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Working smarter,
not harder
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By Ronald D. Stephens
NSSC Executive Director

place. For instance, a phrase such as “to
learn in a safe and secure environment
free of violence, drugs and fear ...” en-
hances the school’s legal position to cre-
ate and enforce policies which promote a
caring and disciplined school climate.
Placing school safety on the educational
agenda is a mandatory first step towards
safer and better schools.

Develop a comprehensive system-
wide safe schools plan. Complement the
districtwide plan with an individual plan
for each school site. Collaborate with
parents, students, educators, law enforc-
ers, the courts, probation and social ser-
vice personnel, and religious, corporate
and other community leaders who repre-
sent the racial and ethnic balance of the
community. Strategies should focus not
merely on security and supervision op-
tions but also on educational options, in-
cluding community and corporate part-
nerships. Review, update and broadly
dissemintate the plans annually to stu-
dents, parents and staff.

Establish uniform visitor screening
procedures. Monitor visitors and poten-
tial campus intruders. Signs directing
visitors to the office should be placed in
strategic, easily visible locations and
should be large enough to attract visi-
tors’ notice. Require visitors to sign in at
the school office, state their specific busi-
ness and wear or visibly display a
visitor’s bage. Advise all school employ-
ees to greet visitors or any unidentified
person and direct them to the main of-
fice. Train teachers and staff to courte-
ously challenge all visitors. “May I help
you?” is a nonthreatening way to begin.

Establish a crisis response plan. Re-

sponsible planning may avert many po-
tential problems; however, there are
times when a crisis is unavoidable. A
good crisis plan focuses on crisis preven-
tion, preparation, management and reso-
lution. The plan will also identify com-
munity resources and agencies that serve
students. The crisis response plan should
include step-by-step procedures for crisis
situations.

Establish a restitution and commu-
nity service program. Work with the
presiding juvenile judge and the chief
probation officer to establish such pro-
grams at each school. Individuals in-
volved in vandalism and acts of mali-
cious mischief should have some positive
means of making amends to society for
their offenses. Develop opportunities for
service with the help of appropriate gov-
ernmental and community agencies.

Identify and track repeat offenders.
The majority of school crime problems
are caused by a small percentage of stu-
dents. It is essential to closely supervise
these youngsters to discourage their con-
tinued involvement in misbehavior and
crime. Consider placing such students
with experienced teachers, developing
individual behavior and education plans,
assigning a specific counselor to each
student and assigning these students’
lockers in areas that are visible and eas-
ily supervised.

Establish a vibrant system of extra-
curricular programs. Children need in-
teresting and challenging things to do;
otherwise they tend to fill the void with
negative activities. A safe school offers
several options both before and after
school. Work with the local recreation
department, too.

Create an interagency partnership.
Safe schools actively cooperate with
community support agencies such as
mental health, child protective services,
the department of parks and recreation,
and juvenile probation and court sys-
tems. Campus security operations coordi-
nate with local law enforcement. Work-
ing together better protects the rights of
students and staff and also allows the re-
habilitation of juvenile offenders.

The National School Safety Center often
receives requests for advice on what
school administrators can do to make
their campuses safer. Here are 10 sugges-
tions that you can use. These strategies
represent the beginning of a continuing
cooperative process to create safe
schools.

Control campus access. Minimize the
number of campus entrance and exit
points used daily. Access to school
grounds should be regularly supervised
by individuals who are familiar with the
student body. Both pedestrian and ve-
hicular traffic should flow through areas
that can be easily and naturally super-
vised. Vendors’ delivery entrances also
should be checked regularly. Parking lots
often have multiple entrances and exits,
which contribute to the vandalism and
defacement of vehicles and school prop-
erty. Consider perimeter fencing.

Mandate crime reporting and track-
ing. A uniform school crime reporting
and record keeping system is critical to
maintaining a safe and secure campus.
Knowing what crimes are committed on
campus, when and where they are com-
mitted and who is involved speaks vol-
umes about the strategies and supervi-
sion that should be implemented. In
addition, conduct some level of crime
analysis to determine what, if any, link-
ages exist among various aspects of
criminal activity on the campus.

Include school safety in the school’s
mission statement. Reflect the context
in which academic learning is to take
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BY JOHN G. WATSON

The National Association of Secondary
School Principals suggests that “many
at-risk students feel alienated from
school. They feel that no one cares.  ...
Educational reforms must focus on the
affective domain — on ways to make
school a more caring, supportive and
nurturing place.”1

Such alienation can result in large
numbers of students leaving the educa-
tional mainstream. The Office of Educa-
tional Research and Improvement of the
U.S. Department of Education reports
that an average of 2,200 students drop
out of America’s public classrooms each
school day.2 This is a tragedy for each
person unable or unwilling to complete
school; dropping out also has serious
consequences for society in general.

There is a direct link between drop-
ping out of school, poverty and unem-
ployment. The consequences for the indi-
vidual and for society are real; they
include:
• loss of personal income. Some esti-

mates show that a high school dropout
forfeits at least one-third of his/her po-
tential earnings.

• loss of state and federal revenue. The
loss in potential individual tax revenue
at the state level is approximately two

and one-half times greater than the
costs of providing an individual a high
school education.

• increased cost to the welfare system
due to higher unemployment rates.
Unemployment of high school drop-
outs is twice that of those graduating
from high school.

• higher risk of incarceration. Chances
of imprisonment for the high school
dropout are three to nine times that of
the general population. Society’s cost
to imprison someone for one year is at
least three times the cost to educate a
student for one year.

• lower cognitive skill development.
Such a deficiency not only reduces an
individual’s potential for earnings but
also may restrict the person’s ability to
create a social network.

• reduced sense of the individual’s con-
trol over his/her destiny.

Options for troubled students
Often it is the nontraditional students,
truants and the eventual dropouts who
disrupt instruction on the traditional
school campus. At times, disruptive stu-
dents place individual classes and even
the entire learning environment at risk.
Furthermore, if troubled youth are not
directed to some alternative means of
education, the impact of their disruption
can intensify and expand.

Fortunately, American public school
systems do not automatically abandon

young people if they do not fit the mold
of the traditional student. Educators rec-
ognize the multitude of factors affecting
youth and look for alternative means by
which each student can achieve success.
In fact, educators have an obligation to
meet the educational needs of youth re-
moved from the traditional school cam-
pus. In July 1994, the American Federa-
tion of Teachers adopted a resolution
supporting “establishment and mainte-
nance of alternative education settings
for students who are removed from regu-
lar classroom environments.”3

Alternative school settings
Alternative schools have been a desig-
nated segment of American public edu-
cation since the 1960s. Donna
Harrington-Lueker, managing editor of
The American School Board Journal,
found that experts offer consistent advice
to school systems that provide alternative
schools for violent and disruptive youth.
• Staff the school with professionals who

are well-trained in behavior manage-
ment and the teaching of social skills.
The staff must understand crisis man-
agement and, most importantly, have
faith in the potential of their students.

• Work to reduce gender bias within the
school system. Alternative school pro-
grams are often geared toward violent
and disruptive male students. Peter
Blauvelt, president of the National Al-
liance for Safe Schools, has found that

John G. Watson, Ed.D., is director of the
Teacher Education Program and associ-
ate professor of education at Pepperdine
University, Malibu, California.

The middle college high school model for alternative schooling
provides an educational climate in which disruptive youth are

challenged to match their behavior to their “adult” surroundings.

Troubled youths respond
to alternative model
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female students are now demonstrating
behavior as violent as male students.
Educators must be aware of and pre-
pared for this trend.

• Begin partnerships with families, help-
ing them to learn ways to regain con-
trol over their children.

• Collaborate with law enforcement,
juvenile justice and social service rep-
resentatives as well as business and
civic groups to create school/commu-
nity partnerships that can effectively
satisfy the needs of alternative school
students.

• Team smaller school districts to de-
velop regional alternative school sites
when individual districts are too small
to offer educational alternatives.

• Develop long-term relationships with
alternative school students and main-
tain those ties even after students re-
turn to their home schools.

• Follow through by transferring records
and preparing home school site teach-
ers to receive returning students.4

High school/college programs
Chronically disruptive youth often suffer
from low self-esteem. They are fre-
quently absent from school, and many
are academic underachievers. Such stu-
dents are prime candidates for dropping
out of school. Public school systems have
established a number of schools and cur-
ricula addressing the needs of these
young people.5

One of the alternative educational ap-
proaches for highly at-risk students was
conceptualized in 1971 by Janet Lieber-
man and her associates at LaGuardia
Community College in New York City.
They developed a collaborative program
involving the college and high school. In
1974, Middle College High School
(MCHS) was established on the campus
of LaGuardia Community College with
initial funding from the Carnegie Corpo-
ration and the Fund for the Improvement
of Postsecondary Education.

The goal of MCHS is to reduce the
dropout rate by establishing an environ-
ment that allows the student to improve
academically, raises the student’s self-

esteem, enhances the student’s college
and career options and increases the
number of students entering college. A
middle college high school should also
seek to establish a family-like atmo-
sphere among students and staff.

Dr. Lieberman’s experience in devel-
oping the LaGuardia Middle College
High School provides significant insight
into some of the important issues to con-
sider in establishing a MCHS model. It
is essential that joint responsibility for
the program be assumed by the college
and the high school governing boards, a
collaboration that allows for continuing
support and the coordination of appropri-
ate funds.

The MCHS philosophy clearly sug-
gests that young people identified for this
alternative school experience benefit
from the mature environment associated
with the college. Student selection is
based on the following criteria:
• a high rate of absenteeism;
• failure in three or more subject areas;
• identified social and emotional prob-

lems stemming from the home envi-
ronment; and

• evidence of academic potential.6

MCHS programs provide small
classes, peer role models and strong aca-
demic and other support services. The
LaGuardia project class of 1985 gradu-
ated 83 percent of its MCHS students
compared to a 50 percent graduation rate
of traditional school students throughout
New York City.7 The high success rate of
this program prompted the Ford Founda-
tion to provide funds to support the repli-
cation of the model in cities nationwide.

LaGuardia, a basis for partnerships
The program at LaGuardia has been
adopted as the basis for school/college
partnerships throughout the country.
Some school districts have modified the
framework to meet specific goals, but all
such partnerships are designed to reduce
the school dropout rate.

One institution established its MCHS
program to retrieve students who had al-
ready left the formal educational system.

Another identifies young people who de-
veloped a strong understanding of basic
skills in elementary school, but lost in-
terest in school in middle school. These
high-risk students are encouraged to con-
sider the MCHS program. If accepted,
they enroll directly in the MCHS, never
attending a traditional high school
setting.

Enhanced opportunities for success
Middle college high schools provide stu-
dents with a number of features that en-
hance their opportunities for success.
The  Office of the Chancellor of Califor-
nia Community Colleges found the
MCHS model provides students with en-
riching environments. Each program
may be initiated somewhat differently,
but all have the essential elements for
student success:
• instructional programs with flexible

pacing;
• broad curricular options;
• a career preparation emphasis with re-

quired internships;
• increased personal attention through

small classes and low student-to-staff
ratios;

• a college environment that provides a
maturing effect;

• opportunities to enroll in college
courses after meeting eligibility
requirements;

• opportunities to attend joint programs;
• high school and/or college faculty

team-taught courses;
• peer counseling;
• tutoring by college students; and
• use of the college gymnasium, lounges,

labs, library and cafeterias.8

Each successful MCHS has strong
leadership. The collaboration between
the school and college is well-developed
with open communication between the
administration of each entity and among
the students and staff. This openness al-
lows for the development of trust by all
involved in the educational process. The
school creates its own mission and cul-
ture while remaining compatible with
those of the college.
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The school/college program functions
best when kept small, allowing for more
personal attention to each student. Size
also assists in the establishment of direct
lines of communication among student,
parent/guardian and school.

Finally, a successful MCHS publicizes
student successes and encourages finan-
cial and volunteer assistance from the lo-
cal community. The importance of in-
vesting in all the youth of the community
is a strong message.

MCHS faculty selection
Faculty selection should be based upon
an applicant’s strong desire to teach in
the MCHS setting. Staff must also be
persons who are highly educated, multi-
culturally aware and caring.

Teachers must have significant class-
room experience. They should recognize
their dual roles as teacher-counselors for
a small number of students. As they
work with students, faculty should have
the opportunity to help students with
school and personal problems, to discuss
social issues and to encourage and moni-
tor students’ community activities.
Teachers should establish a close stu-
dent-teacher relationship designed to
build the students’ self-esteem through
the development of mutual trust, respect
and cooperation. The teacher must have
a strong commitment to fostering stu-
dents’ success.

Faculty members must also exhibit ef-
fective behavior management skills. One
study concludes that students respond
positively to situations in which the
teacher is:
• aware of the total person. Smaller class

size allows this awareness to develop.
• able to differentiate between the stu-

dents and their behaviors.
• conscious of teacher/student burnout.

(A teacher must be able to assess if
personal burnout is pending, deal with
the students who may cause teacher
dissatisfaction and/or find ways to re-
kindle the motivation of students who
are on the verge of burnout.)

• sincere, consistent and open and an ef-
fective listener.9

Successful MCHS programs
Most successful MCHS programs have
developed curricula which provide stu-
dents positive social skills training and
relate course content to the real world.
Frequently, a thematic approach is uti-
lized that includes developing multicul-
tural understanding among students.
Students who acquire a significant num-
ber of high school credit hours may en-
roll in college classes, receiving high
school and college credit.

In many MCHS programs, the student
is also required to do an internship. This
program aspect is designed to give stu-
dents an opportunity to succeed through
work experiences and to relate their
schooling to work opportunities.

Perhaps the most important character-
istic of the MCHS compared to other al-
ternative programs is its unique physical
location — the college campus. The in-
fluence of the campus environment has
an enormous impact on the students’ af-
fective development. High school stu-
dents want to fit into the culture of the
college. They proudly carry college iden-
tification cards and place parking decals
on their cars. Most importantly, the
MCHS students can visualize themselves
enrolled in college.

The MCHS staff and the college com-
munity provide tutoring programs and
role models that help to raise the stu-
dents’ self-concept. Building students’
self-esteem is imperative throughout the
alternative school  process. Students
must learn to see themselves as worth-
while, capable and valued. As students’
self-esteem and confidence rise, aca-
demic achievements increase, student-
teacher relationships form and many per-
sonal, academic and employment goals
are realized.

One program found “... that 94 percent
of MCHS students indicated they would
encourage others to attend MCHS. Stu-
dents and teachers alike pointed to the
curriculum and the teaching methods as
factors that make MCHS a better experi-
ence than the traditional high school for
most of its students.”10

Another program reports: “... MCHS

project report is showing that the model
reduces the high school dropout rate, im-
proves the educational participation of
currently underrepresented minority col-
lege students and increases high school
graduation and college entrance rates.”11

Education is the foundation of a free
society, for it is the involved citizen who
thinks critically that ensures democracy.

The people of the United States are
committed to educating all children and
youth. It is a compassionate and wise
community that collectively understands
that not every person will “fit the mold”
of traditional public education. Informed
citizens encourage creative and innova-
tive programs such as the high school/
college model so that most young people
may enhance their opportunities for suc-
cess as citizens in this nation and in the
world.
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Education over violence:
a return to priorities

Education should be the key concern
of a parent sending a child to school.
Yet today the issue of safety has sur-
passed this basic concern. Children
should feel that they are in a safe envi-
ronment that is conducive to learning.
Society, too, should demand safe
schools so children can learn what
they need to know as our future work-
ers and leaders.

While school safety has always been
an issue, school violence has become
more pronounced since the 1980s as
budget reductions have forced schools
to cut counselors, extracurricular ac-
tivities and security guards. Nearly 3
million crimes occur in or near school
campuses every year, about one every
six seconds that school is in session.
School safety has been compromised
as guns have become available to
youths. Nationwide, about one pupil in
20 now reports carrying a gun to
school. The Center for Disease Control
and Prevention estimates that at least
105 school-related deaths occurred
from July 1992 through June 1994.

Prodded by parents, politicians and
the public, educators throughout Cali-
fornia have gotten tough on abusive
youngsters who create disruptive and
outright violent environments for those
who want to learn. As an advocate of
long-term preventive solutions, I can-
not fully support the notion of expel-
ling these problem youth and turning
them loose on the streets. While sup-
posedly solving a problem in schools,
this solution creates social and crimi-

nal problems in our neighborhoods and
communities. Furthermore, we are los-
ing opportunities to help abusive
youths learn to resolve their problems
nonviolently, and thereby lead happier,
more productive lives.

Current legislation will allow every
California public school the opportu-
nity to design and implement its own
program to teach students how to re-
solve conflicts without resorting to
abuse or violence. The most promising
of these locally developed programs
will receive state funding.

Senate Bill 1255, which created the
statewide Conflict Resolution and
School Violence Reduction Program,
passed both the Senate and Assembly
and was signed into law by Governor
Wilson in 1994. However, recent
changes in the asset forfeiture laws,
which provide funding for this legisla-
tion, created a need for further legisla-
tion as a clean-up measure to SB 1255.
SB 1043 clarifies both the intent and
the mechanics of SB 1255. For ex-
ample, SB 1043 requires county offices
of education to notify the superinten-
dent of public instruction of their intent
to participate in the grant program no
later than 60 days after the superinten-
dent certifies the level of funds avail-
able for a fiscal year. Each participat-
ing county office will then receive part
of a $10 million state fund to distribute
to schools in that county.

The first priority for funding will be
for schools to train teams of staff,
teachers, administrators and students

in conflict resolution and mediation
skills, thus providing a continuation of
conflict mediation education after the
state grants expire. Second, funding
priority will be given to existing after-
school extracurricular opportunities
that provide youth with alternatives to
delinquent behavior.

All the programs will teach students
communication, anger management,
bias reduction and mediation skills.
Each program will also make conflict
resolution training available to parents/
guardians and to community-based or-
ganizations that support the school.

Schools wishing to design their own
conflict resolution projects will have
successful programs from across the
state as models for their own districts.
The commitment is there, and with the
promise of financial assistance, the
community will respond.

SB 1043 further stipulates that the
California State Department of Educa-
tion will contract for an independent
evaluation of the schools’ projects to
determine which ones actually reduce
violence. The best programs then can
be continued and replicated by other
schools.

Californians have responded to the
importance of the Conflict Resolution
and School Violence Reduction Pro-
grams by allocating $10 million for
these programs over the next two to
four years despite the ongoing state
struggle to balance an ever-tighter bud-
get. Under asset forfeiture the funding
will come from the sale of drug deal-
ers’ assets that police seize.

California has made a serious start
on addressing school violence so that
schools can return to the business of
education. For this effort to continue,
however, it is crucial for all of us to
work together in finding solutions.

Submitted by California State Senator
Teresa P. Hughes. Contact: Karen
Lowry, California State Department of
Education’s School Safety and Violence
Prevention Office, 916/423-3035.
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BY NANCY M. KAPLAN

Most adults have been taught either by
example or by instruction that confronta-
tion or avoidance are effective ways to
resolve conflicts. When these methods
fail, parties that disagree often turn to
the adversarial process in which each
side tries to prove in a court of law that
its position is right, and a judge rules on
the matter and imposes a decision upon
the disputing parties.

Many people are beginning to realize,
however, that there are benefits to set-
tling one’s own disputes. Furthermore, it
is becoming increasingly apparent that
disputes settled by judges or arbitrators
often create even more dissension and
animosity between the parties than did
the original issue.

Mediation as a means of resolving
conflicts has gained credibility and ac-
ceptance in many areas of society, rang-
ing from divorcing couples to warring
nations. Teaching young people in
school to use conflict resolution skills is
producing significant results in reducing
school confrontations and violence. Me-
diation training conveys the concept that
each person is responsible for resolving
disputes in a rational, peaceful manner.
To young people who have not been

reared in the tradition of solving con-
flicts through confrontation, avoidance
or arbitration, mediation makes sense.

In the early and mid-1980s when
many school peer mediation programs
were developed, the goals of such pro-
grams seemed to be simply to set up al-
ternative ways to settle school-ground
arguments, to free up the school admin-
istrator to deal with more serious prob-
lems and to reduce the number of student
suspensions. However, current school
mediation programs have gone far be-
yond those somewhat superficial objec-
tives. When young people are trained to
be mediators, they develop not only more
effective ways to help others, but also
more practical ways to use conflict reso-
lution skills in their own lives.

At first many school mediation train-
ers believed that only a core group of stu-
dents should be trained in mediation
skills. These students would then act as
mediators for other students who had
disputes. More recent developments in-
clude expansion of mediation training to
all students, K-12. All students benefit
from training because mediation skills
are life skills.

Parent/student mediation classes
One of the most exciting additions to
school mediation programs is parent
education class. Here, both parents and
their children are taught basic mediation
skills. Such dual instruction is signifi-

cant because it creates a shared back-
ground, an atmosphere of problem solv-
ing in the home that is consistent with
that at school. Techniques learned give
parents the option to use mediation
rather than arbitration to help their chil-
dren work out problems. Perhaps an even
more significant result of the parent edu-
cation classes is that preschool children
in these participating families are ex-
posed to mediation strategies prior to en-
tering school.

Another aspect of student mediation
training is the emphasis on “being your
own mediator.” Some may ask, “Why
teach young people to be mediators in-
stead of teaching them anger manage-
ment and basic conflict resolution
skills?”

In answer to such a query, consider the
following example. A group of opposi-
tional, hostile boys and girls are gathered
in a class. The instructor says to them, “I
am going to teach you how to manage
your anger.” How do you think the ma-
jority of such students will respond?
Now, imagine instead that the teacher
says, “I am going to teach you how to
help other people work out a problem.”
The focus of the two statements is quite
different. In the first statement the
listener’s attention is turned upon him/
herself; the second statement leads the
listener in considering others — an out-
ward, cooperative focus. One can imag-
ine that responses to the two statements

Nancy M. Kaplan, MSW, a professional
mediator, is the director of Conflict
Resolution Unlimited and serves on
the Board of the Academy of Family
Mediators.

Student mediation:
Opportunity and challenge

Students can learn and teach the valuable conflict resolution
skills that are necessary for reaching mutually agreeable

solutions to disputes and for creating lifelong benefits.
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would understandably be quite different,
that receptivity and reactions of the lis-
teners would also differ appreciably.

The concepts and skills taught in me-
diation training are in fact very similar
to those taught in anger management
training. The difference is the receptivity
of the audience. Once young people have
learned the skills of mediation, many can
easily transfer these techniques and ap-
ply them in their own lives. The most ef-
fective student mediation curricula in-
clude sessions on being one’s own
mediator. In such classes, students are
explicitly shown how mediation concepts
and skills can be used when they have
conflicts with another person.

Multi-phase mediation programs
A successful student mediation program
is multi-phased. The first phase of
CRU’s program is to educate key school
administrators regarding the type of time
and energy commitments needed to en-
sure a positive outcome for the program
and to obtain the administrators’
support.

Student mediation programs do not
run themselves. Therefore school coun-
selors and others who will be involved in
the operation of the mediation program
must in the second phase also be in-
formed and committed to making the
program a success.

The third phase focuses on presenting
the program concepts and practices to
the school faculty and securing their co-
operation. At the presentation, teachers
are told how the program works, how
and when the student training will be
conducted and how the students will be
chosen. It is also important to point out
that particular disciplinary and legal is-
sues — such as those arising from school
weapons or drug seizures —are not ap-
propriate incidents for resolution by stu-
dent mediation.

Invariably some teachers will want to
know if they will be compelled to allow
students to be taken out of their classes
to participate as mediators. The answer
is no. It is important to respect the con-
cerns of teachers who feel the program

might disrupt their classes. Teachers
should be assured that all student media-
tors must receive their teacher’s permis-
sion to be released from class.

During the fourth phase of establish-
ing the mediation program, prior to
training a core group of students to be
mediators, at least three faculty members
are trained at a regional faculty work-
shop so that they can fully understand
the program and help supervise role
plays during the subsequent student
training.

Training student mediators
Selecting and training student mediators
is the fifth phase of the mediation pro-
gram. Student mediators should repre-
sent a cross section of the school’s stu-
dent body. This cross section includes
students with anger management prob-
lems, shy students, learning-disabled stu-
dents, bright and bossy students as well
as students who are good listeners and
natural problem solvers. A good media-
tion program holds special therapeutic
value for students in each of these
groups:
• For the angry, oppositional students,

mediation offers a way to channel en-
ergy in a positive direction.

• For shy and learning-disabled stu-
dents, mediation programs can help
raise self-esteem.

• For bright and bossy students, serving
as a mediator involves being able to
wait for the disputants to arrive at a
satisfactory solution, a scenario that
can present a real challenge for such
students.

At elementary schools, conflict manag-
ers are usually nominated by teachers. At
secondary levels, choosing students is
best accomplished by making brief re-
cruiting presentations to each classroom.
A good way to recruit volunteers is to
conduct a brief discussion of how disci-
pline is currently administered and then
describe how student mediation works as
an alternative. Usually hundreds of stu-
dents volunteer, and the challenge be-
comes how to choose the 30 students to

Founded in 1992, Conflict Resolu-
tion Unlimited is a mediation skill-
building program that helps young
people learn and use alternative
dispute resolution skills at school
as well as in their daily lives. A
major goal of CRU is to provide
students with trainers to whom they
can readily and comfortably relate.
This means developing a cadre of
trainers that includes numerous
people from diverse backgrounds.
Trainers must be good actors, and
their teaching styles should hold
students’ interest.

To date, CRU has trained stu-
dents and faculty in over 150
schools. CRU trains representatives
from local schools to use CRU ma-
terials and methods of presentation
for use with their students.

CRU has developed a complete
set of mediation training materials
for elementary, middle and high
school students. These training ma-
terials now include two videos as
well as training manuals for el-
ementary, middle and high schools.

CRU has also developed manuals
for use by classroom teachers.
These manuals are written so that
students at every level in a school
can be taught basic mediation tech-
niques. The classroom manuals for
both the elementary and secondary
levels emphasize “being your own
mediator” so that students can
learn to resolve their own disputes.

CRU’s materials include compo-
nents on numerous mediation tech-
niques and a variety of exercises on
diversity and how it affects conflict.
Each secondary-level manual con-
tains 25-35 role plays that are used
to teach students the basic process
of mediation. The role plays are
scripted to help young people rec-
ognize and deal with prejudice and
the conflicts it creates.

CRU  trains students to
be their own mediators
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be trained.
Student training is best conducted in

four sessions over a two-week period.
The training sessions last two hours at
the elementary level and three hours at
the secondary level. Although the ses-
sions may be conducted back-to-back
over a two-day period, the wealth of in-
formation presented is best assimilated
when the sessions are a few days apart.
Training components include:
• ways to deal with conflict;
• the mediation process;
• communication skills;
• listening skills;
• feelings and “I” messages;
• diversity and conflict;
• mediation techniques;
• dealing with difficult situations; and
• “being your own mediator.”

Mini-training for faculty
Once student mediators complete their
training, faculty then take part during
the program’s sixth phase. This three-
hour introduction to mediation concepts
and skills gives faculty members the op-
portunity to learn about mediation and to
observe what their students have already
learned. Newly trained student mediators

help supervise the faculty role plays dur-
ing this training session. Most teachers
are surprised and impressed to see what
their students know about mediation.
Additional goals of the faculty training
are to obtain appropriate referrals from
the faculty for the mediation program
and to create an awareness that media-
tion concepts and techniques can be
taught by classroom teachers as part of
the regular school curriculum.

Many schools are now using their
team of trained student mediators to
teach mediation skills to all students in
the school, a seventh phase of the pro-
gram. With support and assistance of the
faculty, sessions emphasizing “being
your own mediator” are conducted dur-
ing class time. In addition to teaching
problem-solving concepts to others, stu-
dent mediators reinforce the skills and
concepts they have learned in their ini-
tial training.

CRU’s mediation model is comprehen-
sive since it provides a core group of in-
tensively trained faculty and students and
ultimately reaches the entire school
population to educate and inform them
about mediation as a dispute resolution
tool. After the completion of first year of

One of the most exciting things about student mediation
training is its therapeutic effect upon young people. In the
following true stories about students who have participated
in mediation training, names of the individuals have been
changed to protect their identities.

Darrel was a sensitive, insightful eighth-grader with mul-
tiple behavior problems. In fact, he was suspended from
school during the course of the mediation training. How-
ever, Darrel was so intrigued by mediation that he came
back to school to participate in the training, which was con-
ducted after school. Darrel became one of the school’s most
effective mediators. At last report, he had significantly
changed his behavior, gone on to high school and graduated
in 1995.

Samuel was the most disruptive member of his elemen-
tary school mediation training class. CRU trainers were es-
pecially frustrated by Samuel’s incessant kicking of a musi-

cal instrument that he brought to class. Two years later,
CRU trainers were conducting middle school training and
to their dismay, Samuel was again in the class. Amazingly,
his behavior had changed dramatically. Samuel was  now
able to use his intelligence in a constructive manner, and he
became a major contributor to the mediation training class.

Some students who benefit from mediation training are
very shy and withdrawn. Diane was a high school student
who hardly said a word during the mediation training.
About two weeks after student training, CRU trainers re-
turned to her school to conduct a faculty mini-training ses-
sion. Diane was chosen to help CRU trainers by supervising
faculty role plays. After observing Diane calmly and confi-
dently instructing faculty on the process and techniques of
mediation, the school counselor and CRU trainers could
hardly believe the transformation. Such dramatic turn-
arounds can result from investing in young people.

Students receive unexpected benefits from student mediation training

the program, most schools can progress
to the eighth and final phase — that of
ensuring continuation and revitalization
of the program by using CRU’s manuals
and videos to reinforce concepts of me-
diation and to provide training for stu-
dents and faculty members new to the
program.

Student mediation programs offer both
challenges and opportunities. Such pro-
grams are challenging because training
and implementation of the program re-
quires skill-building — as well as sig-
nificant time commitment and dedication
on the part of faculty. Conflict resolution
training offers opportunities to positively
impact students at all levels and to ulti-
mately reduce violence in schools and in
society. Mediation training is a proactive
way to help young people learn positive
life skills — and thus is a means of mak-
ing a priority investment in this nation’s
future.

For further information, please contact
Nancy M. Kaplan at Conflict Resolution
Unlimited at 845 106th Ave. NE, Suite
109, Bellevue, WA 98004, 1-800/922-
1988. e-mail: cru@conflictnet.org
URL: http://www.conflictnet.org/cru/

KAPLAN
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Principal’s hotline
reduces school crime

George Washington High School in
San Francisco has an open campus
during the noon hour. Because stu-
dents leave campus during the lunch
break, a problem developed that went
unaddressed for some time. As Wash-
ington High students were on their
way to and from school during their
lunch period, outsiders were starting
fights with them. Despite a good work-
ing relationship with the local police,
school officials did not know about
this problem until it was out of hand.
Students were afraid of retaliation
from these outsiders and did not report
what was going on.

To give students a fear-free report-
ing mechanism, the assistant principal
set up an anonymous telephone hot-
line. Students could call in reports of
violence, threats, vandalism or other
problems with which they needed help.

The local telephone company ar-
ranged the hotline, which is actually a
voice mailbox. Students can leave
messages 24 hours a day, and the ad-
ministrator can retrieve or save them
or change the hotline message from
any location, using a special code and
a telephone keypad.

The hotline broke students’ silence
by giving them an opportunity to ex-
press their concerns in the privacy of
their homes, from pay phones or from
any other place where they felt safe
making the calls any time of the day.

The idea for a hotline grew out of
“teach-ins” designed to get students
involved in solving campus problems

related to violence and discipline. Dur-
ing one designated class period, stu-
dents in every class formed small
groups to identify school-related prob-
lems and discuss strategies for prevent-
ing those problems.

The hotline was one of the student-
generated solutions that came from the
small group discussions. The majority
of students said that they avoided re-
porting problems or incidents because
they feared retaliation. Students indi-
cated that they would report an incident
if they could do so anonymously.

The first month the hotline was in
use, the school community experienced
a reduction in the number of incidents
both on and off campus. In fact, several
adults were arrested for extorting mon-
ey from students on the way to school.
The hotline also received reports of
child abuse, threats, drug deals and a
potential suicide attempt.

A hotline is an excellent way for stu-
dents to let administrators know what
is happening in and around school.
Here are two outstanding examples
from Washington High’s hotline:
• A student was beaten to death at

night on a local golf course. The po-
lice had given up on the investiga-
tion. Then another student who knew
what had happened called the hotline
and gave details of the incident.

• A young lady asked the assistant
principal if she could borrow a quar-
ter to call the hotline. He told her
that she could tell him what was go-
ing on, but she insisted on using the

hotline. He confessed to her that he
was the hotline and walked her into
his office. She reported that a boy in
one of her classes was carrying a
loaded .45 in his backpack.

The school also gets hotline calls
from parents and people who live near
the school. Parents usually ask if
someone can look into things they
have overheard their kids talking
about.

Neighbors were given the hotline
number when a Neighborhood Watch
was organized. Neighbors often call to
give descriptions of people they see de-
facing buildings and other school
property. Community residents also
call about student behavior on city
buses and about students loitering or
smoking on their property.

The hotline averages one or two
calls a week. The assistant principal
regularly checks for messages and re-
fers problems to others when the prob-
lems are beyond his expertise. For ex-
ample, if a call is about a student who
is thinking about suicide, a resource
counselor is notified. If the call is
about child abuse, the information is
passed to social services and then to
the police department.

To make students aware of the
hotline, teachers disseminated business
cards with the hotline and other
“careline” numbers printed on them.
Posters containing the information
were also displayed in hallways and
classrooms.

Many schools have installed metal
detectors or hired extra security offic-
ers. One area school even put up a
steel fence around the campus at a cost
of $125,000. For about $20 a month,
Washington High’s hotline compares
favorably in cost effectiveness.

Submitted by assistant principal
James S. Dierke of Washington High
School, 600 32nd Ave. at Ariza St.,
San Francisco, California 94121,
415/750-8400.
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Teaching children how to deal with anger means helping them learn to
recognize their “boiling point,” to name the feeling, to acknowledge

the emotion and to channel their anger appropriately.

This original, creative description of a
fight was written by 11-year-old Paul,
with little adult prompting. For him, as
for most children, anger is an intense
and overwhelming emotion. He struggles
with his anger at being treated unfairly
and with his growing rage at not being
heard. Because it is two weeks later and
Paul’s head is now cooler, he is able to
describe what caused the initial problem:
the boys’ refusal to discuss a difference
of opinion over the rules of a game. An-
other part of the problem is his desire to
have a say about what other friends Tom
invites when he and Tom are scheduled
to play together. In retrospect, Paul sees
how he could have handled the situation
differently, and he feels regretful about
blowing up. Later he and Tom worked
out a plan for choosing which friend they
would play with.

As he describes what happened when
he blew up at Tom and Rob, Paul reveals
surprising understanding of himself and
of the causes of his anger. He describes
the problems and how he would like to
change his behavior. Paul is also able to
look at what needs changing in the situa-
tion itself so that the problem is not as
likely to repeat itself.

Paul is learning to manage his anger
by understanding his anger cycle and by
making a plan for those behaviors he can
change. He reflects on his anger and
practices dealing with it. As a result, “I
can handle this!” will be Paul’s self-talk

concerning his anger as he moves into
adulthood.

Children can learn to manage anger
One mistake adults make is to assume
that children should experience and
handle their anger in an adult manner.
Managing anger involves self-awareness
and self-control. It involves separating
the feeling itself from acting upon it. It
means making choices about how to act
on the anger and then realizing that dif-
ferent choices will have different conse-
quences, good or bad. These are complex
skills that many adults struggle to apply
in their own lives.

Anger can be a very scary emotion, es-
pecially to a young child. We can help
our children manage these fears in three
ways:
• Naming the feeling;
• Acknowledging and accepting anger;
• Helping the child channel it

appropriately.

Supportive adults can offer guidance
to help their children build their skills
for managing anger. Begin by labeling
and acknowledging angry feelings. This
strong emotion can be frightening, and
children need the reassurance that every-
body gets angry, that anger won’t hurt
others, and that you as a parent will help
them learn to control angry impulses. It
also helps to suggest ways to cool off: “I
see that you are angry. You need to find

Mad kids:
What’s a parent to do?

Tom, Rob and I were playing a basketball
game and we were doing fine until Tom
challenged me! I was champ at the time
so I had to “fight” him. All went well un-
til the end when I thought Tom was doing
something agenst the rules of the game.
Of course I was beatan (because of the
“cheating”). Then I complained to Rob
but every time I said something to him
he’d say something like “I didn’t see it.”
Then I’d say “But you were standing
right there! You are a bad ref.” Every
time I commplined it seems like he would
igmore me more than the time before.
Then I “blew my stack.” At the time that
it happened I was realy mad, but after a
week or two I can laugh at my foolish-
ness! The main problem in this insadint
was the not listening to others. I admet
that I didn’t listen and I’m sorry I got in
a fight at all! Tom and Rob didn’t even
look at me and if they did they did it very
little I hated that because Tom invited
Rob over when I was already there (he
does it all the time, the only friend I like
him to do this with is Zach). I know I
handled my anger all wrong. I’d like to
keep working on leving when my anger
escalates to that point. I’m sorry Rob!

Paul, Age 11

Susan Beekman, M.A., and Jeanne
Holmes, M.Ed., are former teachers and
currently are authors, trainers and con-
sultants with Conflict Management Con-
sultants in Corvallis, Oregon.

BY SUSAN BEEKMAN AND JEANNE HOLMES
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something to do in your room to help
yourself feel better, and later we’ll talk
about what happened.”

Heading it off
We can help our children recognize
times of the day or stressful situations
when they are likely to be vulnerable to
their anger. As a parent, you can com-
ment on your child’s pattern: “This is
one of those situations where I’ve no-
ticed you’re likely to get angry. Is there
something you can do to take care of
yourself if you start to feel stressed or up-
set?” These questions might help the
child become conscious of his/her own
anger patterns. Some parents and kids
agree on a hand signal to use at such
times.

Another way to manage anger before it
gets going is to think and talk about it at
other times. Brainstorming lists of poten-
tial anger-producing situations with chil-
dren produces useful insights. For in-
stance, this is the list Jeanne’s son Andy
gave when he was 11:
• Losing a game;
• Not taking turns in an agreeable way;
• Doing something and getting in

trouble when someone else who did
the same thing doesn’t get into
trouble;

• When I’m really hungry;
• When someone else throws the first

punch (physically or emotionally);
• When someone works on something I

want to work on alone;
• When someone interrupts something

important;
• When someone cheats, tries to cheat,

or does something that looks like
cheating;

• When someone says something wrong
about me;

• Lots of stress; and
• Headaches.

Planning ahead
As children move into middle childhood,
rehearsing anger management tech-
niques can have a big payoff. Discuss the
child’s handling of anger and review
what has worked for him/her in the past

as well as what has not worked so well.
Teach him/her to use self-talk (such as,
“I can handle this without losing my
cool.”) when s/he is starting to heat up.
A hand signal can be effective in helping
your child tune in to his/her feelings or
to suggest s/he take action to cool off. It
is also useful for kids to learn to estab-
lish limits with others by giving them
examples of phrases they can use to get
out of an anger-producing situation: “I’m
too mad to talk about this right now. I’m
going home.”

Brainstorm a list of things to do when
temperatures begin to rise. Three 13-
year-old boys generated this list:
• Play video games and get revenge on

characters.
• Put on headphones and listen to favor-

ite music.
• Draw a picture of the person you’re

mad at.
• Eat. You could have a short fuse be-

cause you’re hungry.
• Write a story with the person you’re

mad at as the main character.
• Slam doors when no one is around.
• Run laps around the house.
• Cool off in your room.
• Work on homework.
• Practice a sport.
• Pretend you’re flying to Mars or swim-

ming to Hawaii.

Other children have found it helps to get
something to drink, to count to 10 back-
wards, to go to a favorite outdoor hide-
out, or to talk it out with a friend or
grown-up.

When children express their angry
feelings toward other kids using words,
there is always the very real possibility
that other children will respond by ig-
noring them or by saying, “So what?”
Kids need ideas about what to do if using
words does not help. Our adolescent as-
sistants generated this unique list:
• Walk away.
• Swear and punch them.
• Calm down (chill out).
• Get help.
• Ignore them and go on with what you

were doing.

• Figure out a way to outsmart them and
get what you want.

• Belch as long as you can while swear-
ing in their ears.

• Tell them to bug off.

Remember, brainstorming works best,
and it’s more fun if you accept all solu-
tions as they come up. Obviously, some
of these brainstormed ideas would prove
inappropriate if we asked, “What might
happen if I do that?” However, several of
the solutions do have practical value.

During the boil-over
Once the boiling point is reached, at-
tempts at intervening verbally usually re-
sult in making the child angrier. As long
as the situation is reasonably safe, the
child needs cooling down time. Some
children are comforted by being gently
hugged by a parent. Others need to be
left alone. After the angry feelings begin
to fade, suggest that the child do some-
thing to make him/herself feel better.

After an angry outburst
First of all, make sure your child is really
cooled off before you do anything. Help
him/her reflect on what happened and
begin to put together a plan for handling
the next heated situation. Questions to
guide you might include:
• What happened?
• Why did it happen?
• What was it like for you?
• What could you do next time so that

things might go differently?

According to psychologists H. Stephen
Glenn and Jane Nelson in their book
Raising Self-Reliant Children in a Self-
Indulgent World, asking these questions
is crucial in guiding children to under-
stand and channel their anger appropri-
ately. “Children develop self-control
when they see the relation between feel-
ings and actions, actions and outcomes.
The goal here is for them to understand,
‘I feel _____, I do _____, I experience
_____. Next time I feel a certain emo-
tion, I might do something different so I
can experience another outcome.’ ”
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It is important to practice this kind of
thinking over and over with children to
help them learn to manage this complex
emotion.

Some kids are inclined by tempera-
ment to have shorter fuses. For these
kids, it is even more important for par-
ents to provide firm guidance and consis-
tent practice.

Parent in the mirror
It is okay for your kids to see you get
mad. If children do not see parents man-
age their own anger, they may get the
message that it’s bad to have angry feel-
ings. They will also be robbed of role
models for handling anger in healthy
ways. If children learn to deny it, anger
will emerge as depression, revenge or re-
bellion or will build into uncontrollable
outbursts.

If you do not handle your anger well,
you always have the opportunity to
model how to recover. “I made a
mistake. ...I apologize. ...Let’s work on a
solution together...” It is never too late to
admit your mistake and to apologize or
to make a plan to change the circum-
stances which led to the outburst. This is
effective with individual family members
or with the entire group.

One strategy for teaching kids about
anger is to share your own difficulties
managing your cooling mechanism, ask-
ing for ideas on how you might be more
effective at handling it. As your children
give you ideas for managing your anger,
they are indirectly gaining insights into
handling their own. You have also
helped to create an accepting climate in
which all feelings are open for discussion
and understanding.

The communication skills parents
model and teach in the creation of a
peaceable family will also build the
strong foundation necessary for kids to
deal with their own anger. Children who
have learned or watched their parents
use feeling statements and attentive lis-
tening will be less likely to vent their an-
ger inappropriately.

Suzanne frequently blew off steam by
yelling or stomping around the house

and slamming doors. She was disturbed
when she saw her 5-year-old daughter
mirroring this behavior, and Suzanne be-
gan to take a look at the lessons she had
taught with her own actions. When
Suzanne brought the issue to parenting
class, she brainstormed with the group
some ways she could change her behav-
ior. The class helped her to make a plan.

The next few times Suzanne felt her
patience waning, she indicated this by
making a clear statement, “I have this
much patience left,” holding up her fin-
gers to indicate a little pinch. After that,
she focused on doing something to calm
herself down so the situation would not
escalate.

A few weeks later, Suzanne’s daughter
was exasperated with her dad for not re-
sponding to the fifth request that he lis-
ten to her. From the next room, Suzanne
heard her daughter’s high voice, in an
aggravated warning to her father, “I
have this much patience left with you.”

As parents learn to express desires in
constructive ways, to use feeling state-
ments and problem-solving skills, and to
manage their anger, they give their chil-
dren a sense of the importance of these
skills. When children learn these behav-
iors, they have less need to manipulate
others with their anger.

Keep the goal of anger management in
mind, but remember that you are work-
ing with your child on a complex
change. Anger control is difficult for
most adults. Recognize and celebrate
little achievements along the way. Stay
with it. It is only when a child is old
enough to think more abstractly that
s/he can generalize about the effect of
his/her actions on others and can develop
true empathy.

This article was adapted by the authors
from Battles, Hassles, Tantrums & Tears,
© 1993 by Susan Beekman and Jeanne
Holmes, and is used with permission of
William Morrow and Company, Inc. Su-
san Beekman and Jeanne Holmes can be
contacted  at Conflict Management Con-
sultants, 3825 NW Hayes, Corvallis, OR
97330.

Tips for managing anger

Authors Susan Beekman and
Jeanne Holmes offer the following
tips from their book, Battles,
Hassles, Tantrums & Tears  (Will-
iam Morrow and Company, Inc.),
for parents seeking to manage their
own anger and to help their chil-
dren learn to control their feelings
of anger.
• Some parents find that family

counseling helps to bring a
particularly difficult situation
back into healthy bounds.

• Notice when your anger gets in
the way of dealing effectively
with your child’s anger. Use
self-talk and cooling-off strate-
gies and buy time.

• Avoid problem solving until ev-
eryone is cooled off. Problem
solving doesn’t work when emo-
tions are running high.

• Family meetings provide a fo-
rum for discussion and prob-
lem solving after the air has
cleared.

• If your child has a regular pat-
tern of angry outbursts, check
to see if s/he is using it to ma-
nipulate you and/or others or is
expressing an unmet need.

• Sometimes a child’s pattern of
angry outbursts and physical
aggression are expressions of a
need for more limits. Renew
your commitment to set limits,
and learn new strategies for fol-
lowing through on those limits.

• Try to provide additional
structure to situations that are
likely to trigger a tirade from
your child, i.e., the strain of a
new encounter or when your
child is overstimulated.

BEEKMAN AND HOLMES
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NATIONAL CENTER FOR EDUCATION STATISTICS

Substantial percentages of sixth- through 12th-grade
students in the United States face crime or threats

at school or on the way to or from school.

Most Americans would agree that all
schools should provide an environment
that is safe for students. Unfortunately,
this ideal presents a serious challenge in
a society where crime against students
and teachers at schools as well as other
threats to security and a sense of well be-
ing are reported with alarming fre-
quency. The National Crime Victimiza-
tion Survey data show that an estimated
2.7 million violent crimes take place an-
nually either at school or near schools.
About one in four public school teachers
rates physical conflicts among students
as being a serious or moderately serious
problem in their schools. The possibility
that students may experience or be
threatened by robbery and physical as-
sault while at school has sparked na-
tional concern. So widespread is the im-
age of students as victims that one of the
National Education Goals proposes that,
“By the year 2000, every school in
America will be free of drugs and vio-
lence and will offer a disciplined envi-
ronment conducive to learning.” Identi-
fying the incidence of violence in schools
and the extent of fear of violence at
school among students is necessary in or-
der to measure progress toward reaching
that goal.

This report presents information on
personal student victimization from a na-
tional survey of sixth- through 12th-
grade students conducted in the spring of
1993. The data reported are from the

1993 National Household Education Sur-
vey (NHES:93) conducted by Westat,
Inc. for the National Center for Educa-
tion Statistics. This report is based upon
the responses of the 6,504 students in
grades 6 though 12 who were surveyed.
Weights were applied to make the survey
estimates applicable to the entire popula-
tion of children in grades six through 12.

The estimates provided here reflect
only incidents that occurred at school,
including those that may have happened
at school-related events that are held
during the school day, or on the way to
or from school. Studies such as the Na-
tional Crime Victimization Survey have
typically defined “victimization” as di-
rect personal experience of threats or
harm. This report expands the definition
of victimization to include knowledge or
witness of crime or incidents of bullying
at school. The American Psychological
Association Commission on Violence
and Youth asserts, for example, that
“even youth who are not direct victims of
violence may be victimized by the
chronic presence of violence in their
communities.”  Certainly the same would
be applicable to schools. Students who
have reason to fear for their safety at
school would encounter a very different
learning environment than would stu-
dents who have no reason to worry about
becoming victims of crime or threats at
school.

The NHES:93 results suggest that un-

safe conditions at school are a reality for
most U.S. students. Half of sixth-
through 12th-grade students personally
witnessed some type of crime or victim-
ization at school, and about one out of
eight students reported being directly
victimized at school. The findings also
suggest that students at some schools
may be more vulnerable than students at
other schools.

Student reports of crime at school
Students were asked to report incidents
of crime or threats of crime at their
schools or on the way to or from school
from the beginning of the 1992-93
school year. Data were collected from
January through April 1993. Crime or
threats may be manifested in a variety of
ways. Three types of incidents examined
in the NHES:93 were considered for this
report: specifically, bullying (repeated
threat of harm), any kind of physical at-
tack, and robbery (taking something di-
rectly by force or threat of force). Stu-
dents were asked first whether they knew
of each type of incident having happened
at their school. Those who said that they
had knowledge of unsafe incidents at
school that year were also asked whether
they had seen any similar incidents hap-
pen to someone else, whether they wor-
ried if that kind of thing might happen to
them, and whether it had, in fact, ever
happened to them during that school
year. Students were not asked to report

Student victimization
at school
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whether they had experienced multiple
victimizations of the same type, for ex-
ample, whether they had been robbed
more than once.

Robbery and physical attack were mea-
sured because they are occurrences com-
monly reported in the media. “Physical
attack” included students getting into
fights at school as well as other types of
physical assault. Preliminary research
conducted during the design phase of the
NHES:93 suggested that fistfights at
school are treated as serious infractions
by school administrators, and students
themselves view fistfights as dangerous.
Students are physically and emotionally
victimized by viewing fights as well as
by being attacked.  Bullying also jeopar-
dizes the well-being of students. It, too,
contributes to an adverse school
environment.

A large majority of students in the
sixth through 12th grades (71 percent)
reported having knowledge of bullying,
physical attack or robbery at their
schools during the current school year.
The greatest percentage of students (56
percent) reported that bullying had oc-
curred in their schools, followed by
physical attack (43 percent), and robbery
(12 percent). At least one incident of bul-
lying, physical attack, or robbery was
witnessed by about half of all students
(56 percent).

In light of the above reports, fear of
threats or crime at school is rather low:
25 percent of students reported being
worried about victimization at school.
Approximately one-third of sixth-
through 12th-grade students reported
having witnessed a physical attack at
school, and one out of 10 students wor-
ried about being attacked at school.

Twelve percent of students, or about
one out of eight, reported having been
directly and personally victimized at
school during the current school year.
Physical attack, a major source of public
concern, was reported by a total of 4 per-
cent of students, while victimization by
bullying was reported by 8 percent. Rob-
bery — having things taken by force or
threat of force — was uncommon, with

only about 1 percent of students report-
ing that they were victimized in this
manner.

School and student characteristics
Differences by school grade level. The
prevalence of events relating to student
victimization varied significantly accord-
ing to whether the school attended was
an elementary school, a middle or junior
high school, or a senior high school.

Attending school in an environment
where disturbing events are known to
happen and have been witnessed may
have an impact upon students’ sense of
security, potentially contributing to less
effective learning. According to students,
incidents of bullying, physical attack, or
robbery occurred in schools at all grade
levels, and a majority of students wit-
nessed at least one of these incidents.
Witnessing these types of incidents did
not vary significantly among students at
different grade levels. Nevertheless, stu-
dents’ worry about victimization de-
creased after middle or junior high
school:
• More elementary (29 percent) and

middle or junior high school students
(34 percent) said they worried about
becoming victims at school than did
senior high school students (20
percent).

Perhaps the most traumatizing exposure
to danger at school is through personal
experience. Although more students
knew about or had seen incidents than
had personally been victims, many stu-
dents were also the direct targets of
crime and threats at school, all of which
was more likely to be the case for middle
or junior high school students than for
high school students.
• Seventeen percent of middle or junior

high school students reported being
personally victimized, compared to 8
percent of senior high school students.

Bullying appears to take place more in
middle or junior high schools than in
high schools, and the difference between
the percentages of students in those
schools reporting victimization is largely
attributable to that type of incident:
• Twelve percent of middle or junior

high school students reported being
bullied, double the percentage of se-
nior high school students.

Differences between public and private
schools. The type of school that a youth
attended was also associated with the
likelihood of exposure to crime or
threats. Eighty-one percent of sixth-
through 12th-grade students attended
public schools to which they were as-

NCES
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signed; 11 percent attended public
schools chosen by the family; and 8 per-
cent attended private schools. In general,
students in public schools had more
knowledge of and experience with crime
and threats than children in private
schools:
• Seventy-three percent of children in

assigned public schools and 71 percent
in public schools of choice reported
knowledge of an occurrence of either
bullying, physical attack or robbery,
compared to 45 percent of private
school students.

• Public school students in both assigned
and chosen schools were more likely
to witness crime or threats personally
at school and to worry about becoming
a victim than were private school
students.

However, only students in assigned pub-
lic schools were significantly more likely
than students in private schools to report
that they had been directly victimized:
• Twelve percent of students in assigned

public schools versus 7 percent of stu-
dents in private schools said they had
personally experienced crime or
threats in their school during the cur-
rent school year.

Differences did exist between students
attending private school versus those at-
tending either assigned or chosen public
schools in their reports of personal vic-
timization by physical attack.
• A greater percentage of public school

students, 4 percent in both assigned
and chosen public school, reported be-
ing physically attacked at school than
did private school students, 1 percent
of whom reported such attacks.

Differences by school size. Students at
larger schools are more likely than stu-
dents at the smallest schools to be ex-
posed to bullying, physical attack, or rob-
bery. A greater percentage of students at
schools containing 600 or more students
than students at schools of fewer than
300 students reported knowledge of
crime or threats at school and witnessing

crime. However,
• There was no difference in worry about

crime or in actual victimization for
students at larger schools.

Differences by school racial composition
and student’s race/ethnicity. Exposure to
crime and threats at school crosses racial
and ethnic boundaries. Overall, students’
perceptions of the safety of their schools
varied little by the student’s race or eth-
nicity and the school racial composition.
The majority of both black and white stu-
dents in schools with varying racial com-
positions reported having heard about
and having seen crime or threats:
• Worry and victimization also did not

differ by student’s race or school racial
composition.

Differences by sex. Crime and threats at
school affect both boys and girls. Sev-
enty-one percent of male and 70 percent
of female students reported knowing
about bullying, physical attack, or rob-
bery at school: Witnessing these events
and worrying about them also did not
differ by the sex of the student. Male and
female students did differ, however,
when it came to having been personally
victimized at school:
• Boys were more likely to be victimized

than were girls (14 percent versus 9
percent, respectively).

Students exposed to crime or threats
and worried about becoming victims at
school are experiencing a learning envi-
ronment that is seriously deficient.
America needs to ensure that schools are
communities of teachers and learners
where learning can take place in a secure
environment.

Excerpted with permission from Student
Victimization at School, Statistics in
Brief, October 1995, © 1995 National
Center for Education Statistics (NCES
95-204). For further information, please
contact Kathryn Chandler of NCES at
202/219-1767. For a copy of the report,
call the National Data Resource Center
at 703/845-3151.

Students avoid harm

Threats or crime at school may mo-
tivate students to develop strategies
to avoid harm. In the NHES:93,
students were asked to report the
types of strategies that they used to
avoid trouble at school or on the
way to or from school during the
1992-93 school year. Specifically,
students reported whether they ever
took a special route to get to
school, avoided certain places in
the school building, avoided places
on the school grounds, stayed way
from school-related events, stayed
in a group while at school or
skipped school because they were
worried someone might hurt or
bother them.

One-half of sixth- through 12th-
grade students indicated that they
did not use any strategy to avoid
trouble at school; the other half re-
ported using a single strategy or a
combination of strategies. Twenty
percent of students said that they
tried to stay in a group while at
school but did not report using any
other strategy to avoid harm, and 5
percent resorted to a single strategy
other than staying in a group.

Whether a single strategy or part
of a combination of ways to in-
crease safety at school, staying in a
group was the most commonly re-
ported, by 41 percent of students.
Twenty percent of students opted to
stay away from certain places in
the school building. Relatively few
students (5 percent) chose to take a
special route to get to school or to
skip school (7 percent). Choice of
specific strategy varied by some
school and student characteristics.

Source:  Student Strategies to
Avoid Harm at School, © 1995 Na-
tional Center for Education Statis-
tics, NCES 95-203. For a copy of
the report, call the National Data
Resource Center at 703/845-3151
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NSSC Publications

The National School Safety Center (NSSC) serves as a national clearinghouse
for school safety programs and activities related to campus security, school law,
community relations, student discipline and attendance, and the prevention of
drug abuse, gangs, bullying and weapon use in schools.

NSSC’s primary objective is to focus national attention on the importance of
providing safe and effective schools. The following publications have been
produced to promote this effort.

School Safety News Service includes three editions of School Safety, newsjour-
nal of the National School Safety Center, and six issues of School Safety Update.
These publications feature the insight of prominent professionals on issues
related to  school safety, including student discipline, security, attendance,
dropouts, youth suicide, character education and substance abuse.  NSSC’s
News Service reports on effective school safety programs, updates legal and
legislative issues, and reviews new literature on school safety issues. Contribu-
tors include accomplished local practitioners and nationally recognized experts
and officials. ($59.00 annual subscription)

Developing Personal and Social Responsibility (1992) is designed to serve as
a framework on which to build successful school and community programs aimed
at training young people to be responsible citizens. 130 pages. ($9.00)

Child Safety Curriculum Standards (1991) helps prevent child victimization by
assisting youth-serving professionals in teaching children how to protect them-
selves. Sample strategies that can be integrated into existing curricula or used as
a starting point for developing a more extensive curriculum are given for both
elementary and secondary schools.  The age-appropriate standards deal with the
topics of substance abuse, teen parenting, suicide, gangs, weapons, bullying,
runaways, rape, sexually transmitted diseases, child abuse, parental abductions,
stranger abductions and latchkey children. Each of the 13 chapters includes
summaries, standards, strategies and additional resources for each grade level.
353 pages. ($75.00)

Set Straight on Bullies (1989) examines the myths and realities about school-
yard bullying. Changing attitudes about the seriousness of the problem are
stressed. The book presents the characteristics of bullies and bullying victims,
and most importantly, provides strategies for educators, parents and students to
better prevent and respond to schoolyard bullying. Sample student and adult
surveys are included. 89 pages. ($10.00)

Gangs In Schools: Breaking Up Is Hard to Do
(1992) offers an introduction to understanding
youth gangs, providing the latest information on
the various types of gangs — including ethnic
gangs, stoner groups and satanic cults — as
well as giving practical advice on preventing or
reducing gang encroachment in schools. Already
in its seventh printing, the book contains valuable
suggestions from law enforcers, school princi-
pals, prosecutors and other experts on gangs.
The concluding chapter describes more than 20
school- and community-based programs through-
out the country that have been successful in
combating gangs. 48 pages. ($5.00)

School Safety Check Book (1990) is
NSSC’s most comprehensive text on crime
and violence prevention in schools. The
volume is divided into sections on school
climate and discipline, school attendance,
personal safety and school security. Geared
for the hands-on practitioner, each section
includes a review of problems and preven-
tion strategies. Useful charts, surveys and
tables, as well as write-ups on a wide
variety of model programs, are included.
Each chapter also has a comprehensive
bibliography of additional resources. 219
pages. ($15.00)

School Crime and Violence: Victims’ Rights (1992) is a current and compre-
hensive text on school safety law. The recently revised book offers a historical
overview of victims’ rights, describes how such rights have been dealt with in our
laws and courts, and explains the resulting effects on America’s schools. The
authors cite legal case histories and cover current school liability laws. The book
explains tort liability, sovereign immunity, duty-at-large rule, intervening cause
doctrine and foreseeable criminal activity, as well as addresses the significance
of these legal aspects to schools. The concluding chapter includes a “Checklist for
Providing Safe Schools.” 127 pages. ($15.00)

Educated Public Relations: School Safety 101 (1993) offers a quick course in
public relations for school district public relations directors, administrators and
others working to achieve safe, effective schools. This newly revised book explains
the theory of public relations and successful methods for integrating people and
ideas. It discusses how public relations programs can promote safe schools and
quality education and gives 101 specific ideas and strategies to achieve this goal.
72 pages. ($8.00)

School Discipline Notebook (1992) will help educators establish fair and
effective discipline policies. The book reviews student responsibilities and rights,
including the right to safe schools. Legal policies that regulate discipline methods
used in schools are also explained. 53 pages. ($5.00)

Points of view or opinions are those of the authors and do not necessarily represent the official

position or policies of the U.S. Department of Justice, U.S. Department of Education or

Pepperdine University. Prices subject to change without prior notification.

Student Searches and the Law (1994) takes a close look at the legality of
conducting searches on the school campus. The book examines recent court
cases concerning student searches, including locker searches, strip searches,
searches by probation officers, and searches using metal detectors or drug-sniffing
dogs. 80 pages. ($12.00)

School Safety Work Book (1994) highlights prevention/intervention models that
show promise in stemming the rising tide of school crime and violence. The loose-
leaf notebook showcases more than 100 school- and community-based programs.
Contact information provides a resource for those who may seek to replicate these
successful programs. Contents target conflict resolution, gang prevention, social
responsibility, substance abuse prevention, truancy reduction, violence prevention
and weapons prevention. 125 pages. ($20.00)
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Resource Papers

The National School Safety Center (NSSC) has produced a series of special
reports on a variety of topics related to school safety. Each NSSC resource paper
provides a concise but comprehensive overview of the problem, covers a number
of prevention and intervention strategies, and includes a list of organizations,
related publications, and article reprints on the topic.

Safe Schools Overview offers a review of the contemporary safety issues facing
today’s schools, such as crime and violence, discipline, bullying, drug/alcohol
trafficking and abuse, gangs, high dropout rates, and school safety partnerships.

Corporal Punishment in Schools outlines the arguments for and against corpo-
ral punishment. It also discusses the alternatives to corporal punishment that have
been developed by schools and psychologists.

Drug Traffic and Abuse in Schools, after summarizing students’ attitudes and
beliefs about drugs, covers drug laws and school rules; the legal aspects of student
searches and drug testing; and the connection between drug use and truancy,
crime and violence.

Weapons in Schools outlines a number of ways to detect weapons on campus,
including using searches and metal detectors, establishing a security force, and
eliminating book bags or lockers where weapons can be hidden.

Role Models, Sports and Youth covers a number of programs that link youth and
sports: NSSC’s urban school safety campaign that uses professional athletes as
spokesmen; several organizations founded by professional athletes to help youth
combat drugs; and a number of programs established to get young people involved
in school or neighborhood teams.

School Bullying and Victimization defines bullying, offers an overview of psycho-
logical theories about how bullies develop, and covers intervention programs that
have been successful.

School Crisis Prevention and Response identifies principles and practices that
promote safer campuses. It presents reviews of serious schools crises — fatal
shootings, a terrorist bombing, armed intruders and cluster suicide.  Also included
are interviews with principals in charge of schools where crises have occurred.

Student and Staff Victimization, first outlines schools’ responsibility to provide
safe educational environments, then covers strategies for dealing with victimiza-
tion.

Increasing Student Attendance, after outlining the problem and providing sup-
porting statistics, details strategies to increase attendance by preventing truancy,
and intervening with and responding to students who become truants or dropouts.

Mail order to: NSSC, 4165 Thousand Oaks Blvd., Suite 290, Westlake Village, CA 91362

Display Posters

“Join a team, not a gang!” (1989) — Kevin Mitchell, home run leader with the San
Francisco Giants.

“The Fridge says ‘Bullying is uncool!’” (1988) — William “The Fridge” Perry,
defensive lineman for the Chicago Bears.

“Facades...” (1987) — A set of two, 22-by-17-inch full-color posters produced and
distributed to complement a series of drug-free schools TV public service an-
nouncements sponsored by NSSC.

All resources are prepared under Grant No. 85-MU-CX-0003 from the Office of Juvenile Justice and Delinquency Prevention, Office of Justice Programs, U.S. Department of Justice. Points of
view or opinions in these documents are those of the authors and do not necessarily represent the official position or policies of the U.S. Department of Justice, U.S. Department of Education
or Pepperdine University. Prices subject to change without prior notification. Charges cover postage and handling.  All orders must be prepaid.

NSSC Order Form
Publications
School Safety News Service ($59 annually)
Child Safety Curriculum Standards ($75)
Developing Personal & Social Responsibility ($9)
Educated Public Relations ($8)
Gangs in Schools ($5)
School Crime and Violence ($15)
School Discipline Notebook ($5)
School Safety Check Book ($15)
Set Straight on Bullies ($10)
Student Searches and the Law ($12)
School Safety Work Book ($20)

Resource Papers
Safe Schools Overview ($4)
Corporal Punishment in Schools ($4)
Drug Traffic and Abuse in Schools ($4)
Increasing Student Attendance ($4)
Role Models, Sports and Youth ($4)
School Bullying and Victimization ($4)
School Crisis Prevention and Response ($4)
Student and Staff Victimization ($4)
Weapons in Schools ($4)

Display Posters
“Join a team, not a gang!”
Kevin Mitchell ($3)
“The Fridge says ‘Bullying is uncool!’”
William “The Fridge” Perry ($3)
“Facades...” (Set of 2) ($3)
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BY ROBYNN ROCKSTAD

By focusing on changing the attitudes and behaviors that foster violence,
this program encourages students to adopt nonviolent guidelines

by showing that nonviolence is both possible and desirable.

Getting real
about violence prevention

Robynn Rockstad is a communications
consultant for Comprehensive Health
Education Foundation, in Seattle,
Washington.

curriculum motivates students to adopt
nonviolent guidelines through showing
that nonviolence is both possible and de-
sirable. Not only does this approach
make sense theoretically, it also appears
to have already made a difference at Nar-
rows View.

Within two months of teaching Get
Real About Violence to seventh-grade
students at Narrows View, teachers re-
ported the following:
• More than 140 potentially violent inci-

dents were avoided.
• More than 50 seventh-graders volun-

teered to talk about what they had
learned.

• The school was decorated with more
than 120 posters, each illustrating a
nonviolent message.

• The students began reporting gang re-
cruitment activity to the school counse-
lor. Students now feel empowered to
solve some of their own problems and
also go to adults for help in defusing
more serious cases.

Positive effects on students
Many of the seventh-grade students talk
about how they have confronted other
kids about rumors which if left un-
checked would likely escalate into vio-
lence. The program has given students
the motivation as well as the skills to ad-
dress these kinds of problems in a ma-
ture, thoughtful way. Students also report
that there have been several incidents in

which students trained in the program
have even influenced others to take non-
violent stances.

Older students apply what they have
learned from the program and thus serve
as healthy role models for younger chil-
dren. (Some students have shared con-
cerns about how their younger siblings
act after watching violent television
shows such as “The Power Rangers.”)

A fifth-grade girl at another school
was suspended for fighting, and her
classmates had begun to think of her as a
hero. When two of the Narrows View
students heard about this situation, they
asked permission to visit the girl’s class
to talk about the students’ attitudes. The
older students told the fifth-graders how
they could have helped to prevent the
fight and explained why the girl wasn’t
as cool as they all thought. The talk was
so successful that these same seventh-
graders were later asked to address other
elementary students during an assembly.

Program development
When the developers began work on Get
Real About Violence in 1993, they re-
viewed the research literature to gain in-
sights into preventing violence. Results
showed that children who hold attitudes
that promote the use of violence to re-
solve conflicts, to attain goals or to ac-
quire something are at risk for becoming
involved with violence. So are children
who hold attitudes that equate violence

The seventh-graders at Narrows View In-
termediate School in Tacoma, Washing-
ton, are not like most kids their age.
They don’t stand around and cheer when
they see a fight about to break out. They
encourage their friends not to fight.
These seventh-graders even spread the
word that it’s not cool to make threats or
pick fights. Like other ideas that take
hold among students, could it be that
nonviolence is an attitude whose time
has come?

The educators at Narrows View cer-
tainly hope so, and some have attributed
this shift in attitude to a brand-new vio-
lence prevention curriculum that they
pilot-tested in January, 1995. Get Real
About ViolenceTM, developed and pub-
lished by the Seattle-based Comprehen-
sive Health Education Foundation
(C.H.E.F.®), takes a slightly different ap-
proach to violence prevention. Instead of
focusing on troublemakers and the prob-
lems they currently cause, Get Real
About Violence encourages all students
to look at how they contribute to the vio-
lence problem, whether as bystanders,
victims or perpetrators.

By focusing on changing students’
norms — the attitudes and behaviors that
support and perpetuate violence — the
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with manliness, strength or patriotism.
Evidence also indicated that solutions
need to involve the family, community
and the school.

The developers based the program on a
risk-reduction approach, which has been
successfully used by other prevention
programs aimed at reducing adolescent
problem behaviors. Specifically, the de-
velopers selected a model developed by
nationally recognized prevention experts
David Hawkins and Richard Catalano of
the University of Washington.

Hawkins and Catalano’s social devel-
opment strategy holds that young people
who are continually exposed to attitudes
that promote the use of violence — or
whose families or friends are violent —
are at risk for getting into violent situa-
tions. Similarly, young people who be-
come attached to groups that demon-
strate safe and healthy behaviors prove to
be resilient in overcoming the risks of
violence and other problems.

The development team augmented a
careful review of the research by inter-
viewing over 100 middle-school students
in California, New Jersey and Washing-
ton. Responses to questions about the im-
pact of violence in students’ lives rein-
forced what the research showed as the
major causes of youth violence:
• Violence occurs virtually everywhere.

Students see violence in every facet of
their lives: at home, in school, on TV,
in video games and throughout their
communities. Moreover, they often see
violence that is unpunished, rein-
forced, trivialized and routine.

• Young people gain status through vio-
lence. Students told the developers
that the winner of a fight enjoys im-
mense status and popularity. These
kids thought that being a good fighter
was to be emulated and that watching
a good fight was highly entertaining.

• Young people fight “for show.”  Stu-
dents indicated that, were it not for an
encouraging crowd, fewer fights would
occur. Students also said that most
fights did not arise out of any signifi-
cant conflict; indeed, almost anything
can start a fight. The fight itself was

an end, not a means to a resolution of
a problem.

• Violence in the family is a strong pre-
dictor of violence in the child. Stu-
dents claimed that they are influenced
more by what happens to them at
home than by what they see in movies
or on TV.  In the violence prevention
literature, the factor that appears to
contribute most to violence in the child
is parental use of violence, whether the
violence is directed toward the child or
other family members.

• Preventing violence requires coordi-
nated efforts on many fronts. Students
need to hear a consistent message be-
fore they are likely to change their be-
haviors. If students are to adopt a non-
violent approach to interfacing with
people, then that approach needs to be
rewarded not only at school, but also at
home, with friends, in the various me-
dia and throughout all communities.
The message needs to be repeated, and
it needs to be reinforced.

What the research and student inter-
views affirmed was a critical point often
overlooked in conflict resolution or other
violence prevention programs: If kids
perceive a payoff by using violence —
such as improving their status or gain-

ing acceptance — kids are likely to con-
tinue using that behavior, even if they
know about nonviolent alternatives. Get
Real About Violence was developed to
reduce these perceived payoffs by making
violence unpopular and unacceptable.

Narrows View Intermediate School
implemented all three Get Real About
Violence modules for middle/junior high
school (seventh grade):
• “Vulnerability to Violence”: Research
shows that people need a strong motiva-
tion, such as believing they are vulner-
able to a particular problem, in order to
change their attitudes and behaviors.
This first module personalizes violence
issues and shows the students that they
are not immune to violence. Students
role-play the perpetrator, the victim and
the victim’s parents to illustrate the con-
cepts of empathy and consequences.

• “Contributors to Violence”: Often kids
do not realize why violence happens.
The second module encourages students
to identify and critically perceive the
contributing factors, including peer pres-
sure and portrayals of violence in the
media. This module also demonstrates
how attitudes and behaviors, such as
spreading rumors or crowding around a
fight, can spark or intensify violent acts.
• “Alternatives to Violence”: Not only
do young people need motivation and
knowledge to change their attitudes and
behaviors concerning violence, they also
need the skills to do so. This module
gives instruction in building social skills
designed to prevent violent situations.

A modified approach for younger kids
Interviews with elementary students and
staff in Massachusetts, Indiana, Califor-
nia and Washington revealed three major
differences between the students in el-
ementary schools and middle/junior high
schools. These differences dictate varied
approaches to violence prevention:
• Elementary students are much more

likely to want to report problems to
their teachers, parents and other adults
than are older students.

• Elementary students report that teach-
ers and other adults often fail to take
seriously complaints about teasing,
bullying and fighting. This attitude on
the part of adults makes students less
likely to ask for help and support from
adults in solving problems.

• Although the intensity of physical vio-
lence experienced by students in el-
ementary school is less severe than
that in middle/junior high schools, the
widespread problems of teasing, bully-
ing and fighting are nonetheless pre-
cursors to future violence.

Based on these differences, the el-
ementary school program for Get Real
About Violence has been modified from
the program for grades 6-8. In addition
to the classroom modules, a schoolwide
program seeks to motivate the entire
school community to commit to and fol-
low schoolwide guidelines that support
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and enhance the school’s mission of
nonviolence.

The schoolwide model consists of four
main components:
• A schoolwide commitment helps

schools create a mission statement
centered around the school being a
safe and nonviolent place for students
and adults. A motivational and educa-
tional program creates awareness and
support of this mission among staff,
students and parents.

• A schoolwide survey of both staff and
students identifies what form violence
takes in the school, as well as where
and when violence occurs. The survey
also pinpoints attitudes and behaviors
within the school that can be consid-
ered mean, even violent.

• Based upon the survey results, school
staff can identify the main problems
and seek solutions. Depending on the
problems, solutions may include teach-
ing students skills for staying out of
trouble, increasing supervision in hall-
ways or other problem areas, motivat-
ing teachers to take action when they
hear about potentially violent situa-
tions, implementing parent education
programs, enforcing penalties on stu-
dents who watch fights, and interven-
ing with bullies, victims and their
families.

• For any prevention strategy to be effec-
tive, it must be a priority with staff and
students. Follow-up training and activ-
ities serve to reinforce the nonviolent
mission and evaluate the outcomes.

Once the procedures are in place to re-
inforce the safe and nonviolent mission
within the school, the classroom curricu-
lum for upper-elementary grades can be
implemented with a greater degree of
success. The classroom curriculum fol-
lows the structure of the grades 6-8 pro-
gram, with modules focusing on vulner-
ability to violence, contributors to
violence and alternatives to violence.

Preparing the way
Educators who may be considering an
approach such as the one used in Get

Real About Violence should first deter-
mine their students’ norms regarding
violence and aggression. The developers
of the program suggest polling students
about their attitudes and behaviors, start-
ing with these questions:
• Would you ask an adult for help if you

heard a rumor about a fight?
• Would you stick up for a kid who was

being bullied?
• Do some kids deserve to get beaten up?
• Are fights fun to watch?

In some instances, of course, there
may be more critical factors to deal with
before a focus on changing violent norms
can take place. If students are bringing
weapons to school, for example, metal
detectors and school police officers may
be necessary to ensure the safety of all
students and adults. Excessively violent
students may need to be temporarily re-
moved from the school setting to receive
counseling before the school climate can
undergo a normative change.

Many schools across the country have
been using other violence prevention and
intervention programs with varying de-
grees of success. These approaches may
focus on reducing anger, resolving con-
flict, intervening in fights, or education
about firearms and/or gangs. Many of
these existing programs have merit be-
cause they target specific problems
within the particular community or in
the classroom. They can be further en-
hanced by first using an approach that
focuses on changing the norms.

For example, in order for young people
to use conflict resolution skills or to con-
trol their anger, they must first desire a
nonviolent outcome. Unfortunately, peer
pressure is a major motivating force
among young people that cannot be ig-
nored. If students feel that they will ex-
perience a loss in status or a threat to
their well-being by walking away from a
fight or reporting a problem to a teacher,
then students are not likely to use the
nonviolent, nonaggressive strategies.

Get Real About Violence promotes an
environment where nonviolence is sup-
ported through targeting the attitudes

and behaviors of the entire school com-
munity, not just the perpetrators. This
approach also makes intervention strate-
gies more effective: Troublemakers are
much less likely to revert to their old
habits after the intervention if they are
no longer supported by their peers.

Researchers Hawkins and Catalano
point out that some of the risk factors as-
sociated with violence are identical to
those associated with drug abuse; other
studies also point to a definite connec-
tion between alcohol and other drug use
and violence. It makes sense, then, for
school  prevention curricula to begin
linking these two areas in order to en-
hance the effectiveness of both preven-
tion messages.

In addition, peer-helping programs
that tap into the natural helping network
that exists within a school program can
support the process of changing the
norms on a schoolwide level. These peer-
helping networks can also help prevent
smaller problems, such as relationship
troubles, from escalating into violence.

As funding for prevention education
becomes tighter, school district personnel
will have to re-evaluate their current ef-
forts. Programs based on common prin-
ciples can reduce the time and expense
required for staff training and implemen-
tation. Furthermore, the programs that
are based on solid research and that
show the most promise will be more eas-
ily defended against future cutbacks.

For more information about the Get Real
About Violence curriculum or training
workshops, or for a free introductory
video, write to C.H.E.F., 22324 Pacific
Highway South, Seattle, WA 98198, or
call 800/323-2433. Previews of the mate-
rial are available for those considering
purchase of the program.

C.H.E.F. has also published a free re-
source for those interested in planning
or implementing a youth violence pre-
vention program. Preventing Violence: A
Framework for Schools and Communi-
ties is a 32-page guide that summarizes
the research and most current thinking in
violence prevention.

ROCKSTAD
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BY KATIA AND STEVEN PETERSEN

Instruction to prevent sexual harassment
in the elementary grades is an important
curriculum element to include in class-
room methods that teachers use to create
safer school environments for girls and
boys. Developing respect for gender and
healthy sexuality are pro-social skills
that are necessary for a lifetime of suc-
cessful relationships.

There are an increasing number of
tools to assist educators specifically with
preventing sexual harassment in the el-
ementary grades. Such tools, however,
need to be used with prevention and so-
cial skills materials because many behav-
ioral issues are interrelated. Defining
sexual harassment concepts and teaching
preventive skills can be more effective
and welcome when such concepts and
skills are considered in the context of
broader, pro-social outcomes.

Pro-social skills and school
Teaching pro-social skills for successful
living requires a shift from restricting
the mission of schools solely to academic
learning. Children spend a great deal of
time at school which can be a natural en-

vironment for learning new, positive be-
haviors and attitudes along with aca-
demic subjects. Teachers must be encour-
aged to expand curriculum plans to help
place students in a receptive frame of
mind to learn.

Pro-social skills enhance children’s
well-being by supporting positive self-
identity and self-esteem, healthy sexual-
ity and gender respect; fostering a sense
of equality and value for human dignity;
developing personal safety awareness;
expanding critical thinking, listening
and observation skills; and encouraging
appropriate expressions of one’s feelings
as well as empathy for the feelings of
others.

A positive social context
Prevention education focused on devel-
oping pro-social skills needs to be an in-
tegral part of the regular classroom cur-
riculum. Cultural attitudes toward
gender, family, community, religion and
many other facets of life need to be taken
into account when planning the curricu-
lum so that a more direct connection can
be made between what goes on at school
and what happens in students’ lives out-
side school. When those who plan school
curricular programs are sensitive to the
realities children face — gender relation-
ships, conflict and violence, inclusion
and respect — they offer children infor-
mation that is pertinent, motivational
and helpful for making healthy choices.

The teacher’s role
Every teacher would like to believe that
all of his/her students come from nurtur-
ing, supportive and stress-free homes; re-
ality says that this assumption is not
true. Teachers cannot assume that the
children they face every day in class-
rooms have needed coping skills. Many
children only receive messages about
what they do wrong rather than how spe-
cial they are. Often today’s students are
surrounded by sadness, violence and
disapproval rather than support and
empowerment.

Although educators’ schedules are
busy and their lesson plan books are
filled, teachers need to understand that
they cannot afford to avoid building stu-
dents’ well-being. Part of being proactive
is understanding that all students can
learn if their strengths are recognized
and encouraged.

Moreover, how does one really sepa-
rate the educational needs of children
from their emotional needs? Without
support and understanding, a child will
not be able to focus well on learning if
s/he is hurting inside. The child’s inabil-
ity to focus in class may well stem from
stress due to various causes, not from
lack of ability, interest or desire to do
well.

Educators have distinct opportunities
to encourage students to share their feel-
ings and to recognize their own worth,
strengths and uniqueness. If children

Katia S. Petersen, M.A., and Steven J.
Petersen, M.A., are authors and trainers
specializing in the development and
implementation of prevention education
services through their consulting firm,
ARGO and Associates, Inc., in Minne-
apolis, Minnesota.

It’s elementary: Teach
gender equity and respect

Prevention education, including sexual harassment
prevention, needs to include pro-social skills as an integral

part of regular classroom curricular offerings.
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learn to believe in themselves and are
surrounded by supportive adults and a
nurturing environment, they will have a
better chance to develop the resiliency
needed to succeed in the face of difficult
challenges.

Sexual harassment in school settings
It is generally accepted that unwelcome
conduct directed toward an employee or
student because of his/her gender may
constitute sexual harassment. Such con-
duct includes sexual touch, sexually ori-
ented comments and forceful acts of
coercion. In school settings, sexual ha-
rassment may result from words or con-
duct of a sexual nature communicated in
a manner that offends, stigmatizes or de-
means students or employees.

When teaching sexual harassment con-
cepts to elementary-age boys and girls, it
is important to refrain from shaming and
blaming. Children often reflect what they
have learned from the people around
them. A child in the primary grades may
use sexually offensive language and ac-
tions as an expression of aggression with
no specific understanding of how gen-
der-based harassment can be used to ex-
ercise power over another person. Efforts
to stop the child’s harassing behaviors
may not yield the desired results if in-
structional methods are restricted to ex-
planations of sexual harassment concepts
separate from the larger context of posi-
tive social behavior. Further, efforts may
be more likely to create misunderstand-
ings and tension among parents and
within the community if the training
only focuses on sexual harassment.

What do we teach?
We can give children all kinds of infor-
mation about sexual harassment, but
without a strong foundation of under-
standing social behaviors, they will not
be able to internalize and use the infor-
mation. Children must be taught to treat
others with respect, to solve problems
peacefully and to express themselves ap-
propriately. With a foundation of such
learning and skill-building, children will
then be more prepared to make healthy

choices regarding their own perceived
well-being and that of others. They may
then have the basis for beginning to un-
derstand sexual stereotypes and appro-
priate, respectful gender relationships.

Skills for successful interaction
The following is a list of life skills (or
pro-social skills) for successful social in-
teraction regarding sexual harassment:
• respect for self as well as others;
• a belief in human dignity;
• a personal value for equality;
• decision making;
• problem solving;
• positive conflict resolution;
• appropriate expression of feelings;
• an understanding of stereotypes and

sexual stereotypes in particular;
• an understanding of good touch/bad

touch, good talk/bad talk; and
• a concept of personal safety.

Prevention and intervention strategies
Implementation of prevention instruction
cannot occur in a vacuum. Some of the
strongest and most well-thought-out pro-
grams fail because there is no support
from the school administration, parents
or community. If social skills training is
to succeed, teachers truly need the ongo-
ing moral support of the adult commu-
nity and a personal willingness to priori-
tize teaching pro-social skills throughout
the school year.

Essential positive behaviors that im-
prove school climate and support effec-
tive prevention and intervention strate-
gies include the following:
• Develop lessons that regularly teach real-

life skills as a prevention strategy. Use
these lessons in every subject area of the
existing curriculum.

• Refuse to use Band-Aids® to “treat” or
“cure” existing problems such as physi-
cal, sexual and emotional violence,
chemical abuse, early pregnancy and
gangs. Work toward creating long-term,
effective solutions.

• Believe in the power of educators, chil-
dren, families and communities work-
ing as partners. Find more direct ways
to connect these partners and to chan-

PETERSEN AND PETERSEN

nel their energy constructively.
• Work toward a common vision for your

school that defines how the educational
system could change to address common
issues of concern.

• Focus on people’s resiliency and
strengths rather than on their
limitations.

• Teach students to celebrate diversity
so that they may learn to appreciate other
cultures, customs, attitudes and genders.

• Create a strong support system by orga-
nizing a team of like-minded peers. Pro-
ceed by coordinating their collaboration
with existing pro-social programs and
services.

• Provide staff development training to
build new skills and awareness. Include
opportunities for self-care for all staff.

• Add up-to-date material to the school
library for both staff and students.

Observations from the field
The following observations have been
derived from field work.

Consistent concerns that children re-
port are:
• My school is not always a safe place.
• I do not ask for help from an adult be-

cause then I will get in worse trouble
from the person who is harassing me.

Children often state why they do not
typically ask for help from an adult:
• Adults are not there when I need them.
• Adults tell me to fix it myself.
• Adults do not know how to stop the

problem.
• I can handle the trouble myself.
• I am too embarrassed.

Teaching sexual harassment preven-
tion to young children requires care and
sensitivity. Lessons should include not
only the definition and understanding of
sexual harassment, but also the founda-
tion premise that learning about respect,
equality and dignity will give children
the necessary skills to deal with sexual
harassment.

Entering a classroom with puppets
used for the K-3 lessons was always a de-
light because the children anticipated a
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positive, fun and yet informative class
period. These young boys and girls re-
membered definitions and were able to
share and discuss tough issues on sexual
harassment because they felt safe and be-
cause the information had been given to
them in an entertaining manner.

Older students created short skits or
roleplayed a situation specifically created
for them. On those occasions, an adult
trainer always took on the role of the re-
ceiver of harassment. In this way we
avoided putting a child on the spot or al-
lowing one child to behave inappropri-
ately or hurtfully toward a classmate,
even if the action was just a play.

Situations were chosen from real-life
incidents that had been related by chil-
dren, teachers, principals, social workers
and others. Names and events were
changed to protect privacy. Real-life
examples give the most powerful mate-
rial to use in teachable moments. Chil-
dren can relate to the situations, consider
how to resolve the issues and realize that
they are not alone in experiencing such
difficult challenges.

Strategies interrelated
Children need to know that their school
environment is safe and that the adults
around them will do everything possible
to create a secure and caring environ-
ment. Policies and procedures regarding
sexual harassment need to be explained
to children in simple terms that they can
understand. When the preventive work
has been done, appropriate action must
be taken immediately when harassment
occurs so students know that indeed
there is a support system in place.

Filing reports and imposing conse-
quences are part of standard procedures
when sexual harassment occurs. How-
ever, children first need to be taught the
skills necessary to help them understand
why sexual, physical or emotional ha-
rassment is not okay. In our professional
capacities as trainers, we did not see any
real success teaching a sexual harass-
ment curriculum until we began to teach
skills that addressed assertiveness, anger
management, dealing with bullying be-

havior, decision making, healthy choices,
inclusion and peer support. Telling chil-
dren to stand up for themselves, to write
letters or to verbally confront the ha-
rasser is not enough. Those tasks are
complex. Adults need to empower chil-
dren in a positive way by giving them the
right language and the appropriate re-
sponses to deal with sexual harassment
situations.

Conflict is part of children’s daily

forcement through repetition is very im-
portant to children’s learning processes.

• Nothing will change unless there is zero
tolerance for sexual harassment with real
follow-through. Children who follow
adult advice to report a problem must
have support, or the problem will get
worse.

• Teacher training must not focus solely
on the legal aspects of sexual harassment.
Such a focus instills fear in teachers and

lives, and harassment may be a big part
of their daily conflicts. It is therefore es-
sential to teach children conflict resolu-
tion skills. This does not mean, though,
that once children have been taught the
necessary skills, the job is over. Active
parental and teacher involvement and
continued participation is needed at all
times. Children need to know that they
do not have to face any type of harass-
ment alone.

Professional observations on deliver-
ing gender equity instruction successfully
are summarized below:
• It is neither helpful nor appropriate to

simply teach what sexual harassment is
and to instruct children to “say no” to it.
Real success with sexual harassment
prevention training begins when chil-
dren first experience the teaching of pro-
social skills: assertiveness, anger man-
agement, making healthy decisions/
choices, listening, the importance of in-
clusion, peer support, and dealing with
bullying behavior.

• Children can understand the informa-
tion if the curriculum is based upon the
approach of treating others the way they
themselves want to be treated.

• The use of follow-up activities by teach-
ers is crucial to the success of the pro-
gram. Providing consistency and rein-

offers no strategies to actually teach the
prevention of the problem. The teach-
ing staff is a natural group to convey pre-
vention information across a school and
throughout a district. However, to mo-
bilize the teachers, background informa-
tion as well as instructional tools and
methods must be provided. A presenta-
tion of mere legal liabilities will not
motivate teachers.

• Teachers must be represented in the
training staff. Excluding teachers and
the teaching process from sexual harass-
ment training is one of the most coun-
terproductive steps possible in the at-
tempt to set up a teacher-based
prevention education program to address
sexual harassment.

Teaching gender equity is a rewarding,
positive way to support both girls and
boys. While it is important to apprise
children of the serious consequences of
sexual harassment, sexual harassment
prevention lessons are best accepted
when they are presented in an age-
appropriate manner that emphasizes
positive relationships. What is most im-
portant is that skills and knowledge that
support equality, gender respect and tol-
erance should be an integral part of any
planned pro-social instruction.

“Telling children to stand up for themselves, to write let-
ters or to verbally confront the harasser is not enough.
Adults need to empower children by giving them the
right language and the appropriate responses to deal
with harassment situations.”
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Joesph B. Clough, president of the
Gun Safety Institute of Cleveland,
Ohio, would like to respond to a state-
ment made in an article appearing in
the February 1995 issue of School
Safety Update entitled “Evaluation
needed for youth violence reduction
programs.” The article mentioned that
few violence reduction programs have
been evaluated for efficacy.

We would like to inform your read-
ers about a measure developed by the
Gun Safety Institute. Developed
through two studies involving over
2,000 young people, the instrument
demonstrates good reliability and va-
lidity. The measure produces quantita-
tive assessments of attraction to guns
and violence. When used in a pretest/
post-test design, change in these scores
is a valid measure of the effectiveness
of a violence prevention program.

This investigation was commis-
sioned by The Gun Safety Institute,
funded by the William T. Grant Foun-
dation and carried out by the Guidance
Centers. Following is a brief summary
of the findings:

The purpose of the investigation was
to contribute an understanding of why
some young people express attitudes
favorable to the use of guns and vio-
lence and others do not. The study
clearly shows that youth who are at-
tracted to guns and violence respond
aggressively to shame, find guns excit-
ing, feel comfortable with aggression,
and believe that guns bring power and

safety. Interventions that challenge and
beneficially change these attitudes
would probably be successful at reduc-
ing violent behavior and increasing the
safety of our youth. The developmental
findings have important implications
for the targeting of interventions. It is
necessary to target resources efficiently.
Therefore it is advisable to begin focus-
ing prevention efforts on children who
have reached fifth grade.

Using the Attitudes toward Guns and
Violence Questionnaire (AGVQ) as a
measurement tool, this study was an
expansion of our previous research, us-
ing a sample that demonstrated more
demographic diversity and a wider age
range. Factor analysis revealed the
same four proximal motivating factors
as the previous study:
• Excitement reflects the view that

guns are intrinsically exciting,
stimulating and fun;

• Power/safety measures the interre-
lated views that guns bring safety
and power to their owners;

• Comfort with aggression shows an
accepting attitude towards guns and
violence and respect for people who
use aggression; and

• Aggressive response to shame in-
volves a painful sensitivity to per-
ceived disrespect from others
coupled with the sense that physical
aggression is the most effective way
to repair damage to self-esteem.

Together these four component atti-
tudes comprise much of an individual’s

overall perspective toward guns and
violence.

Our results provide information that
is important to consider in construct-
ing interventions designed to decrease
attraction towards guns and violence in
young people. The AGVQ provides a
decisive measurement of the effective-
ness of such interventions. The impor-
tance of the subtests cannot be empha-
sized too greatly, because the motives,
attitudes and beliefs revealed lead to
intervention designs. Programs are not
likely to be effective if they are based
on adult speculations about youths’
motives and beliefs. With this instru-
ment, the programs can directly ad-
dress the psychological factors that
determine whether youth are violence-
prone. The instrument can measure
whether beneficial change in attitudes
that conduce to violent behavior has
been effective.

Needs for excitement, power, safety
and self-esteem are normal and
healthy; these needs become problem-
atic only when violence is used in an
attempt to satisfy them. This study di-
rects our interventions to include work
on social skills, interpersonal problem-
solving, assertiveness, values and self-
esteem so that young people at risk can
develop the psycho-social skills they
need to pursue their goals nonviolently
and effectively.

It is the plan of The Gun Safety In-
stitute to use the findings of the present
research to develop curriculum materi-
als, initially for fourth and fifth grades,
and to conduct a semester-long pilot
study to test the effectiveness of the
materials. In addition, further attitude
surveys in wider and more varied
populations will add to the basic re-
search information from the AGVQ.

To obtain a copy of the full report,
please send $3 to the Gun Safety
Institute, 526 Superior Ave. NE, Suite
338, Cleveland, OH 44114. For more
information, call 216/574-9179 or
fax 216/687-1482.

Evaluation tool offered by
the Gun Safety Institute
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NSSC Documentaries

“Feeling good about yourself can’t be
bought on a street corner. It must be built
from within. But there are dangers you
should know about. Those pressures we
call ‘risk factors. ...’”

This powerful message to America’s
troubled children is presented in “High-
Risk Youth/At The Crossroads,” a 22-
minute, award-winning documentary on
youth drug abuse prevention hosted by
actor LeVar Burton.

By combining real-life profiles and commentary from nationally renowned
authorities, the documentary provides a compelling case to look beyond current
drug abuse intervention strategies exemplified by the “Just Say No” campaign.
Researchers have identified individual, family, peer, community and school-
related problems that make kids more prone to use illegal drugs. The focus on
positive response suggests that the most promising approach to “high-risk youth”
and drug abuse is one of prevention, not simply intervention. This important theme
is reinforced throughout the fast-paced video.

“Imagine a gunman invading your
school. Or terrorists planting a bomb.
Or a classroom of students held hos-
tage. These situations may seem un-
real — even impossible. ... Every
school — urban, rural or suburban —
is vulnerable. When will a crisis strike
your school? And will you be ready?”
     These words, spoken by acclaimed
actor Edward James Olmos, combine
with news footage of actual school cri-
sis events to provide an eye-opening
introduction to “School Crisis: Under

Control,” a 25-minute, award-winning documentary on school crisis preven-
tion, preparation, management and resolution. This informative videotape is
designed to help schools and communities prepare for the unexpected by
designing crisis prevention and response plans. These plans will improve
the community’s ability to overcome such disasters and also will help
schools avoid potential liability.

Whoever thought bullies were all
talk and no action needs to view
the film  “Set Straight on Bullies,”
produced to help school admin-
istrators educate faculty, parents
and students  about the severity
of the schoolyard bullying prob-
lem. The message is clear: Bul-
lying isn’t merely “Kids will be kids.” Bullying hurts everyone.
     The 18-minute, Emmy-winning educational film tells the story of a bullying
victim and how the problem adversely affects his life as well as the lives of the
bully, other students, parents and educators.
     “I’m always scared. I’m scared to come to school. ... I don’t want to be afraid
anymore,” the bullying victim says. In fact, NSSC based the film on research
indicating one in seven students is either a bully or a victim of bullying.

School Crisis: Under Control

NSSC Documentaries Order Form
Name _________________________________________________________________

Title __________________________________________________________________

Affiliation ______________________________________________________________

Address _______________________________________________________________

City ______________________________ State ___________ Zip _________________

Total  $__________        ____Visa  ____ Mastercard       Expiration Date ____________

Account Number_________________________________________________________

Cardholder Name______________________________  Daytime Phone_____________

“High-Risk Youth/At the Crossroads”       “What's Wrong With This Picture?”
($50 VHS)  _____ copies              ($40 VHS)  _____  copies

“Set Straight on Bullies”           “School Crisis: Under Control”
($50 VHS)  _____ copies           ($65 VHS)      _____  copies

Mail to: NSSC, 4165 Thousand Oaks Blvd., Ste. 290, Westlake Village, CA 91362.
Charges cover postage and handling and are subject to change without prior notification.
Orders must be prepaid by check or credit card.

Office Use Only
 Approval #: Date:     Initials:    Deposit to NSSC Account:

             6-25298-0505

Principals play pivotal roles in
keeping their schools safe and
effective places of learning.
However, without the support
of parents, teachers, law
enforcers and other legal,
government and community
resources, principals cannot
fulfill their responsibility.

A recipient of eight national
and international awards of
excellence, “What’s Wrong
With This Picture?” is de-
signed to encourage dialogue
between school principals and
their community resources.  It
presents the critical issue of
school safety in a frank and

straightforward way, dramatizing real-life incidents of school-related crime
and violence, drug abuse and suicide.
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Thomas A. Morgan, Ed.D., is vice prin-
cipal for operations at Suitland High
School in Prince George’s County,
Maryland.

Suitland High School in Prince George’s County, Maryland, prides
itself on its “eclectic approach” to school safety, one that has practical
application to the improvement of school climate and achievement.

BY THOMAS A. MORGAN

A slogan found on the front of a local
fire station captures our school’s ap-
proach to safety. It states: “Summer is
here. Enjoy yourself. Don’t take a break
from safety.” At Suitland High School in
Prince George’s County, Maryland, we
never take a break from safety, and we
still manage to enjoy our work from time
to time.

Suitland High School is a large school
located in a suburban community adja-
cent to Washington, D.C. The ethnically
diverse student body of 2,600 students
can select from a wide range of course
offerings that include visual and per-
forming arts, technology education, col-
lege preparatory classes or a comprehen-
sive general program. The professional
staff and classified employees number
about 230 people, including eight vice
principals and three security officers.

The physical facility consists of a
main building joined to a vocational
technical building, an auditorium with a
seating capacity of 1,140 and an annex
that is located opposite an athletic field.
Since many students have classes in
more than one building, they must ride
shuttle buses between classes throughout
the school day.

Long before it became fashionable,

Suitland High School established peer
mediation, conflict management, and
other academic and behavioral improve-
ment programs to address the growing
concerns about student behavior and vio-
lence. In the 1992-93 school year, for ex-
ample, our peer mediators worked with
421 disputants to address 204 conflicts
ranging from simple misunderstandings
to fighting. Only six of these cases re-
sulted in actual suspensions from school.

Concerned about the increasing num-
ber of weapons being found in Prince
George’s County Schools, the Prince
George’s County Board of Education and
the Prince George’s Police Department
initiated a joint program in 1992 that in-
cluded the establishment of S.A.F.E.
Teams (Schools Against a Fearful Envi-
ronment) in all of our schools.

The purpose of the S.A.F.E. Team at
Suitland is to identify the local safety is-
sues and then make recommendations to
the administration. This team has raised
safety awareness through poster contests,
cash awards for the best safety sugges-
tions and various activities that improve
human relations. The participation has
been as inclusive as possible. Last year’s
team included students, parents, teach-
ers, guidance counselors, a vice princi-
pal, security personnel and classified
employees.

For more than a decade, Suitland’s
administrators and security officers have
used walkie-talkies to communicate with

each other, the main office and personnel
in other buildings. Hand-held metal de-
tectors and surveillance cameras in stra-
tegic locations along with additional se-
curity staff  have recently been added.

In the 1994-95 school year, another
safety strategy was mandated: the wear-
ing of student or staff identification
badges with the student’s picture sus-
pended from a break-away chain. In fact,
all professional and classified employees
are required to wear the same identifica-
tion badges.

Continuing with the implementation
of this procedure this past fall, staff and
students were required to wear identifi-
cation badges. Students who refuse to
follow the procedure are warned, coun-
seled, assigned detention or even sus-
pended if the case requires such action.

We have utilized a variety of ap-
proaches to combat school violence and
to create a safe and orderly climate: be-
havioral management approaches, col-
laborative approaches and school secu-
rity approaches. Our approach is eclectic
and supports general principles that have
practical applications for the improve-
ment of school climate and academic
achievement.

A daily focus
The never-take-a-break-from-safety phi-
losophy has created a climate in which
achievement can thrive. Suitland has
been nationally recognized by the United

Never take a break
from safety
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States Department of Education as a
School of Excellence and by the Mary-
land Education Coalition for its notable
improvement. Continued recognition for
excellence would not be possible without
this focus on school safety every day of
the school year. School safety and stu-
dent achievement are inseparably bound.

All too frequently, however, a
school’s safety plans, regardless of their
merits, are not implemented with any
consistency. Many competing forces
cause a shift in focus away from school
safety, or those charged with the respon-
sibility for enforcement seem to run out
of energy. The result is never really
knowing if the plans are effective.

Continuous monitoring
What does Suitland actually do to keep
the focus on the goal of school safety ?
First of all, both daily monitoring and
long-range planning are built into opera-
tions as the top priorities and as the
foundation for student achievement.

Beginning with the administrative/se-
curity meeting each morning at 6:50
a.m., the principal or his designee re-
views the upcoming activities for the day
and the week. Attendees raise concerns
and make adjustments in assignments to
cover a wide range of activities and cir-
cumstances, including inclement
weather, field trips and assemblies.

During inclement weather, for ex-
ample, more personnel are needed in the
cafeteria and fewer outside the building.
If money is to be collected, provisions
must be made for the security of the per-
sons collecting money. The implications
for instruction and safety must always be
considered whenever there is any student
movement, especially during testing or
instructional periods.

Working as a team, the vice princi-
pals and security officers hold quarterly
grade-level assemblies to review the
rules and regulations of the school, the
code of student conduct of the Prince
George’s County Board of Education and
other safety procedures, including stu-
dent and locker searches.

During these programs, it is explained

to students that hall sweeps are con-
ducted on a regular basis. Students late
to class are required to report to a desig-
nated area where they are met by an ad-
ministrator. This procedure encourages
punctuality and also helps to ensure that
there are no trespassers in the building.

Guidance personnel, student leaders
and the pupil personnel worker from the
superintendent’s office also take part in
these grade-level assemblies. (The pupil
personnel worker holds hearings for
long-term suspensions and conducts in-
vestigations for expulsion requests.) Fur-
ther orientation to safety takes place in
English classes. All students are required
to sign an acknowledgment of the of-
fenses for which they can be expelled.
Late registrants are required to go
through a special orientation with a secu-
rity officer and a vice principal.

Administrators and security personnel
as team members are given specific areas
of the building and grounds to monitor
during lunch periods and throughout the
school day. A safe learning environment
is the first priority of the entire school,
and classroom teachers share this re-
sponsibility. Teachers stand at their
classroom doors and monitor for 15 min-
utes before the first period and also dur-
ing the change of each class. Staff mem-
bers also assist with monitoring for 15
minutes of one of the three lunch peri-
ods, after school in the building, or in
the bus lots before or after school.

The professional staff is supervised by
vice principals, referred to as operations
administrators, who are assigned zones.
A zone may be a wing of the main build-
ing or an entire building such as the
Suitland Annex or the vocational tech-
nology building, which is connected to
the main building by a tunnel. These
zone subdivisions facilitate communica-
tion among staff, students, security and
administration. Safety issues and aca-
demic concerns can be discussed within
subdivision meetings, providing opportu-
nities for dialogue seldom possible at a
general faculty meeting with more than
150 teachers. Minutes and attendance for
each zone are submitted to the principal.

Reaching out to parents
The “Never-Take-a-Break” Safety Plan
includes ongoing communication with
parents via newsletters, telephone calls,
individual conferences and parent sup-
port groups. Each grade-level adminis-
trator is responsible for establishing a
parent support group that meets monthly
to discuss academic and safety concerns.

Students who are failing or who have
behavioral problems or poor attendance
are required to attend evening meetings
with their parents at least once each
quarter. Here again, the agenda for these
meetings includes safety issues along
with academic and attendance concerns.
Parents and students understand that the
Suitland philosophy is zero tolerance for
weapons, gang activity or serious disrup-
tion to the instructional program.

Students have ample opportunities to
express their concerns and to make rec-
ommendations via such formal groups as
the S.A.F.E. Team or the general assem-
bly of the student government associa-
tion and by informal conversations with
administration, security and professional
staff.

Like most secondary schools, after-
school activities often create other chal-
lenges for the administrator responsible
for school safety. Suitland’s after-school
activities include a visual and perform-
ing arts magnet, tutorial programs and
an active physical education program.
Two vice principals and a security officer
are assigned daily until 4:10 p.m. to
monitor the buildings and grounds. Ad-
ministrative-security personnel are also
on duty at the Suitland Annex, a separate
facility. Beginning this last fall, all
groups using the facility after regular
school hours were required to sign up in
advance with the administrator in charge
of facility usage. This procedure facili-
tates closer monitoring and provides
greater security for everyone.

The school year is nearly half over.
Enjoy yourself, but never take a break
from safety.  Students and school staff
deserve a safe learning climate at school
even if violence remains present in soci-
ety at large.
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Violent juvenile crime in the United
States has been increasing since the late
1970s and early 1980s. Between 1982
and 1991, juvenile arrests for murder in-
creased by 93 percent; aggravated assault
increased by 72 percent. In 1991 the ju-
venile arrest rate for violent offenses
reached its highest level in history.

No single organization, strategy or
person can be expected to stem this tide
of pervasive youth violence. Thus the
Guide for Implementing the Comprehen-
sive Strategy for Serious, Violent and
Chronic Juvenile Offenders developed by
the Office of Juvenile Justice and Delin-
quency Prevention is a handbook whose
time has come.

This detailed resource tool explains
the compelling rationale for the compre-
hensive strategy. The Guide clearly de-
fines terms and organizes practical infor-
mation into four sections. An extensive
bibliographical reference section is also
included in the Guide.

The term “Comprehensive Strategy”
signifies a teamwork approach to dealing
with juvenile offenders. Such a strategy
brings together all community mem-
bers — young people, parents, educators,
law enforcement and social service per-
sonnel, health professionals, business/
civic/religious groups and leaders, ethnic
and minority group representatives — in
an effort to realize the common goal of
providing a healthy, protective environ-
ment for all children.

The strategy is based on a “risk-
focused” prevention model. The model is
designed to help the community team
identify those factors that increase the
chance of delinquency and violence and

consisting of diverse programs. The con-
tinuum includes the following:
· immediate sanctions within the com-

munity for first-time, nonviolent
offenders;

· intermediate sanctions within the com-
munity for more serious offenders;

· secure care programs for the most vio-
lent offenders; and

· aftercare programs that provide high
levels of social control and treatment
services.”

The literature review reveals that
“community-based programs can serve as
safe, cost-effective alternatives to incar-
ceration for many youth.” Two recent
meta-analyses challenge the claim that
“nothing works” with juvenile offenders
and present findings suggesting that “the
most effective interventions are behav-
ioral, cognitive-behavioral, skill-oriented,
multimodal, and family-oriented.”

The final segment of the Guide looks
at ways juvenile justice practitioners can
use assessment and classification tools in
prevention and graduated sanctions pro-
grams. Juvenile justice risk assessment
and classification generally refer to “the
process of estimating an individual’s
likelihood of continued involvement in
delinquent behavior and determining the
most appropriate type of intervention,
given the identified level of risk.”

Part IV concludes with a discussion
of needs assessment instruments, mea-
sures based on the statistical relationship
between youth risk factors and recidivism
and “designed to estimate the likelihood
that a juvenile offender will subsequently
commit another offense within a speci-
fied follow-up period.”

To obtain a free copy of OJJDP’s Guide
for Implementing the Comprehensive
Strategy for Serious, Violent, and
Chronic Juvenile Offenders, or for infor-
mation about on-line access to the Guide,
contact: Juvenile Justice Clearinghouse,
P.O. Box 6000, Rockville, MD 20849-
6000; 800/638-8736.

Prepared by Marjorie Creswell Walsleben,
associate editor of School Safety.

find ways to reduce these “risk factors”
while at the same time identifying “pro-
tective factors” that buffer individuals
against risk factors and inhibit the devel-
opment of behavior problems.

The Guide’s Part I includes the prin-
ciples, rationale and components of the
comprehensive strategy. It also presents a
blueprint that communities can follow to
implement the strategy, including using
the “Communities That Care” approach
to acquaint community leaders with risk-
focused prevention strategies and form-
ing a community prevention board that
will collect risk indicator data and assess
existing programs. Suggestions are also
given regarding securing broad-based
community support for the strategy, se-
lecting staff and carrying out case man-
agement procedures as well as process
and outcome evaluations.

Part II’s prevention component of the
Guide offers a summary review of 25 ef-
fective and promising preventive inter-
vention strategies for children from con-
ception to adolescence. Part III serves as
the intervention component of the Guide,
examining research literature and setting
forth guidelines for a system of gradu-
ated sanctions — including placement in
secure facilities — designed to identify
and control the small group of serious,
violent and chronic juvenile offenders.
This section also describes effective and
promising model programs throughout
the nation.

According to the Guide, “...a model
graduated sanctions system combines
treatment and rehabilitation with reason-
able, fair, humane, and appropriate sanc-
tions, and offers a continuum of care

Comprehensive plan
works with juvenile
offenders

NATIONAL UPDATE
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lecting an intensive treatment program
for a troubled adolescent. It would also
be of great assistance to school personnel
and other youth-serving professionals to
keep on hand for quick reference in
times of emergency.

* * *
Schooling Homeless Children: A Work-
ing Model for America’s Public Schools,
by Sharon Quint, 1994, 159 pages.
Teachers College Press, Columbia Uni-
versity, 1234 Amsterdam Ave., New
York, NY 10027.

Here a school is presented in the context
of the community it serves. This record
of social and bureaucratic change within
the school environment details the story
of homeless children who attend Ben-
jamin Franklin Day Elementary School
in Seattle and the positive personal and
professional growth of its principal, fac-
ulty and staff, parents and volunteers.

Word portraits of families illustrate
both the plight of children without stabil-
ity in their young lives and the devastat-
ing effects of that absence of continuity.
Remarkable individuals whose only goal
is to make a difference demonstrate just
how good concerted collaboration can be.
Principal Carole Williams’ desire to
make school the stabilizing factor — and
her persuasive leadership towards that
end among the faculty — is a study in
determination.

Her response to those who would re-
serve school for “education” is a chal-
lenge to each person’s basic humanity.
“We can educate children as to the
meaning of love, trust, respect, and hope,
or we can educate them as to the mean-

RESOURCE UPDATE

ing of desperate cries that fall upon deaf
ears and a disregard for human pain.”

Williams’ rationale for change is ap-
parently right on target. Kyle, a dropout
whom the author met by chance on the
street, explains how homelessness forced
him to leave school. His indictment is
that schools “...continue to teach social
inequality by the very way they treat kids
every single moment of the school day,
acting as if the kids’ personal and social
problems are invisible... .” Kyle would
require each school to post a sign over
the front door: “School May Be Harmful
to Your Emotional and Social Well-Be-
ing. Enter At Your Own Risk. ...”

Changing a school’s structure to ac-
commodate the needs of specific students
is a daunting task at best. That the
changes were made, and that the entire
student body benefited, speaks to the phi-
losophy of the whole child. Student aca-
demic performance ranking at B.F. Day
rose from last place in 1989 to 38th in
1993 among the 65 Seattle elementary
schools. Schooling Homeless Children is
a satisfying account of grass-roots efforts
at their best.

* * *
Teaching Peace: How to Raise Children
to Live in Harmony — Without Fear,
Without Prejudice, Without Violence, by
Jan Arnow, 1995, 239 pages. The Berke-
ley Publishing Group, 200 Madison
Ave., New York, NY 10016.

“Damaged” children, postulates Jan
Arnow, are the results of a country satu-
rated in violence, but the skills and atti-
tudes for peaceful living can be taught. It
is not enough to discourage hatred and
violence. Those who seek a more peace-
able world must be ready to actively pro-
mote tolerance in place of bias. Even
very young children can learn to deci-
pher media images, perceive stereotypes,
and think critically.

Further, children do not need to live in
a violence-ridden community in order for
them to be psychologically conditioned
by a world in which violence and bigotry
are daily fare. War toys, video games and
television send subtle messages that pre-

Results-oriented
books further
know-how

Where Can We Turn?, by Jacki Allred
and Claudia Olsen, 1995, 45 pages. The
Jefferson Resource Institute, Inc., P.O.
Box 211418, Salt Lake City, UT 84121.

In times of intense conflict or family cri-
sis, parents may be told to “get profes-
sional help” for their emotionally/behav-
iorally disturbed adolescent. Such help
may require placing him/her in a special-
ized, intensive treatment program in an
alternative care setting — outside the
home and perhaps at a great distance. In
such stressful situations, a parent might
well select a treatment program out of
desperation rather than through careful
evaluation.

How does a parent evaluate the quality
of care offered at a locked hospital facil-
ity versus the quality of care in an out-
door challenge program? Which type of
treatment is better suited to the child?
How does the family cope both during
the adolescent’s treatment and after s/he
returns home? And what if the treatment
doesn’t “work”?

Where Can We Turn? guides a parent
through such topics as categories of pro-
grams/facilities, treatment philosophies,
different types and levels of care, pro-
gram licensing and personnel creden-
tials, school credit while undergoing the
program, discipline styles and systems,
family support programs, and cost and
insurance options. A reproducible scor-
ing sheet provides a helpful means for
comparing data on various programs

These pages pose more questions than
any parent could possibly think to ask.
This small book is absolutely essential
reading for anyone in the process of se-
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dispose young people to believe that per-
sons different from themselves are “the
enemy,” that weapons possession is ac-
ceptable, that violence is a primary
means of dealing with conflict, and that
suffering or death are not “real” results
of war and conflict. Parents/caregivers
who do not take steps to counteract such
unacceptable societal messages “set chil-
dren up for dangerous prejudices and
bigotry later in life.”

Another solution is a supportive school
climate that promotes success for all stu-
dents. School boards, other school poli-
cymakers and staff need to be aware that
positive — and negative — messages,
even unspoken ones, impact all students.
Honoring diversity, providing conflict
resolution programs, incorporating cul-
ture sensitivity training into the counsel-
ing procedures, cultivating gender fair-
ness and eliminating sexual harassment
are all strategies that serve to enhance
students’ well-being and help eliminate
violence. Bias-free attitudes only flourish
where respect for all is an integral part of
the school culture.

It is the author’s contention that large-
scale reduction in racial and cultural ha-
tred will remain only a dream until indi-
viduals make personal decisions to work
to eradicate the underlying causes of ha-
tred. Individual — and collective — ef-
forts can and do effect change in whole
communities.

* * *
Raising Peaceful Children in a Violent
World, by Nancy Lee Cecil with Patricia
Roberts, 1995, 253 pages. LuraMedia,
Inc., 7060 Miramar Rd., Suite 104, San
Diego, CA 92121.

Another book for the parenting shelf is
Raising Peaceful Children in a Violent
World. This book discusses parenting
practices that help children deal with po-
tentially harmful philosophies that advo-
cate violence as the solution to life’s
problems.

A section on communication within
the family includes exercises on conflict
resolution and sharing feelings. Children
are viewed as fully capable persons who

can be taught to assume responsibility
for peaceful conflict resolution at an
early age.

There are several good family exer-
cises for combating unwelcome media
messages and for creating an apprecia-
tion for family history and human diver-
sity. The 10 suggested responses to po-
tentially violent situations outside the
home are worth teaching and reteaching.

Next under scrutiny are kinds of enter-
tainment that can produce negative so-
cialization — television, war toys and
video games. The suggested alternative
to counteract such influences is the
thoughtful selection of age-appropriate
children’s literature. Several pages of
reading lists contain book suggestions
that present racially diverse, nonstereo-
typed, peacekeeping role models.

A final section contains activities that
cement peaceful family relationships by
helping children focus on what is posi-
tive in their lives. Parents are also en-
couraged to expand children’s awareness
of themselves as part of a community
and a global village.

Raising Peaceful Children in a Violent
World emphasizes support and affirma-
tion as the foundations of peaceful
parenting. It is quite thought-provoking
in its emphasis upon the home as the
base for proactive violence prevention.

* * *
Telling Isn’t Tattling, by Kathryn M.
Hammerseng, 1995, 31 pages. Parenting
Press, Inc., P.O. Box 75267, Seattle, WA
98125.

This little gem is a winner. Children are
often told, “Don’t be a tattletale!” but
rarely are they offered a good explana-
tion that clarifies the difference between
telling and tattling.

Telling is appropriate behavior for ev-
eryone, adults included. Tattling wins
few friends for anyone and often socially
isolates the tattler. Learning the differ-
ence between the behaviors takes time
and plenty of help.

For parents, teachers or anyone who
works with children, Telling Isn’t Tat-
tling is a worthwhile read and an excel-

lent reminder to pay attention to what
kids are saying.

* * *
What Works in Preventing Rural Vio-
lence: Strategies, Risk Factors, and As-
sessment Tools, by Barbara Monsey,
Greg Owen, Carol Zierman, Laura Lam-
bert, and Vincent Hyman, 1995, 91
pages. Amherst H. Wilder Foundation,
1295 Bandana Boulevard North, Suite
210, St. Paul, MN 55108.

Much attention is focused on crime and
violence in larger metropolitan centers,
but approximately 16 percent of all vio-
lent crime in this country occurs in rural
areas.

Community collaboration is a recom-
mended approach to the solution of com-
munity violence. While collaboration is
certainly a key to prevention and inter-
vention, concerned citizens with the will
to work may be left puzzled as to meth-
odology for beginning (much less accom-
plishing) a complex, fact-finding investi-
gation into causes and cures of violence
in their rural neighborhoods.

What Works in Preventing Rural Vio-
lence contains a very detailed assessment
tool for use in compiling the types and
amount of community violence and the
available violence-related services. The
step-by-step process gives instructions
for data collection, including where to
find specialized information about the
community such as demographics, eco-
nomic stress factors, rates of alcohol and
other drug use, incidents of interpersonal
violence and suicide rate.

Another section lists strategies that
prevent and reduce specific types of vio-
lence, allowing solutions to violence to
be based upon a strategy’s potential for
success within a local community. Strat-
egies specific to rural areas are noted.

What Works in Preventing Rural Vio-
lence will be useful to a wide cross sec-
tion of people working to identify and
ameliorate the conditions that cause vio-
lence in their small communities.

Prepared by Sue Ann Meador, associate
editor of School Safety.
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Violence against
teachers: redress
slow in coming

LEGISLATIVE UPDATE

ments; and most theatrically, a Kentucky
honor student who staged his own maca-
bre performance of a Stephen King story.
When it was over, his teacher and a cus-
todian were dead.

Within this database of horror are
many disturbing elements for educators
to consider. First, as the number of vio-
lent incidents against teachers and staff
members rises, the average age of attack-
ers appears to be dropping.

In 1993, two 13-year-old Ohio girls
plotted the stabbing death of their En-
glish teacher as classmates used lunch
money to place bets on the event. In
1992, a fifth-grade Chicago boy poured a
mixture of household cleaners into his
teacher’s coffee. Recent incidents make it
clear that no teacher is immune from the
effects of violence from students, even
those as young as the five-year-old who
unintentionally brought a loaded .380-
caliber semiautomatic handgun to his
Prince George’s County school in Febru-
ary of 1995.

Second, courts have generally failed to
provide redress for teachers violently in-
jured on the job. The 1995 decision in
Genao v. Board of Education of the City
of New York is a good example. The court
dismissed the multiple claims, including
negligence for failing to provide safe
working conditions, brought by a teacher
who was assaulted by intruders while
teaching in her classroom. The court
concluded that the district had no action-
able duty to protect Genao from the
attack. According to the court,

Public entities such as the Board, un-
der the doctrine of sovereign immu-
nity, cannot generally be held liable for

the breach of their governmental du-
ties. ... The imposition of liability for
the breach of a governmental duty
would have two undesirable effects.
First, a potentially crushing burden of
liability would fall on the community.
... Second, and perhaps more impor-
tantly, constraining the executive and
legislative branches’ discretionary
control over public expenditures
would be an improper exercise of ju-
dicial power. ... A municipality may
not be held liable for injuries resulting
from the failure to provide police
protection. ... This is true even if the
failure occurred at a public school.

1

It is well-established in law that con-
tracts give rise to obligations on the part
of those who agree to its provisions. In
districts where labor agreements are
part of the employment contract, the
failure to provide safe working condi-
tions can be addressed as a matter of
contract law. In their reluctance to inter-
fere in school business, courts unfortu-
nately may ignore contractually required
safe working conditions, as was the case
in Genao.

Genao was part of a collective bar-
gaining agreement that “charges the
principal with the duty of maintaining
security and safety in the school by
means of devising a comprehensive
safety plan.” The court disregarded the
contract, observing that “Although the
[c]ontract does not require each princi-
pal to develop a comprehensive safety
plan, this requirement does not create a
special duty to Genao.”

2
  The opportu-

nity has thus been lost — as a matter of
law — to use judicial remedies to pro-
vide teachers with a safe, effective work-
ing environment.

Workers’ compensation laws in most
states perpetuate the situation created by
the courts. These laws do not permit
teachers to sue school districts for
negligence, instead providing medical
and wage compensation as exclusive
remedies.

Because schools have not been held
accountable by the courts, school dis-

The discussion of school safety issues
covers broader ground than often is ac-
knowledged. The obligation of schools to
provide safe and effective learning envi-
ronments focuses on students. Most case
law regarding the liability of school sys-
tems is also influenced by this focus on
students. Often, however, a significant
constituency is left out of this discussion:
teachers and staff members who become
victims of school-associated violence.

The scenario is becoming familiar to
communities across America: Gun-
wielding student marches into class-
room, finds teacher, aims and fires as
shocked observers witness the tragedy.

Three recent events illustrate the
alarming trend toward assaults and at-
tacks, including those that are fatal, suf-
fered by school staff. At Richland High
School in Lynnville, Tennessee, a 17-
year-old male student, armed with a .22-
caliber rifle, ended the life of a fellow
student and one teacher and critically
wounded a second teacher.

In St. Louis, a fourth-grader was re-
sponsible for causing the fatal heart at-
tack of a substitute teacher during a
scuffle in which the student pounded on
the substitute teacher’s chest. A sus-
pended, 16-year-old South Carolina stu-
dent shot and killed a math teacher at a
suburban high school and wounded an-
other teacher before turning the gun on
himself in suicide.

Since 1993, the list of school-related
teacher victims includes a high school
teacher and her husband murdered in re-
venge by a 16-year-old student; a high
school instructor who was shot in a dis-
pute over classroom seating arrange-
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tricts have often failed to take effective
steps toward stopping violence against
teachers. No negligence exists when
there is no actionable duty, and there is
no such duty under the current immunity
laws of many states. In cases in which a
judge is unwilling to find school districts
responsible for providing safe learning/
working environments, victimized teach-
ers have been able to do very little. Such
a situation calls for legislatures then to
mandate a remedy or remedies.

Existing laws are reactive and focus on
responses to student conduct after the
violence has occurred. Currently, it is far
more likely that a legislature will grant a
teacher leave to recover from violence-
related injuries suffered on the job than
for the legislature to mandate protective
measures to keep classrooms safe. Legis-
lators thus have been handed a golden
opportunity to formulate effective strate-
gies to protect teachers from violence.

Some state criminal codes now make
violence against teachers an aggravated
criminal offense. Arizona law punishes
assaults when “such  person commits the
assault knowing or having reason to
know the victim is a teacher or other per-
son employed by any school.”

3

Several states have lowered the age for
capital murder law and amended the bat-
tery laws with the stated hope of ensur-
ing the safest possible learning environ-
ment for students, teachers and other
school employees.

4
 If the irony of such

laws is lost on the legislature, it is likely
not missed by the teachers who have
had few if any legal tools to prompt
school districts to provide safe class-
rooms before a criminal act occurs. Until
recently, the best for which an injured
teacher could hope has been that the
criminal code would severely punish the
perpetrator.

In a recent development, teachers frus-
trated and fed up with administrators
who seem unable to guarantee order in
schools have taken drastic steps. They
have sued their student attackers and ha-
rassers — successfully. In September of
1995, a Campbell County, Kentucky, jury
awarded Spanish teacher Fran Cook

nearly $35,000 for enduring for more
than a semester repeated threats — in-
cluding talk of murder—from an 18-
year-old student. Cook plans to use the
$25,000 in punitive damages to establish
a fund for threatened faculty.5

Circuit Judge Evelyn Baker, serving
on a St. Louis Public Schools task force,
says it might be time for Missouri to
make assaulting a teacher an automatic
felony, just as assaulting a police officer

der California law,
A school district shall inform the teacher
of each pupil who has engaged in, or is
reasonably suspected to have engaged in
[disruptive conduct]. The district shall
provide the information to the teacher
based upon any records that the district
maintains in its ordinary course of busi-
ness, or receives from a law enforcement
agency, regarding a pupil described in
this section.

7

Prepared by Bernard James, special
counsel for NSSC, and Jennifer Popick,
a second-year law student at Pepperdine
University.

“Existing laws are reactive and focus on responses to stu-
dent conduct after the violence has occurred. Currently,
it is far more likely that a legislature will grant a teacher
leave to recover from violence-related injuries suffered
on the job than for the legislature to mandate protective
measures to keep classrooms safe.”

is. Her comment comes on the heels of an
October 1995 incident in which a St.
Louis grandmother attacked four teachers
at St. Louis’ Patrick Henry School over
the suspension of her grandson for mis-
behavior. Currently in Missouri such an
attack may be considered a misdemeanor,
warranting no more than a year in jail
unless the assault is serious.6

Another approach to reduce students’
threats toward teachers is taken by a
teachers union in Madison, Wisconsin.
Several years ago, Madison Teachers Inc.
began filing harassment charges with the
local circuit court against any student
who threatens to injure a teacher. Rather
than pursue criminal charges, the teacher
asks for a restraining order to prevent the
student from initiating any contact either
at the school or within the community.

Prevention of teacher/staff victimiza-
tion is gaining support. Several states,
among them California, Florida and
Texas, are experimenting with strategies
designed to help teachers help themselves
by requiring that timely information on
the identity and past actions of violent
students be provided to teachers when
these students return to the classroom. In
these states, teachers have the right to be
informed about dangerous students. Un-

School officials, legislators and par-
ents must go beyond merely warning
teachers to consider how best to protect
themselves in the classroom. Weapons
must be detected and seized. Classrooms
must be equipped for two-way communi-
cation. Alternative classrooms must be
considered for violent students. Anti-
violence principles should be added to
curricula. The prevention of teacher/staff
victimization requires a legislative re-
sponse designed specifically to keep
teachers out of harm’s way.
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