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Technical Note 11

School-Based Violence Prevention'

chool is one of the most important socializing environments for children, since it is where they

spend a great deal of time interacting with teachers and peers. However, the persistent spillover of

community socioeconomic conditions and violence means that schools and their surroundings are
no longer protected places, but share in the day-to-day violence of the urban space (Abramovay, 2002;
Gottfredson, 2001). As a result, school violence has increased correspondingly.

Although students may handle situations at school through violent behaviors, schools remain a place
where they can learn not to make use of such behaviors. What can educators, policymakers, and civil
society do to revert or reduce violence in schools? How can schools use their unique potential as a locus
for violence prevention? This note attempts to shed light on these issues by describing approaches that

have proven successful in addressing this problem.2

What is Known about School Violence?

The phenomenon of school violence encompasses all
incidents in which any member of the school com-
munity is subjected to abuse, threatening, intimidat-
ing or humiliating behavior, or physical assault from
a student, teacher, or staff member.3 Estimates for
Latin American schools (see box 1) show that vio-
lence among students is the most common type (80
percent of cases), followed by violence on the part of
students directed at teachers (15 to 20 percent), and
violence on the part of parents toward teachers (2
percent) (Vanderschueren and Lunecke, 2004).

One of the most recurrent and overlooked forms of
violent behavior among students is bullying, which
encompasses physical aggression, threats, teasing
and harassment (Cornell, 1999). Between 15 and 30
percent of students in the United States are bullies or

1 The author of this technical note is Erik Alda of the Division of
Social Development, Department of Sustainable Development,
IDB. He would like to thank Mayra Buvini¢, lan Mac Arthur
and Loreto Biehl for their valuable comments and suggestions.

2 This technical note draws on available research that is mostly
from the United States. Some of the interventions described
may not be entirely applicable to Latin America and the
Caribbean.

3 For the purpose of this note, the general term used is violent
behavior and encompasses physical, emotional, and verbal
abuse, delinquency, conduct problems and disorderly behavior,
and sexual and racial harassment.

victims. While it may be direct or indirect, verbal or
physical, key aspects of bullying are that the behav-
ior is often repeated, its effect is cumulative and it
constitutes a real threat to individual and school
health and safety.

Consequences of School Violence

Violence in schools has lasting effects on children
and youth, the family, and the community (Morotti
and Roberts Jr., 2000). At the individual level, stu-
dents who are repeatedly victimized generally show
a broad range of emotional and behavioral problems,
including sleep disturbances, separation anxiety,
hyper-vigilance, physical complaints, irritability,
regression, emotional withdrawal, blunted emotions
and distractibility.*

The build-up of emotional and behavioral problems
from being victimized in school can turn into more
serious behavior in the future. Research shows that
students witnessing or experiencing violence while
young are more likely to engage later in violent
behavior.> This risk increases if there are recurrent

4 http://www.nccev.org/

5 See Gottfredson, 2001; Olweus, 1979; McGee et al., 1984;
Patterson, 1982; Rutter, 1982; Taub, 2002; Weiss et al., 1985;
West and Farrington, 1973.
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Box 1.

e In Brazil, 84 percent of 12,000 students polled in 143 schools from six state capitals consider their
school violent. Almost 70 percent of the students admitted being victims of violence in the school

(Abramovay, 2004).

e In Bogota, Colombia, findings from a survey of more than 1,000 public school students show that
almost 30 percent of males and 17 percent of females have been in at least one fight in school. Also, 20
percent of the students suffer matoneo (emotional violence) on a daily basis (Chaux, 2004).

e In Managua, Nicaragua, 6,000 students were surveyed on risks of victimization and violence in
schools. Findings show that 45 percent and 37 percent of primary school students have suffered from
bullying and physical aggression within their schools, respectively, compared to 50 percent and 22 per-

cent for secondary school students (MECD, 2003).

e In Argentina,*findings from a nationwide survey show that 23 percent of the students bullied other
students in the school several times. Ten percent of the students physically attacked other students se-
veral times. Eight percent and three percent of the students in primary school bullied or physically

attacked their teachers, respectively.

e In San Salvador, a poll of more than 1,000 students from middle and secondary schools showed that
around 15 percent of are involved in at least one school fight in any given month and almost 20 percent
carry bats or sticks to school for self-defense (PNUD, 2002).

e In Kingston, Jamaica, almost 90 percent of the students surveyed in 11 schools are worried about
school violence. Twenty-one percent of the students had attacked teachers or staff, and 22 percent had
suffered violence from other students (Gardner et al., 2003).

e In the United States, the Indicators of School Crime and Safety show that 20 percent of all public
schools suffered from at least one or more serious violent crime, such as rape, robbery, and aggravated
assault during the period 1999-2000 (DeVoe et al., 2004).

e In Canada, 13 percent of elementary school students have been hit with an object or weapon and 23
percent have been punched, slapped or kicked by someone in the school (Ontarios Education Quality

Assessment Office, 2004).

* Based on year 2000 data from Direccion Nacional de Informacion y Evaluacion de la Calidad Educativa (DiNIECE), Argentina.

episodes of serious antisocial behavior during the
early years of development (Blumstein et al., 1985,
Robins, 1978; Robins and Ratcliff, 1979).6

Violence in the classroom may have specific cogni-
tive and behavioral effects on children, making them
less satisfied with school. This, in turn, may lead to
lower performance and increased truancy (Bowen
and Bowen, 1999). Grogger’s (1997) research shows
that in schools with moderate or serious levels of
violence the likelihood of high school graduation fell
by 5.1 and 5.7 percentage points respectively.
Furthermore, students who feel unsafe in school and
stay home run a higher risk of falling behind and
dropping out of school. If violence is not dealt with
effectively, it can indirectly convey a message to stu-
dents that the use of violence is a viable means to
solve problems.

Violence in school settings also affects the quality of
teaching. Teachers working in poor communities are

often underpaid, overworked and may not have the
knowledge and skills to manage episodes of violent
behavior.” This may lead to disillusionment in teach-
ing in the communities where they are most needed
and may encourage them to seek safer work environ-
ments.

Finally, since schools are not isolated from the
broader community, there is a certain relationship

6 It is important to note, however, that children and adolescents
are exposed to a complex interaction of multiple factors across
a variety of settings (such as school, home, and community)
that can consolidate engagement in violent behavior and
increase the risk of subsequent involvement in crime and vio-
lence.

7 Estimates of the percentage of under qualified primary school
teachers in Latin America countries are as follows: 46% in
Bolivia, 30% in Brazil, 10% in Colombia, 14% in Costa Rica,
26% in the Dominican Republic, 17% in Ecuador, 15% in
Mexico, 25% in Nicaragua, 40% in Paraguay, and 26% in Peru
(Reimers, 2000).
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between school violence and community well-being
and social capital. Consequently, schools with high
levels of violent behavior may have a negative impact
on the already low levels of neighborhood cohesion
and contribute to the intensification of overall crime
and violence.

School Risk and Protective Factors

Violence is a complex, multifaceted, and learned
behavior.® Research on school violence shows that
several factors increase the likelihood that students
will engage in violent behavior (see table 1).°
Research on protective factors clearly identifies
schools as providers of protection against individual,
school, and community risk factors that foster vio-
lent behavior. Protective factors are assets that bene-
fit a child’s positive development. Schools can estab-
lish a strong sense of connection with students and
help them achieve academic and social success by
providing positive and safe learning environments,
helping develop resiliency and setting high yet
achievable academic and social standards.
Connectedness refers not only to performing well in
school, but also to a sense of belonging to the insti-
tution and what it entails for student development.

violent crime at the ages of 15 and 16, and are
most likely to commit such acts at age 17. After
age 17, the risk decreases substantially, and after
age 21, the likelihood of becoming a serious
offender drops by 80 percent (Alcaraz, 2002).

* Gender. Boys are more likely to be victims and
perpetrators of school violence (Schafer and Korn,
2002; Sebastido et al., 2002). On the other hand,
girls and young women are more often victims of

#> Individual Risk Factors dating violence, child abuse, sexual assault and

* Poor academic performance. Evidence shows that harassment, and child exploitation, even though
poor academic performance is associated with vio- there has been an increase in the participation of
lent behavior in the school and later in life girls as perpetrators of violence and problem
(Maguin and Loeber, 1996). At the same time, behavior in schools.
high levels of school violence are also related to * Access to weapons. Student access to weapons (e.g.,
students’ poor academic performance. gun, knife or club) and carrying weapons are

* Unstructured free time/delinquent peers. There is a becoming serious problems for schools since they
strong relationship between truancy and school can create an intimidating and threatening atmos-
drop-out at an early age and engagement in vio- phere, making teaching and learning difficult
lence and other risky behaviors (Blum and (Ingersoll and LeBoeuf, 1997), and can increase
Rinehart, 1997). Too much idle time after school the risk of more serious, extreme violence or
or during school hours also increases the risk of death. Relationships with delinquent peers and
association with delinquent peers, such as gang availability of weapons in the household are
members, which can lead to violent behavior. strong predictors of carrying weapons to school

» Age. Younger students are more likely to be vic- (Abramovay, 2002).

tims of violent behavior because of their normally
inferior position in the balance O_f powers between | Some of the general risk factors associated with violent behav-
older and younger students. During the early ior have been discussed in detail in previous technical notes.
school years children engage in violent behaviors | o .. 1o1an and Guerra 1998; Williams et al. 1997,
that involve kicking and hitting, spitting, and o ‘ . .

10 1t is important to note that the manifestation of violent beha-

. o i 10
using pejorative nicknames for other children. vior can differ greatly by age and grade level. It is normally
Older students are at greatest risk of initiation to more serious when the student is older.
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Table 1:

School Violence Risk and Protective Factors*

Individual

School

Community/Social

Risk Factors * Poor academic performance ® School size/staffing/resources * School location
® Unstructured free time ® Gang activity * Poverty and social
Delinquent peers ® School governance and exclusion
* Age classroom environment * Alcohol and other drugs
* Gender ¢ School facilities * Witnessing and/or
® Student constitutional experiencing violence
factors in the community
* Family dynamics
Protective * Caring relationships ® Caring and support * Participation in
Factors * High expectations * High expectations community networks
* Resilient temperament * Pro-social involvement

* Qutgoing personality

Source: Adapted from Gottfredson, 2001.

and reaffirmation

*Some of the risk and protective factors pertaining to the school category could also be part of the community/social category.

e Student individual traits/characteristics. Factors
such as impulsiveness, difficulty conforming to
rules, a low tolerance threshold, and aggressive-
ness are strong predictors of violent behavior in
students. Educators attribute the likelihood of
student aggression to a mix of several factors that
include a tendency to depression, anxiety, loneli-
ness and long-term problems such as low self-
esteem.

- School-Based Risk Factors

* School size/staffing/resources/student-teacher ratio.
Schools with a large number of students, lack of
basic resources, and a high student-teacher ratio
are more conducive to disorder, crime, and vio-
lence (Rossman and Morley, 1996; Watson,
1995). Furthermore, since most violence occurs
in the presence of others, in schools with fewer
resources it may be more difficult to control the
effects on bystanders, for example, at recess and
entry/exit times.

* Gang activity. The presence of gangs in or near
schools increases the risk of students engaging in
violent behavior. At the same time, gangs use
their presence around schools as an opportunity
to recruit new members.

* School governance and classroom environment.
Issues related to school/classroom environments
(insufficient curriculum/course relevance; student
lack of interest in academics; poor student-

|

teacher interactions; authoritarian conduct by
teachers and other staff; failure to act due to lack
of recognition of potential problems; and reluc-
tance to solve emerging problems because of fear)
may foster disorderly conduct.

Physical infrastructure. Physically dilapidated
schools present a threat to safety and security and
can contribute to episodes of crime and violence
since it is easier for perpetrators to enter the
school. Consequently, student behavior and per-
formance may be affected (Fisher, 2001).

Community/Social Risk Factors

School location/poverty and social exclusion. Schools
located in poorer, disorganized communities are
more likely to experience more violence and dis-
order than schools located in more affluent,
organized communities (Abramovay, 2002;
Debarbieux, 1990; Gottfredson, 2001;
Gottfredson and Gottlredson, 1985; McDermott,
1983). Additionally, weakened social bonds and
networks within communities, ethnic composi-
tion, population density, and a high percentage of
female-headed households, which are correlated
with area crime and violence rates, have shown
to predict higher levels of violent student behav-
ior in schools (Gottfredson and Gottfredson,
1985).

Alcohol and other drugs. The presence of alcohol
and drugs in the school is strongly associated



with violent behavior. Almost 40 percent of mid-
dle and high school students in the United States
cite alcohol and drugs as two of the main reasons
for engaging in violent behavior.

Witnessing and/or experiencing violence in the com-
munity. Students who have suffered or witnessed
violence in their communities are more likely to
engage in violent behavior because it is the tool
they have learned to apply to resolve problems.
This is especially prevalent among children who
have suffered abuse and neglect in their own
homes (Coie, 1990).

Family dynamics. Domestic violence and child
abuse/maltreatment, which result in learning and
behavior problems, may be determinants of vio-
lent-prone personalities.

Other factors such as lack of adequate parenting
and role models can contribute to the likelihood of
children and youth engaging in violent behavior.

Individual Protective Factors

Caring relationships. The existence of caring rela-
tionships with parents, school staff, and other
adults is a major factor in developing resiliency
among children and preventing violent behavior.
At the individual level, caring relationships that
provide children with positive behavior models
create a strong sense of connectedness to family
and community and promote positive values
(Blum et al., 2000). Similarly, at the school level,
the establishment of an orderly, flexible and
responsive climate can strengthen student bonds
to school and facilitate learning (Coleman, 1987;
Werner and Smith, 1982).

High expectations. Parents and schools that trans-
mit high expectations to children and provide
them with the necessary support to achieve these
goals have higher rates of academic success (Brook
et al., 1989; Edmonds, 1986; Levin, 1988; O’'Neil,
1991; Rutter, 1979; Slavin et al., 1989). In addi-
tion, students develop higher self-esteem and self-
efficacy, which may prevent them from engaging
in violent behavior and acquainting themselves
with delinquent peers.

Resilient temperament and outgoing personality.
Children and youth who rapidly adjust to change
and easily recover from disruption and stressful
situations are less likely to engage in violent
behavior. At the same time, children with outgo-
ing personalities interact easily with other chil-

Technical Note 11

dren, which may allow them to avoid violent
behavior.11

- School-Based Protective Factors

* Pro-social involvement and reaffirmation. Students
that are given more opportunities to participate in
the classroom and are recognized for their contri-
butions, efforts, and progress in school, are more
likely to develop strong bonds of attachment and
commitment to school, family and community
(Hawkins et al., 1991). On the other hand, alien-
ation from this essential process in a student’s
development can result in the loss of bonds with
the school and may turn into a precursor of vio-
lent behavior.

e Student/teacher ratio. Teachers that have fewer
students in the classroom can dedicate more
time to each student and focus on those stu-
dents that tend to interrupt the development of
the lessons and classroom. This will help reduce
the risk of experiencing disorderly behavior
because it will keep students engaged in school
and learning and will, in turn, improve their
performance.

» Community/Social Protective Factors

* Participation in community networks. Youth who
belong to groups such as neighborhood associa-
tions or religious and school organizations that
foster the development of positive informal and
formal ties with other children, adults, and organ-
izations are less likely to demonstrate aggression
and/or violence (Catalano et al., 1999; Violence
Prevention Institute, 2001).

School-Based Violence Prevention

Approaches'

Schools are a key socializing institution and have
proven to be an appropriate environment for effec-
tive implementation of violence prevention programs
by detecting early onset and development of aggres-
sive, antisocial behavior and averting or delaying the
initial occurrence of problems. Starting preventive

11 hep://www.mentalhealth.org/

12 School-based violence prevention can be defined as activities
located in school settings directed at preventing and reducing
violent behavior both inside and outside the school.
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Table 2:
Types of School-Based Violence Prevention Approaches

Individual

® Specialized instruction
® Reinforcement of

School

® Establishment of norms
and expectations

Community/Social

® After school recreational
and leisure activities
involving community

positive behavior ® School, classroom and
® Counseling, mentoring discipline management
and social work ®* Reorganization of grades

and curriculum

* Improvements to security

and infrastructure

Source: Adapted from various authors.

measures even as early as kindergarten may permit a
situation from becoming more serious (Durlak,
1995; Gottfredson, 2001; Loeber and Hay, 1994).

Approaches to school-based violence prevention can
be implemented at the individual, school, and com-
munity level, but it is difficult to classify them strict-
ly into one category or another, since most of them
include a mix of activities that address a wide range
of risk factors (see table 2).

Interventions at the Level of the

Individual

Interventions at the individual level promote the
teaching of social competence and conflict resolution
skills among students. These skills are usually taught
through behavioral and cognitive-behavioral tech-
niques.

Specialized instruction. These types of interventions
teach students life-skills techniques that will help
them increase their awareness and react appropriate-
ly to risky or harmful situations (Mihalic et al.,
2004), and resist negative social influences from
peers and the media.

Behavior reinforcement. This type of intervention
includes cognitive-behavioral techniques that focus
on at-risk students who lack social competence
skills. For example, students that exhibit violent
behavior may not think before they act and may not
possess the necessary skills to solve problems
through communication. According to research, the
most effective techniques involve rehearsal and role-
playing, which can be used to encourage changes in
students’ behavior (Gottfredson, 2001). One of the
most successful and well-known programs in the

United States is a behavioral preventive approach by
Bry and George (1979, 1980), which rewards
promptness, class preparation and performance,
attendance, and classroom etiquette. After two years,
students exposed to the intervention showed higher
grades and better attendance than control students,
and positive effects were still found five years after
the program ended.

Counseling, mentoring, and social work. These inter-
ventions are widely used with at-risk students and
students that have already shown delinquent behav-
ior. Counseling and the involvement of social work-
ers may provide individual or group-based treatment
to students with problems at home and in school.
On the other hand, mentoring is most often a one-
on-one intervention that involves an older person
with experience who can serve as a role model. It
differs from counseling in that it follows a more
informal approach to address students’ problems.

AL
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Interventors at the School and

Classroom Level*®

Students engage in behaviors at school that they have
learned in the household and in the community.
These students may use violent behavior as a prob-
lem solving strategy and disrupt the school environ-
ment. School and classroom interventions are
designed to improve the overall school social climate.

Establishment of clear norms and expectations. These
interventions “try to change norms in multiple envi-
ronments, including the family and the communi-
ties” (Gottfredson, 1997). They are the most com-
monly used interventions and have been successful
in reducing violent behavior and student and teacher
victimization.

A successful project to reduce violent behavior and
increase social competence is the Peacebuilders
Initiative®. It becomes part of the school’s everyday
routine and focuses on improving the school climate
through the application of five simple principles:
praise people, avoid criticism, seek advisers and
friends, notice and prevent any hurtful behavior, and
correct wrongdoing. Evaluation results from schools
in a poor urban neighborhood of Salinas, California,
which was plagued with high levels of violence,
showed a 49 percent reduction in disciplinary
actions; a 59 percent reduction in episodes of serious
violence; a 20 percent decline in tardiness; a 31 per-
cent decline in absences; and a 61 percent reduction
in the costs associated with vandalism (Flannery et
al., 2003). There are similar successful initiatives in
Latin America and the Caribbean (see box 2).

School, classroom, and discipline management. Evidence
shows that the way in which schools are run affects the
prevalence of violence in the school setting
(Gottfredson, 2001). Schools that implement measures
to foster communication and collaboration between
the administration and the faculty are more likely to
experience less disorder and greater teacher engage-
ment. Classroom organization and management strate-
gies provide rewards and punishments, regrouping stu-
dents in the class and using external resources, such as
family and peers, to increase student engagement in
learning and contribute to their academic success.

Class and Grade reorganization. Creating smaller
groups of students has proven successful in reducing
violent behaviors (Gottfredson, 2001). This func-

13 Effective school interventions involve, in most cases, parents
and members of the community or neighborhood.
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Box 2.

Brigadas Educativas-Colombia

Brigadas Educativas* is an initiative created and
implemented by the Colombian Red Cross. This
program attempts to change behavioral norms in
schools by teaching students the philosophy and
values of the Red Cross, which involve impartiali-
ty, helping others, and promoting conflict resolu-
tion and peaceful coexistence. As a result of this
intervention, students develop a strong loyalty to
the institution and help in the process of estab-
lishing clear norms that discourage violent behav-
ior in the schools. In addition, the intervention
promotes the adequate use of free time through
leisure and recreational activities. The students
involved spread their knowledge and skills to the
community and the household.

* There are currently 800 Brigadas Educativas in Colombia.
Each Brigada is composed of 15 to 20 students (Brigadistas)
that receive weekly training on human rights, first aid tech-

niques, and coexistence values.

tions primarily by allowing greater interaction
between students and teachers as a result of the
smaller student/teacher ratio.

Improvements to school security and infrastructure.
Schools can be made safer by banning weapons,
which may require hiring security staff. The presence
of police officers near schools can discourage gangs
from engaging in the practice of recruiting new,
young members and/or selling drugs to students.
School architectural design is a fairly new approach
to ensure a safe and orderly environment
(Gottfredson et al., 2004). Schools in poor, violent,
urban neighborhoods may benefit from infrastruc-
ture improvements, such as building higher walls
and utilizing “dead spots,” or areas that are difficult
to monitor.

Interventions at the Community and

Social Level

Recreational and leisure activities. These interventions
are designed to provide an alternative to delinquency
and violent behavior. Schools provide recreational
and leisure activities so students can use their idle
time constructively after school or during the week-
ends (see box 3).
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Box 3.

School-Based Leisure and Recreational Activities in Latin America*

An estimated 32 percent of the population in Latin America and the Caribbean lives in poor urban com-
munities.' Because of rapid, irregular, and unplanned growth, they often lack recreational areas and facili-
ties. As a result, it is difficult to provide young people with options for supervised leisure and recreational
activities, especially during the hours immediately after school, when research reveals a peak in youth vio-
lent crime (Bilchick, 1999; Snyder and Sickmund, 1999). In light of this situation, communities have
begun to use schools as focal points for these types of activities (cultural, athletic, etc.), which engage
young people and community members in socializing experiences that can contribute to a reduction in
violent behavior (Guareschi and Jovchelovitch, 2004).

One of the most successful and comprehensive programs in Latin America that has proven effective in
reducing violent behavior in schools is Abrindo Espacos (Opening Spaces) in Brazil, which opens the
schools to the community during the weekends and promotes cultural activities and sports with the par-
ticipation of school personnel. Additionally, the program includes activities directed toward improving
parenting skills and peaceful coexistence in the community. Abrindo Espagcos reaches more than 6,000 pub-
lic schools and benefits more than 5,000,000 people including children, youths, and adults. Since the
year 2000, it has been executed successfully in the states of Rio de Janeiro, Pernambuco, and Bahia. In
addition, programs for the states of Sdo Paulo, Rio Grande do Sul, Minas Gerais, and Piaui, are in
advanced stages of design.

The positive results of the program are evident in Recife, Pernambuco, for example, where schools that
have been in the program since the year 2000, present 54 percent less violent behavior than those schools
that entered the program in 2002. The same trend applies to schools in the state of Rio de Janeiro, which
show 31 percent less violent behavior in schools that entered in the program in 2001 compared to those
that entered in 2000, among others. Furthermore, there has been an average decrease of 30 percent in
violent behavior in participating schools. (Waiselfisz and Maciel, 2003).

*[t is important to note that although these types of interventions have not proven particularly effective in the United States (Gottfredson,
1997; Wilson et al., 2001), there is some evidence to indicate that they have positive results in some settings in Latin America. The school
and community context in which the interventions are implemented have an influence on levels of effectiveness.

I http://www.unhabitat.org/mediacentre/documents/sowc/Regional LAC. pdf.




Program Effectiveness

A number of diverse approaches are being used in
Latin America and the Caribbean to reduce violent
behavior in schools; however, few of these have been
the subject of rigorous evaluation, due likely to the
associated complexity and cost.}* However, meta-
analytic statistical techniques have been applied to
data from evaluations of programs in the United
States, and the results may prove useful in the design
of programs in other countries. It will also be impor-
tant to eventually assess whether these findings
match those from evaluations of programs in Latin
America and the Caribbean.

A meta-analysis of school-based violence prevention
programs!> by Wilson et.al. (2001) showed that indi-
vidual cognitive-behavioral and behaviorally based
interventions with instructional or social competence
components are generally effective. Moreover, these
interventions, when targeted at high-risk youth,
showed larger effects. Environmentally focused inter-
ventions at the school level through activities such as
the establishment of clear norms and expectations,
reorganization of classes, and classroom or instruc-
tional management also proved to be effective.
Conversely, instructional interventions (such as coun-
seling and mentoring) that did not include behavioral
or cognitive-behavioral strategies did not show any
significant effects in reducing violent behavior.

Violence prevention programs shown to have a last-
ing effect over time are comprehensive ones that

Table 3.

Technical Note 11

include multiple interventions, encourage positive
relations between children and adults (parents,
teachers, coaches, clergy members, and neighbors) as
opposed to stand-alone interventions (Elias et al.,
1994; Tobler, 1986; Wilson et al., 2001) and estab-
lish strong links of collaboration between the com-
munity and the school (Gottfredson, 1997, Tolan
and Guerra, 1998). Some additional predictors of
successful projects are explored in table 3.

Conclusions

Without a doubt, school violence is a complex and
multifaceted issue. It is important to address risk
factors at the individual, school, and community
level that are conducive to violent behavior.

14 The Inter-American Development Bank, through nonreim-
bursable technical cooperation funds executed by PREAL
(Partnership for Educational Revitalization in the Americas), is
financing the strengthening and evaluation of six existing
school-based violence prevention programs Brazil, Chile,
Ecuador, and Colombia. These programs apply strategies from
three main categories: (i) building school capacity for violence
prevention, (ii) clarifying norms about behavior, and (iii) teach-
ing social competency skills. PREAL will disseminate the results
of the program evaluations and use them as tools to promote
violence prevention mainstreaming in primary education
throughout the region. For more information, please visit
www.preal.cl.

15 The programs in this study were implemented in school settings
and by school staff only as opposed to using external actors.

Predictors of High-Quality School-Based Violence Prevention Interventions

Use of the school outside regular hours. The school is the main institution outside the family that has
access to the student population for long periods of time. Therefore, it is important to implement violence
prevention activities in school settings as a complement to the school curriculum.

Teacher training is extensive and of high quality. Staff training for program-specific activities on vio-
lence prevention is needed. Educators do not always have the resources, responsibilities or skills to exert a
positive impact on all the risks that drive children and youth to use violence. At the same time, the pro-
grams will have a larger impact if the school principal closely monitors implementation of activities.

Programs are comprehensive and highly structured. Programs need to be comprehensive and include a
wide variety of interventions. Combining interventions from different successful programs tend to work
better than single interventions (Flannery, 1998; Gottfredson, 2004) Moreover, in order to ensure the cor-
rect functioning of these interventions, it is of utmost importance that staff follows manuals and imple-
mentation standards and use quality control mechanisms.

(continued on next page)
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Table 3.

Predictors of High-Quality School-Based Violence Prevention Interventions (continued from previous page)

Programs need to be implemented by school staff. Programs are started and implemented by school

staff. However, the likelihood of having a greater impact will be higher if those who implement the pro-
gram work closely with external experts and researchers to develop programs that carefully address the

needs of the school and the community (Gottfredson, 2004).

Interventions involve actors from outside the school. Activities may involve multiple actors, such as
parents and other members of the community. Violent behavior is first learned and experienced in the
household, so parental involvement in efforts to improve parenting skills should be encouraged. At the
same time, involvement by community members can play an important role in establishing a positive
school climate and strong social networks that are key in shaping a young person’s identity.

Schools play a critical role in violence prevention.
Many school-based programs to prevent violent
behavior show signs of success. Approaches men-
tioned above, such as those that use cognitive-
behavioral or behavioral interventions as well as
environmental interventions at the classroom and
school level have been effective in reducing violent
behavior.

Regardless of the particular school-based violence
prevention intervention selected it should take
account of risk and protective factors, be based on
appropriate research, and be adapted to the needs of
the particular school and community. Leadership
from the school principal and commitment from
teachers and school staff is crucial for these programs
to be successful. Finally, all collaborative partners
should be included in the planning and implementa-
tion of the program (Marans and Schaefer, 1998;
Pollack and Sundermann, 2001; Sandhu et al., 2001).

For More Information:

National Center for Children Exposed to Violence
http://www.nccev.org/

National Institute of Justice
http://www.ojp.usdoj.gov/nij/

Center for the Study and Prevention of Violence
http://www.colorado.edu/cspv/

Observatorio da Violéncia nas Escolas, Brazil
http://observatorio.ucb.unesco.org.br

School-Based Violence Prevention Programs
http://www.ucalgary.ca/resolve/violenceprevention/English/in
dex.htm

Series de Prevencion de la violencia escolar. PREAL, Chile
http://www.preal.cl/programasindex2ip2.php

Unesco, Abrindo Espacos
http://www.unesco.org.br/areas/dsocial/desenvolvimentoso-
cial/abrindoespacos/mostra documento
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