
What Administrators Can Do To Promote
Positive Student Behavior
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�dministrators know only too well that concern for student misbehavior
is not new — although the behavior problems have become more preva-

lent, violent, and destructive during the past 20 years. In poll after poll,
behavior problems, lack of discipline, student safety, and violence in the
schools, make the top 10 list of concerns about public education. And these
concerns are no longer directed only at middle and high schools. Increas-
ingly, serious discipline problems are affecting elementary schools as well.

As many elementary classroom teachers will tell you, they spend an inordi-
nate amount of time and energy managing student misbehavior and con-
flict — time that could be spent on teaching and learning. A recent survey
found that elementary students disrupt the classroom and talk back or dis-
obey teachers more frequently than they did a decade ago (Langdon, 1997).

Until recently, practitioners often waited until the behavior became serious
enough to warrant referral to special education or other intensive services.
Sadly, the teachers and parents of too many of these students see signs of
potential difficulty long before the behavior escalates to the point of refer-
ral — in some cases, by the end of first grade (Wehby, Dodge, Valente, and
others, 1993). Although many young children today participate in early child-
hood programs designed to prevent future learning problems (e.g., Head
Start, Early Start, preschool), elementary school is a child’s first experience
with formal schooling. While many children easily adjust to the rules and rou-
tines that define the code of conduct in public school classrooms, some students
need more support in making this transition.
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Unfortunately, there has been little support for
early intervention when a child shows signs of
behavioral difficulties, and in some cases there
have been significant barriers. For example, a
clause in the 1997 reauthorization of the Indi-
viduals with Disabilities Education Act (IDEA)
has inadvertently caused some administrators
to refrain from discussing and addressing mi-
nor behavioral difficulties while others have
begun automatically to refer students for the
slightest infraction.

Administrators are wise to be concerned. The
number of referrals continues to increase and
the need to prevent many of these troublesome
behaviors has never been so great. Fortunately,
prevention strategies do exist that enable school
communities to redirect misbehavior and reduce
the potential for misbehavior early on, before
the need for formal discussion arises.

This guide describes prevention practices that
K-8 school administrators have found to be ef-
fective in accelerating school performance, in-
creasing readiness for learning, and reducing
problem behaviors. Creating a safe school envi-
ronment requires, among other things, having
in place many preventive measures for children’s
behavioral and emotional problems. This guide
describes prevention practices that K-8 school
administrators have found to be effective in ac-
celerating school performance, increasing readi-
ness for learning, and reducing problem behav-
iors. While these practices cannot prevent all in-
appropriate behaviors from occurring — indeed,
administrators could implement all of the strate-
gies in this guide and still experience behavioral
problems for which they need more intensive strat-
egies — they can help you create a school envi-
ronment that promotes positive behavior.

The information in this guide derives from the
work of researchers at six universities who spent

the last six years implementing school-based
prevention practices. Their focus was on stu-
dents with — and at risk of developing — emo-
tional and behavioral disorders. Examples of
prevention strategies from each of these projects
are included throughout this document. Con-
tact information for each project is found at the
end of the document.

Research-based strategies varied across the dis-
tricts represented in this guide, but one finding
remained constant. First and foremost, admin-
istrators are key to making prevention work.
Their role is twofold: providing an environment
that fosters positive behavior and making avail-
able specialized support and services that can
interrupt cycles of negative behavior.

What Do We Know
About Prevention?
Effective prevention programs are based on the
premise that early response to learning, behav-
ioral, and emotional problems can lead to bet-
ter outcomes for students. Prevention strategies
are built into the school’s foundation as part of
the regular school program. They are accessible
to all students — not just those students who
qualify for special programs such as special edu-
cation or Title I.

Two types of universal prevention approaches
fit well at the elementary school level. These are:

••• Classroom and schoolwide structural
strategies. Practitioners provide consis-
tent environments in classrooms and
throughout the entire school. These
approaches are designed to benefit all
students by building uniform structure
and a positive climate that promotes and
supports appropriate behavior. Structural
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Prevention in the Classroom
r Positive behavior management.
r Social skills instruction.
r Academic enrichment.

Schoolwide Prevention
r Unified discipline approach.
r Shared expectations for socially competent

behavior.
r Academic enrichment.

School-Family-Community Linkages
r Parent partnerships.
r Community services.
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approaches, both those found within
individual classrooms and those that are
implemented schoolwide, typically
address prevention from a multidimen-
sional perspective that includes behavioral
management, social skills instruction, and
academic enrichment.

••• School as a pathway to family and
community agency partnerships. Al-
though classroom and schoolwide
structural strategies provide a stable and
positive environment for most students,
some students need additional support.
Sound prevention strategies at this level
establish linkages between the primary
aspects of students’ lives: home and
family, school and classroom, and
community and social service agencies.
Family, school, and community agency
partnerships can provide temporary
assistance that can preempt the need for
more intensive interventions.

Both types of prevention — working in tandem
and on a consistent basis — are necessary.

Comprehensive school-based prevention strat-
egies at the elementary level are relatively new.
However, in most cases administrators will have
some prevention strategies already in place. They
can use these structures as building blocks as they
work to establish a more comprehensive approach.

Prevention strategies can help administrators
answer the following questions:

••• What can be done in the classroom?

••• What works schoolwide?

••• How can we support students through
school-family partnerships?

••• How can we build community agency
linkages?

Following are examples of promising strategies
in each of these areas.

Prevention in the
Classroom
Administrators know that effective classroom
practices — such as good classroom organiza-
tion, engaging lessons with high rates of stu-
dent response, positive climates, accommoda-
tions to match students’ ability levels, and mild
consequences for misbehavior — usually will
lead to appropriate behaviors for the majority
of students. However, many of today’s students
often require additional  support.

Prevention approaches in classrooms focus on
what students need to be successful (Dodge &
Bickert, 1996). They extend the practitioner’s
reach in helping students before corrective mea-
sures are necessary (Henley, 1997). Prevention
has two important advantages over corrective,
after-the-fact discipline. First, it tends to be cost
effective — it is much easier to prevent inap-
propriate behaviors than it is to correct them.
Second, there are no negative consequences for
children who behave appropriately.

In most classroom and schoolwide prevention
approaches, there is an emphasis on:

••• Behavior management systems that teach
and reward appropriate behaviors.

••• Social skills instruction as an integral part
of the curriculum.

••• Academic enrichment to ensure that
students master key knowledge and skills.
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Positive Behavior Management

Prevention through classroom management
typically focuses on developing appropriate stu-
dent behaviors, accelerating classroom learning,
and decreasing inappropriate behaviors. Features
of positive classroom management include:

••• Clearly communicated expectations for
student behavior. Teachers define accept-
able behaviors in a concrete manner.
Acceptable and desired behaviors are
within reach for the students.

••• Ongoing positive and corrective feed-
back. Teachers tell students what they are
doing correctly and praise them for
appropriate behavior. In addition,
teachers redirect inappropriate behavior
before more intensive interventions
become necessary (Montague, Bergeron,
& Lago-Delello, 1997).

••• Fair and consistent treatment of stu-
dents. Rules, consequences, and enforce-
ment procedures are clearly defined and
articulated to all students (Henderson,
1997). There are no surprises; students
know what is expected and what will
happen if they deviate from the estab-
lished system. The posted rules and mild
consequences are fair and applied consis-
tently to all students.

An important element of positive behavior man-
agement is teaching students to monitor their
own behaviors. Self-monitoring provides stu-
dents with a strategy for observing their own
behavior, recording it, and evaluating how they
did. Typically, self-monitoring strategies con-
sist of teacher cues, a student checklist of ap-
propriate behaviors, and systematic reinforce-
ment for progress. Self-monitoring helps stu-
dents internalize their behavior and provides a
visual reminder of what is expected of them.

Classroom Prevention in Action:
Positive Behavior Management

An increase in academic engagement, in seat
behavior, and in positive student interaction —
what administrator would not want a strategy
that delivered these results? The Behavior Pre-
vention Program works with educators to de-
velop classroom management systems that fo-
cus on helping students develop these and other
positive behaviors.

In the Behavior Prevention Program approach,
teachers identify their expectations and teach
the appropriate behaviors directly. Key instruc-
tional strategies include modeling, providing
practice, rewarding good behavior, and having
students self-monitor their progress. Teachers
find that this approach increases their use of
praise and reinforcement of proactive skills —
a powerful strategy in teaching students how to
behave.

The Good Student Game is an example of how
teachers can focus on promoting positive be-
haviors using a class monitoring system (Babyak,
Luze, & Kamps, in press). Teachers teach and
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Provides: Positive behavior management
system.

Features: Instructional strategy for
teaching and reinforcing
positive behaviors; student self-
monitoring.

Serves: Students in elementary grades.

Requires: Teacher training in techniques;
reinforcers (e.g., tangibles,
high-interest activities).

Enhancements: Peer tutoring; social skills;
parent involvement.
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monitor positive behaviors (e.g., staying seated
and working quietly) and students learn how
to self-monitor these behaviors.

The steps to the Good Student Game are:

••• Identify when to play the game.

••• Identify and clearly define behaviors to be
rewarded.

••• Set goals for individual and group
performance.

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

••• Set the monitoring interval (e.g., variable
or intermittent intervals when students
will assess and record their own behavior).

••• Teach the game procedures to students.

••• Play the game.

Consider the following example. Mr. Perry, a
fourth grade teacher, taught a diverse group of
youngsters. In addition to typical students, there
were students with attention problems, students
with learning and behavioral difficulties, lim-
ited-English-proficiency students, and gifted
students. Classroom management was a con-
stant struggle.

Students had trouble following directions and
completing assignments. Since many students
had particular difficulty during independent
work times, Mr. Perry decided to use the Good
Student Game during those periods to keep stu-
dents on-task. To support this goal, he identi-
fied the following behaviors:

••• Stay seated.

••• Raise your hand if you have a question.

••• Work quietly.

••• Raise your hand when you finish.

Next, Mr. Perry set performance goals and re-
wards. In order to receive 10 minutes of free
time at the end of the day, all students were ex-
pected to demonstrate the appropriate behav-
iors 80% of the time. Because students routinely
asked (and sometimes pleaded) for free time,
Mr. Perry felt confident that students would
value this reward.

Mr. Perry taught the Good Behavior Game pro-
cedures to students in a 20-minute session. To
set the context, he began by having students
discuss the relationship between good behavior
and classroom success. He then presented the
behaviors, modeled them, and gave students
ample opportunities to practice them.

Finally, he showed students how their behavior
would be monitored. By participating in the
Good Behavior Game, students learned to self-
monitor their behavior. Over time, students
internalized the appropriate behaviors.

Social Skills Instruction

Teachers must be clear about their expectations
regarding social skills. We may say we expect
students to listen, to show respect, to cooper-
ate, to be responsible, and to resolve conflicts.
However, unless we make sure students under-
stand what we mean and what they are supposed
to do, we cannot expect compliance.

Social skills instruction includes classroom sur-
vival skills (e.g., listening, answering questions,
asking for help) and critical peer skills (e.g.,
cooperating, showing empathy, making friends).
Most elementary aged students can benefit from
social skills instruction. But students with be-
havior problems often have social skill deficits
that put them at a distinct disadvantage in class-
room and schoolwide interactions.

“The prevention
programs have made a
great impact on our
students. The strong
programs imple-
mented have strength-
ened the social and
academic performance
of our students. Our
students now display
more of a positive
disposition, and
discipline problems
have declined. Our
student attendance
has improved signifi-
cantly as well. I feel
the prevention ap-
proach helps improve
the positive school
climate which is
critical in urban
schools serving high
rates of minority and
low socioeconomic
groups.”

Willia Crawford,
Principal

 Kansas
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Effective social skills instruction also can affect
classroom management practices. For example,
many classroom routines require that students
demonstrate good social skills (e.g., listen, ask
politely, cooperate, share materials). Teaching
social skills can help to clarify teacher expecta-
tions and help students understand how they
should behave.

Social skills instruction also can help improve
social interactions and reduce problem behav-
ior. An increasingly common view holds that
some students who misbehave do so because
they lack the social skills necessary for making
more appropriate choices. In this context, so-
cial skills become “replacement behaviors” —
we teach students how to behave appropriately
so they will make the “right” choices. For in-
stance, a child may respond in anger by hitting
another child because he or she has not been
taught acceptable alternatives.

There are literally hundreds of commercially
available social skills programs (see Alberg, Petry,
& Eller, 1992). Examples of social skills pro-
grams that support prevention include:

••• Skillstreaming the Elementary School
Child (McGinnis & Goldstein, 1997)

••• Teaching Social Skills: A Practical
Instructional Approach (Rutherford,
Chipman, DiGangi, & Anderson, 1992).

••• Skills for Living (Quest International,
1988).

Classroom Prevention in Action:
Social Skills Instruction

Today’s students bring to the classroom a di-
versity of background experiences and social
learnings. Too often, students fail at tasks be-
cause they have not developed the social skills
they need to succeed.

Project SUCCESS recommends teaching social
skills as part of the curriculum. The compo-
nents of the Project SUCCESS approach are:

••• Define the social skill to be taught in
observable terms.

••• Teach the social behaviors that make up
the skill.

••• Model the skill.

••• Engage students in practicing the skill.

••• Provide reinforcement and feedback for
skill performance.

••• Have students self-monitor their behaviors.

Although some teachers choose to teach social
skills as a subject area in its own right, others
integrate social skills instruction throughout the
curriculum. Project SUCCESS links social skills
instruction with activity or lesson requirements
because most instructional formats — discus-
sion, cooperative learning, peer tutoring, group
problem solving, etc. — require social as well
as academic skills. If students do not have the
social prerequisites for participating in an ac-
tivity (e.g., listening, following directions, ask-
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Provides: Social skills instruction for
classroom routines, rules, and
transition procedures.

Features: Classroom-based model for
teaching social skills and self-
monitoring to all students.

Serves: Students in elementary grades.

Requires: Teacher training in techniques.

Enhancements: Academic support (e.g.,
instruction matched to
students’ needs, instructional
strategies such as peer
tutoring); positive behavioral
management system that
includes self-management.
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ing questions, etc.), they may respond with off-
task and other inappropriate behaviors.

Using the Project SUCCESS model, teachers
teach the social skills that support participation
in academic activities. For example, students
may be expected to solve a math story problem
in groups, discuss the characters in a story dur-
ing literacy circle, or use a writing process to
edit a partner’s writing. Teachers teach the social
skills concurrently with the academic content.

Project SUCCESS also recommends teaching
social skills that are linked to classroom rules.
Consider this example. Ms. Trujillo posted the
following classroom rules:

••• Listen to my teacher and follow her
directions.

••• Stay in my seat unless I have permission
to leave.

••• Stop talking when my teacher tells me.

Although Ms. Trujillo phrased the rules clearly
and in a positive manner, she questioned
whether the students had the necessary social
skills to comply. For example, she had to ask
the class repeatedly to listen while she was talk-
ing. At one point she became so frustrated with
several students that she exclaimed, “Why don’t
you ever listen?” She was very surprised to find
later that even though these youngsters had been
chatting, they had been following her directions
for completing their assignment.

Ms. Trujillo decided that some of her students
probably did not know how to listen. As she
thought more about her dilemma, she ques-
tioned whether or not she had made her expec-
tations for social behavior clear to the students.
To enhance their social skills, Ms. Trujillo de-
cided to teach listening skills — specifically the
subskill, “letting the listener know you are lis-

tening” — using the Project SUCCESS ap-
proach. As part of instruction, she had students
self-monitor their progress (see sidebar) in ev-
ery lesson and class activity.

Academic Enrichment

Students with learning difficulties sometimes
exhibit behavioral problems. For example, the
student who has difficulty staying on task dur-
ing reading group may have an underlying read-
ing problem that should be assessed. Remedial
programs, such as those in reading, can play
important roles in preventing behavior prob-
lems (Rankhorn, England, Collins, Lockavitch,
& Algozzine, 1998).

Academic tutoring — and especially peer tutor-
ing — is often cited as a viable prevention strat-
egy. Peer tutoring can have a positive effect on
student learning, is cost effective, and can be
effective in improving both the tutor’s and
tutee’s social development (Algozzine &
Ysseldyke, 1992).

Several of the projects featured in this guide
incorporated tutoring into their total preven-
tion programs. Examples include:
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“In order to ensure the
academic success of
our children, our
school strives for a
true partnership with
the community so we
can support the whole
child as well as the
family. We are able to
consider and act on
the social, emotional,
physical, psychological,
and academic needs of
our children. We do
whatever it takes.”

Dr. Grace Nebb,
Principal

Florida
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••• The Behavior Prevention Program found
that classwide peer tutoring (Greenwood,
Delquadri, & Carta, 1997) facilitated
development of basic literacy skills and
active student engagement in instruction.

••• Project SUCCESS found that cross-age
peer tutoring resulted in significantly
improved reading scores for students who
were at risk for behavioral problems.

Schoolwide Prevention
Teachers can use universal prevention strategies
in their classrooms to achieve positive student
outcomes. Results may be even better, however,
when the entire school staff is committed to
universal prevention and when there is a
schoolwide learning environment that promotes
positive academic, behavioral, and social-emo-
tional outcomes for all students (CEC, 1997).

Positive behavior management, social skills in-
struction, and academic enrichment techniques
form the basis for a schoolwide approach.
Throughout the school day and across all school
environments students should be encouraged
to adapt their behavior to the school setting.
Expectations for behavior, rules, and conse-
quences should be consistent. Schoolwide pre-
vention approaches support adaptive behavior;
schoolwide structures enable all staff to iden-
tify signs of problems early and to take steps to
resolve them.

In addition to programs that address special
academic learning needs, common features of
schoolwide prevention programs include:

••• Unified discipline approach. Throughout
the school there are clearly defined
expectations and rules for appropriate
behavior, with common consequences

and clearly stated procedures for correct-
ing problem behaviors.

••• Shared expectations for socially compe-
tent behavior. Schoolwide support plans
address social and behavioral needs by
helping students learn to manage their
own behavior. The emphasis is on
teaching students how to solve conflicts,
be responsible, and behave in socially
appropriate ways as members of a learn-
ing community.

Examples of prevention strategies reflecting
these features follow.

Schoolwide Prevention in Action:
Unified Discipline Approach

A major focus of the Improving the Lives of
Children project is the development of a four-
prong schoolwide discipline plan. These four
components are:

••• Unified attitudes. Teachers and other
school personnel share the belief that
instruction can improve behavior and
that helping students develop positive
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Provides: A schoolwide discipline plan.

Features: Schoolwide discipline plan
reflects unified attitudes,
expectations, and consequences
for misbehavior; staff roles are
clearly defined.

Serves: Students in grades K-6.

Requires: Staff training in techniques;
planning time; computer
software; monitoring measures.

Enhancements: Remedial reading support;
Total Quality Education
approach in classrooms; home-
school collaboration.
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behaviors is a legitimate part of teaching.

••• Unified expectations. Teachers and
school personnel agree on expectations
and consistently encourage them.

••• Unified consequences. When classroom
and schoolwide rules are broken, teachers
and school personnel respond in a
consistent manner. Using a warm yet firm
voice, they state the behavior, the violated
rule, and the consequence.

••• Unified team roles. All personnel have
clearly described responsibilities.

When schools implement a unified discipline
plan, they can expect the following outcomes:

••• Improved student behavior, including
time on task.

••• Decreased discipline issues and office
referrals.

••• Improved staff and student attitudes.

Consider this example. As part of Windsor
Park’s yearly improvement plan, Principal Wil-
liams and her faculty identified high rates of
office referrals, inconsistent approaches to class-
room management, and low teacher morale re-
lated to discipline. Ms. Williams decided that a
schoolwide discipline model was needed.

First, Ms. Williams presented the unified disci-
pline approach to her staff and encouraged them
to adopt it. After securing unanimous support
for the approach, she engaged all personnel in
identifying expectations and consequences to
be implemented across all grade levels. This af-
forded staff opportunities to discuss concerns
and arrive at consensus regarding expectations
for appropriate behavior and how transgressions
should be handled. From this point, a small
group set about writing the plan, which was later

circulated for review and discussion.

Once the plan was in final form, staff explained
it to the students. A monitoring system was put
into place to track office referrals and classroom
discipline issues. After the first year of imple-
mentation, the results were impressive. Office
referrals showed a significant decrease, as did
classroom rule violations.

Schoolwide Prevention in Action:
Shared Expectations for Socially
Competent Behavior

Handling conflicts is a significant challenge for
early adolescents. Students of all ages typically
rely on withdrawal or use of aggression. They
can benefit from training in how to handle con-
flicts in socially appropriate ways (AASA, 1995).

Stemming conflict through peer mediation and
conflict resolution is the goal of the Conflict
Resolution/Peer Mediation Project. To reduce
the incidence of peer conflict, all students re-

“Any teacher will tell
you that Unified
Discipline has made a
difference in our
school. We are all very
pleased with the
reductions in office
referrals and improve-
ments in classroom
behavior that we have
observed. It’s great to
all be ’on the same
page’ with discipline.”

Edward Ellis, Principal
North Carolina
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Provides: A conflict resolution approach.

Features: Conflict resolution skills are
taught to entire student
population; a cadre of peer
mediators are trained to
intervene.

Serves: Students in grades six through
eight.

Requires: Time for peer mediation
sessions; training time for
teachers and students;
curriculum materials.

Enhancements: Peer mediation time built into
regular school schedule;
advertising the availability of
peer mediators.
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ceive social skills training in conflict resolution,
with selected students learning mediation skills.
These “peer mediators” have the opportunity
to demonstrate prosocial skills for resolving dis-
putes on a regular basis.

The results can be impressive. After training in
conflict resolution and peer mediation:

••• Students tend to resolve conflicts through
discussion and negotiation procedures.

••• Students’ attitudes toward conflict and the
school climate tend to be more positive.

••• Students’ psychological health and self-
esteem tend to improve.

••• Discipline problems and suspensions tend
to decrease.

The Conflict Resolution/Peer Mediation Project
helps students develop interpersonal skills that
lead to prosocial behavior and constructive con-
flict management. The project approach con-
sists of the following components:

••• A schoolwide conflict resolution curricu-
lum. The purpose of the curriculum is to
provide a constructive approach to
conflict and to provide students with
skills that can help them find productive
resolutions. Social skills for conflict
resolution include: understanding
conflict, communicating effectively,
understanding and handling anger, and
mediating peer disagreements.

••• A peer mediation program. Each school
selects a group of 20-35 students who
receive special training in mediation
skills. Social mediation skills include:
understanding conflict, maintaining
confidentiality, communicating effec-
tively, and listening. The students who
complete the training successfully serve as

schoolwide peer mediators for the year.

••• Schoolwide structure for conflict media-
tion. When students cannot resolve their
own conflicts, they may refer themselves
or be referred to peer mediation sessions.
Peer mediation sessions are scheduled as
part of the formal school schedule.
Referrals to peer mediation can be made
by students, teachers, or administrative
staff. Pairs of mediators use structured
mediation procedures to help disputants
come to mutually satisfactory agreements.

Let’s follow the peer mediation process in a
southeastern middle school. To formalize the
referral process, school staff members developed
a referral protocol and schedule for mediations.
Staff members knew that it was important to
accommodate disputants in a timely manner
with minimal disruption of academic activities,
so they set aside homeroom period for peer
mediation sessions. Homeroom offered an envi-
ronment in which routine supervision could be
kept to a minimum, but also ensured that a teacher
or counselor would be available if needed.

To initiate the protocol for a mediation, stu-
dents or staff used a referral form that included
the following information:

••• Referring party.

••• Conflict location.

••• Brief description of the problem.

••• Names of the disputants.

Once a referral was made, a mediation was
scheduled. Two peer mediators met with the
students to help them resolve their conflict con-
structively and to prevent the problem from
escalating. At the end of each mediation, the
peer mediators completed a peer mediation
agreement form that was signed by the media-

“We have used a
combination peer
mediation and con-
flict resolution pro-
gram for the past three
years in our urban
school of 1150 stu-
dents from varied
socioeconomic and
racial backgrounds.
We have found it very
useful in allowing
students to develop the
skills needed to solve
their own problems
without adult help. In
middle school, many
students will listen to
peers and are more
willing to take care of
conflicts when they
can share with other
students rather than
adults.”

Terry Moore, Dean
Florida
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tors and the disputants. This form included the
mediation date, type of conflict, and agreed-
upon resolution.

Prevention Through
School-Family-
Community Linkages
Prevention in school is only one part — albeit
a critical one — of a comprehensive preventive
strategy. Children’s problems are often a reac-
tion to negative stressors in their daily lives (e.g.,
poverty, inadequate health care and/or nutrition,
physical and/or emotional abuse, homelessness,
etc.). These persistent, often severe and endur-
ing stressors are the backdrop from which seri-
ous emotional and behavioral difficulties can
arise, distracting children from their schoolwork
and impeding their ability to learn. Because
classroom and schoolwide supports are usually
not enough, schools also need to serve as a path-
way to family and community service partner-
ships. Increasingly, schools are addressing pre-
vention through the following approaches:

••• Developing partnerships with parents.

••• Building linkages with community
agency services.

Parent Partnerships

Programs to help students at risk for develop-
ing emotional and behavioral problems are most
successful when solutions involve the home
(Cheney, 1998; Watson & Rangel, 1996). The
term “parent” or “parents” is used to mean the per-
son or persons who are responsible for the daily
care of the child (including biological parents,
adoptive parents, grandparents, and guardians).

Students benefit from messages that are consis-

tent between home and school. Parents and
educators work together to build student be-
havioral skills and competencies. They work to
stop aggression before additional problems de-
velop. Students with more serious behavior
problems benefit from the consistent use of re-
inforcement and mild consequences across
home and school settings.

Prevention in Action: Parent
Partnerships

How can schools involve families in meaning-
ful ways? The Achieving Behaving Caring
Project found that when parents join teachers
as equals in doing action research, they develop
new relationships that can ultimately strengthen
their involvement in their child’s education.

Action research involves the systematic investi-
gation of a specific problem by those most
closely concerned with it. In education, action
research is usually carried out by teachers, ei-
ther singly or in collegial groups. Parent-teacher
action research combines the benefits of par-
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Provides: Family-teacher planning
around student emotional and
behavioral issues.

Features: Action research teams of
teachers and parents facilitated
by a Parent Liaison.

Serves: Students who show signs of
emotional and/or behavioral
problems in kindergarten
through second grade.

Requires: Time for teachers to meet with
families; access to trained
parent liaisons.

Enhancements: Classroom instruction in social
skills.; parent liaison to support
families.
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ent-teacher teaming (derived from special edu-
cation practices) with the systematic and demo-
cratic structure of action research. With the sup-
port of Parent Liaisons, parents can participate
as equal partners in their child’s education.

The parents and teachers of a child who has
emotional and/or behavioral issues begin their
work by describing the child’s strengths and
identifying what is puzzling to them about the
child’s behavior. They ask, “What do we need
to know to help this child learn and grow?” This
discussion forms the basis for the action research
process, which involves the following steps:

••• Choose the research question.

••• Collect the data. If the questions posed
ask “how often” or “how many,” then the
research methods should relate to num-
bers and statistics. If the questions are
more qualitative (e.g., “What do people
think?” “What is happening?”) then
information is usually gathered from
interviews, observations, etc. Teams often
collect both types of data.

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

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

••• Formulate a practical theory.

••• Use the practical theory to guide a new
plan of action. Brainstorm ideas and
choose those upon which there is mutual
agreement.

••• Plan a course of action and implement it.

Parents and teachers set mutual goals for the
child’s progress during the school year. Setting
mutual goals and carrying out joint action plans
ensures greater consistency between home and

school. Observation and reflection yield new
knowledge that can help teachers and parents
improve their practices.

Consider the example of Tom, a first grader.
The second meeting between Tom’s mother,
Kimberly, and his teacher, Susan, began with
the sharing of observations:

••• Susan was concerned that Tom has
difficulty sharing materials. She wondered
if she should give him his own box of
crayons. Kimberly didn’t think this was a
good idea, because she wants Tom to be
treated like the other students.

••• Susan was concerned that Tom repeats
questions over and over when he wants
something. Tom demonstrated this
behavior when he wanted Susan to tie his
shoes. Kimberly said he does the same
thing at home.

After encouragement from her Parent Liaison,
Kimberly mentioned something that was of
great concern to her — Tom’s head banging.
Tom bangs his head when he gets angry or
doesn’t get his way. He began this behavior at
one year of age, and he no longer cries when he
bangs his head. Susan noted that Tom has
banged his head with his fist in class.

Susan and Kimberly agreed that Tom often gets
his own way through persistence and repetition.
They devised a practical theory to explain their
observations: Tom has developed a set of inap-
propriate behaviors that get him what he wants.

Of all the behaviors Kimberly and Susan dis-
cussed, they decided that learning to tie his shoes
is an important, yet reachable, goal for Tom.
Susan agreed to teach both Kimberly and Tom
her “rabbit ears” trick for tying shoes. If Tom is
successful, then he might start to develop the

“Rural families with
low incomes have
many of the same
problems as urban
families have, com-
pounded by distance,
lack of public trans-
portation and access to
telephones. Parents
who were not success-
ful themselves in
school find it really
difficult to walk
through the same
school doors and work
as equals with teachers
whom they had as
children, especially
when their children
have some of the same
emotional and behav-
ioral problems. With
the help of the Parent
Liaisons, the Parent-
Teacher Action Re-
search approach
enabled teachers to
build real working
partnerships with
families.”

Lisa Delorme, Principal
Northern New England
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self-confidence to do other things without help.
They also selected a social skill for him to work
on: asking for help in an appropriate way. Their
plan of action included teaching the social skill
to the entire class. They decided to monitor
Tom’s progress at home and at school. The Par-
ent Liaison promised to call Kimberly in a week
to see how things were progressing at home.

School-Community Agency Linkages

A child’s academic success can be compromised
by health and social problems. Although schools
have provided basic health care services since
the early part of this century, the provision of
comprehensive mental health and other social
services in schools is a recent development
(Flaherty, Weist, & Warner, 1996). Because
these noneducational services often are vital to
a child’s educational progress, such services —
particularly health and social services — increas-
ingly are being based in schools (Morrill, 1992).

It is important to link the various services pro-
vided 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. This is particularly
true for recent immigrants. Other families may
be aware of available resources but may encoun-
ter significant barriers (e.g., lack of transporta-
tion or child care, intimidation, fear, or nega-
tive experiences with the social service system)
that prevent them from accessing the services.

Prevention In Action: School as a
Pathway to Community Services

The Linkages to Learning Program is a col-
laborative, school-based program that provides
an array of health and human services to chil-
dren and families in an accessible and familiar
setting. The goal of the program is to address

social, emotional, economic, and health prob-
lems that interfere with a child’s ability to suc-
ceed 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 pro-
gram is staffed by a multidisciplinary team that
works with school staff and community pro-
viders. Funding is managed through a consortium
of local, state, federal, and foundation sources.

There are four key components to the Linkages
to Learning program:

•••  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.

•••  Mental health assessment and treatment
for children and families. Services for
children include comprehensive mental
health assessments, individual and family
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Provides: School-based health and social
services access and referral.

Features: Students and families receive
mental health services, social
service assistance, health care,
and educational support.

Serves: Students in grades one through
five and their families.

Requires: Full and part-time staff to
coordinate and provide
medical, mental health,
counseling, and other services;
agreements with service
providers.

Enhancements: Afterschool and extended
program; bilingual staff.
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therapy, classroom-based social skill
groups, and afterschool groups. Psycho-
logical and medical evaluations also are
available. Services for families include
counseling, support groups, and work-
shops on child-related topics.

•••  Educational support. Services for
children include evening tutoring pro-
grams and recreational activities. Adult
education classes are offered for parents.
Once a month, parents, children, and
teachers participate in a Family Learning
Night, which focuses on building part-
nerships between home and school.
Workshops on topics related to preven-
tion/management of behavioral and
emotional problems are offered to
teachers.

•••  Health and wellness services for stu-
dents. Services are available to children
who demonstrate financial need. These
include primary health care, immuniza-
tions, and physical exams; diagnosis and
treatment of acute illnesses and minor
injuries; management of chronic illnesses;
hearing and vision testing; some prescrip-
tions, medication, and laboratory testing;
dental education, screening, and referral;
and health and nutrition education.

Consider this example. The student population
had very diverse needs in one elementary school
that houses the Linkages to Learning program.
The student population represented diverse ra-
cial and cultural backgrounds: 53% Hispanic,
27% African American, 19% Asian, and 1%
Caucasian. Twenty-eight per cent of the students
qualified for English as a Second Language pro-
grams, and 93% qualified for free or reduced
meals. Title I served approximately 61% of the
student body. The following vignette illustrates
how the program served families and children:

Carmen immigrated to the U.S. almost
12 years ago from El Salvador. She and
her husband have six children. Four of
their children were born in this country.
The oldest two children, who were born
in El Salvador, joined the family about
four years ago. For two years, Carmen
and her family received numerous
services from the Linkages to Learning
program, including: assistance in
completing citizenship applications;
access to Medicaid; English language
classes; referrals for mental health
services. Carmen attended a parent
support group to understand child
development and behavior and her
husband attended an alcohol abuse
group. The youngest three children
participated in afterschool groups for
students with aggressive behaviors.

At this site, the Linkages to Learning staff in-
cluded: project director; case manager, two
mental health therapists (part-time), commu-
nity service aide (part time), school commu-
nity health nurse, and health room technician.
Other service providers within the school (e.g.,
school guidance counselor, mental health thera-
pist, parent outreach coordinator, resource staff,
etc.) also collaborated with the Linkages to
Learning program staff to provide coordinated
care to children and families. The program re-
ceived funding from local, state, and founda-
tion sources.

The program received guidance from a com-
munity advisory board made up of school rep-
resentatives, parents, local business people,
neighborhood residents, and other community
members. The board met on a quarterly basis
to ensure that the program remained respon-
sive to the changing needs of the community
and to help program staff identify community
resources and develop collaborative projects
with other local service providers.

“It’s been amazing.
Now, with these
services here, on site,
ready for parents and
ready for children to
avail themselves of,
the school staff can
focus on what they’re
here for, and that’s
instruction. And
because of that, we’ve
seen continuous
progress. Children are
reading better, our
mobility rate has gone
down, our attendance
has increased, and
children and their
parents just generally
seem happier. Parent
involvement in the
school has also in-
creased dramatically
… and I think it’s
because of the pro-
gram.”

Mary D’Ovidio
Principal

Maryland
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Next Steps
Administrators always have been charged with
creating a school environment that promotes
academic achievement for all students. As in-
creasing numbers of students come to school
with behaviors and emotional issues that can
disrupt their learning, and, at times, the learn-
ing of others, that challenge grows.

The approaches described in this guide were
developed to assist administrators in maintain-
ing a school environment that is supportive and
respectful of the needs of all students, while at
the same time providing a way to prevent inap-
propriate behaviors from escalating into more
serious problems.

Prevention practices — whether they are class-
room-based, schoolwide, or involve developing
linkages with parents and community ser-
vices — require administrative support and re-
sources for implementation. The next step to-
ward implementing these approaches is to learn
more about their results, their possible fit with
your school, their costs, and their flexibility. The
next section provides a description of the differ-
ent projects and contact information for each one.

Find Out More About
the Projects
All projects cited in this guide received funding
from the U.S. Department of Education, Of-
fice of Special Education Programs (OSEP).
They represent a comprehensive approach to
prevention. (See Prevention Features of Projects
At-a-Glance, page 17.) Our web site at http://
www.air.org/cecp/preventionstrategies pro-
vides more information about each project, in-
cluding details of the intervention, its effective-

ness, and the resources needed to implement it.
Also visit this site to download another copy of
this guide or to contact project personnel directly.

Achieving Behaving Caring (ABC)
Project

Pam Kay
School Research Office
Department of Education
429 Waterman Building
University of Vermont
Burlington, VT 05405-0160
(802)656-8551
email: pkay@zoo.uvm.edu

Martha Fitzgerald and Pam Kay direct the
Achieving Behaving Caring Project (grant num-
ber: H237F50036). There are three major com-
ponents of the ABC Project:

••• Parent-teacher action research as the
model for developing consonance be-
tween home and school.

••• Parent Liaisons from the local commu-
nity coordinate and facilitate regular
communication between parents and
teachers.

••• Social skills instruction. Lessons from a
social skills curriculum chosen by class-
room teachers are taught twice a week
throughout the year to all children in the
first and second grades.

Staff members provide training and technical
assistance. Several reports are available:

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

Kay, P.J., & Benway, C. (1998, April). The essential role
of parents as members of the research team in early
intervention for children with emotional and be-
havioral issues. Paper presented at Building On
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Positive behavior management

Social skills instruction

Academic enrichment
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Unified discipline approach

Shared expectations for socially competent behavior

Academic enrichment
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Parent partnerships

Community services
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Family Strengths, the annual conference of the
Research and Training Center on Family Support
and Children’s Mental Health, Portland, OR.

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 Dis-
orders, 6, 81-93.

Conflict Resolution/Peer Mediation
Project

Ann Daunic
Department of Special Education
1313A Norman Hall
University of Florida
Gainesville, FL 32611-7050
(352)392-0701
email: adaunic@coe.ufl.edu

Ann Daunic, Stephen Smith, and M. David
Miller direct the Conflict Resolution/Peer Me-
diation Project (grant number: H237F50028).
The project works with schools to train staff
members and students in conflict resolution and
peer mediation. The following article is avail-
able from the project:

Daunic, A.P., Smith, S.W., Robinson, T.R., Miller, M.D.,
& Landry, K.L. (1998). School-wide conflict reso-
lution: Middle school responses to a peer media-
tion program.

For more information on conflict resolution,
consult the web site of the National Institute
for Dispute Resolution, Conflict Resolution
Education Network: www.crenet.org.

Improving the Lives of Children

Bob Algozzine
Department of Teaching Specialities
University of North Carolina-Charlotte
Charlotte, NC 28223
(704)547-2531
email: rfalgozz@email.uncc.edu

The Improving the Lives of Children project
(grant number: H237F40012) has imple-
mented and assessed a set of schoolwide pre-
vention approaches:

••• Unified discipline plan. The focus of the
effort is the development and use of
unified attitudes, expectations, correction
procedures, and team roles on a
schoolwide basis to improve discipline.

••• Failure free reading program. Because
reading problems are a prevalent concern
for students with learning disabilities, a
remedial approach — the failure free
reading program — is made available.
Computer-based and print materials are
used to improve attitudes and classroom
behavior, as well as achievement in word
recognition and comprehension.

••• Total Quality Education. This approach
builds each student’s sense of personal
responsibility for his or her  own learning
and behavior. The students in each class
establish a mission and vision that
emphasizes taking responsibility for their
actions. Students identify criteria for
measuring their learning progress toward
their mission. In addition to using total
quality tools to think, plan, and work
together, students monitor their progress
by using charts and graphs.

Staff members are available to provide training
and implementation support. Several articles are
available from the project:

Algozzine, B., & Lockavitch, J.F. (1998). Effects of fail-
ure-free reading program on students at-risk for
reading failure. Special Services in the Schools, 13,
95-105.

Audette, B., & Algozzine, B. (1997). Re-inventing gov-
ernment? Let’s reinvent special education. Journal
of Learning Disabilities, 30, 378-383.



����������	
��������	����	����

"!

Lockavitch, J., & Algozzine, B. (1998). Effects of inten-
sive intervention on students at-risk for reading
failure. Florida Reading Journal, 35(2), 27-31.

Linkages to Learning Program

Peter Leone
Department of Human Development
3304 Benjamin Building
University of Maryland
College Park, MD 20742

(301)405-0483
email: pl11@umail.umd.edu

Jennifer Oppenheim, Nathan Fox, Peter
Leone, and Ken Rubin direct Linkages to
Learning (grant number: H237F50014). Staff
members are available as consultants to
schools interested in establishing a Linkages
to Learning program.

Behavior Prevention Program

Debra Kamps
Juniper Gardens Children Project
650 Minnesota Avenue, 2nd Floor
University of Kansas-Kansas City
Kansas City, Kansas 66101
(913)321-3143
email: kamps@kuhub.cc.ukans.edu

The Behavior Prevention Program (grant num-
ber: H237F50019) trains parents and teachers
to provide multiple setting (home and school)
and multimodal (behavior management, social
skills, and academic tutoring) prevention strate-
gies. Several articles are available from the project:

Kamps, D., Ellis, C., Mancina, C., & Greene, L. (1995).
Peer-inclusive social skills groups for young chil-
dren with behavioral risks Preventing School Fail-
ure, 39, 10-15.

Kamps, D., Kravits, T., Rausch, J., & Kamps, J. (Unpub-
lished manuscript). The effects of prevention and
the moderating effects of variation in strength of
treatment and classroom structure on the related
behaviors of SED and high-risk students.

Kamps, D., Kravits, T., Stolze, J., & Swaggart, B. (In
press). Prevention strategies for at-risk and stu-
dents identified with emotional and behavioral dis-
orders in urban elementary school settings. Jour-
nal of Emotional and Behavioral Disorders.

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

Project SUCCESS

Marjorie Montague
University of Miami
P.O. BOX 248065
Coral Gables, FL 33124

(305)284-2891

email: mmontague@miami.edu

Marjorie Montague, James McKinney, and
Anne Hocutt direct Project SUCCESS (grant
number: H237F40022). Project SUCCESS
staff work directly with classroom teachers to
provide support in the classroom (grades 1-4).
Project SUCCESS is a comprehensive approach
that considers the following areas as entry points
for prevention:

••• Cross-age peer tutoring for improving
reading skills.

••• Direct assistance to classroom teachers on
behavioral management techniques.

••• Training on teaching social skills.

Project SUCCESS also works with schools to
establish full service schools. One article is avail-
able from the project:

McKinney, J.D., Montague, M., & Hocutt, A.M. (1998).
Systematic screening of children at risk for devel-
oping SED: Initial results from a prevention
project. In C. Liberton, K. Kutash, & R. Fried-
man (Eds.), The 10th Annual Research Confer-
ence 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.
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