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1.0 Introduction TC "1.0
Introduction" \f C \l "1" 
Youth is a time for investing in learning and for acquiring new skills, but it is also a time of vulnerability.  While most young people in New Zealand successfully complete their years of compulsory education and then continue on with further education and training or start their working life, a significant number stop participating at some stage, for a variety of reasons
.
Youth inactivity, or disengagement, refers to young people who are not in work, education or training.  They may once have been engaged in study or work, but for whatever reason they are now not regularly attending an educational institution or taking part in paid work.  The best research tells us that inactivity is a very real phenomenon in New Zealand.  Between 10 and 15% of young people aged 15 to 19 years are estimated to be outside of education, training or work at any given time in this country.  Data from the Christchurch Health and Development Study indicates that 18% of survey participants spent over a year between the ages of 16 and 21 not in work, education or training (Maloney 2003c). 

But is this something we should be worried about, or is it just “something they are going through”?  Is youth inactivity actually a problem, or does it have neutral or even benign results?  If it is a problem, then can anything be done about it?  The first step in that direction is knowing why inactivity happens.  Are a great number of young people simply backpacking around the world, or is something more insidious occurring?  The second step to remedying the problem – if it is a problem – is investigating “what works” to increase youth participation in education and employment.  Does anything work, and if so, what?

This review sets out to answer these three questions.
· What are the consequences of inactivity?

· Why does inactivity occur?

· What is effective in increasing participation in education, training and work?

The research reviewed largely consists of longitudinal studies (with some snapshot studies included) and outcome evaluation studies of interventions.  Much of the longitudinal research was from New Zealand, which makes it possible to feel confident that the results of the review apply to young people in this country, rather than only to those in America or the United Kingdom or Europe.  Most of the outcome evaluations were not from this country, largely because not many large-scale, long-term and rigorous evaluations are carried out in New Zealand.  So it is still necessary to rely on overseas information and hope that it can be generalised to this country.

The focus of the review is on non-participation in education, training and employment by people aged 15 to 19 years.  Unfortunately, there is not a lot of good data in this area, particularly with regard to education.  While we know who has left school with no or few qualifications, and who has left school before the compulsory leaving age, it is usually difficult to tell whether they are not participating in education or work after this, or have gone on to other education or work activities.  Given the lack of directly relevant studies, early school leaving and lack of qualifications have been used as general indicators of likely inactivity in this review, because young people who leave school early without qualifications are seen as being at high risk of inactivity generally.  

The findings from research in each of the three areas of interest are briefly reviewed in this report.

2.0 The consequences of non-participation in work, education or training TC "2.0
The consequences of non-participation in work, education or training" \f C \l "1" 
Establishing what the consequences of inactivity are is essential in deciding whether this is a policy problem or simply a phenomenon.  A review of New Zealand and international research reveals that there are many consequences of being outside of education, training and work.  Most of the research used a longitudinal design and multivariate analysis which largely ruled out the possibility that “consequences” were actually due to pre-existing conditions, or the result of other, unmeasured factors.  None of the consequences identified were at all positive, or even neutral.  

These consequences are not only bad for young people, but for the wider society.  Inactivity is creating significant future social and economic costs.  Crime prevention and social assistance form a signficant charge on the country.  In addition, crime puts many members of the public at risk of injury and trauma.  Most significantly, there is evidence that young people who slide out of education and work are likely to pass the disadvantages they experience on to their children, creating a cycle of generations who fail to contribute to society to their full potential.

There are two main reasons why these adverse outcomes occur.  The first is that the factors which put young people at risk of inactivity also put them at risk of many other poor outcomes.  So inactivity is just one of the results of these risk factors, co-occurring with others such as early, unplanned parenthood and crime.

The second reason is that being inactive – and by definition, less successful – in the worlds of learning and work has consequences that directly relate to that inactivity.  For example, low income and benefit dependence can be traced directly back to lack of work.  It is difficult to completely distinguish between the correlates and direct consequences of inactivity, and both are dealt with in the following section.

The evidence for each of the consequences identified in the research is briefly reviewed below.  The research on unemployment is the purest and most unalloyed evidence on the consequences of inactivity.  In addition to this, research on the consequences of failing to gain school qualifications, leaving school before the end of compulsory education and being expelled or suspended is also included.  This is because young people who leave school early, particularly without qualifications, are at quite a great risk of also being inactive in work, due to both the problems that led to their school failure, and to their lower attractiveness to employers.

In brief, the consequences of inactivity are as follows:
· Worse employment opportunities: leaving school early, failing to gain qualifications and experiencing unemployment are all associated with a lower likelihood of finding work in the future (Caspi et al 1998; Gregg 2001; Mroz and Savage 2001; Russell and O’Connell 2001; Savage 1999; Seth-Purdie 2000; Woodward and Fergusson 2000).  The longer unemployment goes on for, the gloomier the young person’s prospects (Gregory and Jukes 2001; Russell and O’Connell 2001; Savage 1999).

· Lower earnings: staying longer at school (even if only a few months), gaining educational qualifications and being consistently employed are all associated with higher earnings later in life (Angrist and Krueger 1990; Blakemore and Low 1984; Boudett et al 2000; Card 1999; Russell and O’Connell 2001; Ryan 999).  Periods of unemployment appear to result in a loss of earnings of up to 6% for two to four years (Arulampalam 2001; Gregory and Jukes 2001; Mroz and Savage 2000).
· Greater reliance on social assistance: staying at school until age16 or later and gaining high school qualifications is associated with being less likely to end up in long-term receipt of social assistance (Seth-Purdie 2000).

· Higher involvement in crime: staying at school longer reduces the risk of crime, even for quite high risk young men, as does participation in extracurricular activities at school (Henry et al 1999; Horney et al 1995; Mahoney 2000).  Crime increases during periods of unemployment and decreases when young people have steady work, particularly work with reasonable wages (Baron 2001; Carmichael and Ward 2000; Crutchfield and Pitchford 1997; Farrington 2000; Fergusson et al 1997; Freeman 1996).
· Early pregnancy: participation in education is associated with a lower risk of early pregnancy.  Staying longer at school and gaining qualifications both decrease the risk of pregnancy among adolescents (Fergusson and Woodward 2000c; Manlove 1998; Seth-Purdie 2000).  Overseas research also suggests that the earlier a young woman stops participating in school, the more at risk of pregnancy she is (Manlove 1998).
· Worse mental health: participating longer in school and continuing education after leaving school are all associated with better mental health later in life (Williams et al 1997).  Experiencing unemployment is associated with higher levels of depression and anxiety (Fergusson et al 1997; Hammarstrom and Janlert 1997; Winefield and Tiggeman 1990).  Finding work again results in an improvement in mental wellbeing (Baron 2001; Kessler et al 1989; Machin and Manning 1999). 
· Alcohol and drug abuse: the risk of substance abuse is higher in unemployed young people, particularly for alcohol and cannabis, and particularly for young men (Fergusson, Horwood and Woodward 2001; Janlert and Hammarstrom 1992; Winefield et al 1991).
· Youth suicide: unemployment in New Zealand appears to increase the risk of thinking about suicide (Fergusson et al 1997) and death by suicide (Blakely et al 2003).
· Greater risk of homelessness: low educational attainment puts people at risk of “doubled up” housing, which increases the risk of eventual homelessness (Wright et al 1998).  

· Intergenerational inactivity: parents not participating in work, education training make it more likely that their children will not participate (Coles et al 2002; Fergusson and Woodward 1999; Lee and Barro 2000; Maloney 2003b; Steinberg et al 1994).
Clearly inactivity has wide-ranging social and economic consequences, most of which are negative in nature.  So – equally clearly – we need to look at the reasons why inactivity occurs.  Also needed is investigation into what can be done to get young people more involved and successful.

3.0 Pathways into non-participation in education, training and work TC "3.0
Causes of non-participation in education, training and work" \f C \l "1"  

The factors which enhance education, training and work participation are a cascade of circumstances which protect and nurture the young person so that they are equipped to meet the challenges involved in growing towards adult life.  These challenges include such things as learning to read, getting on with other children and with teachers, becoming positively involved in all aspects of school and successfully gaining qualifications, all of which will make regular employment much more likely.  Genetic inheritance and early circumstances will also have an impact on participation. 

The reasons for inactivity, in contrast, are a burden of adversity and disadvantage that becomes steadily heavier as the child grows into a young person, and each failure makes another one more likely.  Add to these the characteristics of schools and economies that create greater or lesser opportunities and a picture begins to emerge of why inactivity occurs.

The factors that affect inactivity can be divided into two types: risk factors and protective factors.  Risk factors are circumstances or characteristics that make participation in school and work less likely.  Protective factors are those that make participation more likely, even in the presence of risk factors (Farrington 2000; Rutter 1994).  This section focuses more on risk factors than on protective factors simply because more research has been done on the former.  In addition, risk factors function in a reasonably straightforward way, while there is some controversy over exactly how protective factors function – whether they are mirror images of risk factors, or involve a different factor altogether which somehow weakens the risk factor in question (Rutter 1994).  To a certain extent it is safe to assume that the opposite of any risk factor is a protective factor – that good reading skills are protective while illiteracy is risky, for example.  But in the absence of research showing that this is the case, or to what degree this is the case, such an assumption has to be made with care.

Some of these risk factors and protective factors are undoubtedly causal in nature, others merely predictive.  The predictors act as markers that a young person is more likely to become inactive in school or work and are invaluable for identifying at-risk young people.  But only the causal factors are actually likely to lead to greater participation when they change in the desired direction, whether through deliberate intervention or naturally occurring circumstances (Farrington 2000).  There is some controversy about whether causal factors can be identified and how to do so.  Generally, natural experiments, primarily in the form of longitudinal data, and human experiments, usually in the form of intervention of some type, are accepted as the best source of causal information (Farrington 2000; Rutter 1994).

The use of high-quality longitudinal data in this review, augmented by multivariate analysis and outcome evaluation results, makes it even more likely that quite a few of the risk factors identified here are causal in nature (Farrington 2000).  Transitions from primary/intermediate to secondary school, for example, have been found to lead to worse school outcomes.  Systems that support young people through this transition have been found to result in lower school dropout rates.  Likewise, lower levels of work experience are associated with lower levels of employment, whereas greater levels of work experience have been found to increase employment levels even casual and temporary work by relatively unskilled people.  Again, this suggests causality very strongly.  But to establish causality firmly requires analysis that is beyond the scope of this paper, and so it is more accurate to refer to the risk and protective factors identified as “reasons” for non-                                           participation rather than causes.  
The reasons for inactivity have been grouped under the headings of: individual, family/demographic, peer group, school, labour market and neighbourhood/ community.  A brief summary of findings follows.  It should be noted that there is potentially a plethora of reasons why young people do not participate in work and education, and not all of them will have been covered by this review.  But the vast majority of factors identified by high quality New Zealand longitudinal research are included in the list below, as well as many others.

3.1 Individual TC "3.1 Individual" \f C \l "2" 
Conduct disorders/behaviour problems: experiencing problems in obeying rules and behaving appropriately earlier in life predicts later difficulties with leaving school early, failing to gain qualifications and having difficulty in finding work (Caspi et al 1998; Feinstein 2000; Fergusson and Horwood 1995; Fergusson and Lynskey 1998; Fergusson, Lynskey and Horwood 1995; Fergusson and Woodward 2000a; Maloney 2003; Seth-Purdie 2000).  Young people with these problems as children are 2.2 times as likely to be unemployed from age 16 to 18 as those with low levels of these problems, according to New Zealand research (Fergusson and Woodward 1998).  This makes it one of the stronger factors.  The pathway to failure for behaviour problems appears to lie more through disciplinary and peer problems that lead to truancy, suspension and expulsion, but early behaviour problems are also associated with reading difficulties (Fergusson and Horwood 1995; Fergusson and Lynskey 1998; Fergusson and Woodward 2000a).  There is also evidence for a genetic component to conduct disorder, although the impact of this is moderated by environment (Collins et al 2000; Duncan and Raudenbusch 2001).

Attention difficulties: problems with paying attention in class increase the risk of early school leaving and lack of qualifications, making participation in tertiary education much less likely (Feinstein 2000; Fergusson and Horwood 1995; Fergusson, Horwood and Lynskey 1993.  New Zealand research has found these problems are particularly significant for boys, and explain most of the apparent gender difference in school achievement (Fergusson and Horwood 1995).  Attention difficulties are particularly associated with academic failure, and are correlated with IQ levels and behaviour problems (Fergusson et al 1993; Fergusson and Lynskey 1998).

IQ: lower IQ is associated with higher risk of school failure and unemployment, particularly where there are also attention difficulties (Caspi et al 1998; Fergusson and Horwood 1995; Fergusson and Lynskey 1998; Seth-Purdie 2000; Woodward and Fergusson 2000).
Physical health: problems with physical health make it harder to be steadily employed, although it was not clear from the research how much of this was due to discrimination and how much to actual physical limitation (Caspi et al1998).

Early pregnancy: teen pregnancy is strongly associated with early school leaving and lack of qualifications, but pregnancy is much more likely to occur as a consequence of early school leaving than as a precipitating event (Fergusson and Woodward 2000c).

Mental health: internalising disorders (such as anxiety and mild depression) do not appear to put school success greatly at risk in the way that conduct disorder and attention deficits do for New Zealanders (Caspi et al 1998; Maloney 2003a; Miech et al 1999).  Overseas research suggests that people who experience acute depression are less likely to get work later on in life (Hammarstrom and Janlert 1997).  People who experience severe and chronic symptoms of mental illness ( particularly symptoms such as apathy and withdrawal)  are less likely to be employed and tend to be less continuously employed (McAlpine and Warner 2002; Tsang, Lam Ng and Leung 2000; Waghorn et al 2002).

Substance abuse: alcohol and drug abuse are also associated with later adolescent unemployment, with those who have abused drugs and/or alcohol earlier in life showing a much greater tendency to be out of work for two years or more and dependent on social assistance by age 21 than those who have not (Maloney 2003a; Seth-Purdie 2000).

Gender: gender does not appear to have a strong impact on participation, although boys are more likely than girls to experience attention problems, which affect school success and has a knock on effect on employment and future education prospects (Caspi et al1998; Russell and O’Connell 2001).
3.2 Family/demographic TC "3.2 Family/demographic" \f C \l "2" 
Family income: where family income is higher, young people are more likely to gain secondary and tertiary qualifications, and participate in the workforce.  Income from ages 11-14 is important for both outcomes, and income from 1-5 is important for gaining qualifications (Fergusson and Horwood 1998; Lee and Barro 2001; Maloney 2003b; Seth-Purdie 2000).

Parental occupation: when parents are in higher status occupations, young people are more likely to attend university and be employed between ages 15 and 21 (Caspi et al 1998; Fergusson and Woodward 2000b).

Parental education levels: higher levels of parental education have a more significant effect on gaining qualifications than family income, and are also associated with lower school dropout rates, meaning longer participation in education (Lee and Barro 2001; Maloney 2003b).

Mother’s age: mothers who are older when their children are born are more likely to raise children who stay longer at school and get formal qualifications, thus increasing their chances of work participation (Fergusson and Woodward 1999).
Family conflict and cohesion: living in a family where there is verbal and/or physical conflict, and experiencing changes in parenting arrangements (through separation, divorce, remarriage etc) both slightly but significantly increase the risk of poor later employment outcomes (Caspi et al 1998; Fergusson and Horwood 1998; Russell and O’Connell 2001; Woodward and Fergusson 2000).

3.3 Peer group TC "3.3 Peer group" \f C \l "2" 
Problems in relating to peers: knowing how to relate well to same age friends and associates is linked with longer participation in school, more formal qualifications, more employment and higher earnings (Damon and Eisenberg 1998; Feinstein 2000; Woodward and Fergusson 2000).  Poor relationships increase the risk of truancy, suspension and dropping out, all of which make getting qualifications and work less likely (Woodward and Fergusson 2000).  Poor peer relationships are usually linked with aggressive, disruptive behaviour towards peers.

3.4 School TC "3.4 School" \f C \l "2" 
School involvement: young people who are more involved in school tend to do better in the labour market.  Involvement includes attending school regularly, staying more years at school, feeling closer to the centre of activities at school and taking part in extra-curricular activities at school (Caspi et al 1998; Mahoney 2000; Maloney 2003a; Seth-Purdie 2000).
Achievement: achieving more at school, in terms of literacy, numeracy and formal qualifications, is associated with more employment and higher earnings later in life (Caspi et al 1998; Gregg and Machin 2001; Maloney 2003a; Russell and O’Connell 2001; Woodward and Fergusson 2000).
Preschool education: high quality and intensive preschool education increases the chance of school success and employment (Fergusson, Horwood and Lynskey 1994; Promising Practices Network 2003a and 2003d; Temple et al 1998).

Transitions from primary school: transitions from primary to intermediate/secondary are associated with decreases in academic performance and well-being in American students (Gutman and Midgley 2000; Isakson and Jarvis 1998; Roeser and Eccles 1998; Simmons and Blyth 1987; Steinberg 2000).  Easing transitions through increased support has been found to lead to longer participation in high school, and fewer dropouts (Felner and Adan 1988; Felner et al 1993; Sigel and Renninger; 1988; Simmons and Blyth 1987; Steinberg 2000).

School type: New Zealand research findings differ as to whether the type of school attended has a significant independent impact on educational outcomes.  Although some rigorous studies have found evidence of a positive effect from attending a single sex school (Woodward, Fergusson and Horwood 1999), others have found that the apparent benefits of attending single sex, church and private schools either disappear or become much less significant when adequate controls are introduced for prior pupil attainment, socio-economic status, ethnicity and overall pupil mix (Lauder and Hughes 1990; Nash and Harker, 1998).

School size: while smaller schools have been associated with better results in the US, this result does not appear to hold true for other countries including New Zealand (Connelly 2001).  Generally, school size does not appear to be a very significant factor in school success.
School resourcing: once pupil intake is taken into account, resource inputs that are most consistently linked to attainment are: teacher quality variables (qualification in the subject being taught; experience up to five years; and academic proficiency) (Goldhaber 2003) and reduced class sizes in the early years (to the level of 15 -20 pupils) (Finn 1998).  These variables however account for relatively little of the “teaching effect”, suggesting other teaching factors are important in the classroom.  
School effectiveness:  international research suggests effective schools can improve pupils’ academic outcomes.  Factors that have been identified as important include: a productive climate and culture; high expectations for all pupils; professional leadership and management; practice-orientated professional development; effective instructional arrangements; a focus on central learning skills; and appropriate monitoring (at school; classroom and student level) (Bryk and Thum 1998; Fullarton 2002; McNeely et al 2002; Roeser et al 2000; Rutter 1983; Scheerens 1997; Steinberg 2000). 

3.5 Labour market TC "3.5 Labour market" \f C \l "2" 
Experience of unemployment: changing jobs often while young is only slightly associated with a greater risk of later unemployment, and is positively associated with higher earnings, particularly for young men (Holzer and LaLonde 1999; Savage 1999).  Any unemployment while young is again only slightly associated with later unemployment although being unemployed immediately after leaving school seems to have a more scarring effect (Mroz and Savage 2001; Savage 1999).  But long-term unemployment of one year or more is strongly predictive of future unemployment (Russell and O’Connell; 2001Savage 1999).  This is true even after taking into account many other factors, suggesting that the actual experience of long-term employment makes it harder to find work in the future (Russell and O’Connell 2001).

Early work experience: early work experience seems to help young people find work later in life (Russell and O’Connell 2001).  Part-time work while at school is also associated with lower dropout rates and going on to further study, although this is not necessarily a causal relationship (Leventhal and Brooks-Gunn 2000; Rothstein 2001).  Even casual and temporary work experience over a five year period can lead to a greater likelihood of permanent, full-time work (Gaston and Timcke 1999).

Strength of the economy: employment of young people seems particularly affected by the strength of the economy, with young people tending to experience more unemployment than other age groups in weak economies, and more employment than other age groups in strong economies (Gregg 2001; Savage 1999).

Minimum wages: the research reviewed in this paper indicated mixed results on the impact of minimum wages, with some studies showing little to no impact on youth employment, and other studies suggesting that young people are affected more by minimum wages than other groups (Brown 1999; Savage 1999).

Stringency of job protection laws: evidence on the impact of more or less stringent job protection laws is also mixed, making it hard to come to a firm conclusion.  It appears that more stringent laws may lead to less youth participation in the workforce long-term (Nickell and Layard 1997; Russell and O’Connell 2001; Savage 1999).
3.6 Neighbourhood/community factors TC "3.6 Neighbourhood/community factors" \f C \l "2" 
White collar, professional neighbours: The proportion of white collar, professional neighbours was found to be the strongest predictor out of 15 neighbourhood factors studied of early school leaving (Ensminger et al 1996).  Where there are fewer such neighbours, school drop-out rates appear higher.  It is thought that this does not have such an impact on girls because of more stringent parental supervision and less opportunity to interact with and be affected by the skills, support and resources of neighbours.  

Level of local early school leaving: a weaker but still significant factor is the number of young people locally who have left school early.  Where there are more young people in the community who have left school early there is a slight increase in the risk that other young people will also leave school early (Ginther et al 2000).

Income: the studies reviewed in this paper were inconclusive on the impact of income levels of neighbours on school participation by young people (Ensminger et al 1996).

3.7 The cumulative impact of adversity TC "3.7 The cumulative impact of adversity" \f C \l "2" 
According to both overseas and New Zealand research, the more life adversities or risk factors a young person experiences (such as disadvantaged family, punitive parenting, conduct disorder etc), the less likely they are to participate and succeed in school and work (Gregg and Machin 2001; Seth-Purdie 2000).  So it is not only the specific nature of the risk factors that is important to take note of, but the total number of them.  Conversely, the more strengths and protective factors a young person experiences, the less likely they are to stop participating in education and work.

This suggests that risk and protective factors can be used as a way of identifying which young people are most likely to end up not participating in school and work, so that they can receive priority for intervention.  In this case, it does not matter whether a factor is causal or not, as merely predictive factors are just as useful for targeting interventions as causal factors.

3.8 Pathways to inactivity TC "3.8 Pathways to inactivity" \f C \l "2" 
David Farrington and Michael Rutter, both noted English researchers, make the point that it is not enough to simply list the factors that put young people at risk of a social problem.  Rutter refers to such lists as “multifactorial soup”.  While such lists are useful for identifying young people and families to target, and for designing interventions, they do not tell us why a factor is important, at what stage of life a factor is most important, and at which developmental stage a particular intervention may have the greatest impact.  For this reason they recommend merging the risk factor approach with the developmental approach, and trying to articulate developmental pathways which specify how one factor leads to another, and the interaction between them (Farrington 2000; Rutter 1994).

Unfortunately, research on pathways has not kept pace with research on risk factors, making it somewhat difficult to specify the processes by which risk factors have their impact.  One main point can be made however, which is that one risk factor tends to lead to another.  Family disadvantage increases the risk of poor preschool attendance and less effective parenting.  Poor preschool attendance increases the risk of low IQ while less effective parenting increases the risk of attention difficulties and conduct disorder.  Low IQ and attention difficulties increase the risk of poor learning at school, while conduct disorder increases the risk of disciplinary problems and peer rejection and so on.

While it is not possible to fully delineate a set of pathways to inactivity, the research reviewed suggests the following pathways.  Family disadvantage (low income, education and occupational skills, as well as other life adversities) makes preschool education less likely, and also makes stress more likely (Maloney 2003b).  Stress, along with maternal age and parental education levels, make less effective parenting styles more likely.  This has an impact on attention difficulties and conduct disorder (Fergusson and Woodward 1999; Lee and Barro 2001; Maloney 2003b; Pettit et al1997).  Lack of preschool education has an impact on the development of IQ, and both IQ and attention difficulties have an impact on the ability to learn well at school, particularly where they occur together (Fergusson and Horwood 1995; Fergusson and Lynskey 1998; Fergusson, Horwood and Lynskey 1993, 1994).

Conduct disorder makes disciplinary problems and peer rejection at school more likely, as well as making reading success less likely (Caspi et al 1998; Feinstein 2000; Fergusson and Horwood 1995).  Disciplinary problems and peer rejection increase the risk of truancy, mixing with antisocial associates, drug use and eventually suspension and expulsion, or early school leaving (Feinstein 2000; Fergusson and Horwood 1998; Fergusson and Woodward 2000, Walters and Bowen 1997).  In a separate pathway, low IQ and attention difficulties increase the likelihood of poor learning and failure to achieve literacy, numeracy and formal qualifications, although conduct disorder also contributes to literacy (Williams and McGee 1996).  Qualities and characteristics of schools will also have an impact on early school leaving and academic failure, with less effective schools compounding risk factors, and more effective schools acting as a protective mechanism (Fullarton 2002; Rutter 1983; Steinberg 2000).  

Both early school leaving and lack of literacy, numeracy and qualifications make it more likely that a young person will find it hard to find a job later in life (Caspi et al 1998; Maloney 2003a; Woodward and Fergusson 2000), although this will also be affected by the strength of the economy, and other labour market factors (Aaronson 2001; Autor and Duggan 2002; Brown 1999; Nickell and Layard 1997; Russell and O’Connell 2001; Savage 1999).  The amount of work experience the young person gets will further affect their chances of finding work, and the longer unemployment goes on for, the more their chances of finding work will diminish (Gregg 2001; Gregory and Jukes 2001; Russell and O’Connell 2001; Savage, 1999).  Finally, the presence and quality of interventions all along these pathways will have an impact on the likelihood of participation (Currie 2001; Golden et al 2002; Kahne and Bailey 1999; Ryan 2001b).

4.0 What works to improve participation in education, training and employment TC "4.0
What works to improve participation in education, training and employment" \f C \l "1" 
For young people who have many supports and strengths in their lives, the news is good.  But for those trying to succeed in the face of multiple adversities, the news about the consequences of inactivity in education, training and work is fairly depressing.  So it is heartening to know that many interventions do work to increase success in education, training and employment.  Even better, in the area of education at least, they work especially well for young people who are most disadvantaged and likely to fail.

The research reviewed here is experimental in nature and thus the findings carry significant weight in providing pointers for New Zealand.  However, not every type of intervention that has been tried has been evaluated, either at all, or to a level of rigour which would make it eligible for inclusion in this paper.  Furthermore, not every rigorous evaluation that has been carried out has been reviewed here.  In addition, some interventions which could well be effective in increasing participation have not been evaluated for the outcomes of specific interest to this review – increased participation in education and work.  For example, the Big Brothers Big Sisters mentoring programme has been found to have a positive impact on school attendance and grades, but has not yet been investigated for its impact on time spent at school or in employment, or on earnings (Tierney and Grossman 2000).  So while it is highly likely that BBBS has a positive impact on these outcomes, mentoring, along with other interventions, has not been covered here because we cannot say conclusively that it increases participation.  Thus the following list of interventions is necessarily incomplete.

One of the strongest and most often repeated findings in the intervention research is that interventions have the most impact on the most disadvantaged young people and families.  Disadvantage usually refers to socio-economic factors – parental income and education levels particularly, and in some cases parental age (Allen and Philliber 2001; Currie 2001; Johnson 1999; Myers and Schirm 1999; Promising Practices Network, 2003a, 2003c, 2003d, 2003e; Walters and Bowen 1997).  These factors are known to be associated with less effective parenting style and greater parental stress, as well as inter-generational transmission of disadvantage.

Effective interventions tend to work more like vitamins than like vaccinations.  Rather than having the same effect on everyone who takes them, they make the most difference to the people who are most deprived.  They experience a spurt in growth when they get access to the nutrients they have been missing.  Young people who have been starved many of the strengths and supports that would have helped them succeed at school simply forge ahead once these are present in their lives.  

The types of intervention that increase participation vary wildly and range from preschool education to financial aid to study to job search assistance.  What effective interventions tend to have in common is that they provide children and young people with the support, skills and opportunities that enable them to meet the developmental challenges they currently find daunting (Allen and Philliber 2001; Hahn, 1999; Kahne and Bailey 1999; Tierney and Grossman 2000).  Not only this, but the more multifaceted programmes also provide parents with skills and support that enable them to better equip their children to deal with the challenges of learning (Developmental Research and Programs 1996; Reynolds et al 2000; Rodick and Henggeler 1980; Solomon and Liefeld 1998).

“What works” for work participation is in some ways different to “what works” for education participation.  Education interventions focus mainly on improving the development of young people so they can better rise to the challenges of school, both academic and personal.  Both the interventions that target the most disadvantaged young people and those that target all young people can be effective in increasing education participation, although the most disadvantaged youth show the greatest changes, and in some cases need the most input.

The positive educational consequences of the effective programmes covered here include the obvious, and not so obvious.  The obvious effects include reduced truancy, better grades, staying longer at school, getting qualifications, being more likely to go on to tertiary study and reduced school disciplinary problems (Currie 2001; Hahn 1999; Myers and Schirm 1999; Promising Practices Network 2003a,2003b,2003c; 2003d; 2003e).  The not so obvious spin-offs of effective programmes include less teen pregnancy, decreased child abuse and neglect, reduced drug use and less arrests and violence (Allen and Philliber 2001; Developmental Research and Programs 1996; Mahoney 2000; Promising Practices Network 2003e; Sigel and Renninger 1998).
Employment programmes tend to focus specifically on improving work readiness and opening up opportunities in the market place rather than fostering general development.  However, Higgins (2003) concluded that active labour market programmes are more effective when they are developmental, that is, develop the skills, abilities and qualifications of the youth who participate in them.  The few youth development programmes that measured impact on employment usually found a positive effect, however.  These tend to provide poorer, less educated families with support, information and high quality childcare.  They are effective in improving employment for mothers of children in the programme, and for adolescent mothers targeted by the programme (Currie 2001; Developmental Research and Programs 1996; Promising Practices Network 2003d; Waldfogel 1999).
Well-developed transitions from school to work, including apprenticeships and school tracks linked to work, help young people move smoothly into skilled work (Bowers et al 1999, Russell and O’Connell 2001, Shavit and Muller 1998; all in Higgins 2003).  Job search assistance has emerged as an effective approach for getting more young people into work, especially when followed by subsidised work experience (Eardley and Thompson 1997; Fay 1996, Lerman 2000, all in Higgins 2003).  Direct job creation does not appear to be very effective (O’Connell and McGinnity 1997; Skedinger 1995, both in Higgins 2003).  Subsidising local employers is a promising approach provided that the most disadvantaged young people and appropriate employers are targeted (Bowers et al 1999, Gautie 1999; Grubb 1994; O’Connell and McGinnity 1997, all in Higgins 2003).
Interventions in the labour market tend to be more effective when they forge close links with local employers, whether through apprenticeships, job search assistance that is linked to local networks or training young people in skills needed locally (Fougere et al 2000; Grubb 1999, Lerman 2000; O’Connell and McGinnity 1997, all in Higgins 2003).
In the community, funding of voluntary and community organizations to provide training and support to disadvantaged young people – both to improve personal skills and education/work skills – appears promising (Golden et al 2002).
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The following interventions have been found to aid education, training and employment outcomes, including participating for longer in education, gaining formal qualifications, finding work and earning more.  More details on the interventions can be found in Appendix One.  The interventions have been divided into three sections – preschool age, secondary school age and post-secondary age (no interventions were reviewed in the primary school age group).  Most of the preschool and all of the secondary school age interventions relate to education outcomes, while all of the post-secondary interventions relate to employment outcomes.  It should be noted, however, that the effective education interventions are very likely to have a positive impact on employment outcomes, given that they improve time in education and qualifications.  Both of these have been found to affect likelihood of employment and level of earnings.  But because the education interventions did not generally measure work outcomes it is impossible to state this with full confidence.
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	Type of intervention
	Description
	Positive effects

	Perry Preschool Project


	Intensive preschool education for up to four years involving mothers.


	Delayed school leaving, qualifications, post secondary education and training, employment, earnings, less welfare dependence.

	Prenatal/Early Infancy Project


	Comprehensive home visiting offering a range of services to young, disadvantaged mothers.


	Economic independence, employment, delayed school leaving, health, reduced child abuse and neglect.

	Carolina Abecedarian Project
	Intensive preschool education from birth until five years of age.
	Delayed school leaving, tertiary study, achievement tests, special education.

	Child Parent Centers


	Intensive preschool education with parental involvement, plus a variety of services to families.
	Delayed school leaving, school performance, parent involvement, remedial education

	Infant Health and Development Project


	Home visits to mothers with infants, full-day childcare round the year at educational childcare centre.


	Employment for mothers of children in programme, IQ, behaviour, maths achievement, mother- child interactions, HOME scores.

	Early Training Project
	Preschool and home visiting, providing a variety of services.
	Delayed school leaving for pregnant adolescents.
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	Type of intervention
	Description
	Positive effects

	Family Support Centers
	Comprehensive support for adolescent mothers.
	Delayed school leaving, reduced repeat pregnancy.

	School Transitional Environment Project (STEP)
	Small, stable classes with high levels of teacher support.

	School attendance, school performance, perceptions of school. 



	Extracurricular activities
	Any extracurricular involvement at school.
	Delayed school leaving, reduced arrests.

	Sponsor a Scholar
	Mentoring, study/financial assistance, personal support.
	Tertiary study rates.



	I Have a Dream


	Financial/ study assistance, personal support, other services.
	Delayed school leaving, tertiary study rates.

	Positive Action Through Holistic Education (PATHE)


	Schoolwide changes in schools to increase morale, support for low-achieving and disruptive students.
	Delayed school leaving, reduced delinquency drug use and suspensions, and improved attachment to school.

	Teen Outreach Program (TOP)
	Involvement in community work, youth development.
	Reduced suspension, failing courses and teen pregnancy.

	Upward Bound


	Financial/study support, other services only effective for most disadvantaged young people (from poorest homes with least parental education).
	Delayed school leaving, transition to tertiary study, students’ educational expectations, financial aid received, study activities.



	Communities in School (CIS)


	Increased resources schoolwide, support for young people and families, intensive case management.
	Delayed school leaving, qualifications, attendance, improvement in grades.



	Quantum Opportunities Program


	Youth development, financial/study assistance, secondary and tertiary study, personal assistance.
	Academic performance, delayed school leaving, transition to tertiary study/training, reduced teen parenthood and arrests.
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	Type of intervention
	Description
	Positive effects

	Intensive training


	Teaching basic education, occupational skills, and providing support and placement services.
	Increased participation in training, education and work, increased earnings.

	Good structures for transition from school to work, and good links between schools and employers
	Interventions that help move young people into the work force, for example, apprenticeships, school tracks linked to work.
	Increased participation in work, education, training, more skilled work, more qualifications, including for low income young people.



	Job search assistance
	Aiding young people to look for work, using staff with good links with local employers.
	Increased participation in work.



	Case management


	Guiding young people through process of training and job search.
	Increased employment.



	Job creation


	Creation of new jobs, particularly in public sector.
	Increased mental wellbeing.



	Employer subsidies


	Providing subsidies to employers to hire unemployed young people.
	Increased participation in work, increased earnings.



	Neighbourhood Support Fund
	Funding for community organisations to provide local projects for long-term unemployed and unqualified young people to develop both work and personal skills.
	Increased participation in training and work.
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Principles of effectiveness are listed separately for education and employment because of the relatively discrete nature of the research on “what works” for each.  However it should again be noted that “what works” for education is also very likely to work for employment, given that improving education outcomes is one proven way of making good employment outcomes more likely.

· It’s never too early and it’s never too late.  Both early (perinatal and preschool) and later interventions (in adolescence) can be effective in improving school success.  However, the later the intervention, the more difficult it can be to tackle some factors that affect school success – ​for example, truancy.  On the other hand, it is likely that the later a programme starts, the less chance there is that it will target individuals and families who are not highly at risk. Examples of effective early interventions include Child Parent Centers, Perry Preschool, Prenatal/Early Infancy Project, Carolina Abecedarian Project, LA’s BEST, and the Infant Health and Development Project.  Examples of effective later interventions include Upward Bound, Teen Outreach Programme, PATHE, Sponsor a Scholar, Communities in Schools, Quantum Opportunities Programme, Family Support Centers and I Have a Dream (Allen and Philliber 2001; Currie 2001; Developmental Research and Programs 1996; Johnson 1999; Kahne and Bailey 1999; Myers and Schirm 1999; Promising Practices Network 2003a, 2003c, 2003e, 2003f; Reynolds et al 2000; Roth et al 1998; Solomon and Liefeld 1998; Temple et al 1998; Walters and Bowen 1997).  

· The young people who are most disadvantaged or have the worst problems show the best results.  Specially tailored interventions have the largest impact on academic performance (and other areas of concern) for young people and their families who are poorer, less educated, have more adversity in their lives and are at greater risk of poor outcomes.  While other young people can benefit from interventions (eg Teen Outreach Programme) it is not just a case of the rich getting richer.  These types of interventions works more like a nutritional supplement – those who are most in need of nutrition get the most benefit for their growth whereas those who already have good nutrition get some benefit but don’t show as much extra growth as a result of it.  Examples of programmes that found better results for higher risk and less advantaged children include Sponsor a Scholar, Teen Outreach Programme, PATHE, Upward Bound, Communities in Schools, and the Carolina Abecedarian Project (Allen and Philliber 2001; Currie 2001; Johnson 1999; Myers and Schirm 1999; Promising Practices Network 2003b, 2003f; Walters and Bowen 1997).

· The more intense interventions are, the better they work.  This is true with regard to both the duration in months and years of the intervention, and also in terms of the hours of contact with staff during the intervention.  For example, mentoring is more effective when young people spend more hours with mentors, and Quantum made no apparent difference after the first year but showed positive effects after the second year (Hahn 1999; Madden et al 1993; Reynolds et al 2000; Slavin et al 1995; Temple et al 1998; Tierney and Crossman 2000).

· Effective programme co-ordinators make a difference.  When the person who co-ordinates the programme, whether project co-ordinator or teacher, works effectively with young people and parents, better attitudes to school and performance seem to result.  Working effectively includes keeping in touch with students, getting to know parents, arranging services such as counselling and courses, persistently encouraging and motivating young people, and helping with practical problems at home and school.  Examples of programmes that do this include I Have a Dream, Quantum Opportunities Programme and the School Transitional Environmental Programme (STEP) (Hahn 1999; Promising Practices Network 2003c, 2003e; Sigel and Renninger 1998).
· Involving parents and family members increases the impact of programmes.  Programmes where parents and family take part in the services appear effective in promoting change.  Involvement can take the form of providing family support, parent rooms at schools, parent resource teachers dedicated to parents or involving families in services and family members using services.  Examples of programmes that do this are Perry Preschool, Chicago Parents Centers, and Success for All (Developmental Research and Programs 1996; Madden et al 1993; Reynolds et al 2000; Rodick and Henggeler 1980; Slavin et al 1995; Solomon and Liefeld 1998).

· Programmes that meet key developmental needs are more effective.  When key developmental needs of young people – such as support and discipline from family and other important adults, and learning the skills to relate to others and manage emotions and behaviour – are met, programmes are more likely to be effective.  Meeting these needs can prove more effective than focusing on specific problems such as school failure or teen pregnancy.  Examples of programmes that do this are the Teen Outreach Programme, the Quantum Opportunities Programme, and I Have a Dream (Allen and Philliber 2001; Hahn 1999; Kahne and Bailey 1999; Tierney and Crossman 2000).

· Positive peer cultures enhance success.  Creation of positive peer groups in schools, who support and encourage each other in both academic and life goals, appears linked to success.  Examples of programmes that do this include the School Transitional Environmental Project (STEP), I Have a Dream and extracurricular activities at school (Felner et al 1993; Kahne and Bailey 1999; Mahoney 2000).

· It is important to make services as accessible as possible.  Effective services are notably easy to access.  There are a number of ways of doing this.  Many deliver a range of services from a central site so that they avoid fragmentation of services.  Sites are easy to reach, being situated close by in the local neighbourhood or school or in one classroom.  This means that a young parent, for instance, can access childcare, help with education and employment, services for their wider family, and recreation all from one nearby Family Support Center.  Providing free transport to services that are elsewhere also increases accessibility.  Lastly, many interventions go to the home and work directly with the family there and this is also very effective.  Examples of interventions that do this are Communities in Schools, Child Parent Centers, the School Transitional Environmental Project (STEP) (Felner et al 1982; Promising Practices Network 2003a, 2003b; Sigel and Renninger 1998; Solomon and Liefeld 1998; Temple et al 1998; Walters and Bowen 1997).

· Address both academic and non-academic issues that might affect school performance and attendance.  Interventions that have succeeded in improving school attendance and involvement focus on both academic issues, such as literacy and grades, and non-academic issues, such as family finances, that might affect a young person’s attendance and performance.  Examples of programmes that do this are Communities in Schools, Child Parent Centers, I Have a Dream, and the Big Brothers Big Sisters mentoring programme (Promising Practices Network 2003a, 2003b, 2003c; Kahne and Bailey 1999; Reynolds et al 2000, Solomon and Liefeld 1998; Tierney and Grossman 2000; Walters and Bowen 1997). 

· Interventions that have an impact on multiple aspects of people’s lives (in two or more of the environments of families, peers, schools, neighbourhoods, and communities) seem to have an impact on more outcomes than those that only impact on one area.  Examples of such programmes are the Quantum Opportunities Programme, Perry Preschool, Child Parent Centers, and I Have a Dream (Kahne and Bailey 1999; Promising Practices Network 2003a, 2003c, 2003d, 2003e; Solomon and Liefeld 1998, Temple et al 1998). 
· Increasing the level of support from key adults and peers (families, teachers, mentors, programme staff, classmates and friends) both in terms of setting limits and providing warm acceptance is associated with good results.  Support includes encouragement, talking about values and feelings, comforting, listening to young people talk about school, and being an ally about school issues (Felner and Adan 1998; Kahne and Bailey 1999; Promising Practices Networks 2003b, 2003c, 2003e, 2003f; Richman et al 1998; Tierney and Grossman 2000).
· Positive changes in one environment can lead to positive changes in another without actually targeting the second environment.  For instance, improved peer relationships can lead to improved school performance, and more adult support in the form of mentoring can lead to better relationships with parents (Tierney and Crossman 2000). 
· Good organisational structure and support of workers is associated with good results.  In the Big Brothers Big Sisters programme there is a coherent structure of paid staff who are responsible for selecting volunteers and supporting them, along with monitoring programme quality.  Volunteers are provided with regular contact with staff while they are mentoring young people.  Both aspects of the intervention are considered to be crucial to the success of the programme (Tierney and Crossman 2000).
· Good staff selection and training makes programmes more effective In both the Big Brothers Big Sisters mentoring programme and the Buddy mentoring programme in Hawai’i there is an emphasis on very careful selection and thorough training of volunteers who perform the mentoring.  These factors are also considered vital to the success of the programmes (Fo and O’Donnell 1974; Tierney and Crossman 2000).
4.3 Principles of effectiveness for interventions to increase participation in employment
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· Use a developmental approach. A developmental approach increases young peoples’ skills, qualifications, competencies, education and support, rather than simply placing them in jobs without making them more employable.
· Link work programmes to local employers. Active labour market programmes appear to be most effective when strong links are developed with local employers.  This means that staff know what kind of work is available locally, where there is a need for staff and what skills are most needed locally, and can refer young people to jobs and training where there are real opportunities (O’Connell and McGinnity1997; Redway and Patston 1994).

· Target people who are less educated, have less work experience, come from disadvantaged backgrounds and are otherwise at high risk of unemployment.  Interventions are more effective with children, young people and families who are less educated and more disadvantaged in a number of ways (O’Connell and McGinnity1997; Redway and Patston 1994).

· Make interventions multifaceted. Combining a range of services and approaches, particularly with weaker programmes such as “work first” or job creation schemes (Grubb 1999; MacDonald 1995).

· Aim training at skills that are in need locally.  Work training programmes appear to be more effective when they find out what kind of skills local employers are looking for and are short on, and train people in these (Grubb 1999; Lerman 1996; O’Connell and McGinnity 1997).

· Integrate training programmes with traditional educational pathways.  In this way programmes are developmental as well as remedial, and young people gain recognised qualifications and become more employable (Grubb 1999; NYEC 1999).

· Make training intensive. Training that aims at local needs, uses effective teaching techniques and is integrated with educational pathways is more effective when it is intensive and goes on for a reasonable length of time (Higgins 2003).
· Meet both employment-related and personal needs.  Effective employment interventions appear to offer services that are directly related to employment, such as advice, training and subsidies, along with help on personal and practical issues that affect employment, such as childcare, emotional support, and transport.  Examples of interventions that meet both types of need include the Prenatal/Early Infancy Project, the Neighbourhood Support Fund, the Center for Employment and Training and the Carolina Abecedarian Project (Currie 2001; Developmental Research and Programs 1996; Golden et al, 2002; Grubb 1999; Lerman 2000).

· Tailor services and interventions to the needs and strengths of the young person.  This is rather than using “one size fits all”, generic approaches which tend to be less effective (Fay 1996; Woodfield et al 2000).

· Make transitions from school to work clear and easy to follow.  When the way from school to work is made clear for young people, work outcomes appear to be better.  Examples of effective transitional structures include school tracks linked to work and apprenticeships (Russell and O’Connell 2001). 

· Make the links between work and school clear.  Making education relevant to later work, from the point of view of both employers and young people, and making sure both know the relevance, appears effective (Lerman 1996, Shavit and Muller 1998, both in Higgins 2003).
· Interventions need to be owned.  Programmes benefit from high quality relationships between programme providers, local communities, local employer organisations and worker organisations, and from good processes of consultation and communication (Higgins 2003).
· Rubbish in, rubbish out.  High quality input from both the designers and the implementers of active labour market programmes is needed to ensure their effectiveness.  Good and sound ideas that are not well thought through and implemented run the risk of failure (Higgins 2003).
· Include training in subsidised work schemes.  Subsidised work seems to have a stronger effect on future employment chances when it includes on the job training, or is alternated with specialised training that is highly relevant to the work in question (Bowers et al 1999, O’Connell and McGinnity 1997, both in Higgins 2003).

· Provide ongoing adult support in negotiating the maze of training and job searching.  This is both in the form of mentoring and monitoring progress, preferably with a consistent adult, but also with a range of supportive people (Eardley and Thompson 1997; NYEC 1999; both in Higgins 2003).
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Pre-school age interventions

Perry Preschool Project – proven

Description: Three- and four-year-old African American children living in poverty were provided with two and a half hour long classrooms sessions each weekday morning and 90 minute sessions in the home with mother and child in the afternoon during the 30-week school year (Promising Practices Network 2003d).  The classroom sessions focuses on learning through active and direct experiences rather than directed teaching, and children were encouraged to take part in play activities that involved making decisions and problem solving.  Home visits involved mothers in the educational process, to help them provide education support and implement the curriculum at home.

Impact on early school leaving/years in school: By age 27 the programme group had completed a significantly higher level of schooling than the control group – 11.9 years versus 11 years.  This difference was largely explained by the effect of the intervention on females, with females from the experimental group completing an average of 12.5 years compared to 10.5 years for those from the control group (Promising Practices Network 2003d).

Impact on school performance and qualifications: From the end of the first preschool year until age 19 the Perry group performed significantly better than the control group on many intellectual and academic measures, including vocabulary, grade point average, subtests of the California Achievement Test, literacy, positive attitudes to school and health information.  Many more of the Perry group achieved a high school diploma or GED (the equivalent) by 27 years – 71% compared to 54% of the control group.  This again was largely explained by the impact of the intervention on Perry girls, who had a rate of getting a diploma of 84% versus 34% for non-programme girls (Promising Practices Network).

Impact on post-secondary education and training: At age 19 significantly more of the Perry group were in post-secondary education or vocational training than the control group – 38% versus 21%.  This would further increase their employability and lower their risk of unemployment (Promising Practices Network).

Impact on employment: The Perry group also experienced positive work and financial results.  At age 19 the Perry group was experiencing more employment than the non-programme adolescents – 50% of the Perry group was employed compared to 32% of the control group (www.promisingpractices.net).  The control group spent two times as many months out of work since leaving school as the Perry group at this age.  By age 27 there were no significant differences in employment in the previous five years or unemployment in the previous two years, suggesting that most of the impact on unemployment was in adolescence, ie, school leavers found it easier to get work if they had been to the programme.  The impact on unemployment appears equally great for males and females (www.promisingpractices.net).

Impact on earnings and welfare dependence: Programme participants were two times as likely to be financially self-sufficient and half as likely to be on welfare as controls at age 19.  By age 27 Perry participants were earning more per month, as well as being more frequently employed.  They earned an average of $1219 per month compared to control group members, who earned an average of $766 per month.  More of the Perry group earned $2000 or more a month – 29% versus 7%.  Not only this, but fewer of the Perry group were in receipt of public assistance (welfare).  At age 27, 52% of males who had been through High Scope had required social services such as welfare assistance or public housing, compared to 77% of males in the control group (Currie 2001). 

Other results: Aside from this, they spent less time in special education, and were less involved in crime and violence, with significantly fewer arrests by age 27 (Promising Practices Network).

Costs: Perry Preschool cost US$12,884 in 1999 dollars per child for a part-day programme that lasted eight months a year over two years.  Twenty percent of children participated for only one year, which reduces the cost to $7000 per year.

Reasons for success: For academic outcomes, part of the reason for success is the greater impact on girls but it is not clear why the project had more impact on them than on boys.  It may be that the greater tendency of boys to experience conduct disorder and difficulties paying attention – both of which are strong risk factors for academic failure – negated any positive effects of the preschool education.  However, males who did the programme showed significantly less criminal behaviour, so it may be that only attention deficits explain the difference.  It is not clear from the evaluation whether it was the specific nature of the project that made the difference to the young people who benefited, or simply that a service was provided to a disadvantaged group. 

Prenatal/Early Infancy Project – promising

Description: Young, unmarried mothers in a semirural Appalachian region of New York with high rates of poverty and child abuse received a comprehensive service.  It included home visits by a nurse from pregnancy through to age two, health education for parents, job and educational counselling, and parent training.  It also fostered links to social services through referring parents to services, and acting as advocates for them with services (Developmental Research and Programs 1996) encouraged close friends and family members to participate in home visits and help mothers with childcare and household responsibilities.  Prenatal and infant health care was also provided.  This included screening and referral, home visits every two weeks during pregnancy, free transportation to well-childcare clinics, and continued visits by nurses until children were two.  Registered nurses who had been trained for three months to work in the intervention worked in pairs to deliver the intervention.

Impact on welfare dependence, employment and early school leaving/drop out: By the time the children who were infants when the programme started were 15 their mothers were significantly less likely to be dependent on welfare payments than mothers who didn’t participate.  While differences in employment between programme and non-programme mothers were not significant, the finding on welfare dependence suggests that employment outcomes improved for mothers.  Participating mothers were twice as likely as controls to graduate from high school (Developmental Research and Programs 1996) although one review noted that this difference was not statistically significant (Waldfogel 1999).

Other results: Teen mothers and smoking mothers decreased perinatal difficulties compared to controls.  Two years after the programme ended, the rate of child abuse and neglect was 4% for participants compared to 19% for control families (Developmental Research and Programs 1996).  Older participating mothers were more likely to be employed than non-participating mothers, and subsequent pregnancies were delayed.

Carolina Abecedarian Project – promising

Description: An early childhood education programme, the Carolina Abecedarian Project involved in an enriched childcare service emphasising language development for eight hours a day, five days a week, 50 weeks a year from birth until five years old (Currie 2001).  There was a high ratio of teachers to pupils (from one teacher per three children through to one teacher per six children depending on the age of the children).  Once children started attending primary (elementary) school the programme consisted of a “Home-School Resource Teacher” who provided extra tutoring, liaised between parents and schools, and helped link the family with community resources (Currie 2001).  

Impact on early school leaving and tertiary study: At age 21 the preschool intervention children were twice as likely to still be in school or have done a four-year tertiary degree as those who did not attend the programme preschool.  These effects were twice as great for children from the poorest and least educated families as for other families (Currie 2001).
Other results: At age 15 children who took part in the preschool intervention had higher scores on achievement tests, particularly reading, and less experience of being held back and grade and being placed in special education classes.  The effects of the Home-School Teacher were generally small or statistically insignificant (Currie 2001).

Reasons for success:  Analysis of the success of early childhood programmes in general suggests that they work best with families where mothers have the least education, and results are better where high quality childcare is provided.  Quality refers to structural characteristics like teacher/child ratio, class size and teacher/administrator background and experience, classroom cleanliness and safety, more stimulating environments, and classroom processes, including more sensitive and cognitively stimulating child-teacher interactions, layout of material and developmentally appropriate activities (Currie 2001).  These facts suggest that the programme is working because it provides stimulation for the child that the mother is less equipped to provide because of her lack of education.  This stimulation may well aid the child to develop at a faster rate than it otherwise would and so not fall behind peers in developing cognitive and other skills that will help at school and work.  In addition, the presence of sensitive caretakers may offset the effects of stress and neglect at home and so reduce the risk of conduct disorder and attention disorder that make academic and social success much harder.

Chicago Child-Parent Centers – promising

Description: The Child-Parent Centers are community centres usually set up close to the local primary school in low income areas (Temple et al 1998).  They cater for children from age three up until age eight or nine, and for their families (Reynolds et al 2000).  A range of services is provided.  At preschool age, a preschool/kindergarten service is provided, and the head teacher reports to the principal of the feeder primary school, which houses the primary-grade component.  (Reynolds et al 2000).  At preschool level outreach services work to get families involved in the service.  A school-community representative also visits homes.  The parent component of the preschool programme involves a parent resource teacher who runs the parent programme in the parent-resource room, parent room activities, classroom volunteering by parents, attending school events, educational courses for personal development and home support.  In preschool classes there is a focus on language, classes are small with teacher aides, and teachers receive in-service training.  Health services are also provided, including health and nutrition services, speech therapy, shared nursing services and free breakfasts and lunches (Reynolds et al 2000).

At primary school level parent room activities are still available supervised by a full-time parent resource teacher, as well as school activities and home support.  Activities are arranged to suit working as well as at home parents and foster parent-child interactions.  They include: consumer education, nutrition, personal development, health and safety, and “homemaking arts” (Reynolds et al 2000: 86).  Parents also continue as classroom volunteers, and teacher aides still support teachers in small classes (up to 25 children).  Extra instructional supplies are provided from the Chicago EARLY (Early Assessment and Remediation Laboratory) guide.  This provides an assessment tool for identifying strengths and weaknesses in individual children, and a curriculum component for use in remediating or advancing developmental skills.  It is activity based and includes instructional guidance within three major developmental areas: body image/gross motor, perceptual motor and language.  There is individualised classroom instruction and staff development training.  Health services continue to be provided, along with free and cheap meals, and the school-community representative continues to liaise with families (Reynolds et al 2000).

Impact on early leaving/high school success: Young people who had attended Child-Parent Centers had a 16% to 30% lower dropout rate than those who had attended alternative kindergarten programmes for low-income families (Reynolds et al 2000).  An earlier evaluation found more modest results, with preschool participation in CPC associated with a 5.8% lower dropout rate than no participation (26.8% vs 32.6%), and participation for five to six years associated with a 9.8% lower dropout rate (22.8% vs 32.6%).  For girls who participated for five to six years the dropout rate was 5.2% lower than the overall rate of 24.6% for girls.  For boys it was 7.5% lower than the overall rate of 34.6% for boys (Temple et al 1998).  For those with five to six year involvement the dropout rate was 8% less than those with no involvement, with intervention for fewer years than this appearing not to have a statistically significant impact on school leaving (Temple et al 1998).

Impact on school performance: Children in the CPC condition went from preschool to kindergarten with significantly greater readiness in language, and maths.  They did significantly better in reading and maths from age 6 to 15.  preschool attendance only was associated with a four to five month advantage over non-CPC children, and attendance for five to six years was associated with a one year performance advantage (Reynolds et al 2000).
Impact on parent involvement in school: CPC parents participated more frequently in school during and after programme participation, were more satisfied with their children’s education, and expected them to go further in school than parents of children in an alternative kindergarten programme (Reynolds et al 2000).  Each year of parent involvement was associated with a lower probability of high school drop out by 3 percentage points (Temple et al 1998).

Other results: CPC children had significantly lower rates of being held back a grade than control group children, and of placement in remedial education up to age 15.  These reductions in remedial services ranged from around 25% for preschool participation or longer participation, to 52% for five to six years participation.  Crime and delinquency was also lower at age 14, but not at age 16 (Waldfogel 1999).

Cost-benefit analysis: A simple analysis suggested that every dollar spent on this programme saved $3.69 in future costs to government (Reynolds et al 2000).  

Reasons for success: an analysis of results showed that students were more likely to continue in school if they were girls, from the higher income poor families, or had parents with a high school education or more (Temple et al 1998).  They were also those who moved school less often, and were not held back a grade or put in special education.  They were also more likely to have participated in the intervention for longer (preschool and primary school) and have parents who were more involved in school.

When a regression analysis was carried out controlling for all these factors, student gender, family income and parent education measured early in the intervention were all predictive of high school dropout of young people.  However, there was still an association between CPC participation and staying in school when these were taken into account.  CPC participants were around 7% less likely to drop out of high school than those who did not participate.  This decreased when number of schools attended, being held back a grade and special education placement were included.  However, at least two of these factors could have been influenced by the intervention, and possibly moving school (Temple et al 1998).  Effects were stronger (8% less chance of dropout) when intervention was longer, and anything less than five to six years did not appear to have an impact.  However, this was decreased when parental involvement, grade retention and school mobility are taken into account.

There appeared to be no apparent difference in programme effect for boys and girls, unlike Perry Preschool, which was more effective for girls (Promising Practices Network 2003a)

Infant Health and Development Project – promising

Description: This involved home visits when children were infants, followed by full-day childcare around the year at an educational childcare centre (Waldfogel 1999 and Currie 2001).

Impact on employment: Mothers whose children were in the programme were employed significantly more often by the time the child was three than mothers whose children were in the control group (Waldfogel 1999).

Other results: Children on the programme showed greater IQ scores at ages three, five and eight than controls, better behaviour at ages three and five, and better maths achievement at age eight.  They also showed better mother-child interactions at age three than the control group did (Waldfogel 1999).  Families in the programme also had better HOME scores (which indicate how well the home promotes child development) than control families when the child was aged three.  The greatest IQ gains were for the children with the least educated parents (Waldfogel, 1999).

Reasons for success: Given the improved mother-child interactions and HOME scores it seems likely that the programme worked for children both by improving child development directly, and by promoting better skills for promoting child development in the home.  However, it is not clear how or why this translated into better employment levels for mothers of children in the programme.  One of the possible reasons might be that providing childcare made it easier for mothers to take on paid employment.  One of the reasons for greater success than other similar programmes appears to be that IHDP intervened earlier and more intensively with families (ie for more hours).

Early Training Project – promising

Description: Children from families with low income, unskilled occupations and little education were randomly assigned to a preschool and home visiting programme from age four to five and six (Currie 2001; Waldfogel 1999).  It involved weekly home visits during the year as well as a ten-week part-day preschool programme for two or three summers (depending on the age of the child at entry).

Impact on early school leaving: Young women who did the programme as four to six- year-olds and later got pregnant before age 18 were more likely to complete their high school education after the pregnancy than those who did not do the programme and fell pregnant.  Rates of overall high school graduation did not differ significantly for the programme and control groups, although Currie (2001) notes that more of the treatment group graduated than the control group and the lack of statistical significance was probably due to the small numbers doing the programme.

Primary to Secondary Age Interventions

Quantum Opportunities Program – proven

Description: Aimed at young people from poor families/areas, Quantum uses a comprehensive case management approach to provide year-round services to high school age youth over a four-year period.  It aims to improve academic deficiencies, as well as to establish a long-term, supportive link between student participants and the programme co-ordinators, who work from the community.  Quantum encourages commitment to school and involvement in 250 hours of activity in each of education, development and community services.  Student participants, known as “associates”, are provided with financial incentives in the form of small stipends for participation in approved services, plus bonuses for completing segments of activities.  In addition, study grants for tertiary study or training were provided (Promising Practices Network 2003e).  An example of amounts is $3,000 for stipends, $900 for completion bonuses and $7,000 for the “opportunity account” per individual in the Philadelphia programme (Hahn, 1999).  Quantum was designed to be run out of Opportunity Industrial Centers (OICs), neighbourhood centres run by community groups (Hahn 1999).  The intervention is multi-faceted, including mentoring (by programme co-ordinators), contact with the co-ordinator, homework, computer-assisted instruction, testing, tutoring, planning for tertiary study and careers.  Quantum provided a location for doing homework after school, field trips, speakers, and facilitated part-time jobs and community services (Hahn 1999).  There was also some emphasis on home visits to check youth who are not participating, and some services for parents, such as evening programmes, but these appear largely focused on academic issues rather than parenting.  The developmental aspect of the programme involved teaching on life and family skills, alcohol and drug abuse, arts and tertiary and career planning (Hahn 1999).  Services were delivered in the community agencies after school, in some cases in public schools, at home and occasionally in groups.
Impact on school performance: After one year, students in Quantum were no different to non-Quantum students.  But after two years, they were doing significantly better in several academic areas (Promising Practices Network).  By then end of the programme, the Quantum students were significantly higher in all academic areas under study.

Impact on early school leaving/dropout: Quantum participants were significantly more likely to stay in high school and finish their secondary qualifications than control group students (63% versus 42%).  They were significantly less likely to drop out of high school (23% versus 50%) (Promising Practices Network).

Impact on transition to tertiary study/training: Quantum students were significantly more likely to go on to tertiary study than control group students (42% versus 16%) (Promising Practices Network 2003e).  Participants were also more likely to attend four-year tertiary courses than control students (18% versus 5%) and two-year tertiary courses (19% versus 9%).

Other results: Students who took part in Quantum were less likely to have children while in high school than those in the control group (24% versus 28%) (Promising Practices Network).  The programme also reduced felony arrests by age 25 by 71% compared with at-risk youth who did not take part in the programme (Greenwood et al 1998; Aos et al 1998).

Reasons for success: Formal analysis of the elements of QOP that were most important has not been carried out but some ideas have been expressed.  The programme incorporates many features of other successful youth programmes – case management, mentoring, computer-assisted instruction, work experience, and financial incentives.  The length of the intervention was important with results not evident until two years into it, and then fully evident only after four years.  Also noted as important was the persistence of programme co-ordinators in getting youths interested and involved, and keeping them involved, through “constant nagging, motivation and support” from staff (Hahn 1999: 236).  This included home visits to students who stopped taking part.

Cost-benefit analysis: A sum of US$3.68 in benefits was achieved for every $1 spent on the programme (Aos et al 1998).

Family Support Centers for Adolescent Mothers – highly promising

Description: This approach offered social support, parenting education and educational support for urban, low income, unmarried adolescent mothers.  The intervention was provided in a single site “one stop shop” offering a comprehensive service.  The service is primarily aimed at the environments of family, school and neighbourhood, which are seen as three of the most important influences on an adolescent’s life (Solomon and Liefeld 1998).  The Center has a close link with a university-affiliated hospital which provides comprehensive medical care to recruited families.  A parental counsellor from one of the local neighbourhoods recruits young mothers, offers support and advice in the newborn nursery and meets with adolescents on arrival at the hospital for prenatal visits.  Perinatal coaching is offered to mothers while in the newborn nursery ward, to enhance the young parents’ appreciation of the sensory and interactional abilities of their newborns.  Social workers from the centre provided support to mothers and babies, made home visits during the first six months of the infant’s life and offered general social support, parenting advice and crisis intervention (Solomon and Liefeld 1998).

Mothers were also offered services at the Family Growth Center itself within the high risk neighbourhood.  The nuclear and extended family were included in services, issues-oriented parenting groups were provided (looking at things such as development, feeding, sleeping, behaviour etc), and the community was involved.  Recurrent home visiting was provided with counselling and crisis intervention.  Parenting support services were also provided, including bimonthly parenting classes, along with advocacy and referral services to assist with housing, schooling,daycare, health care etc.  A daycare centre operated providing for short-term and emergency daycare needs, and recreational activities and transportation services were provided (Solomon and Liefeld, 1998).  Advice and guidance was provided for the programme director by a youth advisory board and a community advisory board comprising neighbourhood members and community leaders.  

Cost of intervention: The overall cost per family was around $3500 per year.

Impact on early school leaving/drop out:  After two years only 9% of young mothers who took part in the intervention dropped out of school compared to 42% in the control group.  After three years only 6% of the intervention group still at school at 12 months had dropped out compared to 28% of the control group mothers (Solomon and Liefeld 1998).  Both these results were statistically significant.

Impact on repeat pregnancy: After two years less than 10% of intervention mothers had been pregnant again compared to 38% of control group mothers.  After three years, another 21% of the intervention group had been pregnant compared to another 48% of the control group mothers (Solomon and Liefeld 1998).  Both results were statistically significant.

Reasons for success: No analysis was found in this study of why the intervention was successful.  The authors speculate that including family support made a difference, rather than focusing solely on the mother.  They also point to the focus on teaching family planning options and keeping mothers in school as important factors.  The centrality and ease of accessing a range of services – in the neighbourhood, round the clock, transport provided, easy access to medical services – was also suggested as a factor in success.  When asked, adolescent mothers said that the care and availability of their caseworker, help with obtaining social services, availability of daycare and recreational programming were the most important aspects of the services to them.

School Transitional Environment Project (STEP) – promising

Description: This approach aims to change the ecological features of the school setting to reduce the demands of coping with new schools for those young people moving from one school to another (ie from intermediate to secondary school, rather than changing schools at the same school level).  It also aims to increase access to support and guidance from staff and other students, and increase students’ feelings of connectedness with the school (Sigel and Renninger 1998).  Incoming students are assigned to units of 60 or 100 students, or “smaller schools within the school”.  Classes and homerooms are made up of students from the same unit, and classrooms are located close to each other.  Teachers act as the main administrative and counselling link between students, their parents and the rest of the school.  Teachers receive consultation from school guidance staff as well as training in team-building and student advisory skills.

Impact on school performance and attendance/truancy: At the end of the transition from junior high (similar to intermediate) and high school, 14-year-olds who took part in the intervention showed less decline in academic performance and attendance during the transition year.  They had better attendance through high school than students who did not take part (Sigel and Renninger 1998).  However, attempts to replicate this finding have not shown such positive results (Sigel and Renninger 1998).

Impact on early school leaving/dropout: Long-term results showed a significantly lower dropout rate for STEP than for comparison students – 24.3% versus 42.7% respectively.

Other positive results: Students in the STEP programme had more positive perceptions of their school and teachers than did comparison students at the end of the first year.  Participant students also self-reported better socio-emotional adjustment, and teachers gave them better ratings for behaviour than the comparison group.

Reasons for success: No analysis was carried out on the aspects of the intervention that made the most difference, or the pathways through which positive changes were effected.

Extracurricular activities - promising

Description: Involvement in after-school activities sited at the school, from the range of activities available, for one year or more.  Activities included such things as chorus, dance club, future homemakers, pep club, track, band, girls’ singing ensemble and football.

Impact on early school leaving/dropout: Those at high risk of early leaving who were involved in extracurricular activities based at school over the course of a year were less likely to leave school early than young people of similar levels of risk and competency who were not involved in extracurricular activities (Mahoney 2000).  These young people were even less likely to drop out if their friends were also taking part in after-school activities.

Other positive results: Young people at high risk of arrest at the start of the year were arrested significantly less often if they were involved in extracurricular activities than if they were not.  This effect also increased if their friends were also involved in after school activities.

Sponsor a Scholar – highly promising

Description: At-risk high school students were encouraged to stay in school and go on to tertiary study by providing adult mentoring, academic assistance, tertiary education counselling and financial aid for five years, from the beginning of secondary school through to the first year of tertiary study (Johnson 1996, 1999).  Financial aid of $6000 was provided to fill the gap between financial assistance and full costs, and was provided as needed during tertiary study.  

Impact on school performance:  Grade point averages increased for the intervention group more than for the comparison group.  

Impact on tertiary study rates: The SAS participants significantly increased their attendance in activities aimed to prepared them for tertiary study (Johnson 1999).  They also had significantly higher tertiary attendance rates.  Eighty five percent and 73% of the intervention groups went on to tertiary study compared to 64% and 56% of the comparison groups, respectively (Johnson 1999).  The students with fewer resources – that is, those attending poor schools, with little financial support from their family, low grade point averages and low motivation benefited the most from the programme.

Reasons for success: Specific mentor behaviour, such as frequent communication and getting to know students’ families increased the quality of the mentor relationships and student outcomes.  Where this occurred students were likely to stay two years in tertiary study rather than one year.  Other than this is it not clear what aspects of the intervention had what impact, and via which pathways they had their effect (eg through affecting parenting, peer relationships, young people’s attitudes etc).

I Have a Dream programme – promising

Programme description: The “I Have a Dream” intervention targets young people who are on the verge of high school, from low income families and mainly from ethnic minorities, in inner-city schools, with parents who are largely lacking in qualifications (Kahne and Bailey 1999).  IHAD’s goals are to increase the numbers of young people who finish high school and go on to tertiary study (Kahne and Bailey 1999).  The nature of the intervention is for a local family (usually wealthy) to adopt a whole sixth-grade class (around 11 years old) and promise scholarships for tertiary study for all students who successfully finish high school with the necessary qualifications.  In addition to this, the sponsors become personally involved with students and work to provide long-term relationships where trust, understanding and support can be fostered.  A full-time project co-ordinator is hired by the sponsors, and is responsible for arranging support services such as tutoring, mentoring, employment, community service activities, counselling, and health and social services.  The project co-ordinator also develops relationships with parents and teachers, and arranges outings, summer jobs and activities etc (Kahne and Bailey 1999).

Impact on finishing high school/dropout: In place of a control group the evaluators used a “natural control group” of sixth graders a year ahead of the IHAD group, who did not receive the intervention.  High school graduation rates for the IHAD group were roughly twice those of the natural control group (71% and 69% for the two IHAD programmes versus 37% and 34% for the control groups).  The selection of a whole class means there is probably less chance of bias in the experimental group and that youth who received the programme were likely very similar to those who did not.  However, data is not provided to confirm this.

Impact on numbers going on to tertiary study: Results for transition to tertiary study are less reliable than those for more years at high school, making this approach only just “promising” in this context.  As American high schools do not routinely collect information on which students go on to tertiary education, and the natural control group was not followed up after leaving high school, comparison of outcomes with those who did not take part in the programme are harder to come by.  Using their initiative, the researchers identified a longitudinal study of a similar group of adolescents and used their tertiary study rates to estimate those of the natural control groups and compare them to the rates of the IHAD groups (Kahne and Bailey 1999).  They found that roughly three times as many IHAD participants went on to tertiary study from high school as those who did not participate.  For the IHAD groups the rates were 63% and 67%, and the estimates for the control groups were 20% and 18%. 

Reasons for success: Formal analysis of which aspects of the programme were most related to change was not carried out.  But the authors speculated that it was partly to do with the consistency and skills of the project co-ordinators, who stayed in touch with Dreamers throughout high school and helped them cope with a variety of stressful situations at school, home and with their peer group (Kahne and Bailey 1999).  Creation of a peer group focused on academic success and higher education also may have been a factor in creating changes.  This is supported by longitudinal research that finds that young people who make friends with students with higher grades than themselves tend to improve their grades over a year (Ryan 2001a).  That is, the attitudes and performance of peers can have a positive influence on academic results.  In effect, the IHAD programme created a prosocial peer group out of the classes that were adopted, where both adults and peers encouraged the young people to pursue conventional goals of success, rather than success through gangs or other less conventional means.  Another possible reason for success is that staff monitored the amount of school work and homework that students did, and encouraged them to finish assignments and keep up to date.

Some part of the outcome is likely due to experimental students moving from high schools to parochial schools, but as Dreamers who did not attend parochial schools did roughly as well as those who did, it is likely that the difference in high school completion rates is largely due to the intervention.  While formal longer term follow-up of participants did not take place after they started tertiary study, informal contact suggested quite a high drop out rate after one year.  However, there is no control group to compare it to, so IHAD members may still be doing better than the norm.

Positive Action Through Holistic Education (PATHE) Project – promising

Description: This combined an environmental change approach with direct services to high-risk students to increase educational achievement and reduce antisocial behaviour in intermediate and secondary school students (Sigel and Renninger 1998).  An organisational structure was established to foster decision-making among school administrators, teachers, students, parents and community agencies to review and revise school policies and implement school change.  Team members were trained to assess needs and resources, research problems, define objectives, develop and implement plans, assess progress and redesign strategies.  The approach also included a review of curriculum and discipline policy resulting in staff training in classroom management.  Students were also involved in developing classroom and school rules.  Another component was schoolwide academic innovations including study skills courses, a free reading period and co-operative learning instruction.  Changes to school climate included innovations to improve student and teacher morale, including a school pride campaign and peer counselling.  Lastly, career exploration and job-seeking skills programmes were offered, and psychological and academic services for low-achieving and disruptive students.  So this was a school wide approach in inner-city schools and one poor rural school, with some focus on particular, at-risk students.

Impact on early school leaving/dropout: High-risk students enhanced their educational commitment relative to control group students, with higher rates of graduation, and lower rates of school dropout.  Achievement test scores also increased.

Other positive impacts: PATHE students also showed significantly less delinquency, less drug use, had fewer suspensions and incurred less punishment over time than the comparison group, who showed modest increases (Sigel and Renninger 1998).  They also showed decreased alienation and increased attachment to school, as well as seeing school rules as more fair and easier to understand.  

Reasons for success: Direct services to high-risk young people seemed to make the most difference to educational outcomes, while not affecting delinquency.  These included psychological and academic services.  PATHE students also reported increased attachment to school, as well as increased perceived fairness and clarity of rules.

Teen Outreach Program – promising

Description: Based in the school, this intervention involves young people in volunteer services in their community for a minimum of 20 hours per year, although actual hours worked varied by individual.  The average number of hours was 37.4 and the median 25.  Volunteer work is selected by young people based on both their needs, their capabilities and the needs of the community.  Young people are supervised by trained staff working together with staff and volunteers of community organisations.  Examples of volunteer work include working as aides in hospitals and nursing homes, peer tutoring, and taking part in walkathons (Allen and Philliber 2001). Community work is linked to classroom based group discussions at least once weekly throughout the school year about volunteer service experiences and key social-developmental tasks they face as adolescents.  These discussions are guided by the Teen Outreach Curriculum, designed to engage students via structured discussions, group exercises, role plays, guest speakers and presentations of information.  The discussions cover a wide range of issues, from family conflict to human growth and development. (Allen and Philliber 2001).  Issues addressed in discussions include: self-understanding, communication skills, life skills, dealing with family stress, human growth and development, and issues relating to making the transition from adolescence to adulthood.  Some sex and health education is included, but material about sexuality made up no more than 15% of the total course content and often less.  The discussions about volunteer service focus on helping students prepare for and make plans about their service experiences, including dealing with lack of self-confidence, social skills, assertiveness, self-discipline and other issues.  The intervention aims to prevent early pregnancy and encourage school achievement, but very little emphasis is actually placed on these two target behaviours in discussions (Allen and Philliber 2001).

Costs: The programme cost US$500-700 per student for a full academic year, run for a class of 18 to 25 students.  This included costs for facilitators and site-level co-ordinators.  When these services were provided as in in-kind contribution by schools and community volunteer service organisations the cost dropped to US$100 per student for the year.

Impact on suspension from school: Being suspended was more likely for students in younger grades, who had a history of failing courses and being suspended, with less educated parents and from single parent families (Allen and Philliber 2001).  Once these factors had been taken into account students who participated in Teen Outreach had only 52% the rate of suspension of the comparison group, or half the rate.  This represents a 48% reduction in suspensions from what might have been expected without intervention.  This is similar for the figure reported for the randomly assigned group, meaning it is a reasonably rigorous finding.  The programme appeared to be equally effective for students from all types of backgrounds.

Impact on failing school courses: Failing courses at school was found to be predicted by being in younger grades, a history of course failure and academic suspensions, lower levels of parental education, and living in a single parent family (Allen and Philliber 2001).  After these factors were taken into account, students in the programme showed only 60% the levels of course failure that those in the comparison group.  This represents a 40% reduction in course failure compared to what might have been expected without intervention.  This result was similar to results for the randomly assigned students only.  The programme was significantly more effective with female students,  those from ethnic minorities and students who had previously been suspended, although it also worked with other students.

Impact on teen pregnancy:  Analysis of results showed that after taking into account factors that increased the risk of pregnancy (ethnic minority and prior history of pregnancy) those who took part in the programme had only 53% the risk of pregnancy of those in the comparison group.  This represents a 47% reduction compared to what might have been expected without intervention.  Results did not differ significantly for randomly assigned and non-random groups.  Effects of the programme were significantly stronger for teen parents who participated, although it was also effective for non-parents.  So the programme was most effective for the students most at risk of teen pregnancy. 

Reasons for success: Higher volunteer hours in the community and older students were associated with better outcomes.  Other than this no analysis was found that explored the mechanisms by which positive results were achieved.  The programme is a primary prevention programme aimed at a broad range of students, both high and low risk, based on principles of encouraging autonomy and positive youth development.  It may have been that low risk students had a positive effect on higher risk students by putting forward their attitudes in discussions and activities.  Or it may have been that the information provided helped students to achieve developmental tasks they were struggling with, a function that most high schools do not directly focus on (Steinberg 2000; Roeser and Eccles 1998).  Overall, it is not clear why this programme was so effective.

Upward Bound – proven for most at-risk students 

Description: Upward Bound is one of six programmes administered by the US Department of Education which aims to aid 13-19-year-olds from low income families whose parents have not gone on to tertiary study to attend university etc.  The intervention provides extra instruction, usually after school and on Saturdays, in mathematics, laboratory science, foreign language, English and composition.  They are also provided with instruction in study skills, academic or personal counselling, exposed to cultural events, tutorial services, information about financial assistance for tertiary study and advice on career options.  A six week intensive summer academic of residential or non-residential programme at a university campus is also part of the intervention.  The annual average cost is about US$3,600 (Fashola and Slavin 1998).

Impact on early school leaving/dropout: In general, Upward Bound was found to have no impact on the number of young people who left high school with qualifications overall (Myers and Schirm 1999).  But for young people who had lower expectations of what they would achieve educationally, there was a 13% difference in rates of leaving high school with qualifications (65% experimental vs 52% control).  Males also stayed longer at school than females who were involved in Upward Bound, completing a statistically significant  around  0.8 more years of schooling than controls (females completed an insignificant 0.2 years).  The effects were even greater for those young people from low income families, including those families where neither parent had attended university.  For those students who would be the first generation to attend university but were not from low income families, the impact was insignificant (Myers and Schirm 1999).  The greatest impact was one young people from low income families, who were 18% (not significant) less likely to drop out than controls, and 22% (significant) more likely to finish high school than non-programme controls.  For those most at risk of dropping out because of poor grades and low credits, Upward Bound had a more significant impact than participants who were doing well academically (8% more finished high school and 8% fewer dropped out with support).  This impact is fairly modest, however.

Impact on transition to tertiary study: In general, and for students with high educational expectations,  students were no more likely to go on to tertiary study than those who did not take part in Upward Bound (Myers and Schirm 1999).  They did, however, earn more post-secondary credits than non-intervention students.  However, where students and parents had lower educational expectations the impact was much larger.  Eight percent more of Upward Bound students with low expectations attended university, and 12% more did a four-year course (as opposed to a two-year course or vocational school).  Longer participation led to greater transitions to tertiary study.  Those who stayed in Upward Bound for 13 to 24 months were 14% more likely to go on to a four-year university course than those who did not participate.  The results for those who participated for less than 13 months were not as good.

Other results: Being selected for Upward Bound did lead to higher educational expectations than the control group had, however – how many years of schooling they thought they would complete and how far in school their parents think they will go.  The impact was on students’ expectations rather than parents’.  While modest, this difference was significant at the 0.10 level.  The intervention had a very small impact on the number of credits students earned in high school (Myers and Schirm 1999).  The intervention had no impact on extracurricular activities, school attendance or parent involvement in school.  Upward Bound students were more likely to receive financial aid than other students, mainly because they received their information directly from tertiary institutions.  Once at university, Upward Bound students were more involved in such aspects as talking with staff, meeting with academic advisors, participation in study groups of school clubs (Myers and Schirm 1999). 

Reasons for success:  One factor that made it more likely that students would succeed was longer time in Upward Bound.  Others were coming from a low income family, being male and having poor grades which created a high risk of failure.

Communities in Schools – promising

Description:  Communities in Schools is the name given to a wide-ranging initiative implemented through partnerships among schools, community health and service organisations, governmental agencies, businesses and faith-based organisations.  They are based on the view that both academic and non-academic problems put young people at risk of dropping out of school.  CIS initiatives attempt to co-ordinate agencies and businesses to deliver services to youth and families through a central site at a local school.  CIS aims to help young people meet five needs:

· A personal, one-to-one relationship with a caring adult.

· A safe place to learn and grow.

· A healthy start and a healthy future.

· A marketable skill to use upon finishing high school.

· A chance to give back to peers and the community.

The intervention targets young people from primary through to high school and aims to help them stay in school and avoid other problems (Promising Practices Network 2003b).  CIS provides three main levels of service:

· Level one: all students and families.  Resources are provided to the entire school and community.

· Level two: selected students and families (short term).  When students and families experience a sudden crisis, CIS processes referrals to appropriate service providers for short-term intervention.

· Level three: a specific caseload of students and families (long-term).  In some cases, services are directed toward an identified group of students and families on a regular, sustained, case-managed basis.

The actual services provided may include life skills education, study skills, remedial and grade-level academic education, and field trips.  Assessment and monitoring of individual student and family needs may take place, with individual and group counselling, anger management training, health care services, employment counselling and other related services offered through community agencies and organisations.  Most programmes also provide individual tutoring and mentoring.  CIS is largely delivered within traditional schools, but is sometimes organised as a ‘school within a school’ with separate facilities for CIS students (Promising Practices Network 2003b).

Impact on early school leaving/high school qualifications: Two years were considered.  In the 1989 to 1990 school year, 77% of students enrolled in CIS were still in school or had graduated and 21% had dropped out.  In the 1992 to 1993 year, 69% of CIS enrolees who were expected to be eligible to graduate did so and 31% had dropped out (Promising Practices Network).  These rates are apparently better than national US dropout rates for at-risk youth but the lack of a matched comparison group means that not a great deal can be placed on this.

Impact on school attendance: CIS students who had moderate or severe attendance problems prior to the programme showed the greatest improvement in school attendance.  Overall, 50% of CIS enrolees for whom records were available improved or maintained their school attendance compared to the year before they were in the programme (Promising Practices Network).  Of those students who went into the programme with 10 or more days absence in the previous year the rate was higher – 68% improved their attendance in the first year.  For the students with the most serious attendance problems – 21 or more days absent in the previous year – the improvment was 70% in their first year of CIS enrolment, an average of 6.6 days more at school.  Again, the low percentage of students for whom attendance data was available undermines this finding.

Other results:  In terms of academic performance, CIS students who had moderate to serious problems with grades had the most improvement.  Forty-nine percent of CIS participants for whom records were available improved their grade point averages (GPA) by the end of their first CIS year compared to the year before (Promising Practices Network).  More of the students whose GPA was 1.99 or lower improved – 60% of them.  Of the students with the worst GPAs – 1.0 or lower – 79% improved their grades after a year, an average of a 1.0 grade point increase (Promising Practices Network 2003b).
Reasons for success: Clearly, the students who had the most serious difficulties in terms of missing school and getting low marks found CIS the most helpful.  One study of how this result came about was located (Walters and Bowen 1997).  This found that the reasons for positive changes were different for males and females, white and African- Americans.  Overall, they found that students who felt accepted by their peers improved their school performance.  The effect was not direct, however.  Peer acceptance in general affected academic performance by in turn affecting how much students find the school comprehensible, manageable and meaningful, or the extent to which young people followed the rules and stayed out of trouble.  Getting on better with peers affected both how meaningful etc school was seen as being and avoiding problem behaviour for African-American males, and both of these then led to better school performance.  This was also true for African-American and white females, although avoiding problem behaviour had more impact on their grades than finding school more meaningful etc.  For white males only avoiding problem behaviour had an impact on grades.  It appears from this research that some of the pathways via which Communities in Schools has an impact include: improving relationships with peers, helping young people find schools easier to understand and deal with, and improving their adherence to rules and appropriate behaviour (Walters and Bowen 1997).
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� For more information on youth inactivity in New Zealand, see the companion volume MSD (2003) also in the ‘Youth Transitions Report Series 2003’.


� These principles are derived from the review of active labour market programmes by Jane Higgins of Canterbury University, carried out for the Ministry of Social Development.  More information about the research they are based on can be found in the companion volume to this document, also in the ‘Youth Transitions Reports 2003’ series, entitled Labour Market Programmes for Young People: A Review, 2003.
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