gains of
program participants with a control group of similar
non-participants.

Inclusion of Families in Program Planning. This
is especially important for programs offering cultural
and recreational activities for children and their
parents, since families of participants are more likely
to stay involved if they help design projects.

An Advisory Board. An external board helps
maintain links between the community, families,
religious organizations, and the school system. It also
creates a group of stakeholders who make policy
decisions about the program and are responsible for
its smooth operation.
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Violence in the United States has claimed thousands
of lives and annually costs hundreds of millions of
dollars in medical care and lost wages. In the
context of this digest, the term violence is used to
refer to child abuse or other domestic conflict, gang
aggression, and community crime, including assault.
One of the most pernicious consequences of vio-
lence is its effect on the development of children.
This digest examines the developmental conse-
quences for children who are the victims of, or
witnesses to, family and community violence.

Violence in the
Preschool Years

Children growing up with violence are at risk for
pathological development. According to Erikson�s
classical exposition of individual development,
learning to trust is the infant�s primary task during the
first year of  life. Trust provides the foundation for
further development and forms the basis for self-
confidence and self-esteem. The baby�s ability to
trust is dependent upon the family�s ability to provide
consistent care and to respond to the infant�s need
for love and stimulation. Caregiving is compromised
when the infant�s family lives in a community racked
by violence and when the family fears for its safety.
Parents may not give an infant proper care when
their psychological energy is sapped by efforts to
keep safe (Halpern, 1990). Routine tasks like going
to work, shopping, and keeping clinic appointments
take careful planning and extra effort.

When infants reach toddlerhood they have an inner
push to try newly gained skills, such as walking,
jumping, and climbing. These skills are best prac-
ticed in parks and playgrounds, not in crowded
apartments. But young children who live in commu-
nities racked by crime and menaced by gangs are
often not permitted to be out-of-doors. Instead, they
are confined to small quarters that hamper their

activities, and that lead to restrictions imposed by
parents and older family members (Scheinfeld,
1983). These restrictions, which are difficult for
toddlers to understand and to obey, can lead in turn
to disruptions in their relationships with the rest of
the family.

During the preschool years, young children are
ready to venture outside of the family in order to
make new relationships and learn about other
people (Spock, 1988). However, when they live in
neighborhoods where dangers lurk outside, children
may be prevented from going out to play or even
from accompanying older children on errands. In
addition, preschoolers may be in child care pro-
grams that are located in areas where violent acts
occur frequently.

Violence: The
School Years

Although the early years are critical in setting the
stage for future development, the experiences of the
school years are also important to children�s healthy
growth. During the school years, children develop
the social and academic skills necessary to function
as adults and citizens; violence at home or in the
community takes a high toll.

� When children�s energies are drained because
they are defending themselves against outside
dangers or warding off their own fears, they
have difficulty learning in school (Craig, 1992).
Children traumatized by violence can have
distorted memories, and their cognitive functions
can be compromised (Terr, 1983).

� Children who have been victimized by or who
have seen others victimized by violence may
have trouble learning to get along with others.
The anger that is often instilled in such children is

Violence and Young Children�s Development

Lorraine B. Wallach
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likely to be incorporated into their personality
structures. Carrying an extra load of anger
makes it difficult for them to control their behav-
ior and increases their risk for resorting to
violent action.

� Children learn social skills by identifying with
adults in their lives. Children cannot learn
nonaggressive ways of interacting with others
when their only models, including those in the
media, use physical force to solve problems
(Garbarino et al., 1992).

� To control their fears, children who live with
violence may repress feelings. This defensive
maneuver takes its toll in their immediate lives
and can lead to further pathological develop-
ment. It can interfere with their ability to relate to
others in meaningful ways and to feel empathy.
Individuals who cannot empathize with others�
feelings are less likely to curb their own aggres-
sion, and more likely to become insensitive to
brutality in general. Knowing how some youths
become emotionally bankrupt in this way helps
us understand why they are so careless with
their own lives and with the lives of others
(Gilligan, 1991).

� Children who are traumatized by violence may
have difficulty seeing themselves in future roles
that are meaningful. The California school
children who were kidnapped and held hostage
in their bus were found to have limited views of
their future lives and often anticipated disaster
(Terr, 1983). Children who cannot see a decent
future for themselves have a hard time concen-
trating on present tasks such as learning in
school and becoming socialized.

� Children need to feel that they can direct some
part of their existence, but children who live with
violence learn that they have little say in what
happens to them. Beginning with the restrictions
on autonomy when they are toddlers, this sense
of helplessness continues as they reach school
age. Not only do they encounter the constraints
that all children do, but their freedom is restricted

by an environment in which gangs and drug
dealers control the streets.

� When children experience a trauma, a common
reaction is to regress to an earlier stage when
things were easier. This regression can be
therapeutic by allowing the child to postpone
having to face the feelings aroused by the
traumatic event. It is a way of gaining psycho-
logical strength. However, when children face
continual stress they are in danger of remaining
psychologically in an earlier stage of development.

Individual Differences
and Resilience

Not all children respond to difficult situations in the
same way; there are many factors that influence
coping abilities, including age, family reaction to
stress, and temperament. Younger children are more
likely to succumb to stress than school-age children
or adolescents. Infants can be shielded from outside
forces if their caregivers are psychologically strong
and available to the baby.

Children who live in stable, supportive homes have a
better chance of coping because they are sur-
rounded by nurturing adults. If grown-ups are willing
to listen to children�s fears and provide appropriate
outlets for them, children are better able to contend
with the difficulties in their lives. Children are more
resilient if they are born with easy temperaments and
are in good mental health. If they are lucky enough
to have strong parents who can withstand the
stresses of poverty and community violence, children
also have a better chance of growing into happy and
productive adults (Garmezy & Rutter, 1983).

Adaptability in
Children

Although what happens to them in the early years is
very important, many children can overcome the
hurts and fears of earlier times. For children living in
an atmosphere of stress and violence, the ability to
make relationships and get from others what they
miss in their own families and communities is crucial
to healthy development.
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The staff in schools, day care centers, and recre-
ational programs can be resources to children and
offer them alternative perceptions of themselves, as
well as teaching them skills for getting along in the
world. With time, effort, and skill, caregivers can
provide children with an opportunity to challenge the
odds and turn their lives in a positive direction.
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