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social roles, achievement orientation, and identity development are often
associated with leisure behavior and experience {e.g., Flarter, 1990; Kleiber,
1999; Kleiber & Kirshnit, 1991; Larson, 1994; Shaw, Kieiber & Caldwell,
1995).

Increased freedom in adolescence is associated with role and identity
experimentation. This experimentation, which often takes place in the free
time context, is essential for healthy development, but it also includes be-
haviors that might be developmentally maladaptive. For example, leisure
time is also a context for adolescent rebellion, vandalisin, and participation
in unhealthy activities such as using drugs and alcohol, violent activities, and
risky sexual behavior {e.g., Caldwell & Smith, 1995; Irby & Tolman, 2002;
Levin, Smith, Caldwell, & Kimbrough, 1995). We recognize that some ex-
perimentation is developmentally productive (e.g., Baumrind, 1987, 1991)
but of concern to this project was to prevenr adolescents from repeatedly
engaging in these problem behaviors over the long term, which has been
documented as predicting poor life outcomes.

Recognizing the important developmental opportunities afforded by
participation in healthy leisure, the TimeWise: Learning Lifelong Leisure Skills
curriculum-based intervention was developed to promote personal develop-
ment through healthy leisure engagement and prevent the onset of substance
abuse and other unhealthy behavior among rural middle school youth. The

Institutes of Health, National Institute of Drug Abuse (NIDA). ThneWise was
designed so that students systematically learned about their own leisure and
how to regulate or take action to achieve optimal experiences. The efforts
of the first year of the three-year project are discussed in this paper.

Before TimeWise and its ‘evaluation are described, the theoretical back-
ground is presented. First, the need for leisure education will be established

Finally, specific theories that were used to design the intervention are ex.
plained in the context of the specific TimeWise lessons, and these are mapped
onto the proximal outcomes of the study.

Leisure, Education, and Prevention

The way youth-focused research and youth programs have been concep-
tualized over the Jast thirty years has gradually evolved in light of scientific

(Pittman, Irby, Tolman, Yohalem, & Ferber, 2001). Many programs currently

“strive to both reduce the impact of risk factors and promote factors rhat are

conducive to well-being (Garbarino, 2001 ; Sameroff, Bartko & Seifer, 1997;
Scales, Benson, Leffert & Blyth, 2000). For example, Pittman and colleagues
(2001, p. 1) argued that the goals of youth development programs should
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be to simultaneously “prevent problems, promote development, and en-
courage engagement.” This focus is consistent with the family of contemn-
porary human development theories that highlight the role of “multi-
directional influences™ and “developmental systems” (Ford & Lerner, 1992;
Larson, 2600; Lerner, Freund, De Stefanis, & Habermas, 2001; Silbereisen &
Todt, 1994) and provides the metatheoretical basis for the TimeWise inter-
vention.

Despite the evolution in thinking about how to develop effective pre-
vention programs, the youth development approach is still relatively new and
has been ofien ignored; the more epidemiological or tisk reduction ap-
proach to reducing problem behaviors continues as the norm, especially in
school-based settings. This is documented by the numerous “risk reduction”
or “prevention” curricula that are available to middle school teachers {e.g.,
substance use prevention programs and sex education programs). Recently,
however, advocates of including a positive youth development approach
within a prevention framework suggested that research should be conducted
on how factors associated with social settings affect risk and protection (Ca-
talano, Hawkins, Pollard, & Arthur, 9002; Pittman, Diversi & Ferber, 2002).
Siill others have advocated that it is not the “flling of time” that is important,
but rather activities should develop skills, create challenges, and provide ful-
filling experiences {Carnegie Council, 1999; Zill, Nord, & Loomis, 1995).
Since leisure is the “social institution most closely associated with the world
of adolescence” beyond school (Fine, Mortimer, & Roberts, 1990, p. 227},
and is simultaneously a context of risk and protection, it is a natural con-
text for prevention programs that adopt a positive youth development per-
spective. ‘

These observations are ironic when positioned next to John Dewey’s
argument in 1912 that schools should be educating youth for- the wise use
of leisure time. Even though “leisure education” programs have been devel-

oped, particularly those devoted to after school child care and sports, they

have not always been sustained and typically have been targeted to youth
with disabilities. Moreover. they did not focus on the whole population of
students. Although the expanded prevention perspective (which includes
health promotion and positive youth development} has been at the fore of
some recent youth programs (e.g. Positive Action Program, Flay, Allred, &
Ord, 2001), typically the free time context is still ignored and an implicit
assumption has been that if youth are prevented from engaging in risky
behavior they will namrally possess skills for the constructive use of free time
and meaningful engagement in leisure pursuits. .

Unfortunately, this is not typically the case. Dealing with the choices
associated with increased amounts of freedom has been associated with stress
because there are fewer clear guidelines on how to manage daily decisions
(Larson & Richards, 1994) and many youth do not know how to make their
time meaningful and reap healthy and developmentally supporting benefits
from their free time choices (Carnegie Council, 1992). In an era where the
leisure of many youth is dominated by TV watching, computers, and video
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gar.m‘:-‘playmg, it is not surprising that the ability to selfinitiate meaningful

activities alone or with peers is an uncommon skill. To further compound

this issue, leisure among some youth today is so often tightly structured and

controlled that by the time they reach the age where they are developin

zutm’}o({ny f{qm parents, and are concomitanily faced with blocks of “If)reeg-
om” (i.e., leisure time), t i i '

o e e acﬁﬁ)t,ie:ey are often unprepared and ill-equipped to con-

To understand the role leisure plays in healthy adol .

- ment, a close cf:xamination of how le?suZe contributgs to heesa't:lilq; ggﬁgp_
ment is essential. Self-determination, intrinsic motivation, perceived sell}—
competence, and pleasurable experiences have been trea,tted as definin
eilements of optimal leisure experiences (e.g., Mannell & Kleiber, 1997; Neu%
11n_ger, 1981; Iso-Ahola, 1980). However, as Kleiber (1999) argue,d the,se de-
fining elen}ent_s of optimal leisure experiences have often been r;versim Li-
ﬁed, resulting in a rather undifferentiated view of leisure experiences Tgat-
is, the personal and enviroumental conditions associated with optimal leisure
and the processes by which one achieves these optimal states of engagement

have not been given adequate consideration (Klei i
TimeWise addresses these (i]ssues. n (Rleiben). The theory bebind

Metatheoretical Bases of TemeWise

Th.eonfs of adolescent development share a number of underlying ten-
ets, which “are not tied to a particular content domain” (Lerner, 1998
1)._These theories stress the mutual and multi-directional inﬂuenc’es am(’)nI.J :
various levels of organization within the person and across the contexts ig
whxcl'x they function (Bronfenbrenner & Morris, 1998; Ford & Lerner, 1992;
Gottlieb, 1992) and serve as broad guides to understanding human devel-
opment and behavior. This convergence in theoretical foundations is, in
part, tied to viewing human development in texms’ of intraindividual devel.
opmental processes. In the case of TimeWise, our orientation towards develop-
mental processes maintains that heéalthy human functioning is characterizelzi
Ezf Ea? individual’s active orientation in self-constructing how they operate
1973)(?1r environments (Lerner & Walls, 1999; Sameroff, 1980, Wolhwill,

To a limited extent, a number of these theories have b i
plied to the domain of free time activities, leisure, and/ oreye;utc}:rgzﬂzlzp:
Ee&t prograims {Baltes, Lindenberger, & Staudinger, 1998; Bronfenbrenm}:r
1986?3‘}3, 19}38: Larson, 2000; Ryax} & Deci, 2000; Silbereisen & Eyferth

; Silbereisen & Todt, 1994). While using slightly different language the,
general explanatory foundation of these theories accounts for takin a"ction
in context (Sllber.msen & Eyferth), and addresses the developmentaigcons&
quenTces oti sust:alnedlactivity engagement within a given context.

wo theories, selective optimization with compensation -
c(;:.g., Baltes, 1997; Lerner, Freund, De Stefanis, & lelbermas, 2(08(;:;?;13222
etermination theory (SDT; Deci & Ryan, 1985; Ryan & Deci, 2000) are



314 CALDWELL, BALDWIN, WALLS AND SMITH

particularly compatible to each other and have strong empirical support.
These two theories provided the metatheoretical basis for TimeWise. We next
provide a brief general overview of these thearies and then discuss the more
specific integration of them, and related theories (such as boredom and
initiative), in the TimeWise conceptual framework.

SOC, Lerner et al. (2001) suggested that the theory of selective optimi-
zation with compensation (e.g., Baltes, 1997) could provide a framework for
understanding how youth attempt to regulate their own lives as they interact
with their environments. SOC is predicated on the adaptive relation between
human and context and posits successful development as the “conjoint max-
imization of gains (desirable goals or outcomes) and the minimization of
losses (avoidance of undesirable goals or outcomes)” (Baltes, Lindenberger, '
& Staudinger, 1998, p. 1054). The self-regulatory processes of selection, op-
timization, and compensation are not linear, nor are they mutually exclusive,
and are heuristically posited as interactive and dynamic processes {Baltes,
1997; M. Baltes & Carstensen, 1996; Freund & P. Baltes, 1998, 2000). In
consideration of how these processes apply to adolescent development, Ler-
ner et al. stated that SOC informs the study of adolescent development as
investigating,

. . . how a youth decides what “to do,” how he or she “does” {what is.selected),
and how he or she may either “keep at it” or identify alternative’ routes to
healthy functioning in the face of fallure or loss. Thus, selection, optimization,
and compensation denote processes of goal-selection, goal-pursuit, and goal-
maintenance/alternation, respectively. (p. 32)

That is, Lerner et al. {(2001) present SOC as an explanatory framework that
encompasses developing preferences or goals, choosing and committing to
goals, maintaining and adhering to goals for advancement, or in the face of
Toss, failure, or decline, the compensation and reformulation of goals. These
processes are generally studied in specific content areas or domains, such as
free time or leisure. _

SOGC establishes goal selection, goal-pursuit, and goal-maintenance/al-
teration as a basic framework for conceptualizing activity engagement. When
SOC is viewed in terms of the pursuit of goals, the conceptual similarity with
other motivational or selfregulatory theories such as seif-determination the-
ory (SDT) is clearly evident. At the broadest theoretical level, 50C and SDT
posit healthy adolescent development as the ability to successfully “devel-
opmentally regulate” and adapt to one’s situation (Lerner & Walls, 1999;
Ryan, Sheldon, Kasser & Deci, 1996; Deci & Ryan, 2000; Walls & Litile, under
review). SOC helps to conceptualize adolescent functioning with respect to
general selfregulatory dynamics, while SDT provides a more complete frame-
work for assessing underlying motivational states associated with variation in
activity engagement.

SDT. Ryan and Deci's recent extensions of SDT have reemphasized mo-
tivation as a self-regulatory process {Ryan & Deci, 2000). SDT addresses the
natural human tendency to actively engage in the world and isa framework
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for investigating the social or environmental factors that enhance or foresta. -
ntrinsically and extrinsically regulated forms of motivation. o
Prev1ou§ applications of selfdetermination theory to the domains o
sport and leisure have often treated intrinsic and extrinsic motivation in -
dlchotqu}ls manner (Vallerand & Fortier, 1997). The more elaborate conl
ceptualization is as a continuum of motivation or self-regulatory style, whicl
involves the descriptive and functional differences among individuals’ styl
of relating to the pursuit of a given activity (Ryan & Connell 1989) Indgriz
. uals who are intrinsically motivated exhibit “the inherent ten;:lency to exteng
and exercise one’s capabilities, to explore, and to learn” as the definin
char?cterlstac of their motivation in a given area and reside at one end of 5
continuum of motivational selfregulation (Ryan & Deci, 2000, p 70)n Tl?us¢
?t or;ie end of !ZhlS continuum, fu[ly tnininsically motivated individuals are
ound. In the middle of the continuum, four different regulatory styles ha
been descr%bed: (a) in integrated regulation, the goal and its ursrlylit has b o
Integrated into the self and is in congruence with personal vglues and ne:c(;rf
(b) in identified regulation, a goal is adopted, its pursuit is owned, and it f‘
seen as personally important but not fully owned; (c) in introjected l‘f”: latio L
regulatory beha'.-fiors are adopted in a superficial way, but not full)gpl::mrnelcrilf
an'd finally, (d) in external regulation, behaviors proceed purely for the re-’
ceipt of a reward. At the far end of the continuum, a final state, amotivation
reveals completely unmotivated characteristics. All of these styltz:s of motiva-
tion pertain to adolescents except for the integrated style, which is too co "
plex Klnd mature” for the developing adolescent (e.g., V’allerand. 1997).m-
5 W.though SOC and SDT provided the metatheoretical foundation for
tmeWise, other theories, which can be subsumed under this metatheoretical
frmnew_ork of human action, also provided guidance to developing the i
tervention. The six curricular lessons in TimeWise (grade 7) well?e gesi nelg
to operationalize concepts found in these theories that suggested acti%iti
_that coul‘d serve as vehicles to reduce risk or promote healt% engagein Ei
in free time. These theories also served to help us idem‘.ifyytheg ?oxinc;nl '
outcomes of the study and will be described next in the context iP h e
cific grade seven lessons. ' o e spe

TimeWise Conceptual Framework

| The strong reliance on theory to develop the TimeWise curriculum al-
owed for a clear specification of proximal outcomes. Although the main
p;lrpose: of the overall study was to determine the efficacy of TimeWise in
preventing the onset of drug use, the analysis reported in this paper focus
on the proximal outcomes of TimeWise among grade 7 studen}t)s p(Data s -
gestTthat the typical onset of substance use among this popu]atj-on is ;:lge_
). ?; proximal outcomes were those believed to either promote pog;i-tive
Ese oth ree time and thu.s protect against initiation of substance use, thus we
ypothesized they were important mediators to substance use. Fi ’re 1 di
grams the general logic model of the curriculum. e -
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Lessons Proximal Outcomes® Pistal Qutcome
» Awareness &
Lesson I; Self-awareness z{p;;‘s‘;s::t
of time use and the L .
. new
benefits associated with © aPca;t\l:_::}eale m
leisure activities o Awareness
Lesson 2: Reasons fo.r « Affective Response
E:?‘;:f:ung w0 free time o Boredom/Interest
izi Well-being
sson 3: Recognizing o ! —
Lz:sgga] iterosts and » Leisure Skills Initiation of
pers o Initiative Substance Use

managing boredom
Lesson 4: The active
purstit of meaningful
activity (decision making
and planning)

Lesson 5: Managing free
time for balance and
variety

Lesson 6: Integration of
concepts

o Peer influence
o Planning & decision
making

o Ability to restructure
* Motivation

o Amotivation

o External

o Introfected

o Identified

o Intrinsic

i
Note: Outcomes in italics were to decrease in fevel due to the intervention; non-talicized out-
comes were to increase in level.

Figure 1. TimeWise Logic Model

The proximal cutcomes were groﬁped'into four categories: motivation,

affective response to leisure, leisure skills, and awareness and participation
in leisure. Determining whether TimeWise affected these proximal outcomes
is the basis for this preliminary evaluation study.

Curriculum overview. The. TimeWise study followed one cohort of early
adolescents for three years. In the first year (grade seven}), st.udentft; recen.red
six lessons, lasting about 50 minutes each. This was the most intensive period
of the program, which was designed to build a firm base in the language
and skills offered in the program that the students could then implement.
Fach lesson built on the next, and topics were often revisited in multiple
places in the curriculum (e.g., self-determination and interest development).
The first year curriculum was comprised of six lessons: (a) selfawareness of
time use and the benefits associated with leisure activities, (b) reasons for
participating in free time activides, (c) r_ecognizing. personal i-merests_z?nd
managing boredom, (d) the active pursuit of meaningful activity ('dec1510n
making and planning), (e} managing free time for balance and variety, and
{f) integration of concepts. In each of the second a.nd third years {grades
eight and nine), students received three booster sessions of TimeWise.

Lesson one: Time use and benefits of leisure. In the first lesson students iden-
tified the kinds of things they did in their free time and were asked to reflect
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on the benefits (e.g., physical, mental, and spiritual) they received from ac-
tivity participation. The concept of benefits was introduced along with the
concept of activity consequences, Students were encouraged to reflect on
their activity choices and consider the possible healthy and unhealthy con-
sequences. Students were also asked to complete a fourday time diary (two
weekdays and two weekend days) for homework. This diary was referred to
throughout the six lessons.

A number of theoretical perspectives were incorporated broadly into
this lesson, which sets the stage for subsequent lessons. SDT (e.g., Ryan &
Deci, 2000} provided the idea that to take action on desired activities, youth
must first become aware of their current leisure patterns. Therefore, self-
analysis was an important part of this lesson. From a prevention perspective,
encouraging youth to take responsibility for their own leisure time by doing
things to increase their benefits in leisure promotes healthy behaviors and
decreases negative behaviors (e.g., Simeonsson, 1994). Developmentally,
helping youth identify their leisure patterns and matching benefits corre-
sponds to the process of establishing emotional autonomy in a responsible
manzer.

Lesson two: Reasons for participating in free time activities. The constructive
use of free time requires balancing what one “has to do” with “what one
wants to do” and is a complex and dynamic process. Employing a differen-
tiated view of motivation as a theoretical basis of TimeWise (SDT) meant that
students were introduced to reasons associated with amotivated, externally,
and internally motivated styles of leisure activity engagement. The lesson

“focused on the intrinsic enjoyment of activities based on a real interest in

the activity (intrinsic motivation), or because the activity served a future pur
pose, such as learning to play an instrument to get into the school band
(identified motivaton). Students were taught that more. benefits accrue if
they do things in their leisure time that are in line with intrinsic or identified
forms of motivation. In contrast, situations associated with acting because
they have nothing else to do (amotivation), they have to (external motiva-
tion), or are driven by the need to fit in or be popular with their friends
(introjected motivation} were also discussed.

During adolescence, peers are a predominant source of external pres-
sure and a potential threat to internalization and the expression of intrinsic
motivation. Thus, the optimal self-regulatory style is to assess one’s peer con-
text and determine whether one’s peer group needs to be narrowed,
adapted, or modified (Lerner et al., 2001). This type of developmental reg-
ulation is a particularly important leisure skill because (a) associating with
peers supportive of substance use is associated with higher levels of substance
use and (b) spending time in unstructured social settings predicts substance
use, which is mediated through time spent in a party-type social setting (Cald-
well & Darling, 1999). In this lesson, studenis were encouraged to think
about their own motivational styles, what happens when they internalize oth-
ers’ desires (which can be both positive and negative}, and how they can
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support their own intrinsic interests, even when they are contrary to their
immediate peer group Or parents.

A number of hehavioral consequences or subjective conditions have
been associated with the varying motivational styles. Specifically, identified
and intrinsic forms of motivation have been positively associated with the
expression of interest, which contributes to positive developmental outcomes
(Larson, 2000). Boredom is associated with extrinsic forms of motivation as
well as amotivation and has been well documented with risk behaviors (as
described in the next section). Thus the next lesson focused on developing
interests and managing boredom.

' Lesson three: Developing interests and managing boredom. We were particularly
interested in boredom because perceptions of nothing to do, no place to
go, and boredom have been linked with a number of problem behaviors
such as alcohol and drug abuse (Brake, 1997; Caldwell & Smith, 1995; Iso-
Ahola & Crowley, 1991; Orcutt, 1985), higher rates of dropping out of school
{Farrell, Peguero, Lindsey, & Whiie, 1988), vandalisin (Caldwell & Smith,
1995), and obesity (Abramson & Stinsomn, 1977, Ganley, 1998; Rodin, 1975;
Wilsan, 1986). Although there are multiple reasons for experiencing bore-
dom in leisure, reasons that resonate most with adolescents are “I don’t have
anything to do™ and “I have to do it” (Caldwell, Darling, Payne, & Dowdy,
1999). Lesson three direcily addressed understanding and overcoming bore-
dom and helped students begin to identify current and future<interests as
an antidote for boredom.

Interest development is very much connected with the concept of ini-
tiative {Bronfenbrenner & Morris, 1998; Larson, 2000) and is linked with
healihy development (Lerner et al., 2001). According to Lerner et al., ini-
tiative occurs when a preferred activity is selected, constraints to participation
are faced, and the challenges presented are overcome, allowing continued
involvement in the actvity. Lerner et al. noted, “constraints and limitations
of (internal and exterpal) resources (e.g., stamina, money, social support)
are present throughout the entire lifespan [e.g., P. Baltes, 1997] . . .” (p.
32). Therefore, SOC theory suggests that vouth should learn to select inter-
ests that are personally meaningful and doable from a range of possible
choices. Lerner et al. suggested that this focused approach prevents “diffu-
sion of resources” (p. 32), which may prevent a youth from pursuing one or
two meaningful activities. Although this concept is introduced in this lesson,
in lesson five, a discussion about the need for variety and balance in one’s

leisure is continued. Attitudes and stereotypes that constrain one from de-

veloping or even thinking about a potential interest were discussed in this
lesson; other types of constraints were discussed later in the curriculum and
will be discussed subsequently in this paper.

Ability to restructure. Avoiding boredom is important, but also important
is the ability to turn a boring sitwation into something that at least is some-
what interesting. We view this ability as an iroportant part of developmental
regulation that will assist youth in having healthier leisure. Although having
a variety of interests helps one to avoid boredom, youth naturally find them-
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selves in situations they classify as boring. The theory behind the ability to
restructure a situation {for example, choose different goals or change the
focus of activity} comes from Iso-Ahola’s (1980) work on optimal arousal, as
well as from SOC. Iso-Ahola and Lerner et al. (2001) stressed the importance
of developmental regulation in response to the context or specific situation
one finds oneself in. Lerner et al. suggested that, in particular, the “optim-
ization” component of SOC is particularly linked with the process of devel-
opmental regulation, consistent with Iso-Ahola’s discussion of the need for
one to regulate one’s arousal level. TimeWise provides youth with specific
ideas about how to restructure boring situations.

These first three lessons were preparatory for the “action” orientation
of the next three lessons. In lessons four through six, students learned about
planning skills and resources that would enable them to effectively act on
their environments in order to pursue desired leisure interests. Lesson four-
directly dealt with planning and decision making skills, as well as overcoming
interpersonal and structural constraints to preferred activity. -

Lesson four: Planning and decision making skills. The theoretical impetus
for this lesson sternmed from the work on initiative development (Bronfen-
brenner & Morris, 1998; Larson, 2000}, SOC (Lemer et al, 2001) and de-
velopment as action in context (Silbereisen & Eyferth, 1986; Silbereisen &
Todt, 1994). Building from the previous lessons, where youth discovered
what their interests are and why having long-term interests are mportant
(e.g., avoiding boredom}, here youth learned to actively construct their own
free time in ways that are meaningful and interesting to them. They were
asked to select one or two activities that they would really like to pursue from
the list of possible interests they developed in lesson three. In order to max-
imize their opportunities to be involved in preferred leisure activities, we
began the lesson with a discussion of the pianning process and youth were
encouraged to plan ahead for some activities so that they could participate
in those activities they were interested in. We also guided youth through
exercises that increased their awareness of things to do in and around their
communities.

Constraints theory (e.g., Jackson & Rucks, 1995) was an important foun-
dation for this lesson. After having encouraged youth to think of a number
of things that interested them in the previous lesson, here we helped youth -
narrow the range of alternatives to focus on the most doable activities given
resource and other possible constraints. This was very important to the youth
in our study as they lived in rural areas where resources were limited. In a
discussion of constraints and persistence, youth identified potential con-
straints to their desired interests, determined whether or not the constraints
were real or perceived, and problem solved ways to negotiate the constraints.
Youth were cautioned that sometimes constraints are real and that they have
to adapt, have back-up interests and perhaps chose different goals.

Lesson five: Managing free time for balance and variety. This lesson extended
the previous lesson where students learned to be planful and deliberate in
their leisure time in order to maximize their opportunities to be involved in
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preferred leisure activities. In lesson five, y_outh l_ea.rned to manage t_he un-
planned or unexpected events that occur in thelr free time, .111clud1ng ne-
gotiating things that happened. when they hang out with friends anc;i{ gr
encountering periods of being bored. Also in this lesson .youth' learned the
importance of having a variety of activity types and frfends in their repe‘noslr'?i
and a balance of how they spend their time on a daily and weekly basis. Su
based broadly on SDT and SOC, the theoretical basis for this part of the
Jesson addressed the need for stability and novelty (optimal arousal; Iso-
Ahola, 1980: Mannell & Kieiber, 1997) and the need to avoid borgdom.

Lesson six: Integration. The last lesson in grade 7 was a synthesis of corg
cepts learned across all lessons. Students engaged in a review session, an
‘then choose among a number of exercises (e.g., collage, poetry writing) to
express what they learned in TimeWise.

Methods

To evaluate TimeWise, a three-vear, single cohort, quasi-experimental dec{
sign was employed (Shadish, Cook & Camppeli_, 2092). Both outcomle an
process data were collected. Nine school districts in central Pennsylvania
participated in the evaluation, four of which received the T imeWise program
and five served as comparison schools. The evaluation of TimeWise is almost
completed and two waves of data, Time 1 and Tlme.2, are used,in this pgp{;xl'
to assess the impact of the main part of the curriculum on the proxim
outcomes of interest.

Procedures

The TimeWise curriculum was pilot tested in the fall of 2000 and imple-
mented in four rural school districts in central Pennsylvamia in the spring of
2001 (20 classrooms participated). Baseline data were coliected in September
and October 2000 after gaining human subjects approval from the wniversity
of the authors and parental consent was obtained. A team of trained ;1}11’11-
versity students followed a strict proto_col and distributed quesuorf_nalrclels at
participants self-administered in their classrooms, typically during home-
room. In order to help students feel comfortable filling out questions on
sensitive material (i.e., substance use), teachers were not present_d_urmg th(_e
administration of the questionnaire. No students refused to participate dur-
ing data collection, and they took between 20 and 40 minutes to complete
the questionnaires. The first wave of follow-up data was collected in th(}
spring of 2001. At both time points, if students were absent on the day o
data collection, we went back to the school at another time to re-administer
the questionnaire. There were between three and six weeks between the en2d
of the TimeWise program and administration of the questidnnaire at Time 2.

Sample

We developed an aggressive protocol for collecting active paljental con-
sent, which was applied in exactly the same way in each school. This protocol
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included teaclier and student incentives (gift certificate to an office suppl
store and a pizza party, respectively) if 80% of the students returned signec
consent forms (regardless of whether consent was given or withheld). Wi
prepared packets that were sent via express mail to each school, with detailec
mstructions and a return express mail envelop provided. The day the packe
was to be received, we phoned .the school to remind the principal an¢
teacher of the consent protocol. Based on these efforts, we received parenta
permission from and collected data on beiween 51% and 88% of all grade
seven students in each of nine schools (the average was 67%). There was ¢
slight difference in parental consent rate between treatment and comparisor.
schools. The overall consent rate for the four treatment schools was 68.7%
and for the comparison schools it was 60.8%. Examination of response rates
revealed no systematic pattern of consent or lack thereof,

Of the 634 seventh grade students at baseline (fall 2000) who received
parental permission and agreed to participate in the study, 315 were female
{49.7%). Ninety-five percent of all students were European-American. The
areas where the participating schools were located were rural, as indicated
by students’ responses about where they lived; 30.4% reported living in a
rural area, 29.0% lived in a neighborhood but not “in town,” and 25.2%
lived in town. Only 6.9% reported living on a farm. Using the means students
used to buy lunch as a proxy measure for socio-economic status, 56.7% of
students reported buying lunch at full price, 20.8% received a free lunch,
and 11.3% were eligible for reduced price lunches. About 4.5% of students
either brought lunch from home, or went home for lunch. These results
suggest that about a third of the students came from a lower socio-economic
background. Although there were some significant differences across schools
on these variables, there were no significant differences on these variables
between the treatment and comparison schools, thus indicating that the
youth from both groups came from similar socioeconomic backgrounds.

Due to student absences and lack of ability to re-contact them, 14 stu-
dents who had parental permission were not surveyed in the second wave of
data collection (spring 2001). Thus, the total numher of students in the
second wave was 617.

Measures

Many of the measures were developed specifically for this study. Because
of this, cognitive interviews (Willis, 1994) were conducted with a convenience
sample of adolescents to help assess the validity, readability, and understand-
ability of the measures. Eight adolescents, aged 12 to 16, participated in a
series of interviews. First, the adolescents read the items in the questionnaire
and responded using the Likert-type response scale given. Second, after the
adolescents completed the questionnaires, two members of the research
team asked the adolescents about each item. The questions asked by the
researchers assessed any problem areas the adolescents had understanding
specific items or the wording of items. Face validity was also discussed as the
youth were asked if the question would make sense to young adolescents.
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eight adolescents’ responses to such probing questions was re-
E'glfc}ilegf atill?i tl%e‘: entire research ll;jeam studied each item based upog th‘ei
feedback given by the subjects. A re}jiiﬁ('i item pool was then developed base

i ion gained throu i$ process.
> El}i%;folngjélvci}degaﬂle descriptgive staﬁI:tics for the scales qs:_ed to measure
these constructs. Except for reporting number of hours participating in spe-
cific leisure activities, students responded to a series of items foi ea.ch con-
struct using the following response scale: 1 = strongly disagree, 2 = dlsalgtree;
% = neither agree nor disagree, 4 = agree, and 5 = strongly agree. }(le_mh
were reverse coded as necessary. Scales were constructed such that a hig
indicated a high level of the construct. _ o

Scoreﬁi‘?i?vation. Mot%vation was measured using the Free Time Motivation
Scale for Adolescents (FTMS-A, Baldwin & Caldw‘ell, 2003), wh1ch_ was basedi
on earlier work on motivation, including the le1§ure scale‘for h}gh scholo
students (Pelletier; et al., 1995), the Self Regulation Qu_esuonr}alrfe fog e i:—
mentary students (Ryan & Connell, 1989), the. Ac:exderplc Motivation cale
(Vallerand, et al., 1992), and measures of motivation in the sport domailn
{Chatzisarantis, Biddle, & Meek, 1997; Goudas, Biddle, & Fox, 1994). The

TABIE 1 ) ;
Descriptive Statistics for Proximal Ouicomes at Time 2 .
Measure . i
Category (No. of Ttems) Mean (s.d.) Alpha
Affective response Interest {7) ‘ 3.93 (.gg) ;g
Well-being (4) : 4.17 {.67) .64
Leisure skills - Peer Influence (4) 2.70 (.80) .55
Initiative (4) 3.82 (.ZO) .
Planning and decision making 3.93 (.70) .80
(%)
) Ability to restructure (4) 3.99 (77) gg
Awareness and participation -~ Awareness 3.56 (.86) ‘ .72
Increased participation (6} ~3.96 (.63} .
Time spent in a natural public 5.84 (1.37) NA
area (1)
Time spent in organized sport (1) 4.62 (1.60} NA
Time spent in school or 4.01 {1.83) NA
community club (1} e
Motivation ) Amotivation (4) 1.97 (.82‘) .75
External (5) 2.30 (.86) 7
Introjected (5) 3.34 (76) 72
Identified (4) - 4.05 (.67 .;1
Intrinsic (4) 4,51 (.53) 71

Note: Ttems coded on a 5 point scale where 1 indicates a low level of the construct and 5 indicates

a high level. The exception is for the leisure participation variables “time spent,” where 1 =
never and 6 = almost daily,
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FIMS-A assesses five of the motivational self-regulatory styles: (a) amotivatior
(e.g., I don’t know, nothing much interests me, « = .77), (b) extrinsic mo
tivation (e.g., That is the rule in my house, a = .77}, (c) introjected moti
vation (e.g., I want people to like me, @ = .78), (d) identified motivatior
(e.g., What I do is important to me, a« = .68), and (e} intrinsic motivatior
(e.g., I like what I do, o = .70). These dimensions have been empiricall
verified to exist along a continuum from intrinsic to extrinsic motivatior
(Baldwin, & Caldwell, 2003; Ryan & Connell, 1989; Walls & Litde, unde
review).

Affective response lo leisure. A second type of proximal outcome focusec
on affective response to free time. For this study, two types of affective re
sponse were considered: the degree to which one was bored or interested ir
activities and the degree to which one felt free time activities contributed tc
one’s sense of well-being. To measure degree of boredom, the boredom sub
scale of the Leisure Experience Battery for Adolescents (Caldwell, Smith, &
Weissinger, 1992) was expanded to include level of interest. Thus, this mea
sure included seven items such as, “For me, free time Jjust drags on and on,”
as well as “My free time activities are very interesting to me.” Cronbach’s
alpha for internal consistency for this seven-item measure was .75. The ex-
panded dimensionality of this measure mirrored the way in which the “bore-
dom and interest development” TimeWise lesson was structured. In this les
son, boredom and interest were treated as opposite feelings one could have
about free time, and students were helped to think about what made things
boring, what made things interesting, and how to turn a boring situation
into an interesting situation.

Well-being was ineasured with four items (o = .54) that assessed how
healthy students perceived their free time to be. For example, items such as
“I think that most of my free time activities are good for me,” and “The
things I do in my free time are not healthy” were used.

- Leisure shills. A third set of variables assessed the degree to which stu-
dents perceived they possessed a set of leisure skills that were hypothesized
to act as risk or protective factors to substance use. These measures, all de-
veloped for this study, included initiative (e.g., I give up easily if things don’t
g0 my way, o = .65), peer influence (e.g., It is easiest to do what everyone else
wants to do in my free tine, o = .64), planning and decision making skills (e.g.,
I can plan activities myself without help from my parents, @ = .75), and the
ability to restructure a boring situation {e.g., [1 know how to. . .] Turn a boring
situation into something that is more interesting to me, a = .84).

Awareness and participation. The final set of variables dealt with students’
awareness of leisure activities in their communities and levels of participa-
tion. Awareness was measured with four items, including for example, “[In
my community. . .] I know of places where there are lots of things to do, «
= .50.” We were also interested in whether they had participation in new and
interesting leisure activities (e.g., In the last six months, I learned a new activity;

- I have at least one hobby I am really interested in; « = .72). Three additional

survey items regarded amount of time participating in various activities; students
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rated how often they had gone to a natural public area, participated in
school or community clubs, and participated in organized sports (response
scale ranged from 1 = never to 6 = almost every day).

Gender: It was possible that the effects of the intervention would vary by
gender. The prevention literature suggests that gender differences in youth
have not received adequate attention practically or theoretically (Substance
Abuse and Mental Health Services Administration, 2000; Trieman & Beck,
1996). As an understanding of mediators to substance use grows, there is
evidence that motivation for substance use differs by gender. In particular,
boys’ desire to increase social bonding (Newcormb, Chou, Bentler, &. Huba,
1988), mitigate boredom (Wilson & Herrnstein, 1985), and enhance self-
perception (Liu & Kaplan, 1996) have been empirically linked to the init-
ation of substance use. Girls, on the other hand, have been shown to use
substances for less external and more internal reasons—they use to over-
 come emotional stress, tension, and difficulties with relationships (Liu &

Kaplan, 1996; Robbins, 1939). :
Likewise, the leisure literature suggests that there are gender differences
in terms of the affective and hehavioral aspects of leisure (Busser, Hyams, &
_ Carruthers, 1996; Henderson, & King, 1998; Philipp, 1998; Shaw, Caldwell,
& Kleiber, 1996; Shaw, et al., 1995). Therefore, gender was included in the

analysis of proximal effeces. :

Results

To assess the impact of TimeWise on the proximal outcomes, a series of
GLM repeated measures procedures was conducted. The dependent variable
was the outcome of interest (e.g., initiative)}. We accounted for within-subject
variability across time points in our analysis before assessing between-subject
differences, therefore, time {e.g., initiative at Time 1 and initative at Time
2) was the within-subjects repeated measure. Condition {(experiment or com-
parison group) and gender were between-subjects factors. Main effects for
time, condition and gender and two- and three-way interactions were tested.

Before discussing condition effects, results for main effects of gender
and time are described. The following statistically significant main effects for

time and gender were found for selfdetermination outcomes (mean scores -

by wave or condition are shown in parentheses). External motivation de-
creased over time (T1 = 2.35, T2 = 2.25; p = .009) and males had higher
levels than females (males = 2.40, females = 2.20; p = .002). There was also
a gender by condition interaction for external motivation, which will be de-
scribed following the discussion of condition effects. Introjected  self-
determination increased over time (T1 = 8.28, T2 = 3.36; p = .026), as did
identifed selidetermination (T1 = 3.98, T2 = 4.07; p = .003).

Males were more influenced by their peers than females (males = 2.80,
females = 2.57; p = .001). Over time, students became less aware of com-
munity opportunities {T1 = 3.46, T2 = 3.38; p = .048). There were also
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gender differences in the number of hours spent going to natural public
Places and participating in school and community clubs. Males spent more
time than females in natural places (3.93 vs. 3.66, respectively, p = .001) and
females spent more time than males in school and community clubs (4.35
vs. 3.58, respectively, p = .045). Amount of time spent in these two activities

* increased over time (for natural places, T1 = 3.68, T2 = $.87, p = .000; for

schools and community clubs, T = .84, T2 = 4.00, P = .0600).
I_\To other s:igniﬁcant main effects for gender and time were reflected for
?u_no_uvated or Intrinsic motivational characteristics, boredom, well-being, in-
luative, restructuring, planning and decision making, activity pa'rticipation
participation in new and interesting activities. In addition, there were nc;
other interactions of the between-subjects factors, gender and condition.
Next, we present the results of the intervention. Analyses indicated that

. the TimeWise program significantly affected the following proximal outcomes,

For each of the following cutcomes, Time 2 (i.e., posttest) mean scores for
those who participated in the TimeWise program (TW) are compared to those
students who did not participate (C). In each case, pretest scores (Time 1)
were accounted for in the GLM procedures (the repeated measures or within
subject score). Interaction scores were also assessed. Table 2 displays the
results of these analyses, as well as presents the effect sizes. Effect size was
calculated using Cohen’s d, 2/F//df (Rosenthal, 1994).

Affective Response to Leisure

Students in TimeWise reported higher levels of interest (and thus lower
levels of borr_edon"%) than comparison group students (TW = 4.01, C = 3.86, .
£ = 010). TimeWise youth also indicated higher levels of well-being in leisure
than youth in the comparison group (TW = 426, C = 410, p = .032).

 Leisure Skills

Youth who received TimeWise scored higher than the comparisen group

© on initiative (TW = 4.16, C = 4.05; p = .038) and the ability to restructure

boring sitvations (TW = 4.01, G .= 3.86; p = .005). Fi i
: . = 4.01, 86; p = . . Finally, students in
TimeWise also reported higher scores on the ability to plan arzrd make deci-

‘581?71(;? ';n iri)eo‘;i)rflc than students in the comparison group (TW = 3.82, C =

Awareness and Participation

TimeWise youth also reported participating in new and interesting activ-

-ities more often than the students in the comparison group (TW = 4.05, C

= 391 # = .011) and being more aware of leisure o ities i

/ ) pportunities in the
community (TW = 3.4@,_ G = 3.29; p = .002). More time was spent by
Tz-r_neWzse youth in organized sports (TW = 4.82, C = 4.41, ¢ = .018) and
going to natural public places (TW = 3.97, C = 3.58, P = .000).



326 CALDWELL. BALDWIN, WALLS AND SMITH

TABLE 2 _
Repeated Measures GLM Comparison of Time 2 Means While Accounting for
' Within Subject Variability at Time 1

TimeWise Mean . Comparison Mean Effect
Variable . (s.d)" (s-d)" Pvalue Size
Interest {Boredom) 401 (589 .86 (615} 010 21
Well-being 4.26 (672) 4.10 (656} 032 18
Peer Influence 2.48 {.702) . 2.61 {.G54) 128 13
Initiative 4,16 (.761) 4.05 (.740) 038 17
Planning and decision 3.82 (.510) 3.76 (.547) .005 15
making 7 .
Ability to restructure 4.01 (722} : 3.86 (.766) 005 - .24
" Awareness : 3.40 (.800) 3.29 (.893) _ 002 29
Increased 4.05 {.616) 3.91 (.640) .01 o2
" participation : ' -
Time spent in a 597 (1.35) 3.58 (1.57) 000 38
natural public area
Time spent in . . 4.82 (1.60) 4.41 (1.67) 018 24
organized sport 7
Time spent in school - 4,15 (1.84) 3.93 {1.80) 890 - .01
or community club i
Amotivation . 1.89 (.779) 2.04 (.834) 010° .23
External motivation Male 2.30(.920} . Male 2.32(.86) 620 16
' Female 2.80(.766)  Female 2.27(.846)
Introjected motivation 3.35 (.750) 823 (.763) 045 17
Identified motivation | 4.17 (.662) 3.97 {.659) 000 56
Intrinsic mmotivation 454 (563) - - 4.48 (.506) A0l 14

Note: Items coded on a 5 point scale where 1 indicates a low level of the construct and 5 indicates
a high level. The exception is for the lejsure participation variables “time spent,” where 1 =
never and 6 = almost.daily.

? Gender by condition interaction

Motivation

Students in TimeWise reported lower levels of amotivation (TW = 1.89,
C = 2.04; p = .010) and higher levels of identified (TW = 417, C = 3.9%
p = .000) and introjected (TW = 3.35, G = 3.23, p = .045) motivation. A
marginally significant gender by condition interaction was indicated for ex-
ternal motivation (TimeWise means were 2.30 for males and 2.89 for females
while comparison means were 2.32 and 2.27, respectively, p = 062). )

Significant results were not found for peer influence, tme spent m
school or community clubs, and intrinsic motivation. Effect sizes for all re-
sults were small to moderate, ranging from .15 to .38.

Discussion

Overall, there is indication during the first year TimeWise youth re-
sponded to the program on many of the leisure outcomes of interest to this
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study, although there were a few proximal outcomes that were either not
influenced (i.e., intrinsic motivation, participation in school and community
clubs, and peer influence) or were influenced in the opposite direction from
that which was hypothesized (i.e., introjected self-determination). Before the
effects of TimeWise are discussed, we will discuss the main effects of gender
and time on the proximal cutcomes.

Developmentally, one would expect adolescents to become less exter-
nally motivated over the grade seven year, which is what we found, although
males had significantly higher levels than females. At the same time adoles-
cents were feeling less externally motivated, they were also becoming more
motivated by doing things to please others (introjected) and doing things to
accomplish a goal (identified). These latter forms of motivation depend on
one’s ability to increasingly internalize reasons for behavior. That these ad-
olescents moved along the motivation continuum from external motivation

* toward more internally motivated behavior is developmentally consistent with

their need to increase their autonomy. . :

Consistent with males reporting being more externally motivated, they
reported being more susceptible to peer influence than females. In an anal-
ysis of friendship behavior, Buhrmester (1996} suggested that males are more
often in contexts where agentic rewards (such as personal achievement, rec-
ognition, and power) are pursued through sports and competitive games.
Females, he suggested, are more likely to involve themselves in activities that
support comumunal rewards (such as interpersonal connection). These ob-
servations are consistent with our finding that males spent more time going
to natural public places than females, while females spent more time than
males participating in school and community clubs.

Effects of TimeWise

We posited that not only is increasing levels of self-determined behavior
an important factor in risk reduction, but it is also critical to the ability to
self-regulate one’s behavior in terms of developing and persisting in healthy
leisure activities. Overall, youth in TimeWise had desired levels of motiva-
tion—higher levels of internalized behavior (identified and introjected mo-
tivation) and lower levels of amotivation. This finding is important for two
reasons. First, being able to internalize activities that are not entirely intrin-
sically motivated (that is, the impetus comes entirely from within the person)
is an important challenge for adolescents to overcome. Although some ac-
tivities are done that have no appeal to the self and are entirely externally
motivated, reality dictates that often people have obligations that they must
do. To the extent one can learn to internalize reasons for participating in
these activities, one will have better experiential outcomes (Ryan & Deci,
20000, . :

The fact that Ievels of introjected motivation was higher for youth in
TimeWise raises some issues that need further exploration. Deci and Ryan
(1985} viewed introjected motivation among adolescentis as a potentially
problematic orientation. Although becoming more internalized is positive,
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this complex form of motivation can be challenging to adolescents and par-
ents. As youth struggle with growing levels of independence from parents,
and dependence on peers, the activities that are internalized, and the way
adolescents learn to internalize extrinsically motivated behaviors, are topics
that should receive increased attention. In particular, the differences and
processes between internalizing one's motivation to participate in develop-
mentally healthy activities versus participating in problem behaviors needs

to be examined, especially since internalization often occurs as a result of

one’s social group {Deci & Ryan, 2000). Here, also, a fruitful but perhaps
uncomiortable topic for some would be to examine how, when, and under
what conditions some risk behaviors (in the name of experimentation per-
_haps) are actually developmentally positive. ‘

The gender by condition interaction for external motivation suggests
that females responded better to the program. This is consistent with the
finding that males appear to be at the point in time where they do things
to please others and for externally motivated reasons. TimeWise was not able
to overcome these motivating factors in male’s lives and the content should
be reexamined to better respond to these findings. The ability to adapt one’s
context or modify one’s peer group, according to Lerner et al. (2001), im-
plicates cognitive functions and the ability to change oneself if one cannot
change the context (i.e., peer group in this case). Perhaps fernales at this
developmental stage are more easily able to do this than males. This ability
to adapt the way in which one achieves one’s goals is the hallmark of optim-
ization (Freund & Baltes, 1998, 2000; Lerner et al., 2001).

Decreasing amotivated behaviors is considered a protective factor, and
youth in TimeWise reported lower levels of being amotivated. Amotivation has
been negatively linked with optimal leisure experience (Kowal & Fortier,
1999) as well as substance use, aithough in the latter, it is unknown whether
amotivation causes substance use (in particular marijjuana use) or the reverse
is true. )

Because one of the program’s foci was helping youth systematically
choose interests that lead to healthy benefits, having students report that
they were more goal-oriented in their leisure was not surprising (and was
desired). It is likely that TimeWise students did not report higher levels of
intrinsic motivation because typically students report already high levels of
intrinsic motivation and there may be a ceiling affect in the way in which
this variable was measured and used. Subsequent analysis using the FTM5-A
(Baldwin & Caldwell, 2003) will likely use a cluster analysis technique to
group students into motivational styles, which would help overcome this
problent. For the purposes of this first evaluation effort, however, we were
interested in how TimeWise affected each form of motivation discretely.

Students who had TimeWise reported an increased interest in their ac-

tivities and lower levels of boredom than the comparison students. Moreover,

students in TimeWise reported the ability to restructare boring situations into
more interesting experiences, and reported higher levels of initative. The
increase in ability to manage one’s level of optimal experience is a potentially
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important mediator to substance use, since boredom has been linked with
substance use (Brake, 1997; Caldwell & Smith, 1995; Isc-Ahola & Crowley,
1991). Furthermore, reporting higher levels of initiative meant that youth
persisied in pursuing activities of choice despite constraints. Thus, not only
did students report being more interested in their activities, behaviorally they
acted on their interests. These findings combined suggest that TimeWise was
possibly effective in helping students select, optimize, and compensate in
their leisure. They displayed initiative and the ability to self-regulate. These
skills were behaviorally manifested as TimeWise students spent more time in
activities and had higher rates of participation in new activities. They also
reported higher levels of awareness of community opportunities and plan-
ning and decision making skills.

Given these findings, there is the suggestion that youth who receive
TimeWise may be more protected against initiation of risk behaviors, as well
as become more engaged with their environments. Two booster TimeWise
sessions (in grades 8 and 9) and two more waves of data collection will help
answer whether the effects seen in this analysis persist over time and whether
the proximal outcomes do affect the ultimate outcome of preventing sub-
stance use. The preliminary findings do, however, validate that the program
as designed did what it was intended to do—affect youth’s ability to become
responsible for their leisure. Youth can be taught to think about their levels
of motivation as well as how to find interesting activities that are fulfilling
(and thus motivating) and persist in these activities. Better effort is needed
to understand how males might be better reached with this type of program.

" Potential Improvements

There are, of course, numerous improvements that could be made to-
the TimeWise program, based on its ability to affect leisure-related variables.

- S§ix sessions is the minimal number of sessions that seems reasonable, al-’

though given the demands on principals and teachers to meet educational.
standards, we were lucky to have been given this time. More sessions would
allow not only the ability to further explore some concepts in more depth
and even add additional concepts; it would also allow an experiential com-
ponent. A legitimate criticism of the program as it currently exists is that
there is no opportunity for skill development and trying out possible inter-
ests. Ideally the sixsession curriculum would be combined with an after
school program to achieve this configuration. The experiential component
would hopefully more effectively activate the classroom lessons.

Moreover, it is possible that a more intensive dose of TimeWise would
increase effect sizes. The effect sizes were rather small, although it is worthy
to note that with only six lessons given during the first year of imnplementa-
tion, it is not reasonable to expect very large effect sizes. )

Another configuration or application of TimeWise would be to target its
delivery to certain youth in certain contexts. Lerner et al. {2001) claimed
that this is. one of the benefits of using the SOC theory (and we would add
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one of the benefits of using a developmental systems approach in general)—
" meeting the needs of diverse youth in diverse settings. In this application,

youth who might be identified by teachers, parents, or other adults as lacking

in their free time skills and having unhealthy leisure behavior might benefit

from TimeWise. This is an empirical question (see, for example, Graham,
. 2001). '

Limitations

There are limitations to this study that must be acknowledged in con-
sidering the results. Of particular concern is that the parental consent rate

was not as high as we had hoped. This is a problem faced by most people

who do research on adolescents in western cultures; gaining active parental
consent usually results in a sample typified by youth with higher academic
achievement and more involved parents (Henry, Smith, & Hopkins, 2002).
Thus, the effects of TimeWise were reported for only those youth whose par-

ents had consented for their child to be in the study, although all youth in_

the schools received the program as part of their standard curriculum.
This study was specifically developed to prevent substance use among
rural middle school youth because this is an area often overlooked in pre-
vention research. Given the geographic characteristics, our sample was al-
‘most entirely of European decent. It is unknown whether or not’TimeWise
would be as effective in an urban environment, or with adolescents who
come from different ethnic and racial backgrounds. Two studies are cur-
rently underway that will addresses the generalizability of TimeWise. The first
study is occurring in a large, racially and ethnically mixed school district and
the second is a pilot study occurring in eastern Germany with an ethnically
mixed group of youth. Finally, TimeWise has been incorporated into a more
comprehensive health education curricutum designed to reduce HIV/AIDS
and risky sexual behavior, the onset of substance use, and promote positive
use of free time among a sample of economically disadvantaged youth in a
large city in South Africa. These endeavors will assist us in determining the
generalizability of the concepts and procedures of the intervention among
diverse youth,

Concluding Remarks

Increasingly park and recreation departments are adopting not only a
prevention focus, but also a leisure education focus, given the shift to move

beyond prevendon to include development and engagement. While this-

trend is sporadic, those departments or entities that adopt this philosophy
might find TimeWise adaptable to their situations.

In light of contemporary concerns about youth obesity, substance abuse,

. and other risky behaviors, leisure education is a means for helping youth

learn to actively and positively engage with their world. This approach to

preventing risky behaviors and promoting engagement and initiative is fully
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in concert with the positive youth development approach currently being
advocated. This study has lent support to the idea that youth can learn to
take positive action and manage their free time in healthy ways.
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