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	Introduction/

Abstract:
	“This Essential Tool provides a synthesis of research-based dropout prevention and inter​vention and offers examples of interventions that show evidence of effectiveness. This has proven to be a difficult task because the intervention research on dropout and school comple​tion that can be used to inform practice is incomplete (Dynarski & Gleason, 2002; Lehr et al., 2003; Sutherland & MacMillan, 2001). Although there is not yet a solid foundation of research on dropout intervention and prevention from which to make strong conclusions, there is information that educators, administrators, and policymakers can use to help make informed decisions. This tool is intended as a base of current knowledge that can be built upon as additional interventions are implemented and empirically validated.” (P.1)



	School Completion:
	“Preventing Dropout or Enhancing School Completion?
Although dropout and school completion can be viewed as two sides of a single issue, there are differences in meaning, orientation, and implications for intervention research and practice.

Conceptually, school completion encompasses more than preventing dropout. It is characterized by a strength-based orientation (vs. a deficit orientation), a comprehensive interface of systems (vs. a narrowly defined intervention), implementation over time (vs. implementation at a single period in time) and creating a per​son-environment fit (vs. a programmatic “one size fits all” orientation). School completion is oriented toward a longitudinal focus, whereby interventions aim to promote a “good” outcome, not simply prevent at “bad” outcome for students and society. (Christenson et al., 2000, p. 472)

Rather than using a surface approach to increase attendance and temporarily stem the tide of dropout, inter​ventions designed to enhance school completion address the core issues associated with student alienation and disengagement from school. These kinds of interventions address underlying problems and teach strategies and skills students can use to successfully meet academic, behavioral, and psychological demands of the school envi​ronment—and complete school.” (pg 16-17)


	Student Engagement:
	“Importance of Student Engagement in School and Learning 
In the past decade, engagement of alienated youth in school and learning has emerged as a key component of prevention and intervention efforts (Grannis, 1994). Interventions supporting student engagement help students develop connections with the learning environment across a variety of domains. Christenson (2002) defines en​gagement as a multi-dimensional construct involving four types of engagement and associated indicators. 

• Academic engagement refers to time on task, academically engaged time, or credit accrual.

• Behavioral engagement includes attendance, avoidance of suspension, classroom participation, and involve​ment in extracurricular activities.

• Cognitive engagement involves internal indicators including processing academic information or becoming a self-regulated learner.

• Psychological engagement includes identification with school or a sense of belonging.

These indicators of engagement are influenced by the contexts of home, school, and peers. For example, school policies and practices such as a positive school climate or the quality of a teacher-student relationship can affect the degree to which a student is engaged in school. Similarly, the provision of academic or motivational support for learning by parents or family members can enhance students’ connection with school and increase success in school. A focus on factors that facilitate engagement is a promising approach to guide the development of effective interventions promoting school completion. More and more studies are recognizing the complex interplay be​tween student, family, school, and community variables in shaping students’ paths toward early school withdrawal or successful school completion (Hess & Copeland, 2001; Valez & Saenz, 2001; Worrell & Hale, 2001).” (p. 17)

	Model Programs:
	“The following sample interventions represent diverse approaches to address​ing the problem of dropout and promoting school completion. Many of the interventions target alterable vari​ables, and many focus on addressing the protective factors that can enhance school completion. For example, the interventions in this section focus on increasing students’ sense of belonging in school, fostering the development of relationships, improving academic success, addressing personal problems through counseling, providing skill-building opportunities in behavior, teaching social skills, etc. The diversity of successful approaches reflects the complexity of the dropout problem and the need to tailor approaches to local circumstances. 

As McPartland (1994) cautions, implementing proven models, programs, or strategies is not a simple proce​dure. Those who are considering implementing existing programs must consider the degree to which basic tenets of the intervention program are compatible with the underlying philosophy, needs, and resources in the school or district where the program will be implemented (Stringfield, 1994). 

Additionally, the need for support with regard to implementation is critical to the success of any intervention program or strategy. Training, staff development, and planning time must be carefully considered. It is also critical to conduct ongoing evaluations of intervention effectiveness and make modifications as needed.” (p. 36)



	
	Contacts for the programs listed below are available in the full article at http://www.ncset.org/publications/essentialtools/dropout/default.asp

	Cultural Diversity:
	“ACHIEVEMENT FOR LATINOS THROUGH ACADEMIC SUCCESS (ALAS) 
Background: Achievement for Latinos through Academic Success (ALAS) was one of three projects that received funding in 1990 from the Office of Special Education Programs to address the problem of dropout for students with disabilities. The project focused on preventing dropout in high-risk middle school and junior high Latino students through involvement with students and their families, the school, and the community. 
Intervention Description: ALAS was developed to prevent high-risk Latino students with and without disabilities from dropping out of school. The model uses a collaborative approach involving the student, family, school, and community. Fundamental aspects of the program in each of four areas are listed below.

• Students receive social problem-solving training, counseling, increased and specific recognition of academic excellence, and enhancement of school affiliation. 

• Schools are responsible for providing frequent teacher feedback to students and parents and attendance moni​toring. In addition, schools are expected to provide training for students in problem-solving and social skills. 

• Parents of program participants receive training in school participation, accessing and using community resources, and how to guide and monitor adolescents. 

• Collaboration with the community is encouraged through increased interaction between community agencies and families. Efforts to enhance skills and methods for serving the youth and family are also implemented.

Participants & Setting: This program targeted Latino middle or junior high students who were considered to be at high risk of school failure. The program particularly focused on Mexican-American students from high-poverty neighborhoods who had learning and emotional/behavioral disabilities. Students selected for participation were either (a) students with active Individual Education Programs (IEPs) and an identified learning disability or severe emotional/behavioral disability, or (b) students who did not have IEPs, but who exhibited characteristics placing them at-risk for dropping out of school. Students were required to be able to speak English to participate in the program. ALAS has been used in urban and suburban settings.

Implementation Considerations: Leaders of training sessions for parents and students are required, as are teachers willing to provide extensive and frequent feedback to families. Community liaisons are also necessary to facilitate communication between school, families, and community resources. A program coordinator is used to oversee all aspects of the program and ensure that everything is running smoothly. 

Cost: No information was identified in the available material.” (p. 37)



	Mentoring:
	“CAREER ACADEMIES 
Background: The first career academy was created in 1969 in Philadelphia and was called the Electrical Academy. It was implemented at the Thomas Edison High School, which at the time had the highest dropout rate in the city. By the mid-1990s, there were 29 academies in the Philadelphia schools and several in Pennsylvania. In the early 1980s, the idea of career academies was adopted in California, where there are now nearly 300 programs sup​ported by state grants and hundreds of others operating through local support. In California, the state-supported career academies are known as California Partnership Academies. 

Intervention Description: The purpose of the career academy model is to restructure schools in a way that dropout rates will be reduced, student performance will improve, and students will gain better skills for college and careers. Fundamental elements of the model include the incorporation of academic and technical skills, small-size classes, and collaboration among teachers. Other important features include creating a close, family-like atmosphere and establishing employer and community partnerships. Parental involvement and support is also strongly encouraged.

The three-year program begins with students applying to an academy their freshman year. The academies are designed as schools-within-schools, with participants attending several academic- and career-themed classes (e.g., English, social studies, science) together. Each academy has a specific career focus (e.g., media, business technolo​gy, health) that it pursues through both academic and career classes. Cohorts are typically small, with only 50-100 students admitted each year. Students in academy classes may hear guest speakers from local businesses or partici​pate in field trips to nearby workplaces and colleges. During their junior year, student are matched with mentors from local employers who serve as career-related “big brothers and sisters.” After their junior year, students who are performing well enough to be on track for graduation are placed in summer or part-time school-year jobs. Students must submit résumés, complete applications, and participate in interviews, just as would any other can​didate. Participating companies are responsible for hiring decisions. 

Implementation Considerations: Teachers typically request to participate in the program and must be willing to work with other teachers and a group of students interested in the career field. The teachers in each academy should have the same planning period and meet regularly to work on program activities and curriculum, coordi​nate with employer partners, meet with parents, and discuss student progress. Each academy is headed by a lead teacher in addition to having a steering committee involving employers and higher education partners who oversee the program. The partners also provide speakers, field trip sites, mentors, and internships.” (p. 39)



	Student Engagement:
	“CHECK & CONNECT 
Background: Check & Connect was developed in 1990 at the University of Minnesota’s Institute on Community Integration with input from researchers, practitioners, parents, and students. The model was originally funded by the U.S. Department of Education, Office of Special Education Programs and was part of three projects address​ing the problem of dropout for students with emotional/behavioral disabilities.

Intervention Description: Check & Connect is a model designed to encourage student engagement in school and learning through a comprehensive approach. Fundamental elements of the model include relationship building, routine observation of warning signs of withdrawal, individualized intervention, promotion of problem-solving skills, and encouragement of students’ participation in school activities. These key features are carried out through an individual referred to as a monitor, who serves essentially as a mentor, case manager, and advocate. 

As the name of the model suggests, Check & Connect consists of two main components: checking and con​necting. The check component of the model involves checking on indicators of student engagement such as atten​dance, social/behavioral performance, and educational progress. These variables are observed and recorded regu​larly on a monitoring sheet. The connect component incorporates both basic and intensive interventions designed to maximize limited resources. All targeted students obtain basic intervention, which includes providing informa​tion about the Check & Connect model to students and families. It also involves conversations with each student about his/her progress in school and use of problem-solving strategy to address problems. Intensive interventions, on the other hand, are provided for students identified as exhibiting signs of withdrawal and may include provid​ing tutoring services, facilitating meetings between home and school, linking with community resources, or assist​ing with the development and implementation of behavioral interventions. 

In addition, family outreach is utilized in the Check & Connect model to encourage communication and col​laboration between the home and school. Monitors implement a variety of strategies, such as telephone calls, home visits, and meetings to build relationships with families and increase parental participation in the education process.

Implementation Considerations: Monitors are key to the Check & Connect model and work to promote student engagement. They are responsible for assessing student levels of engagement and implementing student-focused interventions. Preferably, monitors work with the same students over a period of several years. Qualifications for a monitor include: determination, belief that all children have abilities, readiness to work with families employing a non-blaming method, advocacy and organizational skills, and the capability to work independently in various set​tings. Individuals who serve as monitors characteristically possess a bachelor’s degree in a human-services area and have some experience working with children and families. Weekly supervision of monitors and staff development is provided by project personnel.” (p. 42)



	Instructional Strategies:
	“COCA-COLA VALUED YOUTH PROGRAM 
Background: The Coca-Cola Valued Youth Program (VYP) was created in 1984 by the Intercultural Development Research Association with funding from Coca-Cola USA. It was originally used in five school districts in San An​tonio, Texas, from 1984 to 1988. The model is currently being replicated nationally and internationally through support from the Coca-Cola Foundation, various other foundations, and through funds provided through a district’s own initiative.

Intervention Description: By carrying out the VYP creed that “all students are valuable; none are expendable,” VYP has helped more than 14,000 students stay in school. The premise of the program is that secondary students at risk of dropping out serve as tutors of elementary students who have also been identified as being in at-risk situ​ations. Through this tutoring process, VYP seeks to increase the self-esteem and school success of middle and high school students and, in turn, decrease the likelihood of dropout.

VYP is based on seven key tenets that articulate the philosophy of the project. Among these tenets are that all students can learn, the school values all students, and all students can actively contribute to their own and others’ education. These tenets provide strength for the program elements, which include both instructional and sup​port strategies. The instructional strategies consist of classes for tutors, tutoring sessions, field trips, role models, and student recognition. Support strategies are comprised of curriculum, coordination, staff enrichment, family involvement, and education.

While students are tutors in the program, they participate in a special tutoring class that serves to improve their basic academic and tutoring skills. Each student works with three elementary students at one time for a minimum of four hours each week. The student tutors are paid a minimum-wage stipend for their work and attend functions held to honor and recognize them as role models to the younger students. At these functions, the student tutors receive gifts such as t-shirts, hats, and certificates of merit for their accomplishments. By helping to increase the students’ sense of pride and self-awareness, students have fewer discipline problems and fewer absences. This, in turn, creates a positive impact on school success and lowers school dropout rates.

Implementation Considerations: Once a district decides to implement VYP, a program administrator (district level representative) is needed to oversee its progress. A secondary and elementary school are then selected to participate in the project. An implementation team is organized and comprised of the secondary and elementary principals, a teacher coordinator (secondary teacher), an elementary teacher representative, an evaluation liaison, and parent liaison. 

Teacher coordinators aid the tutors in developing tutoring skills, self-awareness, and pride, as well as increasing literacy skills. The evaluation liaison serves to monitor the program’s progress and to assess its outcomes. Lastly, a family liaison connects the school and home to support the student and to advance the program in the community.” (p. 45)



	Prevention & Social Services
	“INTERPERSONAL RELATIONS/PERSONAL GROWTH CLASS 
Background: The Interpersonal Relations Class (IPR), also called the Personal Growth Class, was created to address the problem of drug use and dropout among adolescents. This model was originally funded by a High Motivation/School Retention Grant from the Superintendent of Public Instruction in the state of Washington, and by grants from the National Institute of Mental Health and the National Institute on Drug Abuse.

Intervention Description: The IPR/Personal Growth Classes are designed to prevent drug use and school dropout among high school students identified as at high risk of school failure. The classes use an intensive school-based social network prevention approach. A key component of the program is the avoidance of openly labeling targeted students as “high-risk” in an effort to reduce the possibility of self-fulfilling prophecies. Fundamental elements of the classes include experiential learning opportunities, study-skills training, peer tutoring, resistance skills training, and systematic decision-making skills training. These elements are implemented by both peers and teachers.

Students identified as high-risk are given the option of taking the IPR/Personal Growth classes for credit in their high school curriculum. Parental permission is also required. The classes are small, with the teacher-student ratio at or below 1:10. Classes meet daily for 55 minutes for a full semester and are based on a psycho-educational counseling approach. The goals (i.e., improved school achievement and attendance, decreased drug involvement) of the class are discussed with students at the beginning of the semester and are restated several times throughout the program. A section of the class is offered for students returning from drug treatment, while other sections are offered to those students who are at risk of dropping out or who are known drug users.

Cognitive/behavioral changes are encouraged through reinforcement, skills training, and engaging, experien​tial learning opportunities. Four days per week are devoted to student discussions of their current psychosocial problems and concerns as well as skills training in problem solving, decision-making, and self-management. One day each week is devoted to reviewing students’ attendance and progress in other classes as well as journal writing, goal development, and supervised study and peer tutoring. This day is also used for planning drug-free weekend activities. Two half days each month are devoted to visiting educational sites in the community such as colleges and vocational programs and recreational activities of the students’ choice (e.g., bowling, horseback riding).

Implementation Considerations: The program is implemented by a program monitor (e.g., school counselor) who ensures the program is properly implemented. This person is assisted by a program manager (e.g., a school nurse). These individuals conduct a weekly half-hour meeting with teachers of the classes in addition to frequent, random classroom observations. The teachers selected to teach the classes must meet several criteria. Teachers must express an interest in working with high-risk students and have a history of acceptance and respect toward students who drop out and use drugs. Teacher support is a key element of the program. Teachers and the program manager par​ticipate in training workshops at the beginning of the program and also attend a workshop at the end of the first semester after the class has been implemented in the school.” (p. 47)



	Continuity of Support Across Grade Levels:
	“NINTH GRADE DROPOUT PREVENTION PROGRAM (NGP)
Background: The Ninth Grade Dropout Prevention Program (NGP) was first used in six high schools in the Pasco County School District in Florida during the 1987-88 school year. Ninth grade was selected based on literature indicating that most students who ultimately drop out of school do so during their first two years of high school. 

Intervention Description: As the name indicates, NGP focuses on preventing school dropout. Fundamental goals of the program include meeting students’ academic needs, creating a caring atmosphere for students, and provid​ing relevant and challenging curriculum. Strategies for meeting these goals are carried out mainly by teachers, but also with the help of administrators and peer tutors.

Each school designs an intervention plan to achieve the goals of the program. A summary of services offered across the district showed plans focused on academics, study skills, socialization, and attendance, and offered an orientation component. Creating a positive school climate and promoting feelings of belonging to the school envi​ronment via positive relationships with teachers and peers are key foundational constructs. 

To promote academics, several strategies such as tutorial services (e.g., homework hotline, teacher assistance, peer tutoring program), teaming/cooperative planning (e.g., establishing ninth-grade teams, regular team meet​ings, paraprofessionals used to assist teams), and staff development (e.g., teacher in-service on NGP and dropout research, regular faculty meetings) are utilized. Other academic components may include adjustment for class​room characteristics (e.g., ability grouping, smaller class sizes, freshmen-only classes), program monitoring (e.g., feedback from students, teachers, and teams to program administrator; morning parent conferences; surveys of parents, teachers, and students), administrative support (e.g., program monitoring by assistant principal), and facilities support (e.g., common locker locations for freshmen, phone available for parent contact).

The orientation program component of the model includes services for students (e.g., NGP information during registration, buddy system, freshmen class meeting at the beginning of the year), parents (e.g., letters and phone calls describing NGP, quarterly newsletters), and staff (e.g., overview of NGP program before the start of the school year). Teachers and administrators are expected to attend these events to help with the promotion of posi​tive teacher and staff relationships with students.

Study skills are emphasized through the use of a reading specialist (e.g., emphasis on reading skills in each course, assistance for ninth graders to prepare for academic contests), peer involvement (e.g., peer teachers avail​able before and after school, NGP newsletter with study skills hints), and team involvement (e.g., writing en​hancement programs).

Socialization is addressed by attending to student concerns (e.g., teachers as advisors, awards for academic suc​cess and appropriate behavior, club and/or newsletter, regular freshmen class meetings) and parent concerns (e.g., NGP newsletter, open house and conference night).

Finally, attendance is emphasized in a variety of ways and may include teaming/cooperative planning (e.g., early identification of potential dropouts, referral to social worker, motivation posters and films, awards for good atten​dance) and parental involvement (e.g., automated calling for attendance, parent letters sent for student absences). School staff are expected to react quickly to indications of poor attendance, and parents are notified when students are truant.” (p. 49)

“SCHOOL TRANSITIONAL ENVIRONMENT PROJECT (STEP)
Background: The School Transitional Environment Project (STEP) is designed to enhance the experience of stu​dents during school transitions by restructuring the school environment. STEP was created in 1989 by researchers at the University of Illinois and was funded in part by a grant from the Carnegie Corporation of New York.

Intervention Description: STEP is a model designed to ease students’ school transitions and enhance healthy school adjustment by providing a supportive environment. Fundamental elements of the program include devel​oping students’ perceptions of school as a safe, cohesive, and well-organized environment in which to learn and grow. Strategies are also employed to reduce student anonymity, increase student accountability, and clarify stu​dents’ understanding of school rules and expectations. These key features are implemented through the homeroom teacher’s interaction with the students and their families.

Students in this program are assigned to student cohort groups, each of which has a homeroom teacher. These cohorts remain together for homeroom as well as core classes (e.g., mathematics, English). Cohort classrooms are purposely grouped together in the larger school in an effort to create a feeling of community and to decrease the likelihood that participating students will engage in conflicts with older students. Homeroom teachers take on the roles of teacher, counselor, and administrator in their relations with the students. These teachers keep track of attendance and follow up with parents about any absences. They also talk with students in their homerooms about class schedules and any personal problems the students may be having. 

Homeroom teachers also are responsible for working with students’ families, explaining STEP, following up with parents concerning absences, and enhancing communication between families and the school. Teachers also meet with other homeroom teachers to discuss potential student problems as well as students who may need coun​seling or extra attention.

Implementation Considerations: Teachers provide the majority of the support for students in STEP. Homeroom teachers are assigned to 20-30 STEP students and serve as the primary link between home, student, and school. These teachers perform many of the guidance and administrative tasks such as helping students select classes and talking with students about personal problems. STEP homeroom teachers meet several times a week to discuss stu​dents who may be having problems and other concerns arising in their classrooms. They also consult with school guidance staff and attend trainings for team-building and to improve their student advisory skills.” (p. 55)


	Vocational/ Career Education:
	“PROJECT COFFEE
Background: Project COFFEE (Co-Operative Federation For Educational Experience) was created in 1979 in Massachusetts with the purpose of meeting the academic, occupational, social, emotional, and employability needs of high school students considered at-risk. It is typically described as an alternative occupational education pro​gram that integrates academic and vocational instruction to increase the likelihood that participants will complete school and obtain employment. Project COFFEE has been funded by the U.S. Department of Education. 

Project COFFEE has been replicated in many areas across the country. Project JOBS (Joining Occupational and Basic Skills) is an offshoot of Project COFFEE created for use in grades 6-8. Project JOBS is intended to ad​dress the needs of students who have emotional/behavioral problems early and prevent later problems by helping them to become engaged in their schooling. Another offshoot of Project COFFEE is the Lifelong Options Pro​gram (LOP), which is modeled on the same basic concepts and has similar components, but also includes employ​ability skills training.

Intervention Description: This model was designed to prevent school dropout by providing services addressing stu​dents’ academic, social, emotional, and occupational needs. The program seeks to balance cognitive achievement, skills training, and occupational education with services meant to provide for students’ developmental needs. Proj​ect COFFEE offers individualized instruction structured as a half-day of academic coursework and a half day in occupational instruction. Fundamental aspects of the program include five main components: academic, life-cop​ing skills, occupational, guidance and counseling, and physical education. These five components are integrated with the help of numerous individuals such as teachers, counselors, administrators, and employers. 

Project COFFEE participants attend classes together in a separate building from other district high schools. The low teacher-to-student ratio (no more than eight to ten students in each class), emphasis on the occupa​tional component, individualized instruction in basic skills, and focus on credits needed for graduation help to ensure that the students who participate in the program reduce their risk of dropping out of school. As part of the program, students participate in role-plays and mock interviews to enhance their life-coping skills. As part of the occupational component, students receive skills training in the classroom as well as a work-study placement that begins during their first year of the program and continues until graduation. For the guidance and counsel​ing component of the program, participants meet for individual and group counseling sessions to discuss social, emotional, academic, and career planning issues. The physical education component consists of different activities each week, sometimes on school grounds and other times in local facilities.

Implementation Considerations: Many individuals are involved in the implementation of Project COFFEE. Among these are teachers who address the academic and life-coping skills components of the model and counselors who address the guidance and counseling component. The counselors also act as the program’s primary liaisons with social services and youth agencies as well as with the students’ home school districts. Both academic teachers and occupational instructors provide the physical education component of the model. The occupational component is addressed by occupational instructors in the classroom as well as through the implementation of a work-study expe​rience at a community site (e.g., business, nursing home) involving community members and employers.” (p. 53)



	Life Skills:
	“TEEN OUTREACH PROGRAM (TOP)
Background: The Teen Outreach Program (TOP) was created in 1978 in St. Louis to help prevent teen pregnancy and school dropout. The project was originally funded by grants from the Charles Stewart Mott Foundation, the Lila Wallace Reader’s Digest Fund, and other sources. The Association of Junior Leagues has also played an impor​tant role in the creation and implementation of TOP.

Intervention Description: TOP is designed to prevent teen pregnancy and school dropout for both males and females by having students volunteer in their communities and participate in classroom discussions and educa​tional sessions for one school year. Fundamental elements of the program include learning life skills, understand​ing social and emotional issues important to teens, discussing feelings and attitudes about a variety of subjects, and participating in volunteer opportunities in the community. These elements are implemented through the help of program facilitators, who teach classes, and organization facilitators, who help organize the volunteer experiences.

TOP can be implemented in a variety of ways. Some sites offer TOP classes for credit, as part of the school curriculum, while other sites offer TOP as an after-school program. Regardless of whether the program is during or after school, participants attend classes and discussions on a wide variety of topics. The topics are part of the Changing Scenes curriculum, which was originally created by the Association of Junior Leagues (1988) and revised by the Cornerstone Consulting Group in 1996. The curriculum is delivered via interactive group activities and exercises. Classes meet at least once a week throughout the school year and discuss topics such as communication skills, dealing with family stress, parenting, and understanding self and values. Although pregnancy prevention is a main focus of the program, less than 10% of the curriculum would be considered sex education, and material is incorporated into more general discussions of how to make good life decisions. Discussions about volunteer expe​riences are also included, to tie the classroom and volunteer service aspects of the program together.

The volunteer service component of the program also varies from site to site. All students are required to volunteer for a minimum of 20 hours per year, although some sites require more. Types of volunteer experiences also vary from site to site, but each program must ensure that the experience is appropriate both for the needs of the students and the needs of the community they are serving. Volunteer experiences include working as aides in hospitals and nursing homes, peer tutoring, and volunteer work in schools. 

Implementation Considerations: The classroom/group facilitators have the most contact with the students. The facilitators are typically teachers (for in-school programs) or youth workers (for out-of-school programs) who have been trained to facilitate the discussions outlined in the curriculum. Community service coordinators are typically staff and/or volunteers experienced in helping youth design effective community service projects. Most sites also have a program coordinator overseeing all aspects of the program. This position may be voluntary or paid. Access to classrooms or other suitable space is also required.” (p. 59)
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