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SYNOPSIS

The model outlined in this article was one of the outcomes of research commissioned
as a small part of a much wider review of behaviour support within a Scottish local
authority. The main concern of the authority at the time was to establish an overall
behaviour support strategy, and the case studies, carried out in 1997, helped by
providing a snapshot of issues contributing to a much wider picture that provided
WKHVWDUWLQJSRLQWIURPZKLFKWKHQHZSROLF\ZDVGHYHORSHG$OWKRXJKÀQGLQJVIURP
case studies are not generalisable, what is useful is that they provide others with the
opportunity to examine practice in their own area and to consider what applicability,
LIDQ\ÀQGLQJVPD\KDYHIRUWKHP2ISDUWLFXODULQWHUHVWLQWKLVH[DPSOHDQGWKH
focus of this article, is the model which developed from the cases examined. It is
suggested here that schools should evaluate the behaviour support system within
their schools by examining the strategies employed and the feedback loops adopted
in the model, as a starting point for in-school discussion and development.
INTRODUCTION

'LVFLSOLQH DQG WKH PDQDJHPHQW RI EHKDYLRXU LV UHFRJQLVHG DV D GLIÀFXOW DUHD LQ
PDQ\VFKRROV)UHLEXUJ6WHLQDQG+XDQJ  VXFFLQFWO\VXPPDULVHWKHSUREOHPV
associated with disruptive behaviour in schools which include: loss of learning
time to the individual involved; loss of learning time from other students while
the teacher deals with disruption; loss of non-instructional administrative time;
greater risk to the individual of dropping out of school; substance abuse; and other
delinquent behaviours.
The Government White Paper Excellence in Schools   UHFRJQLVHV WKDW
discipline and the provision of adequate behaviour support is often problematic.
It encourages examination and development of home-school partnerships and a
greater involvement of parents and the wider family in supporting pupils learning.
,Q6FRWODQGWKH&KLOGUHQ 6FRWODQG $FWLPSOHPHQWHGRQ$SULOGHÀQHG
the rights and responsibilities of parents and children and conferred a wide range
of mandatory duties and discretionary powers on local authorities. The emphasis of
the Act on partnership between parents and local authorities required authorities to
review, produce and publicise detailed plans for the provision of relevant services
for children in their area. This extensive exercise involved a number of services
including Social Work, Housing and Education.
It was against this background of legislative change, a growing awareness for
the need for new approaches to behaviour support, and the development of effective
behaviour support strategies within schools, that the research described here was
undertaken. It should be emphasised that this study and the model elaborated
upon in this article, was just a small part of a much wider, multi-facted review of
behaviour support on the part of the local authority concerned. As a result of the
overall review, the authority has implemented a number of initiatives which are
currently being evaluated.
Although carried out in one authority, and a small number of schools therein,
discussion with, and anectodal evidence from, staff in other authorities, as well as
WKHVWXGLHVFRQGXFWHGE\0XQQ-RKQVWRQHDQG6KDUS  DQG0XQQ-RKQVWRQH
DQG&KDOPHUV  VXJJHVWVWKDWPXFKRIZKDWLVUHSRUWHGLVQRWXQFRPPRQLQ



many, if not all, authorities in Scotland.
The study was primarily concerned with behaviour support with a particular
focus on strategies used to cope with more disruptive children, who are less likely to
UHVSRQGWRWKH¶QRUPDO·FODVVURRPGLVFLSOLQHVWUDWHJLHV7RGRWKLVLWZDVQHFHVVDU\WR
examine behaviour support within the context of whole school policy, management
strategies and individual classroom practice with reference to discipline procedures
and behaviour management. Five schools from within the authority area were selected
in a random way and considered as being reasonably typical of the schools under
the authority’s control. These schools all had rolls of around 1000 pupils and each
KDGXQGHUJRQHVRPHVWDIÀQJUHRUJDQLVDWLRQDVDUHVXOWRIDORVVRISULRULW\VWDWXV
given to schools in areas of deprivation. All the schools had been given an allocation
RIVWDIÀQJWREHXVHGIRUEHKDYLRXUVXSSRUWDOWKRXJKQRPRUHWKDQIXOOWLPH
HTXLYDOHQW )7( PHPEHUVRIVWDIILQDQ\FDVH
,QWRWDOSHRSOHZHUHLQWHUYLHZHG
•

26 had some responsibility or direct involvement with behaviour support or
WKH-RLQW$VVHVVPHQW7HDPV -$7 

 ZHUHFODVVURRPWHDFKHUV 3ULQFLSDO7HDFKHUV 37V $VVLVWDQW3ULQFLSDO
7HDFKHU $37 DQGXQSURPRWHGWHDFKHUV ZLWKQRRWKHULQYROYHPHQWLQ
behaviour support or the J.A.T.; and
 SXSLOVLQWKLUGRUIRXUWK\HDURIVHFRQGDU\VFKRRO
The teachers were selected at random. They were either members of the Mathematics
RU(QJOLVKGHSDUWPHQWDQGKDGEHHQLQWKHLUFXUUHQWVFKRROIRUDPLQLPXPRIÀYH
years. All the pupils had been through the school discipline system and had been,
at some stage, either excluded or involved with a behaviour support group at some
time. Some, or all, of these children may have been before the Joint Assessment
7HDPVEXWWKLVLQIRUPDWLRQZDVQRWDYDLODEOHIRUUHDVRQVRIFRQÀGHQWLDOLW\
The breakdown of the staff designated as having more direct responsibility for
behaviour support provision or management in the study was:
 VHQLRUPDQDJHPHQW LQFOXGLQJVRPHZLWKUHVSRQVLELOLW\IRUJXLGDQFH 
 *XLGDQFHVWDII 37VRU$37V 
 /HDUQLQJ6XSSRUWVWDII
•

1 Behaviour Support specialist,

•

2 teachers on a school development discipline committee,

•

2 Educational Psychologists,

•

1 Community education Partnership worker,

•

1 teacher on the school Joint Assessment Team.

Each of these persons may have played more than one role, a number being involved
in the Joint Assessment Teams. Not all the interviews were carried out on a one to one
basis. Five of the interviews with the staff involved in, or having responsibility for,
EHKDYLRXUVXSSRUWDQGWKHÀYHLQWHUYLHZVZLWKSXSLOVZHUHFRQGXFWHGDVVPDOOIRFXV
groups of two or three. In all there were 28 separate interview sessions conducted. In
addition copies of relevant school policy documents and behaviour support materials
were obtained and examined. Discussions also took place, and notes were made,
during a behaviour support conference organised by the authority.
$OWKRXJKRQO\RIWKHLQWHUYLHZHHVZHUHZLWKLQGLYLGXDOFODVVURRPWHDFKHUV
who had no additional involvement in behaviour support provision, many of
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the other interviewees also had teaching commitments and so could adequately
comment on classroom strategies even although they were interviewed because
of their management or behaviour support responsibilities. However, although it
would have been desirable to carry out more interviews with teachers having no
other involvement in behaviour support beyond the classroom, the timescale of the
research did not allow for this.
One additional problem encountered in the interview sessions, particularly with
WKHWHDFKHUVZDVWKHGLIÀFXOW\LQDYRLGLQJOHDGLQJWHUPV$OWKRXJKWKHUHVHDUFK
ZDVLQSDUWFRQFHUQHGZLWKVFKRROUHVSRQVHVWREHKDYLRXUDOGLIÀFXOWLHVJXLGHOLQHV
for behaviour support strategies and guidance were invariably incorporated into the
school discipline policy and was seen to start in the classroom itself. However, the
WHUPV¶GLVFLSOLQH·DQG¶VXSSRUW·DUHHPRWLRQDOO\FKDUJHGWHUPVZKLFKWHQGWROHDG
WRZDUGVSDUWLFXODUW\SHVRIUHVSRQVHV7KHWHUP¶GLVFLSOLQH·WHQGVWREHDVVRFLDWHG
ZLWKPRUH¶WUDGLWLRQDO·W\SHVRISXQLVKPHQWEDVHGDSSURDFKHVZKHUHDV¶VXSSRUW·
is a much more empathic term suggesting different approaches. It was important
when interviewing the teachers to elicit some idea of how they approached classroom
behavioural problems, as well as how they perceived the strategies employed within
WKHVFKRROIRUGHDOLQJZLWKEHKDYLRXUDOGLIÀFXOWLHV
7KH PRGHO LOOXVWUDWHG LQ ÀJXUH  LV WKH UHVXOW RI DQDO\VLV RI WKH LQWHUYLHZV
documents and notes.
The model represents the typical structure to be found within all of the schools,
but in each of the schools the strategies employed at each of the links may have
differed. There was, however, some degree of similarity in the overall pattern. The
discipline, or behaviour support, pathway, which we might label this model, tended
to follow a similar pattern across the schools. It contained the separate links, such
as policy, classroom, and referrals etc., and the interviews built up a picture of what
was thought of as being effective practice at each of these stages. Views of what
constituted effective practice were developed from respondents’ comments and not
from research evidence in this particular case. Although there were differing opinions
among the staff interviewed, there was a large degree of consensus, particularly
among staff more directly involved in behaviour support, about what constituted
effective practice. It may have been that in any of the schools concerned, what was
thought to be effective practice was not always in place but, overall, there was a
broad consensus of opinion about what was required.
(DFKRIWKHOLQNVLQWKHFKDLQZLOOEHFRQVLGHUHGEULHÁ\EHORZZLWKDJHQHUDO
overview and implications considered in the discussion.
POLICY

From the outset of the study there was no declared preconception, nor discussion, of
what was considered to constitute good, or effective, practice. However, it became
clear that, during the course of interviews with many of the staff within many of
the schools, the principles of promoting positive behaviour were at the forefront
of developments in behaviour support and discipline policy. The policy documents
REWDLQHGIURPWKHÀYHVFKRROVSUREDEO\IHOOLQWRWKUHHEURDGFDWHJRULHV,QWKHÀUVWD
SROLF\LQZKLFKWKHSKLORVRSK\RISURPRWLQJSRVLWLYHEHKDYLRXU 33% ZDVH[SOLFLWO\
stated and recommended as that underpinning the strategies to be adopted in the
school; secondly, there were policies in which there was no explicit statement that
PPB was the philosophy adopted by the school, although there may have been some
reference to the principle of promoting positive behaviour; and, in the third category
the policy document contained little or no statement of underpinning philosophy
nor on the discipline strategies to be adopted.
The policy documents on the whole, therefore, tended towards a more proactive,
positive discipline based on the philosophy of PPB, rather than a more negative,
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Figure 1: Typical Behaviour Support (Discipline) Pathway

7KLVPRGHOLOOXVWUDWHVDW\SLFDOEHKDYLRXUVXSSRUW¶SDWKZD\·WKURXJKDVFKRROVWDUWLQJ
with the school discipline policy and, potentially, ending in out of school behaviour
units. Some schools may also have further additional strategies which can appear
at any point in the pathway.
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punishment-based discipline strategy. It was clear, also, that the development of an
effective policy was more likely to be achieved if there was widespread consultation
with, and possible involvement of, the whole school staff. This is in line with
SULQFLSOHVGHVFULEHGE\5XGGXFN  
CLASSROOM

If the view is taken, as it was in a number of statements from behaviour support
staff, that classroom strategies should be aimed at promoting positive behaviour,
DQGWKHDVVXPSWLRQWKDWDFFRUGLQJWRRQHVFKRRO·VGLVFLSOLQHSROLF\¶DOOWHDFKHUV
are interested, and prepared to accept a role, in encouraging good behaviour, and
that dealing with pupil behaviour is an intrinsic part of any teacher’s job’, we
should see a move towards the language of positive behaviour strategies and less
confrontational strategies employed by teachers. This, however, was not apparent
in speaking to the teachers.
In the interviews, teachers were asked to describe the way in which they
approached the problem of disruptive behaviour in the classroom and the strategies
they adopted. In all but one instance they immediately described the types of
punishments employed, and the systems of referrals used should these punishments
QRWEHVXFFHVVIXO+RZHYHUDV0XQQHWDO  SRLQWVRXWUHVSRQVHVDUHVKDSHG
by the questions asked and, although their research used questionnaire responses,
DVLPLODUGLIÀFXOW\H[LVWHGLQDQLQWHUYLHZVLWXDWLRQLQWU\LQJWRDVNQRQOHDGLQJ
questions. Inevitably talk, or questions related to disruptive behaviour tended, on
the whole, to elicit responses couched in terms of punishment or sanctions.
The respondents, however, were not totally negative and there was certainly a
degree of support, particularly from one respondent, for a more positive approach to
GLVFLSOLQH7KLVUHÁHFWVÀQGLQJVIURPWKHVWXG\E\0XQQHWDO  DJDLQFDUULHG
RXWLQD6FRWWLVKORFDODXWKRULW\ SULRUWRUHRUJDQLVDWLRQ 0XQQVWDWHV
“In all of our schools, teachers and pupils seemed less conscious of rules for
JRRGEHKDYLRXUWKDQRISHQDOWLHVIRUEDGEHKDYLRXUµ S
In all the schools, with all the interviewees including the pupils, there appeared to
be a general recognition that some form of sanctions were necessary. However, it
was also reported by guidance teachers, senior management and pupils themselves
that there was inconsistency and considerable variation throughout the school in
the way in which punishments and referrals were used. Behaviour support staff and
management stated that in the vast majority of cases, staff were sympathetic and
non-confrontational and that it appeared, in many cases, that discipline problems
arose from a few particular individuals or departments. It may be, therefore, that
some teachers require more training in these methods. This echoes the statement
RI0XQQHWDO  
...it has been recognised that teachers themselves have a wealth of experience
and expertise in promoting good discipline but that more needs to be done
WRVKDUHH[SHULHQFH S
2QH RI WKH GLIÀFXOWLHV LW ZRXOG DSSHDU LV LQ PRYLQJ SDUWLFXODU LQGLYLGXDOV IURP
D ¶PLQGVHW· ZKLFK LV KHDYLO\ À[HG LQ D VHW RI SURFHGXUHV EDVHG RQ REHGLHQFH
and aversion behaviour modification, to another which is based on positive
encouragement. Although most of the documents indicated positive moves away from
punishment-based discipline to more positive behaviour approaches, the necessity
of sanctions was still recognised. It appeared as if, for some staff, there was still a
heavy reliance on punishment, at the expense of more positive approaches.
It was suggested, on more than one occasion, that the development of a positive
behaviour support system needs an awareness amongst the staff that behaviour



support is required, and that discipline strategies involve more than just reprimands,
punishments and referrals. There was a need for teachers to take time to talk with
pupils and to try to come to some sort of mutual understanding of what was expected,
and why that was expected.
REFERRALS

Referrals were usually used in cases where there had been persistent incidents of
disruptive behaviour which the class teacher felt he or she had not been able to deal
with successfully. However, other types of referrals did exist which were both formal
and informal means of passing on information about pupils of whom teachers felt
concerned. These second types of referrals were concerned with noticeable changes
of behaviour or low level patterns of disruption which did not warrant immediate
action but which the teacher wished to be noted and monitored over a period of time,
or which the guidance teacher may have wished to pursue. All the schools clearly
felt that there was a need for a well documented referrals system.
This was seen as very important so that, when dealing with parents, behaviour
support staff, guidance staff, and Joint Assessment Teams, a comprehensive record
of all that had transpired, and all the actions which had been taken, could inform
any further decisions and action:
“I will not have a child normally dangled at me by a head of department who
says “you’ve got to do something with this child”, I need to know more, what
has the department done up until now? what was the work in question? was
it appropriate to the child? and so on …”
Schools were also aware of referrals as a means to alert the school to potential
problems:
“Its not all punitive, it is I want to support this child, the teacher is saying
I want to support this child but I don’t know how, I am worried about this
child, this child is falling asleep in my class, this child never brings any
books.”
It was also suggested that an important part of any referral system was the building
in of feedback, as soon as possible, to the person making the referral about what
DFWLRQKDGEHHQWDNHQ7KHRSLQLRQZDVH[SUHVVHGE\RQHWHDFKHUWKDWLQVXIÀFLHQW
feedback was given on action which had been taken. However, in other cases there
was a clear acknowledgement that the referral system was effective in giving feedback
but administrative workload sometimes meant this was not quite as effective as it
PLJKWEH0XQQHWDO  SRLQWVRXWWKDWPDQ\VHFRQGDU\WHDFKHUVIHOWWKDWPRUH
time was being spent on discipline and that this was perhaps:
“...the drip, drip effect of paper based referral systems adding to the
ZRUNORDGµ S
MONITORING

All the schools appeared to have some form of monitoring system, although some
had a much more apparently highly developed system than others, with different
monitoring cards for different purposes, most notably for either behaviour or
attendance. However, although everyone felt that monitoring was a very important
exercise and strategy, the more effective the monitoring system was to be, the more
burden it placed on members of staff, such as guidance.
The message which seemed to emerge from discussion on monitoring systems
was that a monitoring system appeared to be more effective when it was linked to
VSHFLÀFWDUJHWVIRUEHKDYLRXUDQGZDVXVHGDVDYHKLFOHWRIRFXVGLVFXVVLRQVZLWK



WKHFKLOGDERXWWKHLUGLIÀFXOWLHV,QDGGLWLRQDUHZDUGV\VWHPZKLFKHQFRXUDJHG
parental involvement was felt to contribute to the effectiveness of modifying the
pupil’s behaviour.
$OWKRXJKWKHVHLVVXHVHPHUJHGIURPGLVFXVVLRQLWLVGLIÀFXOWWRVD\WKDWWKHVHDUH
the most effective strategies. Much appears to depend on the skills of the staff with
responsibility for administering and discussing the situation with the child.
SUPPORT GROUPS

All the schools visited seemed to have had established peer support groups at different
times, with varying degrees of success.
One of the factors that appears to be important in the success of the support groups
is the counselling skill of the staff involved. Different staff in at least three of the
schools suggested that effective counselling skills were a necessary pre-requisite
for the successful running of support groups:
“the person who held it [support group] held a diploma in counselling skills,
so we were in a unique position there in that after all the normal, systematic
interventions had taken place then we were able to hand them on to…[the
teacher involved]…”
Although in one school the respondents felt it was not so successful:
“We have had support groups for different reasons, some have been behaviour
support groups. They haven’t worked particularly well. …they were actually
IHHGLQJ IURP HDFK RWKHU DOO WKH\ ZDQWHG WR WDON DERXW ZDV ÀJKWLQJ DQG
everything.”
In other schools there was an overwhelming feeling that it was worthwhile in
KHOSLQJWRUHVROYHWKHEHKDYLRXUGLIÀFXOWLHVRIWKHFKLOGUHQDQGWRSUHYHQWVLWXDWLRQV
SURJUHVVLQJDVIDUDVH[FOXVLRQ$VHQLRUPHPEHURIVWDIIVSHFLÀFDOO\VWDWHGWKDW
they felt exclusions were a direct result of not being able to offer support groups
on a particular occasion:
“As soon as we no longer had the resources to operate the group we lost two
children immediately from exclusion.”
The very strong support for such groups was tempered by the realisation that they
QHHGHGVWDIÀQJZKLFKZDVGLIÀFXOWWRSURYLGHDQGWKDWWKHVWDIIQHHGHGWREHVNLOOHG
in handling and steering these groups for successful outcomes.
Another aspect of the support groups which emerged in talking with the pupils,
ZDVWKHGLIÀFXOW\WKHVHSXSLOVKDGZKHQWKHVXSSRUWJURXSVZHUHUHPRYHGDQGWKH\
were back in the normal class routine. Nearly every child expressed the feeling
that, even although they had attended the support groups and it had helped improve
their behaviour measurably, they still felt they were targeted or picked on by the
teachers, particularly those teachers who were instrumental in the original referrals.
This, perhaps, links back to the earlier observation that some teachers appear to
be inadequately prepared to cope with particular types of pupil. This could mean
that, even after a child has been through a support group, the teachers’ attitude and
approach to that particular child leads to confrontational strategies leading back
into a regressive loop.
EXCLUSION

Although nearly all the non-pupil respondents mentioned exclusion, they were all also
of one voice in stating that it really was the exception rather than the rule. Despite
the schools having different strategies and different successes, they all appeared to
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EHRIWKHVDPHPLQGLQVD\LQJWKDWH[FOXVLRQZDVLQPRVWFDVHVQRWWRWKHEHQHÀW
of the pupil, socially or educationally, and every effort should be made to keep the
child within the school.
There was recognition that exclusions disrupted education but none of the schools
made any suggestions as to how this could be dealt with when the child was out of
school. One school considered this problem and introduced a lunch time detention
sanction to try to bridge the gap between normal school sanctions and exclusion.
However, it was clear that in every school there were times that it was felt that
exclusion was necessary and at least one teacher expressed a certain amount of
frustration that disruptive pupils were not removed earlier, and appeared to suggest
that if teachers wanted a child removed they should make an effort to refer the child
as often as possible:
“Staff complain that some children seem to be in the school for a long long
time before they are excluded but the process is slow, you’ve got to build
up the paper work and that’s why it is very important that staff keep putting
in referrals.”
There appeared to be, therefore , the dilemma between making every effort to
keep a child in the normal classroom routine, so that they would not lose out on
their education, but at the same time trying to ensure that they did not disrupt the
education for other pupils.
JOINT ASSESSMENT TEAMS

-RLQW$VVHVVPHQW 7HDPV -$7V  DUH VFKRRO IRFXVHG WHDPV RI SURIHVVLRQDOV
from a number of disciplines e.g. the school, social work, community education
and psychological services, which meet regularly to discuss particular cases and
recommend courses of action.
Three main areas emerged out of discussion around the Joint Assessment Teams.
7KHÀUVWZDVWKDWHYHU\RQHVSRNHQWRWKRXJKWWKDWWKH-$7ZDVYHU\LPSRUWDQWDQG
SOD\HGDVLJQLÀFDQWUROHLQPDNLQJGHFLVLRQVDERXWDFRXUVHRIDFWLRQIRUWKH\RXQJ
people referred to it. The second point concerned the input from external agencies.
All the behaviour support personnel interviewed were very clear that the input
to J.A.T. from external agencies, such as social work, community education and
psychological services, was very important. They felt that, although operating from
different perspectives, these different perspectives were very valuable in forming a
picture of the situation, allowing for a more broadly reasoned way forward for the
individuals concerned:
“The joint agency team itself, I feel is a very good forum because it does
address problems from a multifaceted point of view.”
The third point which emerged was concerned with the structure and operation of the
J.A.T. Interviewees from every school mentioned that they had had to re-examine
WKH-$7LQOLJKWRIWKH&KLOGUHQ 6FRWODQG $FW7KHPDLQSUREOHPDSSHDUHGWREH
in interpreting the meaning of the act in relation to the involvement of parents. All
the case study schools had not previously had direct involvement of parents in the
J.A.T., and all for similar reasons. They felt that many of the issues to be discussed
could only be appropriately addressed in the absence of the parents and the child:
“...we didn’t have direct parental involvement in the J.A.T. Mainly because
we felt that the issues that were being put on the table were.. could be more
openly discussed without the parent of the child there, particularly without
the child... if you’re talking about child abuse, or problems arising from a
GLIÀFXOWGLYRUFH,DPFRQYLQFHGWKDWWKHFKLOGVKRXOGQRWEHSUHVHQWµ
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There was no argument with the principle of the parents, and the child if appropriate,
being involved in the consultation and discussion. However, every interviewee felt
that direct involvement in the J.A.T. was inappropriate. All the schools involved the
parents in a consultative process as it was, and there was a general feeling that the
J.A.T. was a professional meeting.
BEHAVIOUR UNITS

The behaviour units in this particular area were ones which were being proposed by
WKHORFDODXWKRULW\WRGHDOZLWKWKHPRVWGLIÀFXOWFDVHVIURPSDUWLFXODUDUHDV$OWKRXJK
WKHIXOOGHWDLOVRIWKHSURSRVDOVKDGQRWEHHQÀQDOLVHGDQGVRZHUHQRWNQRZQWRWKH
schools at the time of the interviews, the preliminary proposals were that they would
WDNHWKRVHFKLOGUHQLQWKHÀUVWRUVHFRQG\HDURIVHFRQGDU\VFKRROZKLFKWKHVFKRROV
had not been able to deal effectively with. These children, it was proposed, would be
referred to the behaviour units full-time for a period of around twelve weeks.
A number of concerns were expressed about the role of the behaviour units
with the more apparent concerns being related to the relationship of the unit with
the school, the type of children being referred and their particular problems, and
the means by which some continuity with the school would be maintained. One
respondent suggested that one way around this would be a link system. With this
the child would be in the school for a few days a week, where the teachers could
monitor any progress, and in the units for the remainder of the time.
One thing which was clearly stated was that the units should not be seen as a
¶GXPSLQJJURXQG·RUD¶VLQELQ·7KXVLWZDVQHFHVVDU\IRUWKHSXUSRVHVRIWKHXQLWV
to be made explicit with clear guidelines given for referral procedures.
ADDITIONAL STRATEGIES

As well as the more conventional strategies described above, a number of other
strategies had been employed by some of the schools at various times. Early
intervention/early assessment was mentioned by a number of respondents as being
important. One aspect of this was communication between the primary and secondary
school. Using information from the primary school guidance staff can help monitor
the situation of children who may have potential problems.
Good home/school links were seen as valuable, with parents and members
of staff considered as equal partners in behaviour support strategies. Associated
with the home/school links was the idea of parental support groups. One school in
particular mentioned that they felt that very often parents also needed support. Other
supplementary strategies included negotiated timetables and befrienders and it was
suggested that such strategies should be proactive, rather than reactive. There was a
need to share ideas and to consider the ways in which potential problems might be
dealt with, rather than waiting for a problem to arise and reacting to it.
DISCUSSION

One of the points which clearly emerges from the study, and is perhaps self-evident,
is that behaviour support is a whole school issue. Not only is there no one single
point when adequate behaviour support strategies are required, but there also requires
to be a high level of co-ordination, communication and feedback between many of
the links in the chain of strategies employed within the school. However, it also
emerged that although a whole school strategy, involving a number of different
staff is desirable, there are certainly some key points at which effective strategies, if
employed, can if not entirely halt certainly help to curtail much disruptive behaviour
and offer positive support to those youngsters who require it.
$V5XGGXFN  PDNHVFOHDUIRUFKDQJHWREHVXFFHVVIXOWKRVHUHVSRQVLEOH
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for carrying the change through must be involved in the process of developing that
change. They must have a sense of ownership. Innovations which are imposed,
tend not to be adopted as readily as changes in which people play an active part in
developing the ideas behind that change. Thus strategies for developing effective
behaviour support should emerge and evolve from whole school discussion and
active involvement, and not be being seen as imposed from above.
A system of monitoring, and intervention at the earliest point necessary, can
KHOSWRJXLGH\RXQJVWHUVWKURXJKDGLIÀFXOWSHULRGGHYHORSVHOIHVWHHPVHOIFRQWURO
and a more positive attitude. This requires communication, often between sectors
SULPDU\VHFRQGDU\ DQGVHQVLWLYHHDUO\LQWHUYHQWLRQLIUHTXLUHG&DUHPXVWEHWDNHQ
WKDW\RXQJVWHUVGRQRWPHUHO\EHFRPHWDJJHGZLWKDODEHODV¶WURXEOHPDNHUV·ZKLFK
they believe, stigmatises them for the duration of their school careers.
A picture that developed from analysis of the interviews was that there was a
dichotomy between the philosophy which the schools, on the whole, purported to
espouse and the actions and reactions which the teachers themselves described.
Although the sample of teachers was very small, it was interesting that in every case,
except one, a heavy emphasis was placed on confrontational aversion strategies as
the principal means of classroom management. This contrasts with the principles
of encouragement and praise promoted in the positive behaviour policies outlined,
to varying degrees, in all but one of the schools.
The pupils themselves reported this, but at the same time made it clear that it
tended to be the same classes, with the same teachers, in which they tended to be
LQYROYHGLQWURXEOH2WKHUWHDFKHUVWKH\DJUHHGWHQGHGWREH¶IDLU·DQG¶JLYHWKHP
DFKDQFH·DQGLQWKHVHFODVVHVWKH\WHQGHGWREHLQOHVVWURXEOH,WLVGLIÀFXOWWRVD\
from the interviews whether the pupils actually did behave better in these classes, or
whether these particular teachers just had a higher threshold of tolerance. However,
based on reports from the other members of staff interviewed, it seems more likely
WKDW WKH ¶EHWWHU· WHDFKHUV KDYH GHYHORSHG PRUH HIIHFWLYH VWUDWHJLHV IRU GHIXVLQJ
potentially explosive situations and do have a more positive approach to classroom
discipline and management.
Thus it appears that one of the key links in developing effective whole school
strategies is staff development and training in effective behaviour management
skills. Although development of skills in classroom management could prevent the
development of many disruptive behaviours, there will always be some pupils for
whom these strategies are not effective. These youngsters will move on through
the system of referrals and monitoring, some perhaps being excluded or referred
to special units. For some of these youngsters more intensive strategies within the
school, such as behaviour support groups, can help to re-integrate them back into
the normal classroom routine. This must be undertaken by skilled trained staff and
should include feedback, with support, for the teachers from whom the pupil was
UHIHUUHGLQWKHÀUVWSODFH/DFNRIVXLWDEOHVXSSRUWVWUXFWXUHVDQGVWUDWHJLHVFDQOHDG
to a perpetual loop of misdemeanours and referrals.
As well as the within-school strategies employed by teachers and management
staff for monitoring and dealing with behavioural problems, there also appeared to
be an important role for peer support groups and close links with parents, even to
the extent of offering parental support groups where practicable.
SUMMARY

In summary this small piece of case study research suggests that there is a developing
DZDUHQHVVRIWKHQHHGIRUGHSOR\LQJDÁH[LEOHDQGSRVLWLYHDSSURDFKWREHKDYLRXU
support in schools. The development of such a whole school strategy should
prefereably involve all the staff in the school and needs to address important areas
such as personal development and training in effective classroom management
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stratgeies and effective counselling skills for those staff more directly involved in
behaviour support.
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