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Abstract 
 

 

This paper will explore the different strategies and effectiveness of school-wide 

behavior and academic programs and how they relate to special education students.  

While there is still much to learn and change, the idea that school-wide programs can 

actually help, not hurt students with special education needs is accurate.  There are 

strategies and interventions given in this paper that has proven effectiveness in the 

classroom, regardless if it takes place in a school with a school-wide program or not. 
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CHAPTER I 

 

INTRODUCTION 

 

 In the recent past, schools were split into two groups – regular education students 

and special education students.  More recently, with the help of the federal government, 

schools are adopting inclusive communities, bringing together students of different 

cognitive, physical and social levels so that all students are able to learn together.   This 

has had a tremendously positive impact on a large number of students, whether they are 

regular education students or students with special needs. 

 In more recent years and with the threat of school violence ever-present, many 

schools are adopting school-wide discipline approaches.  The idea is that each student is 

treated the same as the next student.  When rules are broken, specific steps are followed 

and consequences are given.  This sets clear expectations for the students, and they know 

exactly what action will be taken if they choose to break the rules.   

 Some schools are taking this a step further by implementing a “Zero Tolerance” 

for behaviors as well as academics.  While many schools use zero tolerances for 

behaviors (i.e. guns, drugs, vandalism) and academics (i.e. poor attendance, failing 

grades), sometimes these approaches don’t account for the students with disabilities, most 

of whom have individualized education plans (IEP).   
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Statement of the Problem 

 

 The problem to be addressed is “What is the relationship between school-wide 

discipline programs and students with special needs?”   

Delimitations of the Research 
 

 The research will be conducted in and through the Karrmann Library at the 

University of Wisconsin-Platteville, over twenty-four (24) days in 2008 and again in 

2010.  Primary searches will be conducted via the Internet through ERIC and Academic 

Search Elite as the primary sources.  Key search topics included “special education and 

discipline”, “school-wide programs and discipline”, and “school-wide programs and 

special education”. 

Method of Approach 
 

 A review of literature on the different kinds of school-wide discipline will be 

conducted.  A second review of literature relating to research, studies, and anecdotal 

evidence of strategies and interventions teachers has found to be effective for students 

with learning or behavioral needs.  The findings will be summarized and 

recommendations made. 
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CHAPTER II 

 

REVIEW OF LITERATURE 

 

School-Wide Discipline – PBS 

 

 Our schools have become unsafe.  Our children are not learning anything 

anymore.  The media portrays schools as out of control.  Because of this, many schools 

are adopting school-wide behavior programs and zero tolerance programs (McIntire, 

2006).  The idea is that by adopting school-wide programs, or Positive Behavior Systems 

(PBS), everyone – students, staff, parents, and the community – is aware of the 

expectations and the standards the school is setting.  In that respect, school-wide 

programs are a wonderful idea.  However, are the schools reaching and helping all 

students?    

 School-wide programs exist to try to eliminate the most persistent problem that 

schools face – discipline (Muscott, Mann, Benjamin, Gately, Bell, & Muscott, 2004).  

There are varying degrees of problem behavior that would lead to discipline.  Minor rule 

violations such as chewing gum, talking, passing notes in class are certainly handled 

differently than bullying, fighting, and vandalism (Muscott et al., 2004).  Overall, there 

has been a decrease in school violence since the seventies, but as Muscott explains, 

behaviors such as disrespect, disruption, and noncompliance are rising.   

 Research has shown that strict suspensions and expulsions do not work (Muscott, 

Mann, Benjamin, Gately, Bell, & Muscott, 2004).  Schools that adopt school-wide 

positive behavior systems (PBS) are using similar systems but with enough variation to 

fit the needs of their schools. 
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 One common theme of the school-wide discipline systems is that the effective 

behavior support system is 3-tiered (Snell, 2006).  The levels of behavior are broken into 

the primary, secondary, and tertiary levels.  Level 1, or the primary level, is designed to 

address the entire school population, but more specifically to the 80% of students who 

have very little behavior problems.  These are the students who typically do well in 

school and are not a behavior problem.  The secondary level deals with the 5-10% of 

students considered at-risk students who show resistance to universal procedures.  They 

are labeled “at-risk” either because of academic issues or behavior problems.  The third 

tertiary level is aimed at the students labeled EBD (Emotional or Behavioral Disorder) or 

that have mental illnesses (Muscott, Mann, Benjamin, Gately, Bell, & Muscott, 2004).  

How these levels are applied in the schools differs from school to school.   

 One school-wide application is the positive behavior and intervention system 

(PBIS).  According to Muscott, Mann, Benjamin, Gately, Bell, & Muscott (2004), PBIS 

is the “systematic organization of school environments and routines that enable educators 

to increase the capacity to adopt, use, and sustain effective behavioral practices for all 

students” ( p. 454).  This system requires three things.  First, there must be positive 

approaches to interventions rather than punishment.  One way to do this would be to 

teach appropriate behaviors. Second, the teacher must match the level of the intervention 

with the level of the behavior.  Third, the staff must design multiple systems that deal 

with all types of behaviors (Muscott et al., 2004).   

 Several Illinois schools started this system in 1998. Since then, they have grown 

from 23 participating schools the first year to 394 schools five years later (Muscott, 

Mann, Benjamin, Gately, Bell, & Muscott, 2004).  The number of office referrals 
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decreased between 40-60% in some schools (Muscott et al., 2004).  According to 

Muscott, the results do not end with the discipline referrals.  The schools showed an 

improvement in the standardized tests as well.   

 In a PBIS school there is a Universal Leadership Team (ULT) that consists of, but 

not limited to, an administrator, regular education teacher, special education teacher, 

person with behavior expertise, a parent, a student, and any other person the school feels 

would benefit the school These people meet at least twice per month to oversee the 

various stages in the program (Muscott, Mann, Benjamin, Gately, Bell, & Muscott, 

2004).  

 Some states took what Illinois started and expanded it further.  According to the 

Council for Exceptional Children (CEC) (2008), the Tigard-Tualutin School District in 

Oregon started with their “High-Five Expectations” for their school which outlined to the 

students general rules to be followed.  These rules were a) be respectful, b) be 

responsible, c) follow directions, d) keep hands and feet to yourself, and e) be there and 

be ready.  These were the expectations the staff came up with for all student behaviors.  

These behaviors are taught in every classroom at the beginning of the year and reinforced 

throughout the year.   

 For example, if a teacher were to teach behavioral expectations that meet the rule 

“Be Respectful,” he or she would start by introducing the expectation to be taught       

(i.e. using appropriate voice volume), explain the importance of the expectation (i.e. not 

disturbing other classrooms, hurting others’ ears, hard for bus drivers to hear), describe 

where teaching would occur (buses, playground, in classrooms), examples and 
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nonexamples of what the expectation looks like, and to give the students opportunities to 

practice these behaviors (Hawken & O’Neill, 2006). 

 This is an example of the social curriculum that teachers expect students to know 

from day one, but few do.  The social curriculum is a guide for student behavior (Skiba & 

Patterson, 2003).  Expectations and values are taught at the beginning of the school year.  

This leads to classroom and school rules based on these expectations.  Finally, responses 

to inappropriate behavior are considered not up to the standards of the expectations and 

values.  The class reviews the expectations and values and how they apply to the class 

rules.  This cycle continues as often as needed. 

 The teachers followed up by setting up structured processes for rewarding 

appropriate behaviors throughout the school year.  Inappropriate behaviors would be 

referred to the office (CEC, 2008).  While this approach would certainly work for the 80-

85% of the school population in the primary level, some students may need more 

structure.  Other schools address this by setting up a range of consequences for students 

who do not follow the rules instead of an immediate office referral (Hawken & O’Neill, 

2006).  Overall, this works for about 90-95% of the school community.    

 

Academic and Behavioral Zero Tolerance 

 

 Many supporters of the PBS school-wide approach say that the discipline 

strategies not only work on behaviors, they also improve academics for most students.  

Several schools in Wisconsin are taking the reverse approach and asking “Can a school-

wide academic program help with discipline?”   
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 The idea of a zero tolerance on academics is a simple one that can have huge 

benefits for a school’s overall success.  Studies show that when talking about student 

success, you must include social development, prevention of behaviors, and academic 

achievement.  Setting up after-school programs, such as a zero tolerance program, can 

increase test scores and improve work habits and behaviors (Vandell, Reisner, & Pierce, 

2007).  It can also give students a better attitude towards school and increase attendance 

(Durlak & Weissberg, 2007).  Instituting and maintaining after-school programs that 

focus on academics can influence students who normally do not have aspirations of 

academic success or higher learning.   

 Many schools offer after-school programs that correlate with the school day.  One 

program is called Zero Tolerance for Zeroes and takes a more strict approach with the 

after school program.  Zero Tolerance is not set up for students to choose to participate.  

Students attending zero tolerance do so because of a variety of academic infractions.  

 Zero Tolerance is to take place after school in a designated area until a specific 

time every night, usually around 5:00 p.m.  The idea is that teachers simply do not allow 

for any papers to have zeros.  If a student doesn’t turn in an assignment, then he or she 

must stay after school until the assignment is completed.  If a student turns in an 

assignment that is poorly done, he or she must stay after school to redo the assignment.  

If a student is failing a class, he or she will stay after until the grade is above a D-.  If a 

student needs to stay after school for any reason, the teacher must call home to let the 

parents know and why.  The student cannot participate in extracurricular activities until 

the work is made up (Zimmerman, 2008).  The idea that a student may either have to skip 
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practices or games, or that a student will have to stay after school every night until the 

work is made up is usually a very good motivator for students.   

 The system seems to work very well, according to the Hillsboro School District in 

Wisconsin.  After the first year of instituting a zero-tolerance policy on academics, the 

numbers were overwhelmingly positive.  The number of F’s for the first quarter in the 

2006-2007 school year was 120.  In the 2007-2008 school year, that number dropped 

dramatically to only 49 (Zimmerman, 2008).   The numbers continued to drop after the 

initial success.  The number of F’s for the second quarter in the 2006-2007 school year 

was 91.  In the 2007-2008 school year, that number dropped to only 50 (Zimmerman, 

2008).   The number of F’s for the third quarter in the 2006-2007 school year was 73.  In 

the 2007-2008 school year, that number dropped to 57 (Zimmerman, 2008).  The number 

of F’s for the fourth quarter in the 2006-2007 school year was 99.  In the 2007-2008 

school year, that number dropped again to 56 (Zimmerman, 2008).   In all, the average 

number of F’s in 2005-2006 was 103 per quarter, with 46 students receiving the F’s.  In 

the 2009-2010 school year, for the first three quarters, the average number of F’s was 39 

per quarter, with only 20 students receiving those F’s.  Clearly, the zero tolerance 

program is working.   

 In talking with the principal of the Hillsboro School District, he said that there 

were four students recommended for retention during the 2007-2008 school year.  Two of 

those students could be promoted with summer school.  To that point, this was the lowest 

total in his 9 years at the school (Zimmerman, 2008).  However, going into the fourth 

quarter of the 2009-2010 school year, only three students were in danger of being 
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retained, and all had the opportunity to move on with summer school if they chose to 

attend (Zimmerman, 2010).   

 This information paints a wonderful picture for the academic zero-tolerance 

program.  However, there is more to it.  The system called for teachers to call 

individual’s homes if they were to be staying after school the day that they start failing.  

Some teachers spent their prep times on the phone making calls home, and because so 

many students were staying after school, these teachers also lost prep time after school.  

Late planning and grading nights were common.   

 Another problem was that after the first quarter, the majority of the students that 

were staying after school were students with special needs.  These students were 

receiving accommodations in the classrooms according to their IEP’s, yet they were still 

being held after school because of poor grades.  According to Special Education in Plain 

Language (DPI, 2008), children with disabilities can receive the same consequences as 

their peers.  The idea of having IEP’s for students is to “level the playing field” so to 

speak.  So is this system equally appropriate for all students if the majority of students 

with special education needs are the ones being held after school? 

 Another problem with the system was that many students knew that they could 

“wait out the teacher” after school because many teachers live out of town and needed to 

leave at a certain time.  This meant that these students were wasting their time, as well as 

the teachers assigned to help them.  Many other teachers tried to combat this approach 

from select students by offering to watch them until they completed work.  Several times 

throughout the school year, some teachers were at the school until 6:00.  
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 Another problem that arises with this system is that the teacher, with far less time 

but much more stress, may actually begin to change their teaching habits.  Teachers could 

offer less homework, even though in past years they were convinced it was necessary.  

They could manipulate grades to keep some students above the cutoff line.  Either of 

these strategies could dramatically change the grades from year to year.  While this did 

not happen at the Hillsboro School District, it is a problem that the district discussed with 

other schools who implemented the program.   

 

Special Education Students - Strategies 

 

 So, if the school-wide behavior and academic programs can be useful to all 

students, how do we deal with the students with special needs?  The Individuals with 

Disabilities Education Act Amendments of 1997 addressed discipline to protect students 

with disabilities from being kicked out of school without reason (Hartwig & Ruesch, 

2000).  There is nothing in IDEA that restricts schools from disciplining a student with 

special needs (Dwyer, 1997).  As stated earlier, about 90-95% of the school population 

falls under Levels 1 and 2.  In Level 1, simple reminders and corrections usually work for 

these students because they are not a behavior problem.  Level 2 deals with more at-risk 

students, so simple interventions such as review of the rules and characteristics of the 

expected behaviors would work for some but not others.  Other times, more preventive 

strategies are used, such as teaching the student the body’s warning signals during higher 

frustration, anger, or stress levels and giving strategies to deal with these signals 

(Muscott, Mann, Benjamin, Gately, Bell, & Muscott, 2004).  Other times they may need 
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to “take a break” and remove themselves from the situation.  In most cases, these 

strategies work for students and their academic life continues.   

 Hawken and O’Neill (2006) note that students with disabilities should be included 

in all areas of the PBS.  However, there may be challenges to their inclusion.  Many 

teachers will assume that students with special needs will be handled by the special 

education teachers at all times (Hawken & O’Neill, 2006).  While this is true for some 

students with severe disabilities, it doesn’t hold true for all students with special needs.   

 There are many different kinds of students in this level.  Many difficult students 

are not the ones who are violent or aggressive.  In fact, many teachers will say the 

passive-aggressive student is the most difficult one to deal with (Fisher, Osterhaus, 

Clothier, & Edwards, 1994).  These students often seem to not be listening, will not 

complete their assignments on time or as instructed, or refuse even the simplest direction. 

This is a very difficult type of student because good teaching methods and strategies 

don’t work for them (Fisher et al., 1994).   

 There are several reasons for why this may occur.  Sometimes, the student is 

given no control over their lives up to this point, so the only control they have is to shut 

down (Fisher, Osterhaus, Clothier, & Edwards, 1994).  There could also have been 

conflicts in parenting styles, such as permissive parents, demanding parents, or a 

combination of the two that have led to this behavior (Fisher et al., 1994).   

 Passive-aggressive students are usually not even aware they are acting as they are 

(Fisher, Osterhaus, Clothier, & Edwards, 1994).  Students such as this would describe 

themselves as “lazy,” and teachers would normally agree with the assessment (Fisher et 

al.).  However, underneath their behavior, these students feel frustrated, discouraged, and 
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inadequate (Fisher et al., 1994).  To change the student’s behavior, the teacher must 

change. 

 There are 10 interventions that can effectively change the passive-aggressive 

student’s behavior.  First, the teacher must give the student choices for just about any task 

in the classroom.  This gives them ownership of the work, instead of “having” to do the 

work.  Second, teachers must maintain the standards for all students.  They must grade 

these students exactly the same way they grade others.  Third, the teacher needs to 

develop a relationship with the student by being honest and fair, and showing they care.  

The student will notice this (Fisher, Osterhaus, Clothier, & Edwards, 1994).   

 Fourth, the teacher should give sincere and spontaneous encouragement for small 

victories.  Students need to have overwhelming encouragement from their teachers, but 

instead, they usually hear more negative than positive.  Fifth, teachers must avoid all 

reward systems.  These are viewed as attempts to manipulate them (Fisher, Osterhaus, 

Clothier, & Edwards, 1994).   

 Sixth, teachers should use natural consequences, but not punishment.  When 

teachers grade assignments, they can use a graph to display their grades so they can see 

how poor assignment grades give them poor overall grades.  Seventh, teachers shouldn’t 

remove recess as a punishment.  Passive-aggressive students need this time to let out their 

anger and tension.  Eighth, teachers shouldn’t make homework an issue.  They should 

find other ways to have the student show learning to avoid the inevitable power struggles 

that come with homework (Fisher, Osterhaus, Clothier, & Edwards, 1994).  Ninth, 

teachers should treat “won’t work” as “can’t work.”  They should try different 

approaches if the student won’t work.  Explain the work in a different way.  Go through 
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examples.  Do anything but get upset with them for not working.  And finally, teachers 

should use counseling activities for anger and control issues.  Most passive-aggressive 

students don’t know the warning signs of anger and frustration or the steps to control 

these.  Teachers need to give them these strategies (Fisher et al., 1994).   

 Although this is a lot to change in the classroom, most likely any special 

education room will consist of more than one passive-aggressive student.  Using this 

approach would benefit the students tremendously, but also give them the skills needed to 

comply with overall school-wide rules and procedures.   

 Other teachers teach self-monitoring in the classroom.  This increases on-task 

behavior by encouraging students to monitor their own behavior (Vanderbilt, 2005).  As 

with the above strategy, this has 10 steps to ensure students can change and control their 

behavior.  In many ways, it is a behavior intervention plan, only the student is in charge 

of the program after learning how it works. 

 Step One is to identify the behavior that needs to change.  By addressing only one 

problem, the student will be better able to learn to correct it.  Step Two is to define the 

target behavior and develop a replacement behavior.  This give the student a clear idea of 

what the behavior is and what exactly he or she needs to do instead.  Step Three is to 

collect baseline data.  This is done by the teacher to give the student an idea of how often 

the behavior occurs and if there are specific times that it occurs (Vanderbilt, 2005). 

 Step Four is to schedule conferences with the student.  This is where the teacher 

can explain the behavior, frequency and time, and the possible replacement behavior.  

This is where the self-monitoring plan is introduced to the student.  Step Five is selecting 
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self-monitoring techniques that fit the student.  It should match the student’s strengths 

and be agreed upon by both the teacher and the student (Vanderbilt, 2005). 

 Step Six is to teach the student to use the self monitoring system.  There will need 

to be practice and daily reminders to start with.  Once the student show he or she 

understands the process, then it is completely self-guided, which is Step Seven.  Step 

Eight is to give specific verbal praise on what the student does well.  Step Nine is to 

monitor the student for a period of time.  This could be for one quarter or for the entire 

school year.  Step Ten is to follow-up with the student.  Meet once per week or twice per 

month to review the effectiveness of the self-monitoring (Vanderbilt, 2005).   

 This is a very good technique to use because it gives the student the ownership in 

controlling their behavior.  It can also be used anywhere in the school for a multitude of 

behaviors, thereby complying with school-wide procedures.  It also allows students and 

teachers to “precorrect” behaviors – that is, to anticipate when certain behaviors occur to 

better be able to control them (Crosby, Jolivette, & Patterson, 2006). 

 These steps are designed to help the passive-aggressive student.  However, other 

types of students – those with aggressive and sometimes violent behaviors – require a 

different approach.  When dealing with students with EBD, schools often resorted to 

suspension, then expulsion for these students because they couldn’t control themselves 

(Sailor, Stowe, Turnbull III, & Kleinhammer-Tramil, 2007).  However, with new laws 

being passed concerning special education and suspensions and expulsion, schools are 

beginning to change (Sailor et al., 2007).  Many districts have created suspension or 

expulsion checklist that have been approved by their DPI to make sure they are following 

the laws of their states. 
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 Many believe that schools can help students with EBD by learning the quality 

program indicators that have proven to be effective (Neel, Cessna, Borock, & Bechard, 

2003).  These indicators address the areas of a) environmental management where the 

environment is conducive to learning, b) behavior management where BIP’s and FBA’s 

are completed as needed with the student’s best interests in mind, c) affective education 

where students learn social skills and cues, d) individualization and personalization where 

the student is taught to “work through” situations to help him or herself best resolve the 

situation, e) academics where the education is meaningful and worthwhile to the student, 

and f) career/life skills training where the student learns the necessities of getting and 

keeping a job that best suits him or her to be successful  (Neel et al., 2003).   

 Many of the students in Level 3 are made up of students with special needs or 

have mental illnesses.  Students with a label of EBD tend to have classes in restrictive 

and exclusionary environments.  These students are also more likely to go through many 

different systems of special education, mental health, juvenile justice, and child welfare 

services and agencies.  Thus, according to Koyanagi & Gaines (as cited in Eber, Sugai, 

Smith, & Scott, 2002), they have a poorer rate of success than other groups.  Because 

these students have such a difficult time in schools, students with EBD are more likely to 

have poor grades, have behaviors that would delay learning for all students in the 

classroom, drop out of school early.  While these students make up only a fraction of the 

total student body, they require an incredible amount of expertise, time, and resources 

(Eber, Sugai, Smith, & Scott, 2002). Therefore, it only makes sense to focus on these 

students, especially since they make up the majority of Level 3 students.   
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 Many students with EBD require one-on-one or small group training often to get 

through a day.  Many are in self-contained classrooms (Hawken & O’Neill, 2006).  The 

PBS systems all state that in the tertiary level, these students need the structure and 

guidance set up by the special education teacher via behavior intervention plans or 

functional behavior plans (Yell, Rozalski, & Drasgow, 2001).  

 One such way is called the Wraparound Approach.  The Wraparound approach is 

typically used with one of the PBS models described above.  L. Eber felt that the 

“development and implementation of effective behavior supports requires active and 

efficient involvement of more than just school personnel – it requires the family to be 

involved as well” (2002).  The entire team of family members, teachers, professionals, 

and any other support providers decides together what outcomes they should plan for and 

how to get there (Eber, Sugai, Smith, & Scott, 2002).  He believes that this “blending 

perspectives to achieve consensus” gives the student the best opportunity to succeed, as 

well as keeps the family involved in the process (2002).    

 There are ten elements to the Wraparound approach.  It is community based, 

individualized and strength based, culturally competent, has families as full, active 

partners, a team-based process, flexible, has a balance of family and community 

resources, is an unconditional commitment, the development and implementation based 

on a collaborative process, and the outcome is determined through a team process (Burns 

& Goldman, 1999).   

 The approach is not that much different than that of an IEP except for two areas.  

First, the wraparound approach is community based.  This means that members of the 

community come together to help the student.  Whether it be a farmer who agrees to let 
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the student gain work experience on his farm or another member of the community who 

agrees to tutor the student after school, members of the community who normally 

wouldn’t have direct contact with the school are used to help the student.  The second 

way it is different than the IEP process is that it deals solely with the strengths of the 

student and nothing else.  According to Eber, Nelson, & Miles, (as cited in Eber, Sugai, 

Smith, & Scott, 2002), the Wraparound plans fit a student’s individual needs in stead of 

programming the student into an existing plan.  Instead of focusing on where the student 

will go, the team prioritizes the strengths of the student and builds a plan around them 

(Eber, Sugai, Smith, & Scott, 2002).   

 One final way that all teachers can help eliminate, or at least reduce behaviors 

occurs in the classrooms during teaching time.  There are many different learning styles, 

and each student uses different combinations of these styles to learn most effectively 

(Felder, 1996).  There are many different ways a teacher can teach to all styles.  For 

instance, a teacher could give different forms of information – visual, audio, lecture, 

movie, games, etc. (Felder, 1996).   He or she can provide a multitude ways to prove 

learning (Felder, 1996).  Finally, and most effectively, teachers can teach students to 

recognize how they learn best and to use their strengths in the classroom while working 

to build on their weaknesses (Grumbine & Alden, 2006).   
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CHAPTER III. 

CONCLUSIONS AND RECOMMENDATIONS 

 Many schools are adopting school-wide programs to address behavior problems 

and discipline.  The term “school-wide” is misleading because it really only applies to 

90-95% of the school population.  The other 5-10% is taught the skills necessary to 

maintain good behavior and academics in a secure, usually segregated, setting.  During 

this time, schools have become more inclusive.  This is wonderful for the special 

education student, but can cause problems in the regular education setting.   

 Those who are opposed to inclusion of students with special needs in the school-

wide programs, or opposed to inclusion altogether, typically will have one common 

argument.  Teachers, many of whom already have large classes filled with students with 

wide ability ranges, now must teach to students who have a array of problems ranging 

from EBD, ADHD, learning disabilities, and more.  These students certainly have IEPs, 

but they each may have individual functional behavior plans that the teacher must 

memorize and follow.  So now, some teachers have classrooms of 25-30 students, 

including perhaps three to four students with special needs.  Most times, the students with 

special needs will not have support staff with them unless there is a physical handicap 

that prevents them from keeping up.  Therefore, the teacher is mostly alone.  The teachers 

must follow the school-wide behavior program, as well as individual plans of which may 

be vastly different than the school plan.  This is difficult to accomplish, especially if the 

teacher is one with little or no experience.   
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 The students with special needs may actually have arguments as well.  If the 

school has a school-wide academic policy, the student with special needs will most likely 

have poorer grades, and therefore will need to stay after school to receive help from their 

teachers unless otherwise stated in their IEP.  Therefore, we have the teachers who have 

to struggle to maintain their large classrooms, then get to see those same students again 

after school.  The students with special needs have to work much harder in the classroom 

than students without special needs, yet will be punished by having to stay after school as 

well.  This will lead to an increase in frustration and anger, which may show up more in 

the classroom.  It can be a vicious cycle that can be tough to break. 

 Even with these arguments, having a specific school-wide behavior approach is 

beneficial to the students and the faculty.  While most school-wide expectations are 

firmly in place in all schools (i.e. no weapons, drugs, alcohol in school), most well-

developed programs allow for some teacher and student flexibility to fit a certain 

classroom or area of a school.  Most programs which give a general code of conduct 

easily flow into the more specific rules of the classrooms.  Students with special needs 

are expected to follow these same general rules of the school, as well as the more specific 

rules of the different classrooms they attend.    

 If used effectively, school-wide programs can work for special education students.  

Most of the school-wide support systems have four levels.  The first three levels address 

the 95% of the population who have no problem following the general set of rules.  The 

fourth level deals with the individual student, most likely the special education student 

with behavior problems who have a more difficult time with general rules and need 

something more concrete.  The school-wide expectations, coupled with IEP team-based 
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strategies are most effective for these students.  To do this, the instruction the students 

receive must be individualized and fit the problem by giving realistic strategies for the 

student to use in various situations.   

 The reason the Wraparound approach would work so well in this situation is 

because the school is working with the students’ strengths.  Academic frustration will 

usually lead to behavior problems, especially with students with special needs.   

The student will most likely have more success because the student is working within 

themselves and won’t become frustrated nearly as quickly.   This will not work for all 

students, much in the same way that not all students will learn to read or graduate.  

However, this meshing of ideas gives us the best chance to reach as many students as we 

can.   Working with a school-wide behavior and/or academic program, in addition to 

using the wraparound approach for students with special needs and behavior issues gives 

schools a good chance to succeed.   

 Using the academic zero tolerance program, as we have at Hillsboro Jr/Sr. High 

School, schools can also help students who are struggling get the extra help they need on 

a more one-on-one basis.  While teachers may feel worried about the amount of time with 

this program, and the possible loss of preparation time, once the system is in place, these 

problems disappear.  Teachers rotate nights to stay with students, so they are not staying 

late every night.  Students become more motivated to complete their work correctly, 

therefore their behaviors are better in school.  It has actually worked out pretty well for 

the students with special needs.  They have the opportunity to work with the teachers 

one-on-one, which is close to impossible during a regular class period.  Behaviors 

incidents have decreased, and grades have improved. 
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 If schools choose to incorporate school-wide programs, both behavior and or 

academic, they must be willing to give it several years to be flexible and adapt as they 

need to.  All students will benefit from the school-wide approach, as long as there are 

plans to address each type of student.  Each school is different, but if the staff is 

supportive of the plan and willing to implement it, then it has a significantly higher 

chance of succeeding and reaching as many of their students as they can.   
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