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Introduction

There is growing recognition
among educators, parents and the
community that truly effective schools
must impart more than the three Rs;
they must also attend to children’s so-
cial and emotional learning. The delib-
erate teaching of behaviors such as
sharing, helping, initiating relation-
ships, requesting help from others and
empathy give children the tools they
need to optimize their life skills and
competencies. The 1997 Reauthoriza-
tion of the Individuals with Disabilities
Education Act (IDEA '97) reaffirmed
this approach by calling for positive
behavioral interventions into all as-
pects of special education. Schools can
meet this challenge by utilizing the ex-
pertise of school psychologists in ad-
dressing classroom management,
school climate, social skills and vio-
lence prevention.

In this publication, the National

Association of School Psychologists
draws upon promising practices that
reflect practical approaches to positive
behavioral interventions. Directed at
both regular and special education
students across the school years, these
articles feature prosocial skills for im-
proving student responsibility and dis-
cipline, effective parenting strategies,
conflict resolution and violence pre-
vention programs, techniques to de-
fuse disruptive behavior in the class-
room, and implications of the behav-
ioral provisions of IDEA ‘97. We hope
that practitioners, educators and par-
ents will find this publication an im-
portant resource in assuring that
schools are safe learning environments
for all children.

This issue edited by Andrea Canter, Ph.D.,
NCSP (Editor, Communiqué) & Victoria
Stanhope (Director, Special Projects).

Disciplining Students

With Disabilities
by Kevin P. Dwyer,
NASP President

A child runs, out-of-control, down
the busy school hallway and punches
another child who is quietly waiting in
line outside her classroom. She starts to
cry while the disruptive child continues
down the hall, not responding to the
teacher aide’s commands to stop. An-
other adult says, “He’s special ed,
there’s nothing that we can do. You
can’t send him to detention. I'll tell his
teacher.” The aide is frustrated and
upset as she comforts the crying child.

A child, who is labeled seriously
emotionally disturbed, sets a trash can
on fire. When brought to the principal’s
office the security specialist is told that
it is a manifestation of the child’s dis-
ability and the usual disciplinary proce-
dures will not be followed. The security
specialist leaves muttering, “Those kids
get away with murder!”

Both examples are serious, wrong-
ful misunderstandings of the proce-
dural safeguards of the Individuals
with Disabilities Education Act. IDEA
procedural safeguards were designed

Continued on page 2



PAGE 2— BEHAVIORAL INTERVENTIONS

DISABILITIES continued from page 1

to assure that students with disabilities (receiving special
education and related services) were not arbitrarily re-
moved from their parent-approved program without
consent and were guaranteed a free and appropriate
public education (FAPE) within the least restrictive envi-
ronment (LRE).

There is nothing in IDEA that restricts schools from dis-
ciplining children with disabilities. In fact, some would say
that, by not addressing these dangerous behaviors, the
student with special needs is not receiving an “appropri-
ate” education. Both of the above children may need spe-
cialized services to change the disruptive and dangerous
behavior and to make sure that whatever discipline is used
works in preventing a reoccurrence of that behavior.

This article is designed to provide a set of practical
concepts to improve the chances that positive behaviors
will increase and negative behaviors will decrease among
children with disabilities who warrant special education
and related services under IDEA. Some of these concepts
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may also be applied to other troubling students. Regard-
less of students’ classification, all interventions should be
evaluated as to their effectiveness. We know, for example,
that expulsion may result in a positive behavioral change
for some students but may be ineffective or increase nega-
tive behavior in others. Research shows that when educa-
tion is disrupted by long absences (such as expulsion), the
likelihood of dropping out increases dramatically and that
children with special needs are more likely to drop out and
never complete a diploma, to remain unemployed and
economically dependent. Expulsion may be a deterrent for
many students who worry about their academic progress
and who hold to a high standard of behavioral control.
The threat of expulsion may be one small component of
a comprehensive discipline plan. However, there is little
research regarding the actual effectiveness of expulsion in
improving school discipline.

The materials contained in this article are based on
several resources and the author’s 30 years experience as
a school psychologist. Many of the steps noted below al-
ready are found in the practices of some school districts.
A “best practices” example which this document follows
is the policy of the Parkway School District in Missouri.
These steps have been modified to conform to the
author’s interpretation of the 1997 Amendments to the
Individuals with Disabilities Education Act (IDEA '97).

IDEA was amended to better ensure that children
with disabilities whose behavior blocks learning have
those behaviors addressed within their IEP. Although this
was expected practice prior to IDEA '97, it was seldom
implemented; children with such needs were
underserved and punished and too frequently dropped
out of school. The amendments also balance intervention
with safety, allowing school staff to remove children from
their school for possession of a weapon or drugs (includ-
ing drug sale or use). One remedy allowed by the IDEA
'97 is placement in a 45-day alternative placement. Other
options can be tried, including parent-supported change
in placement and IEP. More complex is the removal by
hearing examiner of a child when there is a preponder-
ance of evidence that maintaining the child in the
present placement is substantially likely to result in injury
to the child or to others.

It is hoped that these principles will increase positive
behavior conducive to learning and reduce the need to
use expulsion and suspension as interventions for behav-
ior problems. Positive interventions will also increase class-
room teacher and parental support for actions taken to

improve school discipline and safety.
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1. Maintaining a Safe Environment
Conducive to Learning

School systems have the legal responsibility to maintain
safe, violence-free schools. Part of that responsibility includes
the establishment of a code of conduct containing specific
consequences for violations of the code. School authorities
have the right and responsibility to discipline children (includ-
ing the removal of children from their present school) when
those children violate school rules by engaging in conduct
that materially and substantially disrupts the rights of others
to be physically safe and educated. When conduct endangers
the student or others, temporary removal of that student may
become imperative. Schools also have these rights and re-
sponsibilities when students with disabilities violate school
rules, causing disruptions or danger to themselves or others.

All students have the right to know the rules of conduct
and to learn to master school rules. All children learn differ-
ently. Many children learn intuitively through observation,
experience and encouragement. Many other children need
further assistance and instruction in order to master develop-
mentally appropriate behavior that enables them to attend,
learn, share and cooperate with other children and adults. As
school psychologists, we know that knowledge and demon-
strated skill are required before we can presume a rule is
“learned.” The level of learning also varies and it is important
for schools to acknowledge marginal, minimal and develop-
mentally standard levels of mastery.

Students with disabilities who are in need of special edu-
cation and related services have, by definition, problems in
learning and skill development. Unlike their nondisabled
counterparts, they may, in some cases, have difficulty dem-
onstrating socially appropriate behaviors. Unlike their
nondisabled peers they also have a continued right to a free
and appropriate public education within the least restrictive
environment even when their behavior violates a discipline
rule or code.

When any child, disabled or not, has been found to vio-
late a code resulting in proposed disciplinary action, that
child has rights to challenge the reason for the action, includ-
ing the right to prove that the accusations are false, distorted,
exaggerated or based upon racial, ethnic, gender or even
disability bias. All students have the right to challenge the
severity of the consequent disciplinary action recommended
by the school authorities.

2. Responsibility to Teach
Code of Discipline to All Students

Schools have the responsibility to make sure that all chil-
dren attending, including those receiving special education
and related services, are familiar with the discipline code and
that their families also have the opportunity to know and
understand the code. Parents of children with disabilities
should be given the opportunity to discuss the discipline
code when it is a concern for their child and to be partners
in finding effective ways of assisting in maintaining the code
and its intent. Parents are allies in helping predict problems
related to codes of conduct and their individual child’s

strengths and needs. Such discussions can generate IEP goals
as well as necessary exceptions that may prevent the child
from meeting a requirement of the school’s code.

3. The IEP as Vehicle for
Effective Behavior Management

Children who have disabilities that prevent them from
understanding or responding appropriately to components
of a discipline code or school rule should have those excep-
tions incorporated and addressed in their IEP. IEPs are de-
signed to address both traditional academic needs and to
meet “each of the child’s other educational needs that result
from the child’s disability.” The law also says that schools shall
consider, when needed, “strategies, including positive behav-
ioral interventions, strategies and supports to address that
behavior” that impedes learning.

Examples of IEP discipline issues: A student with Tourette’s
Syndrome may repeat vulgar, obscene words or bark over
and over. Obscene language may violate the discipline code,
but in this case is out of the child’s control. Working with the
child, family and physicians, the special education and related
service program should determine the best possible plan to
reduce and compensate for the disruption that this syndrome
causes. Another child may be extremely cognitively chal-
lenged and need very concrete examples of what the school
discipline code means, just as a child who is deaf or visually
impaired needs special accommodations. Children with At-
tention Deficit Disorder, generally, should not be suspended
for inattention but their IEP should contain goals, support and
specialized help to increase attention and sustained effort.
The same can be true for a child who is severely depressed or
withdrawn and therefore inattentive. This behavior should
also be comprehensively addressed to increase learning and
productivity.

A child with autism who bangs her hand on her desk
over and over cannot be treated the same as a child or group
of children who are doing the same thing to deliberately dis-
rupt the class. A child who cannot speak clearly or commu-
nicate feelings or ideas can become extremely frustrated and
may stomp out of the class or toss his pencil across the room.
Training in finding alternative methods for communicating
and for coping with frustration must be in place before the
disruptive behavior becomes routine and results in disciplin-
ary action, which may only increase the disruptive behavior.

All of the above examples require an effective individu-
alized intervention plan documented in each child’s IEP. If
such a plan did not exist and a disciplinary action were taken
resulting in a suspension, expulsion, an arbitrary change-in-
placement or illegal removal from FAPE, it would be a viola-
tion of the child’s civil rights.

4. Addressing and
Preventing Behavior Problems

It is the responsibility of the IEP team to review the dis-
cipline code and determine what specialized help and in-
struction the child may need to understand the code and

Continued on page 4
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consistently demonstrate the appropriate classroom and
school behaviors conducive to learning. The team should
identify and address the difficulties that may occur and
may be related to the child’s disability, and establish plans
that will reduce the chance that such infractions will occur.
The team should plan to provide adaptations and com-
pensations for those behaviors that require an intervention
plan and also address those behaviors that may remain un-
changed due to the complexity of the disability. Behavioral
goals, like goals for reading or other elements of the gen-
eral curriculum, should be incorporated into the IEP and
not be developed as a separate document or plan. To de-
sign a separate “behavior plan” implies that such plans
should be treated differently, apart from academic func-
tioning. Additional distinct “behavior plans” could also
cause prejudice and establish a sub-set of children within
special education (those with behavior plans). There is
evidence that effective individualized academic goals and
services reduce frustration and behavior problems.

5. Behavioral IEP Goals,
Parent Involvement and Services

A child with a disability and the family or parent sur-
rogate should be aware of the discipline code and the con-
sequences for violating each component of that code. Par-
ents can assist the school in finding effective strategies for
positive behavioral interventions and strategies for the IEP.
They should participate in the IEP development to help de-
termine what exceptions to the discipline code are neces-
sary and to help design behavioral goals that progressively
address those exceptions to reduce behavioral difficulties.
These plans should include the special education and re-
lated services interventions designed to assist the child in
maximizing her/his social responsibility. Behavioral goals,
as with academic goals, should be measurable, reviewed
and modified as needed. As with other goals, services and
interventions, frequent review is imperative to success.

6. Problematic Patterns
of Behavior and Prevention

When children with disabilities demonstrate a new
pattern of problematic behavior potentially leading to sus-
pension, the school should initiate an IEP meeting to de-
termine if additional interventions or modifications in the
IEP are needed. Such interventions may reduce the
chances of the child accumulating a series of suspensions
which may, over time, constitute an inappropriate
“change in placement.” Any behaviors that block learning
and the success of the educational program should be
addressed. When the behaviors are not related to the dis-
ability, it remains important to both address the problems
and to restate the pattern of code violations and the con-
sequences for those violations to the child and parent.
Schools and parents should work cooperatively to change
the pattern of negative behavior. The school should sup-
port the parent in securing other resources to assist in

positive behavioral change and work cooperatively with
those resources.

7. Weapons and Drugs

Weapons violations require quick and deliberate ad-
ministrative action. When a child with a disability violates
a rule involving weapons, safety should be the priority
both for the child and others. If the local school rules
mandate “automatic” expulsion and notification of the
police, a written notice of such action must be made avail-
able to the parents. Weapons must be clearly defined in
the code of conduct. IDEA requires initiating an IEP meet-
ing within 10 calendar days. An ordinary expulsion
(lengthy removal from educational opportunity) is no
longer permitted for children with disabilities who violate
weapon laws. Removal from special education services for
more than ten days violates the child’s right to FAPE. IDEA
'97 does not use the term “expulsion” but uses the term
“a change in the placement of a child with a disability.”

Drug use and possession are also intolerable in
schools. Drug use can endanger both the user and peers.
It is also a violation of state and federal laws and may in-
volve police action. Schools should be aware that drug
use and addiction can be higher among some groups of
children with disabilities. Drug use, abuse and addiction
require professional intervention which frequently in-
cludes drug treatment and physical monitoring. A review
of the IEP and a functional assessment may control some
of the related behaviors demonstrated by a child with a
disability who is a drug abuser, but drug use and addic-
tion require assessment and intervention beyond the IEP
team’s skills and may require interagency involvement.
Drug possession should not be dismissed as unrelated to
disabilities since some youth may be cognitively unaware
of what they possess.

The IEP team is now required to review and modify
the IEP to address that behavior. If the behavior was not
already addressed on the IEP, the IEP team should imple-
ment interventions and goals to address that behavior.
The law also requires a “functional behavioral assess-
ment” when such behaviors have not been addressed. A
true functional behavioral analysis or assessment cannot
be effectively carried out as proposed in the law. Such as-
sessments require a series of observations by highly quali-
fied professionals who already know the child in depth,
including the child’s strengths and needs. Such an assess-
ment should also follow the guidelines of any review, re-
evaluation or assessment according to the law’s require-
ments for reevaluation. In other words such an assess-
ment should consider the existing IEP goals and services
as well as what is needed. School psychologists should be
involved in this review as the persons most qualified to
address behavior and learning. They should become in-
volved in assisting in developing the most effective dis-
position as soon as possible.

8. Behavior “Likely to Result in Injury”

A child with a disability who causes injury to self or
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others cannot be placed in a different program without
parental consent. If the parent does not consent, a hear-
ing officer can be requested to determine if a change is
required, when there is a preponderance of evidence pre-
sented “that maintaining the current placement of such
child is substantially likely to result in injury to the child or
to others.” The hearing officer is required to examine the
evidence to determine the above as well as the “appropri-
ateness” of current placement, including the reasonable-
ness of the school’s services, interventions, aides and other
efforts to minimize the risk of harm related to behavior
within the current placement. The hearing office must also
determine that the interim alternative 45-day placement
provides effective IEP services to ensure FAPE, including
participation in the general curriculum.

9, Manifestation Review

When the IEP has already addressed problem behav-
ior, the team has valuable information about the relation-
ship between the child’s disability, the behavioral con-
cerns, the components of the IEP and classroom, includ-
ing the services provided. When a suspension or 45-day
alternative placement is recommended, the IEP team, as-
sisted by qualified professionals, should determine if the
student’s behavior (misconduct as defined) is related to
the disability and whether the current placement is appro-
priate by evaluating all factors related to the students’
behavior and IEP. This should include review of the inter-
ventions tried and services provided to prevent the pre-
senting problem. Such a review should be comprehensive
and focus on multiple factors, not merely the behavioral
goals of the child’s IEP.

The determination that a behavior is a manifestation
of the child’s disability can be a complex process. It must
be determined by qualified professionals, on an individual,
case-by-case basis. It cannot be determined by the child’s
label or category. For example, a label of “emotionally dis-
turbed” does not by itself imply a manifestation of the dis-
ability. A behavioral goal or its absence does not determine
manifestation. It is not decided by the “ability of the child
to determine right from wrong.” Under IDEA, a manifes-
tation determination must include an analysis of the child’s
program as well as the child’s physical, cognitive, develop-
mental, mental and emotional challenges. The child’s be-
havior may be considered unrelated to the disability if the
disability did not impair the child’s understanding of the
impact of the serious consequences of the behavior and if
the disability did not impair the ability of the child to con-
trol the behavior. These factors must be viewed in the con-
text of ecological variables and IEP services and goals.

It is best practice that the school psychologist assist-
ing in such a determination knows the child and the child’s
program. School, classroom and external factors can result
in additional inappropriate and dangerous, reactive behav-
iors from a child with disabilities. Ecological factors that
can be addressed within the LRE should be considered in
a manifestation review to prevent inappropriate recom-
mendations of changes in placement.

10. When Behavior is
a Manifestation of the Child’s Disability

When the dangerous behavior is the result of the dis-
ability, expulsion is an inappropriate action. The child can-
not be expelled for that behavior. However, this does not
mean that the child must remain in the present place-
ment. When it is determined that the placement or the IEP
is not meeting the child’s behavioral needs, modifications
should be made to IEP and, if necessary, to the placement
and needed services, to assure that the behavior will be ad-
dressed and to prevent its reoccurrence. When dangerous
behavior such as weapons violations continue, a con-
trolled, secure placement may be necessary. Any place-
ment should continue FAPE as well as addressing the be-
haviors of concern. When parents have been involved in
the development of the IEP, including the behavioral goals
and services, agreement is more likely to occur between
school and family regarding modifications in the program
and changes in placement.

11. When Behavior is Not
a Manifestation of the Child’s Disability

A child with a disability, whose dangerous misconduct
is found to be unrelated to his/her disability and whose
IEP, program and services are appropriate to address the
child’s needs, may be subject to the regular discipline code
of consequences, provided that the child continues to re-
ceive FAPE. The parent continues to have the right to ap-
peal this decision and any decision regarding placement.
Even when the behavior remains a perceived threat or
danger to the child and/or others, FAPE should continue
but may need to be provided within a more restrictive al-
ternative center where control reduces danger. Restrictive
alternatives may include, for example, a juvenile detention
center, residential treatment center or other secure facil-
ity. It is not in the child’s, the school’s, community’s or
family’s interest to maintain a child using an existing IEP
and placement when the weapons or dangerous behavior
cannot be effectively addressed within that placement. It
is in no one’s interest to terminate FAPE to a child with a
disability who is in need of special education and related
services.

Kevin P. Dwyer, NCSP, is NASP President (1999-2000). This
article is reprinted from Communiqué, October 1997.

IDEA Resources

For updated information about IDEA ‘97 and
other resources for behavioral intervention, visit the
NASP Website at:

<www.naspweb.org>
or

<www.ideapractices.org>
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Prevention Strategies

for the Elementary School Classroom

by Pam Kay & Amy Ryan

Does your school use a
classroom-based approach to
prevention of emotional disabilities?

® Teachers teach a social skills curriculum to help stu-
dents understand and use expected behaviors.

¢ Teachers encourage suitable behavior by recognizing
students when they behave appropriately. All classroom
rules and consequences are clearly stated so that all
students understand them.

¢ Options are available for children who learn core
academic material at a different pace, or in a different
way from the majority of their classmates.

Teachers know that some students need extra support to
adapt to the demands of school. Effective teaching practices
and minor disciplinary measures are not enough to keep all
students engaged in classrooms. Students who show internal-
izing behaviors, such as withdrawal and extreme shyness, can
have just as much trouble learning as children with external-
izing, or acting out, behaviors. Both types of behaviors can
pose frustrating challenges to educators, and take valuable
time away from teaching the content today’s standards de-
mand. Repeated patterns such as the inability to fit in with
peers, or being at odds with teachers, may indicate that a
child is at risk for developing serious emotional problems. It
is important to break the cycle early so children at-risk can
learn behavior that makes it easier for them to be successful
in school. Teachers can encourage more adaptive behaviors
in their students by making preventive techniques part of
their classroom management strategy. Three common ele-
ments of classroom based prevention of Emotional Disorders
(ED) are: 1) Social Skills Instruction, 2) Positive Behavior Man-
agement and 3) Academic Enrichment. These three elements
are beneficial to all students, and offer the extra social train-
ing children at risk for developing ED need. Ultimately, these
techniques save valuable time so educators can focus on aca-
demics instead of discipline.

Several research projects funded by the Office of Special
Education Programs of the United States Department of Edu-
cation used classroom based strategies that benefitted all the
children in the classrooms. Project SUCCESS (University of
Miami) and the Behavior Prevention Program (Univer-
sity of Kansas) provide examples of three common elements
in classroom-based prevention measures.

Social skills instruction teaches students how to be-
have in school so that they can take advantage of positive so-
cial and educational opportunities. Social skills curricula break
down abstract concepts like “listening,” “cooperating,” and
“asking for help” into concrete steps that young students can
understand and apply. Of course, every conscientious teacher
already models appropriate behaviors and guides students to

do likewise. However, some students need an explicit ap-
proach and direct instruction. Those students that have mal-
adaptive social behaviors are exposed to ‘replacement behav-
iors’ that help them learn more effective ways to get the at-
tention from teachers and the friendship from their peers that
they need. Their more socially adept peers learn non-threat-
ening ways to remind classmates to use the skill being taught.
Teaching social skills directly, reinforcing the use of these
skills, in addition to after-the-fact discipline, establishes com-
mon expectations for behavior in the classroom. There are
many social skills curricula available commercially, and con-
tent should be selected based on the needs of the children in
a particular class or school.

An effective way to teach social skills is to link behavior
lessons with academic activities. Most instructional formats
require social as well as academic skills, such as discussion,
cooperative learning, peer tutoring and group problem solv-
ing. Project SUCCESS uses the following steps to teach and
reinforce each social skill:

Define the social skill to be taught in observable terms.
Teach the behaviors that make up the skill.

Model the skill.

Engage students in practicing the skill.

e Provide reinforcement and feedback for skill perfor-
mance.

Have students self-monitor their behaviors.

These skills are broken down into concrete categories
and taught in steps. For example, “Listening Manners” is a
social skill that involves these behaviors: have your eyes on
the speaker, hands still, feet on the ground, ears ready to lis-
ten, lips quiet and concentrate on what the speaker is saying.
The skills are taught through demonstration and role playing,
then reinforced by the teacher and peers during academic
activities.

Positive behavior management systems rely on
carrots more than sticks, meaning they place more empha-
sis on rewarding appropriate behaviors than on punishing
negative behaviors. For positive behavior management sys-
tems to be effective, every student needs to understand the
teacher’s expectations for appropriate behavior. Educators
clearly define the behaviors that are appropriate for the
classroom by posting rules and consequences for breaking
them. Once these guidelines are established, teachers
model behaviors, have students role-play, praise students
for what they are doing correctly, and redirect students
when their behavior strays beyond acceptable limits. Natu-
rally, it is vital that the teacher be consistent in applying
consequences for inappropriate behavior so that treatment
of students is at all times fair.

In the Behavior Prevention Program, teachers iden-
tify their expectations and teach the appropriate behaviors
directly. Key instructional strategies include modeling, pro-
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viding practice, rewarding good behavior, and having stu-
dents self-monitor their progress. To give structure to
these components, teachers use a strategy called the Good
Student Game (Babyak, Luze & Kamps, in press), the steps
of which are:

e |dentify when to play the game.

e |dentify and clearly define behaviors to be rewarded.
e Set goals for individual and group performance.

e Select rewards (e.g. pencils, notebooks, extra time at
recess).

e Set the monitoring interval, meaning variable intervals
when students will assess and record their own behavior.

e Teach the game procedures to all students.
e Play the game.

The Good Student Game provides a structure that
helps students become aware of their own behavior, as well
as for teachers to consciously give positive reinforcement to
students when they behave well. It can be applied to what-
ever area students need improvement in because the be-
havior goals are determined by the teacher. Willia Crawford,
the principal of a school where The Behavior Prevention Pro-
gram was implemented, commented, “The strong pro-
grams implemented have strengthened the social and aca-
demic performance of our students. Our students now dis-
play more of a positive disposition, and discipline problems
have declined. Our student attendance has improved sig-
nificantly as well.”

Academic enrichment is a vital component of class-
room prevention because it ensures that students master key
knowledge and skills. Learning difficulties can often lead to
behavioral problems. For example, students who have diffi-
culty staying on task during reading group may have an
underlying reading problem that should be assessed. Reme-
dial programs, such as those in reading, can play important
roles in preventing behavior problems (Rankhorn, England,
Collins, Lockavitch, & Algozzine, 1998). Academic tutor-
ing — and especially peer tutoring — is often cited as a viable
prevention strategy. Peer tutoring can have a positive effect
on student learning, is cost effective, and improves both the
tutor’s and tutee’s social development (Algozzine &
Ysseldyke, 1992). Because many teachers are already over-
taxed, one creative solution is peer tutoring structures which
provide interesting learning opportunities for both the tutor
and the student getting help. Peer tutoring is also a good
way to reinforce positive social interactions for both students.

Project SUCCESS offers cross-age peer tutoring which
uses a phonological awareness program and partner reading.
Cross-age peer tutoring has been shown to result in signifi-
cantly improved reading scores for students identified to be
at risk for behavioral problems. The Behavior Prevention Pro-
gram sets up peer dyads that engage in oral reading and
comprehension practice. These peer tutoring sessions, given
three to four times per week, facilitate basic literacy skills and
active student engagement in instruction.

Prevention in the classroom is just one of the compo-
nents of a preventive school. Other USDE/OSEP funded re-

search projects focus as well on school-wide prevention and
school-family-community linkages.You can read more
about all six elementary and middle school projects* by log-
ging onto our website at <http://www.air.org/cecp/
preventionstrategies>.

* The Achieving Behaving Caring Project, Conflict Resolution/
Peer Mediation Project, Improving the Lives of Children,
Linkages to Learning Program, Behavior Prevention Pro-
gram and Project SUCCESS.

For further reading about Project SUCCESS:

Montague, M., Bergeron J. & Lago-Delello, E. (1997). Using
prevention strategies in general education. Focus on Ex-
ceptional Children, 29 (8), 1-12.

McKinney, |.D., Montague, M., & Hocutt, A.M. (1998). Sys-
tematic screening of children at risk for developing SED:
Initial results from a prevention project. In C. Liberton, K.
Kutash, & R. Friedman (Eds.), The 10th Annual Research
Conference Proceedings, A System of Care for Children’s
Mental Health: Expanding the Knowledge Base (pp. 271-
276). Tampa, FL: University of South Florida, The Louis
de la Parte Florida Mental Health Institute, Research and
Training Center for Children’s Mental Health.

For further reading about the Behavior
Prevention Program:

Babyak, A., Luze, G., & Kamps, D. (In press). The good stu-
dent game: Behavior management for diverse class-
rooms. Intervention in School and Clinic.

Kamps, D., Ellis, C., Mancina, C., & Greene, L. (1995). Peer-
inclusive social skills groups for youn children with be-
havioral risks. Preventing School Failure, 39, 10-15.

Kamps, D., Kravits, T., Rausch, J., & Kamps, J. (In press). The
effects of prevention and the moderating effects of varia-
tion in strength of treatment and classroom structure on
the related behaviors of SED and high-risk students. Jour-
nal of Emotional and Behavioral Disorders.

Kamps, D., Kravits, T., Stolze, J., & Swaggart, B. (In press).
Prevention strategies for at-risk and students identified
with emotional and behavioral disorders in urban el-
ementary school settings. Journal of Emotional and Behav-
ioral Disorders.

Kamps, D., & Tankersley, M. (1996). Prevention of behavioral
and conduct disorders: Trends and research issues. Be-
havioral Disorders, 22, 41-48.

Pam Kay is Project Director and Coordinator of Collaborative
Dissemination Research Projects and Amy Ryan is Project Writer/
Editor (U.S. Office of Special Education’s SED Prevention/Inter-
vention Programs, School Research Office, DOE ), both housed
at the University of Vermont. This article is reprinted from
Communiqué, October 1999.
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Prevention Through

School-Family-Community Linkages

by Pam Kay & Amy Ryan

Does your school use
School-Family-Community Linkages
for prevention of emotional disorders?

e The school develops partnerships with parents to
develop consistent responses to the child’s behavior
between home and school.

e Teachers understand that a child’s ability to learn can
be compromised by social, emotional, economic or
health needs that are not being met.

e The school establishes links to other social service
agencies and provides a pathway for families who
need extra help to take advantage of these resources.

For some children, classroom-based and school-wide
approaches will not be enough to prevent Emotional Dis-
abilities. Children whose daily lives place them at high
risk for developing emotional disorders (ED) need their
school to serve as a pathway to other human services
within the community. Living with poverty, inadequate
health care and nutrition, physical or emotional abuse,
and homelessness can create negative stress that gets in
the way of learning. A coordinated approach among
schools, families and community agencies can remove or
reduce the impact of these obstacles. Increasingly,
schools are addressing prevention through the following
approaches:

e Developing partnerships between parents and
educators to build students’ behavioral skills and
competencies.

e Building linkages with community agencies such as
mental health and other social services which are
vital to the educational success of some students.

Several projects funded by the U.S. Office of Special
Education Programs establish school-family-community
linkages that positively impact students’ success in
school. Two projects, the Achieving Behaving Caring
Project, (University of Vermont) and the Linkages to
Learning Program (University of Maryland) provide
unique and effective examples of how linkages between
the school, families and the community are a vital com-
ponent in the prevention of emotional disorders.

Programs to help students at risk for developing
emotional disorders are most successful when solutions
involve the home (Cheney, 1998; Watson & Rangel,
1996). Parents, meaning the person(s) responsible for the

daily care of the child, work together with educators to
build student behavioral skills and competencies. They
work to stop aggression before additional problems de-
velop. Even students with more serious behavior prob-
lems benefit from reinforcement and mild consequences
that are similar between home and school settings so that
the messages they receive are always consistent.

The Achieving Behaving Caring Project found
that when parents join teachers as equals in Action Re-
search (Kay & Fitzgerald, 1997; McConaughy, Kay &
Fitzgerald, in press.), they develop new relationships that
can ultimately strengthen their involvement in their
child’s education. Action Research involves the systematic
investigation of a specific challenge facing the student by
those most closely concerned with him or her. In educa-
tion, action research is usually carried out by teachers,
either singly or in collegial groups. Parent-Teacher Action
Research combines the benefits of parent-teacher team-
ing with the systematic and democratic structure of ac-
tion research. With the support of Parent Liaisons, par-
ents can participate as equal partners in their child’s edu-
cation.

The parents and teachers of a child identified as at
risk for developing emotional disorders begin their work
by describing the child’s strengths and identifying what
is puzzling to them about the child’s behavior. This dis-
cussion forms the basis for the action research process,
which involves the following steps:

e Choose research questions about the child’s behav-
ior.

e Collect data about the child’s behavior that answer
the research questions, perhaps in the form of
journal entries, notes, the child’s school work, or
anecdotes.

¢ Reflect on the data and share thoughts with one
another.

e Analyze the data, making sure that both parents and
teachers participate.

e Formulate a practical theory about what might be
the causes of the child’s behavior.

e Use the practical theory to guide a new plan of
action.

¢ Implement the new plan of action

Parents and teachers set mutual goals for the child’s
progress during the school year so that expectations and
consequences for behavior are consistent, and the child
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can learn faster. Observation and reflection yield new
knowledge that can help teachers and parents improve
their practices. The ABC Project found significant im-
provements for the children whose parents and teachers
worked together in the PTAR Process, both in their aca-
demic performance and their social skills.

A child’s academic success can be compromised by
health and social problems. It is important to link the
various services provided by human service agencies with
the schools. Many families have needs, but they may not
be aware of the resources that are available to them in
the community. The Linkages to Learning Program
is a collaborative, school-based program that provides an
array of health and human services to children and fami-
lies in an accessible and familiar setting. The goal of the
program is to address social, emotional, economic and
health problems that interfere with a child’s ability to
succeed in school. Linkages to Learning is located on the
grounds of an elementary school and is available to all
children and families at the school. The program is
staffed by a multidisciplinary team that works with school
personnel and community providers. Funding is man-
aged through a consortium of local, state, federal and
foundation sources.

There are four key components to the Linkages to
Leaning Program:

e Social service assistance for families. Case managers
work with families to help them learn about and
access resources in a variety of areas, including
housing, food/clothing, financial assistance, employ-
ment, legal/immigration concerns and medical/
dental needs.

e Mental health assessment and treatment for children
and families. Services for children include compre-
hensive mental health assessments, individual and
family therapy, classroom-based social skill groups
and after school groups. Psychological and medical
evaluations also are available. Services for families
include counseling, support groups and workshops
on child-related topics.

e Educational support. Services for children include
evening tutoring programs and recreational activi-
ties. Adult education classes are offered for parents.
Once a month, parents, children and teachers
participate in a Family Learning Night, which focuses
on building partnerships between home and school.
Workshops on topics related to prevention/manage-
ment of behavioral and emotional problems are
offered to teachers.

e Health and wellness services for students. Health
services are available to children who demonstrate
financial need. These include primary health care,
immunizations and physical exams; diagnosis and
treatment of acute illnesses and minor injuries;
management of chronic illnesses; hearing and vision

testing; some prescriptions, medication and labora-
tory testing; dental education, screening and referral;
and health/nutrition education.

Program staff for Linkages to Learning include
project directors, case managers, mental health thera-
pists, community service aides, the school-community
health nurse and a health room technician. These staff
work closely with guidance counselors, a parent outreach
coordinator and resource staff. An advisory board made
up of school representatives, parents, local business
people and other community members meets quarterly
to ensure that Linkages to Learning responds effectively
to the needs of the community.

Establishing school-family-community linkages is just
one of the components of a preventive school. Other
USDE/OSEP funded research projects focus as well on
classroom based and schoolwide prevention. You can
read more about all six elementary and middle school
projects* by logging onto our website at <http://
www.air.org/cecp/preventionstrategies>.

* The Achieving Behaving Caring Project, Conflict
Resolution/Peer Mediation Project, Improving the
Lives of Children, Linkages to Learning Program,
Behavior Prevention Program and Project SUCCESS.

For further reading about the
Achieving Behaving Caring Project

Kay, P.J. (1997). Parents + teachers + action research =
real involvement. TEACHING Exceptional Children, 30,
8-11.

McConaughy, S.H., Kay, P.J., & Fitzgerald, M. (1998).
Preventing SED through parent-teacher action re-
search and social skills instruction: First-year out-
comes. Journal of Emotional and Behavioral Disorders,
6, 81-93.

McConaughy, S.H., Kay, P.J., & Fitzgerald, M. (In press).
The achieving behaving caring project for preventing
ED: Two-year outcomes. Journal of Emotional and Be-
havioral Disorders.

For more information about Linkages to Learning, contact
Rika Granger, the Linkages Resource Team Representative,
at (240)777-1109.

Pam Kay is Project Director and Coordinator of Collaborative
Dissemination Research Projects and Amy Ryan is Project
Writer/Editor (U.S. Office of Special Education’s SED Preven-
tion/Intervention Programs, School Research Office, DOE ),
both housed at the University of Vermont. This article is re-
printed from Communiqué, October 1999.
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Bullying Fact Sheet

by George Batsche & Benjamin Moore

Definition of a “Bully” — A bully is a child who
fairly often oppresses or harasses someone else; the tar-
get may be boys or girls, the harassment physical or
mental (Olweus, D.). Bullies are usually boys, although
girl bullies do exist.

Definition of a “Victim” — A child who for a fairly
long time has been and still is exposed to aggression
from others; that is, boys or possibly girls from the child’s
own class or maybe from other classes often pick fights
and are rough with them or tease and ridicule them. Two
types of “victims” emerge:

* “Passive Victims” — Anxious, insecure, appear to do
nothing to invite attacks and fail to defend themselves.

e “Provocative Victims” — Hot-tempered, restless, create
tension by irritating and teasing others and attempt to
fight back when attacked.

Some Facts About the Bully Problem

e Approximately one in seven school children is either
a bully or a victim.

e This affects approximately 5,000,000 elementary and
junior high school students in the United States.

e Approximately 282,000 students are physically at-
tacked in America’s secondary schools each month.

e An estimated 525,000 attacks, shakedowns and rob-
beries occur in an average month in public secondary
schools.

* In a typical month about 125,000 secondary school
teachers (12 percent) are threatened with physical
harm and approximately 5200 actually are physically
attacked.

¢ Almost 8 percent of urban junior and senior
high school students miss one day of school
each month because they are afraid to attend.

Why Do Some Children
and Adolescents Become Bullies?

There is no one reason why a child might become a
bully. However, we do know what types of circumstances
will likely help a child develop bully behavior. Bully be-
havior is developed mainly as a result of factors in the en-

vironment. This environment includes the home, the
school and the peer group. Bully behavior is learned.
The good news is that because the bully behavior is
learned, it can be unlearned, particularly if we do some-
thing about it when children are young.

What Factors in the Environment
Will Likely Contribute to a Child
Becoming a Bully?

¢ Too little supervision of children and adoles-
cents. Without supervision, children do not get the
message that aggressive behavior is the wrong behav-
ior to have.

e Bullying pays off. Many children learn at a very
young age that when they bully their brother sister or
parents that they get what they want. Often we are too
busy or too tired to “fight” with the child so we just
give in. Each time we give in when the child is aggres-
sive or just plain obnoxious, we are giving the child the
message that bullying pays off.

e Do as | say, not as | do. Some children seem more
likely to imitate adult aggressive, bullying behavior
than other children. In some families, when children
are punished for aggressive behavior (even if they see
it in their home) they stop being aggressive. For most
children, however, if they see aggressive behavior they
will imitate it. When parents fight and one parent in-
timidates the other and “wins,” the child gets the mes-
sage that intimidation gets you what you want.

e Harsh, physical punishment. Although spanking a
child will often put a stop to the child’s behavior,
spanking that is too harsh, too frequent or too physi-
cal teaches a child that it is OK to hit other people. In
particular, this teaches a child that it is OK for bigger
people (parents) to hit little people (children). Bullies
usually pick on younger, smaller, or weaker chil-
dren. They model, in their physical attacks, what hap-
pened to them personally in the home. The worst
thing that can be done is to physically punish a
bully for bully behavior.

¢ Peer group that supports bully behavior. Many
parents do not know what their children are doing with
the peer group. Their child may be running with other
children who advocate bully behavior. In order for the
child to “fit in,” the child must bully like the peers.

e Getting more negative than positive messages.
Children who develop bully behavior feel that the
world around them (home, school, neighborhood) is
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more negative than positive. These children have more
negative comments (get yelled at, told that they are
wrong) than positive comments. They expect the
world to be negative with them so they attack first. By
picking on others, they feel more important and pow-
erful. If they cannot feel important because parents and
teachers make positive comments and “reinforce”
them, then they will feel important in negative ways.

e Poor self-concept. Children who get more negative
comments given to them than positive ones will de-
velop a poor self-concept. These children then believe
that the only way to be “accepted” is to pick on oth-
ers.

e Expecting hostility. Because of the negative mes-
sages received and the poor self-concept, bullies ex-
pect their parents, teachers and peers to pick on them,
blame them or otherwise humiliate them. Therefore,
they attack before they are attacked, even when in re-
ality they were not about to be attacked. They assume
hostility when none exists. In many ways, the bully’s
philosophy is, “The best defense is offense.”

School Factors

e Larger schools report a greater percentage of violence.

e Schools with clear rules of conduct enforced by the
principal report less violence.

¢ Schools with students that report fair discipline prac-
tices report less violence.

e Small class size relates to less violence.

e Schools where students mention that they are in con-
trol of their lives report less violence.

¢ A principal who appears to be ineffective or invisible to
students reports more violence in that school.

e Schools with principals that provide opportunities for
the teachers and students to be participatory members
of decision-making report less violence.

¢ Cohesiveness among teaching staff and principal relate
to less violence.

Why Do Some Children
and Adolescents Become Victims?

Less is really known about “victims” but there is
some information which will help us understand the vic-

tim situation to some extent.

e Most victims are anxious, sensitive, and quiet.

e Victims generally do not have many, if any, good
friends at school.

¢ Victims seem to signal to others that they are insecure
and worthless children who will not retaliate if they are
attacked or insulted.

e Bullies often target children who complain, appear
physically weak, seek attention from peers and adults
and seem emotionally weak.

e These children may be overprotected by parents and
school personnel and are therefore unable to develop
coping skills on their own.

What Can Be Done About the Problem?
In General

e A strong commitment is needed in the home and
school to change the behavior. Parents need support
from school and mental health/community workers to
enforce positive behavior patterns. Parent training is
essential.

e Specific training is needed in the social skills that the
child lacks to get along with other children. This can be
done in school through social skills training and in the
home through increased supervision, more positive dis-
cipline and modeling.

¢ Increase, significantly, the amount of positive feedback
that the child gets in the home and the school.

e The pattern of bullying begins at an early age; as early
as age 2. Early intervention is essential. The older the
child becomes, the more difficult change will be. After
age 8-10, change is very difficult.

e Develop a strong value system in the home and in the
school that gives a clear message that bully behavior is
completely unacceptable.

Specific Things To Do in the Home

If you have a serious bully or victim problem, contact
the school psychologist in your child’s school building and
ask for help. In the meantime, the following steps will sig-
nificantly help the problem:

* Be sure that you are being as positive as possible with
your child. Shoot for 5 positive comments for every
Continued on page 12
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BULLYING continued frompage 11

negative one that you direct to your child. You will
have to work very hard and “catch them being good.”

¢ Do not use physical punishment. Instead, use removal
of privileges, time spent in their bedroom, work tasks
around the house or helping younger children in the
neighborhood or in the home as a consequence for
bully behavior.

¢ When you see your (or another) child engaging in bully
behavior, put a stop to the behavior immediately and
have the child practice a more appropriate behavior in-
stead. For instance, if you have a child who pushes his
sister away from a toy in order to play with it, have the
child practice (at least 3 times) asking for (and receiv-
ing) the toy the correct way.

e If the child is a victim, have the child practice telling
the bully to, “stop bothering me” and then have the
child walk away. The parent should be there to super-
vise the behavior of the bully and the victim.

e Parents must model, or show, the children in the home
behavior between adults or between adults and chil-
dren that is not bully behavior. If the children see par-
ents yelling and bullying each other or if this is how the
parent talks to the children, then the child will do that
behavior as well. Remember to operate from the “Do
as | say AND as I do” point of view.

e Supervision is of great importance. If you can, supervise
the situations in which your child will have the oppor-
tunity to become either a bully or victim. If you cannot
supervise the children under those circumstances, try
to find someone who can. If you cannot supervise and
cannot find someone, then do not allow the child to
participate in that situation.

Specific Things to Do in the School Setting

e Establish a school climate that clearly and emphatically
disapproves of bullying. This can be accomplished
through school-wide campaigns (including contests,
posters, parties, dances, school events) that support
behaviors which are the opposite of bullying. These be-
haviors can include “buddy systems,” cooperative
learning, peer tutoring, big brother-big sister programs
and others.

e Establish a climate in which rules of conduct are en-
forced and are developed by the students and teachers
cooperatively.

e Discipline practices should emphasize restitution and
positive practice rather than expulsion, paddlings and
humiliation. That is, when students are caught bullying
they should apologize, demonstrate the correct behav-
ior, and then have to spend a specified period of time
helping (public service) younger, less able children.

e Teachers and administrators should work to increase
the number of positives directed toward children on a
daily basis. The ratio, just as in the home, should be ap-
proximately 5 positives for each negative. Teachers
must “catch them being good.” This may be diffi-
cult but the teacher will have to give positives for be-
haviors they usually take for granted. The situation may
occur where the teacher will have to “set up” a situa-
tion in order to give positives. This might include send-
ing an older “bully” to a younger class in order to help
a particular student with an academic exercise. The
“bully” can then receive recognition for this behavior.

e In classrooms where there are a number of students
with the “bully” problem, the use of social skills train-
ing sessions throughout the year may be necessary. If
the teacher is unfamiliar with these skill training ses-
sions, a call to the school psychologist can help with
materials and technical assistance.

e On a building level, the establishment of a “discipline”
committee is suggested. The purpose of the committee
would be to identify the five top discipline problems in
the school and to develop intervention plans that will be
implemented regardless of where in the school the
problem behavior occurred. The discipline measures
should emphasize restitution and positive practice, not
physical punishment, exclusion or humiliation.

e Although it is very difficult to justify, bullies should not be
removed from the school setting unless absolutely neces-
sary. The teaching of social skills, the value campaign
against bully behavior and the increased number of posi-
tives directed toward bullies for appropriate behavior are
more productive, in the long run, than exclusion.

The above are only examples of where to begin
thinking about and acting on the problem.

George Batsche, Ph.D., NCSP is Professor of School Psychology
at University of South Florida and Benjamin Moore, Ph.D., is a
school psychologist and clinical psychologist with a private
practice in Bloomington, IL.This article first appeared in Help-
ing Children Grow Up in the 90’s, A Resource Book For Par-
ents and Teachers (1992), compiled and published by NASP.
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Position Statement: School Violence

Children and youth are the victims of more crimes
than any other age group in the United States today.
Violence against children in any setting is disturbing;
when it occurs at school, it is especially destructive, and
swift action must be taken to ensure the safety of all
students and the staff who care for them. The National
Association of School Psychologists resolves to help rid
America’s schools of the destructive influences of vio-
lence in all its forms. This can be accomplished through
prevention programs, through direct assistance to vic-
tims of school violence, through efforts to reduce the in-
cidence of future violence by perpetrators, and through
joining other community groups to sponsor anti-vio-
lence initiatives.

Violence in schools violates fundamental assumptions
that society holds about the role of schooling in the lives
of children and youth. When parents leave their sons and
daughters at the schoolhouse door each day, they trust
that their children will be cared for and safe. When vio-
lence occurs at school, this trust is broken in profound
and permanent ways. For this reason, NASP believes that
schools are rightfully held to a stricter standard than are
other segments of society.

School violence threatens the physical, psychologi-
cal, or emotional well-being of students and school staff.
These threats may occur on school grounds or at school-
sponsored activities, and they include but are not limited
to physical assaults with and without weapons, bullying,
and social isolation. To reduce school violence, schools
must ensure that no harm comes to anyone on school
campuses at any time. To achieve this goal, efforts must
be made to reduce obvious aggressive and illegal behav-
iors as well as other behaviors that, while not illegal, may
damage a student’s development and negatively affect
school climate.

Creating Safe Schools

Schools must maintain campuses that are safe and
conducive to learning. NASP believes that efforts to cre-
ate safe schools can take many forms. Essential actions in-
clude but are not limited to intervening with aggressive
students, implementing victim support programs, estab-
lishing school-wide violence prevention programs, and
improving school climate.

Intervening with aggressive students: As a result of
public demands to respond punitively to threats of vio-
lence at school through “zero-tolerance” programs,
schools often focus disciplinary actions on perpetrators of
violence. Policies that focus only on catching and punish-
ing violent behaviors fall far short of the goal of creating
a safe school environment. As alternatives to practices
such as corporal punishment and ceasing educational
services, NASP promotes the use of positive methods of
school discipline such as crisis intervention and the appli-
cation of behavior management principles and strategies.

Schools must also make efforts to modify the behavior of
students who have engaged or are at risk of engaging in
violent behavior. NASP strongly supports systematic ef-
forts to teach social skills and self-control to children and
youth as part of a school-wide plan to create a safe and
healthy climate conducive to learning.

Implementing victim support programs: Meeting
the needs of victims appears self-evident. However, sur-
vey data show that most schools respond to antisocial
and aggressive behaviors through disciplinary action
against the perpetrators, while neglecting to provide
appropriate support and counseling for victims. Children
who have been the victims of school violence perceive
schools as failing to protect them, and as a result they
may feel threatened and unsafe while at school. These
children display many characteristics common to indi-
viduals with Post Traumatic Stress Disorder, including
blocked learning and symptoms of serious emotional
problems. NASP strongly supports the availability of
counseling and recovery programs for victims of school
violence.

Establishing school-wide violence prevention pro-
grams: NASP encourages the implementation of pro-
grams designed to teach peacemaking, peer mediation,
and conflict resolution. Such programs are natural
bridges between interventions that focus on individual
change and those seeking to change the ecology of the
school at the organizational level.

Improving school climate: A comprehensive pro-
gram to reduce school violence includes efforts to affect
the general climate of the school itself. Such programs
may not focus on specific violent behaviors directly but
seek to change the conditions that are, directly or indi-
rectly, conducive to violent acts. Individualized instruc-
tion and remedial support where needed can reduce aca-
demic failure and frustration that may contribute to vio-
lence. Programs to decrease racism and other forms of in-
tolerance, increase appreciation of diversity, and improve
levels of trust can also decrease violence by creating a cli-
mate of acceptance and understanding and by improv-
ing the quality of the relationships among and between
students and staff.

While school violence may engender a desire to dis-
cipline the aggressors harshly, NASP urges school person-
nel to temper disciplinary responses with efforts to pro-
mote cooperation, positive social skills, and peaceful
means of resolving conflicts. Addressing school violence
must go beyond increasing campus security and estab-
lishing procedures to apprehend and punish students
who have violated school rules. A comprehensive cam-
paign to end school violence must also encompass efforts
to increase support, trust, and caring among students

and staff. Continued on page 14
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How to Build Your Child’s “EQ":
A Guide for Emotionally Intelligent Parenting

by Maurice |. Elias, Steven E. Tobias,
& Brian S. Friedlander

Why “Emotionally Intelligent
Parenting”?
What's Different About This?

This is a very demanding time to be a parent. Maybe
the only thing more difficult is to be a child. There are
more influences than ever on children and more sources
of distraction. James Comer, M.D., renowned educator
and author of “Waiting for a Miracle: Schools Can’t Solve
Our Problems, But We Can,” observed that never before
in human history has there been so much information
going directly to children unfiltered by adult caregivers.
Cornell child development specialist Uri Bronfenbrenner
says that we are in the age of hecticness; we are busy plan-
ning how to get our kids to where they have to be next,
to get ourselves where we have to be, rushing and worry-
ing if all of our arrangements will work out.

Now, parents have the added concern about school
safety. It is important for parents to to realize that schools
share this concern. But schools continue to be among the
safest places for children to be. Nevertheless, inappropri-
ate expressions of anger and a climate of disrespect are
highly damaging to academic learning and send the

wrong messages to the children we all want to prepare for
adult roles. Disruptions of learning are more likely to take
place when children are out of control and lack responsi-
bility and self-discipline; they are more likely when children
lack the ability to separate out what is genuinely in their
interest from what is peer pressure, media and Internet
influence. And children who get “hijacked” by strong
emotions are not able to focus on schoolwork or house-
hold responsibilities. To a greater and greater extent,
schools are recognizing that they must attend to children’s
life skills; as children’s first and most lasting teachers, can
parents do any less?

What Do We Want for Our Children?

We want our children to grow up to be knowledge-
able, responsible and caring. We don’t want intellect with-
out compassion; we don’t want responsibility without
skills; and the world can’t run on caring alone, unfortu-
nately. What is needed is Emotionally Intelligent Parenting,
and these are the principles:

1.Be Aware of One’s Own Feelings and Those of Others
2.Show Empathy and Understand Others’ Points of View

3.Regulate and Cope Positively with Emotional and
Behavioral Impulses
Continued on page 15

POSITION STATEMENT continued from page 13
Role of the School Psychologist

First and foremost, school psychologists can take a
leadership role in encouraging schools to develop a com-
prehensive approach to violence reduction. School psy-
chologists are trained to a) respond to crises spawned by
violence; b) counsel victims; c) implement prevention and
intervention programs designed to reduce aggressive be-
haviors among youths and others; and d) consult with
school staff implementing social skills programs and other
programs designed to teach peaceful ways to resolve con-
flicts. These are essential components of a comprehensive
school safety plan.

Summary

NASP recognizes that violent acts, wherever they oc-
cur, have complex origins and consequences. Efforts to
reduce violence at school, therefore, must be multi-fac-
eted. A successful program will ensure the ongoing safety
of all students and staff both by creating conditions that
discourage violence and by responding quickly and effec-
tively when violence occurs. To be truly comprehensive,
however, a violence reduction program will seek to influ-
ence student attitudes toward violence, teach students

and school staff effective conflict resolution skills, and work
to create a climate that promotes tolerance and under-
standing among students and staff. Such a program will
be most effective when blended within broader violence
prevention efforts involving local law enforcement, juve-
nile probation, public health personnel, and other parent
and community groups. When an entire community com-
mits itself to reducing violence, the future health and well-
being of its children and youth can only be enhanced.

— Adopted by the NASP Delegate Assembly, July 14, 1996

Supporting Information

Furlong, M.]., & Morrison, G.M. (Eds.) (1994). Mini-Se-
ries: School Violence. School Psychology Review, 23,
139-262.

Furlong, M.]., Babinksi, L., Poland, S., Munoz, |., & Boles,
S. (1996). Factors associated with school psycholo-
gists’ perceptions of campus violence. Psychology in
the Schools, 33, 29-38.

Furlong, M.]., Chung, A., Bates, M. & Morrison, R.
(1995). Profiles of non-victims and multiple victims

of school violence. Education and Treatment of Chil-
dren, 18, 282-298.



BEHAVIORAL INTERVENTIONS — PAGE 15

PARENTING continued from page 14

4.Be Positive Goal and Plan Oriented

5.Use Positive Social Skills in Handling Relationships

Parents who are engaged in Emotionally Intelligent
Parenting focus on the above principles in their own
parenting and encourage their development in their chil-
dren, both at home and in school. They are concerned
about giving children the skills needed for success in life,
not just in academics. There are specific, simple tech-
niques that draw strength from the way they lead to
small, positive changes in our relationships with our chil-
dren that are repeated day after day. The techniques re-
flect tremendous advances in understanding how the
human brain works and the role of emotion in learning
and memory.

How Will It Help Them Learn Better?

We know that strong anger, frustration, anxiety and
sadness, and similar emotions, interfere with learning.
Children who hurt are less able to learn than those who
do not. But these hurts can be offset by strong positive
feelings, by children having, using and being recognized
for valued strengths. Emotionally Intelligent Parenting in-
volves encouraging strengths and giving children the
skills needed to manage impulsive behavior, relate posi-
tively to others individually and in groups, and to develop
empathy and the ability to take others’ perspectives.
These are skills essential to academic, career and life ad-
vancement.

Is This Relevant to Special Education?

Many children who find their way into special educa-
tion would benefit from instruction in social and emotional
learning in school, as well as related parenting approaches
in the home. Whether or not children are labeled as “emo-
tionally disturbed,” the problems of their lives, as well as
the sometimes unpleasant circumstances in which they
find themselves in school, invoke strong feelings that make
learning and retention of learning difficult. Parenting with
emotional intelligence means that you are concerned with
your child’s mind and your child’s heart.

It takes Emotionally Intelligent Parenting to stay fo-
cused when there is so much distraction around us. But
this is what children need from parents, especially when
they are having difficulty. Emotionally Intelligent
Parenting is about building a positive identity for being
a part of one’s family, and for families to realize that fun
is an essential part of well-being and learning. The time
to start is now!

An Informal Measure of Family Members’
Emotional Intelligence

To help you better understand how to apply Emotion-
ally Intelligent Parenting to your everyday family issues,
take a moment to assess your Emotional Intelligence and
that of your children. Ask yourself the following questions:

My Emotional Intelligence:

1.How well do | know my own feelings? How well do |
know the feelings of my family? Think of a recent
problem in the family. How were you feeling...your
children feeling...others involved feeling?

2.How much empathy do | have for others? Do | express
it to them? When was the last time | did this? Am | sure
they are aware of what | am doing? Am | able to
understand another’s point of view even during an
argument?

3.How do | cope with anger, anxiety and other stresses?
Am | able to maintain self-control when stressed? How
do | behave after a hard day? How often do | yell at
others? When are my best and worst times, and do
these vary on different days?

4.What goals do | have for myself and my family? What
plans do | have for achieving them?

5.How do | deal with everyday, interpersonal problem
situations? Do | really listen to others? Do | reflect back
to people what they are saying? Do | approach social
conflicts in a thoughtful manner? Do | consider alterna-
tives before deciding on a course of action?

My Child’s Emotional Intelligence:

1.How well can my child verbalize feelings? If | ask her
how she feels, can she respond with a feeling word or
does she tell me what happened? Can my child identify
a range of feelings with gradations in between? Can
my child identify feelings in others?

2.How does my child show empathy? When was the last
time he seemed to relate to another’s feelings? Does he
show interest in others’ feelings? When | tell him stories
about others’ misfortunes, how does he react? Can he
understand different points of view? Can he see both
sides of an argument? Can he do this when in a conflict
situation?

3.Can my child wait to get what he or she wants,
especially when it is something he really wants? Can
my child wait to get something that is right there in
front of him that he can’t have? How well can he
tolerate frustration? How does he express anger and
other negative feelings?

4.What goals does my child have? What goals would |
like her to have? Does my child ever plan things out
before doing something? Have | ever helped her
develop a plan for achieving a goal?

5.How does my child resolve conflicts? How independent
is she in resolving conflicts? Does she listen, or turn
others off? Can she think of different ways of resolving
conflicts?
Continued on page 16
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PARENTING continued from page 15

Strengths: For both yourself and your children, think
about areas of strength, the areas you and they are really
good at. Give yourself pat on the back for having these —
we mean itl — and praise your children for theirs as soon
as you can. Also think about areas you would like to fo-
cus on for change. Think of what times of day you are
most likely to show these skills, and when you are less
likely to show them. These patterns are very important,
because we help ourselves when we try to swim with the
current, as opposed to going against it.

Find the answers: You may find you are not sure of
some of the answers to the questions we pose. This is
more common than not, because we are asking parents
to think about things a little differently than they are used
to doing. One way to get some answers is to videotape
a (non-offensive) sitcom and then watch it with your
child. Or, read a story to your child. At various points in
the tape or story, pause and discuss the following:

e How the main character is feeling.

* How the other characters are feeling and what they
are thinking.

e How your child feels about the characters’ feelings.

e What the different characters’ goals are and what
they think the characters’ plans might be.

* How your child thinks the characters handled the
situation.

e What your child thinks was good about how the
characters handled the problem and what the
characters could have done better.

The Top Ten List of Ways to be
a More Emotionally Intelligent Parent

10. Expect your children to do as you do, not as you
say. Modeling EQ skills is extremely important if you
really want your children to use them. Show them
how to regulate their feelings and express their an-
ger appropriately by doing so yourself. When prob-
lem solving an issue of your own, think out loud so
your children can hear you reflect, set goals, evalu-
ate alternatives, plan and anticipate roadblocks. If
you want your children to listen to you, listen to
them.

9. Remind them, remind them, remind them. How
many times is a child exposed to the letter “A” before
they are expected to read it? Self-control and prob-
lem solving skills are a lot harder to learn and chil-
dren need a lot of prompts and cues before they will
begin to use the skills independently.

7.

Use active listening. Everyone wants to be heard
and understood. Paraphrasing back to children what
they are saying to you reinforces them for communi-
cating to you. It also allows you to gently rephrase
their statements into more appropriate or accurate
language. For example, when you ask how a child
feels and her reply is that her sister is an idiot, you
can help her clarify her feelings by saying, “Gee, it
sounds like you are really upset with her.” This opens
the door to communication rather than shutting it
with criticism.

Ask open-ended questions. Avoid making accusa-
tions such as “Why did you hit him?” Ask what hap-
pened, what was he doing, what did he want to have
happen? Open-ended questions encourage the child
to talk openly.

Ask a question, ask another question. |t is impor-
tant to stay in a questioning mode. If you follow-up
a question with another question, you will get more
information, encourage the child to think more and
avoid a lecture on your part (which will certainly end
communication).

Sometimes appear to know less than you do. Ask
questions as if you do not understand. Instead of
“Why did you fail that test?” ask, “I don’t understand
how you got this grade. What happened?” When the
child says he studied, ask, “That doesn’t seem fair...
what could have happened so that the studying did
not work?” This gets the child to think in a
nondefensive manner.

Be patient... be VERY patient. Learning the skills
necessary to get along in all kinds of social situations
and to manage strong feelings is not easy, especially
if the skills don’t appear to come naturally for your
child. It can take a long time, both when teaching it
and when children are learning it. Fortunately, child-
hood lasts a long time. Be patient with them and
with yourself. Look for small improvements, starting
in certain situations or with certain people. Build on
these improvements and you will find it easier than
expecting miracles. Skills take time to learn but then
last for a lifetime.

If you bend, you won't break. Be flexible in the way
in which you try to build you child’s EQ. Look for a
variety of opportunities to teach and reinforce these
skills. Above all, do not expect perfection in yourself
or others.

Know your child. Some children learn quickly, oth-
ers take more time. Generally, as children get older
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they can handle more independence and responsibil-
ity but only give as much independence as the child
can take responsibility for.

1. Have fun! Enjoy your children. Have a sense of hu-
mor. Situations usually aren’t as bad as you think at
first. Even when things are especially troubling, being
depressed about it and angry at your child all the time
will definitely not help. Children learn best when they
have a close, loving relationship and when they are
having fun. Make learning the skills of Emotional Intel-
ligence fun. Your whole family will benefit.

Resources for Building
Emotional Intelligence in Your Family

Elias, M. |., Tobias, S. E.., & Friedlander, B. S. (1999).
Emotionally Intelligent Parenting: How to Raise a Self-
Disciplined, Responsible, Socially Skilled Child. NY: Har-
mony/Random House.

Elias, M. J., Zins, ]. E., Weissberg, R. P., & Associates.
(1997). Promoting Social and Emotional Learning:
Guidelines for Educators. Alexandria, VA: Association for
Supervision and Curriculum Development.
(<www.ASCD.org>)

Goleman, D. (1995). Emotional Intelligence. NY: Bantam.

Lessons for Life: How Smart Schools Build Academic, Social,
and Emotional Intelligence. (1999). A Video Inservice

Kit created by the National Center for Educational In-
novation, distributed by the National Education Ser-
vice. (<www.nesonline.com>)

Salovey, P., & Sluyter, D. (Eds.) (1998). Emotional Intel-
ligence and Emotional Development. NY: Basic Books.

Web Sites Related to
Social and Emotional Intelligence
< www.CASEL.org> — Leading site for EQ in the Schools

<www.6Seconds.com> — Leading provider of materials
for teachers and parents related to EQ

<www.EQParenting.com> — Leading site for parenting in-
formation related to EQ

Maurice J. Elias, Ph.D., Rutgers University; Steven E. Tobias,
Psy.D., Center for Child and Family Development, Morristown,
NJ; and Brian S. Friedlander, Ph.D., Chester (NJ) Township Pub-
lic Schools, are the authors of Emotionally Intelligent
Parenting: How to Raise a Self-Disciplined, Responsible,
Socially Skilled Child (Harmony/Random House). This article
is reprinted from Communiqué, November 1999.

National Mental Health and Education
Center for Children and Families
www.naspweb.org/center

Video Reviews

Break It Up— Managing Student Fights
Research Press, 1995
Reviewed by Elaine Lukenda

Narrated by Arnold P. Goldstein, the video offers an op-
portunity to observe and model the application of nine steps
designed to focus teachers’ attention and actions in the high
pressure, emotional situations that characterize student
fights. Based upon the review of research on aggression
management and anecdotes of in-school fights described by
teachers from across the country, the sequence of steps clari-
fies what to do as well as what not to do to deescalate stu-
dent aggression. The nine steps consist of (1) Making a
Quick Assessment of the Fight Situation; (2) Calling for Help;
(3) Using Defusing Tactics to Calm Disputants; (4) Separat-
ing Disputants Safely; (5) Controlling the Fight Scene
Crowd; (6) Interviewing the Disputants; (7) Taking Appro-
priate Disciplinary Action; (8) Debriefing Student Bystand-
ers; and (9) Attending to Your Own Emotional Needs. Ex-
plicit and realistic examples of the technique are presented
for each of the three grade levels (elementary, middle and
high school) of students in different settings (school hall-
ways, classrooms and cafeteria). The actors represent both
genders and a diversity of racial backgrounds.

Positive Adolescent Choices Training— PACT

A Model for Violence Prevention Groups

with African American Youth

Executive Producer, W. Rodney Hammond, Ph.D.
Associate Producer, Betty R. Yung, Ph.D.
Research Press

The PACT program is a culturally sensitive video which
provides a detailed model for planning, organizing, and
conducting violence prevention groups specifically de-
signed for African American youth.

PACT focuses on the problem of expressive violence,
which often involves physical conflict between family.
friends, or acquaintances. This type of violence is prevent-
able and yet represents the greatest threat to adolescents.
It is frequently triggered by trivial arguments over clothing,
boyfriends, girlfriends, or perceived insults.

The PACT program was developed to help reduce
youth violence by teaching adolescents the skills they
need to deal calmly and effectively with anger-provoking
situations. It is an excellent prevention program for all
students, including those who exhibit behavior problems
or those with a history of victimization or exposure to vio-
lence.




PAGE 18 —BEHAVIORAL INTERVENTIONS

The Peacemakers Program: Effective Violence
Prevention for Early Adolescent Youth

by Jeremy P. Shapiro

The problem of youth violence has become so well-
known to youth-serving professionals that detailed docu-
mentation of the seriousness of the problem no longer
seems necessary. In schools, the fear, anger and fighting
experienced by many students harms them academically
as well as emotionally. The threat of violence distracts
many students from their work; it is practically impossible
to concentrate on learning when one faces a fight after
school. When arguments and threats escalate into vio-
lence, the result is disruption of school activities, agitation
of other students, disciplinary incidents and, sometimes,
suspensions and expulsions which cause further loss of
time for learning.

Increased violence rates have been accompanied by
efforts at prevention. Security measures such as metal de-
tectors can stop students from bringing weapons to
school but do little to address the anger, meanness and
fistfights that are the much larger, although less news-
worthy, part of the problem. Violence prevention pro-
grams that seek to positively influence the everyday psy-
chosocial functioning of young people seem to have
more potential as a solution to the problem of youth vio-
lence.

Past Prevention Efforts

Violence prevention is easier said than done. Many
interventions are delivered year after year with no objec-
tive evidence of effectiveness. Most evaluations have pro-
duced results that are weak and inconsistent, if not sim-
ply discouraging (Earls, 1994).

Age is an important variable in the violence preven-
tion field. The picture for early elementary school stu-
dents has brightened considerably in the last several
years, with positive evaluation results obtained for the
Peacebuilders program (Embry, Flannery, Vazsoni, Powell,
& Atha, 1996) and the Second Step intervention
(Grossman et al., 1997). Unfortunately, there have been
no similarly encouraging evaluation results from pro-
grams for older children and adolescents (Larson,
1998) — that is, until very recently.

The Peacemakers Program

Fortunately, the period of adolescence is not “too
late” for effective prevention programming, and major
reductions of violent behavior can be achieved for older
youth. A new program has produced the positive evalu-
ation results that have been elusive with adolescents. In
fact, these program effects were not only significant, they
were strikingly large on some important dimensions.

The Peacemakers Program is a school-based violence
prevention intervention for students in grades 4 through
8. It was provided to 1400 students in the Cleveland Pub-

lic Schools last academic year (1997-98). A rigorous
evaluation, with pre- and post-intervention measures and
comparison to a control group, found significant, positive
change on 6 of the 7 outcome variables we assessed, in-
cluding knowledge of psychosocial skills and aggression-
related interpersonal behavior as reported by both teach-
ers and students. The most dramatic results were
achieved in serious violent incidents. The Peacemakers
Program resulted in a 41% reduction in aggression-re-
lated disciplinary incidents and a 67% decrease in sus-
pensions for violent behavior.

Peacemakers was designed as a multimodal program
utilizing a variety of activities to accommodate a variety
of learning styles. In addition to didactic instruction by
teachers and counselors, there are a series of stories writ-
ten for the program, writing exercises, use of the Socratic
method, role-plays and graphically-designed handouts.
There is an emphasis on active learning, drawing on per-
sonal experience and student input into the class discus-
sions, while at the same time the teacher or counselor
makes sure the program’s messages come through.

Program materials consist of a Teacher’s Manual, a
Counselor’s Manual and student workbooks, which can
be obtained from Applewood Centers, Inc. The manuals
are detailed and user-friendly, providing clear directions
for implementing the program. Because the psychosocial
content of the program is unfamiliar to many teachers,
we suggest approximately six hours of training prior to
beginning the program. Counselors or psychologists who
have experience with aggressive youth do not need spe-
cial training to implement the interventions delineated in
their manual.

Program Content

The core of the program is a 17-session curriculum
delivered on the basis of detailed manuals and, optimally,
training. The content is as follows:

1. Understanding Violence and Peacemaking invites stu-
dents to think about the goal of a more peaceful
community and offers the program as an opportu-
nity to learn skills and options for dealing with con-
flict situations.

2. Our Personal Strengths offers an abstract concept of
“strength” that extends beyond the physical type
and asks students to share personal strengths that
can contribute to violence prevention.

3. Our Values and Principles elicits discussion of personal
values and offers the Golden Rule as a meta-value
that positively affects behavior and outcomes in con-
flict situations.
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10.

11.

12.

13.

Pride, Shame and Self-esteem is devoted to self-con-
cept issues in conflict and violence, with an empha-
sis on changing the common view that violence is
the most effective way to repair damage to self-es-
teem after the experience of disrespect.

Feelings in Conflicts, I: Anger Control includes discus-
sion of students’ anger triggers and teaches a struc-
tured, 4-step anger management technique.

Feelings in Conflicts, Il: Excitement, Power and Fear ad-
dresses the roles of several emotions in violence and
identifies positive ways for young people to meet their
normal needs for excitement, power and safety.

Avoiding Conflicts, I: People, Places and Behaviors in-
troduces the idea of violence as a sequential, step-by-
step process (analogous to falling dominoes) and
teaches ways to prevent this process from getting
started.

Avoiding Conflicts, II: Reading Other People attempts
to decrease hostile attributional bias by informing
students about the ambiguous nature of many social
behaviors and the negative consequences of jumping
to conclusions about hostile intentions behind other
people’s behavior.

Social Problem-solving teaches a structured, 5-step
technique for analyzing interpersonal problems,
planning solutions to them and foreseeing the con-
sequences of actions.

Dealing with Conflicts discusses the central role of
conflict in violence, the naturalness of human con-
flict, and the idea that conflict does not have to lead
to violence.

Assertive, Fair Behavior describes a continuum of con-
flict response ranging from passive to aggressive, and
recommends the midpoint of assertive, fair behavior
as a way to stand up for oneself without pushing
other people around.

Effective Communication, I: Talking teaches techniques
for assertively expressing oneself in a conflict, includ-
ing focusing on the other person’s behavior instead
of personality, and making “I statements.”

Effective Communication, II: Listening introduces the
idea that listening is as important as talking in com-
munication and provides behavioral instruction in lis-
tening behaviors that make the other person feel
heard.

14. Conflict Resolution, I: Working it Out provides step-by-
step instruction in engaging angry people in collabo-
rative problem-solving, negotiation, compromise
and apology.

15. Conflict Resolution, Il: Being a Leader in a Conflict of-
fers ways to deal with particularly difficult, exasper-
ating or threatening behavior by raising the other
person’s behavior up to a higher level where collabo-
rative problem-solving can occur.

16. Knowing When to Walk Away offers instruction and
positive ways to view prevention behaviors at the
end of the violence process, when all previous efforts
have failed, and walking away is the only non-violent
option left.

17. Friends Don't Let Friends Fight deals with the issue of
peer pressure, first by developing students’ ability to
resist negative influences and, second, by encourag-
ing careful consideration of one’s own functioning as
a source of peer pressure, which can be either nega-
tive or positive.

Together, these sessions seem to address the main
psychosocial factors involved in violent versus interper-
sonally skillful responses to conflict. The curriculum cov-
ers emotions, self-concept issues, cognition, behavior and
group dynamics. The sessions offer instruction in
proactively avoiding conflicts, responding effectively to
conflicts once they have begun, and removing oneself
from conflict situations in which the other person’s mal-
adaptive behavior makes resolution impossible.

Distinctive Features of the Program

Peacemakers shares much of its content with other
violence prevention programs. These common features
include work on anger management, social perception,
problem-solving, empathy, assertiveness, conflict resolu-
tion and peer pressure. Outside of the curriculum, there
are important intervention components designed to in-
crease reinforcing attention for positive student behavior
and to infuse program content into the everyday school
culture. However, Peacemakers also includes a number of
unique elements not shared by other programs, and
these may account for the unusually strong, positive re-
sults achieved by the intervention.

Remediation as well as prevention: Along with
the prevention component delivered by teachers, Peace-
makers includes a remediation component for students
with serious aggression-related problems. Remediation
is delivered by school psychologists, counselors or ad-
ministrators involved in addressing discipline problems.
The Counselor’s Manual has the same content as the
Teacher’s Manual, but the format for implementation is

Continued on page 20
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PEACEMAKERS continued from page 19

quite different. The Counselor’s Manual includes guid-
ance on assessing the specific psychosocial factors in-
volved in a student’s problems with aggression, so that
the sessions directly addressing those factors can be
identified. School psychologists and counselors often
can not provide all 17 sessions to an individual student,
but this is not a problem because the teacher-delivered
program will fill in the gaps, and the individual work can
focus on the issues most problematic for the student.
Because of the coordination between these two aspects
of the intervention, students sent to the office for fight-
ing hear the same messages, in the same language, that
they hear in class.

Values: Peacemakers is unusual among violence pre-
vention programs in that it deals explicitly with the issue
of violence-related values. This component was consid-
ered necessary because of the close relationship between
values and motives; specifically, young people who be-
lieve that violence is the most honorable and admirable
response to conflict will not be motivated to learn the
non-violent conflict management skills offered by pro-
grams. Of course, the program includes no religious
material. Instruction in values is based on the Golden
Rule, which is presented simply as the humanistic idea
that other people, as well as ourselves, have real feelings
and deserve to be treated with consideration, even when
they make us angry.

Use of fiction and writing: The curriculum includes
a series of stories with accompanying writing exercises
that were written by a children’s author specifically for in-
tegration into the program. The stories, with characters
the same age as the students, illustrate and concretize
the issues, skills and attitudes taught by the curriculum.
The writing exercises help students apply and practice
the skills they are learning. The fiction and writing com-
ponents also have the practical advantage of including
academic work in the program, so that class time spent
on violence prevention is not entirely lost to academic
instruction. Peacemakers can be scheduled as part of the
school’s Language Arts or English program.

Interactive Multimedia on CD-ROM

There is a new and innovative violence prevention
technology that was not part of last year’s evaluation of
Peacemakers but that could easily be added to that pro-
gram. In collaboration with EDR Corporation, with fund-
ing from the National Institute of Mental Health, we de-
veloped an interactive, computerized learning activity on
CD-ROM that teaches the same attitudes and skills
taught by Peacemakers. The CD-ROM, called The Coolien
Challenge, uses video, audio, animation, graphics and
music to provide didactic instruction and skill application
to a variety of interpersonal situations.

Despite its serious purpose, young people perceive
this learning activity as an exciting computer game. In
our pilot testing, students were not required to use the
CD-ROM and, in fact, could use it only during their free

time. Nonetheless, students lined up to play the game,
and observations conducted as part of the study found
that 92% of the terminations of game use were involun-
tary, that is, were caused by the end of free time. In ad-
dition, students who obtained high scores on a measure
of aggression-related problems spent more time using
the CD-ROM than students with low scores, suggesting
that the product was especially attractive to youth who
needed it the most.

Conclusion

The evaluation of Peacemakers indicated that the pro-
gram achieved a high degree of success at its goal of re-
ducing violence in fourth-through-eighth-grade students,
with evaluation results including a 41% decrease in ag-
gression-related disciplinary incidents and a 67% reduc-
tion in suspensions for violent behavior.

Although youth violence has become widespread, it
does not appear to be an unsolvable problem. Interven-
tions that help youth give serious thought to the issue of
violence in their lives and that provide tools for positive
behavior change can have a major ameliorative impact
on violence. Teachers and school support staff equipped
with detailed intervention manuals can provide youth
with experiences that change their violence-related emo-
tions, thoughts and actions. Effective violence prevention
is a matter of reaching and positively influencing the
hearts and minds of our youth.
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Anger Management for Young Children:

A Handout for Parents

by Beth M. Levy

Background

Anger is a natural emotion experienced by all living
creatures. Animals and humans react and display behav-
iors when angry, and although humans can also use lan-
guage to communicate feelings, wants and desires, they
often use actions and behaviors instead. Some of these
angry feelings and responses are inborn; however, adults
also teach children how to respond to emotions. Children
learn how to react and handle different feelings from
watching parents, friends and teachers around them.

Anger can be a good emotion because it tells us if
something is not right, or if we are in danger. Learning
how and when to respond to the different feelings of an-
ger is the lesson we need to teach our children. The best
way to teach children to handle their anger is by model-
ing appropriate behaviors, and this is especially impor-
tant for young children, who are learning how to associ-
ate new words with their feelings.

Development

Typically, children direct their aggressive behaviors
toward other children more often than toward adults.
Children display their anger inappropriately because they
do not have good coping strategies. Children do not un-
derstand how situations or actions can evoke angry feel-
ings. Something triggers a reaction in the child and they
do not know how to respond. Young children are not yet
intellectually able to correctly label emotions and to re-
spond in a socially desired manner. They get physical
(i.e., pushing, hitting, biting, kicking and screaming)
because their language has not yet fully developed and
they react with inborn responses.

As children grow, understanding the typical behav-
iors associated with each developmental (age) stage is
helpful to parents. Although these stages do not match
every child perfectly, as they do not take into account in-
dividual temperament or environmental factors, they can
be useful guidelines to follow.

A two-year-old child: Two-year-olds have difficulty
making decisions. They want to know everything.
“Why?"” Becomes the two-year-old’s ultimate question.
During this stage of development there continues to be
little, if any, sharing. By two and a half, children start to
display intense and often violent emotions. They want
everything, especially what they cannot have. Children at
this stage express strong feelings for what they desire and
will do whatever they need to in order to obtain the de-
sired object.

A three-year-old child: The child at three starts feel-
ing more independent and more comfortable sharing
with other children. At the same time, the three-year-old

frequently feels scared in new situations and as a result
strives for control again. Their assertiveness is shown
through verbal threats, such as: “You are stupid” or “I
hate you.”

A four-year-old child: At four a child will do any-
thing if provoked. Kicking, spitting and even running
away is often seen when the child does not get his way.
While they need boundaries, the four-year-old enjoys
pushing the limits. Verbal aggressiveness increases with
four-year-old children by more name-calling.

A five-year-old child: Five-year-old children want to
be “good” and would rather stay with what is comfort-
able than try new things. Children at this age often ex-
hibit some tantrums and sulking when they become up-
set.

A six-year-old child: When you are around a six-
year-old, you never know what will happen because they
rarely make up their mind. The six-year-old is striving for
independence and displays an intense need to be first
and the best. This causes much anxiety for them. They
also want to have everyone’s attention. They become
verbally and physically aggressive and use such phrases
as: “Make me” or “No, I'm not going to do it.” By teas-
ing and bullying, the six-year-old can be very loud and
bossy.

A seven-year-old child: Seven-year-old children
tend to withdraw when things become difficult and to
look inward at themselves. They start thinking about the
world around them. Worry becomes a major preoccupa-
tion, and they show increased concern with what is fair
versus what is unfair.

An eight-year-old child: The eight-year-old child is
inquisitive — interested in everything that is going on.
Friction and jealousy frequently arise among siblings be-
cause children at this age still want their mother’s atten-
tion and will rival with siblings to get it. It is very easy to
hurt the feelings of an eight-year- old.

A nine-year-old child: Nine-year-old children do not
want to be told what to do by their parents. They resent
these directions and often rebel. These children can often
be found fighting, complaining, criticizing and ignoring
their parents.

What Can I Do as a Parent?

Before you can help your children deal with their an-
ger, you must first explore your own feelings of anger
and the way in which you deal with these feelings. Chil-
dren learn from observing their parents. It is important
that parents be aware that their method of dealing with
anger is observed and will be imitated and learned by
their children. Furthermore, understanding the typical
developmental behaviors of children helps parents to

Continued on page 22
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know which behaviors are not typical and might need
looking into. Here are some things to try:

Positive reinforcement: This is a very effective
method for teaching children desired behaviors because
children strive for attention. Focus on your child’s good
behaviors, instead of focusing on their bad behaviors. Re-
ward your child often with a small treat or special atten-
tion for every short period of time that your child behaves
appropriately. Be consistent because your child needs to
clearly understand what is expected of him. If you need
assistance creating a behavior plan, contact your school
psychologist.

Help children understand and express feelings:
When voices and tantrums become louder and louder,
tell the child that you will wait until they use a calm
voice. You may also validate their anger while asking
what you can do to help, such as “I see that you are an-
gry, what can | do to help?” Children may not always get
what they want, but you are teaching them that their
feelings matter. You also teach them that there are more
acceptable ways to achieve their desired goal or to obtain
a desired object without anger.

Help children learn problem solving skills: Role-
playing different solutions and teaching problem solving
techniques will also be beneficial to your child because
you can demonstrate positive, non-violent ways to re-
solve conflict.

Self talk and relaxation: By school age, positive self
talk can help your child to talk himself down from an an-
gry outburst. Self talk statements such as, “I can handle
this”, “I'm okay, just stay calm”, etc., are useful ways to
help children control their anger at times when they espe-
cially need to remain calm. Teach them relaxation tech-
niques such as: count to 10 before taking action, or taking
several deep breaths when faced with difficult or anger-
provoking situations. When teaching your child new tech-
niques, keep them developmentally appropriate.

Parents can play a positive role by helping their chil-
dren deal with anger. Parents who use positive approaches
and modeling techniques will enable their children to
grow emotionally strong and able to deal with the difficult

NASP Mission Statement

The mission of the National Association of
School Psychologists (NASP) is to promote edu-
cationally and psychologically healthy environ-
ments for all children and youth by implement-
ing research-based, effective programs that pre-
vent problems, enhance independence, and
promote optimal learning. This is accomplished
through state-of-the-art research and training,
advocacy, ongoing program evaluation, and
caring professional service.

situations they will face in the course of everyday life.

Some children inappropriately display anger because
they have not yet learned more effective coping strate-
gies. There are other children who may become violently
angry or who may display hazardous behaviors that are
dangerous to themselves and others. If there is an in-
crease in your child’s anger, determine whether any sig-
nificant changes have occurred which might be upsetting
your child. If your child is displaying severely violent or
dangerous behaviors, it is strongly recommended that
you seek additional assistance from a school psychologist
or a pediatrician.

Resources for Parents

Bilodeau, L. (1992). The anger workbook. Minneapolis:
CompCare Publishers.

Clark, L. (1996). SOS! Help for parents (2nd edition). Par-
ents Press.

Eastman, M. (1994). Taming the dragon in your child: So-
lutions for breaking the cycle of family anger. New York:
John Wiley & Sons, Inc.

Martin, M. & Waltman-Greenwood, C. (1995). Solve your
child’s  school-related problems. New York:
HarperPerennial.

McKay, M., Fanning, P., Paleg, K., & Landis, D. (1996).
When anger hurts your kids: A parent’s guide. Oakland,
California: New Harbinger Publications, Inc.

Severe, S. (1996). How to behave so your children will, too!
Greentree Publishing.

Resources for
Elementary or Preschool Children

Aborn, A. (1994). Everything | do you blame on me! King
of Prussia, PA: The Center for Applied Psychology,
Inc. (Grades K-6).

Faber, A. & Mazlish, E. (1994). Bobby and the Brockles.
New York: Avon. (Grades 3-5).

Mosher, A. (1994). Don’t rant & rave on Wednesdays!: The
children’s anger control book. Kansas City, MO: Land-
mark Editions. (Grades K-6).

Simon, N. (1974). | was so mad! Morton Grove, IL: Albert
Whitman & Co. (Pre-3).

Beth Levy, NCSP, is a school psychologist in the Bedford
Schools in Mt. Kisco, NY. Reprinted from Helping Children
at Home and School (NASP, 1998).
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Conflict Resolution and Peer Mediation:

A Guide for Educators

by Mary M. Chittooran

Background

Conflict is both natural and inevitable in human rela-
tions. It is neither good nor bad in itself, but it is the re-
sponse to conflict that makes it either a destructive experi-
ence or the medium through which problems can be aired
and solutions reached. Two common responses to conflict
— avoidance/withdrawal and verbal or physical confronta-
tion — are not constructive and usually worsen matters.
Another response is communication, which is the most ef-
fective way to resolve differences between individuals.

Schools should teach students conflict resolution skills
since unresolved conflicts can lead to poor academic perfor-
mance, low self-esteem and other social-behavioral prob-
lems. Typical school-based programs focus on teaching a
conflict resolution curricula, skills-based mediation pro-
grams, or a combination of the two.

Peer Mediation

One of the most frequently used skills-based ap-
proaches to conflict resolution is that of peer mediation.
Used to solve serious conflicts that cannot be handled inde-
pendently by the individuals involved, peer mediation relies
on an impartial third party to help students engaged in a
conflict to use communication, negotiation and problem-
solving skills to reach a mutually beneficial agreement. The
mediator does not render a judgement, force a solution, or
otherwise influence a decision.

Rationale: Peer mediation is designed to teach stu-
dents to find alternative ways to resolve conflicts and to en-
courage them to solve their own problems in a constructive
fashion. When peer mediation is effective, it allows students
to understand and respect different points of view. Peer
mediation teaches problem-solving and decision-making,
improves communication and critical thinking skills, in-
creases cooperation and reduces adult intervention in stu-
dent conflicts. Positive effects have been found in elemen-
tary, middle and high schools and with children of varied
backgrounds and ability levels.

The Peer Mediator: The peer mediator is usually nomi-
nated by peers or teachers and is then selected on the ba-
sis of teacher recommendations. The most effective peer
mediators have good judgment, enjoy the respect and trust
of their peers, display leadership abilities and have good
communication skills. They are not necessarily the best-be-
haved students in their classes, or “straight -A” students.
The peer mediator’s role is to monitor the problem-solving
process, to be unbiased, to listen empathetically to the dis-
putants, to be respectful to them, to help them work to-
gether to solve problems and to keep information confiden-
tial. Peer mediators undergo specific training in conflict
resolution and mediation, with most sources recommend-

ing between 12 and 20 contact-hours, depending on the
age of the student.

Peer Mediation Procedures

Students may request mediation when they are in-
volved in a dispute or they may be referred by teachers,
administrators and parents. In any event, participation is
voluntary. Once students agree to engage in mediation, the
peer mediator assigned to a case arranges a meeting at
some neutral setting. Students are asked to sit facing each
other, with the peer mediator between them. Other parties
are usually not permitted in the room. The following are the
six typical steps used in mediation:

1. Open the Session

Students are introduced to each other and to the peer
mediator. Ground rules are stated and discussed. Both dis-
putants must agree to respect each other, to be honest, to
stay calm, to listen to the other’s point of view, to be will-
ing to cooperate to find a solution and to focus on issues,
not the person (no name-calling, blaming, shouting, or in-
terrupting). The peer mediator secures a commitment from
both parties to follow all ground rules.

2. Gather Information

Each student is asked, one at a time, for their version of
the problem. Mediators may assign each student a specific
amount of time during which they may speak uninter-
rupted. The peer mediator’s role is to use effective verbal
and nonverbal communication skills such as eye contact,
empathy, restating, summarizing and clarifying to obtain as
much relevant information as possible.

3. Focus on Common Interests

The peer mediator then asks questions to determine
what each student wants and why they want it. Common
interests are identified and stated and form a springboard
for further discussion. For example, the students may indi-
cate that they have a common interest in solving the prob-
lem as quickly as possible.

4. Create Options

The peer mediator then explains that brainstorming will
be used to find solutions to the conflict and describes the
rules for brainstorming. Participants try to come up with as
many solutions to the problem as possible. However, at this
stage, ideas may not be judged, evaluated or criticized,
however far-fetched or unworkable they may seem. The
peer mediator may write down ideas as they are offered and
may ask questions for clarification.

5. Evaluate Options and Choose a Solution
The students then evaluate their list of options with the
help of the peer mediator. Their task is then to decide on

Continued on page 24
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one option that best meets their needs. The peer mediator
then summarizes the solution.

6. Generate an Agreement and Seal It

Each student says what they will do to solve the prob-
lem. The agreement is written down by the peer mediator.
The students sign the document and the peer mediator
signs as a witness. The mediator congratulates the students
on a successful session and encourages them to shake hands
to seal the deal. Students may seek additional mediation if
the agreement is not working. Changes in the original
agreement must be agreed upon and signed by both stu-
dents and the peer mediator.

Critical Components

Peer mediation can be a highly successful tool for con-
flict resolution in the schools. When starting a program, the
critical components are:

1. clear, specific goals and procedures

2. an advisory committee of school professionals, parents
and community representatives

3. adequate funding and resources
4. community support

5. handbooks and brochures advertising the new pro-
gram

6. selection and training of program coordinators and
peer mediators

7. orientation sessions for staff and students
8. established evaluation criteria

9. careful monitoring procedures

Resources

Organizations

CHAMPS Peer Leadership, Inc., 14425 N. Scottsdale Rd., Suite
400, Scottsdale, AZ 85254-3449, (602) 991- 9110.

Community Board Program, Inc., 1540 Market Street, Suite
490, San Francisco, CA 94102, (415) 552-1250.

“We must avoid fragmentation in implementing
programs. The concepts in preventing and respond-
ing to violence must be integrated into effective
school reform, including socially and academically
supportive instruction and caring, a welcoming at-
mosphere, and providing good options for recre-
ation and enrichment.”

— Howard Adelman, Professor of Psychology,
University of California, Los Angeles

National Institute for Dispute Resolution, National Association
for Mediation in Education, 1726 M Street, NW., Suite
500, Washington, DC 20036-4502, (202) 466-4764.

Peace Education Foundation, 1900 Biscayne Boulevard, Mi-
ami, FL, 33132-1025, 1-800-749-8838.

Resolving Conflict Creatively Program (RCCP). National Cen-
ter, 163 Third Avenue, P.O. Box 103, New York, NY
10003, (212) 387-0225.

Materials, Programs and Curricula

Crawford, D., & Schrumpf, F. (1994). Creating the peacable
school: A comprehensive program for teaching conflict
resolution. Research Press, Inc. Champaign, Il; (217)
323-3273. For grades 3-12.

Johnson, D. & Johnson, R. (1991). Teaching students to be
peacemakers. Edina, MN: Interaction Book Company,
7208 Cornelia Drive, Edina, MN 44535; (612) 831-
9500.

Kreidler, W. (1984). Creative conflict resolution: More than
200 activities for keeping peace in the classroom, K-6.
Glenview, Il: Scott Foresman.

McGarr, M., Rain, B., & Walker, J. (1993). RAPP (Resolving
All Problems Peacefully). Ferguson Middle School,
Ferguson-Florissant School District, 701 January Avenue,
Ferguson, MS 63135.

Safe Schools Resource Guide (1994). North Carolina State
Department of Public Instruction, Raleigh. Instructional
Services (EDRS Document No. ED 381 718).

Schrumpf, F., Crawford, D., & Usadel, H. C. (1996). Peer
mediation: Conflict resolution in schools, revised edition.
Box 9177, Champaign, IL 61826; (217) 352-3273. Pro-
gram guide and accompanying video, useful through
high school.
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Functional Behavioral Assessment:
Looking Beyond Applied Behavior Analysis

by J. Ron Nelson, Maura L. Roberts,
Michael Bullis, Craig Albers & Barbara Ohland

Over the years, different assessment procedures have
been designed and conducted for a variety of educational
purposes. Historically, traditional norm-referenced assess-
ments have been used to classify or determine the eligibil-
ity of individuals for certain services. While traditional mea-
sures provide useful information for these purposes, the
data obtained from such assessments often cannot be di-
rectly linked to the actual problem behaviors in the class-
room and provide little useful information for designing ap-
propriate interventions. One alternative to traditional assess-
ment procedures is the functional assessment (FA) ap-
proach. In general, a functional assessment is characterized
by the following features: (a) it includes multiple and differ-
ent types of direct and indirect assessment procedures; (b)
it addresses the student’s problem within the setting or
conditions in which the individual will be placed; (c) it pro-
vides information or data necessary to design interventions;
and (d) it allows for ongoing assessment of a student’s be-
haviors (Frey, 1984; Halpern & Fuhrer, 1984).

Given these unique characteristics, there is little ques-
tion why functional assessment or, specifically, functional
behavioral assessment (FBA) procedures were included
within the 1997 amendments to the Individuals with Dis-
abilities Education Act (IDEA) and that they will play an in-
creasing role in the education of students with disabilities.
Within the section on discipline, these amendments re-
quire that the Individualized Education Program (IEP) team
consider positive behavioral interventions, strategies and
supports if a student with disabilities has behavior prob-
lems (Discipline provisions, 1997). Further, the behavior
intervention plan must be based on a FBA. Although the
amendments do not specify the theoretical foundation on
which the term FBA must be based (Nelson, Roberts,
Mathur, & Rutherford, in press), many professionals be-
lieve that it is linked solely to the field of applied behavior
analysis (e.g., National Association of State Directors of
Special Education, 1998). Indeed, we believe that school
professionals and others should consider a broader cat-
egory of functional assessments when conducting func-
tional behavioral assessments within school settings. Thus
we use the terms functional assessment and functional be-
havioral assessment (FBA) interchangeably throughout the
remainder of the paper.

Problematic Reliance on
Applied Behavior Analysis Procedures

Over-reliance on using functional applied behavior ana-
lytic (FABA) assessment procedures in adherence to the 1997
IDEA amendments may be problematic for four reasons. The
first reason centers on general disagreement in the field of

applied behavior analysis regarding its basic elements. This is
especially the case in regards to the use of functional analy-
sis procedures. Functional analysis is one unique and contro-
versial procedure used in the majority of the FABA assess-
ments. The purpose of the functional analysis is to demon-
strate the functional relationship between a problem behav-
ior and the maintaining environmental variables through
systematic or experimental manipulations (Halle & Spradlin,
1993). While there is widespread acceptance of the use of
FABA, techniques and basic elements of these procedures can
vary considerably within the field of applied behavior analy-
sis (Wacker & Reichel, 1993).

The second problem in the use of FABA procedures fo-
cuses on the limited external validity of research conducted
on these procedures in the field of applied behavior analysis.
Although a plethora of databased intervention studies have
been conducted, overall, research conducted on FABA in the
field of applied behavior analysis provides little information
about the feasibility, acceptability and effectiveness of these
procedures for dealing with many school-based problems.
(Nelson et al., in press). Nelson and colleagues, in their re-
view of FABA procedures, found four methodological issues
that limited the external validity of such procedures. First,
virtually all that is known about the FABA is based on clients
with severe or profound mental retardation, most of whom
have concomitant medical or genetic conditions. Second,
most of what we know about FABA is based primarily on self-
injurious behavior. Third, almost all FABAs involve assess-
ments conducted in analog situations rather than natural en-
vironments such as classrooms or playgrounds. Finally, most
of the investigations were conducted by individuals with
advanced training in applied behavior analysis, leaving in
doubt whether school-based personnel can implement cor-
rectly and appropriately FABAs in public school settings.

The third problem in the use of FABA procedures centers
on whether they will be accepted practice in the classroom,
regardless of their merits. The lack of FABA research con-
ducted in classroom settings may suggest a deeper philo-
sophical issue regarding educators’ beliefs about the nature
of behavior and their ability and desire to address students
who exhibit challenging behavior (Nelson & Scott, in press).
In other words, the question may not be so much whether
functional behavior analytic assessment can be validated as
whether practitioners are able and willing to engage in such
practices.

The final problem in the over-reliance on FABA proce-
dures reflects the fact that a range of fields other than the
field of applied behavior analysis have developed and vali-
dated functional assessments. It seems imperative that we
explore functional assessment procedures used by other dis-
ciplines to maximize our knowledge to conduct effective
functional behavior assessments related to the 1997 IDEA
discipline amendments. This is important because functional

Continued on page 26



PAGE 26 — BEHAVIORAL INTERVENTIONS

FBA continued from page 25

assessment procedures have captured the interest of profes-
sionals in a wide range of fields related to special education
including occupational therapy (Velozo, 1993), speech and
language pathology (Frattali, 1992), physical therapy
(Wickstrom, 1990) and vocational rehabilitation (Halpern &
Fuhrer, 1984).

Furthermore, within this broader purview, assessment
procedures regarded as functional in nature have been devel-
oped with a wide range of populations including those for
persons with head injury (Ross, O’Malley, Stein, & Spettell,
1992), deafness (Bullis & Reiman, 1992), visual impairments
(Graves, 1990), learning disabilities (McCue, 1989), emo-
tional and behavioral disorders (Bullis, Bull, Johnson, Johnson,
1994), mental retardation (Derby, Wacker, Sasso, & Steege,
1992), psychiatric disability (Cohen & Anthony, 1984) and
young children (Lowenthal, 1997). Thus, it is important to
look beyond the field of applied behavior analysis to identify
how other disciplines related to special education define and
use the term “functional assessment” because of the limited
nature and application of functional behavior analytic assess-
ment procedures.

Implications for School Psychologists

Looking beyond the field of applied behavior analysis is
especially critical to school psychologists because they will
play a crucial role in maintaining and expanding the present
definition of “psychological services” to meet all the com-
ponents under the amended law. As one of the most quali-
fied members of the IEP team, school psychologists have the
skills and knowledge to manage, design and interpret the
results of functional assessment procedures, regardless of
discipline. Additionally, they can provide a linkage among
the different disciplinary perspectives that are a part of any
collaborative problem-solving process within the schools.

The Functional Assessment Approach by
Disciplines Related to Special Education

Within the disciplines related to special education, func-
tional assessment methods focus on evaluating the actual
skills and capacities of the individual in the natural setting. In
other words, multiple assessment instruments are used to de-
termine the individuals’ abilities, interests, task performance,
general adjustment, social skills and self-determination in
relation to the behavioral requirements, possible accommo-
dations and supports available within that setting, rather than
primarily focusing on identifying the function of the behav-
ior. (Bullis, Kosko, Waintrup, Kelly & Isaacson, 1994). The di-
versity of this work in terms of types of disability and profes-
sionals is in stark contrast to that conducted in the field of
applied behavior analysis. As noted in the first section, ap-
plied behavior analysis is not the only field interested in func-
tional assessment.

Although researchers and other professionals have devel-
oped functional assessments in just about every area of edu-
cation (e.g., curriculum-based and authentic assessments), we
delimited our look at such procedures utilized by fields related

to special education including occupational therapy (Velozo,
1993), speech and language pathology (Frattali, 1992), physi-
cal therapy (Wickstrom, 1990) and vocational rehabilitation
(Halpren & Fuhrer, 1984). This is not to say that, for example,
curriculum-based assessment procedures would not play a role
in the functional assessment process noted in the 1997
amendments to IDEA. Rather, we were interested primarily in
looking at the broad conceptualizations of the constructs
measured through functional assessments. To this end, we
provide an overview of the application of functional assess-
ment results in disciplines related to special education (i.e.,
occupational therapy, speech and language pathology, physi-
cal therapy, and vocational rehabilitation).

Application of assessment results: The primary areas
and associated constructs assessed through functional assess-
ment for disciplines related to special education are presented
in Table 1. Inspection of Table 1 reveals that functional assess-
ment is designed to look at the individual in a comprehensive
manner prior to developing an intervention plan. Such assess-
ments essentially direct researchers and other professionals to
go beyond the presenting concern(s) (e.g., vocational func-
tioning) and look at a number of dimensions that might be
useful in improving the quality of life for the individual (Lewis,
Burke, & Carrillo, 1987). For example, for a child who exhib-
its severe challenging behavior, poor interpersonal skills or a
lack of motivation to perform such skills, these are important
issues to address in a behavioral intervention plan. But for a
particular child who exhibits severe challenging behavior, im-
paired memory or attention might be even more critical in
determining the outcome of the intervention plan.

The products of a functional assessment are the (a) iden-
tification of an individual’s strengths and weaknesses in a num-
ber of functional areas and (b) identification of environmental
demands and support services and practices. The products of
these functional assessments are not related to identifying the
function of the behavior nor to weakening the maintaining
contingency associated with the problem behavior, but rather
to determining the interaction between the characteristics of
the individual’s strengths and weaknesses in relation to func-
tioning within a particular setting.

Table 1.
Primary Area Assessed Through Functional Assessment
in Disciplines Related to Special Education’

Functional Area Constructs Measured

Family relations; personality; interpersonal relationships;

Behavioral/psychosocial behavioral surpluses and deficits

Communication Auditory and visual reception; oral and graphic expression

Intelligence; attention; impulsivity; memory;

Cognitive . . R . .
problem solving; auditory, visual, and spatial perception

Physical Gross mobility; fine motor skills; strength and endurance

Daily living Self-care; home maintenance; community awareness and use
Aptitudes; interest; academic skills;

Vocational

job seeking skills; job maintenance skills

Environment Environmental demands; available support structures and practices

'The functional areas and constructs measured presented
are not exhaustive.



BEHAVIORAL INTERVENTIONS — PAGE 27

Discussion

Although the overall goal of functional assessment pro-
cedures (regardless of discipline) is to improve the quality
of life for individuals with and without disabilities, we would
like to highlight three primary distinctions between such
procedures in the field of applied behavior analysis and dis-
ciplines related to special education. The first distinction
focuses on differences in goal of functional assessment pro-
cedures. The goal of functional assessment procedures in
the field of applied behavior analysis is limited to the iden-
tification of important, controllable, causal environmental
events which are functionally related to a specified set of
target behaviors for an individual. In other words, the goal
is to improve the effectiveness and efficiency of environ-
mentally-based behavioral treatments. In contrast, the goal
of functional assessment procedures in disciplines related to
special education appears to be much broader. The goal is
not only to identify an individual’s strengths and limitations,
but also to assess the environmental demands and supports
available to him or her.

The second distinction centers on the assessment pro-
cedures. In the field of applied behavior analysis, the assess-
ment procedures tend to focus primarily on environmental
events that may be functionally related to a set of targeted
behaviors. Although multiple assessment procedures are
used (e.g., interviews, observations and experimental ma-
nipulations), their purpose is the same (i.e., identification of
establishing operations, antecedent variables and conse-
quence events that control target behaviors). In contrast,
the multiple assessment procedures used in disciplines re-
lated to special education go beyond the identification of
environmental events that are functionally related to a
specified set of target behaviors. Varied procedures are used
to provide a complete picture of individuals and the envi-
ronments in which they function. In other words, multiple
dimensions of an individual are considered to ensure that all
important areas and questions are addressed. Additionally,
disciplines related to special education tend to utilize psy-
chometrically sound assessment procedures whereas the
field of applied behavior analysis relies on behavioral obser-
vations and experimental manipulations.

The third distinction focuses on the application of the as-
sessment results. The application of the results of a functional
assessment in the field of applied behavior analysis prima-
rily rests on adjustments to environmental conditions. For
example, one of the most common approaches is to use a
differential reinforcement procedure, which withholds rel-
evant reinforcers following inappropriate behavior and pre-
sents them following a desired behavior. In contrast, the
results of a functional assessment in disciplines related to
special education tend to direct professionals to go beyond
the salient presenting concern(s) and consider a number of
personal dimensions of individuals and the environments in
which they function.

Finally, an issue not discussed in the functional assess-
ment literature centers on the relationship between the re-
sults of functional assessment procedures and the availabil-
ity of effective treatment methods. The success of functional

assessment, regardless of the area of concern, depends as
much on the reliability of the assessment instruments and
procedures as on the available treatment methods. The in-
formation provided through functional assessment provides
an empirical basis for identifying which services and inter-
ventions are the most effective. The extent to which this
information is useful can be directly connected to the effec-
tiveness and efficiency of the treatments. Further, the avail-
able services and interventions must not only be palatable
to the other professionals but also to the target students and
their families. Functional assessment, regardless of the pro-
fessional field, is a complex topic encompassing a range of
heterogeneous issues, constructs and assessment proce-
dures that clearly warrants continued research and review.
Readers are encouraged to more fully explore the rich and
varied area of research and practice underlying the func-
tional assessment literature.
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Time-Out: Guidelines for Teachers

by Thomas S. Ewing

Overview of Time-out

Time-out is defined as the withdrawal of opportunity to
receive positive reinforcement or the loss of access to positive
reinforcers for a specified period of time (e.g., 1-3 minutes).
The effect is to reduce the future occurrence of the undesired
behavior. There are three important features in this definition:
(1) the discrepancy between the time-out environment and
the normal “time-in” setting; (2) the loss of access to rein-
forcement contingent upon the undesired behavior; and (3)
a resulting decrease in the future probability that the undes-
ired behavior will recur.

Contrary to popular reasoning, time-out is not accom-
plished by simply moving an individual to a secluded setting.
Such a method may accurately describe isolation, but it is by
no means the only way in which time-out can be used.

Time-out Strategies

Two important factors for successful time-out include
providing contrast to the time-in environment and being
consistent in applying the strategies. The following ten steps
should help establish an effective model for implementing
time-out procedures to reduce undesired behaviors:

Step 1

Be able to precisely define the behavior you would like to
decrease or increase. Example: The child will decrease the num-
ber of times he speaks without raising his hand. Or: The child will
increase his compliance with teacher given directions. The defini-
tions need to be as specific as possible.

Step 2

To change the misbehavior, you need to understand why
it is being performed. First, observe the child in the setting
where the misbehavior occurs. Now look for three things:
e Who pays attention to the misbehavior?

e What type of reinforcement does the child receive for
this behavior? (This may include laughing, pointing,
looking at, even being yelled at)

¢ Does the behavior help the child avoid or escape from
something he/she may not want to be involved in?

When the child is in the regular or time-in environment,
the level of reinforcement can be judged as lean, moderate,
or rich. If it is rated as rich, this would mean the child is re-
ceiving lots of positive reinforcement (e.g., verbal or physi-
cal praise). If the environment is considered lean, the child
is receiving very little reinforcement. Moderate would be
considered somewhere between lean and rich.

Step 3

For time-out to be an effective intervention, make sure the
time-in environment where the undesired behavior occurs
would be rated as rich. This serves two purposes: it motivates
the child to desire the time-in setting, and it serves as a severe
contrast to the non-enriched time-out environment.

Step 4

Warnings about possible consequences generally are not
needed if the desired behavior has been pre-taught. If a
warning is given, it should be briefly stated (five words or less)
without emotion, one time. Any more than this may result in
what is called secondary gain. In other words, talking to the
child may reinforce and therefore maintain the behavior you
are trying to eliminate.

Step 5

When time-out is to be implemented, you do not need
to explain “why” to the child, especially if desired behaviors
have previously been explained. In the event that a reason is
given, it is necessary to follow the same guidelines as stated
in Step 4 above.

Step 6
To reduce the occurrence of undesired behavior, time-out

may be implemented at two levels:
* Non-exclusionary time-out. This is where you remove

reinforcers from the child. There are two levels of non-
exclusionary time-out. They are:

(a) Planned ignoring: This occurs when social reinforcers
— usually attention, physical conduct, or verbal in-
teraction — are removed for a brief period of time
(10-60 seconds) contingent upon the occurrence of
an undesired behavior.

(b) Removal of reinforcement: When an undesired behav-
ior occurs, you remove materials the child is interact-
ing with for a period of time (1-3 minutes).

e Exclusionary time-out. This is where you remove the
child from the reinforcing conditions. Non-exclusionary
time-out is less intrusive and should be tried first.
Exclusionary time-out has three levels. Listed from least
to most intrusive, they are:

(a) Contingent observation: Here the child is moved from
the time-in environment to another location and still
observes ongoing or instructional activities. They
may not, however, participate in them. Optimal
time limits are 30 to 60 seconds.

(b) Exclusion time-out: Child is removed totally from the
time-in environment. The child does not observe on-
going activities. Examples of exclusion are sitting
behind a partition or sitting in a corner. Maximum
effective time is up to two minutes.

(c) Isolation time-out: At this level of time-out the child
is isolated from all probable reinforcers by being
placed in a different room. Isolation requires a pre-
viously defined time duration. Generally five minutes
should be the longest a child is isolated.

When preparing to implement a time-out procedure,
one factor must be taken into consideration: Time-out will
not work if the child sees it as an escape. Example: The child
does not want to work on a math test, so he begins talking
very loudly. In turn the teacher places him in time-out. This
is rewarding to the child because he has avoided or escaped
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from a situation he didn’t want to be in.

Step 7
In order to enforce a time-out, an adult should always be

present. The child should NOT be the one responsible for de-

termining when they are released. There are four general

methods of enforcing time-out:

¢ “Shaping” involves observing the child in time-out and
determining how long she can comply, (or “handle”
it), then releasing her just short of her maximum
tolerance. For example, if you want the child in time-
out for two minutes, but find that after 45 seconds he
starts making noise, next time release him after 40
seconds. Then in the future, extend the time in small
increments until you reach the desired time.

e “Put back” is just as it sounds — you keep putting the
child back (in the event they have left) into the time-
out setting until the child has been in time-out for the
desired time.

* “Holding” is a method of physical restraint. Because of
possible injury to the child or the person holding them,
this should only be implemented by persons properly
trained to do so.

e “Barrier” involves a room from which the child in time-
out cannot leave. Because of space limitations and
possible legal or ethical issues, this is rarely used in
regular school settings.

Step 8

The maximum duration of any time-out setting should be
about five minutes. If there is a significant history of longer
time-outs, then up to 15 minutes may be utilized.

Step 9
In deciding when to release a child from time-out, there

are two common philosophies. Either the student must exhibit
the desired behavior for a certain length of time, or the student
must serve the entire pre-determined time duration.

Step 10

When the time-out is completed and the child is to be
released, again minimize secondary gain. Use either a very brief
verbal prompt (such as the child’s name and the phrase “time-
in”) or a physical prompt (such as a touch on the shoulder or
a flashing of the lights) to release the child.

Remember, the two most important guidelines to success
with time-out are 1) provide contrast to the time-in environ-
ment and 2) be consistent in implementation.
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A Prosocial System for Improving
Student Discipline and Responsibility

by Jerry McMullen

Schools are microcosms of society. Serving as a behav-
ior management consultant in the schools requires sensitiv-
ity to general social trends. Current trends include reduced
amounts of parental supervision, diminished support from
community and church, and conflicting or antisocial mes-
sages in the media and music. For some students, mixed
social messages lead to personal confusion that undermines
their ability to succeed academically or socially. Many at-risk
students demonstrate a lack of positive direction, an unclear
sense of self and free-floating aggression. As might be ex-
pected, they encounter difficulty in school, family and com-
munity situations. Such students are a worrisome but grow-
ing minority. This article describes educators’ perceptions of
recent trends in student behavior and provides an adapt-
able three-component prosocial system for addressing be-
havioral management needs.

Trends in Student Behavior

More than 700 educators attending 31 of the author’s
behavior management workshops were asked to describe
changes in student behavior over the past decade. In order
of prevalence, they noted the following top ten changes: (1)
less respectful, (2) assume less personal responsibility, (3)
less parental involvement and supervision, (4) impatient/im-
pulsive/want instant gratification, (5) home challenges
school authority/veracity (e.g., the student is right; school
is wrong), (6) more noncompliant/oppositional/defiant, (7)
negative attitude, (8) difficulty paying attention, (9) more
aggressive, and (10) more inappropriate language. Most re-
spondents work in elementary schools in “good” school dis-
tricts. The picture is more dire when examining responses
from “problematic” schools. Educational systems become
increasingly stressed as the percentage of students exhibit-
ing challenging behavior rises. One or two disruptive stu-
dents per class can hinder the learning environment, espe-
cially if disruptive behavior is supported by peers. Effective
behavior management approaches are essential to address
negative trends and promote safe, productive schools.

When providing behavior management assistance, the
following questions must be considered. What are the
unique needs of each school? What can be done to meet
these specific needs? How can negative trends in student
behavior be reversed?

Chester County Prosocial Behavior System

During 1993, after serving as a school psychologist for
20 years, | became a behavior management consultant for
Chester County (PA) Intermediate Unit. This position was
created through the Statewide Support Initiative (SSI) of the
Pennsylvania Department of Education. SSI was initiated in
1989 to provide training and technical assistance in areas
including behavior management, instructional support,

assistive devices, early intervention, transition to adult living
and inclusion. SSI’s goal is to enhance school districts’ ca-
pacity to provide effective services and programs for all stu-
dents, including those with disabilities. Districts seek SSI
technical assistance from intermediate unit consultants at
their discretion.

Examination of varied behavior management ap-
proaches led me to the belief that social skills models are
well suited to address negative behavior trends. The work
of George Batsche, Howard Knoff (Batsche & Knoff, 1995),
and Arnold Goldstein (e.g., McGinnis & Goldstein, 1984)
provide the foundation for the Chester County Prosocial
Behavior System. Techniques for improving school climate
from Michele Borba (Borba, 1995) and Carol Allred (Allred,
1984) are incorporated. Refinements have evolved during
three years of application in regular and special education
programs in 12 school districts, one intermediate unit, sev-
eral preschool programs and other education and mental
health settings.

The Prosocial Behavior System consists of three compo-
nents that operate simultaneously: (1) analysis of school cli-
mate and behavioral expectations; (2) trouble shooting,
problem solving and maintenance to address specific areas
of concern within schools; and (3) promotion of student dis-
cipline and responsibility. This system, which is educative
rather than punitive, effectively addresses negative qualita-
tive changes noted above as well as challenging behavior
exhibited by individuals. It has proven successful with regu-
lar and special education students at preschool through
high school levels. Each school adapts the system to meet
its needs. When school-level implementation is not possible,
modifications can be made for individual classroom use. The
following is an overview of the system’s three components.

Analysis of School Climate and
Behavioral Expectations

The most general aspect of the Prosocial Behavior Sys-
tem requires school personnel to examine the climate and
behavioral expectations within their building. School cli-
mate is the general social tone and conditions that perme-
ate the school atmosphere. Borba (1995) lists the acquired
feelings of security, selfhood, affiliation, mission and com-
petence as the building blocks of self-esteem. These feelings
also are essential for students to thrive in school and even-
tually succeed in work and family settings. Prosocial themes
such as respect, cooperation or kindness may be promoted
on a school-wide basis through assembly programs, signs
and posters, and social reinforcement.

Behavioral expectations are established by delineating
behavioral standards, establishing rules to achieve them and
enforcing these rules. School personnel must consider if be-
havioral standards and rules are (a) realistic, (b) well de-
fined, (c) clearly communicated and (d) consistently en-
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forced. If problems are noted in standards, rules or enforce-
ment, other components of the Prosocial Behavior System
provide means for improvement.

Trouble Shooting,
Problem Solving and Maintenance

This component consists of several steps: (1) A commit-
tee (often called a prosocial or school climate committee)
is formed. A classroom teacher serves as chairperson; an ad-
ministrator is a member. (2) The committee surveys staff to
identify areas of concern (e.g., hallway, cafeteria or bus be-
havior; in-school suspension; student respect; chronic of-
fenders; positive parental involvement; and staff morale).
(3) Concerns are prioritized and improvement strategies are
designed. Initially, no more than three areas should be tar-
geted. It is important to focus on a limited number of areas
to gain success and, perhaps more important, credibility
with staff. (4) Program maintenance is accomplished
through committee meetings that assess the effectiveness
of improvement strategies, make necessary adjustments or
establish different priorities. Committees convene on an as-
needed basis, but at least once per month. Forty-five minute
meetings prior to school are typical.

The following are examples of trouble shooting and
problem solving developed by prosocial committees in
Chester County. To demonstrate the system'’s flexibility, ap-
plications at elementary and middle schools are presented.

Example 1: Misbehavior of students entering an elemen-
tary school’s morning breakfast program. Disputes often
start in the neighborhood, then continue on the school bus,
during breakfast and into the classroom.

Improvement strategies: (1) Establish rules for entering
the building: keep hands and feet to self, walk, stay on the
right, use inside voice. (2) Post rules at appropriate entrance
points. (3) Place traffic cones in the front hall to assure that
students stay to the right. (4) Review rules with the students
before they are implemented. (5) Provide students guided
practice using proper entry techniques. (6) Require students
violating entry rules to exit the building and reenter in an
appropriate fashion. (7) Use the following standard verbal
prompt for students needing reentry: “Stop. What is the
good choice?” The student is given “on-the-spot” guided
practice of repeating the four entry rules, exiting the build-
ing, then reentering properly. (8) Establish assigned seating
for breakfast to assure separation of students typically in-
volved in disputes. (9) Enforce appropriate behavior rules
during breakfast. (10) Assure that all staff supervising break-
fast steadfastly adhere to this system. (11) Serve breakfast
to students delayed for “on-the-spot” practice after all other
students have been served.

Example 2: Congestion and student conflicts in a middle
school’s hallways.

Improvement strategies: (1) Station teachers at the end
of hallways between periods to observe halls and lavatories.
(2) Post teachers at the end of the hallways to monitor walk-
ways when students pass outside between classes. (3) Exit

sixth-graders through the front school entrance to board
buses at the end of the day. This allows them to bypass
the congested main corridor. (4) Have students walk on
the right; install directional arrows to provide visual aides.
(5) Require sixth-graders to get books from their lockers be-
fore lunch, place the books in their post-lunch classroom,
then return to that room after lunch without revisiting lock-
ers. (6) Provide a public address announcement to students
regarding lateness for class. Clearly state rules and expecta-
tions for passing between classes. Assure students that hall-
way and promptness rules will be enforced. (7) Provide a
summary on the public address system at the end of the day
letting students know their level of hallway success. Use a
positive orientation to the degree that positive feedback is
realistic. (8) Require students who leave study hall for other
destinations (e.g., library or tutoring) during eighth period
to return to study hall before dismissal. (9) Give students
tardy slips if they are late for class. These slips are sent to the
office by the reporting teacher. Students receiving three
slips are required to call their parents at home or at work to
inform them of their pattern of tardiness. Duration of these
calls is limited to two minutes. Parents are informed of this
policy in advance.

Promoting Student Discipline
and Responsibility

This component of the Prosocial Behavior System incor-
porates methods developed by Batsche and Knoff (1995)
and Goldstein (Goldstein, Sprafkin, Gershaw & Klein, 1980;
McGinnis & Goldstein, 1990, 1984). These methods allow
staff to address student behavior in a way that promotes re-
sponsible decision making and, when necessary, teaches
social skills that are lacking.

Behavioral psychology suggests that internal language
is a key to self-control. Batsche and Knoff’s five-step re-
sponse sequence provides language to help students con-
trol impulses and make constructive choices. Initially, this
language is externally impressed by teachers and visual
icons. Through modeling, application and reinforcement,
students internalize this language and use it to exercise self-
control and social responsibility. The following is a list of the
five steps and a rationale for each:

1. Stop and Think. Teachers say, “Stop and think” to stu-
dents behaving inappropriately. This prompt interrupts
negative and impulsive behavior. It also aids self-control
as students internalize and apply it themselves. For
teachers, “Stop and think” is a calm, rational, consistent
response to challenging behavior. It reduces the ten-
dency to yell and/or respond emotionally to students.

2. Good Choice or Bad Choice. After interrupting inap-
propriate behavior with “stop and think,” teachers ask,
“Are you going to make a good choice or a bad
choice?” This question places responsibility for decisions
squarely upon students. It is made clear that conse-
quences are derived from choices made by students.
Power struggles and win or lose situations generated by

Continued on page 32
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student defiance are defused. This step is the key to as-
suring that students understand that they are respon-
sible for their behavior and subsequent consequences.
It is imperative that meaningful consequences accom-
pany students’ behavioral choices.

3. Choices or Steps. This part of the sequence varies ac-
cording to need. Some students are helped to explore
alternative choices. In other cases, students with social
skill deficits are taught specific steps of social skills essen-
tial for school and interpersonal success. These steps are
concrete and specific. For example, possible steps for
listening are: (1) Feet on the floor. (2) Bottom on the
chair. (3) Hands folded. (4) Eyes on the speaker. (5)
Mouth closed. Goldstein’s Skillstreaming books
(Goldstein, Sprafkin, Gershaw, & Klein, 1980; McGinnis
& Goldstein, 1984; McGinnis & Goldstein, 1990) offer
steps for teaching social skills to promote classroom
survival, establish friendships, deal with feelings, use
alternatives to aggression and cope with stress. (The role
of Skillstreaming in the Prosocial Behavior System is dis-
cussed below.)

4. Just do it! Teachers say, “Just do it!” This activates stu-
dents who opt for good behavioral choices and reduces
verbiage. This message is not used for students who
make bad choices; these students experience conse-
quences associated with their choice.

5. How did I do? This step is used for self-monitoring and
self-evaluation. Students reflect upon the results of their
choices and consider behavioral alternatives when
needed. This step can be accomplished informally
through verbal review with teachers and/or peers or
formally through the use of self-rating forms.

The Role of Skillstreaming

Skillstreaming offers an effective method of teaching
social skills; however, it is not an essential part of the
Prosocial Behavior System. Most of our teachers and
schools resist taking time from academic instruction to
model and role play social skills. Schools are much more
inclined to work with school climate, trouble shooting and
problem solving, and consistent language (i.e., “Stop and
think.” “Good choice or bad choice?”) than implement
Skillstreaming. Schools are made aware of Skillstreaming,
and many adapt aspects of this approach to their needs.
Examples of adaptations include:

(a) Schools readily teach the skill of listening. Student listen-
ing is activated by a “Give me five” (for the five steps of
listening) prompt followed by the teacher counting
backwards from five to one. The entire class is to be in
the listening position by the time the teacher says,
“One.” This prompt, created by Francie McMullen,
quickly orients students. Group incentives may be
awarded to reinforce compliance. After this procedure
has been taught, teachers find that even young children
can gain their classmates’ attention with directions such
as, “Give me five” or “I need listening.”

(b) Teachers dealing with severe behavior problems are
more inclined to teach social skills. Some Chester
County Intermediate Unit classes for severely emotion-
ally disturbed students spent as much as five weeks
teaching the skill of ignoring. Mastery of this skill was
essential to reduce interpersonal conflict and volatility
triggered by name calling and teasing. Other social skills
were not taught to these students until progress with
ignoring was evident.

() Some schools use commercial or school-made videos,
orientation programs and assemblies to model key so-
cial skills. Prosocial assemblies are creative and fun for
staff, students and parents. North Coventry
Elementary’s faculty sang and danced to Aretha
Franklin’s Respect. A teacher in a bear costume moder-
ated an assembly on the “bear necessities” for getting
along with others in Beaumont Elementary School.
Stetson Middle School sends eighth graders to each
feeder elementary school to provide assembly programs
for fifth graders who will arrive in the fall. Student role
plays demonstrate prosocial concepts and problem-
solving techniques.

(d) Several middle and high schools have changed the
name and nature of their in-school suspension to OS
(Organized Study) and R & R (Respect and Responsibil-
ity). Students in these settings complete problem analy-
sis logs, view social skills videos and review skills needed
to be successful in class. The emphasis is on prosocial
skill development rather than punishment. One school
allows students to select “time away” in OS when a
short cool-down interval is needed. Although formal
data is not yet available, reports indicate that these
prosocial rooms are much more effective than tradi-
tional in-school suspension.

Staff Training

The Prosocial Behavior System is introduced to schools
through inservice programs lasting three to six hours. When
possible, all building staff attend. Scheduling sometimes re-
quires separate training sessions for faculty and support
staffs. Participants are given the opportunity to volunteer for
the Prosocial Committee at the conclusion of inservice pre-
sentations. The trainer may attend several Prosocial Com-
mittee meetings to facilitate prioritization of concerns and
development of improvement strategies during the initial
phase of trouble shooting and problem solving.

Parent Training

Schools adopting the Prosocial Behavior System in-
clude some form of parent training. This typically involves
working with the PTO or site-based management team.
Parents are kept informed via school newsletters or other
written communication. School climate projects involve
parents when appropriate. Stetson Middle School empha-
sizes parent-teacher alliance in students’ academic and
social-skill development by referring to parents as the
“night-time faculty.”
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Student Involvement

Some schools enlist student committees to outline con-
cerns and improvement strategies with guidance from a fac-
ulty advisor. Input from student committees is considered
in conjunction with teacher input. There is a high degree of
congruence regarding both concerns and improvement
strategies when student and faculty opinions are compared.
Stetson Middle School was an innovator in this area. Their
student committee was nominated by staff. Faculty from
each grade level selected ten student representatives: two
academic leaders, two social leaders, two extracurricular
leaders, two students prone to getting in trouble (but re-
sponsible enough to participate) and two “nice” kids. Rec-
ommendations from faculty and students tend to be imple-
mented with less resistance than those mandated by admin-
istration.

Outcome Data

Schools implementing the Prosocial Behavior System
consistently report improvements in school climate and stu-
dent discipline. Listed below are measured outcomes ob-
tained by several Chester County schools.

Beaver Creek Elementary
(Downingtown Area School District)
(Prosocial Behavior System implemented at the
beginning of the 1995-96 school year.)

School Year Suspensions Suspensions
(Sept thru March) (Sept thru June)
1992-93 7 Unavailable
1993-94 6 Unavailable
1994-95 19 33
1995-96 0 1

Stetson Middle School
(West Chester Area School District)
(Prosocial Behavior System implemented at the
beginning of the 1994-95 school year.)

School Year Suspensions Fighting and
Physical Assaults
1993-94 813 78
1994-95 443 54
1995-96 411 28

North Coventry Elementary, 4th — 5th grade
(Owen J. Roberts School District)
(Prosocial Behavior System implemented
during November 1995.)

Month (1995-96) Discipline Referrals

September 13
October 14
November 6
December 2
January 3
February 4

Conclusion

Student behavior has changed over the past decade.
Educators report noticeable increases in student disrespect,
irresponsibility, impulsivity and noncompliance. Students
with the most pronounced behavioral problems often lack
positive social principles for guiding their behavior. Some
manifest unstable aggressive tendencies directed at them-
selves or others. To effectively deal with school discipline,
behavior management approaches must address challenges
posed by current negative behavioral trends as well as indi-
vidual acts of misbehavior. There are no easy answers.
Chances for success are improved when effective models of
prevention and intervention are designed, adapted to the
needs of schools, and shared with others.

The Prosocial Behavior System used in Chester County
enhances school climate and improves student discipline
though the development of prosocial skills. The system is
educative, not punitive; furthermore, it is versatile. It has
proven effective with regular and special needs students at
preschool through high school levels. In addition to its ap-
plication in schools, the system has been adapted for par-
ent training and use in mental health settings.
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PAGE 34 — BEHAVIORAL INTERVENTIONS

Resolution on Children, Guns, and Other Weapons

The Executive Board of the National Association of
School Psychologists recognizes that guns and other
weapons can — and, unfortunately, often do — hurt chil-
dren. Guns and other weapons injure and kill thousands
of children in the United States each year, through acts
of violence and accidents and when the guns and other
weapons are used by children and adults. Guns and
other weapons may result in psychological harm to chil-
dren when their family members or friends are injured
and killed. The increasing presence of guns and other
weapons in schools and communities may create a
threatening, hostile, and fearful climate which adversely
affects children’s psychological development and school
learning.

Therefore, the Executive Board of the National Associa-
tion of School Psychologists resolves to:

a. Support public policies on gun control which effectively
address the potential physical and psychological harm
that guns may cause for children;

b.Promote the development of policies and practices
within schools and communities which effectively
address the potential physical and psychological harm
that guns and other weapons may cause for children;

c. Assist policy makers, community leaders, parents, educa-
tors, school psychologists, and others with creating safe
environments for children and protecting the physical and
psychological well-being of children; and

d.Work collaboratively with other professional and
advocacy groups in the implementation of the prac-
tices described in this resolution.

Adopted by NASP Executive Board, 1994

Resources

Curricula

Goldstein, A., Palumbo, ]., Striepling, S. & Voutsinas, A.
(1995). Break it up: A teachers’ guide to manag-
ing student aggression. Champaign, IL: Research
Press: (217) 352-3273. Video available.

Kreldier, W. |. (1994). Conflict resolution in the middle
school. A curriculum and teaching guide. Boston:
Boston Area Educators for Social Responsibilities:
(617) 492-8820. (Companion curriculum for el-
ementary students also available — Creative conflict
resolution: Over 200 activities for keeping peace in the
classroom.)

McGinnis, E. & Goldstein, A. (1997). Skillstreaming the
elementary school child: New strategies and per-
spectives for teaching prosocial skills. Research
Press: (217) 352-3273. Also available from NASP
Publications at (301) 657-0270.

McGinnis, E. & Goldstein, A. (1997). Skillstreming the
adolescent: New strategies and perspectives for
teaching prosocial skills. Research Press: (217) 352-
3273. Also available from NASP Publications at (301)
657-0270.

Prothrow-Stith, D. (1987). Violence prevention: Cur-
riculum for adolescents. Newton, MA: Education
Development Center (55 Chapel St., Newton, MA
02160).

Shure, M.B. (1994,1995,1996). Raising a thinking
child. Henry Holt & Company, Inc. (book, work-
book); Bantam Doubleday Dell (auidotape).
(Multimedia program)

Web

NASP’s National Mental Health and Education Center for
Children and Families — www.naspweb.org/center

Center for Effective Collaboration and Practices, improving
services for children and youth with emotional and be-
havioral problems — www.air-dc.org/cecp/cecp.html

Council for Exceptional Children — www.cec.sped.org

Educational Resources Information Center Clearinghouse on
Counseling and Student Services — www.uncg.edu/
edu/ericcass

Families and Advocates Partnership for Education, informa-
tion on IDEA ‘97 — www.fape.org

Federation of Families for Children’s Mental Health —
www.ffcmh.org

IDEA Practices Site, information for parents, pupil services
personnel and school administrators on implementing
IDEA ‘97 — www.ideapractices.org

National Information Center for Children and Youth with
Disabilities — nichcy.org

NASP’s Safe School Resources — www.naspweb.org/cen-
ter/safe_schools/safeschools.htm

Partnership Against Violence, The PAVNET Resources Page —
www.pavnet.org

U.S. Department of Education Safe and Drug Free Schools
Program — www.ed.gov/offices/OESE/SDFS

U.S. Department of Education Office of Special Education and
Rehabilitative Services — www.ed.gov/offices/OSERS

U.S. Department of Substance Abuse and Mental Health Ser-
vices Administration’s Safe Schools/Healthy Schools Initia-
tive — www.samhsa.gov/sfsc0421.htm






What is a School Psychologist?

chool psychologists are found in every school system in the nation. Over 26,000

in number, they are highly trained in education, mental health, child development

and learning theory. They are problem solvers who, working with others, assist in

changing environments, attitudes and systems to help children use their strengths
to succeed in academic learning, social skills and citizenship. School psychologists coordi-
nate and evaluate needs unique to individuals with special learning and behavior problems.
They promote the use of research-based psychology theory to assist in curriculum, instruc-
tion and school reform. This is carried out through team problem solving; consultation; staff,
teacher and parent training; research and evaluation; direct interventions; assessment; re-
ferral and case management in collaboration with other pupil services professionals, such
as school social workers, counselors and others.

About NASP

The National Association of School Psychologists represents over 21,000 school psy-
chologists and related professionals throughout the United States and in 25 foreign coun-
tries. Founded in 1969, it is the world’s largest organization of school psychologists.

The mission of the National Association of School Psychologists (NASP) is to promote
educationally and psychologically healthy environments for all children and youth by
implementing research-based, effective programs that prevent problems, enhance in-
dependence, and promote optimal learning. This is accomplished through state-of-the-
art research and training, advocacy, ongoing program evaluation, and caring profes-
sional service.

NASP credentials school psychologists through its Nationally Certified School Psycholo-
gist (NCSP) program and is a leading publisher of books for school psychologists, parents
and educational professionals. Every year it holds an annual convention that is the world'’s
largest gathering of school psychologists.

For more information about NASP, complete and return the response form below.
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information about: D NASP Membership D NASP’s next Annual Convention

D NASP Publications D NCSP Program

NAME

ADDRESS

CITY STATE ZIP

Mail to: NASP, 4340 East West Highway, Suite 402, Bethesda, MD 20814
or FAX: 301-657-0275. Visit NASP at http://www.naspweb.org
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