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PRAISE FOR ENGAGE STUDENTS TO EMBRACE CIVILITY 

Nancy Willard is a knowledgeable, caring and tough – in the best sense of the word! – 
advocate for all children. Combining educational and legal understandings, Nancy is an 
important leader in   supporting and furthering practically important school 
improvement efforts. Engage Students to Embrace Civility provides helpful research-
based insight and practical guidance for school leaders to establish a more positive 
school climate and respond effectively to the more serious hurtful situations in a 
manner that is in accord with civil rights regulations.  

- Jonathan Cohen, Ph.D., Incoming co-president, International Observatory for 
School Climate and Violence Prevention; Adjunct Professor in Psychology and 
Education, Teachers College, Columbia University; President Emeritus and co-
founder, National School Climate Center. 

Nancy Willard has integrated and translated the current research and knowledge on 
effective bullying prevention into a set of very useful and practical tools. Engage 
Students to Embrace Civility will help schools transform the problem of bullying into an 
opportunity for creating and sustaining a safer and more supportive learning 
environment for students, parents and staff. 

- James Dillon, Director, The Center for Leadership and Bullying Prevention, author 
of Reframing Bullying Prevention to Build Stronger School Communities. 

Nancy’s approach is centered on using young people as agents of change who can 
powerfully transform their communities by modeling and sharing positive behaviors 
marked by kindness, civility, mutual respect, empathy, and meaningful conflict 
resolution.Engage Students to Embrace Civility provides thoroughly research-based 
positive strategies that schools can easily implement to improve school climate, reduce 
hurtful behavior, and improve the responses of principals in more serious situations.   

- Sameer Hinduja. Ph.D., co-director of the Cyberbullying Research Center, co-
author of Bullying Today: Bullet Points and Best Practices, Bullying Beyond the 
Schoolyard: Preventing and Responding to Cyberbullying (2nd edition), Words Wound: 
Delete Cyberbullying and Make Kindness Go Viral. 

Nancy Willard has painstakingly reviewed the relevant research and distilled the 
implications to a manageable and understandable set of guidelines that professionals 
working with young people can incorporate into their activities to help support a 
positive climate and empower young people to build positive relations. Engage Students 
to Embrace Civility provides excellent insight and guidance for school leaders to 
accomplish positive change in their schools.  

- Justin W. Patchin, Ph.D., co-director of the Cyberbullying Research Center, co-
author of Bullying Today: Bullet Points and Best Practices, Bullying Beyond the 
Schoolyard: Preventing and Responding to Cyberbullying (2nd edition), Words Wound: 
Delete Cyberbullying and Make Kindness Go Viral . 



Nancy combines a genuine passion for justice for kids with an equal desire to help 
schools cope with the challenges they face and shift to a more positive approach. In 
Engage Students to Embrace Civility Nancy's guidance goes profoundly farther than the 
standard guidance provided to school leaders to address these concerns. The insight she 
p[resents, which is thoroughly backed by current research provides the basis for solid 
guidance on how to more effectively engage students in leadership roles to foster a more 
positive school climate and insight into strategies to assist principals in investigating 
and intervening in the more serious concerns.  

- Stuart Green, DMH, LCSW, Director, NJ Coalition for Bullying Awareness and 
Prevention, Associate Director, Overlook Family Medicine 

Based on research into bullying and hurtful behavior and over a decade of experience in 
the field, Engage Students to Embrace Civility is a positive, empowering approach for 
fully engaging students as partners in creating a positive school environment.   Nancy 
Willard's book begins with an extensive exploration as to why conventional approaches 
to anti-bullying do not work and the harmful effects it can have not just on school 
climate, but also on the brain development of those being bullied.   Thus, she lays the 
foundation for a comprehensive, pro-active approach to anti-bullying that can be 
employed even if bullying is not perceived as a significant problem.   Schools, and the 
students they serve, could benefit by using this resource for professional development.    

- Gary Obermeyer, Learning Options, school change consultant, virtual learning 
community facilitator, and author of Growing Into Schools of the Future. 
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ABOUT THE AUTHOR AND 
SURVEY 
NANCY WILLARD, M.S., J.D. 

My vision is that young people will provide leadership 
throughout the world to embrace civility and foster positive 
relations! 

To empower young people to create such positive change, I need 
to empower caring adults who work with kids and teens with 
the insight necessary to accomplish this objective. That is what 
my work has been about for over a decade. 

I have a M.S. in Special Education from the University of Oregon and a J.D. from 
Willamette University College of Law. I taught students with emotional challenges in a 
special education class. As an attorney, I practiced in the area of computer law, but my 
attention was pulled back into schools with the excitement of new technologies to 
support learning. I shifted to educational technology planning. As the Internet came 
into schools,   this resulted in a shift to my focus to the safe and responsible use of 
technologies by young people.  

I  entered the field of bullying prevention by writing the first book ever published on 
cyberbullying, Cyberbullying and Cyberthreats: Responding to the Challenge of Online 
Social Cruelty, Threats, and Distress (2007, Research Press). When I was writing this 
book, I realized that what educators were being told about bullying behavior was 
inaccurate and the “adult control” approach they were being directed to use simply was 
not going to be effective. Schools are not making rules for sites and apps, staff are not 
supervising, young people dread reporting digital concerns because they fear their 
digital access will be cut off, and if an adult imposes punishment this can result in 
uncontrollable digital retaliation. As the evidence demonstrates, this approach also is 
entirely ineffective in preventing and intervening in face-to-face issues that emerge in 
schools.  

My approach recognizes that it is necessary for schools to fully engage students in 
leadership roles to reinforce the positive social norms of the schools support kindness 
and compassion. It is also necessary to empower all students with the skills to prevent 
and respond to all forms of hurtful incidents and situations—as a witness, one who was 
hurtful, or one who was treated badly. The “authoritarian mindset,” which assumes that 
adults are in control and will resolve concerns, will never achieve effectiveness. 

It is also necessary that schools focus on the quality of the school climate and ensure 
that when school staff intervene in hurtful situations this results in an effective 
resolution that fully supports all involved students.  

Many schools are now embracing the concepts of trauma informed practices, which 
generally focused on trauma that has originated outside of school. It is essential that 
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educators recognize that bullying by students or staff is trauma. The failure to effectively 
intervene only amplifies the harmful impact of that trauma.  

I am author of: Cyberbullying and Cyberthreats: Responding to the Challenge of Online 
Social Cruelty, Threats, and Distress (2007, Research Press) and Cyber-Safe Kids, Cyber-
Savvy Teens, Helping Young People Use the Internet Safety and Responsibly (2007, Jossey 
Bass). Cyber Savvy: Embracing Digital Safety and Civility (2011, Corwin Press). I write 
frequently for the publication District Administration, as well as other publications for 
the education community.  

EMBRACE CIVILITY STUDENT SURVEY 
In October, 2015, I conducted a national survey of 1,549 secondary students on bullying 
and hurtful behavior. The insight from this survey was used to inform the development 
of the Engage Students to Embrace Civility approach.   

Students were asked questions about hurtful incidents. “Hurtful” was defined for them 
as including what is typically called “bullying,” but also including other hurtful 
interactions. This was an intentionally broad definition.  

Students were asked how frequently in the last 30 days they experienced someone being 
hurtful to them, how frequently they were hurtful, how frequently they witnessed a 
student be hurtful to another student, and how frequently they had witnessed a school 
staff member be hurtful to a student. 

If students reported that someone had been hurtful, they were asked how upset they 
were and how effective they felt in responding. If they had been hurtful, they were asked 
what they were thinking at the time. If someone had been hurtful to them or they had 
been hurtful to someone, they were asked about prior relationships with the other 
student. 

An analysis was done to identify the ”more vulnerable” students. Those who had been 
treated badly once or twice a week or almost daily, were upset or very upset, and who 
felt it was very difficult or impossible to get this to stop. Nine percent (9%) of the 
students were considered to be “more vulnerable” based on this criteria. 

Students who reported that someone was hurtful to them or that they were hurtful were 
also asked whether staff was present and, if so, how effectively the staff member 
responded. Students who reported that someone was hurtful to them were also asked if 
they reported this to the school, if so, how effectively the school responded, and, if not, 
why not.  

Students were asked numerous other questions to identify their norms and values 
related to being hurtful or witnessing hurtful situations. Insight from this survey will be 
discussed throughout this document. 



CHAPTER 1. WHAT SCHOOLS ARE 
DOING IS NOT WORKING 

BULLYING PREVENTION: ACKNOWLEDGING THE LACK OF 
EFFECTIVENESS 
NO BLAME 
Research insight reveals that the approach that schools have been encouraged to 
implement to better address bullying does not appear to be working effectively. It is 
important that the analysis of the research insight and what appears to be happening 
with respect to statutes and policies be done in a manner that seeks to avoid blame. As 
Cohen and colleagues noted: 

(W)e recommend that educational leaders be attuned to what extent building level 
teams are learning and working together in a culture of blame and distrust versus a 
more trusting and collaborative problem solving culture. School leaders can and need to 
lead efforts to establish what Comer (1980) has called a “no fault” framework: an 
agreement that educators will focus on learning from mistakes rather than “blaming.”  1

OVERALL EVIDENCE 
Recent meta-analyses have raised attention to significant concerns associated with the 
current approaches to bullying prevention. As recently noted by Cohen and colleagues:  

There have been five meta-analytic studies published in peer-review publications that 
have focused on the efficacy of school-based bully prevention programs. These review 
studies indicate that the efficacy of school bullying prevention programs have varied 
(from no effects to low effect sizes) across countries and contexts.   2

A recent meta analysis conducted by Yeager and colleagues found that there was zero 
effectiveness of bullying prevention programs at the secondary level.   3

On the Youth Risk Behavior Survey (YRBS), there has not been a decline of student 
reports of being bullied from 2009, when the question was first asked, to 2017.   4

In 2013, on the National Crime Victimization Survey—School Crimes Supplement 
(NCVS), there was a drop in the percentage of students reporting they had been bullied. 
However, there was not an equivalent drop on the 2013 YRBS, as should have been 
expected if this was a meaningful drop. There have been no declines on this question in 
any other years.   5

A study evaluating U.S. data from the 2005-2006 Health Behavior in School-Aged 
Children survey, determined that 65% of schools had bullying prevention programs. 
Schools with such programs had significantly higher levels of reported bullying.   6
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LACK OF STAFF EFFECTIVENESS 
Research suggests that staff overwhelmingly think that they have effective strategies are 
respond effectively to the bullying incidents they witness or are reported.  The student 7

perspective is that staff are not doing enough, ignore the hurtful incidents they witness, 
and generally make things worse when they respond. When school staff think what they 
are doing is effective, it is exceptionally hard to encourage them to change what they are 
doing. One study demonstrated the following: 

• While 87% of school staff thought they had effective strategies for handling 
bullying, 58% of middle and 66% of high school students believed adults at school 
were not doing enough to stop or prevent bullying.  

• While only 7% of school staff thought they made things worse when they 
intervened in bullying situations, 61% of middle school students and 59% of high 
school students reported that staff who tried to stop bullying only made things 
worse.  

• While 97% of school staff said they would intervene if they saw bullying, 43% of 
middle school students and 54% of high school students reported they had seen 
adults at school watching bullying and doing nothing.  8

One study found that students overwhelmingly believed that most teachers ignored or 
did not recognize such hurtful activities, were not prepared to intervene if asked, and 
were incapable of doing anything effective if they took actions.  9

Another study in middle schools found that the highest reported prevalence rates of 
bullying were in classrooms, hallways, and lunchrooms.  These are the places where 10

presumably staff supervision should be the highest. The fact that these incidents were 
witnessed by staff and continued to occur increased the distress of the students.  11

Data from the Embrace Civility Student Survey demonstrated that students who were 
treated badly by others indicated that a staff member was present 65% of the time. These 
students reported the following impact:  

• 30% Things got better.  
• 49% Things stayed the same.  
• 21% Things got worse 

However, for the “more vulnerable” students, the students who were being persistently 
bullied and were experiencing distress, staff were reportedly present 69% of the time. 
These students reported the following impact:  

• 13% Things got better  
• 47% Things stayed the same.  
• 40% Things got worse.  

Sixty-four percent (64%) of students reported that what made things better were when 
staff stepped in to help. For all students who reported someone was hurtful, the staff 
responses that made things get worse were when staff ignored the situation or just 
watched. “More vulnerable” students also reported that what made things worse was 
when staff made them feel as if they were at fault. 
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Students who were hurtful indicated that from their perspective staff was present 78% of 
the time. These students reported the impact as:  

• 28% Things got better.  
• 54% Things stayed the same.  
• 18% Things got worse. 

A high priority must be placed on increasing the effectiveness of staff responses when 
hurtful situations are witnessed and ensuring follow-up to determine such effectiveness.  

LACK OF EFFECTIVENESS OF THE “TELL AN ADULT” APPROACH 
The primary approach schools take to address bullying is tell students to “tell an adult.” 
It is well established that the majority of secondary students do not report hurtful 
incidents. Data from 2015 NCVS indicated that only 43% of students who reported 
someone had bullied them at school said that they told an adult.  12

Educators often appear to think that they are effectively responding to the hurtful 
incidents that are reported to them. A key reason for this misperception is likely that 
the vast majority of students do not report—even the more serious or persistent 
situations that are causing them significant distress. Additionally, when students do 
report, if reporting has not resolved the situation or has made things worse, students are 
less likely to report continuing or new concerns.  

One study at the elementary school level found that there was a perception among the 
students that the school tolerated bullying because nothing was ever done and therefore 
it was a waste of time to report.  Another study of secondary students revealed that 13

students did not report their situation to teachers or other adults for fear of being 
viewed as a “squealer,” belief that the school staff would act in a way that would make 
their situation worse, and they did not trust school staff to keep secrets told to them in 
confidence.  In another study, students associated telling a teacher with a double 14

jeopardy: they might not be believed and telling might result in retaliation.   15

The Youth Voice Project asked students who were repeatedly bullied and were distress 
whether they reported to an adult at school and, if so, whether things got better, stayed 
the same, or got worse.  The findings indicated:  16

• Elementary (grade 5). 46% did not tell an adult, 29% told and things got better, 
17% told and things stayed the same, 11% told and things got worse.  

• Middle school (grades 6 to 8). 68% did not tell an adult at school, 12% told and 
things got better, 8% told and things stayed the same, 12% told and things got 
worse.  

• High school (grades 9 to 12). 76% did not tell an adult at school, 7% told and 
things got better, 8% told and things stayed the same, 9% told and things got 
worse.  17

On the Embrace Civility Student Survey, students who were treated badly were also asked 
if they told a school staff member and, if so, how the staff responded and whether things 
got better, stayed the same, or got worse. If they did not tell a school staff member, they 
were asked why they did not do so. 

Overall, only 32% of all students told a school staff member. Only 36% of the “more 
vulnerable” students told a staff member.  
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For all targeted students who told a school staff member, after they told, the reported 
impact was:  

• 48% Things got better.  
• 39% Stayed the same.  
• 15% Things got worse.  

However, after the “more vulnerable” students told, the reported impact was:  
• 30% Things got better.  
• 45% Things stayed the same.  
• 25% Things got worse.  

Thus, looking at these findings from an overall perspective, the current level of the “tell 
an adult” approach to bullying for “more vulnerable” students was:  

• 64% Did not tell a staff member.  
• 11% Told a staff member and things got better.  
• 16% Told a staff member and things stayed the same.  
• 9% Told a staff member and things got worse. 

The reasons given by the “more vulnerable” students for not telling were:  
• Did not think a school staff member would do anything to help.  
• Thought that a school staff member might make things worse.  
• Thought I would be blamed.  
• I probably deserved it.  
• The student being hurtful would likely have retaliated. 

The Youth Voice Project and Embrace Civility Student Survey studies were conducted in 
different ways and yielded very consistent results. Overall, the level of effectiveness of 
the “tell an adult” approach appears to be around 10%. Of concern is that when students 
are not reporting, school leaders may mistakenly believe that bullying is not a concern.  
ACKNOWLEDGING THE HARMS AND RISKS 
A recent commentary in Pediatrics, outlined the harms associated with being bullying: 

Bullying can have life-long health consequences. It has been associated with stress-
related physical and mental health symptoms, including depression, anxiety, post 
traumatic stress, and suicidal ideation. When bullying is motivated by discrimination 
or an attack on someone’s core identity (eg, their sexual orientation), it can have 
especially harmful health consequences. The effects of bullying are not limited to the 
bullied. Bystanders who witness bullying may experience mental health consequences 
(eg, distress) as well.  18

A report by the American Educational Research Association, entitled Prevention of 
Bullying in Schools, Colleges, and Universities: Research Report and Recommendations, also 
provided an overview of concerns: 
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1. Bullied students experience higher rates of anxiety, depression, physical health 
problems, and social adjustment problems. These problems can persist into 
adulthood. 

2. Bullying students become less engaged in school, and their grades and test scores 
decline. 

3. In high schools where bullying and teasing are prevalent, the student body is less 
involved in school activities, performs lower on standardized tests, and has a lower 
graduation rate. 

4. Students who engage in bullying are at elevated risk for poor school adjustment and 
delinquency. They are at increased risk for higher rates of criminal behavior and 
social maladjustment in adulthood. 

5. Students who are bullied but also engage in bullying have more negative outcomes 
than students in bully-only or victim-only groups. ... 

6. Cyberbullied students experience negative outcomes similar to those experienced by 
their traditional counterparts, including depression, poor academic performance, and 
problem behavior. ...  19

According to the Centers for Disease Control and Prevention, outcomes of bullying can 
include depression, anxiety, participating in interpersonal or sexual violence, substance 
use, poor social functioning, and low school performance and attendance. Those who 
engage in bullying, those who are bullied and those who witness bullying are all at 
higher risk of suicide. Bullying contributes to vulnerability when present with other risk 
factors. Risk is especially acute among lesbian, gay, bisexual, transgender and 
questioning (LGBTQ ) youth.  

There is an association between bullying and suicide.   It is known that suicide is 20

multidimensional, involving many factors at many levels of influence. A recent study 
released in Pediatrics found that youth suicides are most prevalent during the school 
year.  A news story announcing these findings was sobering: 21

It's no secret the school year can bring students plenty of stress and other problems. But 
a study published Wednesday in the journal Pediatrics indicates the school year also 
corresponds with an increase in hospital visits for suicide attempts and serious suicidal 
thoughts among America's youth.  

"We noticed that anecdotally here in our own hospital over the last several years, we 
would have a fairly quiet summer as far as kids coming in for mental health issues, then 
right about four to six weeks after school started, we became inundated," says Dr. Greg 
Plemmons, the study's lead author ... "We found it really is consistent across all regions 
of the country."  22

This was the first study that looked directly at the link between school year and 
incidents of suicide. Given the significant increased rate of youth suicide and now the 
clear understanding that such suicide is associated with what is happening in school. 
more proactive attention by educators to the emotional well-being of students is 
essential.  

Persistent absenteeism is also a major concern associated with student success. A recent 
study focusing on YRBS data that compared the responses on being bullied in-person 
and electronically and missing school because of feeling of lack of safety demonstrated 
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that students who were bullied in either venue were more likely to miss school, with 
those who were bullied in both venues at the highest risk of missing school.  23

There are significant concerns regarding the association of bullying and school violence, 
which will be discussed later in this chapter.  

BULLYING AND TRAUMA 
It is necessary to “connect the dots” between bullying and traumatic stress disorders. 
One recent study revealed a high incidence of Post Traumatic Stress Disorder (PTSD) 
symptoms among students who reported they were bullied and a strong association 
between frequency of exposure to bullying and such symptoms.  Further, those 24

students with the worst PTSD symptoms were the students who both engaged in and 
were bullied.  

The association between bullying and PTSD was described: 

People who have experienced events of an interpersonal nature show significantly higher 
levels of PTSD symptoms than those who have experienced other types of events. 
Bullying is an interpersonal event, and there are many salient aspects of children’s 
development that may make repeated bullying experiences especially harmful. Bullying 
happens at a time when the brain is undergoing development in several bio-psycho-
social systems that regulate behavior. During childhood and adolescence there is a 
gradual development and strengthening of brain systems involving a variety of 
cognitive, emotional and behavioral systems, from self-regulation and emotional 
processing to executive functions, from social connectivity to perception of threat. In 
adolescence, bullying might affect the development of executive functioning, including 
attention, response inhibition, organization and planning. The effects of bullying on the 
development of these biopsycho-social systems are not known, but a developmental 
perspective on trauma is needed both for understanding how the diagnosis of PTSD can 
be applied to this population, as well as for how potential traumatic effects can be 
reduced.  25

Additional research is increasing the understanding of the connections between 
bullying and trauma disorders. Vaillancourt and colleagues have outlined how the 
experience of being bullied by peers becomes biologically embedded in the physiology 
of the developing child, which in turn modifies health and behavior.  26

The National Child Traumatic Stress Network describes two forms of traumatic 
distress.  Acute traumatic events involve experiencing, witnessing, or a threat of a 27

serious injury to yourself or another. Chronic traumatic situations that occur repeatedly 
over periods of time and result in feelings of fear, loss of trust in others, decreased sense 
of safety, guilt, and shame. Bullying situations could involve acute trauma, chronic 
trauma, or both. 

The standards for PTSD under the new Diagnostic and Statistical Manual of Mental 
Disorders, Fifth Edition (DSM-5) focus on major traumatic events, unfortunately not 
chronic or complex traumatic situations.  However, the four diagnostic symptom 28

clusters include: 
• Re-experiencing or intrusion. Spontaneous memories of the incident, recurrent 

dreams related to it, flashbacks or other intense or prolonged distress.  
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• Avoidance. Distressing memories, thoughts, feelings or external reminders of the 
event.  

• Negative cognitions and mood. Persistent and distorted sense of blame of self or 
others, estrangement from others or markedly diminished interest in activities.  

• Arousal. Aggressive, reckless or self-destructive behavior, sleep disturbances, and 
hyper-vigilance. 

The PTSD symptoms outlined in DSM-5 closely match the reported symptoms of young 
people who are bullied, as well as those who both engage in and are bullied.  

IMPACT OF TRAUMA OR TOXIC STRESS  
Human brains developed with a natural tendency to focus on potential danger and 
risk.because this was necessary for survival.  Failure to note that a dangerous animal is 29

close by could result in death. While these days, the odds of students encountering a 
cougar or bear in their every day walks are low, however, unfortunately, many students 
encounter hurtful peers and sometimes adults who are hurtful.  

Because of the need to ensure survival, the brain looks for bad news, overreacts to bad 
things that have happened, and stores memories of those bad things so that the person 
can avoid risk in the future. The brain pays more attention to the bad than to the good.  

Experiencing trauma can alter brain functioning in many ways, but four of the most 
important changes appear to occur in the following areas: 

• Prefrontal Cortex. The prefrontal cortex or “thinking center” is located near the 
top of the head, behind the forehead. The prefrontal cortex is where thinking and 
reasoning occur. When this area of the brain is functioning well, people are able to 
think clearly, make good decisions, and be aware of themselves and others. 

• Anterior Cingulate Cortex. The anterior cingulate cortex or “emotional regulation 
center” is located next to the prefrontal cortex, but is deeper inside the brain. This 
area is responsible for regulating emotions. Ideally, the emotional regulation center 
is working closely with the thinking center. When this connection is working well, 
people are able to manage difficult thoughts and emotions without being totally 
overwhelmed.  

• Hippocampus. The hipp[ocampus or “memory center” is located under the 
cerebral cortex. The hippocampus helps translate short term memory to long term 
memory.  

• Amygdala. The amygdala or “threat response center” is a tiny structure deep inside 
the brain. The job of the amygdala is to receive all incoming information, that is 
everything the person sees, hears, touches, smells, and tastes, and answer one 
question: “Is this a threat?”  

If the brain detects that a threat may be present, the amygdala takes over and the whole 
body goes into a fight, flight, or freeze mode. When this happens, adrenalin rushes 
through the body and the student’s thinking center shuts down. This response to a 
threatening situation is just what brains need to do when a threat is present, because 
this allows our bodies to respond effectively to that threat.  

When someone experiences an intense traumatic event this event can cause profound 
changes in their brain that result in a condition called Post Traumatic Stress Disorder or 
PTSD. An intense, traumatic bullying incident can also result in this kind of PTSD.  
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In addition, ongoing persistent toxic stress situations can also cause a traumatic distress 
disorder When students are under constant stress, their brains are constantly pumping 
more cortisol, the stress hormone. This causes the more primitive portions of their 
brain to remain activated for longer than they should. This also creates neural pathways 
that cause them to be more focused on potential threats.  

When their amygdala or threat response center, is over activated they can experience 
persistent stress, fear, anxiety, and irritation and have a harder time feeling safe, calming 
down, or sleeping. These are the reported outcomes of bullying.  

Students can also be more easily triggered by a situation that they perceive to present a 
similar threat. Their brain has become filled with neural pathways that are trying to help 
protect them from future danger. They are always alert to when someone might be 
hurtful to them. They pay closer attention to who is around them and where they are so 
that they are prepared to respond. They are hyper vigilant and stuck in reactive mode. 

Because their emotional regulation center is under activated, even when they want to 
calm down and feel better, they just can’t. When their thinking center is under activated, 
they have greater difficulties with concentration and attention. They are less able to 
think clearly. Because of this, they likely will have a harder time learning and 
remembering what they have learned. These are the reported outcomes of bullying 

The hippocampus regulates the storage and retrieval of memories, as well as 
differentiating between past and present experiences. The increased stress hormones 
make it more challenging for the hippocampus to function. Trauma actually reduces the 
amount of gray matter in the hippocampus.  

This causes students to have more challenges in telling the difference between past and 
present experiences. Situations that might resemble prior bullying incidents can cause 
more intense panic and fear—even though the current situation does not present a 
threat or that much of a threat. The problem is that it is harder for their brains to tell 
what is actually happening.  

This can, at times, lead them to make mistaken conclusions. Their brains have less of an 
ability to figure out whether a current situation is actually threatening or to determine 
how threatening the situation actually is. Their brains may translate a minor incident as 
being a more significant incident. They may overreact. This is because the thinking and 
emotional regulation parts of their brain are under activated because they have been 
experiencing toxic stress that the school has not stopped. 

The fact that this happens is very likely causing problems when students report a 
current hurtful incident. A school staff member may think that the student is 
overreacting. Because of how the student’s brain is responding as a result of 
experiencing persistent bullying, this student may actually be overreacting to this 
specific event.  

In addition, because of how educators have been guided to respond based on a violation 
of the disciplinary code, frequently the more minor incidents are not perceived by the 
principal to constitute a violation of the disciplinary code, thus not warranting a 
sanction. So the student who is being persistently treated badly is told the school will do 
nothing.  
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STUDENTS’ BRAINS CAN CHANGE 
Students’ brains can change. They can create new neural pathways that can help their 
brain focus on the positive. Neuroplasticity is a term that describes the brain's ability to 
change. Neuroplasticity is possible because of the capacity of their brain’s neurons and 
neural networks to change their connections and behavior in response to new 
information or changes.  

Developmental plasticity occurs when the neurons in a young child’s brain rapidly 
sprout branches and form synapses, or connections. As the brain begins to process 
sensory information, some of these synapses strengthen and others weaken. This creates 
a network of neural connections.  

Unfortunately, if students have experienced trauma, such as bullying, as they are 
growing, some of these neural connections have formed in a way that keep their brain 
functioning in a hyper vigilant manner, with a focus on possible threats and a tendency 
to trigger. But their brain does not have to remain in this way. Their brain can create 
new neural pathways that support greater calmness and happiness. By focusing on 
positive things that are happening in their life, they can change their brain.  

The recommendations provided in Engage Students to Embrace Civility are all grounded 
in effective approaches to support the development of new neural connections to 
support happiness and success. 

INSTITUTIONAL BETRAYAL 
In the context of a discussion of trauma, it is helpful to consider an additional aspect of 
the situation that has a significant potential for causing profound harm. This is the 
concern of Institutional Betrayal.  The concept of Institutional Betrayal has not yet 30

been integrated into bullying prevention. However, significant leadership in exploring 
this concept in connection with university responses to sexual harassment and assault 
has been made by Freyd and colleagues.  

The concept of Institutional Betrayal is grounded in an understanding of betrayal 
trauma. Betrayal trauma theory holds that abuse that occurs within close relationships 
is more harmful than abuse by strangers. This is because in addition to the abuse, there 
has been a violation of trust and the situation involves a continuation of the 
relationship.  

Institutional Betrayal occurs when the person who has engaged in the abuse and the 
one victimized are associated within the same institution. This leads to the situation 
where the one victimized must reach out for help from the institution to get the abuse 
to stop. When those who are victimized reach out for help, they must place a great deal 
of trust in the institution from which they are seeking help. When the institution does 
not respond in an effective manner to such reports of abuse, this is associated with a 
significant increase in trauma-related outcomes for the one who has been victimized.  

Institutional Betrayal is clearly associated with the profound challenges those who are 
sexually assaulted within an institutional setting. This includes sexual assault at 
universities, religious institutions, and athletic teams or other youth organizations. In 
significant recently reported situations, not only did the sexual assaults repeatedly 
occur, profound harm was caused by the institutions through their denial and cover-ups 
of what was known by leaders in the institution to be happening  
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Smith and Freyd created the Institutional Betrayal Questionnaire (IBQ) for use in 
studies of students who had experienced sexual harassment or assault at the university 
level.  The questions on this survey are quite relevant to the challenges associated with 31

addressing bullying and harassment in K-12 schools. The IBQ Version 2 questions are:  

In thinking about the events described in the previous section, did an institution play a 
role by (check all that apply)... 
1. Not taking proactive steps to prevent this type of experience? 
2. Creating an environment in which this type of experience seemed common or 

normal? 
3. Creating an environment in which this experience seemed more likely to occur? 
4. Making it difficult to report the experience? 
5. Responding inadequately to the experience, if reported? 
6. Mishandling your case, if disciplinary action was requested? 
7. Covering up the experience? 
8. Denying your experience in some way? 
9. Punishing you in some way for reporting the experience (e.g., loss of privileges or 

status)? 
10.Suggesting your experience might affect the reputation of the institution? 
11.Creating an environment where you no longer felt like a valued member of the 

institution? 
12.Creating an environment where continued membership was difficult for you? 

In the context of civil rights laws and regulations, the concept of a hostile environment 
is related. A hostile environment is an environment that appears to support the 
continuation of the hurtful behavior. This is discussed more fully in Chapter 6. The IBQ 
questions clearly relate to the characteristics of a school that constitute a hostile 
environment. The prior research set forth in this chapter associated with the lack of 
effectiveness of current approaches to address bullying and harassment in schools 
provides evidence of what also could be considered Institutional Betrayal.  

The term DARVO, refers to a reaction those engaged in wrongdoing, may display in 
response to being accused of such behavior. As described: 

DARVO refers to a reaction perpetrators of wrong doing, particularly sexual offenders, 
may display in response to being held accountable for their behavior. DARVO stands for 
"Deny, Attack, and Reverse Victim and Offender." The perpetrator or offender may 
Deny the behavior, Attack the individual doing the confronting, and Reverse the roles of 
Victim and Offender such that the perpetrator assumes the victim role and turns the 
true victim — or the whistle blower — into an alleged offender. This occurs, for 
instance, when an actually guilty perpetrator assumes the role of "falsely accused" and 
attacks the accuser's credibility and blames the accuser of being the perpetrator of a 
false accusation. 

As Freyd and colleagues have outlined, to remedy the concerns of institutional betrayal 
requires Institutional Courage. Having institutional Courage requires a commitment to 
criminal and civil rights laws, responding effectively and sensitively to reports, 
accepting responsibility taking steps to remedy the harm, encouraging witnesses to 
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report, engaging in self-study through focus groups and by conducting surveys, 
ensuring that leadership has received effective professional development, being 
transparent about data and policy, using the power of your institution to address the 
larger issues, and committing resources to these actions. These are essentially the same 
steps that are outlined in Engage Students to Embrace Civility.  

BULLYING AND SCHOOL VIOLENCE 
Over the last years, there has been an increase in school shootings, as well as youth 
suicides and attempts. School shootings, although significantly tragic, remain 
exceptionally rare. Across the country, state or district school safety teams are releasing 
new “school safety plans.” Too often, these plans are focused on technical security and 
increased law enforcement presence.  So-called “hardening” of schools. 32

As part of the Comprehensive School Safety Initiative, The U.S. Department of Justice 
National Institute of Justice funded two complementary projects to address these 
questions: What technologies are currently in use and how those technologies are being 
used? What factors may affect the deployment of those technologies? What are the 
limits of those technologies and what improvements are needed? And ultimately, how 
much do we know about the effectiveness of those technologies in keeping schools safe? 
The conclusion: 

The two reports share the conclusion that the recent increase in the use of technology 
has not been accompanied by rigorous research into its effectiveness. ... Both reviews of 
school safety technology also shared another major conclusion: that no one technology, 
school climate intervention, or other school safety strategy can guarantee school security 
or eliminate the underlying causes of school violence. An integrated approach that 
includes emergency response plans, drills, a positive school climate, and situational 
awareness is called for, and plans need to be tailored to the needs of each individual 
school.  

A comprehensive study of school shootings by the Secret Service published in 2004, 
demonstrated that bullying is associated with shootings.  The specific findings were: 33

Almost three-quarters of the attackers felt persecuted, bullied, threatened, attacked or 
injured by others prior to the incident (71 percent, n=29). 

In several cases, individual attackers had experienced bullying and harassment that was 
long-standing and severe. In some of these cases the experience of being bullied seemed 
to have a significant impact on the attacker and appeared to have been a factor in his 
decision to mount an attack at the school. In one case, most of the attacker’s 
schoolmates described the attacker as "the kid every one teased." In witness statements 
from that incident, schoolmates alleged that nearly every child in the school had at some 
point thrown the attacker against a locker, tripped him in the hall, held his head under 
water in the pool or thrown things at him. Several schoolmates had noted that the 
attacker seemed more annoyed by, and less tolerant of, the teasing than usual in the 
days preceding the attack.  34

Based on an analysis of the 2015 YRBS data, in a recent study published by Pediatrics 
students who are bullied were twice as likely to bring weapons to school.  However, the 35

researchers in this study looked more deeply. They found that the victims of bullying 
were more likely to bring weapons if they had also been in a fight, been threatened or 
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injured at school, or skipped school out of fear for their safety. Each additional risk 
factor increased the likelihood of bringing a weapon to school. 

It is said that students who engage in school shootings or other forms of violence or 
who attempt suicide do not fit into one singular profile.  There are always multiple 36

factors involved in these situations. However, a closer look informed by an 
understanding of trauma yields a different perspective. The common underlying factors 
are that these are students who have experienced profound trauma, possibly an acute 
event. Absolutely ongoing toxic stress. This has wired their brains for hyper vigilance. 
This has also impaired their thinking. They most likely have more recently been 
triggered by a significant—to them—event. They feel hopeless and helpless to get the 
ongoing toxic stress to stop. They want to die. And because they are angry, they want to 
exact revenge before they do so.  

In the case of school shootings, most attackers engaged in some behavior prior to the 
incident that caused others concern or indicated a need for help.  Most attackers had 37

difficulty coping with significant losses or personal failures. Moreover, many had  
attempted suicide.  

All of these factors are evidence of the experience of trauma.  Students who have 38

experienced trauma have disrupted relationships with adults, can be more easily 
triggered, and have challenges in problem solving. Very often in these situations there 
has been a recent disturbing “triggering” event to which these students have felt helpless 
in resolving and they do not feel they can obtain assistance from anyone at school or in 
the home.  Engaging in a school shooting is often an act of attempted suicide.  These 39 40

students intend to kill themselves or be killed. 

Being bullied and engaging in bullying is a well-documented factor in youth suicide. 
However, students who have engaged in bullying should never be blamed for the 
decisions of other students.  Blaming tragic incidents on students who engaged in 41

bullying ignores the multiple factors, can increase copy-cat behavior, and unfairly 
blames students for what are overall school climate concerns.  

UPSTREAM, MIDSTREAM, PLUNGE, DOWNSTREAM 

It is helpful to think of school safety strategies in the context of where they lie on a river 
that turns into rapids, that go to a waterfall where the water plunges to dangerous rocks 
below. Strategies can be considered: 

• Upstream, where the river is calmer and students can be helped out of the water.  
• Midstream, where water is moving more swiftly in rapids indicating a higher risk. 
• The end of the rapids and the Plunge, where students go over the waterfall and 

crash into the rocks below 
• Downstream, into the rocks below and the future direction of the river. 

DOWNSTREAM 

Postvention activities are those that occur Downstream after the Plunge—after a 
suicide, suicide attempt, or significant act of violence. Every school must have a 
postvention plan developed in conjunction with regional mental health providers to 
help students and staff recover from what has happened and to prevent further Plunges.   
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An individualized postvention plan is essential for any student who has attempted 
suicide, engaged in violence, or was the victim of violence. It is necessary to assess and 
correct any situations at school may have been causing distress and to put a positive 
support plan into place for these students. An individualized postvention plan is also 
necessary for those who have experienced serious or persistent bullying.  

PLUNGE 

The presence of more armed personnel may prevent more carnage if, and only if, the 
armed personnel are in the right place at the right time—which is highly unlikely.  The 42

likelihood of armed personnel rapidly climbing the cliff and catching students in a net 
before they Plunge into the rocks is exceptionally slim. Most shooting incidents are 
stopped by means other than law enforcement intervention. More armed personnel 
should not be considered an effective Midstream deterrent to school shootings because 
most school shooters desire “suicide by cop.” Additionally, more law enforcement in 
schools can contribute to school-to-prison pipeline concerns.   

Prior to the Plunge, is where some technical security might be placed. It is of course 
necessary for schools to be adequately secure. However, as noted, there is no evidence of 
effectiveness of these technologies. Further, increased technical security features 
communicate to students that their school is not safe—thus contribute to increased 
student distress. Increased technical security may create a public perception that the 
school is dedicated to school safety. Absent any research evidence of effectiveness, such 
appearances are entirely deceiving.  

MIDSTREAM  

In the Midstream rapids, before final rapids and the Plunge, is when student behavior 
should alert someone that this student is under distress and is considering an act of 
violence or self-harm. Establishing an effective Threat Assessment process is the 
essential Midstream approach. Effective Threat Assessment can catch at-risk students in 
a net prior to going into the more significant rapids and the Plunge and possibly taking 
others along.  

The Secret Service just released new guidance for schools, Enhancing School Safety Using 
a Threat Assessment Model.  This document provides helpful guidance on an effective 43

Threat Assessment process—with a caveat that is discussed below. In the Introduction 
to the guidelines presented findings from a prior report on school shootings: “(P)rior to 
most attacks, though other students had information about the attackers’ plans, most 
did not report their concerns to an adult.” 

Schools must have a solid net that goes fully across the river to identify and address 
potential concerns. This net must effectively identify those students who are at higher 
risk—either because these students ask for help, a peer reports their concerns, or a staff 
member detects such concerns. 

While most students who are suicidal or potentially violent present warning signs, 
schools will not know of such concerns unless these students ask for help or other 
students report. If students do not think it will make things better to tell school staff 
about such concerns, there is less likelihood they will report.  
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The majority of students who are being bullied do not report what is happening to the 
school. Ample research indicates that students think reporting does not resolve the 
problem or it makes things worse. The fact that the majority of students think that 
reporting bullying to school staff will not lead to an effective result is a huge "red flag" of 
concern in relation to school safety because effective Threat Assessment requires that 
students report concerns. The willingness of students to report will be directly 
connected to the degree to which they feel they have positive connections with school 
staff and they trust that the Threat Assessment process will help their distressed friend.  

In the overwhelming majority of schools, the protection net is clearly not covering the 
river at all widely enough. The key factor that must be immediately corrected to ensure 
school safety is diligent efforts to increase positive staff-student connections and the 
effectiveness of reports of concern, so students will trust reporting will lead to a positive 
outcome for their friend.  

Effective Threat Assessment also requires an in-depth understanding of the role of 
trauma that the student who is engaging in threatening behavior has and likely is 
experiencing. It is essential the Threat Assessment team includes professionals with 
expertise in trauma. The caveat to the Secret Service guidelines is that the entire 
document does not use the term "trauma." Without an understanding of the role and 
impact of trauma, schools are less likely to engage in the actions necessary to effectively 
address the concerns of the student about whom the report was made.  

Schools are encouraged to identify what traumatic situations this student has 
experienced and recent distressing situations these students are experiencing that has 
caused significant distress and has led to the concern they may cause harm to self or 
others. Schools must implement comprehensive corrective actions if these concerns 
relate to how this student is being treated by other students or staff. Schools must 
develop a Positive Action Plan to assist this student in resolving the current triggering 
situation and gaining greater resilience.  

The assessment must never ask, "What is wrong with this student?" The assessment 
must ask "What wrong is happening to this student and how can this be remedied?" 

UPSTREAM 

Vitally important Upstream initiatives can help to prevent students from falling into the 
river in the first place and getting them out when the water is still relatively calm. There 
have been calls for more counselors or social workers in schools. This is clearly 
imperative. More rapidly, however, it is necessary to shift the current responsibilities of 
counselors away from non-counseling activities to allow them to use their counseling 
skills to assist students who are experiencing emotional distress.  

The vitally important additional Upstream initiatives will involve all school staff in a 
comprehensive approach to improve school climate in accord with trauma informed 
practices practices to increase student resilience and actions to better foster more 
positive staff-student connections and positive student-student positive relations. 

Engage Students to Embrace Civility addresses Upstream strategies to improve school 
climate, increase student resilience, improve connections between staff and students, 
improve relationships between students, and, most importantly, improve the 
responsiveness of both staff and school leaders to hurtful incidents and situations.  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CHAPTER 2. WHY WHAT 
SCHOOLS ARE DOING IS NOT 
WORKING 

This Chapter sets forth factors that appear to be related to the lack of effectiveness of 
schools in both preventing and responding effectively to bullying, as was documented in 
Chapter 1. Note, these factors are not set forth for the purpose of blaming educators, 
especially school leaders. Unless an honest assessment of what might be causing the 
current lack of effectiveness is made, positive changes will not occur to address the 
current concerns.  

A significant challenge to school leaders in implementing an effective approach to both 
reduce hurtful incidents and respond effectively to those that are witnessed or reported 
in the profoundly disturbing lack of accurate insight, as well as conflict associated with 
ineffective directions and guidance that have been given to or imposed upon schools. 

WHAT SCHOOLS HAVE ZERO CONTROL OVER 
It must be clearly acknowledged that there are factors related to bullying and other 
forms of hurtful behavior that are outside of the control of educators. This includes: 

• Societal Influences as modeled by political leaders, media, and on social media. 
• Family Values that have been imparted to students. 
• Other School Challenges including the lack of adequate funding, overcrowded 

classrooms, lack of school counselors and other mental health services, and the 
myopic focus on academic test scores, which has prevented a focus on “the whole 
child.”   

PRIMARY FOCUS ON “BULLYING,” RATHER THAN ALL 
HURTFUL BEHAVIORS 
Schools have been directed to focus on “bullying.” Regardless of whether certain hurtful 
behavior may or may not fit any of the definitions of bullying, if students are being 
hurtful to each other, this can cause an interference in a student learning and disruption 
of the school. 

The guidance provided to schools on addressing bullying on StopBullying.Gov is:  

Staff Training on Bullying Prevention 

To ensure that bullying prevention efforts are successful, all school staff need to be 
trained on what bullying is, what the school’s policies and rules are, and how to enforce 
the rules.  44
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This raises the question of “what is bullying?” Unfortunately, the answer is not at all 
clear. This lack of clarity presents a significant problem.  

The traditional academic definition is common in materials provided to educators. The 
Centers for Disease Control and Prevention (CDC), U.S. Department of Education 
(USDOE), and the Health Resources and Services Administration partnered with 
bullying experts to develop a uniform definition of bullying for research and 
surveillance. In January 2014, the definition that was released was 

Bullying is any unwanted aggressive behavior(s) by another youth or group of youths 
who are not siblings or current dating partners that involves an observed or perceived 
power imbalance and is repeated multiple times or is highly likely to be repeated. 
Bullying may inflict harm or distress on the targeted youth including physical, 
psychological, social, or educational harm.  45

Some surveys seek to measure students experiences with bullying based on this 
definition. This approach presumes that students are able to effectively sort out issues of 
“imbalance of power,” which, based on some research, is doubtful.  School 46

administrators may also have difficulties interpreting the concept of “imbalance of 
power,” if their understanding is that this is based on social or physical characteristics. If 
the student being hurtful or targeted is larger and stronger than the other student, but 
the other hurtful or targeted student has a higher social status, is there an “imbalance of 
power?” 

However, there is also the statutory definition of bullying. Or, to be more precise, the 
fifty different state statutory definitions. These definitions provide the basis upon which 
schools are supposed to enforce policies against bullying.  

A 2011 USDOE report, Analysis of State Bullying Laws and Policies, noted, in a significant 
understatement, that the lack of consistency in use of terms in these statutes 
“contributes to confusion over how a specific incident should be treated.”  47

In addition there is a more common definition of bullying held by students, parents, 
and the general public—which is that someone has been hurtful.  

A review of the surveys compiled by CDC, entitled Measuring Bullying Victimization, 
Perpetration, and Bystander Experiences: A Compendium of Assessment Tools, reveals that 
most surveys assess bullying by providing youth with a list of hurtful behaviors and 
asking if they have experienced any of these actions.  Thus, these surveys essentially 48

define bullying as a “hurtful act.”  

The author of this book once reviewed a Guide provided to educators that on the first 
page provided the academic definition, on the second page provided the state statutory 
definition—with no discussion about the difference. Then, in the appendix was a model 
survey that asked students about experiencing someone being hurtful.  

Educators are not at fault for being confused.  

The Engage Students to Embrace Civility approach is designed to foster positive 
relations and address all forms of hurtful behavior. This includes: 

• Bullying. Serious or pervasive (widespread) or persistent (repeated) hurtful acts 
directed at another student that have caused the student to feel distressed and that 
has resulted in an interference with the ability of the student to receive an 
education or participate in school activities.  

-   -16



• Discriminatory Harassment. Bullying, relying on the above definition, that is 
based on sexual orientation or identity, race, national origin, disabilities, or religion 
or other protected identity.  

• Sexual Assault or Harassment. Unwelcome sexual comments, gestures, or 
touching. Sexual harassment could constitute discriminatory harassment under 
civil rights laws. 

• Disrespect or Denigration. Putting someone down. Using insulting terms or 
symbols that communicate that a person or group of people is inferior.  

• Relational Aggression. A type of aggression in which harm is caused by damaging 
someone's relationships or social status, including: Excluding others from social 
activities. Damaging victim's reputations with others by spreading rumors and 
gossiping about the victim, or humiliating him/her in front of others. Withdrawing 
attention and friendship. 

• Conflict or “Drama.” Two-way interpersonal social conflict, frequently focused on 
establishing social dominance. Often, drama situations involve romantic 
relationships in one way or another and may also involve active and engaged 
supporters.  

• Physical Harm or Threat. Physical assault, destruction of property, or a threat to 
do so. 

• Dating Abuse and Hurtful Break-ups. of Intimate Partner Relationships Being 
hurtful, controlling, or abusive to someone within a dating relationship. engaging  

• Retaliation. When a young person who has been bullied, generally persistently, 
engages in aggression to try to get this to stop.  

• Hazing or Involving Athletics. Being hurtful to new or younger members of a 
team or group as a form of initiation or intimidation of team members. 

• Hurtful by Mistake. Jokes or pranks that weren’t meant to be hurtful, but were—or 
impulsive, angry outbursts followed immediately by remorse. 

• Cyberbullying and Mobbing. Cyberbullying is all of the above hurtful behavior  
that is accomplished using digital technologies and social media. A particular 
vicious form of Cyberbullying is Mobbing, where many students start attacking 
one student.  Because there is such a clear overlap between face-to-face bullying 
while students are at school and cyberbullying, it is recommended that the focus be 
on the hurtful behavior, not the means by which it is perpetuated.  

Rather than a limiting focus on “bullying,” schools are encouraged to shift to a focus on 
fostering positive relations and responding effectively to all of these forms of hurtful 
behavior.  

MISUNDERSTANDING OF THE NATURE OF HURTFUL 
BEHAVIOR 
Most insight provided to educators casts those students who engage in bullying as 
having significant other challenges—”problem students.” While there are students in 
schools who have significant challenges who do engage in hurtful behavior, this is a 
partially inaccurate understanding.  
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The National Academies of Sciences, Engineering, and Medicine. report, Preventing 
Bullying Through Science, Policy, and Practice, addressed the issue of the nature of 
bullying behavior in its report: 

There is evidence that supports a finding that individuals who bully others have 
contradictory attributes. Research suggests that there are children and adolescents who 
bully others because they have some form of maladjustment or ... are motivated by 
establishing their status in a social network. Consequently, the relation between 
bullying, being bullied, acceptance, and rejection is complex. This complexity is also 
linked to a stereotype held by the general public about individuals who bully. This 
stereotype casts children and youth who bully others as being high on psychopathology, 
low on social skills, and possessing few assets and competencies that the peer group 
values. Although some occurrence of this “stereotypical bully” or “classic bully” is 
supported by research,, when researchers consider social status in relation to 
perpetration of bullying behavior, a different profile emerges. These studies suggest that 
most children and youth who bully others wield considerable power within their peer 
network and that high-status perpetrators tend to be perceived by peers as being 
popular, socially skilled, and leaders. High-status bullies have also been found to rank 
high on assets and competencies that the peer group values such as being attractive or 
being good athletes; they have also been found to rank low on psychopathology and to 
use aggression instrumentally to achieve and maintain hegemony. Considering these 
findings of contrasting characteristics of perpetrators of bullying behavior, it makes 
sense that the research on outcomes of perpetrating is mixed. Unfortunately, most 
research on the short- and long-term outcomes of perpetrating bullying behavior has 
not taken into account this heterogeneity when considering the impact to children and 
youth who have bullied their peers.  49

This passage is exceptionally important, as this understanding of the two very different 
sources of motivation for bullying behavior is critically important in recognizing why 
the current approaches to reduce bullying have not demonstrated effectiveness.  

MARGINALIZED HURTFUL STUDENTS 
Information provided on the Federal Partners in Bullying Prevention’s 
StopBullying.Gov web site appears to be one of the sources of the “stereotype held by 
the general public.” The following is text from a professional development program that 
is currently on the StopBullying.gov web site: 

Children and youth who bully others are more likely than their peers to: 
1. Exhibit delinquent behaviors (such as fighting, stealing, vandalism) 
2. Dislike school and drop out of school 
3. Drink alcohol and smoke cigarettes 
4. Bring weapons to school 
5. Think about and attempt suicide  50

Also on the web site is the following information: 

Kids who bully others can also engage in violent and other risky behaviors into 
adulthood. Kids who bully are more likely to: 

1. Abuse alcohol and other drugs in adolescence and as adults 
2. Get into fights, vandalize property, and drop out of school 
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3. Engage in early sexual activity 
4. Have criminal convictions and traffic citations as adults  
5. Be abusive toward their romantic partners, spouses, or children as adults  51

As noted, students who match these characteristics are indeed present in schools and 
can engage in aggression. These are clearly students who have experienced trauma. The 
aggression they are exhibiting is a manifestation of the trauma disorder. Punishing these 
students for being hurtful will do nothing to stop their hurtful behavior—and will likely 
increase it. When these students are suspended for being hurtful, the principal often fail 
to ask what is happening to them and how are they being treated by other students or 
staff.  

Addressing the concerns presented by these students will require a comprehensive risk 
prevention and intervention approach grounded in trauma informed practices, as 
outlined in this book.  

DOMINANCE MOTIVATED HURTFUL STUDENTS 
However, the primary source of bullying is students who are well-integrated into the 
student culture and have strong social support. They are highly popular among their 
peers. They have strengths that are easy to recognize, including social relationship skills, 
athleticism, and/or attractiveness.   52

Faris and Felmlee explained as follows: 

Clearly it is the strong who do the attacking: recent scholarship has debunked the 
traditional view of aggressive youth as socially marginal and psychologically troubled. 
Indeed, aggressors often possess strong social skills and harass their peers, not to reenact 
their own troubled home lives, but to gain status.  53

[A]ggression is highly related to dominance and territoriality. Most adolescents desire 
status, albeit to varying degrees, and this desire motivates much aggressive behavior: the 
more adolescents—or their friends—care about being popular, the more aggressive they 
become over time. Bullies appear to pursue status, as well as affection, as goals.  
Popularity is associated with increased physical and relational aggression, behavior 
used to maintain social dominance. As social status increases, aggressive behavior 
escalates—at least until youth approach the pinnacle of the school hierarchy, when such 
actions are no longer required and aggression again declines.  54

Juvonen identified that students who were named by peers as the “coolest” were also 
often named the most hurtful and the ones engaging in spreading of rumors.  This 55

insight from Juvonen explains the ethological basis for this hurtful behavior: 

Ethological research suggests that aggression is a strategy to establish a dominant 
position within a group. Among a number of species (e.g., various non-human 
primates), physical aggression enables attainment of a dominant position, such that the 
most powerful fighter (typically male) acquires a top position within a group and 
therefore gains access to valued resources. Within human youth, aggression can be 
considered a strategic behavior that serves similar social dominance functions.   56

Consider this association with animal-based behavior further. Animals are indeed 
aggressive, especially as they approach puberty. There appear to be two targets for such 
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aggression—animals that are weak and not desirable for mating and animals who are 
rivals.  

Now reflect on which students get bullied in middle and high school. This includes 
students who are perceived to have a minority sexual orientation or identity, those with 
disabilities, those who are obese or otherwise considered unattractive, those of a 
different race or religion, and those who are just “weird.” Additionally, there can be 
fierce battles between rivals or attacks on students who are perceived to be rivals.  

Students who are hurtful to achieve dominance frequently appear to have a sense of 
entitlement grounded in privilege. They may feel they are entitled to determine who is 
to be considered “deviant.” They may not recognize or be willing to admit their actions 
are hurtful. They have likely experienced environments where their drive for dominance 
has been valued, such as in athletics or receiving “rewards” for their compliance with 
school expectations. They are well behaved in front of staff and are not considered 
“problem students.”  

They also likely have socially prominent parents, which creates challenges in a 
disciplinary context. They are not headed to prison. They are headed to leadership 
positions in society. Obviously, society would be greatly benefitted by helping these 
students change their approach to leadership.  

Strategies to address the concerns of socially-skilled, leadership students who are 
hurtful to establish social dominance, who predominate at the secondary level, will 
necessarily be dramatically different from the strategies used to address the concerns of 
marginalized students.  

Because bullying is grounded in a desire for social dominance, it is essential that schools 
focus on creating a culture where those individuals who are perceived to be “true 
leaders” are the ones who consistently demonstrate kindness, respect, and compassion. 

As the recognition of these differences in the nature of bullying behavior has only 
reached more public attention in the 2016 National Academies of Sciences, Engineering, 
and Medicine report and this insight has not yet been evident on the Stopbullying.gov 
website, any anti-bullying program developed in earlier years is highly likely to not have 
taken this foundational understanding of the nature of bullying behavior into account.  

Therefore, the approach taken in these programs are highly likely to be ineffective in 
reducing bullying behavior of the students who are hurtful to achieve social dominance. 
As discussed in Chapter 1, a recent meta analysis of bullying prevention programs at the 
secondary level, when the pressure for social dominance emerges more strongly, 
documented zero effectiveness.   57

To be clear, risk prevention approaches will not effectively change student hurtful 
behavior that is driven by a desire to achieve dominance. A positive social norms 
approach is necessary. This is the basis for the Engage Students to Embrace Civility 
approach.  

PROFOUNDLY DAMAGING DYNAMICS 
The dynamics of this situation must be more fully understood, especially in situations 
where socially skilled, compliant students have been hurtful to students who have 
greater challenges.  The hurtful actions of socially skilled students are likely to be 58

sophisticatedly cruel—but largely invisible to any staff member.  
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If targeted students report, principals may view the situation based on what they think 
about the differences in the degree to which both students are compliant to school staff. 
Based on this perspective, the principal is may not think that the compliant “good” 
student was really all that hurtful.  

These are also often more minor incidents, that by themselves would not meet the 
statutory definition of “bullying” or warrant a suspension. The harm is being caused by 
the persistent and pervasive nature of the hurtful behavior—which is profoundly 
harmful, but not likely to be considered sufficiently serious to warrant a disciplinary 
sanction. 

What principals may say to targeted students is: “It was just a joke.” “You are 
overreacting.” “If you would only stop (fill in the blank), this would not keep happening 
to you.” (Use of Rationalizations is discussed more fully in Chapter 5.) 

Experiencing this persistent harm, which has created a situation of toxic stress, and 
realizing that the school will do nothing to stop this, also increases the risk that targeted 
students will trigger and have a more visible outburst that is obvious—and likely a 
violation of the disciplinary code. Even if these students protest that their outburst was 
in response for being treated badly, these statements will likely be disregarded and a 
suspension will ensue.  

The targeted students have learned a huge lesson that they cannot trust that the 
principal or any other school staff care about their well-being or will step in to help. The 
socially skilled hurtful students learn that they can be slyly hurtful and there will be no 
negative consequences. This is a clear example of Institutional Betrayal.  

BI-DIRECTIONAL HURTFUL BEHAVIOR AND IMPULSIVE RETALIATION 
The Embrace Civility Student Survey results revealed a significant amount of bi-
directional hurtful behavior. There was a clear relationship between being hurtful and 
having others be hurtful to you was identified.  

Students who had “ever” engaged in hurtful behavior were 3.6 times more likely to also 
have experienced someone being hurtful to them than students who “never” engaged in 
hurtful behavior.  59

Students who indicated they had been hurtful to another student in the last month were 
also asked what they were thinking at the time. The two key reasons students were:  

• 47% I acted too fast when I was angry and really did not "think."  
• 44% This student had been hurtful to me or a friend of mine. 

Clearly, reducing impulsive retaliation must be a high priority for schools to achieve a 
more positive school climate. A research-based strategy to reduce such Impulsive 
Retaliation is set forth in Chapter 5.  

INEFFECTIVE DISCIPLINARY CODE APPROACH 
In December, 2010, USDOE released a document entitled Key Components for State 
Anti-Bullying Laws.  This guidance encouraged states and districts to address bullying 60

as a disciplinary code violation. Included in this guidance were the recommended 
requirements for a Local Educational Agency policy: 
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• A definition of “bullying” consistent with the state statute. The state statutory 
definition is generally a comprehensive statement that includes many components.  

• A procedure for students, students’ families, staff, and others to report incidents of 
bullying. 

• A procedure for promptly investigating and responding to any report of an 
incident of bullying. 

• A procedure for maintaining written records of all incidents of bullying and their 
resolution. 

• A detailed description of a graduated range of consequences and sanctions for 
bullying.  

These components within a policy are clearly necessary. However, when bullying 
prevention and intervention is reduced to an assessment of whether a student who 
reportedly has been hurtful has violated the disciplinary code and therefore should be 
subjected to a sanction, this will not achieve a positive result. 

When school staff use authoritarian practices to address student misbehavior, this 
results in an increase in bullying and other forms of aggression.  Punishment and use 61

of authoritative power over students who have engaged in misbehavior reinforces the 
idea that those who have power are able to dominate others and cause them to suffer.  62

In other words, the punishment by authority approach models bullying behavior.  

Ample research makes it clear that punishing students is ineffective in changing 
behavior.  This approach is totally ineffective in addressing cyberbullying because 63

schools aren’t making rules for sites and apps, staff aren’t present, students rarely report, 
and punishment can lead to uncontrollable digital retaliation. 

A disciplinary consequence response usurps the role of the targeted student and turns 
the situation from a harmful offense against that student, which should require remedy, 
to a violation of a school rule—the consequence of which cannot even be disclosed to 
the targeted student because of privacy concerns. Thus, generally all the target is told by 
the principal is “I handled this.” This response fails to remedy the harm to the target and 
leaves the target feeling extremely vulnerable. Powerful students who are considered 
“leaders” are likely to rarely be punished. 

It appears that one of the most harmful impacts of reliance on the disciplinary code 
approach is that because the consequence of a determination that “bullying” has 
occurred is a disciplinary sanction imposed on the accused student, there is a total lack 
of attention paid to the concerns of students who are being targeted in a persistent or 
pervasive manner by more minor incidents.  

In many statutes, this persistent or pervasive hurtful behavior will not fit the statutory 
definition of “bullying.” Often, students experiencing such persistent or pervasive harm 
will not even report, because they do not think the principal will do anything about 
such minor incidents.  

These persistent or pervasive hurtful incidents can also cause profound emotional harm, 
potentially even greater harm because such persistent or pervasive hurtful acts have 
created a chronic situation of toxic stress.  
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However, as will be discussed in Chapter 6, schools are required under civil rights laws 
to respond if a hostile environment has been created. A “hostile environment” can be 
created either by serious hurtful acts or persistent or pervasive hurtful acts.  

What appears to have been established is a negative loop: 
• Principals think that students who are being bullied will report and that if they do 

report, the way in which the principal responds will resolve the problem.  
• Based on their interpretation of the definition of “bullying” in the bullying statute, 

principals will generally only respond in situations where a student reports a more 
serious incident. Students know this.  

• Students also know or suspect that principals will not respond if they report a 
socially dominant student who is being hurtful, because these students are not 
“problem students.” This is especially true if the student who is being bullied has 
had problems in school and has been disciplined. These students have a lower level 
of trust in principals.  

• Students may report more serious incidents, if there were witnesses who may be 
supportive, because they may think there is a higher likelihood the principal will 
do something. If the principal does suspend the student who was hurtful, this 
rarely stops the hurtful behavior and often results in retaliation. As a result, 
students do not return to report these continuing problems to the principal—
because when they did report, this did not make things better or made things 
worse. 

• Students rarely report the more minor, but persistent or pervasive, hurtful 
incidents, because any time they have reported, the principal told them that this 
was not “bullying” and not a violation of the policy, so there is nothing they can 
do.  

• When principals see survey data that indicates that X% of students report being 
bullied, they discount the meaning of this data. because of their experience. They 
are quite sure that bullying is not as much of a problem in their schools because, 
surely, if it were, the students would report to them—and they would, of course, 
make things better.  

• Whenever a negative story about bullying appears in the media, the typical school 
response is: “We have zero tolerance to bullying. We have a policy against and tell 
students to report. When they report bullying, we will take care of this.”  

All of these actions are demonstration of a form of Institutional Betrayal. 

CONFLICTING GUIDANCE 
Schools have also been provided with significantly conflicting guidance. As noted, 
schools have been told to implement policies, set up reporting, and impose sanctions if 
a student engages in bullying. They have also been directed to reduce the imposition of 
sanctions, such as suspensions and expulsions.  Further, schools are required to 64

document the number of sanctions they impose in annual reports made to the state and 
USDOE.  

Schools have also been advised by USDOE that they should use restorative practices as 
an alternative to suspensions.  The underlying research supporting restorative practices 65

is very sound. However, there are challenges in the implementation of the current 
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recommended restorative practices in schools.  Further, there is no clear understanding 66

of what the term restorative practices even means. 

A common restorative practices approach many schools now appear to be taking is that 
of mediation. Mediation is dangerous in situations where there is an actual imbalance of 
power. A document on StopBullying.Gov, Misdirections in Bullying Prevention and 
Intervention, wisely warns against use of mediation or conflict resolution in situations of 
bullying due to the imbalance of power between the participants.   67

Face-to-face mediation can be manipulated by a dominant student and harmful to a 
student who lacks self-confidence and is therefore unable to be effectively assertive. 
Forced apologies are entirely ineffective. Forced acceptance of what the targeted student 
knows to be a forced apology is exceptionally harmful.  

It is possible that mediation will result in retaliation, because hurtful students realize 
they will not suffer any significant consequences. The targeted students will not 
reporting this retaliation, because the experience has increased their distrust. 

Further, if any student who is involved in the hurtful situation—either the one engaging 
in hurtful behavior or the student who is being targeted—has other challenges in their 
social relationship skills or has experienced trauma and this is impacting their behavior, 
neither mediation nor most restorative practices will do anything to address these 
concerns.  

REQUIRED PUBLIC BULLYING REPORTS 
USDOE also advised states to enact a statutory provision that requires schools to 
annually report the number of bullying incidents—that is the number of incidents that 
met the statutory definition and resulted in the imposition of a disciplinary 
consequence.   68

Schools want to avoid such “black mark” reports. Many states or districts have created 
complicated decision grids for principals to determine whether the reported incident 
meets the statutory definition.  69

Targeted students do not know how to effectively report all of the aspects of the 
situation to meet this statutory standard. Most significantly, students often do not report 
what the harmful impact of this has been on them, which is included in most statutory 
definitions. Thus, reported incidents will often be determined to not violate the 
disciplinary code, and thus the school does not face this “black mark.” 

In states that have made this a statutory requirement, the rates of bullying reported by 
the school have plummeted, while the rate at which students report being bullied on 
surveys has increased or remained constant.  

An analysis of what has happened in the state of New York after the passage of the much 
touted Dignity Act for All Students (DASA) statute enacted in 2011.  This statute 70

requires that all schools make an annual report of bullying incidents.  

In an analysis by the New York Attorney General from the 2013-14 school year found 
that 71% of New York City schools reported zero incidents of harassment, bullying or 
discrimination of students for that entire year.  The rate at which students report being 71

bullied on the New York YRBS  has steadily increased since 2011.   72
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Similar reports of declining bullying incidents as reported by schools and increases of 
bullying on the state survey are evident on other states with this annual reporting 
requirement. These are some recent story headlines: 

• Vermont: “Data indicates schools are likely underreporting bullying.”  73

• Florida: “Florida schools say bullying is down, but are kids afraid to report it?”  74

• Indiana: “Despite law, Indiana schools are misreporting their bullying data, Call 6 
Investigation finds.”  75

The requirement of public reporting of the number of bullying incidents has obviously 
not resulted in schools being held more accountable. This has resulted in schools not 
doing a thing in response when students report they are being bullied.  

IGNORING THE HARMFUL IMPACT OF STAFF BULLYING 
Another factor that has not received sufficient attention is the hurtful treatment of 
students by staff. Like student-on-student bullying, staff bullying is an abuse of power 
that tends to be persistent and involves degrading a student, often in front of other 
students.  

One definition of bullying by teachers is: 

(A) pattern of conduct, rooted in a power differential, that threatens, harms, humiliates, 
induces fear, or causes students substantial emotional distress.   76

A profoundly disturbing example of how this concern does not receive sufficient 
attention is the following. In April, 2014, the Board on Children, Youth, and Families of 
the Institute of Medicine and the National Research Council held a 2-day workshop 
titled Building Capacity to Reduce Bullying and Its Impact on Youth.  The last session 77

included a panel of students. These students had been present throughout and were 
asked to identify issues that were not raised by the professionals and were missing from 
the overall discussion.  

The key issue raised by the students was “Teachers and Adults as Bullies.” Student 
comments were: 

Teachers can be bullies too. 

If teachers are giving the impression that this kind of behavior is okay, the kids are going 
to think this kind of behavior is okay. 

We cannot be having teachers and coaches being okay with bullying kids in addition to 
the students who are doing so.  78

Unfortunately, the resulting report issued a year later, Preventing Bullying Through 
Science, Policy, and Practice, totally omitted any reference to this strongly expressed 
student concern—despite an entire section on the school climate which focused on 
student relations with school staff.  79

The StopBullying.Gov web site is a key resource on issues related to bullying.  There is 80

no insight presented on this site for how to address the concern of hurtful school staff 
members.  

An older study of this concern identified two kinds of teachers who engage in bullying: 
those seen as intentionally humiliating students and those seen as being overwhelmed 
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by situations, including a lack of support from the administration, lack of training in 
effective classroom management, and classes that were too large.   81

A more recent study found the following: 

Although the toxic effects of peer bullying among middle school students are widely 
recognized, bullying by teachers and other school staff has received little attention. This 
study compared the prevalence and school adjustment of students bullied by teachers/
staff, students bullied by peers, and students who were not bullied. The sample consisted 
of 56,508 students in Grades 7 and 8 who completed a statewide school climate survey. 
Students were classified into four groups: (a) not bullied (87.2%); (b) bullied only by 
peers (9.3%); (c) bullied only by teachers/staff (1.2%); and (d) bullied by peers and 
teachers/staff (1.5%). In comparison to students who reported no bullying, students 
bullied by teachers and other school staff were significantly more likely to report lower 
school engagement and self-reported grades and more negative perceptions of school 
climate. Students bullied only by peers reported more distress symptoms than those 
bullied by teachers and other school staff. These findings call for more attention to the 
problem of teacher and other school staff bullying.  82

There are usually no negative consequences for teachers who engage in bullying.  83

Students who are targeted often are vulnerable, have some devalued personal attribute, 
are unable to stand up for themselves, and others will not defend them. Frequently, 
there are references to how this student differs from other students who are more 
capable or valued. As a result, the student may also become a target by peers. As 
explained: 

Students who are bullied by teachers typically experience confusion, anger, fear, self-
doubt, and profound concerns about their academic and social competencies. Not 
knowing why he or she has been targeted, or what one must do to end the bullying, may 
well be among the most personally distressing aspects of being singled out and treated 
unfairly. Over time, especially if no one in authority intervenes, the target may come to 
blame him or her self for the abuse and thus feel a pervasive sense of helplessness and 
worthlessness.  84

The Gay Lesbian Straight Education Network (GLSEN) study 2011 National School 
Climate Survey found that over half (56.9%) of sexual minority students heard teachers 
or other staff make homophobic comments or negative comments about a student’s 
gender expression at school and when school staff were present, less than a fifth of the 
students reported that staff frequently intervened.   85

GLSEN’s 2013 National School Climate Survey found 61.6% of LGBT students who 
reported a hurtful incident to school staff said school staff did nothing in response, 
55.5% of LGBT students reported personally experiencing LGBT-related discriminatory 
policies or practices at school, and 34.8% said their administration was very or 
somewhat unsupportive of them.  

A 2016 GLSEN study, From Teasing to Torment: School Climate Revisited, A Survey of U.S. 
Secondary School Students and Teachers asked students whether they had heard biased 
comments from teachers and other staff members.  The survey participants included 86

all students, not just those who identified as LGBT. Students reported the following: 
• Twenty-six (26%) reported that teachers and other school staff had made negative 

remarks about how “masculine” or “feminine” students are.  
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• Twenty-three percent (23%) reported that teachers and other staff made comments 
about students’ academic ability. 

• Twenty one percent (21%) reported that teachers and other staff members had 
made sexist remarks. 

• Sixteen percent (16%) of students reported that teachers and staff members use the 
expression “that’s so gay” or “you’re so gay”  and 15.3% heard them make other 
homophobic remarks. 

• Fourteen percent (14%) of students reported hearing teachers and other staff make 
racist comments. 

• Fourteen percent (14%) reported that teachers and staff members made negative 
religious remarks. 

• Thirteen percent (13%) reported ever hearing teachers or other school staff make 
anti-transgender comments.  87

A report issued by The Council of Parent Attorneys and Advocates documented reports 
of children with disabilities who were subjected to abuse by school staff.   88

In a survey of students with obesity or weight problems attending a weight loss camp, 
42% of these students reported being bullied by physical education teachers or sport 
coaches and 27% reported being bullied by teachers.   89

The National Clearinghouse on Supportive School Discipline has outlined the concerns 
of harsh and exclusionary disciplinary policies and practices have been applied 
disproportionately to members of specific demographic groups such as racial and ethnic 
minorities, males, and students with emotional, behavioral or cognitive disabilities.  90

On the Embrace Civility Student Survey, students were also asked how frequently in the 
last month, they had witnessed a school staff member be hurtful to a student. Student 
responses were:  

• 9% Almost every day.  
• 12% Once or twice a week.  
• 21% Once or twice a month.  
• 58% Never. 

The results on questions about student-on-student hurtful behavior—how frequently 
they had witnessed a student be hurtful to another student, been hurtful, or had 
someone be hurtful to them—were then analyzed based on their response to the 
question about witnessing staff being hurtful to students.    91

Students were classified as “ever” or “never” having witnessed staff being hurtful to a 
student. “Ever” included those who witnessed such hurtful behavior once or twice a 
month, once or twice a week, or almost daily.  

The results were significant. Those students who had “ever” witnessed staff be hurtful to 
a student were significantly more likely to report witnessing, engaging in, or being 
targeted by hurtful behavior.  

Witnessed hurtful behavior: 
• 85% of students who “ever” witnessed a staff member be hurtful to a student 

indicated that they had also witnessed a student being hurtful to a student. 
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• 56% of students who “never” witnessed a staff member be hurtful to a student 
indicated that they also had witnessed a student being hurtful to another student.   92

Engaged in hurtful behavior: 
• 50% of students who “ever” witnessed a staff member be hurtful to a student 

indicated that they had engaged in hurtful behavior directed at another student 
• 13% of students who “never” witnessed a staff member be hurtful to a student 

engaged in hurtful behavior directed at another student.   93

Were targeted by hurtful behavior: 
• 73% of students who “ever” witnessed a staff member be hurtful to a student also 

indicated that someone had been hurtful to them. 
• 36% of students who “never” witnessed a staff member be hurtful to a student 

reported that someone had been hurtful to them.  94

As noted, students who reported they were involved in hurtful incidents, either as the 
one who was hurtful or the target, were also asked how staff responded, if present, and 
the outcome.  

Students who reported they had been hurtful and they had also witnessed staff “ever” be 
hurtful reported the top three staff responses to the hurtful situation were:  

• Ignored the situation.  
• Told them to stop.  
• Just watched.  

Whereas, hurtful students who had “never” witnessed staff be hurtful reported the top 
three responses were:  

• Stepped in to help.  
• Talked with both of us together to resolve the situation.  
• Ignored the situation. 

When students who had experienced someone be hurtful to them had “ever” witnessed 
staff be hurtful to a student, things got better after a response by staff only 22% of the 
time. However, when students had “never” witnessed staff be hurtful to a student, things 
got better after a response by staff 49% of the time.   95

The issue of staff being hurtful to students appears to be enormously important. It 
appears that in schools where staff treat students in hurtful ways, this results in 
significantly higher levels of student hurtful behavior directed at peers and significantly 
lower levels of assistance provided to students.  

An alternative perspective is to consider the dramatic declines that could be achieved to 
reduce student against hurtful student hurtful behavior by reducing staff hurtful 
behavior directed at students and improving staff responsiveness when they witness 
hurtful incidents.  

FAILURE TO CONSIDER DEVELOPMENTAL FACTORS 
The lack of effectiveness of the current bullying prevention approaches at the secondary 
level relates to the developmental changes students undergo as they enter puberty. Note 
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as discussed earlier, a meta-analysis of bullying prevention programs at the secondary 
level demonstrated zero effectiveness.  As the researchers stated: 96

Strong developmental theory supports the prediction that anti-bullying programs might 
be less effective in older age groups compared to younger children. This involves the 
developmental changes in the content of bullying, the characteristics of those who bully, 
the underlying psychological causes of bullying, and finally an overall increase in 
reactance against controlling adults among older adolescents.  97

The developmental changes identified by Yeager and colleagues include the following: 
• Personal Identity Adolescence is a time for developing personal identity and a 

sense of morality, and establishing independence, competence, and personal 
control.  Telling teens simply to “Tell an adult” will often fall on deaf ears because 98

this is translated as “admit personal failure.”  
• Change in the nature of bullying behavior. Direct and observable forms of hurtful 

behavior, such as hitting and insults, decline as students go from elementary level 
the secondary level.  More indirect forms of bullying, such as rumors and 99

exclusion, increase. It is less likely that school staff will notice these more indirect 
forms of hurtful behavior.  

• Significantly less adult supervision. Teens are not as closely supervised in 
secondary school environment. They spend additional time with each other in 
environments without adult supervision. They are constant users of digital 
technologies and social media. Reliance on adult supervision is not a viable 
prevention approach. 

• Changes in the type of young people who engage in bullying behavior. Among 
younger children, bullying behavior is most often associated with deficiencies.  100

Students who most frequently bully others at the secondary level are more 
frequently focused on achieving dominance and social status.   

• Sexual maturity. Sexual harassment, disagreements between prospective, current, 
and former romantic partners, competition over romantic partners, disparagement 
based on perceived value as a romantic partner, and bullying of gender non-
conforming students is frequent at the secondary level.  Sexual digital images can 101

be a significant concern.  
• Exclusion. Teens form social groups with others who share their interests that, by 

their very nature, engage in exclusion.  Teens deserve the right to decide who 102

they will hang out with, who they like, and who they do not like. However, this 
should not lead to hurtful acts of exclusion. 

• Autonomy. Ample evidence from prevention programs that address smoking and 
drug abuse demonstrate that adults telling teens to “Just say ‘No’” can have an 
opposite effect of increasing risk behavior.  103

RELIANCE ON TOKEN REWARDS 
Amanda has ADHD. She works very hard to maintain her behavior and school work, 
however, this is a challenge. Her school provides fun outings for those students who 
comply with expectations. Amanda never gets to go on these outings. Amanda 
frequently experiences being bullied—by the students who always go on the outings.  104
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James has high functioning autism and comes from a family with challenges. It is 
difficult for him to maintain his behavior and interact with other students. He more 
readily triggers. Several girls in his 4th grade class, who are regularly rewarded, have 
discovered that it is easy to cause James to trigger. They bug him until he does and then 
run with excitement to tell the teacher or playground aide. James then gets into trouble. 
When he has tried to explain what is happening, the principal does not believe him.  

Despite the lack of solid research evidence of effectiveness, schools have been 
encouraged to rely on Positive Behavior Intervention and Supports (PBIS) to reduce 
bullying.  The PBIS framework and current guidance incorporate excellent core 105

features that are important for school management.  Maintaining a 5:1 positive to 106

negative connections with students, especially those who have greater challenges is 
imperative! 

However, reliance on behavior management principles and the use of school-wide token 
rewards, is an approach currently incorporated into PBIS that requires rethinking.  

PREVENTION SCIENCE AND TRAUMA INSIGHT 
The underlying foundation of PBIS is grounded on B.F. Skinner’s operant conditioning 
thinking from the 1950‘s.  This thinking appropriately requires a focus on adult 107

behavior and encourages positively acknowledging positive behavior. However, this 
thinking is out of date when considered in the context of current prevention science 
insight, especially in relation to the role and impact of trauma.  

A very recent article published on the PBISApps website that addressed student 
misbehavior illustrates the concern.    108

A student’s reasons for acting out are rooted in one of two motivations: getting 
something or avoiding something, specifically activities, attention, or stimulus. 

Clearly, this perspective indicates a lack of insight into the negative impact of trauma or 
the challenges associated with a range of disabilities such as Attention Deficit 
Hyperactivity Disorder and Autism Spectrum Disorder on student behavior.  

This profoundly damaging impact has been explained: 

While behavioral methods are useful in some cases, problems arise when attempting to 
use these operant approaches with children who know what is expected of them and 
who are motivated to do well, but who lack skills to do so due to deficits in impulse 
control, frustration tolerance, flexibility, problem solving, or other adaptive skills. For 
children who are aware of the consequences of their maladaptive behaviors but who 
lack the skills to inhibit these behaviors,the operant approach falls short. In fact, these 
approaches can sometimes do more harm than good: first, by increasing behavioral 
performance only in response to promise of reward; second, by negatively affecting the 
self-esteem of children who want to do well but lack the skills to do so,and who are told 
repeatedly that they are failing to meet expectations because they are not trying hard 
enough; and third, by increasing power struggles between adults and children that can 
be detrimental to the relationship.  In sum, through increase of motivation, operant 
approaches can make the possible more probable, but they simply cannot make the 
impossible possible.  109

In 2013, the National Association of School Psychologists, in collaboration with other 
leading education organizations, released A Framework for Safe and Successful Schools.  110

This document included the following statement: 
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In a growing number of schools across the country, response to intervention (RTI) and 
positive behavior interventions and supports (PBIS) constitute the primary methods for 
implementing an MTSS (Multiple Tier System of Supports) framework. Ideally though, 
MTSS is implemented more holistically to integrate efforts targeting academic, 
behavioral, social, emotional, physical, and mental health concerns.  111

Cohen, founder of the National School Climate Center, and colleagues note that the 
PBIS program is implemented in disempowering authoritarian fashion, rather than 
democratically and collaboratively.   112

Thus, there is a recognition of the need for PBIS to shift to an approach that is better 
grounded in recent research in prevention science. This shift appears to be occurring 
but, as evidenced by the recent PBISApps article, current insight into prevention science 
and trauma has not yet sufficiently penetrated the foundation of PBIS thinking.   113

From the perspective of strategies to foster positive relations and reduce bullying, there 
are significant concerns associated with school-wide use of token rewards. 

SOURCES OF BULLYING BEHAVIOR 
To understand these concerns it is helpful to have an understanding of the different 
sources of hurtful behavior, as was discussed earlier. This insight into the two very 
different underlying motivations of bullying behavior is critically important in 
recognizing why the current approaches to reduce bullying have not demonstrated 
effectiveness and why reliance on school-wide Token Rewards is especially harmful.  

DISCOURAGED STUDENTS WHO MAY BE HURTFUL 
As noted above, a significant problem emerges when students have challenges in 
maintaining their behavior so because they lack the skills, have neurological challenges, 
or have experienced trauma.  These students repeatedly experience the situation of 114

failing to meet expectations and, thus, are shamed and excluded in front of their peers. 
This can be exceptionally damaging to their self-esteem—and their relationships with 
school staff and peers. 

These students also match the description of some of the students who engage in 
bullying. It is highly reasonable to suspect that students who lack impulse control and 
who have become very discouraged because of the punitive nature of the token reward 
system, as applied to them, may also be much more likely to engage in aggression 
towards their peers—either because they feel so bad about themselves or in response to 
being treated badly or excluded by their peers. 

DECREASE OF INTRINSIC MOTIVATION 
Use of tokens that seek to increase behavior in support of positive relations, may 
actually decrease such positive behavior, especially when students are outside of the 
view of an adult. This is because use of tangible rewards has been found to decrease 
intrinsic motivation. A meta-analysis of 128 studies on the effects of rewards concluded 
that: 

“(T)angible rewards tend to have a substantially negative effect on intrinsic motivation 
(…) Even when tangible rewards are offered as indicators of good performance, they 
typically decrease intrinsic motivation for interesting activities.”  115
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Consider this insight in the context of those students who are known to be the primary 
source of bullying behavior. When students who, at a younger age, are highly motivated 
to receive extrinsic rewards from adults become teens, their desire for such external 
reinforcement from adults will wane. Their desire for external reinforcement from peers 
will significantly increase. Being hurtful to others to gain dominance and social status is 
behavior that is clearly motivated by the external rewards of attention and power.  

Students who are intrinsically motivated to be kind and compassionate to others will be 
less likely to be eager to receive rewards at any age. When they become teens, their 
intrinsic motivation to engage in compassionate behavior can be expected to continue—
whether or not they are being directly supervised by school staff or expect to receive 
rewards.  

Students who have disabilities, including behavior challenges, are among those who 
most often experience being bullied.  Students who engage in bullying to gain 116

dominance are likely to be hurtful to those who have greater challenges.  

Consider how this dynamic then plays out when a student who is known to have 
behavior challenges reports to the principal that one or more students who are known 
to always receive rewards are the ones being hurtful.  

DISCRIMINATORY IMPACT 
When a school implements token rewards, it generally becomes very apparent that 
some students are identified as the “good” students and students are the “bad” students. 
Approaches such as giving “self manager” buttons clearly identify for all students which 
students have lower social desirability in the eyes of the staff.   117

It is also possible that implicit bias also plays a role in who does or does not receive 
rewards, as bias has been found to play a role in many ways in which teachers treat 
students.  118

Some schools take the “good” students on field trips or allow them to engage in other 
fun activities. A visit to the school while these “good” students are away will readily 
reveal that the majority of students who were excluded from these fun activities are 
those who came from families living in poverty, are a minority, or have disabilities—all 
students who are experiencing higher levels of toxic stress—on top of which they have 
been cast as less desirable and worthy by their school.   119

MODELS RELATIONAL AGGRESSION  
Relational aggression is a type of aggression in which harm is caused by damaging 
someone's relationships or social status.  Manifestations of relational aggression 120

include: 
• Excluding others from social activities; 
• Damaging victim's reputations with others by spreading rumors and gossiping 

about the victim, or humiliating him/her in front of others; 
• Withdrawing attention and friendship.  121

The public designation of those students who are in the “green zone” and those who are 
not essentially creates a “PBIS caste system” in the school.  Staff are modeling that it is 122

acceptable to look down on some students and exclude them from groups and activities. 
School staff are engaging in shaming and exclusion that models relational aggression!  

-   -32



CHAPTER 3. CREATING SAFE AND 
WELCOMING SCHOOLS 

ENGAGE STUDENTS TO EMBRACE CIVILITY APPROACH 
Engage Students to Embrace Civility presents a new vision for how to to seek to reduce 
bullying behavior and respond effectively to such incidents. This approach: 

• Shifts from a focus on “preventing bullying” to a positive perspective of striving to 
foster positive relations and civility within a welcoming and inclusive school 
community. 

• Seeks to reduce and effectively address all forms of hurtful behavior, not just 
“bullying.”  

• Engages students in a leadership capacity and emphasizes the positive social norms 
held by the majority of students. 

• Empowers students by helping them build important relationship skills—as a 
witness of a hurtful situation, the one who engaged in hurtful behavior, and the 
one who was treated badly.  

• Implements an investigation and intervention approach that provides support for 
any involved student who is experiencing challenges, ensures protection for any 
targeted student, holds any student who was hurtful accountable to remedy the 
harm and cease future hurtful behavior, and corrects any aspects of the school 
environment that may be contributing to the hurtful situation.  

LIKELIHOOD OF SUCCESS 
Note that there are no “evidence-based best practices” in bullying prevention if this 
term is interpreted to mean a practice that has been proven in a research study to be 
effective. However, fortunately under Every Student Succeeds Act (ESSA), the concept 
of “evidence-based” has been extended, as is discussed below.  

In developing an approach that has the highest probability of success, when other 
approaches have not been deemed to be effective, it is necessary to consider the 
underlying components that are necessary to achieve a likelihood of success.  

PRINCIPLES OF EFFECTIVENESS 
Nation and colleagues conducted a meta-analysis of risk prevention programs and 
identified the following key principles for effectiveness.  Engage Students to Embrace 123

Civility has integrated following components deemed necessary to achieve a likelihood 
of success. 
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COMPREHENSIVE SERVICES 
Address the full range of risk and protective factors present within a community by 
offering programming on several levels, including programs directed at individuals, 
activities designed to change environments in communities, and seeking to change 
cultural norms. 

VARIED TEACHING METHODS 
Recognize that each person learns in a unique way. Deliver prevention in a variety of 
ways, including: lecture; small group work; discussions; surveys; role-plays; games; skill 
building activities/exercises; assemblies; personal testimonies; poster contests; poetry 
readings and theatre/musical performances. Include school and community-wide 
events. 

SUFFICIENT DOSAGE 
Ensure that participants are exposed to information with enough quantity and intensity 
to have a positive long-term effect. One-time events or occasional activities are less 
effective in changing attitudes and behaviors over time. Focus on “saturation”—
saturating a setting with information and prevention messages along with opportunities 
to learn and practice skills. 

THEORY DRIVEN 
Adopt programs that incorporate proven strategies that have been evaluated or 
incorporate logical, “research-based” theories of about why the strategy will decrease 
students’ risk. 

POSITIVE RELATIONSHIPS 
Seek to foster and strengthen positive relationships among peer groups and between 
students and adults. 

APPROPRIATELY TIMED 
Delivered programs in a manner that is tailored to the, cognitive and social 
development level of the students. 

SOCIOCULTURALLY RELEVANT 
Ensure the program is relevant to the community, which cannot be done without input 
from individuals who represent all segments of the community. 

OUTCOME EVALUATION 
Conduct a systematic evaluation to determine program successes and challenges. 

WELL-TRAINED STAFF 
Ensure staff have internalized and model prevention attitudes and behavior, and have 
the opportunity to gain competency with the prevention approach and resources. 
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DEMONSTRATES A RATIONALE 
ESSA set forth four evidence levels to guide schools in selecting evidence-based 
programs and approaches that have a likelihood of success, including “Strong,” 
“Moderate,” “Promising,” and “Demonstrates a Rationale.”  124

The Engage Students to Embrace Civility approach should be considered under the 
category of “Demonstrates a Rationale. This guidance was provided by USDOE.  125

Demonstrates a Rationale. To demonstrate a rationale, the intervention should 
include:   

1) A well-specified logic model that is informed by research or an evaluation that 
suggests how the intervention is likely to improve relevant outcomes; and  

2) An effort to study the effects of the intervention, ideally producing promising 
evidence or higher, that will happen as part of the intervention or is underway 
elsewhere (e.g., this could mean another SEA, LEA, or research organization is studying 
the intervention elsewhere), to inform stakeholders about the success of that 
intervention.  

In an excellent article explaining the significant benefit of this category by the Brookings 
Institute, it was noted that the “evidentiary cupboard” is bare.  This is the case in the 126

area of bullying prevention. As noted it is not possible for any district or school to 
implement an practice in bullying prevention that has demonstrated effectiveness, 
because there are none.  

The ESSA “Demonstrated a Rationale” category is exceptionally helpful and fully 
supports the concepts of continuous improvement by using approaches that have a 
likelihood of success, with a commitment to evaluation. As the Brookings Institute 
article noted:  

Crucially, for many purposes the law also treats as evidence-based a fourth category 
comprising activities that have a research-based rationale but lack direct empirical 
support—provided, that is, that they are accompanied by “ongoing efforts to examine 
the effects” of the activity on important student outcomes. Those six words, if taken 
seriously and implemented with care, hold the potential to create and provide resources 
to sustain a new model for decision-making within state education agencies and school 
districts—a model that benefits students and taxpayers and, over time, enhances our 
knowledge of what works in education. 

While the Engage Students to Embrace Civility approach is thoroughly research-based, 
it has been newly formulated. This approach involves a merger of research insight from 
a variety of sources. As of publication of this book, this approach has not yet been 
formally implemented and evaluated in any school.   

However, the author is strongly supportive of a continuous improvement approach. 
Embrace Civility student program includes a student survey specifically for the purpose 
of allowing schools to track progress. Ongoing assessment of effectiveness is considered 
essential to the program itself. This book, Engage Students to Embrace Civility, focuses 
strongly on setting forth a more effective strategy to investigate and intervene. An 
evaluation approach has been incorporated into the student program Embrace Civility. 
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FOUNDATIONAL INSIGHT 
The following is insight from a number of sources on the essential components of  
comprehensive approach to support safe and successful schools that ensure a positive 
and inclusive school climate to support all students. A comprehensive positive school 
climate effort is considered a necessary foundation that will provide for a more effective 
implementation of the Engage Students to Embrace Civility approach.  

Districts and schools are most certainly in the process of integrating many of all of these 
components. What struck the author in conducting research into this necessary 
foundation was the fact that there appears to be some “siloing”—one organization 
focusing on social emotional learning here, another organization focusing on trauma 
sensitive schools there, another organizations that addresses youth voice here.  

Thus, the thinking related to this Chapter was that it would be helpful to lay out a 
comprehensive outline of the various components that appear to be necessary to 
incorporate into an integrated foundation for safe and successful schools.  

As was made clear in the previous Chapter, the students who are the primary source of 
bullying and other hurtful behavior would not be considered students who are “at risk” 
and, thus, traditional integrated risk management thinking would not apply to address 
the concerns of these students. But some students who are hurtful are at higher risk, as 
are some students who are targeted. Therefore, comprehensive efforts must start from 
this perspective. 

FRAMEWORK FOR SAFE AND SUCCESSFUL SCHOOLS 
In 2013, the National Association of School Psychologists, National Association of 
Elementary School Principals, American School Counselors Association, National 
Association of School Resource Officers, National Association of Secondary School 
Principals, and School Social Work Association of America released A Framework for 
Safe and Successful Schools.   127

The Framework was released in response to calls for more armed personnel in schools to 
address school safety. The Framework set forth joint recommendations for improved 
school safety and access to mental health services for students. From the Framework: 

Efforts to improve school climate, safety, and learning are not separate endeavors. They 
must be designed, funded, and implemented as a comprehensive school-wide approach 
that facilitates interdisciplinary collaboration and builds on a multitiered system of 
supports.  128

The interdisciplinary Framework provided six policy recommendations and eight best 
practices for successful schools. The policy recommendations included: 

1. Allow for blended, flexible use of funding streams in education and mental health 
services; 

2. Improve staffing ratios to allow for the delivery of a full range of services and effective 
school–community partnerships;  

3. Develop evidence-based standards for district-level policies to promote effective 
school discipline and positive behavior; 

4. Fund continuous and sustainable crisis and emergency preparedness, response,and 
recovery planning and training that uses evidence-based models;  
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5. Provide incentives for intra-and interagency collaboration; and  
6. Support multitiered systems of support (MTSS).  129

The eight best practices that were recommended included: 
1. Fully integrate learning supports (e.g., behavioral, mental health, and social services), 

instruction, and school management within a comprehensive, cohesive approach that 
facilitates multidisciplinary collaboration. 

2. Implement multitiered systems of support (MTSS) that encompass prevention, 
wellness promotion, and interventions that increase with intensity based on student 
need, and that promote close school–community collaboration.  

3. Improve access to school-based mental health supports by ensuring adequate staffing 
levels in terms of school-employed mental health professionals who are trained to 
infuse prevention and intervention services into the learning process and to help 
integrate services provided through school–community partnerships into existing 
school initiatives.  

4. Integrate ongoing positive climate and safety efforts with crisis prevention, 
preparedness, response, and recovery to ensure that crisis training and plans: (a) are 
relevant to the school context, (b) reinforce learning, (c) make maximum use of 
existing staff resources, (d) facilitate effective threat assessment, and (e) are 
consistently reviewed and practiced.  

5. Balance physical and psychological safety to avoid overly restrictive measures (e.g., 
armed guards and metal detectors) that can undermine the learning environment 
and instead combine reasonable physical security measures (e.g., locked doors and 
monitored public spaces) with efforts to enhance school climate, build trusting 
relationships, and encourage students and adults to report potential threats. If a 
school determines the need for armed security, properly trained school resource 
officers (SROs) are the only school personnel of any type who should be armed.  

6. Employ effective, positive school discipline that: (a) functions in concert with efforts 
to address school safety and climate; (b) is not simply punitive (e.g., zero tolerance); 
(c) is clear, consistent, and equitable; and (d) reinforces positive behaviors. Using 
security personnel or SROs primarily as a substitute for effective discipline policies 
does not contribute to school safety and can perpetuate the school-to-prison pipeline.  

7. Consider the context of each school and district and provide services that are most 
needed, appropriate, and culturally sensitive to a school’s unique student populations 
and learning communities.  

8. Acknowledge that sustainable and effective change takes time, and that individual 
schools will vary in their readiness to implement improvements and should be 
afforded the time and resources to sustain change over time. 

The Framework also included an information box entitled  “Actions Principals can Take 
Now to Promote Safe and Successful Schools.” From this information box:  

Policies and funding that support comprehensive school safety and mental health efforts 
are critical to ensuring universal and long-term sustainability. However, school leaders 
can work toward more effective approaches now by taking the following actions. 

• Establish a school leadership team that includes key personnel: principals, teachers, 
school-employed mental health professionals, instruction/curriculum professionals, 
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school resource/safety officer, and a staff member skilled in data collection and 
analysis. 

• Assess and identify needs, strengths, and gaps in existing services and supports (e.g., 
availability of school and community resources, unmet student mental health needs) 
that address the physical and psychological safety of the school community. 

• Evaluate the safety of the school building and school grounds by examining the 
physical security features of the campus.  

• Review how current resources are being applied, for example: 
- Are school employed mental health professionals providing training to teachers 

and support staff regarding resiliency and risk factors? 
- Do mental health staff participate in grade-level team meetings and provide ideas 

on how to effectively meet students’ needs?  
- Is there redundancy in service delivery?  
- Are multiple overlapping initiatives occurring in different parts of the school or 

being applied to different sets of students? 
• Implement an integrated approach that connects behavioral and mental health 

services and academic instruction and learning (e.g., are mental health interventions 
being integrated into an effective discipline or classroom management plan?). 

• Provide adequate time for staff planning and problem solving via regular team 
meetings and professional learning communities. Identify existing and potential 
community partners, develop memoranda of understanding to clarify roles and 
responsibilities, and assign appropriate school staff to guide these partnerships, such 
as school-employed mental health professionals and principals. 

• Provide professional development for school staff and community partners 
addressing school climate and safety, positive behavior, and crisis prevention, 
preparedness, and response.  

• Engage students and families as partners in developing and implementing policies 
and practices that create and maintain a safe school environment.  130

NATIONAL SCHOOL CLIMATE CENTER 
The National School Climate Center defines positive school climate in a manner that 
emphasizes the importance of shifting from an authoritarian perspective to one of 
community engagement. The National School Climate Center defines positive school 
climate in this manner: 

School climate refers to the quality and character of school life. School climate is based 
on patterns of students', parents' and school personnel's experience of school life and 
reflects norms, goals, values, interpersonal relationships, teaching and learning 
practices, and organizational structures. A sustainable, positive school climate fosters 
youth development and learning necessary for a productive, contributing and satisfying 
life in a democratic society. This climate includes: 

1. Norms, values and expectations that support people feeling socially, emotionally and 
physically safe. 

2. People are engaged and respected. 
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3. Students, families and educators work together to develop, live and contribute to a 
shared school vision. 

4. Educators model and nurture attitudes that emphasize the benefits and satisfaction 
gained from learning. 

5. Each person contributes to the operations of the school and the care of the physical 
environment.  131

Important insight from NSCC is their focus on ensuring full involvement of students, as 
well as parent, in developing shared values and expectations for the quality and 
character of the school climate—increased student voice, discussed below. 

POSITIVE BEHAVIOR INTERVENTION AND SUPPORTS 
Positive behavioral supports is an approach included in the 1997 reauthorization of the 
Individuals with Disabilities Education Act (IDEA).  The Positive Behavior 132

Interventions and Supports (PBIS) program has received federal funding to provide 
technical assistance to schools on implementing a positive behavioral supports 
approach to behavior management. 

As explained on the OSEP Technical Assistance site: 

PBIS is a framework or approach for assisting school personnel in adopting and 
organizing evidence-based behavioral interventions into an integrated continuum that 
enhances academic and social behavior outcomes for all students. ... 

PBIS is a prevention-oriented way for school personnel to (a) organize evidence-based 
practices, (b) improve their implementation of those practices, and (c) maximize 
academic and social behavior outcomes for students.  133

The PBIS framework and current guidance incorporates six core features that are 
important for school management. These include: 

1. Interventions supported by scientifically-based research.  
2. Interventions organized along a tiered continuum. 

3. Standardized problem-solving protocol for assessment and instructional decision 
making.  

4. Explicit data-based decision rules for assessing student progress and making 
instructional and intervention adjustments.  

5. Emphasis on assessing and ensuring implementation integrity.  
6. Regular and systematic screening for early identification of students whose 

performance is not responsive to instruction.   134

As noted in the prior chapter in the discussion on token rewards, there are some 
specific components of some current PBIS practices that must be considered in the 
context of current insight into best practices. The traditional perspective of PBIS is 
grounded in Skinner’s operant conditioning and behavior management, which wisely 
and appropriately requires a focus on adult behavior, counsels against punitive 
responses and encourages focus on positively acknowledging the positive behavior of 
students.  Concerns about the current PBIS model have been expressed by key 135

organizations that support a more comprehensive approach grounded in current insight 
into trauma informed practices as well as community collaboration.  
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Thus, clearly there is a recognition of the need for PBIS to shift to an approach that is 
better grounded in more recent research on youth behavior, especially the impact of 
trauma and neurological challenges. This shift is occurring but, as evidenced by the 
statements in the above recently published PBSApps article, has not been sufficiently 
accomplished.   136

It is strongly recommended the following insight and approaches be integrated into 
PBIS:. 

• Ensure that principles of trauma informed practices and neurological functioning 
are fully integrated into the overall school approach. This is especially important 
when conducting a Functional Behavior Analysis to determine the underlying 
basis for the challenges any student may be having. 

• Increase student voice, by collaboratively engaging students in the articulation of 
shared values, rather than adult-dictated “expectations.” 

• Implementing alternative approaches to assist staff, as well as students, in positively 
acknowledging positive behavior. The PBIS focus on positive acknowledgement is a 
positive aspect of the work of Skinner.  

• Provide comprehensive instruction in social emotional learning and increase the 
cultural competence of students and staff. 

• Increase reliance on restorative practices, combined with Multiple Tier System of 
Supports and Collaborative Problem Solving, in the context of the implementation 
of effective consequences for misbehavior.   

• Expand assessment beyond reliance on an analysis of Office Disciplinary Referrals 
as a way to assess effectiveness and improvement. Include an anonymous annual 
survey and conducting focus groups with students to assess climate, hurtful 
behavior and effectiveness of staff response is strongly recommended.  

Fortunately, PBIS is envisioned as a “framework” to integrate evidence-based practices. 
As noted, efforts are underway to better integrate culturally responsive, trauma sensitive 
care approaches into PBIS. Therefore, integration of these additional evidence-based 
approaches is consistent with the overall PBIS framework.  

TRAUMA INFORMED PRACTICES 
Research has validated the profoundly harmful impact of trauma on students, this 
includes the trauma of being persistently bullied, as well as other adverse childhood 
experiences.  Trauma negatively impacts learning, behavior, and relationships at 137

school. Students may respond with fear to people or situations because they do not trust 
that others care about them. Trauma also interferes with the ability of a student to 
manage their emotions and behavior.  

As noted, it is imperative to “connect the dots” between bullying and traumatic stress 
disorders. There is a significant connection.  Persistently targeted students, as well as 138

those who are both targeted and engage in aggression demonstrate the symptoms 
associated with traumatic disorder. Experiencing being bullied is experiencing trauma.  

Much of the focus in discussions related to trauma informed practices in schools is on 
the trauma and toxic stress that students have experienced or are experiencing outside 
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of schools. If students are being persistently bullied while in school, by other students 
and especially by staff, they are experiencing trauma within the school building.  

Stopping and remedying the trauma that students are experiencing within the 
environment over which educators have the most control should have a high priority. 
Regardless of what might be happening in the outside world, knowing that they are safe 
and welcome in their school community will help these students survive and thrive.  

Many schools are now seeking to integrate trauma informed practices. The Trauma and 
Learning Policy Initiative provides this definition: 

A trauma-sensitive school is one in which all students feel safe, welcomed, and 
supported and where addressing trauma’s impact on learning on a school-wide basis is 
at the center of its educational mission. An ongoing, inquiry-based process allows for the 
necessary teamwork, coordination, creativity, and sharing of responsibility for all 
students.  139

At Trauma Sensitive Schools, students can better learn because their positive 
connections to others are fostered. The Trauma and Learning Policy Initiative has 
distilled six core attributes of a Trauma Sensitive School: 

• Share an understanding of how trauma impacts learning and why a school-wide 
approach is needed for creating a trauma-sensitive school. 

• Support all students to feel safe—physically, socially, emotionally and academically. 
• Address students’ needs in holistic ways, taking into account their relationships, self-

regulation, academic competence, and physical and emotional well-being explicitly 
connect students to the school community, providing them with multiple 
opportunities to practice newly developing skills. 

• Embrace teamwork with a sense of a shared responsibility for every student. 
• Anticipate and adapt to the ever-changing needs of students and the surrounding 

community.  140

The National Child Traumatic Stress Network (NCTSN) also provides helpful 
resources.  NCTSN indicates the following approaches are helpful: 141

Training in anxiety management and coping skills can take many different forms and 
may involve teaching the student basic relaxation skills (for example, abdominal 
breathing or progressive muscle relaxation,) the use of self-regulating phrases, 
distraction techniques, and positive activity scheduling. Cognitive coping skills can be 
very effective in giving an anxious student greater control of extreme and distressing 
emotions. For example, counselors can teach students how to monitor automatic 
thoughts, discriminate hurtful from helpful thoughts, identify cognitive distortions, and 
challenge and replace harmful thoughts. 

Another important set of coping skills has to do with accessing appropriate support. 
Traumatized students frequently feel very alone with their problems and, in fact, tend to 
isolate themselves from available support. Counselors or trained teachers can help 
students identify the specific types of support that would be helpful during this time, 
evaluate their current support network, and develop a practical strategy for accessing 
and asking for the needed types of support.  142
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The Center on the Developing Child at Harvard University has excellent resources 
addressing increasing Resilience.  The key components of an approach to foster 143

positive outcomes include: 
1. Facilitating supportive adult-child relationships. 
2. Building a sense of self-efficacy and perceived control. 
3. Providing opportunities to strengthen adaptive skills and self-regulatory capacities. 
4. Mobilizing sources of faith, hope, and cultural traditions. 

There is clear evidence that a trauma informed practices focus will translate to 
supporting students who have experienced bullying.  

The National Center for School Engagement conducted a study of high school students 
who had been bullied in elementary school.  The researchers identified three critical 144

factors that increased the resilience of these students and led to a successful outcome: 
• A place of refuge where they could feel safe, appreciated, and challenged in a 

constructive way. 
• Responsible adults who supported and sustained them and provided them 

examples of appropriate behavior. 
• A sense of future possibility to persuade them that staying in school, despite the 

bullying, promised better things to come. 

A recent study explored the relationship between resilience and experience with 
bullying and cyberbullying. The results demonstrated that resilience is a potent 
protective factor, both in preventing experience with bullying and mitigating its harmful 
effects.  145

SELF DETERMINATION THEORY AND POSITIVE 
PSYCHOLOGY 
Students often interact in environments where no adults are present or the adults that 
are present do not recognize or respond to hurtful behavior. To reduce hurtful behavior 
in these environments requires that students have internalized values that reduce the 
likelihood that they will be hurtful and increase the likelihood they will step in to help.  

In other words, students must have the intrinsic motivation to engage in positive 
relations.  

This ethological perspective on bullying was discussed in the prior chapter. There is also 
an ethological perspective on the role of compassion—an affective state that is oriented 
to enhancing the welfare of others.   146

Evolutionary analysis has offered three reasons why there has been an emergence of 
compassion as a trait in more sophisticated animal groups, as well as humans. 
Compassion enhances the well-being of vulnerable offspring, is a desirable attribute in a 
mate, and enables cooperative relations with non-kin, which can ensure group survival.  

The Self Determination Theory focuses on our natural or intrinsic tendencies to behave 
in effective and healthy ways. The theory was initially developed by Deci and Ryan, and 
has been elaborated and refined by scholars from many countries. Deci and Ryan 
describe the primary insight on motivating human behavior as follows: 
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Human beings can be proactive and engaged or, alternatively, passive and alienated, 
largely as a function of the social conditions in which they develop and function. 
Accordingly, research guided by self-determination theory has focused on the social-
contextual conditions that facilitate versus forestall the natural processes of self-
motivation and healthy psychological development. Specifically, factors have been 
examined that enhance versus undermine intrinsic motivation, self-regulation, and 
well-being. The findings have led to the postulate of three innate psychological needs—
competence, autonomy, and relatedness—which when satisfied yield enhanced self-
motivation and mental health and when thwarted lead to diminished motivation and 
well-being. Also considered is the significance of these psychological needs and processes 
within domains such as health care, education, work, sport, religion, and 
psychotherapy.   147

These three universal driving human desires that are the focus of Self Determination 
Theory are described as follows: 

• Relations (Connections). The desire to interact with, be connected to, and 
experience caring for others. The desire to act in ways that achieve a higher social 
purpose. Children are naturally driven to reach out and connect with others. 

• Mastery (Competence). The desire to gain competence and understandings, 
control the outcome of experiences, and to experience mastery. Children do not 
need to be rewarded to eagerly explore and understand their world.  

• Autonomy (Control). The universal urge to be causal agents of one's own life and 
act in harmony with one's integrated self. The desire to have personal control. “You 
are not the boss of me,” the common statement of a toddler, provides evidence of 
the early emergence and strength of this desire. 

Researchers in various field of social science are engaged in collaboration with Deci and 
Ryan to extend insight and application of this theory. More information is available on a 
collaboration web site.   148

A close companion to Self Determination Theory is a focus on Positive Psychology. The 
Positive Psychology Center at the University of Pennsylvania provides this definition: 

Positive Psychology is the scientific study of the strengths and virtues that enable 
individuals and communities to thrive. The field is founded on the belief that people 
want to lead meaningful and fulfilling lives, to cultivate what is best within themselves, 
and to enhance their experiences of love, work, and play.  149

The Greater Good Science Center studies the psychology, sociology, and neuroscience 
of well-being, and teaches skills that foster a thriving, resilient, and compassionate 
society.  Greater Good's ten building blocks of individual and community well-being150

—the behaviors that research suggests will support your health and happiness, and 
foster positive connections with other people include altruism, awe, compassion, 
diversity, empathy, forgiveness, gratitude, happiness, mindfulness, and social 
connection.  

There have not been significant dedicated efforts to apply the Self Determination Theory 
thinking to efforts to foster a safe and successful school environment.  However, 
indications of an understanding of these underlying principles are apparent when 
thinking in terms of these three human drives and the guidance for schools. It is 
thought that making this connection more clear and direct will be helpful.   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CHAPTER 4. CONNECTIONS, 
COMPETENCE, AND CONTROL 

ESSENTIAL ELEMENTS 
As noted in Chapter 3, the understandings of the basic human drives as set forth in the 
Self Determination Theory are perceived to have significant merit. The Engage Students 
to Embrace Civility recommended activities are set forth within this framework. The 
recommended activities include 

• Connections 
- Positive Connections with trusted adults and friends. 
- Community Circles. 
- Cultural Inclusion. 
- Kindness and Compassion. 
- Gratitude. 
- Shared Values and Personal Commitments. 
- Positive Acknowledgements. 
- Accountability. 

• Competence 
- Social Emotional Learning. 
- Mindfulness and Self-Regulation. 
- Character Strengths. 
- Problem Solving Skills. 
- Goal Setting and Action Planning. 
- Personal Power. 

• Control 
- Authentic Student Voice. 
- Engaged Student Leaders. 
- Full Student Participation in Resolutions. 

Some of these activities are relatively easy to implement, others will require a more 
significant effort.  
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CONNECTIONS 
OVERVIEW OF STRATEGIES 

• Ensure every student has positive connections with one or more staff allies and 
healthy friendships. 

• Establish ongoing community circles for discussions about quality of the school 
community. 

• Engage students in the creation of a statement of shared values and personal 
commitments. 

• Ensure school is culturally inclusive. 
• Encourage staff and student leaders to engage in school-wide initiatives supporting 

compassion, kindness, and gratitude. 
• Engage students and staff in making positive acknowledgements of others within 

the school community. 
• Support accountability for any wrong-doing with the obligation of remedying  the 

harm. 

POSITIVE CONNECTIONS WITH TRUSTED ADULT AND FRIENDS 
The importance of connections with a supportive adult cannot be overemphasized.   

The Making Caring Common program at the Harvard University Graduate School of 
Education has this to say about the benefit of such connections: 

There may be nothing more important in a child’s life than a positive and stable 
relationship with a caring adult. For students, a positive connection to at least one 
school adult – whether a teacher, counselor, sports coach, or other school staff member – 
can have tremendous benefits that include reduced bullying, lower drop-out rates, and 
improved social emotional capacities.  

The CDC has also identified “connectedness” as key to addressing the concerns of youth 
suicide, which is an identified risk for students being and engaging in bullying.   151

(R)eview of studies to date suggests that connectedness affects STB through one or more 
of the following routes: (1) expanding intergenerational social networks; (2) heightening 
opportunities for soliciting and activating assistance from others or systems (e.g., 
schools, families, or other social systems); (3) enhancing the likelihood that worrisome 
affect and behavior, including early signs of distress or more direct warning signs for 
suicidal behavior, will be noticed and proactively addressed by proximal systems 
(parents, peers, schools); (4) increasing exposure to positive coping and help-seeking 
norms; (5) increasing positive emotion and, as a consequence, cognitive flexibility and 
emotion regulation capacity; and (6) enhancing opportunities for experiencing 
belonging and utility in a community of others..  

The Making Caring Common project provides an excellent tool called Relationship 
Mapping that allows school staff to identify every student in the school, note the degree 
to which each student is perceived to be at higher risk, and identify staff who have 
connections with each student. From this mapping, those students without positive 
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connections can be identified and staff can be assigned the responsibility of developing 
a closer connection.  

In addition to a positive connection with a trusted adult, all students need healthy 
friendships. Students who are bullied, but who have supportive friends, experience less 
distress.  One recent study documented that having lots of friends is not necessary. 152

Having just one friend, who also counted you as a friend in return, was found to protect 
children who were bullied from depression.   153

Some students have greater challenges in forming friendships and may require 
assistance.  The student’s relationships with a trusted adult can be a helpful avenue to 
help the student form more positive friendships. It may be helpful to talk with them 
about what they would like in a friend and how they can use this insight in the manner 
in which they treat others. The biggest barrier to  forming friendships is fear of 
rejection. Encourage students to simply have fun with others without placing  high 
priority on becoming friends.  
The best way for students to find new friends is to start with an activity that they are 
interested in. Encourage them to join a club at school or focus on forming relationships 
with students in the electives classes they take. Getting involved in an after-school 
organization or activity can be advised.  

Students may need to practice how to approach their peers in a kind and friendly 
manner and to treat others as they would like to be treated. It is also important to know 
that friendships can break up. This can be very hard, especially for any student who has 
more challenges in maintaining relationships.  

COMMUNITY CIRCLES 
Gathering students together in community circle to discuss what is happening within 
their school community and address general challenges is a practice that increases 
positive connections.   154

Excellent guidance on coordinating the community circle process comes from The 
Circle Way.  As described on their site: 155

The Circle Way gathers people into a circular shape with participants at the rim and the 
purpose in the centre. Each person has a voice and everyone can see and hear one 
another. Social agreements and practices help facilitate respectful conversation. Circle 
supports a leader in every chair. 

Community circles are also a practice integrated into what is called restorative practices. 
Two helpful sources of insight are the International Institute for Restorative Practices 
and the Center for Restorative Process.   156

Educators are encouraged to reflect on an issue related to what gets discussed within 
community circles. Certainly, these circles should provide the opportunity for 
discussion of concerns. However, recognize the sage guidance from PBIS of the need to 
maintain a 5 to 1 positive to negative ratio in terms of staff communications with 
students.   157

It is suggested that seeking to maintain a focus on positive, in balance with any 
discussions of concerns. At the opening of a circle, students could respond to four 
questions that would maintain a positive focus: 

• Who did have a heart-to-heart connection with recently? (Connections) 
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• How did you reach out to be kind to someone today? (Kindness) 
• What did you do that you are proud of? (Strengths) 
• What has happened today that you are thankful for? (Gratitude) 

These four questions are considered to be core components of assisting students to 
become more positively powerful. This will be discussed more fully in Chapter 5.  

In addition, a focus on problem solving should be fully integrated. When a concern is 
raised, the conversation should involve problem solving to develop strategies to address 
the concern, rather than just talking about the concern. At a later circle, reports on 
progress in resolving the concern can be made. Sometimes the first strategy may not be 
successful. Further problem solving could occur. If the strategy was successful, 
celebration could occur.  

CULTURAL INCLUSION 
Clearly, increasing the cultural competence of students and staff is necessary to ensure 
that all students feel welcomed and respected in school. 

The U.S. Commission on Civil Rights report, Peer-to-Peer Violence and Bullying: 
Examining the Federal Response, stated. 

While all bullying is harmful to America’s youth, some experts believe that bullying 
based on young people‘ identities—such as their sex, race, ethnicity or national origin, 
disability, sexual orientation or gender identity, or religion—can be particularly 
damaging. Unfortunately, these forms of bullying are all too common in American 
schools.  158

The National Education Association defines cultural competence in this manner: 

Cultural competence is having an awareness of one’s own cultural identity and views 
about difference, and the ability to learn and build on the varying cultural and 
community norms of students and their families It is the ability to understand the 
within-group differences that make each student unique, while celebrating the between-
group variations that make our country a tapestry.  159

The NEA’s Diversity Toolkit focuses on these five basic cultural competence skill areas: 

• Valuing Diversity. Accepting and respecting differences—different cultural 
backgrounds and customs, different ways of communicating, and different traditions 
and values. 

• Being Culturally Self-Aware. Culture—the sum total of an individual's experiences, 
knowledge, skills, beliefs, values, and interests—shapes educators' sense of who they 
are and where they fit in their family, school, community, and society. 

• Dynamics of Difference. Knowing what can go wrong in cross-cultural 
communication and how to respond to these situations. 

• Knowledge of Students' Culture. Educators must have some base knowledge of their 
students' culture so that student behaviors can be understood in their proper cultural 
context. 

• Institutionalizing Cultural Knowledge and Adapting to Diversity. Culturally 
competent educators, and the institutions they work in, can take a step further by 
institutionalizing cultural knowledge so they can adapt to diversity and better serve 
diverse populations.  160
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Some additional high quality resources include: 

• Southern Poverty Law Clinic’s Teaching Tolerance.  161

• Facing History and Ourselves.  162

When addressing cultural competence of students do not forget the concerns associated 
with students with disabilities. Many schools are achieving success in promoting 
inclusion using strategies like inclusive P.E. and arts classes, peer mentors, and lunch 
buddies.  

COMPASSION AND KINDNESS 
A positive focus on compassion and acts of kindness can have a powerful positive 
influence on the school climate and ability of students to engage in positive relations 
and maintain good friendships. The practice of kindness is one of the core components 
of the helping students become more positively powerful, as will be discussed in 
Chapter 5.  

Compassion been defined as “the feeling that arises in witnessing another's suffering 
and that motivates a subsequent desire to help.  Thus, the perspective is that 163

compassion is both a specific subjective feeling combined with an action. This 
distinguished compassion from empathy—sensing what another is feeling. Young 
people who have greater compassion have richer friendship networks and are more 
accepted by their peers than those who do not. 

One key study in a school demonstrated that students who were instructed to perform 
three kind acts for others every day experienced significant increases in peer 
acceptance.  This insight provides a powerful, and easy to implement approach to 164

increase the peer acceptance of those who are treated badly.  

Research has identified that giving to others results in a significant increase in feelings 
of happiness—even happier than spending on themselves.   165

Check out the great insight on the website of Random Acts of Kindness.  The research 166

they follow has documented this insight and these positive benefits of kindness: 
• Kindness is contagious—witnessing kindness leads other people to be kind. 
• Witnessing acts of kindness increases hormones that lead to better health, self-

esteem, and optimism. 
• Being kind helps people feel stronger, more energetic, calmer, less depressed, and 

leads to increased feelings of self-worth. 
• When you are kind to another person, your brain’s pleasure and reward centers 

light up, as if you were the recipient of the good deed.  
• Being kind stimulates the production of feel-good and pain killer hormones and 

lower stress hormones.  
• Being kind can significant increase positive moods, relationship satisfaction and 

decrease social avoidance in socially anxious individuals.   167

The Random Acts of Kindness Foundation has kindness lesson plans for K-12 
educators.  There are many other resources on the Internet.  168
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GRATITUDE AND FOCUS ON POSITIVE EXPERIENCES 
Students who have positive feelings about themselves are less likely to demonstrate 
perceived weakness that could lead to their being targeted and better situated to avoid 
thinking badly of themselves if this occurs. The practice of gratitude and a focus on 
good is one of the core components of the helping students become more positively 
powerful, as will be discussed in Chapter 5.. 

The Positive Psychology Center conducted a study with adults who had contacted their 
positive psychology web site, testing a number of positive strategies to determine their 
effectiveness in promoting happiness.   169

One key strategy that was found to have the highest success in generating happiness and 
decreasing depression was that the participants were asked to write down three things 
that went well each day every night for one week. In addition, they were asked to 
provide a causal explanation for each good thing. 

The Greater Good Science Center also provides insight into the benefits of gratitude.  170

In an article that addresses increasing gratitude in school noted that research has 
identified that “gratitude may contribute to a greater sense of social support, school 
belonging, and satisfaction with the school experience, while lessening students’ stress 
and depression.”  171

Hanson, author of Hardwiring Happiness, recommends an approach called the HEAL 
method—Have, Enrich, Absorb, Link.  This approach is specifically developed to 172

facilitate the development of new neural pathways.  
• Step 1. Have a Good Experience. Either notice a positive experience that is 

happening to you or create a positive experience for yourself. 
• Step 2. Enrich It. Keep thinking about this experience for at least 10 seconds or 

longer. Feel the positive experience in your body. Enjoy it. Think about how 
wonderful this is. Really take the time to feel good.  

• Step 3. Absorb It. Think about this positive experience as being absorbed by you—
traveling deep into your mind and warming your heart. Bring the experience 
deeply into your being.  

• Step 4. Link Positive and Negative Material Together. This step is considered 
optional by Hanson. The idea is to strongly feel this positive experience, briefly 
bring to mind a negative thought, and then let go of the negative thought and just 
focus on the positive experience. If you try this, make sure not to let the negative 
thinking take over. Simply hold the positive, then briefly, just for a second, reflect 
on the negative, and then return to the positive.  

The suggestions to increase student focus on gratitude include: 
• Writing a letter of gratitude to someone. 
• Keeping a gratitude journal. 
• Doing a daily sharing asking the Magic Four Questions set forth above, which 

include asking students to identify something they are thankful for. 
• Setting up a Gratitude Board in the front of the school, with note paper and pens, 

where students can post a note about what they are grateful for.  
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SHARED VALUES AND PERSONAL COMMITMENTS 
Shifting from the adult expression of rules and expectations to engaging students in the 
collaborative development of statement of shared values and individual statements of 
personal commitments.  

The National School Climate Center places a high priority on the active involvement of 
students and families in the development of shared values.  This statement is repeated 173

for emphasis: 

A sustainable, positive school climate fosters youth development and learning necessary 
for a productive, contributing and satisfying life in a democratic society. This climate 
includes: 

• Norms, values and expectations that support people feeling socially, emotionally and 
physically safe.  

• People are engaged and respected.  
• Students, families and educators work together to develop, live and contribute to a 

shared school vision. 
• Educators model and nurture attitudes that emphasize the benefits and satisfaction 

gained from learning. 
• Each person contributes to the operations of the school and the care of the physical 

environment.  174

In addition to participating in the creation of shared values, schools are encouraged to 
engage students in creating a written statement of their own personal commitments. 
These are the recommended commitment statements: 

• My commitment to the school’s shared values is this: 
• I commit to treat other members of the school community, including students and 

staff, in the following way: 
• If I see someone being hurtful, I will: 
• If I make a mistake and am hurtful to someone, I will: 
• If someone is hurtful to me, I will: 

The strength of engaging students in writing their own personal commitments as a way 
to influence positive behavior is grounded in the psychology of influence, which is 
discussed in Chapter 5.  175

This personal commitments document should be signed and retained by students’ lead 
teacher or in the main office. In any situation where a student has made a mistake and 
been hurtful, this statement of personal commitment can be obtained and the student 
can be asked to evaluate personal behavior in accord with the prior personal 
commitments that were made.  

Thus, in a discussion seeking students to acknowledge personal responsibility the focus 
is on how they violated the shared values of the school and their own personal 
commitment to those values, rather than the principal focusing on how the student 
violated “a rule.” 
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POSITIVE ACKNOWLEDGEMENT 
While there are concerns about the school-wide use of token rewards, there appears to 
be a well established recognition of the benefit of verbal positive acknowledgement or 
praise on effective performance. .  176

As noted, the Positive Behavior and Interventions and Support program recommended 
a 5 to 1 ratio between positive comment and negative comment or correction.  The 177

question is how best to ensure that all staff members are expressing themselves in a way 
that maintains this positive ratio.  

It is recommended that school leaders suggest to their teachers that they record a class 
session or two and then privately replay the recording, noting three different kinds of 
comments: negative comment or correction, neutral comment or instruction, and 
positive comment or acknowledgement.  

A ratio can then be identified comparing negative comments or corrections with 
positive comments or acknowledgements. From this, the teacher can make plans for any 
necessary improvement and measure at some time in the future to assess effectiveness.  

It is exceptionally important that teachers note which students in their class are 
struggling and make a special effort to positively acknowledge these students every day. 
Think of how  struggling students would feel if in every class, every day, they were told 
about something positive that a staff member noticed and then came home to a parent 
who received an email from a teacher noting an accomplishment.  

These strategies can improve effectiveness in making positive acknowledgement   
• Make positive acknowledgement specific, noting accomplishments. Offer positive 

acknowledgement when a student deserves it, so that it has meaning. Positively 
acknowledge efforts, even if those efforts did not achieve success—the efforts are 
what should be acknowledged. Offer encouragement when the student is 
struggling. 

• Do not positive acknowledge a student in a way that sets this student up as “better” 
than others. Do not use an approach that rewards students who have few 
challenges and publicly shames or excludes the students who have greater 
challenges. 

• Pay close attention to the students known to be at higher risk and positively 
acknowledge their efforts very regularly.  

• Provide written notes offering positive acknowledgement of effort, strategy, and 
accomplishments. Regularly send a notes to parents, especially of students who are 
at higher risk.  

• If a correction of student behavior is necessary, ensure that a positive 
acknowledgement of the student’s change in behavior in response to that 
correction is provided.  

• Make expressions of gratitude when student behavior has been helpful to the 
school community, staff, or to other students.  

The PeaceBuilders: Creating Safe, Positive Learning Environments program has established 
an approach that engaged both students and staff in positive acknowledging peers by 
using Praise Notes that are posted for all to see.   178
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A very important aspect of focusing on positive acknowledgement is ensuring that staff 
pay attention to those students who might have fewer positive connections with peers 
and therefore might not receive as many notes. School staff should be especially 
attentive to noting when these students have engaged in positive behavior and ensure 
that they receive an equivalent number of notes. 

ACCOUNTABILITY 
An important component of engaging in actions that support positive relations is being 
personally accountable when you have engaged in wrong-doing. All students need to 
learn the importance of accountability. In the Embrace Civility student program this 
accountability is referred to as “Stop, Own It, and Fix It.  

To achieve accountability in more serious situations when a student has engaged in 
hurtful behavior, the Engage Students to Embrace Civility approach incorporates both 
restorative practices and Collaborative Problem Solving, and has integrated other 
research insight. The research insight is set forth in Chapter 5 and the application is 
outlined in Chapter 7.  

As noted earlier, schools have been encouraged to use restorative practices, also 
sometimes called restorative justice. However, while there is strong support for the 
underlying principles, there are some current concerns related to the current 
implementation approaches. This is especially true in situations of bullying where there 
is an imbalance of power.  

The WestEd Justice & Prevention Research Center has been focusing on what they refer 
to as restorative justice (RJ) as an alternative to traditional responses to student 
misbehavior has issued a number of excellent reports.  Recent findings from a 179

research review are:  

The literature underscores the many challenges confronted when implementing RJ in the 
schools. For example, there is confusion about what RJ is and no consensus about the 
best way to implement it. RJ also requires staff time and buy-in, training, and resources 
that traditional sanctions such as suspension do not impose on the school. With RJ, 
teachers are often required to perform duties traditionally outside of their job 
description, such as attending RJ trainings, conducting circles during instruction time, 
and spending more time one-on-one talking with students. Some educators and other 
stakeholders are resistant to RJ because it is sometimes perceived as being “too soft” on 
student offenses. Finally, while RJ programs will certainly vary by the size of the school 
and scope of the program, some researchers suggest that a shift in attitudes toward 
punishment may take one to three years, and the deep shift to a restorative-oriented 
school climate might take up to three to five years. This timing assumes that the 
program will also be sustained financially, which underscores the importance of 
considering what resources will be needed and for how long to introduce RJ in a school 
or district.   180

The restorative practices approach to discipline is grounded in research regarding 
shame management. Shame is a central feature of social regulation.  The response to 181

shame can be adaptive or maladaptive. The adaptive response to shame is to 
acknowledge wrongdoing, accept responsibility, and engage in remediation. The 
maladaptive response leads to shame displacement, which can include withdrawal, 
attacking self, avoidance, and attacking others.   182
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The key factor determining whether shame becomes adaptive or maladaptive is whether 
wrongdoing is treated in a way that is stigmatizing or reintegrative. While certainly it is 
necessary to hold those who engage in wrongdoing accountable, punitive approaches 
can result in maladaptive shame displacement. Restorative approaches can foster 
accountability and reintegration for those who engaged in harmful acts. 

A punishment-based approach seeks to find who is to blame and asks these questions: 
• Who did it? 
• What “rule” was broken? 
• How should the offender be punished? 

Restorative practices interventions view transgressions as harm done to people and 
communities and encourage adaptive shame management. Restorative practices ask 
these questions: 

• What is the harm to all parties involved and to the community? 
• What needs to be done to repair the harm? 
• Who is responsible for this repair? 
• What needs to occur to prevent similar harm in the future?  183

The International Institute for Restorative Practices (IIRP) has contributed to the 
promotion of restorative practices.  The IIRP restorative practices program for schools 184

is called SaferSaner Schools.  A very excellent set of resources are also available on the 185

Minnesota Department of Education web site, most notably a Restorative Intervention 
Implementation Tool Kit.    186

The necessary addition to restorative practices is the Collaborative Problem Solving 
approach is highly recommended to assist these students in problem solving when they 
have been hurtful.  This approach was developed for use with such “at risk” and 187

explosive youth.  

In Collaborative Problem Solving adults work together with kids to solve problems in 
mutually satisfactory and realistic ways. 

This involves three basic steps:  

Step 1 – Identify and understand the child’s concern about the problem to be solved and 
reassure this student that imposition of adult will is not how the problem will be 
resolved. 

Step 2 – Identify and share the adults’ concerns about the same issue. 

Step 3 – The child and adult work to brainstorm solutions together to assess potential 
solutions and choose one that is both realistic and mutually satisfactory. 

Greater insight into strategies to accomplish this are outlined in Chapters 5 and 7.  

COMPETENCE 
OVERVIEW OF STRATEGIES 

• Implement a comprehensive program to increase social emotional competencies. 
• Implement school-wide and classroom mindfulness practices. 
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• Teach staff and students how to self-regulate and establish a calming place in the 
school or in classrooms. 

• Focus on students’ strengths. 
• Embrace problem solving practices. 
• Assist students in goal setting and action planning. 
• Help students learn how to keep their personal power. 

SOCIAL EMOTIONAL LEARNING 
Fostering positive relations requires that all students are involved in instructional and 
other opportunities to related to social emotional learning to gain effective social 
relationship skills. Engage Students to Embrace Civility should be considered a 
component of this larger social emotional learning effort.  

The Aspen Institute’s National Commission on Social, Emotional, and Academic 
Development established a broad alliance of leading scientists and scholars and released 
a unified statement about the urgency of integrating social, emotional, and academic 
dimensions of learning to improve student outcomes.: The Evidence Base for How We 
Learn: Supporting Students’ Social, Emotional, and Academic Development.  188

From this document:  

Compelling research demonstrates what parents have always known—the success of 
young people in school and beyond is inextricably linked to healthy social and 
emotional development. Students who have a sense of belonging and purpose, who can 
work well with classmates and peers to solve problems, who can plan and set goals, and 
who can persevere through challenges—in addition to being literate, numerate, and 
versed in scientific concepts and ideas—are more likely to maximize their opportunities 
and reach their full potential.   189

The Collaborative for Academic, Social, and Emotional Learning (CASEL) strives to 
make social emotional learning an integral part of education from preschool through 
high school.  CASEL has defined social emotional learning as follows: 190

Social and emotional learning (SEL) is the process through which children and adults 
acquire and effectively apply the knowledge, attitudes, and skills necessary to 
understand and manage emotions, set and achieve positive goals, feel and show 
empathy for others, establish and maintain positive relationships, and make responsible 
decisions.  191

CASEL has identified five interrelated sets of social emotional competencies: 
• Self-awareness. The ability to accurately recognize one’s emotions and thoughts and 

their influence on behavior. This includes accurately assessing one’s strengths and 
limitations and possessing a well-grounded sense of confidence and optimism. 

• Self-management. The ability to regulate one’s emotions, thoughts, and behaviors 
effectively in different situations. This includes managing stress, controlling impulses, 
motivating oneself, and setting and working toward achieving personal and academic 
goals. 

• Social awareness. The ability to take the perspective of and empathize with others 
from diverse backgrounds and cultures, to understand social and ethical norms for 
behavior, and to recognize family, school, and community resources and supports. 
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• Relationship skills. The ability to establish and maintain healthy and rewarding 
relationships with diverse individuals and groups. This includes communicating 
clearly, listening actively, cooperating, resisting inappropriate social pressure, 
negotiating conflict constructively, and seeking and offering help when needed. 

• Responsible decision making. The ability to make constructive and respectful 
choices about personal behavior and social interactions based on consideration of 
ethical standards, safety concerns, social norms, the realistic evaluation of 
consequences of various actions, and the wellbeing of self and others.‑  192

A recent meta-analysis of social emotional learning programs found the following: 

Social and emotional learning (SEL) teaches children to recognize and understand their 
emotions, feel empathy, make decisions, and build and maintain relationships. A widely 
cited 2011 meta-analysis previously showed that SEL programs immediately improve 
mental health, social skills, and academic achievement. The current study shows that 
school-based SEL interventions continue to benefit students for months and even years 
to come. ... 

At other follow-up periods, SEL continued to boost student well-being in the form of 
greater social and emotional competencies, prosocial behavior, and prosocial attitudes. 
Furthermore, SEL students showed lasting decreases in negative outcomes such as 
conduct problems, emotional distress, and drug use compared to control groups . 

These results come from a meta-analytic review of 82 different interventions involving 
more than 97,000 students from kindergarten to high school , where the effects were 
assessed at least six months and up to 18 years after the programs ended.  193

A focus on social emotional learning will help students gain the insight and skills to 
effectively form and engage in positive relations with others. CASEL is a centralized 
service that provides access to an amazing set of resources from many sources.  194

MINDFULNESS AND SELF-REGULATION 
Often students who are treated badly overreact in response, which appears to lead to 
additional experiencing of hurtful behavior. Sometimes, they retaliate. Gaining skills in 
self-regulation through a focus on mindfulness and self-regulation is important for 
students who have been treated badly, as well as for those who have experienced other 
trauma. The practice of mindfulness and the ability to self-regulate is one of the core 
components of the helping students become more positively powerful, as will be 
discussed in Chapter 5. 

The practice of mindfulness helps people achieve calmness and focus—to self-
regulate.  Research has documented effectiveness of mindfulness training and practice 195

in addressing stress-related concerns of children and adolescents, with documented 
positive results in students’ physical health, psychological well-being, social skills 
including emotional regulation, and academic performance.  

One of the best instructional videos on mindfulness, Just Breathe, features kindergarten 
students explaining the principles and practice.  196

There are a number of excellent programs that have been established to support schools 
in implementing Mindfulness practices. These include: Mindful, Mindfulness in 
schools, and Mindful Schools.  The University of Massachusetts Medical School, 197
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Center for Mindfulness in Medicine, Healthcare, and Society is engaged on research on 
the benefits of Mindfulness and has excellent insight on its site.   198

Engaging students in the practice of Mindfulness is essential to supporting their ability 
to self-regulate when under stress. A critically important component of trauma 
informed practices in schools is to ensurer that all staff to know how to assist students 
who are showing signs of increased agitation to self-regulate.  

There are seven stages in an escalation: 
• Calm. The student feels calm and relaxed. 
• Trigger. Something happens that triggers the student making the student feel 

upset.  
• Agitation. The student become increasingly unfocused and upset.  
• Acceleration. As the situation remains unresolved, the student’s entire focus is now 

on the upset.  
• Peak. The student has become out of control and engages in severe disruptive 

behavior.  
• De-escalation. Having triggered and lost control, the student now feel confused 

and embarrassed, but the severity  of the peak behavior has passed.   
• Recovery. The time it takes for the student to calm down and regain the ability to 

resume activities.  199

The key to effective self-regulation is to have a good idea of what triggers students so 
that when something like this starts to happen they can be mindful of what might 
happen next. Then, if they know what triggers them and start to feel agitated, this is the 
time they can take a specific step to remove themselves from the current situation to get 
to a place where they can self regulate.  

The above mindfulness practices are the best approach to self-regulate. In addition, as 
the agitation has resulted in a release of adrenalin, the student may need to engage in 
some kind of physical activity to regain regulation.  

It is important for students to understand how they personally self-regulate and how to 
help an agitated peer. This is important because students may be in a position to identify 
the increased agitation when a staff member does not notice or is not present. This 
especially includes online environments.  

It is exceptionally important that staff avoid T.A.C.O.S. in any situation where a student 
is becoming agitated. T.A.C.O.S. are: Threaten. Argue. Challenge. Order. Shame. 
Excellent sources of guidance are provided in the citations.  200

It is recommended that schools: 
• Have a pre-identified place where students can go to calm and self-regulate either 

in the classroom or the school. 
• Discuss self-regulation strategies with students in community circles. Engage 

students in problem solving about how they best can self-regulate and how they 
can help friends.  

• Pay close attention to students who may be getting agitated and help them to use 
self-regulation strategies as early as possible. 
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• Identify students who are more likely to trigger and privately discuss their triggers 
and engage in Collaborative Problem Solving to identify their effective self-
regulation strategies. These students may require a special pass that allows them to 
leave any class environment and go to one of several agreed upon safe placed to 
self-regulate. 

• After any situation where a student has reached a peak and has caused a significant 
disruption, a team should fully discuss what happened. This discussion should 
address: 
- What apparently triggered this student and how this might relate to this 

student’s known current situation or challenges? 
- How did any staff member present respond to this situation? Specifically, did any 

staff member respond using one of the T.A.C.O.S. responses? It should be 
recognized and fully acknowledged that the staff member’s inappropriate 
response may have played a significant role in pushing the student who was 
agitated to a more significant response. Supportive corrective actions must be 
taken with this staff member to ensure that such a non-helpful response does not 
reoccur.  

- Engage in Collaborative Problem Solving with this student to gain insight into 
strategies this student thinks could help avoid this kind of challenge in the 
future.  

- Regularly check in with this student to determine whether identified strategies 
are working to better self-regulate.  

• Positively acknowledge students who were becoming agitated and who were able 
independently self-regulate and students who have helped their peers.  

CHARACTER STRENGTHS 
The Positive Psychology Center has partnered with the VIA Institute on Character to 
focus on character strengths.  Identifying one’s personal strengths mindfully using 201

those strengths and is one of the core components of the helping students become more 
positively powerful, as will be discussed in Chapter 5. 

The book, Character Strengths and Virtues outlines the results of a 3-year project led by 
Peterson and Seligman involving 55 distinguished social scientists. As described: 

This work represents the most significant effort in history to review, assemble, research, 
and classify positive strengths/traits in human beings. The result is a “common 
language” (scientifically speaking, a “consensual nomenclature”) for understanding and 
discussing these core capacities in human beings. 

Character strengths and Virtues is regarded as the backbone of the science of positive 
psychology and remains one of the most substantive efforts generated by the field. In 
turn, it draws interest from a wide range of professions and disciplines – education, 
management, consulting, psychology, coaching, and many others. 

Character strengths and Virtues is descriptive, not prescriptive. The emphasis is on 
classifying psychological ingredients of goodness in human beings across cultures, 
nations, and beliefs, rather than prescribing what humans “should” do to be good or 
improve themselves. ... 
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The character strengths identified include: creativity, curiosity, judgment, love of 
learning, perspective and wisdom, bravery, perseverance, honesty, zest, love, kindness, 
social intelligence, teamwork, fairness, leadership, forgiveness, humility, prudence, self-
control, appreciation of beauty and excellence, gratitude, hope, humor, and spirituality. 

The VIA Institute has a free Character Strengths Inventory on its web site that 
secondary students can complete.  A brief version of this Character Strengths 202

Inventory, developed with their permission, is provided on the Embrace Civility in the 
Digital Age website.  

Positive Psychology Center at the University of Pennsylvania conducted a study with 
adults who had contacted their positive psychology web site, testing a number of 
positive strategies to determine their effectiveness in promoting happiness. Participants 
were asked to take the online inventory of character traits, were provided with insight 
into their top five traits, and were asked to use one of these strengths in a new and 
different way each day. This strategy was found to have excellent success in generating 
happiness and decreasing depression.  203

The VIA Character Institute also has developed an excellent set of instructional 
resources. A focus on character strengths using these resources would be an excellent 
inclusion in social emotional learning activities.  

Having all students and staff complete the survey and create a name block art project 
that identifies their top strengths could be a creative way to use this survey. This is a way 
to promote inclusivity. Students from very different backgrounds and in different social 
groups will discover they share the same strengths.  

Character strengths should be fully integrated into problem solving. When discussing 
possible strategies to respond to a situation it is important to identify strategies that use 
a personal character strength 

When intervening with students who have been hurtful, these students could be asked 
how they could use one of their character strengths to remedy the harm. Students who 
have been targeted can be encouraged to use their character strengths to develop 
strategies to respond.   

PROBLEM SOLVING 
When students gain interpersonal relationship problem solving skills—that is learn how 
to think of their own solutions to problems, consequences to their actions, and how 
they and others feel about things—they are less likely to engage in risk behavior and are 
more resilient in figuring out how to respond if someone is hurtful to them.   204

Engaging in effective problem solving is one of the core components of the helping 
students become more positively powerful, as will be discussed in Chapter 5. 

Four key interpersonal cognitive problem solving skills identified by Shure and set forth 
in  her excellent I Can Problem Solve resources are: 

• Means-ends thinking to reach a stated interpersonal goal by planning a step-by-
step, sequenced means to reach that goal 

• Alternative solution thinking to identify alternative solutions to a stated problem.  
• Consequential thinking to consider what might happen in certain situations. 
• Weighing pros and cons to decide whether to carry out an interpersonal act. 
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As discussed earlier under accountability, the Collaborative Problem Solving approach 
is recommended for any student who has engaged in hurtful behavior—in a manner 
that also integrates the requirement of restorative practices to identify a way to remedy 
the harm.   205

Throughout the Embrace Civility student program. The process of problem solving is 
called Think Things Through. The specific steps are to ask these questions: 

• What is the situation? 
• What do I want to accomplish? 
• What strategies could I use? 
• Is each in accord with my values and strengths? (Note integration of character 

strengths.) 
• For each, what might happen? 
• What is my best choice? 
• If that does not work, what else could I do? 

Problem solving should be fully integrated into many aspects of the school community 
approach, especially community circles, the accountability process, and developing a 
Positive Action Plan. 

School staff should maintain a consistent practice of asking students how they would 
solve a problem rather than enunciating an adult solution. 

GOAL SETTING AND ACTION PLANNING 
Students who can maintain a focus on their future and engage in goal setting and action 
planning will have greater resilience and ability to achieve positive outcomes if they 
have experienced bullying.  206

With respect to a focus on the future, Future Directed Therapy (FDT) is a new effective, 
intervention approach has been developed for adults suffering from depression.  As 207

explained by the researcher:.  

The theoretical model of human behavior behind FDT is based on three primary 
concepts: (1) The desire to thrive is the primary drive of all human beings because it 
promotes the evolutionary process. (2) Thought and behavior are limited resources that 
humans utilize to promote their thriving. (3) Preparing for the future is essential to 
thriving and much of human functioning has evolved for the purpose of creating the 
future.  208

Essentially, the Future Directed Therapy process involves helping people understand 
how their thinking actually produces the future and how they can develop more positive 
thinking patterns. Additionally, participants are guided in developing practical skills for 
creating and achieving goals, planning, problem solving, learning to take action, and 
effectively dealing with obstacles or disappointments.  

Essential steps in effective goal setting are: 
• Set goals that are motivating because they are important and have value. 
• Make sure goals are specific, relevant, and attainable in a specific time. 
• Put goals in writing. 
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• Make sure the goal is measurable so it is clear when it has been attained. 

Following the setting of goals, it is necessary to create an action plan.  
• Problem solve to identify the action steps. 
• Put those action steps in a sequence. 
• Identify when action step is accomplished. 
• Evaluate effectiveness of action step. 
• Revise the action plan as necessary. 

PERSONAL POWER ~ PRESENCE 
In the academic definition of “bullying” a key component is the “imbalance of power.” 
There are two research-based strategies that can help targeted students, as well as 
witnesses, to increase their feelings of personal power. These two approaches are: 
presence and rational emotive thinking. Keeping one’s personal power is one of the core 
components of the helping students become more positively powerful, as will be 
discussed in Chapter 5. 

In both humans and other primates, expansive open postures are indicative of high 
power, whereas closed postures reflect lower power.  Many students who are bullied 209

maintain physical postures that demonstrate a lack of personal power. 

Research conducted by Cuddy, at Harvard School of Business, has demonstrated that 
adopting a pose that indicates power—a “power pose”—can result in an increase in both 
explicit and implicit feelings of confidence.  

Holding a “power pose” before a challenging interpersonal relationship task was 
demonstrated to  increase effective performance. In other words, it is possible to “fake 
it” by assuming a “power pose,” which will then help a person feel more confident.  

An excellent TedTalk by Cuddy on Power Posing provides greater insight into this. 
Educators are encouraged to share this video with secondary students. At the 
elementary level, the popular Let It Go music video from the movie Frozen demonstrates 
the same thing.  Note the place where Else lets go of powerless and assumes her 210

personal power.   

Educators can encourage students to stand and walk in a manner that demonstrates 
personal power, even if they do not yet feel that powerful.  

Students are not able to control when or if someone might treat them badly. Educators 
can help students learn that a very important coping strategy is that is something bad 
happens, they have the ability to control how they feel about themselves and respond. 

The key underlying premise of Rational Emotive Behavioral Therapy, developed by Ellis, 
is that harmful consequences are not just caused by the bad adversities that happen to 
us, but also by our beliefs about those adversities.  While we can’t control what might 211

happen, we can control our beliefs.  

This is an old theory. The underlying principles of the ancient Stoic philosophers, as set 
forth by Epictetus, who in the first century A.D. stated: “Men are disturbed not by 
things, but by the views which they take of them.” 
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Ellis developed the A-B-C-model: A is the adversity or activating event. C is the 
consequence. But A is not solely responsible for C. B is what people think or believe 
about A, not merely that A happened. Thus, A + B = C. While it is not possible to 
change A, it is possible to be in control of B, and thus have greater control over the 
resulting C.  

Translation: We don’t always have control over what happens to us. But we do have the 
ability to control what we think of ourselves and how we respond.  

On the Embrace Civility Student Survey students were asked to rate the effectiveness of 
various strategies to respond if treated badly. The top ranked response was: “To tell 
themselves they will not give this person the power to make them feel bad.” 

CONTROL 

OVERVIEW OF STRATEGIES 
• Ensure authentic student voice in assessment, planning and evaluation of 

effectiveness for all aspects of the school climate. 
• Implement a student leadership approach to foster positive relations. 
• Ensure that all students who have been involved in a hurtful incident fee that they 

are fully involved in the resolution of this incident—not that the adult authority is 
taking over. 

AUTHENTIC STUDENT VOICE 
Ensuring authentic student voice where students are collaboratively involved is essential 
to all efforts to establish a positive school. Unless and until students are motivated to 
address these challenges, nothing can be expected to change. 

There are three reasons it is critically important to focus on authentic student voice in 
relation to fostering positive relations: 

• Hurtful student behavior is most often for the purpose of achieving dominance 
and, thus, this behavior appears to be supported by the social norms of the school. 

• Students who are treated badly most often are students who are different who are 
cast as “deviant” by a powerful group of students, and sometimes by staff. 

• Hurtful behavior often is not witnessed or detected by staff. 

The best way to motivate students to foster a positive and inclusive school climate and 
reduce hurtful behavior is to give them the responsibility to help to make things better. 
Shifting this responsibility to students also requires giving them a strong voice in 
deciding what the school community will do to ensure a positive school climate for all 
students.  

A commitment to authentic student voice ensures meaningful student involvement. As 
described by Fletcher: 

Meaningful student involvement is the process of engaging students as partners in every 
facet of school change for the purpose of strengthening their commitment to education, 
community and democracy. Instead of allowing adults to tokenize a contrived “student 
voice” by inviting one student to a meeting, meaningful student involvement 
continuously acknowledges the diversity of students by validating and authorizing them 

-   -62



to represent their own ideas, opinions, knowledge, and experiences throughout 
education in order to improve our schools. ... 

When is student involvement meaningful? 
• When students are allies and partners with adults in improving schools. 
• When students have the training and authority to create real solutions to the 

challenges that schools face in learning, teaching, and leadership. 
• When schools, including educators and administrators, are Accountable to the direct 

consumers of schools–students themselves. 
• When student-adult partnerships are a major component of every sustainable, 

responsive, and systemic approach to transforming schools.  212

Several organizations are providing excellent guidance and resources on ensuring 
Student Voice. 

• SoundOut School Consulting is a service initiated by Adam Fletcher who is an 
early pioneer in the promotion of Youth Voice.  The web site contains many 213

helpful free and low cost information resources. 
• WestEd provides resources to assist in increasing Student Voice. They state: 

“Listening to student voice—that is, listening closely to what students say about 
their school experiences—can help educators understand topics or problems and 
rethink practices to inform school improvement efforts.”  214

• An excellent resource is the book Student Voice: The Instrument of Change. This 
book states: “When you take time to listen, you’ll find that students’ aspirations can 
drive your school toward exciting new goals. And when students know they’re 
being heard, they develop self- worth, engage meaningfully in their own academic 
success, and become purposeful in their educations.”  215

• The Graduate School of Education’s Usable Knowledge Connecting Research to 
Practice article on Giving Students Voice recommends these important principles: 
“Regularly solicit student feedback. Engage students in studying and assessing their 
school. Include authentic student representation on leadership teams. Invite 
students to any discussion related to their own learning. Consider young people as 
stakeholders and partners in their schools.  216

• An organization called Student Voice also provides excellent resources.  217

“Through our core initiatives, Student Voice aims to illustrate the state of schools 
today, as well as identify student-centric and student-created solutions to address 
the systemic inequity in the American education system. This inequity manifests 
itself as a disparity in access to opportunities and resources across schools 
nationwide, specifically as it relates to socioeconomically disadvantaged students 
and school districts. At Student Voice, we believe all students have the right to hold 
educational institutions accountable to them as partners in shaping their 
foundational experiences. Students must have a more powerful voice in order to 
combat the systemic inequity.” 

STUDENT LEADERSHIP 
The best way to motivate students to foster a positive and inclusive school climate and 
reduce hurtful behavior is to give them the responsibility to help to make things better. 
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Schools are encouraged to establish a student leadership team to coordinate efforts to 
foster a positive school climate and positive relations.  

The student leadership team must be diverse and include those students who have a 
well-established reputation for treating others with respect and reaching out to help 
those who are treated badly. Strive to avoid including “popular” students who have been 
hurtful to establish social dominance.  

The following are some examples of how other peer leadership programs have selected 
student leaders.  

The Safe Schools Ambassador program from Community Matters. engages and 
mobilizes socially-influential leaders from the school's diverse student groups.  As the 218

web site notes: 

These "alpha" leaders are carefully identified through student and staff surveys. They are 
selected based upon specific criteria, such as: strong position and influence in their peer 
group, good communication skills, and a history of standing up for friends. 

The website does not provide in-depth detail on how student leaders are selected. It 
suggests that there can be several approaches, involving staff and/or student 
nomination. The desired profile is: 

• Represent the diverse age, ethnic, ability, and "interest" groups on campus 
• Are the "opinion leaders" of these groups, the more outspoken and charismatic 

students (some of whom attract "negative" attention)  219

Sources of Strength is a suicide prevention program that uses peer leaders.  This 220

program uses a staff nomination approach. The following is its guidance on the types of 
students to be nominated: 

Natural Leaders. Strong PLs are the natural and key leaders among different groups of 
students in the school. They are students whose ‘voices are heard’ by other students who 
they affiliate with. They represent a wide variety of social groups, and often have specific 
influence within smaller groups or cliques. They may be peer helpers, student council 
members, gang leaders, SADD members, or others. Training other students with 
‘leadership potential’ in their social groups is also a good strategy. 

Representing Diverse Social Groups. It is especially important to identify peers who 
have influence with diverse types of cliques and groups. They may not be the “high-
achievers” or highly engaged students. Some have experienced the effects of suicide on a 
personal basis; others have been active in previous prevention efforts. Still others have 
no related experience. Together, they bring a mixture of backgrounds and attitudes to 
the program. When recruiting your Peer Leader group, ensure that you include students 
who represent the following: 

1. All school grades 
2. Various gender identities and sexual orientations 
3. Groups less connected to school 
4. As many known cliques as possible 
5. All of the racial and ethnic groups of the school 
6. Students who spend time with students at risk for drop-out and other behavior 

problems   221
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This is a recommended strategy to identify members of a student leadership team: 
• Ask school staff to identify students who are natural leaders, paying particular 

attention to the selection of student leaders from the full range of student groups. 
• Ask students who are in a minority population within your school to identify 

which students they think would be strong representatives to express concerns that 
members of their community face. It is suggested that the application form ask 
questions such as these: 

• Allow students to step forward on their own to apply to be a member of the 
student leadership team.  

• All students should be required to submit an application. “This student leadership 
team is being established to promote positive relations, kindness, and inclusion for 
all students at (name of school).  
- Please explain why you want to be a member of this Team. 
- Please explain a time when you saw that another student was being excluded or 

treated badly and you stepped in to help the student being treated badly. How 
did you step in to help? What did you learn from this? 

- Please explain a time when you stepped in to either help resolve a conflict 
between students or to tell a student who was being hurtful to stop. How did you 
step in to sat “stop?” What did you learn from this? 

- Please explain a time when you made a mistake and were hurtful. How did you 
handle the situation afterwards? What did you learn from this?” 

Using a combination of this input, identify students to ask to serve on a student 
leadership team. Schools are advised to approve the applications of all students who 
independently took the time to submit an application.  

The other programs establish a defined group of students. It is recommended that 
schools allow the student leadership team to expand as interest expands.  

Embrace Civility in the Digital Age has developed a student program called, Embrace 
Civility. This program uses a positive social norms approach to encourage positive 
relations, kindness, inclusion, and remedying of any harm. This program also provides 
specific instruction in effective social relationship skills, especially in negative situations. 

However, there are also other activities that schools could encourage a student 
leadership team to focus on that can help to support a positive school climate. These 
activities are based on research insight that is set forth in this Chapter and the next. 
These suggestions include: 

• Initiate monthly activities that focus on various strategies to encourage acts of 
kindness. Encourage your students to conduct a search for “schools, kindness” and 
they will find many sites with fun suggestions. The Random Acts of Kindness 
Foundation is a good start.  222

• Have all students complete the VIA Character Institute Character Strengths survey 
and create art projects that display their unique pattern of strengths.  Encourage 223

your student leadership team to use the resources on this site to encourage a focus 
each week on a different character strength.  
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• Have your student leadership team sign up to receive the Greater Good Science 
Center’s newsletter and encourage them to create activities for students based on 
the articles they receive.   224

• Encourage your student leadership team to coordinate the school’s mindfulness 
activities, including setting up a student-led “mindful movement” program at 
lunch time.  

• Encourage your student leadership team to set up a mentoring program for 
students with disabilities that includes inclusion activities, a “where everybody 
belongs” table in the lunchroom, a “new friends” program to reach out to newly 
enrolled students to introduce them to the school. The Beyond Differences 
program has some excellent suggestions.   225

FULL STUDENT PARTICIPATION IN RESOLUTIONS 
Chapter 7 sets forth the recommended strategies to intervene in hurtful incidents and 
more serious hurtful situations. A core element of the recommended approaches is that 
all students who have been involved in a hurtful incident or situation are fully involved 
in the resolution of the situation. Especially for older students, nothing about these 
students in the resolution of these situations should be done without these students.  

This especially includes students who are treated badly. These students’ personal power 
has been challenged by the hurtful students. If a principal tells a targeted student, “ I 
will deal with this,” and does not involve the targeted student in the resolution, the 
principal also is taking this student’s personal power.  

A punishment imposed on a hurtful student is most likely to generate anger and result 
in retaliation. A remedy of harm developed by this student has a much greater potential 
of ending the hurtful behavior.  

As noted in Chapter 2 related to Developmental Considerations, older students are 
seeking independence. One key reason they do not report concerns is that they want to 
be fully involved in resolving the concerns.  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CHAPTER 5. POSITIVE 
STRATEGIES TO FOSTER POSITIVE 
RELATIONS 

OVERVIEW OF STRATEGIES 
The positive strategies to foster positive relations include: 

• Ensure all students gain effective social relationship skills. 
• Focus on the positive social norms of the majority of the students to motivate 

positive behavior of all students. 
• Use principles from the psychology of influence to motivate positive behavior. 
• Help students learn to recognize rationalizations for being hurtful. 
• Reduce incidents of impulsive retaliation. 
• Assist students in becoming positively powerful to reduce the potential they will be 

treated badly, improve their effectiveness in responding, and reduce the potential 
of a lasting harmful impact.  

TEACH EFFECTIVE SKILLS 
Ensure all students gain the skills to effectively and independently handle hurtful 
incidents, including responding effectively if treated badly, stopping themselves and 
making things right if hurtful, and stepping in to help if they witness a hurtful incident. 
The relationship skills incorporated into the Embrace Civility student program include 
the following.  

EMPOWER STUDENTS WHO ARE TARGETED 

BE POSITIVELY POWERFUL  
• If someone is hurtful, I will respond in a powerfully positive way.  
• I focus on the good and make a positive difference. 

The strategies to empower all students—especially those who are targeted or 
marginalized students who are hurtful—to become more positively powerful are 
discussed more extensively later in this Chapter. These seven core strategies to being 
positively powerful are:  

• Remain calm through self-regulation. 

• Keep your personal power by standing tall and controlling your thinking. 

• Think things through to decide what to do. 
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• Make positive connections with trusted adults and friends. 

• Regularly reach out to be kind to others. 

• Know and use your personal strengths. 

• Focus on the good things happening in your life. 

INFLUENCE HURTFUL STUDENTS TO STOP AND REMEDY THE HARM 

STOP, OWN IT, AND FIX IT   
• I always remember that my choices show who I truly am. 
• I will stop myself and make things right if I have been hurtful. 

The research-based strategies to influence students to not be hurtful and to make things 
right if they were include:  

• Increase their understanding of positive social norms to reduce the potential they 
will perceive their peers support such hurtful behavior.  

• Use principles from the psychology of influence to encourage the adoption of 
positive values and actions.  

• Help all students recognize rationalizations as excuses for engaging in hurtful 
behavior.  

• Empower students to effectively intervene if a friend has been hurtful. 

• Reduce impulsive retaliation in response to being treated badly.  

• Encourage accountability that incorporates ing to help students accept 
responsibility for their actions and take steps to remedy the harm. 

INCREASE POSITIVE PEER INTERVENTION  

REACH OUT   
• I reach out to be kind to those who have been treated badly or left out.  
• I help others think things through or resolve conflict.  

SAY “STOP” 
• If it is safe, I publicly tell someone being hurtful to stop. 
• I help someone who was hurtful stop, own it, and fix it.  

REPORT CONCERNS   
• If it is a serious situation, I tell an adult who can help. 

Students who witness hurtful behavior can be a: Hurtful Participant. Passive Observer. 
Helpful Ally. Helpful Allies can engage in these positive actions: Reach Out. Say “Stop.” 
Report Concerns. Research-based strategies to increase positive peer intervention 
include: 

• Focus on personal factors, including motivation, personal power, and self-efficacy.  
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• Address social-environmental factors including friendships, the school climate, 
and positive social norms—the understanding that students admire those who step 
in to help.  

• Address perceived barriers, which are often a lack of knowing how to safely 
intervene, and rationalizations that are excuses for when they want to intervene, 
but do not.  

FOCUS ON POSITIVE SOCIAL NORMS 
The majority of students do not like to see their peers being treated badly, truly admire 
those who step in to help and do not admire those who are hurtful or support those 
being hurtful. Students also admire those who respond to being treated badly in a 
positive manner and those who, if they have been hurtful, stop themselves and make 
things right.  

The social norms theory suggests that people misperceive the attitudes and behaviors of 
others and this influences their own actions.  When people learn about the actual 226

positive norms of their peer group, they are more willing to abide by those norms.  

As the National Social Norms Center has explained: 

Instead of using scare tactics or stigmatizing messages, the social norms approach steers 
people towards healthy behavior by letting them know it’s the normal thing to do.  227

As discussed in Chapter 2, especially at the secondary level, most students engage in 
hurtful behavior to gain dominance and social status. If the social norms of the school 
are that humiliating peers is an effective strategy to gain higher social status, then their 
hurtful behavior will not stop.  

School staff and compassionate student leaders must reinforce the positive social norms, 
held by the majority of students, ensuring that all students fully understand that being 
hurtful and putting down others, is not the path to being liked and admired by their 
peers.  

The Youth Health and Safety Project made effective use of local surveys to reduce 
bullying behavior.  This project collected school-based data about students’ 228

perspectives on bullying. This data was used to create posters that demonstrated the 
school’s norms related to bullying. The use of messaging that incorporated the locally 
derived positive social norms, specifically that the majority of students did not like to 
see others engage in hurtful behavior, led to a reduction in the reported bullying 
incident rate. 

The perceived expectations of peers has also been identified as a critically important 
factor in influencing positive peer intervention.  What students think other students 229

think about those who are hurtful, those who support those being hurtful, and those 
who step in to help  appears to be highly influential.  230

Whether someone intervenes is ... influenced by the extent to which they feel that others 
in their immediate environment share their concerns and will support their efforts.  231

Many students think that other students think that those who are hurtful are “cool,” but 
they themselves do not like to see these hurtful acts.  Ensuring accurate understanding 232
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of the disapproval of hurtful behavior by their peers and admiration of those who step 
in to help is imperative. 

Ways to increase a focus on positive social norms include: 
• Have all students participate in shared values and personal commitments activity 

and read their personal commitments to the class. Student-developed shared values 
will be far more influential than adult dictated “expectations.” 

• Establish a diverse student leadership team with kind, compassionate, and inclusive 
students who will engage in ongoing activities to communicate the positive social 
norms of the school community. Once established in a way to ensure diversity, this 
team should be allowed to grow with the inclusion of any and all interested 
students.  

• Conduct a survey that identifies students’ actual norms and provide the data to 
students in presentations and posters. The Embrace Civility student program 
includes such a survey.  

• Refer to the identified positive social norms of their school community in efforts 
by staff to intervene with students who have engaged in hurtful behavior. This 
approach is incorporated into the recommendations in Chapter 7.  

PSYCHOLOGY OF INFLUENCE 
In his book, Influence: The Psychology of Persuasion, Cialdini has identified six principles 
of influence—ways in which people or organizations can influence the behavior of 
others.  These principles include: 233

• Reciprocity—the Golden Rule. We generally try to return favors, pay back debts, 
and treat others as they treat us—or as we want them to treat us. This is the “golden 
rule.” “How would you feel if someone did that to you?”   
- Note that this was the top reason provided by students for not being hurtful on 

the Embrace Civility Student Survey. 
• Commitment and Consistency. Humans have a desire to be consistent with the 

commitments they have made. If they have made a commitment, then they are 
more inclined to go through with it. “How does this fit with your personal values?”  
- The approach of having students create personal commitments is grounded in 

this strategy. When intervening with students who have been hurtful or have 
supported a friend who was hurtful, having these students’ written statement of 
personal commitments and asking them to judge their actions by their 
commitments will be exceptionally more powerful in changing behavior than 
accusing them of breaking a school rule. 

• Social Proof. This is the social norms approach discussed above. “What do others 
think?” 

• Liking. People are more likely to follow the lead of those they know and respect. 
“What would those you admire think?” 
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- This principle provides a strong rationale for the establishment of a diverse 
student leadership team that is viewed by the school community as providing 
inspirational leadership.  

• Authority. We feel an obligation to follow the leadership of those in positions of 
authority or who have earned our respect. “What would your mom or dad or other 
adult who you respect think?”  
- This principle provides support for one of the questions asked of students who 

have been hurtful in seeking to assist them in accepting personal responsibility.  
- Under this principle, the school staff must make a strong commitment to treat 

all students with respect. This specifically includes not establish a behavior 
management approach that publicly shames and excludes certain students. If a 
school is using a rewards approach that publicly designates certain students as 
being considered less “worthy” than others, then school staff are providing 
”authority” for the perspective that it is appropriate for students to denigrate and 
exclude certain students.  

• Scarcity or Possible Loss. Things are more attractive when their availability is 
limited, or when we stand to lose the opportunity to acquire them on favorable 
terms. “How could this damage your reputation and friendships with other 
students?”  
- This principle provides support for another of the questions asked of students 

who have been hurtful in seeking to assist them in accepting personal 
responsibility.  

Educators can use these powerful strategies to influence positive behavior.  
• Emphasize treating others as you would like to be treated.  
• Ask students to make a personal commitment to embrace civility and treat others 

with kindness and respect.  
• Emphasize positive social norms, as discussed earlier.  
• Focus students’ attention on those who they admire and place a diverse group of 

compassionate students in a leadership position.  
• Treat all students with kindness and respect and step in to help resolve hurtful 

situations. Eliminate any behavior management program that publicly shames and 
excludes certain students.  

• Stress to students the loss of a positive reputation if they engage in behavior that 
they know other students do not admire. 

RECOGNIZE RATIONALIZATIONS 
To hold students who engaged in wrongdoing accountable requires they accept personal 
responsibility for the harm they have caused. They must “own it” before they can “fix it.” 
Very often, people will rationalize their wrongdoing—which will interfere with 
acceptance of responsibility and efforts to remedy the harm.  

Bandura’s theory of the Mechanisms of Moral Disengagement describes the process by 
which people convince themselves that certain ethical standards do not apply to them in 
particular situations. Essentially, people establish personal moral standards they intent 
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to follow and they like to think of themselves as engaging in ethical, moral behavior. 
When their behavior is in a violation of the moral standards they have established for 
themselves, they create rationalizations, or excuses, for why these standards should not 
apply to their actions in the current situation.  

Listening to politicians or other leaders when publicly accused of engaging in 
inappropriate behavior provides ample opportunity to witness these rationalizations in 
action.  

Bandura’s insight provides an effective framework to understand how students who 
engage in hurtful behavior and others might seek to excuse their behavior.  The four 234

primary approaches that people, youth and adults, use to support moral disengagement 
and Rationalize wrongdoing are these:  

• Reconstruing Conduct (Spin It). Actions are portrayed as serving some larger 
purpose or euphemistic terms are used to describe the action. “Someone needed to 
speak out.” “I was just joking around.” “It was a prank.”  

• Displacing or Diffusing Responsibility (Deny Personal Responsibility). This can 
occur if many are engaging in certain behavior or if someone else can be blamed 
for encouraging the action. “Everybody does it.” “Someone else started it.” “It 
wasn’t my fault.” “Someone else should be responsible.” 

• Disregarding or Misrepresenting Injurious Consequences (Deny the Harm). This 
allows people to minimize the harm they have caused. “What I did or what 
happened wasn’t that bad.” “He or she is overreacting.”  

• Dehumanizing or Blaming the Victim (Blame the Other). Those who are targeted 
may have personal characteristics that make it easier to blame them as being 
“deviant.” When someone is dehumanized, it is easier to Rationalize that hurtful 
actions were justified. “He or she deserved it.”  

Students who engage in hurtful behavior are likely to use these rationalizations when 
faced with an accusation of such hurtful behavior. Their parents may also do this. 
Sometimes when students think they should intervene, but do not, they also create 
rationalizations for why they did not intervene.  

School staff may also use rationalizations to justify not responding to the hurtful 
incidents they witness or are reported to them. School leaders should listen to 
themselves to ensure they are also not rationalizing their lack of willingness to intervene 
when a student reports someone is being hurtful. Have you ever heard a principal say 
these things? “It was just a joke.” “This is not bullying, so there is nothing I can do.” 
“This is off-campus, so not my job.” “You are overreacting, it wasn’t that bad.” “If you 
would only stop (fill in the blank), this would not happen to you.” 

It is important to distinguish between rationalizations and reasons. The blame the 
victim rationalization is grounded in perception that the targeted student is “deviant.” If 
a student states: “She has been spreading nasty rumors about me” this is a reason. This 
is a report of hurtful behavior directed at this student that must be addressed.  

By specifically teaching students and staff about these rationalizations hopefully they 
will start calling attention to these common excuses when they hear them from others. 
The best way to challenge these rationalizations is using questions that are based on the 
Principles of Influence.  
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DECREASE IMPULSIVE RETALIATION 
As noted earlier, on the Embrace Civility Student Survey the top two reasons students 
gave for being hurtful were that they were angry and did not think and the other person 
had been hurtful—essentially, impulsive retaliation. There was also a significant amount 
of bi-directional hurtful behavior reported. Students who reported they had been 
hurtful also reported someone had been hurtful to them.  

Research in the area of Growth Mindset has demonstrated that those who believe that 
personality is fixed are more inclined to engage in retaliation.  However, it is possible 235

to change one’s mindset, allowing people to understand that others can change. Belief 
that others can change reduces the likelihood of retaliating.  

In one study, a group of teens who were taught about the capacity of people to change 
demonstrated reduced aggressive retaliation and increased pro-social behavior when 
compared to control groups who were simply taught coping skills or received no 
treatment.  When students understand the capacity of people to change this can result 236

in reduced aggressive retaliation and increased pro-social behavior.  

Other positive strategies that were set forth in Chapter 4 can be integrated into an 
approach to reduce impulsive retaliation. It is recommended that educators use a multi-
pronged approach to reduce impulsive retaliation that combines these strategies: 

• Remain calm by self-regulating. “I will take the steps necessary to remain calm.” 
• Keep your personal power. “I will choose not to let that person control how I feel 

about myself or act.” 
• Maintain a Growth Mindset. “I know that people can change. What is happening 

now can be changed for the better.” 
• Engage in problem-solving. “I will think things through to decide what to do.” 

INCREASE POSITIVE PEER INTERVENTION 
Many students would like to help when they see someone being hurtful or excluded.  237

When students do intervene, they are often successful in getting the hurtful situations to 
stop.  Bullied students who have supportive friends experience less distress.  238 239

Students admire those who step in to help.   240

Unfortunately, when bullying situations do occur most often witnesses do not step in to 
help.  Simply telling students how horrible bullying is and not to be a “bystander” is 241

an approach that has not demonstrated any effectiveness. It is necessary to better 
understand the dynamics of stepping in to help. (The term “bystander” is not used in 
the Embrace Civility thinking because this implies “standing by.”) 

When students witness bullying or other hurtful behavior, they can be a:  
• Hurtful Participant. A Hurtful Participant joins in or supports the harm. Hurtful 

Participants of those who are have greater challenges are frequently are also “at 
risk.” Those who participate with one who is “motivated to achieve dominance may 
perceive their social status to be linked to their “leader.” A highly engaged Hurtful 
Participant would be considered a “supporter,” who should be held accountable 
along with the student who was hurtful, discussed in Chapter 7. 
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• Passive Observer. A Passive Observer ignores what is happening or walks away. 
Passive Observers frequently do not have a very high level of social status or 
personal power. Helping these students learn effective ways they can safely and 
privately step in to help will hopefully increase their efforts in doing so.  

• Helpful Ally. A Helpful Ally is one who steps in to help. Helpful Allies tend to have 
higher social status and/or personal power, as well as a higher level of compassion 
and effective social relationship skills. 

Helpful Allies can help in a variety of ways.  The three ways they can step in to help 242

addressed in the student program Embrace Civility are:  
• Reach Out. Reach out to be kind to the person being hurt or left out and help 

friends resolve conflict. 
• Say, “Stop.” Publicly or privately tell the person being hurtful to stop. 
• Report Concerns. Tell an adult who can help. 

RESEARCH INSIGHT 
The current state of the research on positive peer intervention is similar to the fable of 
the wise men describing an elephant. The following is a synthesis of the current research
—an effort to describe the entire “elephant.”  

In an effort to synthesize this research, it appears that to increase positive peer 
intervention will require addressing: 

• Personal Factors. 
• Social and Environmental Factors. 
• Perceived Barriers and Rationalizations.  

An extensive keynote on these issues was made by the author and can be watched 
online.   243

PERSONAL FACTORS 

MOTIVATION 
Motivation is grounded in compassion, a feeling of personal responsibility for well-
being of others, acceptance of differences, affective empathy, and a feeling of personal 
connection.   244

However, as most students do not like to see bullying and express a desire to intervene, 
lack of motivation may not be the most significant determining factor in whether or not 
students actually step in to help. 

PERSONAL POWER 
The personal power factor appears to relate to comparative personal power between the 
one being aggressive, the one targeted, and the witness.  Personal power and social 245

status appear to be related, but not identical. One can have personal power, but not 
strive for higher social status. 

If a witness does not feel as powerful as the student being hurtful, stepping in raises the 
risk of embarrassment or retaliation. If a witness is not as physically strong as one being 
hurtful, stepping in raises the risk of physical harm. Also, if witness becomes associated 
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with lower social status targeted student there can be a risk of embarrassment, teasing, 
or damage to their own reputation.  

It is not likely possible to dramatically change the personal power or social status of 
most witnesses, so the strategies to address the personal power factor must be creative:  

• Seek to influence those witnesses who do have higher personal power to be Helpful 
Allies, by helping them gain insight into effective strategies to increase their 
feelings of self-efficacy and motivation.  

• Lower the personal power barrier using a positive social norms approach that will 
reduce the perception that those who engage in hurtful behavior are admired and 
increase the perceived status of those who step in to help.  

• Provide guidance on more private strategies they can use that can help avoid direct, 
public confrontation with the one being hurtful, to reduce the risks of publicly 
standing up to this student. 

SELF EFFICACY 
Self-efficacy includes both effective skills and confidence in those skills.  The 246

confidence factor is likely related to the students’ perception of their own level of 
personal power and/or social status.  

Strategies to assist students in gaining effective skills to positively intervene that reduce 
the risks of embarrassment or retaliation include:  

• Teach students to problem solve—to think things through from the perspective of 
being a Helpful Ally: What do they want to accomplish in their efforts to help? 
What actions could they take? Is each action in accord with their personal values? 
What might happen for each action and would this be safe for them? What is their 
best first option? What could they do next if this was not effective? 

• Teach students the importance of using private strategies, such as privately 
reaching out to be kind, privately telling a friend to stop being hurtful, or reporting 
to an adult who can help.  

• Teach a safer strategy to publicly say, “stop,” such as working in a team with other 
students and not turning the situation into a confrontation. 

SOCIAL AND ENVIRONMENTAL FACTORS 

FRIENDSHIPS 
Students who witness hurtful behavior may have friendships with either those being 
hurtful or those targeted.  These friendships are highly influential in decisions to 247

intervene.  
• Those who are friends of those targeted are likely to reach out to help their friends.  
• The friends of those being hurtful are more likely to join in, encourage, or support 

their friend who is being hurtful. This particular group of Hurtful Participants 
could potentially play a very valuable role if they can be convinced to privately 
encourage their friend to stop being hurtful and to make things right.  

• If witness are friends with both, they may help to resolve or mediate the conflict, or 
may just do nothing.  
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• Those who are friends with neither could step in to help, do nothing, or join in the 
harm, all depending on all of the other personal factors.  

The following are recommendations to best use friendships to foster positive behavior: 
• Increase intervention by those who are friends of those targeted by increasing their 

self-efficacy in doing so, especially by providing insight into how they can best help 
their friend self-regulate and problem solve.  

• Encourage those who are friends with those who are hurtful to help their friends 
stop  and remedy the harm by increasing their self-efficacy to do so. Also seek to 
increase their motivation by pointing out that, based on the school’s positive social 
norms, as a perceived supporter of someone who is hurtful, their reputation will 
also be damaged.  

• Ensure students have effective conflict resolution skills to enable them to help their 
friends resolve conflicts or stop cycles of hurtful acts between friends.  

• Address the other personal factors and perceived peer norms to increase the 
willingness of students who are not close friends with the participants to increase 
their willingness to intervene. 

• In resolving hurtful situations, also address the hurtful behavior of those who 
supported their hurtful friend. Require also that all Hurtful Participants or 
Supporters are also held accountable. This is addressed in Chapter 7. 

SCHOOL CLIMATE 
Issues related to climate include a variety of factors.  The school must maintain a 248

culture of acceptance and all staff members must demonstrate a celebration of 
differences. School staff must reinforce the importance of shared responsibility and 
intervening.  

Staff interventions must be effective if the objective is to increase student’s reporting of 
serious hurtful situations.   

Schools should regularly assess climate issues related to conditions to reduce bullying or 
other hurtful behavior and support positive peer intervention through surveys and 
focus groups.  

PERCEIVED EXPECTATIONS OF PEERS—SOCIAL NORMS 
The perceived expectations of peers, or social norms, has been identified as a critically 
important factor.  As noted earlier, what students think other students think about 249

those who are hurtful, those who support those being hurtful, and those who step in to 
help  appears to be highly influential.   250

Instructional activities should allow students to realize the actual positive social norms 
held by their peers—disapproval of hurtful behavior and admiration of those who step 
in to help.   

PERCEIVED BARRIERS TO INTERVENTION AND RATIONALIZATIONS 

Based on a long line of research that considered bystander interventions, the factors that 
appeared to discourage intervention by witnesses include:  

• Diffusion of Responsibility. “Someone else should be responsible.”  
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• Audience Inhibition. “I could fail or embarrass myself.”  
• Social Influence. “No one else is doing anything—nobody else thinks this is 

wrong.”  251

On the Embrace Civility Student Survey conducted by the author, the key barriers 
students identified to stepping in to help were: 

• Not knowing what they could do. 
• It was not their business. 
• They could have failed and embarrassed themselves. 
• Other students might have teased them if they tried to help. 
• School staff is supposed to handle this.  

Thus, these research-identified barriers were also identified by students as barriers in 
this survey.  

When people see a negative situation and think they should do something, but don’t, it 
appears they often rationalize why they did not help, to rid themselves of the feelings of 
guilt.  Rationalizations were earlier. Likely, the deny personal responsibility is a 252

significant rationalization. 

To address the perceived barriers, it is necessary to ensure students have effective 
intervention skills, that will reduce the potential of failure or embarrassment and a 
school climate that fully supports positive peer intervention.  

HOLOCAUST RESCUERS 
Fascinating insight in positive peer intervention can be derived from studies of people 
who acted to rescue the Jews during the Holocaust. Eva Fogelman, daughter of a 
survivor, conducted interviews with such rescuers and found four very common 
attributes:  253

• They had well-developed inner values, acceptance of differences, and a strong 
belief that individual action mattered. 

• They came from loving homes, where parents used reasoned discipline rather than 
punishment. They had an altruistic caregiver who modeled compassionate values 
and frequently had suffered a loss in their own family that had given rise to 
increased sympathy for others.  

• They had a strong sense of self-competency and in their ability to find creative 
solutions to the very difficult situations. 

• There were enabling situations that occurred that helped to support their efforts. 
This included a support network of like-minded rescuers.  

Essentially, what Fogelman discovered in her research is fully in line with the insight 
that this author identified through extensive academic research.  

APPLYING THESE STRATEGIES 
At this point, it is helpful to consider the strategies set forth in this Chapter and Chapter 
4 as “ingredients” in a recipe to best address the concerns of all students who are 
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involved in hurtful incidents in various roles, as the one targeted, as student with 
challenges who is engaging in aggression, as a student who is being hurtful to achieve 
dominance, and as a witness.  

INCREASE STUDENT RESILIENCE ~ BE POSITIVELY POWERFUL 
Increase the resilience of students who are more frequently targeted or who are students 
with challenges who are engaging in hurtful behavior, it is suggested that the strategies 
focus helping them to become more positively powerful: 

• Remain calm. Engage in daily practice of mindfulness so they have greater ability 
to self regulate and think things through to identify the strategies that are most 
helpful for them to self regulate.  

• Maintain their personal power. Encourage students to stand tall to present 
themselves with more self-confidence. Help them to understand that while they 
cannot always control what might happen to them, they do have the ability to 
control how they feel about themselves and choose to respond.  

• Think things through. Focus strongly on assisting students in gaining the skills to 
independently problem solve when they are faced with a more challenging 
situation. Engage in Collaborative Problem Solving with students to address any 
concerns so that they are fully engaged in the quest for a resolution.  

• Make positive connections. Help students build a positive connection with several 
staff members who they think of as a trusted adult. Assist students in making 
better friendships.  

• Reach out to be kind. Students who regularly reach out to be kind have higher 
levels of peer acceptance. The practice of engaging in mindful kindness has 
incredible benefits.  

• Use their strengths. Be sure students know what their personal character strengths 
are, as well as other interests and strengths. Help them to focus on their future and 
engage in effective goal setting and action planning. Help them to think things 
through on how they can use their their personal strengths to respond to any 
hurtful or challenging situation. 

• Focus on the Good. Help students learn to focus on the good things that are 
happening in their lives and express gratitude. 

These strategies are all set forth in a book by this author entitled Be Positively Powerful: 
An Empowerment Plan for Teens Who Are Bullied or Harassed. This book does contain 
a chapter that explains to teens how what schools are doing is not working, why, and 
what schools should be doing. Portions of this book could be very helpful for use in 
secondary advisory classes.  

However, it is highly likely the school would want to tell students that if someone is 
treating them badly, they should tell the school, and the staff or principal will help to 
make things better. Based on the research evidence, this unfortunately is not the case—
and students know this is not the case. If a school is implementing the approaches set 
forth in this book, especially Chapter 7, an alternative version of Be Positively Powerful 
that is directed at assisting all students is available.  
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INCREASE EFFECTIVENESS OF STUDENTS IN RESPONDING IF TREATED 
BADLY 
Increase the effectiveness of students in responding when they are treated badly, using 
these strategies: 

• Remain calm and keep their personal power. Take deep breaths to self-regulate. 
Stand tall. Control their thinking by thinking to themselves, “I am worthy. I 
deserve respect. I choose not to give that person the power to make me feel bad. 
That person is showing who they are, not who I am.”  

• Think things through. Decide whether they can or should engage in any verbal 
response at this time. Only respond to this person if you are sure that you can 
remain calm.  
- Use their strengths. If they respond verbally—keep it short and powerful—using 

one of their character strengths in a positive way. Then, hold their head high and 
walk away with pride.   

- If they choose to simply ignore this person, hold their head high and walk away 
with pride. If they are in a place where they cannot leave, then ignore and pull 
out a book.  

- If they can, walk to a place where there is a school staff member who would be 
in a position to witness continuing harm. But do not talk to that staff member in 
front of other students because this may be interpreted as “tattling.”  

- If they are online—capture the post and report abuse to the site. Then, keep their 
hands off the keyboard until they are certain you have self regulated and thought 
things through. 

• Make a positive connection. As soon as possible connect with a friend or trusted 
adult to describe what happened, receive support, and think things through about 
what additional response might be necessary at this time.  

• Document the incident. If they have been having ongoing problems with this other 
student being hurtful, document in writing what happened.  

• Focus on the good. Then immediately write down five positive things they are 
grateful for so that writing about this incident does not deepen your focus on the 
negative. 

• Start a positivity ripple. Using social media, seek to start a positivity ripple by 
messaging 5 friends to tell them what they appreciate about them and ask those 5 
friends to write to 5 other friends to do the same. Post a meme on their pages 
about courage, kindness, or gratitude.  

INFLUENCING STUDENTS TO NOT BE HURTFUL AND TO ACCEPT 
RESPONSIBILITY 
To better influence students not be hurtful and to accept responsibility if they were 
hurtful, make use of these strategies: 

• Positive social norms. Increase their understanding of positive social norms of 
their peers that when they engage in hurtful behavior the vast majority of those 
who witness or find out about this do not admire them for this. 
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• Motivate positive behavior. Use principles from the psychology of influence to 
motivate positive behavior. “How would you feel if someone did this to you?” 
“How does your behavior fit with your personal commitments?” How does your 
behavior match the shared values of the school?” “What you think others think 
about your actions?” “ what you think a trusted adult would tell you about your 
behavior?” “How do you think behaving like this will impact what others think of 
you?” 

• Recognize rationalizations. Help students recognize rationalizations as excuses for 
being hurtful. 

• Reduce likelihood of impulsive retaliation. Help students learn that the best way 
to avoid engaging in impulsive retaliation is to remain calm and self regulate, keep 
their personal power by controlling their thinking, realize that others and the 
situation can change, and thinking things through to decide what to do.  

• Hold students accountable if they are hurtful. Assist students through a process 
that allows them accept personal responsibility for their actions and engage them 
in Collaborative Problem Solving to think things through to decide how to remedy 
the harm. 

• Require a kindness remedy. If students have been hurtful, not only do they have an 
obligation to remedy the harm to the one they treated badly, they have a 
responsibility to remedy the harm to the school community. Require any student 
who has been hurtful and this student’s supporters to reach out to be kind to three 
to five people every day. Ask them to keep a log of this and report to the office daily 
or weekly. The log should note who they were kind to, what they did, how this 
appeared to make this person feel, and how this made them feel  

POSITIVELY POWERFUL APPROACH TO SUPPORT ALL STUDENTS 
There are four questions that students can be asked to respond to that are grounded in 
some of the following research-based connections approaches that can help to build 
new neural pathways that support greater happiness and success. The research basis for 
the importance of these four questions is noted after each question and is further 
discussed in Chapter 4. 

• Who did have a heart-to-heart connection with today? (Connections) 
• How did you reach out to be kind to someone today? (Kindness) 
• What did you do today that you are proud of? (Strengths) 
• What has happened today that you are thankful for? (Gratitude) 

These questions should ideally be asked of students as frequently as possible, daily in 
elementary school classrooms or in community circles or advisories. A teacher could 
have each question printed on a craft stick, all four sticks could be passed around, and 
each student would pick one stick to answer. This would cause all students to be 
thinking about their answers to all four questions.  

These 4 questions could also be set forth on a display as students enter the school. These 
questions also should be asked by staff who are supporting students as a Staff Ally.   
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CHAPTER 6. LEGAL ISSUES 

CIVIL RIGHTS LAWS 
Public school districts violate federal civil rights laws when discriminatory harassment 
based on race, color, national origin, sex, or disability is sufficiently serious or persistent 
to create a hostile environment, and school staff encourage, tolerate, do not adequately 
address, or ignore such harassment.  

Several federal laws govern discriminatory harassment. These laws are enforced through 
agency actions by the USDOE’s Office for Civil Rights (OCR).  These statutes also 254

provide the basis for litigation against public schools.  
• Title IX of the Education Amendments of 1972 prohibits discrimination on the basis 

of sex by an educational program or activity receiving federal funds.   255

• Title VI of the Civil Rights Act of 1964 prohibits discrimination on the basis of race, 
color, or national origin in any educational program or activity receiving federal 
funds.  OCR has taken the position this includes discrimination based on 256

religion, if grounded in national origin.   257

• Section 504 of the Rehabilitation Act of 1973 prohibits discrimination on the basis of 
disability in programs or activities receiving federal financial assistance.   258

• The Americans with Disabilities Act of 1990 prohibits discrimination on the basis of 
disability.  259

States also have constitutional provisions and statutes that protect against 
discrimination, most generally including sex, race, color, religion, and national origin. 
Some state statutes have been expanded to include other protected classes, including 
sexual orientation.  

The key focus of the civil rights statutes is whether the situation constitutes a “hostile 
environment.” A “hostile environment” exists when unwelcome conduct becomes so 
severe or persistent that it creates an intimidating, threatening, or abusive environment 
that affects a student's ability to participate in or benefit from an educational program 
or activity.   260

It is exceptionally important that educators note the term “or.” One of the likely reasons 
it appears that the disciplinary code approach is ineffective is that the result of an 
investigation into a reported situation is a determination of whether the accused student 
engaged in behavior that was significantly serious to warrant a disciplinary response. 
Principals are likely to not consider more minor hurtful incidents to meet this standard.  

However, for the student who is experiencing persistent minor hurtful incidents these 
persistent acts can be creating a hostile environment. These persistent hurtful acts 
should be viewed as toxic stress, which is a form of trauma.  
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2010 OCR DEAR COLLEAGUE LETTER 
One notable guidance document is the Dear Colleague Letter issued by the OCR in 
October 2010, that addressed the intersection between bullying and discriminatory 
harassment as follows: 

Harassment creates a hostile environment when the conduct is sufficiently severe, 
pervasive, or persistent so as to interfere with or limit a student’s ability to participate in 
or benefit from the services, activities, or opportunities offered by a school. When such 
harassment is based on race, color, national origin, sex, or disability, it violates the civil 
rights laws that OCR enforces.  261

Based on this Letter, schools must respond to situations of discriminatory harassment 
that they know or reasonably should know about. The examples included make clear 
that to avoid an adverse agency action, schools must not only intervene in reported 
incidents, they must engage in comprehensive efforts to change the school culture that 
underlies such incidents. 

The requirements set forth included: 

(S)chools should have well-publicized policies prohibiting harassment and procedures 
for reporting and resolving complaints that will alert the school to incidents of 
harassment. 

When responding to harassment, a school must take immediate and appropriate action 
to investigate or otherwise determine what occurred. The specific steps in a school’s 
investigation will vary depending upon the nature of the allegations, the source of the 
complaint, the age of the student or students involved, the size and administrative 
structure of the school, and other factors. In all cases, however, the inquiry should be 
prompt, thorough, and impartial.  

If an investigation reveals that discriminatory harassment has occurred, a school must 
take prompt and effective steps reasonably calculated to end the harassment, eliminate 
any hostile environment and its effects, and prevent the harassment from recurring. 
These duties are a school’s responsibility even if the misconduct also is covered by an 
anti-bullying policy, and regardless of whether a student has complained, asked the 
school to take action, or identified the harassment as a form of discrimination.  

... 

When the behavior implicates the civil rights laws, school administrators should look 
beyond simply disciplining the perpetrators. While disciplining the perpetrators is likely 
a necessary step, it often is insufficient. A school’s responsibility is to eliminate the 
hostile environment created by the harassment, address its effects, and take steps to 
ensure that harassment does not recur. Put differently, the unique effects of 
discriminatory harassment may demand a different response than would other types of 
bullying.  262

The perspective taken by Engage Students to Embrace Civility is that these requirements 
should guide all instances of serious or persistent hurtful situations, not only incidents 
that meet the standards for discriminatory harassment. There is no justifiable reason 
why a student who might not fall into a class that receives protections under federal civil 
rights laws do not deserve this kind of comprehensive investigation and intervention. 
For example, students who have who have challenges with obesity are among the most 
bullied students.  
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The action steps that, depending on the circumstances may be required that were 
outlined in this Dear Colleague Letter included: 

• Separate the accused harasser and the target, provide counseling for the target and/
or harasser, or take disciplinary action against the harasser.  

• Provide training or other interventions not only for the perpetrators, but also for 
the larger school community, to ensure that all students, their families, and school 
staff can recognize harassment if it recurs and know how to respond. 

• Provide additional services to the student who was harassed in order to address the 
effects of the harassment, particularly if the school initially delays in responding or 
responds inappropriately or inadequately to information about harassment.  

• Take steps to stop further harassment and prevent any retaliation against the 
harassed student, the person who made the complaint or against those who 
provided information as witnesses.  

• Make sure that the harassed students and their families know how to report any 
subsequent problems, conduct follow-up inquiries to see if there have been any 
new incidents or any instances of retaliation, and respond promptly and 
appropriately to address continuing or new problems.  

DAVIS V. MONROE COUNTY BOARD OF EDUCATION 
In 1999, in the case of Davis v. Monroe County Board of Education, the Supreme Court 
held that schools can be financially liable under Title IX if they are “deliberately 
indifferent to known acts of student-on-student sexual harassment and the harasser is 
under the school’s authority,” so long as the harassment is “so severe, pervasive, and 
objectionably offensive that it can be said to deprive the victims of access to the 
educational opportunities or benefits provided by the school.”  263

Breaking the above statement down, the five elements of a case include: 
• Student is a member of, or perceived to be a member of, a protected class under 

federal statutes and the hurtful behavior is associated with the student’s protected 
class status, or perception thereof.  

• The school had actual knowledge of the harassment. (“Should have known” is the 
standard for agency enforcement..) 

• The student or students engaging in the harassment were under the school’s 
authority.  

• The harassment was so severe, pervasive, and objectionably offensive that it 
deprived the student of access to the educational opportunities or benefits provided 
by the school.   

• The school was deliberately indifferent to this harassment.  

This liability standard is based on the principle that recipients of federal funds should be 
held liable only for their own misconduct and not the misconduct of others. Thus, Title 
IX does not make a school district liable for the conduct of students who are engaged in 
aggression. Rather, a district is liable only for its own misconduct in failing to respond 
to known harassment in a diligent manner.  

The key element that is frequently in most contention in these cases is whether the 
school was deliberately indifferent. The most frequently quoted standard on this is from 
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Vance v. Spencer Cnty. Pub. Sch. Dist., a Sixth Circuit case.  In interpreting the Davis 264

standard, the Court stated: 

Where a school district has actual knowledge that its efforts to remediate are ineffective, 
and it continues to use those same methods to no avail, such district has failed to act 
reasonably in light of the known circumstances.  

PLAN OF ACTION 
Essentially, the standards under civil rights laws should apply to all situations where a 
student is experiencing serious or persistent bullying.  

To reiterate, under civil rights guidance, if a hostile environment exists, schools are 
required conduct a prompt, thorough and impartial investigation and intervene by 
taking prompt and effective steps that are reasonably calculated to  

• End the harassment by the hurtful students. 
• Remedy the harmful effects on the target. 
• Correct any aspects of the environment that appear to be supporting the hurtful 

acts. 
• Ensure that the harassment does not continue.  

It is recommended that this be translated to the following action steps.  
• The challenges any involved students are identified and a Positive Action Plan is 

put into place to address these challenges. 
• Any necessary protections are put into place for the target. 
• Through an Accountability Process, the hurtful student and supporters accept 

responsibility and take steps to remedy the harm to the target and school 
community. 

• Any necessary corrections are made to environment to address identified concerns. 
This includes corrections of staff and actions deemed helpful to improve Inclusion. 

• Ongoing monitoring takes place to ensure that things are better for all involved 
students. 

• An evaluation is conducted to determine effectiveness of the school’s investigation 
and intervention. 

INDIVIDUALS WITH DISABILITIES EDUCATION ACT AND 
SECTION 504 REQUIREMENTS 
Schools are required to take steps to reduce the bullying of and by students with 
disabilities and remedy the harmful effects. Three federal laws govern situations related 
to bullying of or by students with disabilities.  

• Section 504 of the Rehabilitation Act of 1973 (Section 504).  265

• The Americans with Disabilities Act of 1990 (ADA).  266

• Individuals with Disabilities Education Act (IDEA).   267

The importance of addressing the risks associated with bullying and students with 
disabilities was recently reinforced by the USDOE in two Dear Colleague Letters. 

-   -84



Students with disabilities who are being harassed are most often being denied their right 
to a Free and Appropriate Public Education (FAPE)  

In 2013, the Department’s Office for Special Education and Rehabilitation Services 
(OSERS) issued a Letter that called upon schools to better address bullying of or by 
students with disabilities who are receiving services under the IDEA.  In 2014, OCR 268

issued a Letter that expressed that made it clear that failure to effectively address the 
harassment of students with disabilities also is governed under Section 504.   269

The 2013 Dear Colleague Letter stated: 

Whether or not the bullying is related to the student’s disability, any bullying of a 
student with a disability that results in the student not receiving meaningful 
educational benefit constitutes a denial of FAPE under the IDEA that must be 
remedied. 

This Letter placed an express requirement on schools related to any target of bullying 
who is also on an Individual Education Plan (IEP): 

Schools have an obligation to ensure that a student with a disability who is the target of 
bullying behavior continues to receive FAPE in accordance with his or her IEP. The 
school should, as part of its appropriate response to the bullying, convene the IEP Team 
to determine whether, as a result of the effects of the bullying, the student’s needs have 
changed such that the IEP is no longer designed to provide meaningful educational 
benefit.   

While schools may seek to protect students with disabilities who are being bullied or 
engaging in bullying by placing them in a more restrictive environment away from the 
mainstream school community, the letter specifically warns:  

(S)chools may not attempt to resolve the bullying situation by unilaterally changing the 
frequency, duration, intensity, placement, or location of the student’s special education 
and related services.  270

Further requirements relate to situations when a student with disabilities is engaging in 
bullying behavior: 

If the student who engaged in the bullying behavior is a student with a disability, the 
IEP Team should review the student’s IEP to determine if additional supports and 
services are needed to address the inappropriate behavior. In addition, the IEP Team 
and other school personnel should consider examining the environment in which the 
bullying occurred to determine if changes to the environment are warranted.   

Note, this provision must be considered in accord with the 2014 Dear Colleague Letter 
related to the use of exclusionary practices.  A student with disabilities who is both 271

bullied and engaging in bullying, who is suspended, expelled, or arrested for engaging 
in bullying raises the potential of a challenge based both on FAPE and civil rights 
discrimination.  

Under IDEA, schools must assess and develop objectives for both academic skills and 
functional skills. Functional skills include social emotional competencies and social 
relationship skills. Any involvement in bullying raises a “red flag” that the student has 
difficulties in this area that must be better addressed. 
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When the concern relates to discriminatory harassment under Section 504, which 
includes students receiving special education services under IDEA, the 2014 OCR Letter 
informed schools of the following: 

(W)hen a school knows or should know of bullying conduct based on a student’s 
disability, it must take immediate and appropriate action to investigate or otherwise 
determine what occurred. If a school’s investigation reveals that bullying based on 
disability created a hostile environment—i.e., the conduct was sufficiently serious to 
interfere with or limit a student’s ability to participate in or benefit from the services, 
activities, or opportunities offered by a  school—the school must take prompt and 
effective steps reasonably calculated to end the bullying, eliminate the hostile 
environment, prevent it from recurring, and, as appropriate, remedy its effects.  272

When addressing FAPE, the focus is on the educational needs of and services provided 
to the student. A school’s investigation and evaluation should determine whether the 
student’s education has been affected by the harassment. As part of an appropriate 
response to a bullying situation, the school is required to convene the IEP or Section 
504 Team to determine whether the student’s needs have changed such that the IEP or 
Section 504 services plan is no longer providing a meaningful educational benefit.  

While one focus in this meeting will likely be on helping the student improve social 
relationship skills, because this student’s rights are also protected under the civil rights 
law Section 504, the primary focus in the meeting must be on the actions to correct a 
hostile environment. This should come in a discussion about what Supplemental Aids 
and Services the student needs. The requirements under Supplemental Aids and 
Supports are described as follows: 

(d) A statement of the specific special education and related services and supplementary 
aids and services, based on peer-reviewed research to the extent practicable, to be 
provided to the child, or on behalf of the child, and a statement of the program 
modifications or supports for school personnel that will be provided for the child: 

(A) To advance appropriately toward attaining the annual goals; 

(B) To be involved and progress in the general education curriculum and to participate 
in extracurricular and other nonacademic activities; and 

(C) To be educated and participate with other children with disabilities and children 
without disabilities. 

If this student is being bullied, achieving objectives (A), (B), and (C) are at risk. This 
student will have greater difficulties focusing on studies, being involved in educational 
activities and extracurricular activities, and participating with other students. Therefore, 
the school must create a plan of action for aids and services for this student or on this 
student’s behalf and supports for school personnel to allow this student to effectively 
learn and fully participate without other students or staff members being hurtful.  

It is not permissible to talk about what might happen in terms of discipline to the 
student or students being hurtful in the targeted student’s IEP or 504 meeting. So it will 
be necessary to generally talk about what the school intends to do in regards to any 
situations where any student is hurtful, even if in a minor way.  

Both IDEA and Section 504 address concerns associated with the suspension or 
exclusion of students with disabilities, either a 10 day suspension or a series of 
suspensions.  As OCR has stated:  273
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OCR also considers a series of short-term exclusions (each 10 school days or fewer) 
from the educational program to be a significant change in placement, if the short-term 
exclusions total more than 10 school days and create a pattern of removal. 

While this language relates to suspensions, this provides the basis to argue that if the 
harassment a student is receiving has interfered with that student's ability to participate 
in learning and any school activity and this has happened more than ten days, this is a 
significant change in placement and denial of FAPE and has created a pattern of 
exclusion that is a violation of Section 504 and must be addressed in an IEP or Section 
504 meeting. 

FREE SPEECH ISSUES 
There have been four Supreme Court cases addressing student free speech rights, 
including speech using digital media. Three of these relate to situations that could be 
involved when considering student speech that disparages other students, Tinker v. Des 
Moines Ind. Comm. Sch. Dist., Bethel School District v. Fraser, and Morse v. Frederick.  274

Tinker v. Des Moines.  The Tinker case involved the right of students to wear black arm 275

bands to protest the war in Vietnam.  

The Court made strong statements related to the protection of students’ free speech 
rights, but also indicated schools may restrict student speech if there are reasons to 
believe it could cause a substantial disruption or a significant interference with other 
students. A key comment from the case:  

In order for the State in the person of school officials to justify prohibition of a 
particular expression of opinion, it must be able to show that its action was caused by 
something more than a mere desire to avoid the discomfort and unpleasantness that 
always accompany an unpopular viewpoint. Certainly where there is no finding and no 
showing that engaging in the forbidden conduct would "materially and substantially 
interfere with the requirements of appropriate discipline in the operation of the school," 
the prohibition cannot be sustained. 

Bethel v Fraser.  The next Supreme Court case addressing student free speech was 276

Fraser, which involved student speech during an assembly that presented an explicit 
sexual metaphor.  

While the Court again reinforced the importance of respecting students’ free speech 
rights, it also noted that the “constitutional rights of students in public school are not 
automatically coextensive with the rights of adults in other settings.” The Court 
determined that school administrators could respond to student speech that was “lewd, 
vulgar, plainly offensive, and contrary to the school’s educational mission.”  

An important statement also appeared in the Fraser case, in the concurring opinion of 
Justice Brennan. This statement relates directly to the issue of off-campus speech. Justice 
Brennan stated: 

If respondent had given the same speech outside of the school environment, he could not 
have been penalized simply because government officials considered his language to be 
inappropriate. 

Thus, the Fraser standard provides support for school administrators in inculcating 
habits and manners of civility, but this only applies to on-campus student speech.  
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Morse v. Frederick.  The case of Morse involved student display of a sign that read 277

“Bong Hits 4 Jesus” at what the Court considered to be a school event, where students 
were watching the Olympic torch passing the school.  

The manner in which the Supreme Court approached its analysis in Morse focused on 
student safety. As such, this decision is directly applicable to the situation involving 
speech that could harm other students, including situations involving bullying.  

Laying the groundwork for the concern of drug use, the Court quoted from the 
Vernonia case, where it had upheld school-based drug searches and spoke extensively on 
the dangers of youth drug abuse. Then the Court engaged in an extensive discussion of 
the need and demand for school-based efforts to address drug abuse. The Court’s 
process of analysis was: 

The problem (of drug abuse) remains serious today. (Citing several sources of 
supporting data.) ... 

Congress has declared that part of a school’s job is educating students about the dangers 
of illegal drug use. ... (Referencing such statutory efforts.) 

Thousands of school boards throughout the country ... have adopted policies aimed at 
effectuating this message. Those school boards know that peer pressure is perhaps “the 
single most important factor leading schoolchildren to take drugs,” and that students are 
more likely to use drugs when the norms in school appear to tolerate such behavior. 
Student speech celebrating illegal drug use at a school event, in the presence of school 
administrators and teachers, thus poses a particular challenge for school administrators 
working to protect those entrusted to their care from the dangers of drug abuse. 

The concurring opinion in Morse, Justice Alito, along with Justice Kennedy, should also 
be viewed as influential. In this opinion, Justice Alito focused on the issue of student 
safety: 

[A]ny argument for altering the usual free speech rules in the public schools cannot rest 
on a theory of delegation but must instead be based on some special characteristic of the 
school setting. The special characteristic that is relevant in this case is the threat to the 
physical safety of students. School attendance can expose students to threats to their 
physical safety that they would not otherwise face. Outside of school, parents can 
attempt to protect their children in many ways and may take steps to monitor and 
exercise control over the persons with whom their children associate. Similarly, students, 
when not in school, may be able to avoid threatening individuals and situations. During 
school hours, however, parents are not present to provide protection and guidance, and 
students’ movements and their ability to choose the persons with whom they spend time 
are severely restricted. Students may be compelled on a daily basis to spend time at close 
quarters with other students who may do them harm. Experience shows that schools 
can be places of special danger.  

... [D]ue to the special features of the school environment, school administrators must 
have greater authority to intervene before speech leads to violence.   

Two lower court cases illustrate how the standards of Tinker and Morse, and sometimes 
Fraser, have been applied in situations of bullying and speech that disparages others and 
thus contributes to a “culture of bias.”  

A key federal court case that applied the Tinker standard in the context of a bullying 
policy is  
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Saxe v. State College.  In Saxe, the school district’s anti-harassment policy had been 278

challenged on the basis that it was over broad and could impact speech that someone 
might find merely offensive. The objections to the school’s bullying policy had been 
raised by the legal guardian for two students who believed that this policy would restrict 
the ability of students to speak out about their religious beliefs, including their belief 
that homosexuality is a sin. 

The Third Circuit Court, in an opinion by then-Judge Alito, initiated the discussion 
with the following statement: 

There is of course no question that non-expressive, physically harassing conduct is 
entirely outside the ambit of the free speech clause. But there is also no question that the 
free speech clause protects a wide variety of speech that listeners may consider deeply 
offensive, including statements that impugn another's race or national origin or that 
denigrate religious beliefs. 

In other words, there are no concerns with respect to statutory bullying prevention 
restrictions against hurtful physical conduct. The free speech concerns are associated 
with provisions that impact student speech.  

In discussing the school district’s policy, the Court stated as follows: 

We agree that the Policy’s first prong, which prohibits speech that would “substantially 
interfere with a student’s educational performance,” may satisfy the Tinker standard. 
The primary function of a public school is to educate its students; conduct that 
substantially interferes with the mission is, almost by definition, disruptive to the school 
environment. 

Note also that the Court essentially equated the Tinker concept of “substantial 
disruption” with “interference with a student’s educational performance.” Note also the 
use of the terms “a” student, meaning the disruption does not have to be school-wide. 
The interference may be of one other student. 

In another location in the decision, the Court also stated that it was appropriate to 
assess this distress based both on the subjective perspective of the student bullied, as 
well as an objective perspective looking at all of the circumstances, including frequency 
and severity and degree of interference. 

However, the Court did find the second prong to be unconstitutional because it 
included the term “offensive.” The Court stated: 

In any case, it is certainly not enough that the speech is merely offensive to some listener. 
... Because the Policy's "hostile environment" prong does not, on its face, require any 
threshold showing of severity or pervasiveness, it could conceivably be applied to cover 
any speech about some enumerated personal characteristics the content of which offends 
someone. This could include much "core" political and religious speech: the Policy's 
"Definitions" section lists as examples of covered "negative" or "derogatory" speech 
about such contentious issues as "racial customs," "religious tradition," "language," 
"sexual orientation," and "values." Such speech, when it does not pose a realistic threat 
of substantial disruption, is within a student's First Amendment rights. 

Kowalski v. Berkeley County.  This recent Fourth Circuit case, addressed a situation 279

involving off-campus cyberbullying involving hurtful speech directed at one student by 
another student.   
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Because this speech was off-campus, the Court declined to rely on the Fraser standard. 
The Court made its determination supporting the disciplinary actions of the school 
based on the Tinker substantial disruption standard, noting the evidence of how the 
student’s off-campus actions had interfered with the bullied student’s learning.  

However, in discussion the Court also set forth an analysis approach that was very 
similar to the manner in which the Supreme Court approached its decision in Morse:   

According to a federal government initiative, student-on-student bullying is a major 
concern in schools across the country and can cause victims to become depressed and 
anxious, to be afraid to go to school, and to have thoughts of suicide. ... [Schools have a 
duty to protect their students from harassment and bullying in the school 
environment ... Far from being a situation where school authorities suppress speech on 
political and social issues based on disagreement with the viewpoint expressed, ... school 
administrators must be able to prevent and punish harassment and bullying in order to 
provide a safe school environment conducive to learning. 

Thus, in this case, we can see the reliance on Tinker, but strong support from a Morse-
based analysis related to student safety.  

Based on this case law, schools have the authority to respond to off-campus student 
speech if that speech has, or foreseeably could, cause a substantial disruption in school 
or a significant interference with the ability of a student to receive education.  It is 280

advisable that districts include language providing for such authority in their policy. 

It is most important to note that “substantial disruption” means of disruption of the 
delivery of education, not a disruption in the life of a staff member. If a student has 
targeted a staff member online and there has been no disruption of student learning, 
suspension could lead to liability. In this kind of a situation, the school should assess 
whether staff member has been hurtful to the student. 

The Bottom Line. If you are in any situation where restrictions are being imposed on a 
student’s exercise of speech or a disciplinary consequence is being imposed, be sure to 
thoroughly document, at the time, why such restriction or action is warranted in terms 
of how this speech has, or foreseeably could (based on very solid part experience or 
known experience in other schools) cause a significant interference in the ability of any 
other student to receive an education or could create a substantial disruption of a 
number of students at school.  
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CHAPTER 7. POSITIVE 
STRATEGIES FOR INVESTIGATION 
AND INTERVENTION 

OVERVIEW OF STRATEGIES 
The positive strategies for investigation and intervention include: 

• Implement a Multiple Tier System of Supports framework. 
• Increase effectiveness of staff response in minor hurtful incidents in a positive and 

restorative manner and ensure that staff identify situations that require a more 
intensive investigation and intervention. 

• Conduct a comprehensive investigation of the serious or persistent hurtful 
Situations.  

• Ensure a Positive Action Plan to increase resilience is put into place for any student 
who has been involved in a hurtful situation who has any identified challenges—as 
the one targeted or the one being hurtful. 

• Ensure a Protections Plan is put into place to provide any necessary protections for 
any student who has been targeted.  

• Hold both those who were hurtful and their supporters accountable through an 
Accountability Process. 

• Address concerns of students with disabilities in an IEP or 504 Plan meeting.  
• Investigate and correct any aspects of the school environment that may be 

contributing to a hostile environment. 
• Conduct an evaluation of the school’s interventions in the more serious or 

persistent situations.  
• Consider the establishment of a Peer Assistance and Accountability Team.  

MULTIPLE TIER SYSTEM OF SUPPORTS APPROACH 
The Multiple Tier System of Supports (MTSS), is an excellent three tiered, prevention 
approach that originated in the public health field. The focus of MTSS has always been 
on those students who are at a greater risk. There are three Tiers: 

• Tier I. Universal prevention efforts directed at all students. 
• Tier II. Targeted supplemental interventions required by students who need 

additional support.  
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• Tier III. Intensive interventions required by students who face significant 
challenges. 

The following are portions from a statement set forth by PBIS explaining the integration 
of MTSS in bullying prevention.  This statement is provided because it provides an 281

excellent opportunity to gain insight into the traditional understanding of the 
application of MTSS to risk prevention and how this understanding must be changed to 
more effectively address the concerns of hurtful behavior.  

Essentially, with a slight change in perspective, MTSS can function effectively as a 
framework to address the concerns of hurtful behavior. This must include addressing 
the concerns of students who are not considered “at risk” and the concerns related to 
the lack of effectiveness of staff who witness hurtful incidents, as well as staff who 
engage in behavior that is perceived by a student as hurtful.  

TIER I 
From the PBIS document: 

At Tier I, all students and staff are taught directly and formally about how to behave in 
safe, respectful, and responsible ways across all school settings. The emphasis is on 
teaching and encouraging positive social skills and character traits. If implemented well, 
most students will benefit and be successful. 

This statement and approach is entirely correct, but requires some additions. All 
students and staff must learn how to behave in safe, respectful, and responsible ways 
across all school settings. It will be helpful to add also when communicating online. It is 
very important that for students, this include those engaging in bullying or other 
hurtful behavior, those targeted, and witnesses. 

It is exceptionally important that all staff have insight and skills into effective strategies 
to assist students who are having relationship difficulties.  

Additionally, a Tier I level perspective should apply to the more Minor Hurtful 
Incidents that students are able to resolve by themselves or with a low level of staff 
intervention.  

At the Tier I level, all staff require professional development to ensure they know how to 
effectively assist students in resolving Tier I level hurtful incidents.  

However, and very importantly, when staff witness hurtful incidents they should 
questions about the ongoing nature of hurtful incidents of both the student being 
treated badly and the one who was hurtful. The incident may at first, appear to be at a 
Tier I level, but further questioning may reveal that there are more serious or persistent 
concerns—thus, this is a Tier II level situation that should be reported.  

TIER II 
From the PBIS document: 

At Tier II, students whose behaviors do not respond to Tier I supports are provided 
additional preventive strategies that involve (a) more targeted social skills instruction, 
(b) increased adult monitoring and positive attention, (c) specific and regular daily 
feedback on their behavioral progress, and (d) additional academic supports, if 
necessary. 
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The Tier II level is the level that requires a change in perspective. Note from the above 
underlined portions the perspective that Tier II students require more targeted social 
relationship skills instruction and feedback on their behavioral process—hence, 
students who are at greater risk.  

This perspective is entirely appropriate in two kinds of situations:  
• Where students who are being hurtful have social relationship skills challenges.  
• For some students who are being treated badly who have social relationship skills 

challenges that appear to be contributing to the situation. 

However, some students who are involved in a serious or persistent hurtful situation, 
especially socially skilled students who are being hurtful to achieve dominance but also 
sometimes those who have been targeted, may not otherwise be considered otherwise“at 
risk” or to have “behavioral concerns.” These students would not normally be 
considered students requiring Tier II assistance. 

Engage Students to Embrace Civility guidance to schools is to consider all serious or 
persistent hurtful situations Tier II level situations that require a more comprehensive 
investigation and a more extensive intervention approach, the effectiveness of which is 
monitored until such time as all students will indicate that things have gotten better.  

A Tier II intervention should also address the role that supporters of the hurtful 
student. Holding students who engaged in behavior that provided support for the harm 
accountable to remedy the harm is important.  

An important aspect of Tier II level is expressed as (b) increased adult monitoring and 
adult attention. Given the concerns of students about reporting and the evidence of the 
low level of effectiveness of staff interventions, clearly it is imperative that more serious 
or persistent hurtful situations be monitored in an ongoing manner.  

It is necessary to consider those hurtful students who have excellent social relationship 
skills, are competent, and are compliant to adult staff.. These students would likely never 
be perceived as requiring Tier II interventions—and yet they are the source of most 
hurtful behavior at the secondary level.  

An Accountability Agreement must be put into place for these students, and their 
actions monitored until these students have met the requirements of the Agreement and 
have clearly demonstrated that their engagement in hurtful behavior has ceased. 

A Tier II level investigation and intervention can be implemented in any situation 
where a staff member has been accused of engaging in hurtful behavior or has been 
routinely present when a hurtful incident occurred and did not intervene effectively or 
at all. It would be desirable that any initial situation involving this staff member be 
perceived as requiring a corrective action through professional development and 
support and not a disciplinary action. It is important that the staff member remedy the 
harm to the student. 

TIER III 
From the PBIS document: 

At Tier III, students whose behaviors do not respond to Tier I and II supports are 
provided intensive preventive strategies that involve (a) highly individualized academic 
and/or behavior intervention planning; (b) more comprehensive, person-centered and 
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function- based wraparound processes; and (c) school- family-community mental 
health supports.  

This statement and approach is entirely correct. Some very serious or persistent hurtful 
situations should be addressed at a Tier III level, especially when there is evidence that 
one or more of the students has serious behavioral challenges or has experienced 
trauma or when a Tier II level intervention has not achieved effectiveness. Tier III level 
interventions should fully integrate trauma informed practices. 

DISTRICT INVESTIGATION AND INTERVENTION PROCESS 
The recommended district and school policies and practices to put in place include: 

• It is presumed that districts have adopted a disciplinary code that includes 
provisions in accord with their state statute.  

• Identify one or more staff members at the school as “Designated Staff Person,” who 
are responsible for investigating and intervening in the serious or persistent hurtful 
situations. The Designate Staff Person is generally the principal, assistant principal, 
or a counselor. 

• Identify one or more district staff personnel who are available to provide assistance 
to school level Designated Staff Person and who are also responsible for 
investigating incidents or situations that have not been resolved at the school level. 

• Establish a reporting process, both at the school and district level, that can be used 
by students, parents, or staff to report incidents or situations. 

• Establish standards for staff regarding their intervention and reporting 
responsibilities. This should include guidelines for how they are expected to 
respond to the hurtful incidents they witness or are reported, as appropriate based 
their staff position and job responsibilities. 
- All classified staff members should be expected to seek to stop the incident and 

report to the Designated Staff Person for further investigation and intervention. 
- Certified staff members should be expected to seek to stop the incident, engage 

in further investigation of any incidents, intervene in Minor Hurtful Incidents, 
report more serious or persistent hurtful situations to the Designated Staff 
Person, and follow-up to ensure the situation has been resolved. 

- The Designated Staff Person should be responsible for Investigating and 
Intervening in serious or persistent hurtful situations or what were considered 
minor incidents that have not been effectively resolved by a certified staff 
member’s intervention. 

- If a staff member witnesses another staff member engaging in behavior that is 
disrespectful or abusive of a student, the staff member must report this to the 
Designated Staff Person. 

This guidance does not address physically violent incidents, which are presumably 
addressed in other district and school policies. 
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STAFF IMMEDIATE INTERVENTION 
OBJECTIVES OF THIS APPROACH 
Schools must address steps to be taken by general school staff when they witness hurtful 
incidents or a hurtful incident is reported to them.  

The objectives of this intervention approach are: 
• Takes into account the reality of how staff can respond, given their other job 

responsibilities. 
• Maintain a focus on helping students resolve all kinds of hurtful situations, not 

simply identifying when “bullying” has occurred, reporting this, and imposing 
punishment. 

• Recognize that what they have witnessed is likely not the whole story and therefore 
ask important questions to determine whether this is a more serious or persistent 
hurtful situation that requires a more comprehensive investigation and 
intervention by a Designated Staff Person. 

• Seek to restore relationships so that the harmful behavior does not continue. 
• Empower targeted students in a way that will reduce the potential of lasting 

emotional harm and assist them in learning skills to more effectively respond to 
similar situations that may occur in the future. 

• Ensure hurtful students and their supporters accept personal responsibility for 
their wrongdoing, take steps to remedy the harm, and discontinue in any further 
hurtful acts. 

• Follow-up to ensure that the resolution was effective.  

KEY ACTION STEPS 
The key actions steps in an initial intervention by certified staff member should include: 

• Stop the incident. The staff member may directly intervene, if safe to do so. If it is 
not safe, the staff member should immediately call for assistance.  

• Ensure safety of all students. Especially ensure the student who was the target is 
secure. Also, be attentive to safety needs of other participants. This step should take 
place while waiting for assistance, if it has been called. 

• Help all involved students Self-Regulate. This step should take place while waiting 
for assistance, if it has been called . 

• Assess the immediate situation. This initial assessment should determine the 
apparent degree of severity and the degree to which the students have been able to 
self-regulate so they can resume school activities. 
- If the situation is immediately identified as a serious or persistent hurtful 

situation, this should be immediately reported to the Designated Staff  Person.  
- If either of the involved students have been unable to self-regulate, the situation 

should be immediately reported to the Designated Staff Person or handled in 
another manner as determined by the school, e.g. send upset student to a 
counselor.  
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- If the staff member is classified, generally, at this point the incident should be 
referred to the Designated Staff  Person. There may be exceptions to this for 
certain classified staff members within individual schools. 

• Investigate and Intervene. 
- If the incident is initially determined to be a Minor Hurtful Incident and the 

students have successfully self-regulated, the manner in which the investigation 
and intervention occurs will be determined by what other job responsibilities the 
staff  member has at the current time. 

- If the staff member has the ability to conduct further investigation and 
intervention at the current time, this can occur.  

- If the staff  member does not have the ability to conduct a further investigation 
and intervention at the current time, arrangements should be made for when the 
students, alone or together will meet with the staff member to further discuss 
and resolve the incident.  

- Investigate and Intervene using the approach that is set forth below. 
• Report. Report the situation as required by the school.  
• Follow-up. Follow-up with both the student who was targeted and the one being 

hurtful by asking questions about the incident and relationships until all involved 
students indicate “things got better.” It is necessary to ensure the intervention was 
effective and the problem situation resolved. 

HANDOUT FOR STAFF 
The following is material that is provided separately on a one-page handout for staff, 
together with a slideshow to provide instruction to staff. 

OBJECTIVE 
To effectively and rapidly resolve Minor Hurtful Incidents between students in a 
restorative manner and to identify those situations that are serious or persistent hurtful 
situations for referral for a more comprehensive intervention. 

INCIDENT INTERVENTION 
• Initial Response. Stop incident, if it is safe to do so. Direct students to separate, 

ensure safety of students, and help students to self-regulate. 
- Realize that what you witnessed is likely not the “whole story.” 

• Conduct an Initial Assessment to determine if this is a minor incident or a serious 
or persistent hurtful situation that should be referred to the Designated Staff 
Person.  
- Is there evidence of an ongoing more serious situation or of retaliation? 

• If the incident appears to be Minor and the students have self-regulated, seek to 
help students effectively resolve the incident. 
- At this time, if possible—unless you have other responsibilities. 
- If at a later time, make interim arrangements for “separate paths,” if necessary, 

and arrangements to meet. 
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• Resolving a Minor Hurtful Incident. Use “shuttle diplomacy”—talking with each 
student independently to reach a resolution. 
- Talk with the targeted student to gain greater understanding into the dynamics. 

Find out how this student wants to proceed and what would be an effective 
resolution.  

• Ask Accountability Questions for Hurtful Student to identify the hurtful student’s 
motivations and help this student agree to accept personal responsibility and to 
remedy the harm.  
- This should include a written expression of personal responsibility, apology, and 

a commitment to discontinue harm. An agreement to “separate paths” for a time 
may also be necessary.  

- After the hurtful student proposes/prepares a remedy, check with the targeted 
student to determine whether this is acceptable or what modifications are 
desired.  

• Ask Accountability Questions for Hurtful Supporters, if present, and obtain a 
similar written remedy of harm. 
- If a resolution cannot be achieved, refer to Designated Staff Person. 

• If this incident appears to be a minor bi-directional conflict between students of 
equivalent social power, privately ask each students if they would be willing to 
engage in Conflict Resolution. 
- With you, with another staff member, with a peer mediator, or by themselves 

and report back to you. 
• Report, as required by the school.  
• Periodically Follow-up with all involved students to ensure that things got better.  

INITIAL PRIVATE INVESTIGATION 
• Ask all involved students, what has been happening in your relationship with ____ 

(name of student) before this?  
- If there is evidence of significant distress, the targeted student indicates that this 

is an ongoing hurtful situation, or the hurtful student indicates that the targeted 
student had been hurtful to this student earlier, refer the situation to the 
Designated Staff Person.  

ACCOUNTABILITY QUESTIONS FOR HURTFUL STUDENTS 
• What happened? What were you trying to accomplish? 
• Is there anything troubling going on in your life that I should be aware of? Listen 

for clues about any underlying issues or concerns. 
• Why did you think what you did was okay? Listen for and challenge 

rationalizations—spin it, deny responsibility, deny harm, blame target. 
• How would you feel if someone treated a friend you care about or a sibling in this 

way? (Do not ask how this student would feel.) 
• How do you think you made (name of targeted student) feel? 
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• What do you think other students think about students who say or do what you 
said or did to ____ (name of targeted student)?  

• If an adult you admire had seen what you did, what do you think this adult would 
have said to you? 

• What do you think other students think about someone who acknowledges that 
they treated someone badly and takes steps to make things right?  

• If your school had students participate in creating shared values and personal 
commitments, ask student what commitments made related to treatment of others 
and how to remedy the harm if ever hurtful. 

• What are your thoughts now about what you did? Do you accept personal 
responsibility? 

• What do you think you can to do to make things right?  

ACCOUNTABILITY QUESTIONS FOR HURTFUL PARTICIPANTS 
• Is there anything you know about this situation that you think might be helpful in 

making sure that it does not continue? 
• What are your thoughts on how you think students should treat others? 
• It appeared to me that you were supporting ____ (name of hurtful student). Why 

did you think it was okay for you to be supporting this student? Listen for and 
challenge  rationalizations.  

• What are your thoughts now about how you were supporting someone who was 
being hurtful? Do you accept personal responsibility for your supportive actions? 

• What do you think you can to do to make things right? 
• In the future, how do you think you could support another student to stop being 

hurtful, accept responsibility, and make things right? 

CONFLICT RESOLUTION 
• Make sure each is calm and agree to listen to the other. 
• Ask each person to explain what happened and how this made them feel. Guide 

them to use an “I” statement: “I feel ____ when you ____.”  
• After each person explains, reflect this back by saying: You are feeling (describe 

feelings), because (description of what happened). Is this correct? Ask if the other 
person understood. 

• When you are sure both understand how the other is feeling and why, then ask 
them to brainstorm strategies that would remedy the harm their behavior caused 
to the other and resolve the situation.  
- What are some strategies you could use to resolve this? (List several.) 
- For each, ask them to think about what might happen if they used this strategy 

and whether this outcome would be acceptable. 
- Help them come to an agreement on which strategy or strategies they will try 
first and if this does not work, what they will do as a back-up. 

• Put the solution in writing that they both sign.  
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• Follow-up with each privately to ensure the situation was resolved and things got 
better. 

MANDATORY REPORTING 
School staff members are required by law in every state to report child abuse. Child 
abuse includes emotional abuse. Emotional child abuse means injuring a child's self-
esteem or emotional well-being. It includes verbal and emotional assault—such as 
continually belittling or berating a child—as well as isolating, ignoring or rejecting a 
child.  

If a school staff member is aware that another school staff member is emotionally 
abusing a student, this is a situation that must be reported.  

Child abuse also includes sexual assault. If a school staff member suspects inappropriate 
sexual interest in a student by a colleague, this must be reported.  

SERIOUS OR PERSISTENT HURTFUL SITUATIONS 
INVESTIGATIONS 
Appendix B sets forth an Investigation Protocol for a Designated Staff Person to 
effectively investigate the serious or persistent hurtful situations, including those that 
may constitute discriminatory harassment under federal or state civil rights laws. This 
includes digital and social media situations, as well as students who are receiving special 
education services.  

This Investigation Protocol has been designed to raise attention to all issues that should 
be considered to fully understand the hurtful situation and the challenges faced by any 
involved student. Such insight is necessary to support an effective intervention.  

It is also necessary to identify the motivation of the hurtful student and this student’s 
supporters. Understanding the motivation can greatly facilitate the actions necessary to 
influence this student to accept personal accountability.  

This Investigation Protocol is quite extensive and should be considered, in part, for the 
purpose of professional development. Over time, it is assumed that a Designated Staff 
Person will be able to more effectively identify the key issues involved in a situation 
without having to go through each item in the Protocol. 

This Investigation Protocol has been designed to ensure that the Designated Staff Person 
investigates and makes a plan to correct situations that could give rise to liability for 
discriminatory harassment under federal or state civil rights laws and to avoid liability 
for violation of free speech for an intervention response to off-campus digital speech.  

However, this information should not be interpreted as legal guidance. 

This Investigation Protocol is designed to identify: 
• Concerns that relate to relationship challenges of any involved students, which can 

be addressed by a Positive Action Plan to assist this student in gaining greater 
resilience and social relationship skills.  
- This may also include issues related to home situations that may require referral 

to community mental health. 
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- Whether any involved student has disabilities and is receiving services on an IEP 
or 504 Plan.  

• Specifics related to where and when these incidents are occurring so that an 
appropriate Protection Plan can be set in place.  

• The motivations of the hurtful student and any history of the relationship 
interactions to lay the groundwork for an approach that will assist the hurtful 
student to be held Accountable, by accepting personal responsibility and taking 
steps to remedy the harm.  

• Supporters of the hurtful student to ensure that they are also held accountable.  
• Any concerns related to staff behavior, including whether any staff member has 

been hurtful to any of the involved students at this time or in the past and whether 
any staff member was present during a hurtful incident and how that staff member 
responded.  

• Aspects of the school environment that may need to be addressed to support 
greater inclusion. This concern will likely be most relevant if the targeted student is 
a member of a protected class.  

INTERVENTIONS 
This recommended Intervention Model incorporates restorative practices and 
Collaborative Problem Solving principles, along with MTSS, where necessary and 
appropriate. This model includes  

• A Positive Action Plan for any student involved who is experiencing challenges. 
• A Protections Plan, if deemed necessary, for the targeted student. 
• An Accountability Process and Agreement for those students who have engaged in 

hurtful behavior and any supporters of the hurtful student.  
• An Evaluation plan.  

If either the student who was targeted or the one who was hurtful is on an IEP or 504, 
the Intervention should be addressed at an IEP or 504 meeting and incorporated into 
the student’s IEP or 504 Plan. 

STUDENT VOICE IN INTERVENTIONS 
It is recommended that educators not assume the perspective that the “adult” needs to 
step in and decide what should be done. These situations involve challenges in 
interpersonal relationships. Authentic student voice and participation, especially of the 
targeted student, is essential.  

The people who know best what is happening are the students involved. All of the 
students involved in a problem situation should have both the right and the 
responsibility to be proactively engaged in determining the resolution to to the 
situation. The intervention approach must focus on empowering these students by 
ensuring authentic student voice.  

A targeted student is generally in a position of lower personal power than the one who 
was hurtful. Educators can help this student regain personal power by being treated as a 
full partner in the decision-making regarding what needs to be done.  
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• Ask the student’s opinion on the approach to intervene with the student who was 
hurtful.  

• Recognize that in some situations, a targeted student may not want to turn this into 
a situation where the student who has been hurtful is called to account. This 
student may simply require the opportunity to discuss the situation, receive 
emotional support, and brainstorm possible strategies this student can use 
independently to respond to the situation. Discuss response options this student 
might be able to independently use.  

• Alternatively, this student may wish that the school to coordinate an intervention 
discussion and resolution that includes both of the students together.  

• Ask the targeted student if there is a desire to prepare or approve a statement that 
describes what happened and the harmful impact of what happened that will be 
provided to the hurtful student.  

• Ask what the student desires or requires in terms of Protections. 

Indicate to the targeted student that the school will be seeking to enter into an 
Accountability Agreement with the hurtful student. Indicate the purpose of this 
Accountability Agreement approach is to both stop the hurtful behavior and require the 
student who was hurtful to take steps to remedy the harm. 

Sometimes a student or the student’s parent, will want the school to “punish” the 
student who was hurtful. This is a natural response and in some situations may be called 
for. Explain to the student and parent how the school will seek hold this student 
Accountable in a way that has been developed to achieve greater effectiveness and will 
remain fully engaged to ensure the hurtful behavior is stopped.  

Under Title IX, the student who was sexually assaulted or harassed has the right to be 
informed of all disciplinary interventions that relate directly to her or him.  This is not 282

considered a violation of Federal Educational Rights and Responsibilities Act (FERPA). 
Indicate to the targeted student and parent that the portion of the Accountability 
Agreement that pertains to the remedy of harm will be provided.  

It is also important to engage in collaboration with both the student who was hurtful 
and this student’s supporters, allowing them also authentic student voice. The essence of 
both restorative practices and Collaborative Problem Solving is that the one who 
engaged in wrongdoing is engaged in problem solving to identify a strategy to remedy 
the harm both to the individual harmed and to the community.  

POSITIVE ACTION PLAN FOR STUDENTS WITH 
CHALLENGES 
Interventions with students who have been treated badly will need to be shaped based 
on the concerns faced by these students, with the objective of supporting this student’s 
Resilience. Realize that if these students continue to be treated badly, this predicts 
ongoing victimization at school, challenges with dating or domestic violence, and 
workplace victimization. Use this insight to also encourage parent support for 
intervention efforts. 

This level of intervention is even more important for those marginalized students who 
have been persistently bullied and excluded, who have also been hurtful. Stopping and 
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addressing the harms they have suffered is essential to stop their hurtful acts directed 
towards others.  

The recommended Positive Action Plan has been developed to provide this level of 
support. For students who are bullied, especially those who are being persistently 
bullied and/ or those who may also have challenges with social emotional competencies 
social relationship skills or mental health concerns, it is recommended that the 
following Positive Action Plan outlined implemented.  

The Positive Action Plan should be considered a Tier II or III level intervention. The 
foundational research that has been relied on in the creation of this recommended 
approach was outlined earlier.  

If any involved student is on an IEP or 504 Plan, the Positive Action Plan can be 
incorporated into this Plan.  

The Positive Action Plan is provided as Appendix C.  

IDENTIFY AND ADDRESS CHALLENGES THE STUDENT MAY 
HAVE RELATED TO SOCIAL RELATIONSHIP SKILLS 
Determine whether the targeted student’s lack of social relationship skills may be 
contributing to the challenges the student is facing. This may include how the student is 
presenting, effectiveness in reading social clues, and how the student responds when 
treated badly. The best tool to use will be the Collaborative Problem Solving Thinking 
Skills Inventory, with a specific focus on Emotional and Self-Regulation Skills and 
Social Thinking Skills.  283

Collaboratively develop strategies to assist the student in understanding the source of 
these behaviors and how to moderate the behaviors to lessen the potential for being 
targeted.  

• A specific focus on self-regulation (not engaging in provocative behavior and/or 
not showing that distress), social relationship skills problem-solving, and 
eliminating powerless body language is advised.  

• Provide the student’s parent with insight into how to assist their child in self-
regulation, personal power, and problem solving.  

IDENTIFY AND ADDRESS TRAUMATIC DISTRESS OR OTHER MENTAL 
HEALTH CONCERNS 
Determine whether student is demonstrating symptoms that indicate either traumatic 
distress or other mental health concerns that may be contributing to or the result of the 
hurtful situations. This may also include identified challenges related to the family 
situation.  

A Tier III level assessment and team-developed intervention plan will be necessary. 
Referral of the student’s family to community mental health services may also be 
advisable. 
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DESIGNATE A STAFF ALLY.  
Ask the student to identify a staff member with whom the student feels very 
comfortable. Contact this staff member and enlist ongoing participation in checking in 
with the student on a regular basis and report any concerns.  

Advise this student to regularly check in with Staff Ally, especially if distressed, but also 
to report successes and good things.  

DETERMINE NEED FOR A DAILY CHECK-IN 
A daily safety check may be required if there are significant concerns. Depending on the 
situation, the daily check-in may be with the principal, a counselor, or the Staff Ally.  

• During the daily Check-In, questions should be asked about any ongoing or new 
hurtful situations and the effectiveness of the current safe passages.  

• The Daily Check-In should also focus on positive developments in this student’s 
life and relationships. These include good things that have happened, new 
friendships, positive accomplishments, and times when the student felt distressed 
or had to handle a challenging situation and did so effectively.  
- The four Be Positively Powerful questions should be asked every day: Who did 

you have a positive connection with today? How did you reach out to be kind to 
someone else? What did you do that you are proud of or how did you use one of 
your personal strengths? What happened today that you are thankful for? 

DEVELOP AND PRACTICE AN INCIDENT RESPONSE PLAN OF ACTION 
Help the student develop effective incident responses. Discuss and practice specific 
strategies this student can use, in the moment, if someone says or does something 
hurtful.  

Discuss with the student that the probable goal of the one being hurtful is to cause such 
upset. Showing any degree of being upset can reinforce this hurtful behavior, because 
the hurtful student accomplished a goal. By remaining calm and not showing any 
degree of being upset in the moment, this can help to end the hurtful behavior..  

Recommended immediate responses if someone is hurtful include: 
• Immediately focus on body language, shifting into a more powerful pose—

standing tall, shoulders square, head up. Take a deep breath and remain calm—
self-regulate. Think, “I choose not to let this person control how I feel about myself 
or respond.” 

• Either ignore the person totally or send a brief glance that communicates, “Your 
efforts are not going to get to me.” Generally, do not say anything to the hurtful 
student.  

• Walk away from the situation to a place where there are more people, especially 
including school staff. But do not talk to an adult in the presence of the student 
being hurtful.  
- Immediately running to a staff person and appearing to report, could be 

translated as “tattling” and could lower this student’s social status. An exception 
to this is if physical violence is threatened. 
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• If online or receives a hurtful text or message, do not immediately respond directly 
to this person. Do immediately report and block this person.  

• After getting away from the situation, talk with a friend, parent, Staff Ally, the 
Designated Staff Member, or a Counselor to gain emotional support and to discuss 
how to respond.  

• If this hurtful act was done by a student who is currently under an Accountability 
Agreement, or by a known friend of this student, the incident should be reported 
because this would be a violation of that Agreement.  

ADDRESS DIGITAL AND SOCIAL MEDIAACTIVITIES  
Review the student’s digital and social media activities with the student and the 
student’s parent and discuss ways to protect the student from digital aggression and 
lessen the possibility that digital and social media activities may be contributing to 
concerns. 

HELP THE STUDENT IDENTIFY AND BUILD UPON CHARACTER 
STRENGTHS 
If this has not been done as a school-wide activity, encourage the student to complete 
Character Strengths Inventory of the VIA Character Institute. Or review the student’s 
results to identify this student’s strengths.   

It is recommended that in situations with students who have any significant challenges 
that they complete the online survey and obtain a report on the survey findings from 
the Institute, along with a guidebook. There is a modest cost for this, but would likely be 
a very good investment to more effectively assist this student in gaining positive insight 
and guidance focused on personal strengths.  

Encourage the student to find ways to better use personal strengths every day. Also 
identify strategies the student could use to respond in tense situations that use personal 
strengths.  

IDENTIFY STRATEGIES TO STRENGTHEN STUDENT’S FRIENDSHIPS 
Explore the current status of the student’s peer relationships. Develop strategies to 
improve and increase positive peer relationships.  

This may require parent involvement to support additional out-of-school peer activities. 
Determine if there are any school activities or organizations the student could 
participate in that would increase positive peer relationships.  

Within the school environment, identify ways the student could associate with students 
who have similar interests, through school organizations or activities.  

IDENTIFY STRATEGIES TO INCREASE INVOLVEMENT IN HEALTHY 
ACTIVITIES.  
Explore with the student their current interests and activities, as well as continuing 
education or career interests. Work with parent to identify expanded ways that the 
student can be more actively involved in pursuing these interests and activities. Develop 
strategies where the student can better pursue these interests at school. Identify possible 
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adult mentors, community volunteer activities, or other ways in which this student can 
shift focus to future opportunities.  

SHIFT FOCUS TO POSITIVE 
Provide the student with a small blank journal. Encourage the student to write in this 
journal every evening, listing the following: 

• At least three positive things that happened that day.  
• Something this student did that day that that used a personal strength.  
• How this student reached out to be kind to another student. Encourage the student 

to set a goal of intentionally reaching out to be kind to another student at least 3 
times a day.  

Advise the student that if, at any time, things feel bad, to think of some of the positive 
things that were recently written. If anyone has said or done something negative, think 
about what has been written in this journal. 

Advise the student that the entries in this journal can and should also be shared with 
the Staff Ally. 

PROTECTION PLAN FOR TARGETED STUDENTS 
For especially persistent situations, a Protection Plan may be necessary. The plan should 
address the following: 

STAFF ALLY FOR CHECK-IN 
A staff who the student feels closest with should be identified as a Staff Ally. Arrange the 
student’s day so that the student can regularly have some private time with the Staff Ally 
for a Check-In. This should be daily for as long as deemed necessary.  

SAFE PASSAGES AND SUPERVISION 
Identify any physical areas of the school, to or from school, or involved with activities 
present the greatest concerns and make arrangements to increase safety in these areas. 
This may include increased supervision or a requirement that the person who was 
hurtful avoid this location.   

PLACE OF REFUGE AND CALMING 
Identify several places in the school where the student feels most safe. The school 
library, counseling office or calming room might be the places where the student may 
feel safest. Arrangements should be made for the student to have the ability to go to one 
of these places if feeling stressed or if there is a potential someone may be hurtful.  

SPECIFIC REQUESTS OR NO CONTACT ORDER 
If the student has specific reasonable requests of the student who was hurtful for “no 
contact” this should be honored. Is will be necessary to incorporate a No Contact Order 
into the Accountability Agreement for Hurtful Student and possibly the Accountability 
Agreement of Supporters. 
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CHANGE IN SCHEDULE OR ACTIVITIES? NO 
What the Protection Plan should not contain is any requirement that the targeted 
student change classes or disengage in school activities. If any change is necessary to 
ensure the protection of the targeted student, the student who was hurtful must make 
that change.  

INTERVENTION WITH HURTFUL STUDENTS AND 
SUPPORTERS 
The Accountability Process and Agreement incorporates principles of both restorative 
practices and Collaborative Problem Solving. Additional insight related to positive 
social norms, psychology of influence, and rationalizations has also been incorporated.  

In addition to the identified hurtful student, any students who were clearly identified as 
being supporters—taking actions that are clearly indicated as being supportive—should 
be held accountable. A “supporter” should be considered a student who was highly 
engaged Hurtful Participant.  

The Accountability Process is designed to lead a hurtful student to acknowledge 
wrongdoing, understand the negative impact on the other student, accept personal 
responsibility, and make amends. Making amends includes an agreement to discontinue 
hurtful behavior, abide by the targeted student’s reasonable requests for Protection, and 
to take actions to remedy the harm to the student harmed and to the school community.  

If this is permissible under state statute or the state department of education 
regulations, the Accountability Process could be considered a diversionary process—a 
disciplinary consequence held in abeyance. The Accountability Process and Agreement 
is essentially a restorative practice, which has been recommended by USDOE.  

If the student successfully abides by the terms of this Accountability Agreement, the 
student will both avoid a disciplinary record, and learn a very valuable lesson that will 
support success in the future. This approach should alleviate the concerns about a 
permanent disciplinary record, which will likely generate significant home support for 
responsible behavior and compliance.   

ACCOUNTABILITY PROCESS 
Offer the hurtful student the option of participating in a diversionary Accountability 
Process to develop an Accountability Agreement. This will require that the hurtful 
student acknowledge wrongdoing, agree to steps to remedy the harm, and agree to cease 
all future harm.  

The student and parent will have to agree to allow a portion of the Accountability 
Agreement to be shared with the student who was harmed and parent. While under 
Title IX guidance, this should be considered permissible, a provision has been included 
in the Accountability Agreement that is a signed waiver of the student’s privacy rights 
under FERPA.  

Disclosing this portion of the Accountability Agreement is very important because this 
will help the targeted student and parent gain closure and assurance.  

-   -106



ACCOUNTABILITY PROCESS FOR HURTFUL STUDENTS 
Provided as Appendix E. These questions should be asked of any student who was 
hurtful.  

These questions can be asked of the student in a discussion with the Designated Staff 
Person. Alternatively, the student can be asked to complete the questions on a written 
document or on the computer. These questions could also be posed of the hurtful 
student by student members of a Peer Assistance and Accountability Team, which is 
discussed later. 

• What happened? What were you trying to accomplish? 
• Is there anything troubling going on in your life that we should be aware of? 

(Watch for clues about any underlying issues.) 
• Why did you think what you did was okay? Often when people are hurtful, they try 

to Rationalize or make excuses that what they did was okay. These are the most 
common rationalizations: 
- Spin It.  “I was just joking.” “It’s just ‘drama.’” 
- Deny Personal Responsibility. “Someone else started it, I just joined in.” 

“Everybody does it.” 
- Deny the Harm. “It’s no big deal. “He or she is just overreacting.”  
- Blame the Other. “He or she deserves it.” “Someone needed to say it.” 

• Did you try to rationalize or excuse what you were doing was okay? If so, what 
were you thinking? 

• How would you feel if someone treated a friend you care about or a sibling in this 
way? (Do not ask how this student would feel.) 

• How do you think you made the student you were hurtful to feel? 
• What do you think other students think about students who say or do what you 

said or did to the student you were hurtful to?  
• If an adult you admire had seen what you did, what do you think this adult would 

have said to you? 
• What do you think other students think about someone who acknowledges that 

they treated someone badly and takes steps to make things right?  
• If your school had students participate in creating shared values and personal 

commitments, integrate the commitments the student made related to treatment of 
others, actions if witnessing someone being hurtful, and how this student would 
remedy the harm if hurtful into this Accountability Agreement. 

• What are your thoughts now about what you did? 
• Are you willing to accept personal responsibility for being hurtful? 
• Is there anything you want to add? 
• What do you think you can to do to make things right to the student you were 

hurtful to and to the school community?  
- It may be effective to give the student overnight to develop a plan of action to 

remedy the harm to the targeted student and to the school. 
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ACCOUNTABILITY QUESTIONS FOR HURTFUL SUPPORTERS 
These questions should be asked of any student who was supportive of the student who 
was hurtful.  

These questions can also be asked of the student in a discussion with the Designated 
Staff Person. Alternatively, the student can be asked to complete the questions on a 
written document or on the computer. These questions could also be posed of the 
hurtful student by student members of a Peer Assistance and Accountability Team.  

• Is there anything you know about this situation that you think might be helpful in 
making sure that the hurtful behavior does not continue?  

• What are your thoughts on how students should treat others? 
• It appeared that you were supporting the student who was being hurtful. Why did 

you think it was okay for you to be supporting this student?  
• Often when people see that someone was hurtful and they did not step in to stop 

this, they try to rationalize or make excuses that what they did was okay. These are 
the most common rationalizations: 
- Spin It.  “I was just joking.” “It’s just ‘drama.’” 
- Deny Personal Responsibility. “I should mind my own business.” “The teachers 

should have stopped this.” 
- Deny the Harm. “It’s no big deal. “He or she is just overreacting.”  
- Blame the Other. “He or she deserves it.” “Someone needed to say it.” 

• Did you try to rationalize or excuse what the person who was hurtful was doing 
was okay and that it was also okay for you to join in and not to try to stop this? If 
so, what were you thinking? 

• If your school had students participate in creating shared values and personal 
commitments, integrate the commitments the student made related to treatment of 
others, actions if witnessing someone being hurtful, and how this student would 
remedy the harm if hurtful into this Accountability Agreement. 

• What are your thoughts now about how you were supporting someone who was 
being hurtful? 

• What do you think you can to do to make things right to the student who was 
treated badly and to the school community? 

• In the future, how do you think you could support other students to stop being 
hurtful, accept responsibility, and make things right? 

ACCOUNTABILITY AGREEMENT FOR HURTFUL STUDENTS 
This is an Accountability Agreement for any student who has been hurtful. This should 
be completed on a form with the school filling in information designated as designated.  

If your school had students participate in creating shared values and personal 
commitments, integrate the commitments the student made related to treatment of 
others, actions if witnessing someone being hurtful, and how this student would remedy 
the harm if hurtful into this Accountability Agreement. 
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This Accountability Agreement should be in two parts. The first part should be provided 
to the targeted student as this is a remedy of harm to that student.  

PART I—TO BE DISCLOSED TO TARGETED STUDENT 
• Please write a statement that acknowledges what you did: 
• Please write a statement that acknowledges why what you did was wrong: 
• The person who you were hurtful to has asked that you do or avoid doing this: 

(Will need to be filed in with reasonable requests by the targeted student.) Please 
write a statement that acknowledges you will agree to abide by this request.  

• (If considered necessary) The school is imposing a No Contact Order on you until 
further notice. This means you are not to have any close contact with (name of 
student) either in person or via digital technology or social media. Please write a 
statement that acknowledges you will agree to abide by this No Contact Order:  

• Please write a statement indicating your agreement to avoid engaging in any 
further harmful acts directed at this student: 

• Please describe what you will do to make things right for the person you were 
hurtful to: 

• Note that this document will be shared with the student you were hurtful to. You 
and your parent grant permission for this. 

PART II—NOT TO BE DISCLOSED TO TARGETED STUDENT 
• Please write a statement of what you will you say to your friends about this 

situation: 
• Please describe what you will do to make things right to our school community: 
• The school is imposing one additional obligation on you as way to remedy the 

harm to the school community. For the next ___ days (recommend 20-30 school 
days), you will reach out to be kind to at least ___ students (recommend 3). These 
need to be students who are outside of your social group. You will be provided with 
a form to complete that will describe what you did, what happened, how you felt. 
This form will be turned in to the office on a daily basis for the first 5 days, and a 
weekly basis thereafter.  

• Please write a statement indicating your agreement to avoid engaging in any 
further harmful acts directed at this student: 

• Please write a statement acknowledging that you recognize that any violation of 
this agreement will be considered a violation of the disciplinary code and will 
subject you to a disciplinary consequence: 

Signatures:  

ACCOUNTABILITY AGREEMENT FOR HURTFUL SUPPORTERS 
This is an Accountability Agreement for any student who was supporting a student who 
was hurtful. This Accountability Agreement does not need to be provided to the 
targeted student.  

If your school had students participate in creating shared values and personal 
commitments, integrate the commitments the student made related to treatment of 
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others, actions if witnessing someone being hurtful, and how this student would remedy 
the harm if hurtful into this Accountability Agreement. 

This Accountability Agreement should be in two parts. The first part should be provided 
to the targeted student as this is a remedy of harm to that student. 

PART I—TO BE DISCLOSED TO TARGETED STUDENT 
• Please write a statement that acknowledges what you saw (name of hurtful student) 

do: 
• Please write a statement that acknowledges what you did when you saw this: 
• Please write a statement that acknowledges why what you saw (name of hurtful 

student) do was wrong: 
• Please write a statement that acknowledges why how you responded when you saw 

this was wrong: 
• Please describe what you will do to make things right for the person (name of 

targeted student): 
• Note that this document will be shared with the student you were hurtful to. You 

and your parent grant permission for this. 

PART II—NOT TO BE DISCLOSED TO TARGETED STUDENT 
• Please describe what you will do to make things right to our school community: 
• The school is imposing one additional obligation on you as way to remedy the 

harm to the school community. For the next ___ days (recommend 5-10 school 
days), you will reach out to be kind to at least ___ students (recommend 3). These 
need to be students who are outside of your social group. You will be provided with 
a form to complete that will describe what you did, what happened, how you felt. 
This form will be turned in to the office on a daily basis for the first 5 days, and a 
weekly basis thereafter.  

• Please write a statement indicating your agreement to avoid engaging in any 
further harmful acts or supporting any further hurtful acts directed at this student 
or any other students: 

• Please recognize that any violation of this agreement may be considered a violation 
of the disciplinary code and may subject you to a disciplinary consequence. 

Signatures: 

BI-DIRECTIONAL HURTFUL SITUATION 
If the situation involves bi-directional hurtful acts, then all participants who have been 
hurtful, or who have supported someone who was hurtful, should participate in the 
Accountability Process and enter into an Accountability Agreement. The Accountability 
Agreement should include provisions that will resolve the situation.  

A Protections Plan or Positive Action Plan may also be necessary for any of the 
participants.  

To resolve this situation, use of Shuttle Diplomacy may be necessary. Alternatively, if 
there is not an imbalance of power between the parties, mediation may be possible.  
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BULLYING INVOLVING STUDENTS WITH DISABILITIES 
The following is a outline of issues to be considered in the context of an IEP or 504 Plan 
and recommended approach to be taken in any situation where a student with 
disabilities is being bullied or engaging in bullying to ensure this student receives FAPE. 
In the following, the term “Student” refers to the student with disabilities for whom this 
IEP is being developed. This will involve the Designated Staff Person and the full IEP or 
504 Team, including parent.  

• A comprehensive assessment of the Student’s social relationship skills—especially 
the skills necessary to allow this Student to form positive relations with others and 
to respond effectively in situations where someone is hurtful. If the Student has 
also engaged in hurtful behavior, the assessment should fully assess the challenges 
this student is facing in social relationships and the apparent motivations for such 
hurtful behaviors. As noted, the best tool to use will be the Collaborative Problem 
Solving Thinking Skills Inventory, with a specific focus on Emotional and Self-
Regulation Skills and Social Thinking Skills.  284

- Identification of social relationship objectives and an plan for instructional that 
is delivered in a sufficiently comprehensive manner to lead to success in 
improving social relationship skills. Plans to support the positive empowerment 
of Student, to ensure positive daily connections of Student with supportive staff 
and students, and to ensure ongoing monitoring for early identification of any 
additional challenges. A Evaluation Plan to periodically assess the effectiveness 
of these efforts. The Positive Action Plan can be incorporated into this.  

- Note: this comprehensive assessment should not be implemented in the manner 
that is currently recommended for a Functional Behavior Analysis, that looks at 
Antecedents, Behavior, and Consequences. This FBA approach is grounded in 
behavior management thinking from the 1950’s that views student problem 
behavior as motivated by a desire to obtain and get something or a desire to 
escape and avoid something. This perspective ignores more current insight into 
trauma and insight into the impact of disabilities on student social relationship 
and other social relationship skills.  

- The Collaborative Problem Solving approach should be used in collaboration 
with the student to develop strategies for this student to improve on their social 
relationship skills.  

• An identification of the challenges and motivations of those students who are being 
hurtful. This assessment should include whether these students may also have 
challenges and appear to be responding impulsively to situations when they have 
difficulties or whether the hurtful behavior is more intentional and an effort to 
achieve dominance within a community of students who have challenges. 
Alternatively, or in addition, the Student may be being treated badly by students 
who do not have challenges or demonstrate problematic behavior, but who are 
treating the Students badly for other reasons. This assessment will likely need to be 
based solely on the perspectives of the student being bullied and the student’s 
parents because it will be inappropriate to engage the school in discussions about 
other students.  
- While a full discussion of any challenges faced by these students within the 

context of this Student’s IEP is inappropriate under FERPA, it is necessary to 

-   -111



understand the motivations behind those being hurtful to ensure that all 
appropriate protections are put into place for the Student and to support the 
actions necessary to correct the hostile environment.  

• An identification of the circumstances under which the hurtful behavior directed 
at Student is most often occurring—including location, activities, which staff 
members are present.  
- A Protection Plan included in Supplemental Aids and Supports that may include 

increased monitoring or other accommodations to ensure greater safety in these 
locations and under these circumstances. A Evaluation Plan to periodically 
assess the effectiveness of these efforts. 

• An identification of any challenges associated with use of social media.  
- A plan of action involving use of social media both at school can be included in 

Supplemental Aids and Supports. A plan of action involving use of social media 
at home can be recommended. It is essential that any hurtful messages received 
be saved and provided to the school.  

• An identification of any concerns associated with staff behavior. This could include 
staff who treat the student in a hurtful manner in the presence of other students, as 
well as staff who ignore or otherwise do not respond effectively when students are 
being hurtful to Student.  
- A plan of action included in Supplemental Aids and Supports to ensure 

appropriate training and performance requirements for any staff members 
whose actions may be playing a role in the challenges faced by Student. Ideally, 
this will include the requirement of a statement of acknowledgement of personal 
responsibility by any staff members who were hurtful or failed to intervene 
effectively, an apology to Student, and their plan of action and commitment to 
improvement. An Evaluation Plan to periodically assess the effectiveness of these 
efforts. 

• The proposed disciplinary interventions to address the hurtful behavior of these 
students that relates directly to the Student.  

• An assessment of the overall school climate to determine concerns that may be 
impacting students with disabilities, including Student, but also possibly other 
students. This assessment may need to include focus groups with other students 
with disabilities and students identified as positive leaders to develop insight into 
strategies that could be implemented.   
- Identification of positive strategies to ensure greater inclusion of students with 

disabilities. This may include reconsideration of current school wide behavior 
management approaches to determine whether there are any actions that are 
being taken that regularly shame and exclude students with disabilities (such as 
the token rewards approaches) and the implementation of new inclusion 
activities as a mentoring program, inclusive PE  or arts class, an inclusion table 
in the lunch room, as well as specific instruction of all students about various 
disabilities. An Evaluation Plan to periodically assess the effectiveness of these 
efforts. 
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INTERVENTION FOLLOW-UP AND EVALUATION 
Interventions in serious or persistent hurtful situations must include ongoing follow-up 
until all involved students report that things are better.  

It is exceptionally important also that the Designated Staff Person conduct a post-
incident Intervention Evaluation of the effectiveness of the intervention in every serious 
or persistent hurtful situation. This process should include a request of feedback from 
all parties involved, including the targeted student and parent, the hurtful student and 
parent.  

CORRECTION OF HOSTILE ENVIRONMENT 
It is necessary to investigate and take actions to correct any aspect of the school 
environment that may be hostile and be contributing to hurtful behavior directed at the 
student, especially if this student is a member of a protected class. This effort must 
follow a continuous improvement model—with ongoing assessment and evaluation and 
adjustment of the approach in accord with the insight.  

Some components of this investigation have been incorporated into the Investigation 
Protocol, Appendix B. 

These steps set forth a recommended process to be followed by schools that holds a 
likelihood for success in remedying a hostile environment. 

• Team Approach. Remedying a hostile environment will require involvement of a 
number of school staff, including the principal, counselors, school psychologist, 
and others who can bring different expertise to the situation, as well as potentially 
involving law enforcement and/or community organizations. 

• Assessment. Effectively remedying an hostile environment requires a 
comprehensive assessment of the nature of the environment. It is generally 
recommended that schools regularly conduct surveys to assess school climate, 
bullying, and harassment. If a hostile environment is suspected, school officials 
should also conduct focus groups with the students who are within the protected 
class that is suspected of being harassed in an ongoing manner, as well as parents 
and community protection groups.  

• Action Plan. The school team should conduct an overall assessment of the school’s 
approach to reduce bullying and harassment, develop action plans to remedy any 
identified concerns, and determine how the effectiveness of those plans will be 
assessed. 

• Professional Development. The overall effectiveness of school staff in detecting, 
intervening, and reporting hurtful incidents should be assessed and action plans 
should be put into effect to remedy any identified concerns. These plans should 
include directives to staff and professional development on strategies for staff to 
more effectively intervene.  

• Corrections of Staff Behavior, if necessary. Questions have been included on the 
Investigation Protocol, Appendix B, to solicit information from all of the involved 
students related to instances where they have experienced a staff member be 
hurtful or disrespectful to them or when someone was hurtful to them, a staff 
member was present and failed to intervene correctly. It is recommended that 
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challenges with staff behavior be addressed within the context of Multiple Tier 
System thinking. However, the manner in which this must be handled will be 
dictated by employee relations requirements. 

• Student Voice and Leadership. Schools will not be able to improve the school 
climate and influence socially motivate students to refrain from being hurtful 
unless they engage student voice and establish a mechanism to ensure student 
leadership.  

• Effectiveness of Interventions. The school also should follow a consistent practice 
of evaluating the effectiveness of interventions. 

• Evaluation Plan. Ongoing evaluation is necessary using the same approach as 
outlined in Assessments.  

Appendix A contains items that can be included in a Positive Action Plan to correct a 
hostile environment.  

PEER ASSISTANCE AND ACCOUNTABILITY TEAM  
Consider the implementation of a Peer Assistance & Accountability Team (PAAT). The 
idea of a PAAT is a combination of concepts of peer mediation and teen court. A 
primary function of the PAAT would be to coordinate the Accountability Process and 
development of an Accountability Agreement with the hurtful student and supporters.  

A PAAT can be established as a program within the student leadership team. Students 
involved in the PAAT would require additional training in issues of trauma informed 
practices, positive psychology, Self-Regulation, conflict resolution, peer mediation, and 
the like. Their training would also include the process to investigate and implement the 
Accountability Process and an Accountability Agreement.  

Each interaction with students involved in a hurtful incident or situation would involve 
at least three PAAT members. Ideally, the following kinds of students should be 
included on a PAAT for any involvement in the Accountability Process and 
development of an Accountability Agreement: 

• One student from a more powerful social class of students within the school. This 
student will convey the influence of student leadership and convey the message 
that to be acknowledged a “true leader” requires the avoidance of hurtful behavior 
and support for those who are targeted.  

• One student from a social group in the school that is more frequently targeted, for 
example, an LGBT student, one who is overweight or has disabilities, or a racial 
minority student. This student will convey a message that those students who are 
often thought to lack personal power have, in this school, gained sufficient social 
status and power to be in a position of authority over those who engage in hurtful 
acts. 

• One student who has also engaged in peer aggression, who is serving on the PAAT 
as part of required community service under the terms of an Accountability 
Agreement or this student is simply participating in this service. This student will 
also likely be able to recognize and challenge the student on any continuing 
Rationalizations for wrongdoing. This student will convey a message that 
redemption is possible. 
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The students who participate on a PAAT must be required to sign an agreement that as 
part of the PAAT that they will respect confidentiality of all students. Training in the 
importance of privacy protections will also be necessary. Because of the potential of 
privacy concerns under FERPA, parental permission should be required for any reliance 
on a PAAT with any student.  

Additional activities for a PAAT could include: 
• Providing peer support services to students who are being targeted or are involved 

in a conflict, where the students do not wish to pursue a more formal school 
intervention with an adult staff member. 

• Engaging in peer mediation to assist students in resolving a conflict using the 
Conflict Resolution Protocol. (It is important to note that peer mediation in 
situations of conflict is different from resolving situations of bullying.) 

• Providing “open office” hours for students who are facing any personal challenge to 
come and talk with compassionate peers.  

It is highly probable that peer involvement in interventions with those who are hurtful 
and their supporters will support greater Accountability and effectiveness: The clear 
expression of disapproval by peers can communicate a strong positive norm of 
opposition to hurtful behavior.  

Additionally, the fact that members of the PAAT are fellow students will likely generate 
an increased expectation that failure to comply with the Accountability Agreement 
could lead to detection. Lastly, an important part of shame management is the 
expectation of continued acceptance within the community. The PAAT can 
communicate the essential message that forgiveness and reconciliation within the 
school community is possible through the Accountability Process. 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APPENDIX A. ASSESSMENT OF 
CURRENT STRATEGIES 

LIKELIHOOD OF SUCCESS 
The following guidance was provided on strategies to best ensure that positive school 
climate initiatives have a positive impact.  

• Needs assessment based on objective data. 
• Description of performance measures and rationale for the program or activity. 
• Implementation strategy. 
• Evidence to support a “substantial likelihood of success.” 

- Description of the prevention research and principles the program has been 
based upon. 

- Plan for evaluation of effectiveness. 
Please describe your assessment of the degree to which these steps are accomplished in 
your school or district. 
What actions would you recommend to increase effectiveness in this regard? 

EFFECTIVE MEASUREMENT 
Which of the following sources of data to engage in a needs assessment does your 
school (or district) currently use? 

• Office Disciplinary Reports. 
• District or school positive school climate survey. 
• Focus groups of students. 
• State student wellness or youth risk survey. 
• Other:  

What actions would you recommend to increase effectiveness in this regard? 

AUTHORITARIAN TO ENGAGEMENT 
On the spectrum from “authoritarian” approach to an “engagement” approach, how 
would you rank your school or district?  
What actions would you recommend to increase effectiveness in this regard? 

TOKEN REWARDS 
Does your school use a school-wide token rewards approach in conjunction with a 
behavior management program? 
Has your school been able to implement the token rewards approach in a way that has 
not created what is in essence of two-tiered system, where students who come from 
stable families and who do not have disabilities are not more likely to receive rewards 
than students who come from less stable families or who have disabilities?  
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What actions would you recommend to increase effectiveness in this regard? 

POSITIVE CONNECTIONS 
What efforts has your school engaged in to ensure that every student has a specific 
positive connection with one or more staff members? 
What actions would you recommend to increase effectiveness in this regard? 

COMMUNITY CIRCLES 
Do your students meet regularly (at least once a week) in Community Circles in their 
classroom or advisory/homeroom? 
What actions would you recommend to increase effectiveness in this regard? 

SHARED VALUES 
Are your students fully engaged in activities where they can work collaboratively with 
other students and staff to enunciate shared values of your school community? 
What actions would you recommend to increase effectiveness in this regard? 

CULTURAL INCLUSION 
What is your action plan to ensure cultural inclusion of all students?  
Does your approach to increase inclusion effectively address cultural background, race 
or ethnicity, religion, disabilities, sex or gender, sexual orientation, and socio-economic 
status? 
What actions would you recommend to increase effectiveness in this regard? 

COMPASSION, KINDNESS, AND GRATITUDE 
Have you implemented an approach in your school to foster compassion, kindness, and 
gratitude? 
What actions would you recommend to increase effectiveness in this regard? 

POSITIVE ACKNOWLEDGEMENTS  
Do staff and students consistently acknowledge the positive behavior, efforts, and 
strategies of students?  
Do your staff members specifically focus on students who are known to have greater 
challenges to ensure that their behavior, efforts, and strategies are acknowledged on an 
equivalent basis as students who have fewer challenges?  
What actions would you recommend to increase effectiveness in this regard? 

ACCOUNTABILITY 
If students are hurtful is a sufficiently adequate investigation conducted to identify what 
might have been causing or motivating the students to engage in such wrong-doing, 
what challenges this student may be dealing with, and what supports are necessary to 
assist this student in better responding to these challenges?  
Does your school avoid mediation in any situation where there is an imbalance of 
power between students?  
Has a standard intervention approach been implemented that engages the hurtful 
student in a process to acknowledge wrong-doing?  
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• Has a standard intervention approach been implemented that engages this student 
in problem solving to develop a plan of action to remedy the harm to any 
individual harmed and to the school community?  

What actions would you recommend to increase effectiveness in this regard? 

SOCIAL EMOTIONAL LEARNING 
Does your school have a comprehensive strategy to integrate Social Emotional 
Learning? 
What actions would you recommend to increase effectiveness in this regard? 

MINDFULNESS 
Has your school implemented daily school wide Mindfulness practices?  
Has your special education program implemented more comprehensive Mindfulness 
practices?  
What actions would you recommend to increase effectiveness in this regard? 

SELF-REGULATION, 
Have your staff and students received instruction in Self-Regulation strategies?  
Have you established a calming place where students can go if they need the 
opportunity to calm? 
What actions would you recommend to increase effectiveness in this regard? 

STRENGTHS 
What strategies are you using to focus on building students’ strengths in balance with 
addressing challenges?  
What actions would you recommend to increase effectiveness in this regard? 

PROBLEM-SOLVING 
Are you using a specific, planned approach to engage students and staff in effective 
problem-solving, especially Problem Solving in the context of social relationship 
problems?  
Is this Problem Solving approach fully integrated into Community Circles, 
Interventions in Minor Hurtful Incidents, and the Accountability Process and Positive 
Action Plan approaches? 
What actions would you recommend to increase effectiveness in this regard? 

GOAL SETTING AND ACTION PLANNING 
Are you using a specific, planned approach to engage students and staff in effective goal 
Setting and action planning?  
Do teachers engage students in a goal setting and action planning process on a weekly 
basis in class or advisory/homeroom? 
What actions would you recommend to increase effectiveness in this regard? 

AUTHENTIC STUDENT VOICE 
Have you fully integrated authentic student voice in all aspects of planning and 
implementation activities to support positive school climate and foster positive 
relations?  
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Does your school regularly solicit student feedback, engage students in studying and 
assessing their school, include authentic student representation on leadership teams, 
invite students to any discussion related to their own learning, and consider young 
people as stakeholders and partners in their schools? 
What actions would you recommend to increase effectiveness in this regard? 

STUDENT LEADERSHIP 
Have you identified kind, compassionate, inclusive students to serve in leadership 
capacity to foster positive school climate and positive relations?  
Are you using older students to reach out to younger students to communicate the 
importance of kindness, compassion, and inclusion? 
What actions would you recommend to increase effectiveness in this regard? 

FOSTERING POSITIVE RELATIONS 
Have you implemented an instructional program that provides insight to students on 
how to effectively respond to hurtful incidents as a witness, as the one who was hurtful, 
and as the one who was treated badly? 
What actions would you recommend to increase effectiveness in this regard? 

APPROACH TO SERIOUS OR PERSISTENT HURTFUL SITUATIONS 
Does your standard approach to investigation and intervention in serious or persistent 
hurtful situations include the following? 

• An investigation that is sufficient to identify all relevant participants, including any 
staff involvement or failure to respond and any students who were supporting the 
hurtful student, to ascertain any challenges being faced by any of the participants 
that may be contributing to the targeting of a student or why a student is being 
hurtful, and to ascertain whether any aspects of the school environment appear to 
be contributing to the hurtful situation or could be modified to increase inclusion. 

• Efforts that are reasonable calculated to stop the hurtful behavior of any student 
who was hurtful by assisting that student in accepting personal responsibility for 
personal actions and engaging that student in problem solving to develop a 
strategy to remedy the harm to the student who was treated badly and to the 
school community, and to avoid retaliation or any continuing harmful acts. 

• Efforts that are reasonably calculated to stop any student from supporting the 
hurtful behavior of another student by assisting that student in accepting personal 
responsibility for supportive actions and engaging that student in problem solving 
to develop a strategy to remedy the harm to the student who was treated badly and 
to the school community, and to avoid retaliation or any continuing harmful acts. 

• Efforts to assist the student who was treated badly to overcome the harmful impact 
of these actions, to gain greater Resilience and self-confidence in being able to 
effectively respond in the future if any student is hurtful, to increase this student’s 
positive relationships, and to avoid the possibility this student will engage in 
retaliation. 

• Efforts to correct any aspects of the school environment that may be contributing 
to the existence of a hostile environment and to increase inclusion, including any 
necessary staff expectations and training. 

What actions would you recommend to increase effectiveness in this regard? 
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APPENDIX B. INVESTIGATION 
PROTOCOL 

INVESTIGATION PROCESS 
Administrator completing form:                                                                        

Position: 

Date and time incident was reported to administrator: 

Date investigation began: 

Date investigation completed: 

Date(s) Positive Action Plan and Accountability Plan implemented: 

INITIAL REPORT 
Name(s) of person(s) reporting incident(s):                                                                                 

Role(s): of person(s) reporting incident(s): 

Name(s), age(s), grade(s), and school(s) of alleged targeted student(s):             

Name(s), age(s), grade(s), and school(s) of alleged hurtful student(s):   

Name(s), age(s), grade(s), and school(s) of student(s) who engaged in actions that were 
in apparent support of primary hurtful student(s): 

Date(s) of incident(s):  

Location(s) of incident(s):  

Initial description of reported incident(s): 

Required notifications: 

INVESTIGATION FINDINGS RELATED TO THE TARGETED 
STUDENT 
Complete an Investigation Finding document for each identified targeted student. 

Name of targeted student: 

Date(s) completed: 

INCIDENT ISSUES 
What happened from the perspective of the targeted student? 

What evidence is there of pervasiveness? How many students have been hurtful or 
supported those who were hurtful? 
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What evidence is there of persistence? How many times have similar incidents have 
occurred involving the same or other party(ies) directed at this targeted student?  

Where did this and any other hurtful incidents occur?  

Are there concerns associated with after-school care or other out-of-school activities, if 
so, describe? 

Are there concerns associated with use of digital technologies or social media? If so, 
describe and complete Digital Incident Analysis? 

What was the prior relationship and interactions of the participants from the 
perspective of the targeted student?  

Has the current target ever been hurtful, or engage in actions that could have been 
perceived to be hurtful, to the student who is now being hurtful?  

What evidence is there of “imbalance of power?” What is the targeted student’s apparent 
social status within the school community and level of personal power? Has the targeted 
student been unable to get the situation to stop? Are there objective, identifiable 
differences in social status and personal power? 

How did the student who was targeted respond and what was apparent result of the 
student’s response? 

Are the hurtful activities in any way related to a school athletic team or extracurricular 
organization, or members thereof? 

Does the situation raise possible criminal violations or gang-related concerns and 
require the involvement of law enforcement or the school’s resource officer? 

INCIDENT IMPACT 
Were there any physical injuries? If so, describe: 

Was there any damage to targeted student’s property? If so, describe: 

Has the targeted student experienced emotional distress related to this or these 
incidents? If so, describe: 

Has the targeted student experienced interference with learning related to this or these 
incidents? If so, describe:  

Has the targeted student experienced interference with school or class attendance 
related to this or these incidents? If so, describe: 

Has the targeted student experienced interference with school activities related to this 
or these incidents,? If so, describe:  

WITNESS OR HURTFUL PARTICIPANT ISSUES  
Were any other students present, how did they respond, and what was the result? 

Are there any friends of the student who was hurtful who appear to be actively involved 
in instigating or encouraging the aggression?  

Did it appear that the student being hurtful was seeking to impress or gain the support 
of any other student by engaging in these actions? 

-   -130



STAFF ISSUES 
Was any staff member present? If so, how did that staff member respond and what was 
the result of the staff member’s response? (Note: If any staff member did not respond in 
an effective manner, on a separate document, identify corrective actions be taken.) 

At this time, or any other times, has any staff member disparaged or excluded this 
student or appeared to support students who were engaging in disparagement or 
exclusion? (Note: If any staff member has acted in a manner that could be interpreted by 
students as supporting such disparagement or exclusion, on a separate document 
identify corrective actions to be taken.)  

TARGETED STUDENT ISSUES 
Is the targeted student is a member of, or perceived to be a member of, a protected class 
under civil rights laws?  

Were any hurtful acts associated with this student’s protected class status? 

Is this a situation that might involve a continuing hostile environment within the 
school? Have there been repeated acts directed at this student by same students or 
different students based on this student’s protected class status? 

Does targeted student have any other perceived differences that may relate to situation, 
such as obesity, appearance, interests? 

Does the targeted student appears to have any challenges in social emotional 
competencies and social relationship skills, evidence of trauma disorder symptoms, 
suicide ideation, or other mental health concern?  

Should there be further assessment of this student’s social and emotional well-being by 
a mental health professional?  

Is this student is on an IEP or 504? If so, what are the functional skills objectives and 
accommodations? (Note: If this student is on an IEP or 504, a IEP or 504 meeting must 
be held to address the bullying situation.) 

Has the student sought assistance for medical or mental health concerns from the 
school’s health or counseling program?  

INTERVENTION INSIGHT 
What are the student’s concerns about reporting this incident to the school?  

What does the student believe or fear might occur if, or when, the student(s) being 
hurtful becomes aware of the report? How can any risks be effectively addressed? 

How does the targeted student want to proceed in resolving this situation? (Note, the 
targeted student may want support to independently resolve the situation or gain 
greater resilience without any school intervention directly with the student being 
hurtful, may want increased staff supervision in a specific situation so that either the 
incidents will stop or a staff member witnesses the incident to ward against fears of 
retaliation for reporting, or have thoughts on some other creative intervention.) 

What actions may be necessary to protect the student’s safety and well-being while at 
school?  
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What actions may be necessary to protect the student’s safety and well-being while 
engaged in school activities? 

What actions may be necessary to protect the student’s safety and well-being while 
coming or going from school? 

What actions may be necessary to protect the student’s safety and well-being in other 
environments the school may be able to influence (eg. after care)? 

What actions may be necessary to protect the student’s safety and well-being while 
using digital technologies or social media? 

PARENT CONCERNS 
What are the parent(s)’ insights into the above questions?  

What are the parent(s)’ concerns? 

Have the parent(s))’ involved any other community professional, such as a pediatrician 
or community mental health practitioner, or does the parent(s)’ desire any such 
involvement? 

Do there appear to be family-related concerns that should be addressed through a 
referral to a community professional?  

INVESTIGATION FINDINGS RELATED TO THE STUDENT 
WHO WAS HURTFUL 
Complete an Investigation Finding document for each identified hurtful student. 

Name of hurtful student: 

INCIDENT ISSUES 
What happened from the perspective of the hurtful student? 

What was this student trying to accomplish? What was this student’ reported 
motivation? 

What justification did the hurtful student provide for the hurtful acts?  

What was the prior relationship and interactions of participants from the perspective of 
the hurtful student?  

Has the current target ever been hurtful, or engage in actions that could have been 
perceived to be hurtful, to the student who is now being hurtful?  

What is the hurtful student’s apparent social status within the school community and 
level of personal power? 

What else is going on in this student’s life that might be influencing personal actions? 

How willing does this student appear to be to accept personal responsibility and take 
actions to remedy the harm? 

WITNESS OR HURTFUL PARTICIPANT ISSUES  
Were any other students present? If so, how did they respond and what was the result? 
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Were any other students supporting or encouraging this student’s hurtful actions? If so, 
what is the relationship between the student being hurtful and these students? 

Was the student being hurtful seeking to impress or gain the support of any other 
student by engaging in these actions? 

STAFF ISSUES 
Was any staff member present? If so, how did that staff member respond and what was 
the result of the staff member’s response? (Note: If any staff member did not respond in 
an effective manner, on a separate document, identify corrective actions be taken.) 

At this time, or other times, has any staff member disparaged or excluded this student 
or appeared to support students who were engaging in disparagement or exclusion? 
(Note: If any staff member has acted in a manner that could be interpreted by students 
as supporting such disparagement or exclusion, on a separate document identify 
corrective actions to be taken.) 

HURTFUL STUDENT ISSUES 
Has the hurtful student engaged in acts of hurtful behavior directed at other students? 

Does the hurtful student appear to be integrated socially and to be seeking dominance 
by being hurtful to the targeted who is perceived to be different?  

Does the hurtful student appear to be integrated socially and to be seeking dominance 
by being hurtful to a rival? 

Is this hurtful student being treated in a hurtful manner or as an outcast by other 
students?  

Does the hurtful student appear to be not well integrated socially and to be seeking 
dominance by being hurtful to the targeted who is perceived to be of even lower social 
status?  

Does the hurtful student appear to be not well integrated socially and to be seeking 
dominance by being hurtful to a rival who is also not well integrated socially? 

Does the hurtful student appear to have challenges in social emotional competencies 
and social relationship skills, evidence of trauma disorder symptoms, suicide ideation, 
or other mental health concerns?  

Should there be further assessment of this student’s social and emotional well-being by 
a mental health professional?  

Is this student is on an IEP or 504? If so, what are the functional skills objectives and 
accommodations? (Note: If this student is on an IEP or 504, a IEP or 504 meeting must 
be held.) 

Has the student sought assistance for medical or mental health concerns from the 
school’s health or counseling program? If so, what concerns were reported, what 
support was requested, what support is deemed helpful?  

PARENT CONCERNS 
What are the parent(s)’ insight into the above questions?  

What are the parent(s)’ concerns? 
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Have the parent(s)’ involved any other community professional, such as a pediatrician 
or community mental health practitioner, or does the parent(s)’ desire any such 
involvement? 

Do there appear to be family related concerns that should be addressed through a 
referral to a community professional?  

IEP, SECTION 504, OR OTHER CHALLENGES 
INVESTIGATION 
If any student, target or one who was hurtful, is on an IEP, Section 504, or there are 
indicators based on the above investigation of more serious social, emotional, or 
behavioral concerns, a more thorough investigation by a school mental health 
professional is recommended. It is recommended that the following factors be 
considered: 

• Has the student being or engaging in bullying experienced Adverse Childhood 
Experiences or trauma? If so, this is likely connected to the bullying or harassment 
concern and clearly must be effectively addressed.  

• Does this student have challenges with social emotional competencies and social 
relationship skills? A full assessment of this student’s social  emotional 
competencies within the context of a Functional Skills Objectives that is more 
comprehensive than simply considering antecedents, behavior, and consequences.  

Address any challenges this student might be facing within the school environment. 
• Are staff members consistently treating this student with respect, especially in front 

of peers? Are any staff members being hurtful? 
• Are there any situations occurring where due to this student’s challenges, staff may 

be interacting in a manner that may appear to give license to students to treat this 
student with disrespect?  

• Does this student have problem behaviors that staff need greater assistance in 
responding to in a more positive manner?  

If these challenges are present, accommodations for the student as well as clear 
expectations, more significant professional development, and greater support for staff 
on positive strategies to address this student’s needs and these challenging situations 
would be recommended.  

INVESTIGATION OF DIGITAL OR SOCIAL MEDIA 
SITUATIONS 
Document that there is a clear nexus between the off-campus online speech and the 
school community and that an impact that has occurred, or is reasonably foreseeable, at 
school.  

• Ask about and document associated on-campus hurtful actions, however minor. In 
the vast majority of these situations, the hurtful acts are occurring both online and 
at school.  
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• Check the time when postings were made or messages were sent to determine 
whether these were made by students while at school.  

If the person creating the hurtful materials has done so anonymously, but appears to be 
someone who knows the targeted students, the following steps are suggested: 

• Ask the targeted students what has happened in relationships with other students. 
• Review the postings and the history of the postings carefully. Other students, who 

are identifiable may have responded. The initial posts, will likely be primarily from 
a group of students who were alerted to the posting by the one who created it. 
Determine if a key member of this group is curiously absent.  

• Conduct interviews with some of the lesser involved students, acting as though you 
have already identified the instigating student and are now simply seeking 
affirmation and letting them know their confidential assistance in resolving the 
situation will be taken into account when determining what school action to take 
against the group. 

• If arguably a criminal matter, law enforcement can file a subpoena to obtain 
identification information. 

Document evidence of disruption of school that significantly interferes with many 
students or interference with an individual student’s right to receive an education, or 
how it is reasonably foreseeable that it will be so.  

• This requires an assessment of the degree of distress experienced by a targeted 
student as subjectively reported by this student, or overall disruption with student 
learning, along with a reasonable objective perspective of the situation. 

• If a harmful impact has not occurred, identify reasons why the school has a well-
founded expectation it could. This might include an assessment of the situation, 
including the material posted, the extent of distribution, the parties involved, past 
experiences with these or other students in similar situations. 

If the speech has targeted a staff member, demonstrate how this speech has, or 
reasonably could, interfere with the delivery of instruction to students or substantially 
disrupted the school environment from the perspective of the students.  

• Given the potential for an adverse legal action, it is advisable to discuss the 
situation with a district-level administrator or the school’s legal counsel prior to 
disciplining any student who has targeted a staff member online.  

Conduct a fair and unbiased investigation. 
• Assess the possibility that the student who posted the hurtful material online has 

been the recipient of hurtful behavior at school and the online postings have been 
in an attempt to get this to stop. Watch for concerns of retaliation.  

• Be alert to the possibility of impersonation where a student(s) have created a 
profile or have broken into a student’s account and have sent hurtful materials in 
an effort to get this student into trouble.  

• Be alert to the possibility of self-cyberbullying—students who have set up one or 
more anonymous accounts for the purpose of attacking themselves. Students who 
are engaging in self-cyberbullying should be considered at high mental health risk. 
If suspected, the potential of such risk should provide sufficient justification for law 
enforcement to obtain a subpoena to obtain identification information from the 
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company or may be able to conduct an analysis of the student’s computer. Mental 
health personnel must be involved in the intervention. 

• In any situation where a staff member has been attacked online, investigate the 
well-being of the student and the relationship between the student and the staff 
member by someone who is not directly aligned with the school. 

After all of the postings have been saved, seek to have harmful postings removed by the 
web site by filing an abuse report on the web site.  

• If there is a possibility that criminal action might be taken, allow law enforcement 
to collect the evidence. 
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APPENDIX C. PROTECTION PLAN 

STAFF ALLY FOR CHECK-IN 
What staff member or members does the student feel closest with?  

How can the student’s school day be arranged so that the student can regularly have 
some private time with one of these staff members?  

SAFE PASSAGES AND SUPERVISION 
What physical areas of the school, to or from school, or involved with activities present 
the greatest concerns?  

Are there specific places that would be helpful to have increased supervision or require 
that the person who was hurtful avoid?  

PLACE OF REFUGE AND CALMING 
What places in the school does the student feel most safe?  

The school library, counseling office or calming room might be the places where the 
student may feel safest. Arrangements should be made for the student to have the ability 
to go to one of these places if feeling stressed or if there is a potential someone may be 
hurtful.  

SPECIFIC REQUESTS OR NO CONTACT ORDER 
Does the student have any specific reasonable requests of the student who was hurtful? 

Is it necessary to incorporate a No Contact Order into the hurtful student’s 
Accountability Agreement or possibly into the Accountability Agreements of Hurtful 
Supporters? 
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APPENDIX D. POSITIVE ACTION 
PLAN 

CONNECTIONS 
• What staff members does the student feel closest with who can be designated Staff 

Allies?  
• How can the student’s school day be arranged so that the student can regularly 

have some private time to Check-in with one of these Staff Allies?  

The Staff Ally is advised to ask these kinds of questions on a daily or frequent basis:  
• Who did you have a great connection with today? 
• What did you do that you are proud of? How did you use one of your strengths? 

What goal did you achieve? 
• How did you reach out to be kind to someone else today? 
• Were there any issues that came up that required you to remain calm and think 

things through? 
• What happened today that you are thankful for? 

FRIENDSHIPS 
The research has documented that even one close friend can reduce the harmful impact 
of being bullied.  

• Who are the student’s friends?  
• How does the student get together with friends?  
• Are there some ways the student might increase the time with friends?  
• What kinds of activities or interests does the student enjoy or would like to do 

more of that could result in greater friendships with those who share mutual 
interests?  

Encourage the student to engage in a consistent effort to reach out to be kind to other 
students. This has been demonstrated to increase peer acceptance.  

ENGAGEMENT 
Have the student complete the VIA Institute on Character Survey to identify personal 
strengths. (http://viacharacter.org) Encourage the student to engage in at least one act a 
day that uses personal strengths. Ask the student if there are any other strengths could 
be developed. Focusing on using a personal strength every day has been shown to 
increase happiness. Make sure that the student knows that using personal strengths is 
helpful in problem solving to address any concerning situation.  

• Does the student have any thoughts on future goals?  
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• Are there things the student would like to do now that relate to these future goals?  

Research has shown that maintaining a focus on future goals supports positive 
outcomes for students who have experienced bullying. Engage the student in goal 
setting related any future goals.  

EMPOWERMENT 
Encourage the student to engage in daily practice of Mindfulness, including Movement 
Mindfulness such as yoga. As the student does this, it will be much easier to remain 
calm if anyone is hurtful.  

Make sure the student knows specific steps for Problem Solving whenever trying to 
handle challenging interpersonal relationship concerns. The steps for Problem Solving 
are: 

• What is the situation? 
• What do I want to accomplish? 
• What strategies could I use? 
• Is each in accord with my values and strengths? 
• For each, what might happen? 
• What is my best choice? 
• If that does not work, what else could I do? 

Help the student practice Presence—standing tall and walking with pride. Practice the 
difference between “feeling small” and “standing tall.” Encourage the student to make a 
regular practice of remembering to stand tall.  

GRATITUDE 
Encourage the student to recognize that consistently thinking about the good things 
that are happening can increase happiness and the ability to handle challenges. Ensure 
that the Staff Ally asks on a daily or frequent basis what good things have happened in 
the student’s life. This should also be an inquiry with every interaction with the student 
by the principal and counselor.  

INCIDENT RESPONSE PLAN OF ACTION 
Help the Student Develop Effective Incident Responses. Discuss and practice specific 
strategies this student can use, in the moment, if someone says or does something 
hurtful. 
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APPENDIX E. ACCOUNTABILITY 
QUESTIONS FOR HURTFUL 
STUDENTS 

These questions should be asked of any student who has been hurtful.  

These questions can be asked of the student in a discussion with the Designated Staff 
Person. Alternatively, the student can be asked to complete the questions on a written 
document or on the computer. These questions could also be posed of the hurtful 
student by student members of a Peer Assistance and Accountability Team.  

• What happened? What were you trying to accomplish? 
• Is there anything troubling going on in your life that we should be aware of? 

(Listen for clues about any underlying issues.) 
• Why did you think what you did was okay? Often when people are hurtful, they try 

to Rationalize or make excuses that what they did was okay. These are the most 
common Rationalizations: 
- Spin It.  “I was just joking.” “It’s just ‘drama.’” 
- Deny Personal Responsibility. “Someone else started it, I just joined in.” 

“Everybody does it.” 
- Deny the Harm. “It’s no big deal. “He or she is just overreacting.”  
- Blame the Other. “He or she deserves it.” “Someone needed to say it.” 

• Did you try to Rationalize or excuse what you were doing was okay? If so, what 
were you thinking? 

• How would you feel if someone treated a friend you care about or a sibling in this 
way? (Do not ask how this student would feel.) 

• How do you think you made the student you were hurtful to feel? 
• What do you think other students think about students who say or do what you 

said or did to the student you were hurtful to?  
• If an adult you admire had seen what you did, what do you think this adult would 

have said to you? 
• What do you think other students think about someone who acknowledges that 

they treated someone badly and takes steps to make things right?  
• If your school had students participate in creating shared values and commitments, 

ask student what commitments were made related to treatment of others and what 
how to remedy the harm if hurtful. 

• What are your thoughts now about what you did? 
• Are you willing to accept personal responsibility for being hurtful? 
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• Is there anything you want to add? 
• What do you think you can to do to make things right to the student you were 

hurtful to and to the school community? (It likely would be most effective to give 
the student overnight to develop a plan of action to remedy the harm to the 
targeted student and to the school.) 
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APPENDIX F. ACCOUNTABILITY 
QUESTIONS FOR HURTFUL 
SUPPORTERS 

These questions should be asked of any student who was supportive of the student who 
was hurtful.  

These questions can be asked of the student in a discussion with the Designated Staff 
Person. Alternatively, the student can be asked to complete the questions on a written 
document or on the computer. These questions could also be posed of the hurtful 
student by student members of a Peer Assistance and Accountability Team.  

• Is there anything you know about this situation that you think might be helpful in 
making sure that the hurtful behavior does not continue?  

• What are your thoughts on how students should treat others? 
• It appeared that you were supporting the student who was being hurtful. Why did 

you think it was okay for you to be supporting this student?  
• Often when people see that someone was hurtful and they did not step in to stop 

this, they try to Rationalize or make excuses that what they did was okay. These are 
the most common Rationalizations: 
- Spin It.  “I was just joking.” “It’s just ‘drama.’” 
- Deny Personal Responsibility. “I should mind my own business.” “The teachers 

should have stopped this.” 
- Deny the Harm. “It’s no big deal. “He or she is just overreacting.”  
- Blame the Other. “He or she deserves it.” “Someone needed to say it.” 

• Did you try to Rationalize or excuse what the person who was hurtful was doing 
was okay and that it was also okay for you to join in and not to try to stop this? If 
so, what were you thinking? 

• If your school had students participate in creating shared values and commitments, 
ask student what commitments were made related to how treatment of others and 
actions upon witnessing someone being hurtful. 

• What are your thoughts now about how you were supporting someone who was 
being hurtful? 

• What do you think you can to do to make things right to the student who was 
treated badly and to the school community? 

• In the future, how do you think you could support other students to stop being 
hurtful, accept responsibility, and make things right? 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APPENDIX G. ACCOUNTABILITY 
AGREEMENT FOR HURTFUL 
STUDENTS 

This is an Accountability Agreement for any student who has been hurtful. This should 
be completed on a form with the school filling in information designated as designated.  

If your school had students participate in creating shared values and commitments, 
integrate the commitments the student made related to how treatment of others, actions 
if this student witnessed someone being hurtful, and what actions this student would 
take to remedy the harm if such hurtful acts continued into this Accountability 
Agreement. 

This Accountability Agreement should be in two parts. The first part should be provided 
to the targeted student as this is a remedy of harm to that student. Under Title IX, the 
student who was assaulted or harassed has the right to be informed of all disciplinary 
interventions that relate directly to her or him. This is not considered a violation of 
Federal Educational Rights and Responsibilities Act. However, a signed waiver has been 
incorporated to alleviate any questions. 

PART I—TO BE DISCLOSED TO TARGETED STUDENT 
• Please write a statement that acknowledges what you did: 
• Please write a statement that acknowledges why what you did was wrong: 
• The person who you were hurtful to has asked that you do or avoid doing this: 

(Will need to be filed in with reasonable requests by the targeted student.) Please 
write a statement that acknowledges you will agree to abide by this request.  

• (If considered necessary) The school is imposing a No Contact Order on you until 
further notice. This means you are not to have any close contact with (name of 
student) either in person or via digital or social media technology. Please write a 
statement that acknowledges you will agree to abide by this No Contact Order:  

• Please write a statement indicating your agreement to avoid engaging in any 
further harmful acts directed at this student: 

• Please describe what you will do to make things right for the person you were 
hurtful to: 

• Note that this document will be shared with the student you were hurtful to. You 
and your parent grant permission for this.  

PART II—NOT TO BE DISCLOSED TO TARGETED STUDENT 
• Please write a statement of what you will you say to your friends about this 

situation: 
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• Please describe what you will do to make things right to our school community: 
• The school is imposing one additional obligation on you as way to remedy the 

harm to the school community. For the next ___ days (recommend 20-30 school 
days), you will reach out to be kind to at least ___ students (recommend 3). These 
need to be students who are outside of your social group. You will be provided with 
a form to complete that will describe what you did, what happened, how you felt. 
This form will be turned in to the office on a daily basis for the first 5 days, and a 
weekly basis thereafter.  

• Please write a statement indicating your agreement to avoid engaging in any 
further harmful acts directed at this student: 

• Please write a statement acknowledging that you recognize that any violation of 
this agreement will be considered a violation of the disciplinary code and will 
subject you to a disciplinary consequence: 

  
Student      School Staff 

  
Parent     Date 
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APPENDIX H. ACCOUNTABILITY 
AGREEMENT FOR HURTFUL 
SUPPORTERS 

This is an Accountability Agreement for any student who was supporting a student who 
was hurtful. This Accountability Agreement does not need to be provided to the 
targeted student.  

If your school had students participate in creating shared values and commitments, 
integrate the commitments the student made related to how treatment of others, actions 
if this student witnessed someone being hurtful, and what actions this student would 
take to remedy the harm if such hurtful acts continued into this Accountability 
Agreement. 

This Accountability Agreement should be in two parts. The first part should be provided 
to the targeted student as this is a remedy of harm to that student. 

PART I—TO BE DISCLOSED TO TARGETED STUDENT 
• Please write a statement that acknowledges what you saw (name of hurtful student) 

do: 
• Please write a statement that acknowledges what you did when you saw this: 
• Please write a statement that acknowledges why what you saw (name of hurtful 

student) do was wrong: 
• Please write a statement that acknowledges why how you responded when you saw 

this was wrong: 
• Please describe what you will do to make things right for the person (name of 

targeted student): 
• Note that this document will be shared with the student you were hurtful to. You 

and your parent grant permission for this. 

PART II—NOT TO BE DISCLOSED TO TARGETED STUDENT 
• Please describe what you will do to make things right to our school community: 
• The school is imposing one additional obligation on you as way to remedy the 

harm to the school community. For the next ___ days (recommend 5-10 school 
days), you will reach out to be kind to at least ___ students (recommend 3). These 
need to be students who are outside of your social group. You will be provided with 
a form to complete that will describe what you did, what happened, how you felt. 
This form will be turned in to the office on a daily basis for the first 5 days, and a 
weekly basis thereafter.  
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• Please write a statement indicating your agreement to avoid engaging in any 
further harmful acts or supporting any further hurtful acts directed at this student 
or any other students: 

• Please recognize that any violation of this agreement may be considered a violation 
of the disciplinary code and may subject you to a disciplinary consequence. 

Signatures: 
  

Student       School Staff 

  

Parent      Date 
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Shared values and personal commitments ~ 39, 40, 45, 46, 51, 71, 80, 99, 108-10  
Social emotional learning ~ 36, 40, 45, 55-6, 59 
Social media, see Digital 
Social relationship skills ~ 19, 24, 55, 65, 68, 74, 86, 93, 94, 100, 102-3, 111-2 
Staff  

Abuse or bullying of students ~ 25-8, 95, 99, 101, 113, 114 
Lack of effectiveness in preventing or responding to bullying ~ 2-3 
Effective staff intervention ~ 95-100 

Strengths, see character strengths 
Students 

Authentic student voice ~ 45, 62-3, 101, 102 
Leadership ~ 45, 46, 63-5, 70-1, 114 
Participation in interventions ~ 66, 101-2 

T 
“Tell an adult,” ineffectiveness ~ 3-4, 28 
The Circle Way ~ 47 
Tinker v. Des Moines Ind. Comm. Sch. Dist. ~ 87-8, 89-90 
Title IX of Education Amendments of 1972 ~ 81, 83, 101, 106 
Title VI of the Civil Rights Act of 1964 ~ 81 
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Token rewards ~ 29-32, 39, 52 
Trauma ~ 4, 6-9, 10, 13-4, 19, 24, 30-1, 36, 39-42, 56-7, 82, 94, 103, 112 
V 
Vance v. Spencer Cnty. Pub. Sch. Dist. ~ 84-5 
W 
Witness 

Staff ~ 2-3, 62, 73, 80, 93, 95-9 
Student ~ 5, 6, 23, 33, 61, 68, 69, 74-8, 80, 84, 107, 109-10 

STATUTES 
Americans with Disabilities Act of 1990 ~ 81, 84 
Every Student Succeeds Act ~ 33, 34-5 
Federal Education Rights and Privacy Act ~ 101, 106, 111, 114 
Individuals with Disabilities Education Act ~ 85-6, 91, 99, 100, 103, 110-2 
Section 504 of the Rehabilitation Act of 1973 ~ 81, 85-6, 134 
Title IX of Education Amendments of 1972 ~ 81, 83, 101, 106 
Title VI of the Civil Rights Act of 1964 ~ 81 
LEGAL DECISIONS 
Bethel School District v. Fraser ~ 86-7 
Davis v. Monroe County Board of Education ~ 83-4 
Kowalski v. Berkeley County ~ 90 
Morse v. Frederick ~ 88-90 
Saxe v. State College ~ 89-90 
Tinker v. Des Moines Ind. Comm. Sch. Dist. ~ 87-8, 89-90 
Vance v. Spencer Cnty. Pub. Sch. Dist. ~ 84-5 
ORGANIZATIONS 
American School Counselors Association ~ 36 
Aspen Institute’s National Commission on Social, Emotional, and Academic 
Development ~ 55 
Beyond Differences ~ 65 
Center for Mindfulness in Medicine, Healthcare, and Society, University of 
Massachusetts Medical School ~ 56 
Center for Restorative Process ~ 47 
Center on the Developing Child, Harvard University ~ 41 
Collaborative for Academic, Social, and Emotional Learning ~ 55-6 
Council of Parent Attorneys and Advocates ~ 27 
Gay Lesbian Straight Education Network ~ 26 
Greater Good Science Center ~43 
International Institute for Restorative Practices ~ 47, 54 
Mindful ~ 56 
Mindful Schools ~ 56 
Mindfulness in Schools ~ 56 
National Association of Elementary School Principals ~ 36 
National Association of School Psychologists ~ 36 
National Association of School Resource Officers ~ 36 
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National Center for School Engagement ~ 42 
National Child Traumatic Stress Network ~ 7, 41 
National Education Association ~ 48-9 
National School Climate Center ~ 30, 38-9 
National Social Norms Center ~ 70-1 
Making Caring Common, Harvard University Graduate School of Education ~ 46-7 
Positive Psychology Center ~ 43, 50, 58-9 
Random Acts of Kindness Foundation ~ 49 
School Social Work Association of America ~ 36 
SoundOut School Consulting ~ 63 
Southern Poverty Law Clinic ~ 49 
Student Voice ~ 63 
Trauma and Learning Policy Initiative ~ 41 
Usable Knowledge, Harvard Graduate School of Education ~ 63 
VIA Institute on Character ~ 58-9, 65, 105 
WestEd ~ 53, 63 
Youth Health and Safety Project ~ 70 
U.S. GOVERNMENT 
Centers for Disease Control and Prevention ~ 15, 16, 46 
National Clearinghouse on Supportive School Discipline ~ 27 
National Academies of Sciences, Engineering, and Medicine ~ 17, 20 
Office for Civil Rights ~ 83-4, 86-7 
Office for Special Education and Rehabilitation Services ~ 86 
Stopbullying.gov ~ 15, 18, 20, 23, 25 
U.S. Commission on Civil Rights ~ 48 
U.S. Department of Education ~ 16, 21, 23, 24, 35, 82, 85, 107 
PROGRAMS 
Collaborative Problem Solving ~ 40, 52, 53-4, 57, 59, 78, 80, 100, 101, 102, 105, 110-1 
Facing History and Ourselves ~49 
Future Directed Therapy ~ 60 
I Can Problem Solve ~ 59 
Peacebuilders: Creating Safe, Positive Learning Environments ~ 52 
Positive Behavior Intervention and Supports ~ 29-32, 39-40, 47, 93-5 
Safe Schools Ambassadors ~ 63 
Sources of Strength ~ 64 
The Circle Way ~ 47 
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