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The Hamilton Fish Institute

“Working to Keep Schools and Communities Safe from Violence”

During the early 1990s, major organizations including the National Academy of Sciences and the U.S. General Accounting Office noted that most prior efforts to develop school violence prevention strategies had been hastily prepared, implemented for only short periods, and not rigorously evaluated. These organizations urged that investments be made in rigorous research, development and evaluation of programs to reduce violence in and around schools. Their recommendations inspired the creation of the Hamilton Fish Institute at The George Washington University in the Graduate School of Education and Human Development's Institute for Education Policy Studies. 

The Institute, with assistance from Congress, was founded in 1997 to serve as a national resource to test the effectiveness of school violence prevention methods and to develop more effective strategies. The Institute's goal is to determine what works and what can be replicated to reduce violence in America's schools and their communities. 

The Institute works with a consortium of seven universities whose key staff have expertise in adolescent violence, criminology, law enforcement, substance abuse, juvenile justice, gangs, public health, education, behavior disorders, social skills development and prevention programs. The Institute’s National Office (http://www.hamfish.org) at The George Washington University (http://www.gwu.edu/) develops and tests violence prevention strategies in collaboration with the following university partners: 
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  Florida State University 

http://www.criminology.fsu.edu/
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  Morehouse School of Medicine 
http://msm.edu/chpmdept.html
[image: image4.png]


  Syracuse University 


http://soeweb.syr.edu/cf.html
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  Eastern Kentucky University 

http://www.eku.edu/
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  University of Oregon 

http://www.uoregon.edu/
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  University of Wisconsin-Milwaukee 
http://www.uwm.edu/Dept/CJ/

Drawing on previous research on school violence and on the experience and knowledge of leading violence prevention experts, teachers, school administrators and others to identify the most promising prevention strategies and test them in local schools. As those strategies are identified, tested and refined, the Institute will share this information with the public. 

The Institute focuses its efforts in the following areas: 
Analyzing youth violence prevention strategies.
Through the process of meta-analysis, the Institute synthesizes and analyzes existing models and research on school violence prevention to examine their effectiveness. 

Testing promising prevention strategies in rural, suburban, and urban schools grappling with violence. 
The seven universities have established local community-school-university partnerships committed to a long-term reduction in violence. Each partnership diagnoses specific violence problems that occur in and around the schools. As problems are identified and analyzed, the university teams develop, evaluate and refine violence reduction strategies to maximize effectiveness, efficiency and practicality. Then the teams launch controlled studies to measure long-term impacts. 

During this unprecedented five-year initiative, each partnership will develop and test promising prevention strategies that include community-based mentoring, alternative education, schoolwide approaches in urban, suburban, and rural middle and high school aged students (grades 6-12). 

Disseminating its findings throughout the country to assist policy makers, states, schools, police departments, teachers, parents and youths to adopt the successful strategies. 

The Institute has en extensive Web site that is regularly updated to provide timely information to communities, policymakers, schools, and other concerned individuals.  The Institute responds to numerous requests for information and public appearances from Federal and state officials, organizations, and national media on violence-related issues, publishes regularly in professional journals, and presents findings at national conferences.

Institute Services Include: 
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	Providing the most current information and analysis about the levels and trends on school violence in the nation; 
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	Designing valid and reliable instruments for assessing youth violence and associated phenomena;

Providing comprehensive literature reviews, research papers, and a searchable database for resources on violence prevention topics; 
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	Consulting on effective strategies and promising model programs for violence prevention; 
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	Examining risk and protective factors that can serve as points for prevention and intervention;

Building effective surveillance systems for school violence and associated injuries; and 
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	Providing assistance to policymakers at the local, state and national level. 


The Institute is funded under Grant # 97-MU-FX-KO12 (S-1) from the Office of Juvenile Justice and Delinquency Prevention, U.S. Department of Justice. Points of view or opinion in this document are those of the author(s) and do not necessarily represent the official position or policies of the U.S. Department of Justice. 

The Institute is headquartered at: 
2121 K Street NW, #200,
Washington, DC 20037-1830
Phone: (202) 496-2200
Fax: (202) 496-6244
Email: hfi@hamfish.org 
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Alternatives in Education for Safety and Violence

If everyone’s goals and objectives for teaching and learning were identical or even similar, teaching would be straightforward. Anyone could teach. And everyone would learn (or not) with equal ease or challenge.

Yet people of all ages are attracted to the languages and the communications of them, to the arts and sciences, the mathematics and the physics, the social studies, and athletics in different degrees. The motivation of a second-grader reading aloud to classmates for the first time is not the motivation of the high school junior, or the teacher, when preparing for the most recent iteration of the basic skills test. Most importantly, however, the motivation for learning of the sophomore who taunts and intimidates teachers and students is not the motivation of the ninth-grader who might be suspended without tolerance for sharing an Emory board. All of these students probably represent different capacities for learning, also.

These are some of the issues--safety and learning--that fit in the discussion of alternative education.

The University of Oregon and

Hamlin Middle School, Eugene, Oregon

At Hamlin Middle School in Eugene, the research team from the University of Oregon coordinates a multi-dimensional intervention to reduce school violence. The school wide intervention includes four major components that are based on the Effective Behavioral Support model (or EBS) and the Second Steps Violence Prevention curriculum.

The EBS model has been researched and field-tested extensively by researchers at the University of Oregon. EBS is a comprehensive, whole school approach to addressing the problems posed by antisocial students and challenging forms of student behavior.

The EBS school-based intervention emphasizes clarity of purpose, positive motivation, training, and communication.

· Problem behaviors are defined clearly for students and staff members.

· Appropriate, positive behaviors are defined for students and staff.

· Students are taught the positive alternative behaviors directly and given assistance to acquire the necessary skills to enable the desired behavior change.

· Effective incentives and motivational systems are developed and carried out to encourage students to behave differently.

· Staff commit to staying with the intervention over the long term and to monitoring, supporting, coaching, debriefing, and re-adjustment as necessary to maintain progress.

· Staff receive training and regular feedback about effective implementation of the interventions, and

· Systems for measuring and monitoring the intervention’s effectiveness are established and carried out.

In implementing the intervention, the research team provides technical assistance and training to establish consistent, school wide teaching of behavior rules related to student-teacher compliance, peer-peer interaction, academic achievement, and academic study skills. In preparing for implementation, the school adopted rules based on standards of “safety,” “respect,” and “responsibility.” The school delivers lessons regularly throughout the year to teach and maintain those patterns of behavior. Additionally, the school posts the adopted rules in school posters and newsletters, and conducts school wide assemblies and video presentations of the behavior lessons.

Research indicates that a few students in schools tend to perpetrate most violent and problematic behaviors. In the language of juvenile justice practice, this is referred to as the 8-80 phenomenon. The research team concluded, while planning for implementation, that a multi-dimensional intervention would neutralize the 8-80 phenomenon and help typical students to resist engaging in risk behaviors.

Second, the school maintains a consistent system of enforcement, monitoring, and positive reinforcement to enhance the teaching of rules and sustained patterns of desired student behavior.

Third, to enhance the effect of the reinforcement strategies, the research team assessed behavior support in schools by analyzing data from responses to the survey and from discipline referral patterns. Results were provided to the school. Staff were encouraged to critique the results and participate in problem solving discussions and developing action plans during regular school meetings.

Last but not least, the research team implemented the Second Steps Violence Prevention curriculum, which was developed by the Committee for Children in 1997. The curriculum was taught by most teachers at Hamlin to maximize the effect of the intervention.

Students served by this project are at risk for academic failure, dropping out of school, court adjudication, or substance abuse. Often, at-risk students present multiple challenges to our schools. They require significant administrative time, disrupt regular classroom instruction, fail to respond to traditional school discipline, and contribute to negative school climates. These at-risk students are inclined to disobey school rules, become truant, defy authority figures, vandalize, steal, lie, talk about violent themes, harass or physically intimidate or assault others.

Equally challenging are the home and community issues that negatively influence school engagement and the academic success of at-risk students. A high percentage of these students have multiple risk factors that predict life-course juvenile delinquency. These additional risk factors are low socioeconomic status, poor parental supervision, residence in a neighborhood with high crime rates, poor peer relationships, association with delinquent friends, deficits in social skills, poor academic achievement, and other significant life stressors.

EBS and Second Steps are designed to work compatibly with the Hamilton Fish Skills For Success, or SFS, alternative education program. SFS is a comprehensive array of services that addresses individual student education and behavior, school, family, and community domains to promote immediate and long term success for at-risk students. Students served by SFS are at risk for academic failure, school dropout, court adjudication, and/or substance abuse.

The SFS program promotes three primary objectives. First, the SFS program provides positive adult mentorship and daily monitoring of each student’s academic and behavioral progress. Second, this alternative education program provides academic instruction that teaches at-risk skills that are important and relevant to their present and future success. Finally, the SFS program provides proactive casemanagement services that build family involvement and integrated support systems across education, child protection, juvenile court, mental health, financial assistance, and medical services.

SFS program services include

· casemanagement and mentoring services;

· alternative education support plan;

· SFS classroom services that include specialized academic instruction, self-management training, and daily student monitoring;

· comprehensive alternative discipline strategies that span school, classroom, and individual student systems;

· proactive casemanagement with students, regular teachers, school administration, family, and human service agencies; and

· efficient student data tracking system that facilitates prevention and timely responses to problem situations.

The role of the SFS case manager is, in one word, complex. In the middle school years, students might be overwhelmed by complex personal, social, academic, and physical changes. For at-risk students, the middle school years are often marked with the beginning of school failure, truancy, court adjudication, and family conflicts. Many at-risk students lack basic social, academic, and school survival skills necessary for social, academic, and personal success in school.

Consequently, at-risk students often perceive school as adversarial and non-supportive of their needs. For these reasons, positive adult relationships and mentoring of students form the foundation of all SFS program services. A critical function of the case manager is to provide a feeling of connection between the student and school. To accomplish this, the case manager must build a positive relationship with the 

student, provide consistent and fair discipline, and monitor academic instruction for its importance and relevance.

The skills for success program has one full time certified teacher and one full time teaching assistant. The program typically serves 12 to 15 students. Each SFS program staff member provides casemanagement and mentoring for 6 to 8 students depending on the intensity of each student’s educational, behavioral, and service coordination needs. The SFS case manager has regular contact with assigned students and maintains a mentoring relationship that encourages the student to participate and cooperate with the services provided. As mentor, the case manager discusses problems, barriers, and successes that influence students’ progression toward a more satisfying school experience.

Adult mentor relationships require that SFS staff respond to student academic and behavior problems in a non-judgmental and respectful manner. To accomplish this, the SFS case manager uses a strengths-based approach that teaches the students to use personal, family, and community supports to accomplish positive change. The case manager emphasizes positive features of each student’s character and personal strengths, not negative labels. Moreover, the SFS case manager focuses on solutions, not blame, in managing the behavior, academic, and life problems of the students. In this way, the SFS case manager promotes the student’s personal self-worth, thereby introducing and reinforcing the student’s belief that he or she is capable of positive change. Finally, the SFS case manager advocates for school and community services that build long term support services for the students and their families.

A fundamental principle of SFS is positive reinforcement.

For example, consider any seventh grade student who can earn passing grades with hard work. He has many friends at school and has strong, if raw, leadership skills. However, he frequently uses these skills to disrupt classes, creates problems during lunch and break times, and is defiant to teachers. He is the youngest of several older brothers and sisters who earned reputations with school staff as discipline problems, low achievers, and school dropouts. Several teachers perceive this seventh grader as lazy, a troublemaker, con artist, and destined for a life of crime. The teachers attribute his lack of discipline and poor academic performance to his mother.

The SFS program uses a non-judgmental and strength-based approach to manage behavioral issues. The SFS case manager detects leadership potential in a student’s tenacity in attaining goals, even in a student’s aggressiveness. The case manager recognizes the desire in a student with only average academic skills to do well in school. Through skilled observation, the case manager recognizes a student’s inability to cope with frustration or disappointment and the failure to respond appropriately and with civility to a difficult situation or problem.

With this understanding of a student’s strengths and with no merit in judging the student’s limitations, the case manager works with the student to outline a plan to complete unfinished assignments. This plan outlines assignments to be completed in school and assignments to be completed at home with parental help. Then the SFS case manager prepares a contract for the student, including daily check-ins with regular teachers and rewards that were important to the student.

SFS case managers organize, monitor, and modify school and agency services that are culturally sensitive for students and their families. To accomplish this, the SFS case manager sustains regular contact and establishes a positive relationship with students and their families. In addition, the SFS case manager builds relationships with service agency representatives that allow timely access to needed services.

The SFS program does not expect every student to fit into an established system of care. The SFS program does not deny services because students have needs that are difficult to accommodate within the context of the prevailing system. Instead, SFS case managers match school, family, and agency supports to individual student needs. SFS case managers deliver services in ways that make sense to the students and their families.

The school principal and SFS program staff work collaboratively to build non-traditional systems that meet the needs of at-risk students and protect the interests of the school. The principal supports the SFS case managers by providing opportunities for them to discuss program services at staff meetings or training. The principal clarifies school and district policy regarding referral, alternative discipline, agency coordination, and community activities conducted by the SFS program.

The SFS case manager also works closely with the school counselor to link the family to important community services. The counselor assists in scheduling decisions and provides support to teachers and students during periods of acting-out behavior. Finally, the counselor provides a transitional support for students as they increase their participation in regular school services.

The case manager collaborates with regular classroom teachers to support student success in their classes. This support includes assisting students to complete important assignments, modifying curricula, offering teaching support in their classroom, and providing behavior intervention strategies to reduce student problem behaviors. The SFS staff also communicate family and community problems that influence the student’s ability to manage regular classroom demands so that regular classroom teachers can manage student problem behaviors.

Consider another seventh grade student who demonstrates in tantrums when he is frustrated or angry at peers. His tantrum behavior includes crying, shouting, and sitting under his desk. He refuses to listen during these outbursts and has been aggressive when confronted by teachers and peers. His reading teacher reported frustration managing these problems and requested help.

In response, the SFS case manager accompanied the student to reading class. She assisted in the academic work, social skills with peers, and helped the student learn conduct and behavior that would attract positive attention from the teacher. She also assisted other students with academic work and coached them to support positive behavior throughout the class. The student responded positively to this extra support and training. Within a few weeks, the teacher and SFS case manager began to remove systematically the extra supervision.

The SFS case manager becomes an ally to the parent in managing the many needs of their child.

For example, there’s the twelve or thirteen-year-old who is capable of honor roll grades. However, the student often refuses to do homework and deliberately sabotages good grades to get mom and dad’s attention. Behind in the seventh grade after failing most of the sixth grade classes, the student has received several referrals for poor discipline for deliberate disobedience to teachers before school and during class. The SFS case manager discussed these problems with the student’s mother. The case manager and the mother formulated strategies that emphasized positive ways to motivate the student, get attention from teachers and family, and complete homework independently.

The plan they developed included three strategies. First, the school would communicate the student’s weekly progress in class assignments and grades directly to the mother. Second, the SFS program set up regular incentives for completed school work. The incentives included class field trips, special activities, and in-school privileges. Finally, the mother would refrain from arguing or ranting about incomplete homework. Instead, the mother would set aside time each evening for positive conversation. If the student’s grades required additional work, the SFS program manager withdrew the student from special activities (i.e., the ones with incentives) to complete her work.

The student’s decision to modify behavior was a slow, painful process. Nonetheless, after a few weeks, the student requested extra study time to complete necessary assignments for passing grades and earning school rewards.

Historically, social services for at-risk students were limited to existing policies and operating procedures of the agency providing service. In contrast, wraparound planning utilizes a strengths based approach to develop individualized service plans based on student and family needs. This approach requires school and social service personnel to collectively think outside the box by tailoring services to the unique needs of each child and family. Moreover, wraparound planning demands unconditional commitment to at-risk students. Typically, schools do not have the resources to meet the multiple challenges presented by these students without the collaborative support of parents and community service agencies. This planning approach requires specialized staff and administrative policies that support non-traditional procedures for service delivery and non-traditional staff roles in education and other community agencies.

Then there’s the eighth grade student with learning disabilities, on probation for shoplifting, assault, burglary, theft, and hit and run. During sixth grade, this student experienced significant academic deficiencies and discipline problems in school. In seventh grade, the student attended five days of school and was truant for the remainder of the year. The student currently lives with the single mother and two brothers.

The SFS case manager met weekly with the mother to plan support for the student. Initially, the SFS case manager spent a great deal of time listening to the story of emerging problems, life stressors that triggered acting-out behavior, and the many agency interventions initiated to help the family. The SFS case manager and the mother developed a list of needs that spanned home, school, and community issues. Next, the SFS case manager shared with the mother information regarding the learning disability, treatment needs, and possible community agencies. Finally, the SFS case manager and the mother developed a specific plan of action that included specific tasks and timelines.

As the mother gained confidence and skills in self-advocacy, she took a stronger role and eventually assumed primary responsibility for planning.

The George Washington University and

Stafford County Schools, Fredericksburg, Virginia

The research plan at the George Washington University’s Fredericksburg, Virginia site is based on measuring the success of Virginia’s regional alternative education program as an alternative to long term suspension or expulsion of students from area high schools. The program serves students referred by school superintendents in Virginia Planning District 16 for violations of local school board policies regarding weapons, controlled substances, and violent acts. In addition, some student referrals may come from local juvenile court units.

Located in Fredericksburg, Virginia, the Regional Alternative Education Program is administered by Stafford County Schools. It is one of 28 regional programs in the state and serves 11 high schools in the city of Fredericksburg and the counties of Caroline, King George, Stafford, and Spotsylvania. The students assigned to the regional school are repeat offenders who are involved in violation of specific local school board policies dealing with weapons, illegal substances, and violence. This regional alternative setting is virtually an educational last option for these young people.

The Fredericksburg program is located in a separate school building away from regular high school classes. The program occupies the old Walker-Grant Annex, 200 Gunnery Road, Fredericksburg, Virginia. Built in 1935 as an elementary school for African Americans, Walker-Grant was expanded in 1938 to serve middle and high school students as the first public school for blacks in the region. It is now listed as a Fredericksburg historic building and serves as a cultural center for the community. The Walker-Grant Alumni Association also occupies the building, along with the Fredericksburg city alternative education program and the regional program. Recently, the city authorized the use of the building for after school and weekend activities for the new Boys and Girls Club of Fredericksburg. The club's office is now located on the second floor of the building.

The regional program is growing at such a fast pace that Scott Walker, the Director, has asked for expanded use of much of the building space for the coming year.

Staffing is based on an 8 to 1 student-to-teacher load or a 15 to 1 student-to-teacher-and-paraprofessional load. Currently, program staff include a site coordinator who also serves as the lead teacher, a counselor, two teachers, a paraprofessional and a secretary. Because the instructional and behavioral approaches are very intense and need a low pupil-to-staff ratio to assure student success, additional teachers and paraprofessional staff can be added as student numbers increase throughout the school year. On-site administrative support and overall project supervision, including budgetary management, is provided by the Director of Alternative Education for Stafford County Schools.

The staff works with the central office and base school staffs of the other school divisions to coordinate academic, counseling, family and transportation services. Also, close communications with court services units of each locality are necessary.

The fundamental goal of the program is dedicated to the successful completion of the school year by each student who will be returned to her or his base school the following year. Participants work on basic and core high school courses, and receive credit toward diplomas from their base schools, in some cases completing diploma requirements. Additionally, they can prepare for the General Educational Development or G.E.D test, in which case, they may enter the work world rather than return to an educational setting.

Based on the research design outlined in the Evaluation Protocol Statement of the Hamilton Fish Institute Partnership, the Fredericksburg site research plan has two main components. Staff conduct both quantitative and qualitative process evaluations. The goal is to obtain a better understanding of the Stafford County Regional Alternative Education Program and to evaluate, refine and improve its violence prevention strategies. If improvements are greater in the intervention group than in the comparison group at Stafford High School, then the intervention is considered a success.

Specifically, researchers will answer five questions.

· What effect does alternative education have on rates of violence and victimization, attitudes about violence, and associated attitudes and behaviors?

· How does length of stay in alternative education relate to changes in attitudes and behaviors?

· What are barriers to effectively educate youth in alternative settings?

· How can these barriers be minimized or overcome?

· What happens to youth after they leave alternative education programs?

The research plan uses a non-equivalent control group design. With a core survey instrument and a supplement, students in the general student population at Stafford High School were matched in outcome behaviors to the students who are remanded to the regional alternative education program. However, the students in the general population who misbehaved were not detected nor subjected to the school’s zero tolerance policy. Both the core instrument and the supplement assess student participation in various antisocial activities.

To further appraise the setting of the regional alternative education program, data from several community indicators will also be collected. These include census data from school attendance zones, juvenile arrest data from local police departments, school attendance/status records, and school violence incidents from the Stafford County comparison school and the treatment group. All school rules, policies, and procedures, as well as any changes in key school or district administrators at both the treatment program and control group facilities will be examined. Finally, Stafford County Schools will provide analysts at the Hamilton Fish Institute with information on other school-based violence programs that may be implemented during the course of the study. Descriptions of the intervention, including type such as mentoring, school resource officers, and skills training, and other relevant details will be provided to the analysts.

In addition to the survey-driven quantitative data analysis, a secondary qualitative component will be conducted by the program coordinator.
 By observing the process on a daily basis on site at the alternative school, the program coordinator documents techniques for improving and expanding the program to increase its effectiveness. Daily interaction with the core staff and the director of the Stafford County Regional Alternative Education Program facilitates the process. On an as-needed basis, the program coordinator assists staff with student oversight and office assistance. The program coordinator conducts on-site interviews with staff and students, also. These hands-on activities illuminate the realities of the alternative education program.

The coordinator will examine commonalities in personal characteristics, family environment, opinions about the program, and social interactions with other participants. The interviews and the real time analysis of daily program activities will improve the quality of program assessment.

The research plan for the alternative education program includes a comparison group design with a single pretest and three post-test data surveys collected from all subjects. The four surveys will be given at six-month intervals during the two-year duration of the study.

Students at the alternative school will take the pretest within two weeks after admission to the program. Because students come and go at different times during the school year, a rolling administration of the surveys will be necessary. These students are considered as the treatment group. The comparison group consists of students attending ninth or tenth grade at Stafford High School.

Each student who filled out the pretest survey will be expected to complete three post-test surveys. The post-test surveys will be identical to the pretest but the supplemental questions may be changed based on data obtained from the pretest. The three post-test surveys will be administered at approximately six-month intervals in mid-April and early-November of each school year.

No personal identifiers appear on or in the data collection instrument. In order to link pretest results with post-test results, the pretest data instrument includes an area on the cover where each respondent can sketch a picture that will serve as his or her personal mark. At each post-test interval, each student will be asked to identify her or his mark from the pretest instrument using a thumbprint-type image of the mark. Each pretest survey and its corresponding mark will have been assigned a unique case number, and each student will record the case number associated with his or her mark on each post-test instrument.

With these methods, it will not be possible to link contact information or any other identifier information with individual data results. Only the student will know the mark that is his. This method of matching is accurate to 90 percent. Additionally, staff at both facilities will be asked to take surveys during the post-test administration. Data from these surveys will provide their perspectives on school safety issues during the study period.

At the treatment program, the Director of Alternative Education for Stafford County Schools will administer all surveys. Teachers and graduate students from The George Washington University will provide post-test survey administration at the Stafford High School comparison site.

The program coordinator is involved at every level in coordinating and monitoring data collection at the treatment and comparison sites. The coordinator will be responsible for building relationships with the schools and communities to foster cooperation and collaboration in the interest of safer learning environments. The coordinator will facilitate data collection by assuring standardization and compliance with protocols in the testing classrooms; work with school administrative personnel to assure completeness and accuracy of student contact information sheets; and maintain these relationships throughout the two-year evaluation.

New students to the program are given a consent form for their parents to sign as they enter the program. The students’ base schools may provide background information on students’ families and contacts in the case of an emergency. This information is combined with a parental information form required by procedures. Students at the comparison school, Stafford High School, will be asked to complete a parental consent form and a contact form listing parents, guardians, or close relatives or friends. Addresses and phone numbers are required before students are allowed to take any surveys.

Additionally, students who are admitted to the program but decline to participate and those who are admitted but dropout before completing all requirements are also tracked. The same method of contact is used to follow-up with these individuals.

The local intervention project team believes that Hamilton Fish Institute can have a major impact on the continuation of the Stafford County Regional Alternative Education Program. By asking questions about how and why the program is operated, school officials will begin to take a closer look at the program. It is hoped that visibility due to the partnership will help to increase awareness and advocacy in the community and among school officials. The data from the quantitative and qualitative research conducted by the Institute will inform stakeholders on what they can do to improve the program and influence its future, positive impact on the community.

Florida State University and

Northwestern Middle School and Raines High School, Jacksonville, Florida

The Hamilton Fish Institute and the Hamilton Fish Consortium begin research activities with a needs assessment. For the Florida project, members of the faculty of Florida State University’s School of Criminology and the College of Education obtained data from the Florida Department of Education. The project team analyzed a broad array of data from the 380 middle schools in Florida. The project team reviewed crime and violence reports, standardized test scores, the free and reduced-price lunch program, student promotion rates, absenteeism, and suspensions.

From this first screening, six middle schools in large urban counties--Hillsborough-Tampa, Duval-Jacksonville, and Broward-Fort Lauderdale--were selected for additional evaluation. An on-site needs assessment was conducted in the six schools to determine the apparent need for and willingness to participate in the intervention. Williams Middle School in Tampa, Northwestern Middle School in Jacksonville, and Dandy Middle School in Fort Lauderdale were selected as the intervention schools for this project. These schools had administrators who were enthusiastic about trying new research-based strategies to reduce school violence.

In the current school year, the research team followed students from the eighth grade in their middle schools to high school. The team completed new agreements with the high schools that were fed by the middle schools. In Jacksonville, students advanced from Northwestern Middle School to Raines High School. The middle school coordinator, Cheryl Owens, moved with them.

Each school designated a teacher to coordinate the program. The FSU team provided training to the middle school personnel, with the assistance of the teacher from the Adams Middle School who had developed this project. Each school formed an advisory council, consisting of representatives from the private sectors as well as the public sector, to provide guidance in the area of internship site development and pre-internship curriculum development. Each school was assigned an educational consultant whose duties include assisting in the formation of the advisory council, technical assistance in setting up the intervention, advocating and troubleshooting with the school district, continuous assessment of the intervention, and assistance with the evaluation of the program. The program was implemented in the fall of 1998.

The Adams Model customizes the normal school activities of selected eighth grade students. During the time normally reserved for electives, the selected students participate in a different type of program. For the first two to three weeks, the students attend a special pre-internship orientation, where they are taught employability skills and receive career counseling. Upon completion of this component, they are placed at internship sites with business and governmental employers in the community.

In the internships, each student is matched with a mentor who will provide guidance in the workplace as well as other issues of importance to the student. Each student works at her or his internship site for 7 to 10 hours per week.

Student participation in the program is based on behavioral contracts. These behavioral contracts detail student responsibilities and the benefits of the program. The students have the opportunity to work off campus four to five days a week, earn a biweekly stipend based on their performance at the work place (up to a maximum of $500 for the school year) and get school credit for these activities.

A school coordinator/teacher (the coordinator) works closely with the students, providing instruction and counseling, and coordinating all phases of the program with all the parties, from school administrators, to mentors, to parents. The students meet at least weekly with the coordinator, typically in a class where all the project participants gather to share experiences and receive additional work-related or remedial instruction.

The students are placed at a variety of internship sites. These include the public library, a senior and adult day care center, a nursing home, a kindergarten, the YMCA, a dentist’s office, a law office, a furniture store, a community mental health center, a science center, the Boys and Girls Club, and a state representative’s office. They perform such tasks as filing, copying, answering phones, typing, greeting customers, decorating the store for events, supervising children’s play and homework, locating newspaper articles, and providing one-to-one sensory stimulation activities for nursing home residents.

One of the great challenges faced by the program participants and the schools is securing transportation to and from the internship sites. The intervention schools are located in cities where public transportation is available. Thus, the first option for the students is to take a bus to their work sites. Of course, the coordinators end up acting as taxi drivers sometimes.

This intervention relies on the direct participation of several parties: the school principal who provides guidance and support; the project coordinator who oversees the day-to-day activities and works directly with the mentors, students, and parents; the mentors who supervise the students at the internship sites and provide one-on-one guidance to their students; and the students who develop their work ethic by being placed at a regular work site where they are expected to behave like permanent employees and are rewarded for appropriate behavior.

The principal’s role is critical for this program. Enthusiasm, commitment, and creativity are the essential features of the principal’s role. The principal selects the coordinator for the program, one with whom at-risk youth can connect and interact. The principal is called on to influence the business community, the school district, and other public and not-for-profit agencies. The principal can secure and facilitate necessary services to support the program, such as transportation assistance. Within the school itself, the principal plans the master schedule in such a way that the program participants can have a block of electives every day, preferably in the afternoon, which allows them to leave the campus to attend their intern sites. Thus, the principal ensures that the students have all their core classes, ideally, in the morning. A strong show of support from the principal makes school resources readily available to the coordinator, allowing the coordinator to call on the assistance of school counselors, vocational counselors, teachers, administrators, and school resource officers or SRO’s, the law enforcement officers who are assigned to the schools.

The coordinator is the operational manager. The coordinator’s work includes

· gathering an advisory council of representatives of private and public employers in the community, and organizing periodic meetings;

· securing internship sites and mentors for the students, with the assistance of the advisory council;

· recruiting students for the program;

· securing all necessary approval and releases from parents for the students’ participation;

· developing a behavior contract with each student;

· providing or coordinating pre-internship orientation/training;

· providing orientation to mentors;

· matching students to internship sites and mentors;

· working with the participants’ parents; and

· providing support for each participant through counseling, tutoring, and additional instruction.

The effective coordinator is one who gets to know the students’ activities and interests, encourages their exploration and growth, and develops a personal relationship with them. To effect these goals, the coordinator needs to spend quality time with the students regularly. Here, effectiveness is measured by the willingness of the students to seek her out about problems they experience at school, at the internship, and in their lives. The effective coordinator communicates frequently with the students’ parents. She communicates regularly with the mentors, impresses upon them the responsibility of their position, and keeps them informed about the students’ problems so they can work as a team to meet the students’ needs.

The mentors work with the students daily during the intern period that begins typically in September and goes through the end of the school year. Ages of the student interns range from 14 to 17; their maturity is still underdeveloped. In interviews, some of the mentors have described some of their interns as apathetic, inappropriately dressed, with attendance problems. The first priority, as mentors explain, is instilling good work ethics in the students.

Some develop strict supervisory relationships with the students. For instance, some mentors define specific roles for their relationships with students.

· “I believe in being authoritative and friendly.”

· “I am not their father or their friend.”

· “They respect me. I’m strictly professional. I respect them.”

· “I don’t let them get away with anything. I explain all the rules that I make.”

· “I expect the kids to follow the rules.”

· “I’m their boss.”

· “I believe in being critical—I believe in discipline.”

Some emphasize modeling of appropriate behavior. For instance,

· “I’m showing them how to behave through my modeling of appropriate and professional behavior.”

· “I follow rules that I expect the kids to follow.”

· “I always show a positive attitude to serve as a model for the students.”

Some become more personally involved with the students. For instance,

· “I care about the students. I want them to see their self-worth and get good things out of life.”

· “I feel that I’m making up for what they don’t get at home.”

· “I intervene [in] problems, including [problems] involving parents.”

· “I show interest in their [lives].”

· “We intervene in school problems if we can.”

· “I was a teen mom and I tell them about my experience.”

· “I’m their father figure.”

Mentors find that they need to provide guidance to the students. The guidance extends beyond workplace expectations. Mentors have helped students deal with the stress of taking the Florida annualized language and math tests. And mentors have taken students on field trips to broaden their cultural experiences.

For such a program to succeed, it is essential that the students buy into it. Clearly, the first step is their forming a bond with the coordinator and believing that someone in the school cares about them. Their participation in the internship feeds the applied or tactile learner in them, giving them tangible instruction about career options, interpersonal skills, self-discipline, and so on. Thanks to the bond between coordinator and student, the students are comfortable with sharing experiences with other interns, and the students are able to process their feelings about what happens to them at their work sites.

The students themselves recognize that they have had to hone their decision making and problem-solving skills. Students describe concisely the lessons they learned.

· “I learned about self-control.”

· “I learned that if I get upset, I just walk away.”

· “You can’t say things to people like you’d like to.”

· “I practice what I learn about self-control.”

· “It takes more patience to work with [rehabilitating] patients.”

· “If my supervisor does something I don’t like, I talk to [the coordinator] about it.”

Because they enjoy the program, they are more motivated to attend school regularly. The students are penalized financially for school misbehavior and run the risk of being kicked out altogether. The students observe for themselves how their grades have improved, in large part thanks to their increased attendance.

Thus, each student receives meaningful work experience, instruction of appropriate social and professional skills, regular one-on-one time with a professional mentor in the community, regular one-on-one attention from the coordinator, career exploration opportunities, academic credit, and performance incentives. Each school is compensated for the incentives, bus passes, and related student expenses, as well as for staff time.

For this intervention, school officials seek students who are most at risk of becoming involved in violent activity. The obvious first choice is the student who has been personally involved with the juvenile justice system. Children who have shown a propensity for aggressive acts, as indicated by reported incidents in the school, are also sought out. Most of these students share an additional characteristic; their investment in school is limited, as indicated by high absenteeism, low grades, and their being behind grade. This intervention is intended to re-invest them in school, by getting them more connected with the rest of the community through their involvement with their internships and their mentors.

From the National School Crime and Safety Survey (or NSCSS) the research team discovered that 83 percent of the students reported they had been victimized by violence against their person in the last 30 days. Nearly 80 percent of the students had also been perpetrators of violence against other persons in the past 30 days. More than half of the students reported having witnessed a severe beating at school at some time. More than half have seen a knife at school.

Syracuse University and
The Syracuse City School District, Syracuse, New York

The Syracuse University Violence Prevention Project is working with students in grades 6 through 12 who are attending an alternative school for youth. Each of these students had been found carrying a weapon on school property. The intervention consists of a year-long prosocial skills and anger management program taught as a required class to the entire student population. Faculty are trained to reinforce use of skills throughout the school day. An innovative art laboratory has been designed to provide a safe environment for role-playing exercises.

The model program includes six elements of successful violence prevention programs:

· the whole school approach at an alternative school;

· social skills training;

· anger management training;

· infusion of program into school day;

· parent outreach; and

· counseling for transition back to the general education program.

Curriculum was derived from programs called Skillstreaming the Adolescent and Judicious Discipline. Class is a required part of the curriculum and is given as one 90-minute session per week. Class is designed and taught by a skilled counseling professional with specialized training in mediation and conflict resolution. All teachers are trained to reinforce skills in the regular curriculum and daily interactions. An independently-funded art laboratory was designed as part of the curriculum as a venue for role-playing exercises. Home visits were made to 15 of the 44 participating students’ parents.

The research team of the Syracuse University Violence Prevention Project is comprised of a principal investigator, a program director, a school-based coordinator/trainer, consultant and graduate assistant.

Analysis of archival data identified three candidate high schools within the Syracuse City School District. In a report released by the Syracuse City School District in November 1997, each of these schools experienced recent increases in fighting, weapon carrying, hitting, and reckless endangerment.

A year-long qualitative assessment of the three candidate high schools provided the foundation for the final partnership. The Syracuse team examined how individuals in the schools and community socially construct violence and implemented measures to effect change. Each of the three candidate schools had in place some violence prevention or conflict resolution program such as peer mediation, Project Respect, or rape crisis peer education. Through participant observation, in-depth interviewing, and narrative analysis followed by systematic coding of ethnographic data, gaps in services were identified.

Teachers and administrators at the target school were involved in setting the course for the intervention. Working with the Syracuse team, school staff highlighted a need for curriculum development and integration of anger management, community service, and integration of the arts into their school. They also pointed out the need for direct instruction in anger management and prosocial skills training and to help students and staff with the transition back to their home schools, as well as help families more fully understand this process.

The principal investigator, program director, and research assistants remain highly involved with the program and the school. The trainer is located on-site at the school.

Syracuse partnered with an alternative school that enrolls students who have been found in possession of a weapon on school property. The school, an alternative to long-term suspension and expulsion, takes placements from grades 6 through 12 within the Syracuse City School District. Prevention programs at the school during the 1997-98 school year were two sessions of prosocial skills and two sessions of sex education/AIDS awareness, a weekly support group for students with incarcerated parents, and mediations. Mediations are conducted by the school counselor with assistance from a teacher trained in mediation skills. 

Students are placed at this school after a hearing for carrying a weapon to school. Students stay at the school for as little as one marking period up to a full year. Upon completion of their tenure, they either return to their home school or to a school of the system’s choice. Students are admitted throughout the academic year.

The target school experienced two major changes at the beginning of the formative year. During the 1997-98 academic year, the school moved from an older building in a high crime area located near the boundary between two gang territories to its current newly refurbished facility in the former Carnegie Library in the center of town. The new facility is exceptional in its design and attributes. Just prior to the formative year implementation of the program, a new principal with 31 years of experience in the district was appointed at the target school. This principal had a strong positive impact on the school. Many teachers at the school were promoted from part time to full time status at the beginning of the formative year as a result of increased funding from the school district.

Many teachers at the school emphasize the affective, social-emotional side of the child. This allows them to work on issues beyond cognitive skills. The school and its principal provide a nurturing, non-restrictive environments for its students.

Students from grades 7 through 12 at the school participated in the intervention with parental consent. Parental consent forms were given to parents during their mandatory presence on their child’s first day at this school. The principal describes the program to parents at that first-day parent interview.

The approach is based on research demonstrating the most promising practices for working with serious and violent juvenile offenders and an assessment of best practices conducted by the Hamilton Fish Institute. The intervention strategy was also based on a gap and assets analysis conducted as part of the local needs assessment. The intervention was designed as an integral part of an existing program, the community services component, which was required of all students. Four of the five days in community services was to be spent out in the community, while the fifth day involved this intervention, as a 90-minute course.

Opportunities to practice skills acquired during the course were to be met in two arenas: in the general education classes through infusion by regular classroom teachers and through a special art laboratory where students worked through manufactured situations during art exercises.

Because students enroll and leave the school at all times during the school year, the curriculum is designed with self-contained modular components. The curriculum is built on Skillstreaming the Adolescent, Judicious Discipline, and Conflict Resolution workshops designed and taught previously in the Syracuse City School District. The curriculum includes conflict resolution, problem recognition and problem solving, anger management, ways of communicating, and barriers to communication. Infusion of the intervention curriculum into the general education classes was sought through teacher training.

A separate art laboratory experience, funded through independent grants from Lincoln Life and Annuity Company, consisted of a curriculum where situations were put into play during the class and students worked through them. Curriculum was developed through collaboration between the art teacher and the social skills curriculum developer/trainer.

Outreach to parents was implemented during the second half of the formative year. Parents and guardians were provided with information about the curriculum during visits to individual families at their homes. Parents and guardians were also invited to social functions at the school that provided them with information and updates on the intervention.

The research team was also trained in skillstreaming as a major foundation of the curriculum.

Teachers at the school were taught to infuse skills into their program through two venues. First, three in-service workshops were conducted by the research team to keep teachers and staff informed of the content of the intervention curriculum. Second, the program was promoted through the art laboratory experience. Teachers attended a three-day workshop demonstrating the integration of skills into the arts curriculum. Research team members regularly attended the school’s faculty-staff meetings, recognition luncheons for students and their families, and faculty-staff gatherings. Research team members presented findings to the faculty and staff at the end of the year.

The National School Crime and Safety Survey (or NSCSS) core instrument was administered by the research team during the Fall of 1998 and Spring of 1999 during the time window used by all consortium teams. Supplementary questions were added for the formative year evaluation to obtain more detailed information about family and personal characteristics of the participants. The NSCSS staff survey was also completed by the school’s faculty and staff.

The Syracuse University team made use of its expertise in qualitative research to conduct and analyze participant and non-participant observations and interviews with staff and students. Students were asked how they came to be at the school, why they fight, the nature of friendships at the school, what they thought about the school, and what they thought about the intervention curriculum. Teachers in the general education curriculum were asked what it was like to work at the school, what special skills might be necessary to make it in their setting, what they thought about their students, and the usefulness of the intervention.

A comprehensive local needs assessment was conducted including a gap and assets analysis. The selection of an alternative school for students who had previously carried a weapon to school provided the research team with an opportunity to examine the reasons youth carry weapons to school through their qualitative inquiry.

Alternative education is student-centered learning. Subsequently, each alternative education program or school is different. Learning is a dynamic process. In the Syracuse demonstration program, students and researchers alike are learning from the program and the effects of social and political conditions on very specific interventions.

Although this was a whole school intervention at an alternative school, each student was enrolled in the study based on at least one incident of carrying a weapon to school.  Outcome measures for the students in this particular population permit closer examination of reasons for weapon-carrying than could be achieved on a general population.  This intervention takes place in an alternative school that enrolls students previously found in the possession of a weapon at the home schools. Hearings result in sentencing of students to this school for a period of time defined by the hearing board.  Teachers at the school have a record of experience in dealing with troubled youth.

At the time of this intervention, the school district was experiencing significant budget cuts, and teaching appointments were uncertain during the summer preceding the formative year implementation.  The physical facility is remarkable. At the beginning of the formative year, the school was moved from a temporary facility to a renovated one, a former site of the city’s Carnegie Library.  A new principal who began at the beginning of the formative year has built an ethos of caring for the students and staff, further improving school climate.

Typically, students struggle with the transition back to a traditional school. They are not necessarily returned to the home schools. In addition, length of stay at the school is highly variable, from one marking period to one calendar year, and not dependent on the student’s progress or psychosocial status. Rather, length of stay is determined by the hearing board at the time of enrollment.  Once returned to a regular school, students are often left with little reinforcement for the skills the students acquired during their enrollment at the intervention alternative school. It is felt that these uncertainties lead to difficult transitions for these students.

Success in alternative education in the Syracuse demonstration can be associated with several factors.

Stakeholder support and a positive school climate fostered acceptance and uptake of the intervention.  School climate was greatly enhanced by the handsome and welcoming transition to the newly renovated facility in a safer location.  The new principal helped to create a nurturing and welcoming environment that enhanced chances of the program’s success.  The research team maintained high visibility in the school and was recognized as part of the school community.  Commitment of the curriculum teacher was extremely high, as the teacher both designed the curriculum and participated on the research team.

The implementer also had a better than average understanding of what types of information would be useful in evaluating effectiveness. She cooperated in logging data that would be helpful for outcomes assessment. It should be noted that the demands of research add to the teaching load.  The research team learned that the teachers in the general education program benefited from a period of acclimation to the intervention. These teachers bought in when they were able to observe first-hand the art lab process.

The research team has documented valuable observations that can improve the design and administration of interventions. Although the intervention and delivery of the curriculum took place successfully during the community services component, the school was not able to place students in community services for the other four days of the week to fill out their community services schedule. Many community businesses were hesitant to have students with a weapon-carrying history in their places of business.

Unlike other classes at the school that met for 33 minutes five times a week, the prosocial skills class was offered once a week for 90 minutes. Opportunities for reinforcement of materials during class time were therefore limited. The format of the class was different from other classes. This meant that some time was needed for each student to adjust to the intervention class format.

Though similar to rates for other classes, absenteeism and attendance were the greatest challenges to the teacher. Because the class met only once a week, the impact of an absence on continuity was substantial. Some students skipped class because they did not understand that it was a required class.

The prosocial skills instructor found the school’s rolling entry and exit problematic in delivering modules that extended beyond one class period. Determining the breadth and depth of whole school infusion into the general curriculum could not be accurately assessed. The research team felt that the art laboratory experience was crucial to the positive acceptance of the intervention by teachers and any positive outcomes demonstrated by participants.

Reinforcement of skills in the art laboratory was helpful, if not essential, to the intervention.

The evaluation component was readily implemented. All but one parent consented to participate in the study during the enrollment period. Three of the 48 students completing the fall survey drew pictures on the survey, not answering the questions.

Rolling entry and exit of students from the school, and thus the program, confirmed the need to track students from survey to survey to determine how long each student participated in the intervention and the lessons they were taught. Only 11 of the students in the fall sample were present for completion of the spring survey.

Eighty-nine percent of the teachers and staff reported they were moderately to highly satisfied with the intervention. Ninety-three and seventy-three percent felt that violence-related attitudes and beliefs among student participants improved. All teachers and staff said they would recommend the intervention to other schools.

This study is a successful formative implementation of a prosocial skills/anger management curriculum in an alternative school. The curriculum was administered to the entire school for a full academic year by an experienced trainer.

The scope of the intervention was simple, yet challenging. Implementation was enhanced by a proactive research team that maintained high visibility within the school community. A highly supportive principal welcomed the intervention and its research team. School climate appeared to be a significant enabling factor.

Improvements were suggested to modify implementation and strengthen the evaluation component during the summative years. Supplemental qualitative research activities should help shed light on the whys of weapon-carrying and aggressive behavior in this population of youth.

Based on the experiences of the formative year, the Syracuse team worked with the school to modify the scheduling of the class and the curriculum to better fit the rolling enrollment and exit from the school. During the summative years, the class will be offered three times each week for all students. Grades 6 through 8 will have three 60 minute classes; grades 9 through 12 will have 70 minute classes. The curriculum modules will be modified to revisit topics regularly so that students who were not at the school when the topic was initially covered can be brought up to par with students who received the lesson.

To improve the understanding of the effects of the program, a comparison school has been selected. It is an alternative school that draws students with behavior problems from the same school district. A random sample of eighth and ninth grade students will be surveyed to match testing dates at the treatment school.

Methods to track students and measure dosage of the intervention will be installed. Dosage will be monitored through attendance records by the intervention teacher and by enrollment record showing entry and exit dates from the school. Since the course is graded as a required class, grades for the class give some measure of participation and achievement for each pupil. Qualitative data from classroom observations will be used as part of the outcomes study.

Alternatives in Education for Safety and Learning
Program Panelists

Debby Jennings, Program Coordinator, Hamilton Fish/Stafford Alternative Education Partnership, Fredericksburg, Virginia.

Ms. Jennings currently manages the research activities at the Regional Alternative Education Program, one of the Institute’s seven consortium sites across the country.  In addition to her program assessment and evaluation activities, Ms. Jennings works with alternative education staff and students to enhance successful violence prevention program strategies.  Specific efforts include:  qualitative research on school and community stakeholders, development and implementation of anger management programs for alternative education students; information dissemination on Hamilton Fish activities and research to Virginia practitioners; and liaison between Stafford County Public School officials and the Institute.

Prior to her work at the Hamilton Fish Institute, Ms. Jennings held a variety of positions with educational facilities, and health and human service agencies in the United States, The Netherlands and Germany.  She holds a Master of Arts in Political Science from East Carolina University.

Scott Walker, Director of Alternative Programs and Student Services, Stafford County Public Schools, Fredericksburg, Virginia.

Mr. Walker is a 32-year career educator currently serving as the Director of Alternative Programs and Student Services for the Stafford County Public Schools in the fast-growing suburban corridor of Northern Virginia.  A graduate of the University of Virginia, Mr. Walker first taught junior and senior high school social studies and served in a variety of coordination and administrative positions, as well.  During his years in Stafford County, has grown from a small, rural division with six schools (and no alternative programs!) to a large suburban division with over 22,000 students, 23 schools and three alternative programs.

In addition to his current role with the Regional Alternative Education Program (begun in 1994) for Stafford and four other localities, Mr. Walker and the Division’s Alternative Education Team work with two other alternative programs (a middle school suspension program and a high school drop out prevention program,) attendance services, homebound instruction, counseling services, nursing/student health services, and adult education—all educational components designed to help kids complete school.  Ten years ago, Stafford County had a drop out rate of over 6%.  As of this year, the drop out rate is below 1.5%, a fact that can be contributed to the variety of educational alternatives developed within the Division.
Angela Douglas, School Coordinator, Syracuse University Violence Prevention Project, Syracuse, New York.

Ms. Douglas is the school coordinator for the Syracuse University Violence Prevention Project.  She is also the teacher for the Syracuse University “SEAS” intervention (Social, Emotional, and Academic Success) for the prevention of violence at the VINTA Alternative School (Violence Is Not The Answer).  She designed and helped develop the curriculum for the intervention.  She is an arbitrator for the New York State Unified Court System, with more than ten years experience as a mediator, trainer, and facilitator.  Ms. Douglas, who has attended the University of South Carolina, Onondaga Community College and Syracuse University, is also an advisor and team leader for the Syracuse City/County Trauma Response Network.

Jerry Mintz, Jerry Mintz has been a leading voice in the alternative school movement for over 30 years. He has BA from Goddard College, and a Masters in Teaching in the Social Sciences from Antioch New England Graduate School.

He worked as a public school teacher and a public and independent alternative school principal for 17 years. He founded several alternative schools and organizations and became the first executive director of the National Coalition of Alternative Community Schools, serving from 1985-1989. In 1989, he founded the Alternative Education Resource Organization which he continues to direct, and is Editor of its networking magazine, The Education Revolution (formerly AERO-GRAMME). He has lectured and consulted with schools and organizations in the United States and around the world, including Russia, the Czech Republic, France, England, Israel, Denmark, Holland, Ukraine, Japan and Austria. He was the keynote speaker for the International Alternative Education Conference in Des Moines, Iowa and has helped to organize conferences of the International Democratic Education Conference, the last of which were at the Stork Family School in Vinnitsa, Ukraine, Summerhill School in England and Tokyo Shure, in Japan. He has been a guest on many local and national radio and TV shows,  including NPR's All Things Considered, and Talk of the Nation. He has hosted two national weekly radio shows, one on the Talk America Network, the other on the Cable Radio Network. He has published hundreds of articles and studies on educational alternatives. He was Editor in Chief for the Handbook of Alternative Education, which lists 7300 educational alternatives. It is a first-of-its-kind, and has been published by Macmillan. The paperback version, the Almanac of Education Choices, was published by Macmillan/Simon & Schuster.

Robert Barr, Ph.D., Senior Analyst, Boise State University Center for School Improvement, Boise, Idaho.
Dr. Robert Barr has gained national and international recognition for his research on at-risk children and youth, teacher education and alternative schools.  He has appeared twice on PBS’s nationally televised “Firing Line”, featuring William F. Buckley, been interviewed on ABC Evening News with Peter Jennings, and been quoted in the New York Times.  He has served as an expert witness at many state and federal trials, and presented testimony to sub-committees of the U.S. Congress.  

Previously, Dr. Barr was Professor and Director of Teacher Education at Indiana University (1970-1981), Dean of the Oregon State University College of Education (1981-1990), and Dean of the Boise State University College of Education (1991-1998).  He currently is a Senior Analyst with the Boise State University Center for School Improvement where he directs a quarter million dollar project funded by the J. A. & Kathryn Albertson Foundation on the National Board for Professional Teaching Standards.  Barr has had extensive international experience in Indonesia, China, Japan, Chile, and was a visiting professor at the University of Innsbrück in Austria.

Dr. Barr has achieved national recognition for his work in teacher education.  He as received three national awards for excellence in teacher education:  AACTE, Distinguished Achievement Award, Indiana University, 1975; AASA Showcase of Excellence Award, Oregon State University 1985, and the Theodore Mitou Award, Oregon State University, 1985.  He has served two terms on the Board of Directors of the Northwest Regional Education Laboratory in Portland, Oregon, and was appointed by former Idaho Governor, Phil Batt as an Idaho delegate to the Education Commission of the States.  In 1999, Governor Dirk Kempthorne appointed Barr to the Governor’s Transition Team and later as chair of the Governor’s Task Force on Safe Schools.

During recent years, Barr has made keynote presentations at a number of national conferences and has recently worked as a consultant with the Departments of Education in Alaska, Kentucky, Connecticut, and South Carolina.  During the past 25 years, Dr. Barr directed four Wingspread Conferences in Racine, Wisconsin on alternative schools and Quality Assurance in Teacher Education, all funded by the Johnson Foundation.  He has recently been appointed to the founding Board of Directors of the International Association of Learning Alternatives.

Dr. Barr and his co-author, William H. Parrett of BSU, have presented workshops at the National Schools Boards Association prestigious “Meet the Expert” session in Orlando, 1996, and Anaheim, 1997and Orlando in the year 2000, keynoted the National Schools Conference Institute in Phoenix, 1997 and the National Boundary Breaking Schools Conference at Arizona State University, 1998-99.  They have also conducted evaluations of alternative schools and served as consultants to local schools developing new alternative/magnet/charter schools in over 20 school districts during the past five years.

Barr and Parrett’s book, Hope At Last For At-Risk Youth (Allyn & Bacon, 1995) has received national attention and has been selected for publication in Japanese.  Their new book, Hope Fulfilled for At-Risk and Violent Youth (Allyn & Bacon) will be published in 2000.  An earlier book, Alternative, Charter and Magnet Schools That Work (National Education Service, 1997) has been a “Top Ten Best Seller” for the past five years.  Barr’s editorial “Who Is This Child,” published by Phi Delta Kappan, February, 1996, was reprinted in French for distribution internationally and was nominated for a national award from the Educational Press Association.  Dr. Barr has authored and co-authored five other books, including Alternatives in Education, Phi Delta Kappan, Bicentennial Publication, 1976); Values and Youth (NCSS, 1971); The Nature of the Social Studies (ETC Publications, 1978); and Defining the Social Studies (NCSS, 1978).  Defining the Social Studies has been identified by the National Council for the Social Studies as the “single most influential book in the field of social studies.”

William Parrett , Ph.D., Director of the Center for School Improvement and Professor of Education at Boise State University, Boise, Idaho.
William H. Parrett is the Director of the Center for School Improvement and Professor of Education at Boise State University.  He coordinates funded projects and reform initiatives which exceed a million dollars annually.  The Center’s primary current effort, (Creating High Performance Schools), a statewide school improvement initiative, funded by the J.A. & Kathryn Albertson Foundation, serves 25% of Idaho’s school districts which enroll 40% of the state’s youth..  Dr. Parrett has received international recognition for his work in school improvement, small schools, alternative education, and for his efforts to help youth at-risk.  His professional contributions include public school and university teaching, curriculum design, principalships and college leadership, media production, research and publication.

After earning his Ph.D. in Alternative Education from Indiana University, Dr. Parrett has served on the faculties of the University of Alaska and Boise State University.  His research on effective schooling practices in Japan has gained widespread recognition, university research agreements, graduate field study programs, and the nation’s first collaborative K-12 student teacher exchange project between Japan and the United States.

Parrett’s recent books, Hope Fulfilled for At-Risk Youth Violent Youth (2001), How to Create Alternative, Magnet, and Charter Schools that Work (1997), Hope at Last for At-Risk Youth (1995), Inventive Teaching: Heart of the Small School (1993), The Inventive Mind: Portraits of Effective Teaching (1991), and his numerous and frequent contributions to national publications, international and regional assemblies and conferences, have helped communities throughout the United States to improve their schools.

Parrett’s recent media production, Heart of the Country (1998), is a documentary of an extraordinary principal of a village elementary school in Hokkaido, Japan, and the collective passion of the community to educate the heart as well as the mind.  Since its release, the production has been nominated for the Pare Lorentz Award at the 1999 International Documentary Awards (Los Angeles, CA); has won the Award of Commendation from the American Anthropological Association, a Gold Apple Award for best of category at the National Education Media Network Festival (Oakland, CA), a National CINE Golden Eagle Award (Washington, D.C.), and a Judges’ Award at the 24th Northwest Film Festival (Portland, OR).  In addition, Heart of the Country has been an invited feature at the Cinema du Reel in Paris and the Margaret Mead Film Festival in New York City.  Throughout its screenings, this work has received critical acclaim for its cinematography and insight into the universal correlates of effective teaching and learning and the power of community participation in public schools.

Throughout his career, Parrett has worked to improve the educational opportunities for all children and youth, particularly those less advantaged.  Toward this goal, he has authored proposals which have raised over five million dollars in external funding to create programs and interventions designed to help educators, schools, communities, and universities benefit from research and best practice.  These efforts have positively impacted the lives of thousands of young people.

Vicki Nishioka, Ph.D., Research Associate, Institute on Violence and Destructive Behavior, University of Oregon,  

Dr. Vicki Nishioka is a research associate at the Institute on Violence and Destructive Behavior (IVDB) specializing in school safety, juvenile delinquency, and family support. She has a long history in developing and supervising model demonstration residential, school, vocational, and family support programs for behaviorally at-risk children and youth. She has also coordinated in-service training programs for parents, residential providers, regular education, and special education personnel. Finally, she has had extensive experience building community partnerships with mental health agencies, child protective agencies, juvenile corrections, and schools to support children and youth with emotional and behavioral disorders.
Isabelle Potts, Research and Training Coordinator, School of Criminology and Criminal Justice, Florida State University, Tallahassee, Florida

Bio Not Available

Courtland Milloy, Narrator.  Washington D.C. Metro columnist Courtland Milloy, a native of Shreveport, La., began his journalism career on his high school newspaper, the Lion's Roar, at Booker T. Washington High School. His father taught journalism and served as the paper's faculty adviser.

Milloy attended Louisiana State and Southern Illinois universities. He joined The Washington Post in 1975 after a brief stint at the Miami Herald, where he helped cover the 1972 Republican and Democratic National Conventions.

His column began in 1983 and deals primarily with issues that affect the lives of African Americans. The American Cancer Society, the American Lung Association, the Associated Press, the Society of Professional Journalists and the National Association of Black Journalists are among the many groups that have honored Milloy for his work.

In naming him one of its "Washingtonians of the Year," Washingtonian Magazine wrote: "Milloy takes readers to places most Washingtonians never go and finds pockets of hope on the trash‑strewn landscape, people doing good against the odds. Courtland Milloy keeps our eyes on the prize, a better city for all its people."

Chris Swindell, Moderator. 

Bio Not Available
For Further Information

For a videotape of this broadcast, please contact the Juvenile Justice Clearinghouse, P.O. Box 6000, Rockville, MD 20849-6000; call 800-638-8736; fax 301-251-5212; or email askncjrs@ncjrs.org.

For information on future videoconferences, contact Becky Ritchey, Violence Prevention Project, Eastern Kentucky University, 301 Perkins Building, 521 Lancaster Ave., Richmond, KY 40475-3102; call 859-622-6671; fax 859-622-4397; or email ekutrc@aol.com 

� The Hamilton Fish Institute is located at The George Washington University and operates as a research and development activity in the Graduate School of Education and Human Development. In the discussion of the Fredericksburg demonstration, Hamilton Fish Institute and The George Washington University refer to the demonstration program rather than the national office of the Institute, unless otherwise noted. The Program Coordinator serves on the research staff of the Hamilton Fish Institute with a site office in the alternative school.
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