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Preface 

This work is a compellation of 17 years of PBIS implementation experience from early childhood 

through high school, including 13 years of training schools, districts, and county offices of 

education alongside the researchers on implementation, prevention, and behavioral science 

and quite honestly - a lot of trial and error.  We hope to continue in the spirit of the International 

PBIS Community by providing this work to the PBIS Training Community as a reference and guide 

in the sustainable implementation of PBIS.  Like all those we “borrowed” from, we only ask for 

recognition as you contextualize the content to your training community. 

On the topic of “borrowing” content, we have sincerely tried to give credit and provide references 

whenever possible for the content in this Tier I PBIS Workbook.  Some of the slides in the 

accompanying materials are used frequently in the PBIS Community and some, well, we are just 

not sure of their origin.  We owe a great deal of thanks and 

certainly our admiration of the work completed by our National 

PBIS Center and all of the PBIS TA Centers across America.  At the 

top of our list is Dr. Rob Horner and Dr. George Sugai, whom 

without, we would still be trying to figure out how to implement a very well written and functionally 

sound BSP in a general education (or even special education) classroom.  

The Midwest PBIS Network, Tim Lewis at the University of Missouri, Lisa Fox from South 

Florida TA Center, Laura Riffel, the Behavior Doctor, Jessica Swain-Bradway, Midwest 

PBIS Network, APBS Board, Kent McIntosh and Anne Todd from the National Center 

and the entire PBIS Apps team, just to name a few, have made it possible for California to scale 

up PBIS as a cohesive unit without a statewide initiative-no small feat for a state this size (not to 

mention our crazy political structure!)  THANK-YOU   

The implementation structure provided by the National Implementation 

Research Network (NIRN) has provided us with a common language, 

common experience and common vision for PBIS Implementation in 

California.   Dr. Dean Fixsen has lent us his time and expertise as we have worked at bringing 

together trainers, implementers and state legislatures in a statewide implementation process.  

Defining the stages of implementation, use of expert teams, the implementation drivers, and 

communication cycles bring credibility and structure to the design of our professional 

development. 

We also want to thank all the teachers, administrators, children and families we have encountered 

along the way.  They have enriched our personal and professional lives in ways we could not have 

imagined at the beginning of this journey.   

This work is truly changing the world and we are humbled and excited to a part of this positive 

approach in creating a safe, caring, and positive world where humanity thrives. 

 

                                                                                                                          
Barbara Kelley 

Barbara Kelley                                        
CEO/President 

Consultant/Trainer 

CalTAC-PBIS, Inc. 

Cristy Clouse 

Cristy Clouse                                        
Vice President of Innovations 

Consultant/Trainer 

CalTAC-PBIS, Inc. 
www.pbiscaltac.org 

http://nirn.fpg.unc.edu/
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Structures and procedures are in place to 

assess, ensure, and coordinate appropriate, 

accurate adoption of sustained PBIS 

implementation using evidence-based 

practices, systems and assessment data 

regarding student responsiveness and 

implementation fidelity. 

 

A continuum of evidence-based interventions 

is integrated with a sequenced organization 

of practices from core curriculum provided for 

all students to modifications of this core for 

students whose performance is non-

responsive to specialized intensive curriculum 

developed for those non-responsive to the 

modifications.  Elements of this continuum 

must have evidence of effectiveness, 

relevance and durability. 

Local personnel have high levels of content 

knowledge, fluency, and experience to 

support culturally relevant and high fidelity 

implementation of evidence-based practices 

and systems within the context of the local 

culture. 

 

Universal and comprehensive screening is 

reviewed on a regular schedule (e.g., 

quarterly, annually) and in a systematic 

manner to comprehensively assess current 

level, progress, fidelity of support 

implementation, effectiveness of support and 

need to change support. 

 

Implementation of evidence-based practices, 

systems and data-based decision making are 

adapted to the context of the local culture 

such that characteristics of the learning 

histories of all stakeholders are embedded in 

a comprehensive and authentic manner.  

 

 

 

School-wide Positive Behavioral Interventions and Supports (SW-PBIS) is a multi-tiered 

prevention framework guiding the implementation and sustainability of evidence-based interventions to meet 

the academic, behavior and socio-emotional needs of all students.  Schools implementing PBIS Tier I Supports 

for all students prevent the development and/or exacerbation of behavior challenges, increase the occurrence 

of pro-social skills and enhance the overall school culture.   The use of school-wide, targeted group and 

individual student outcome and fidelity data is used for decision-making and action planning. 

 

SW-PBIS is part of an integrative and comprehensive Multi-Tiered System of Support (MTSS) model developing 

academic, behavior and social emotional competence for all students.  MTSS is not a strategy, intervention or 

curriculum; it is… 

 

 

 

 

 

 

Whole school or organization, 

data driven prevention based FRAMEWORK 

for improving learning outcomes for ALL students 

through a layered continuum of evidence-based practices and systems. 

 

 

And dependent upon… 
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School-wide PBIS  

Implementation of evidence-based practices 

and systems are guided, coordinated, and 

administered by a local team comprised of 

representation from leadership, stakeholders, 

implementers, consumers, and content 

experts.  This leadership team ensures high 

implementation fidelity, management of 

resources, and data-based decision making. 
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Tiered-Prevention Logic Guiding Principles 
 

 All members of an organization across all settings (especially the classroom) experience an effective 

and relevant foundation of social, behavior and academic support (Tier I) emphasizing high quality 

environments by directly and explicitly teaching social and academic skills, monitoring their use, 

providing opportunities to practice in applied settings, giving specific and contingent encouragement 

and recognition (feedback) and constructive re-teaching when social, behavior or academic errors 

occur.  Invest in prevention first. 

 

 A whole-school approach to enhance the social culture of a classroom or school requires all students 

and staff members to participate in the implementation process.  The PBIS framework is implemented 

by and within classrooms and across all non-classroom settings. 

 

 A continuum of behavior and academic support is characterized by a range of evidence-based 

practices aligned with the intensity and severity of need.  A continuum of support is not characterized 

by placement of students within tiers, service delivery programs, or personnel roles, but by an array of 

evidence-based practices. 

 

 After a need has been justified and described in observable terms select and use evidence-based 

practices aligned with and addressing the need or problem.  To the greatest extent possible, 

evidence should be supported by controlled experimental research trials documenting meaningful 

change in student outcomes in similar applied settings.  Decide with data:  precise problem 

statements, match intervention, fidelity of implementation, student outcomes, what adjustments 

needed to enhance student outcomes. 

 

 Build local capacity with high fidelity technical assistance and support.  Initial practice acquisition 

may be externally derived, sustained and accurate use of an evidence-based practice requires 

establishment of on-site personnel who are fluent in its use and who can make adjustments based on 

responsiveness to implementation. 
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 A Contextual Consideration of  

Culture & SWPBIS 
 (Tier I) 

Sugai, O’Keeffe, & Fallon,  

Journal of Positive Behavior Interventions, Oct. 2012, Pg. 197. 
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 Tier I valued outcomes are specified, 

endorsed, emphasized and monitored 

frequently and regularly because of their 

social and educational significance. 

 Tier I outcomes refer to what we want 

students to learn and do well. 

 Tier I outcomes are derived from data. 

 Tier I outcomes guide decisions about 

what Tier II practices to select and what 

Tier II systems might be needed to support 

achievement of the Tier II outcomes. 

Cultural Equity 
 Assess contextual and cultural appropriateness 

(terminology, language, meaning) of 

individualized and small-group behavioral 

expectations and objectives 

 Examine consistency and congruence of 

terminology, language, meaning of school, 

family and community definition of norm-

following and norm-violating behaviors and 

expectations 

 Involve individual students, family and faculty 

members in the identification, selection, 

analysis, and modification of norm-following 

and norm-violating behaviors and expectations 
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 Leadership team with active 

administrator participation 

 Efficient routine, schedule, and structure 

for conducting efficient team meetings. 

 Commitment statement for establishing a 

positive school-wide social culture. 

 Procedures for selection, training and 

coaching of new personnel. 

Cultural Knowledge and Self-Awareness 
 Include and involve family and community 

members who can analyze, interpret and make 

suggestions about the communications, 

behavior of individual students, family and 

faculty members from a contextual and 

culturally relevant perspective 
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 Set of school-wide positive expectations 

and behaviors are defined, taught, 

modeled and monitored. 

 Procedures for establishing classroom 

expectations and routines are consistent 

with school-wide expectations. 

 Continuum of procedures for 

encouraging expected behavior 

 Continuum of procedures for 

discouraging problem behavior. 

 Procedures for encouraging school-family 

partnerships. 

 

Cultural Validation and Relevance 
 Use practices that can be adapted to the 

contextual and cultural learning histories of 

individual students, family and faculty members 
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 Data is used to select, monitor, and 

evaluate outcomes, practices, and 

systems. 

 Data is used for evaluation and selection 

of personnel related to PBIS 

implementation. 

Cultural Validity 
 Use individual student data to guide selection, 

adaptation, implementation, and evaluation of 

evidence-based practices 
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SWPBIS Tiered Framework 

 Core Practices and Systems 
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Universal or Primary 

All Students, All Staff, All Settings 

Systems 
 Leadership team with active administrator 

participation 

 Efficient routine, schedule, and structure 

for conducting efficient team meetings 

 Commitment statement for establishing a 

positive school-wide social culture 

 Procedures for on-going data-based 

monitoring, evaluation, and dissemination 

 Procedures for selection, training and 

coaching of new personnel 

 Procedures for evaluation of personnel 

related to PBIS implementation 

Practices 
 Set of school-wide positive expectations 

and behaviors are defined and taught 

 Procedures for establishing classroom 

expectations and routines consistent with 

school-wide expectations 

 Continuum of procedures for 

encouraging expected behavior 

 Continuum of procedures for 

discouraging problem behavior 

 Procedures for encouraging school-family 

partnerships 

 

Targeted or Secondary 

Supplemental Small Group 

Systems 
 All Tier I systems below 

 Intervention team w/coordinator 

 Behavioral expertise 

 Increased precision in data collection 

related to implementation fidelity and 

progress monitoring 

 Formal process for screening and 

identifying students in need of more 

than Tier I support 

Practices 
 All Tier I practices below 

 Increased instruction and practice 

with self-regulation and social skills 

 Increased adult supervision 

 Increased opportunity for positive 

reinforcement 

 Increased antecedent manipulation 

 Increased precision to minimize 

rewards for problem behavior 

 Increased access to academic 

supports 

 

Intensive or Tertiary 

Tailored for Individual Student 

Systems 
 All Tier I and II Systems below 

 Multi-disciplinary team with 

coordinator based on individual 

student need 

 Behavior support expertise 

 Formal data collection plans 

related to implementation fidelity 

of individualized behavior 

interventions plans 

 Formal collection and use of data 

related to the impact of the 

support plan on student outcomes 

Practices 
 All Tier I and II practices below 

 Comprehensive function-based 

assessment, including FBA 

 Individualized plan of support:  

prevention, teaching, positive 

reinforcement, controlled 

reduction of natural rewards for 

problem behavior, safety 

 Wraparound supports and 

culturally responsive person 

centered planning actively 

involving family and community 

supports and resources 

  

 

            FEW 

SOME 

    ALL 
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Multi-tiered Systems of Support:  Behavioral Framework 
 

An MTSS model involves cross-system problem solving teams using data to determine which evidence-based 

practices are implemented to meet the desired outcomes across the continuum. MTSS teams are guided by 

key stakeholders in education and mental health who have the authority to relocate resources, change role 

and function of staff and change policy.  MTSS supports effective school discipline by teaching students’ 

social skills that are expected in classrooms and non-classroom settings, reinforcing students’ appropriate 

behaviors, and responding appropriately and consistently to problem behaviors when they do occur.  

 

TIER I – PRIMARY PREVENTION  
All students receive academic, behavior and emotional interventions that are intended to ensure 

student success. Data-based decision-making systems are employed by school, mental health, family 

and/or community teams to provide ongoing prevention, progress monitoring and early 

identification/intervention. Cross-System teams use Universal Screeners for any academic, behavior 

and/or emotional difficulties a student may experience. Teacher training supports teachers in 

prevention strategies promoting academic, behavior and socio-emotional growth. 

   Teach & Encourage Positive SW Expectations 

    Proactive SW Discipline 

    Classroom Prevention and Response Practices 

    Parent & Community Partnership 

    Special Education  

 

TIER II – SECONDARY PREVENTION  

Intended to support the early identification and support of students who have learning, behavior, social 

and/or life histories putting them at risk of engaging in more serious problem behavior is available by 

October and uses efficient progress monitoring tools to ensure successful outcomes.  Teacher training 

and support is provided to pro-actively address the needs of this at-risk population.   

   Check in/out (CICO) 

   CICO for Avoidance and Work Completion 

   CICO with Mentoring 

  CICO with Simple Behavior Support Plans 

  Social Emotional Skill Instruction 

 

TIER III-TERTIARY PREVENTION 
 Individualized and intensive PBIS plans designed for a smaller number of students who need more 

support than interventions implemented at primary and secondary prevention levels. Interdisciplinary 

teams designed around the identified student provide student and family support monitoring.  

 Function-based Behavior Support Plans 

 Wraparound & Integrated Mental Health Systems 

 Special Education 

 

 

 

 

 

 
 

 

 

FEW 

   SOME 

        ALL 
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Effective SWPBIS Organizations 
 

Classrooms, schools, and local and state education agencies are organizations that must operate effectively, 

efficiently and relevantly to benefit each member of the organization.  Skinner, (1953) described 

organizations as “groups of individuals whose collective behaviors are directed toward a common goal and 

maintained by a common outcome.”  Adding to this description, effective organizations have four defining 

features (Gilbert, 1978, Horner, 2003; Sugai, 2014).  

                                                   
 

  

                                                            Quality Leadership 

     

 
 

Feature Description 

 

Common Vision/ 

Values 

 

A mission, purpose, or goal embraced by the majority of members in the    

organization, reflects shared needs, and serves as the basis for decision-making        

and action planning. 

 

Common Language 

 

The terminology, phrases, and concepts that describe the organization’s vision,  

actions, and operations so that communications are understood, informative,   

efficient, effective and relevant to members of the organization. 

 

Common Experience 

 

A set of actions, routines, procedures, or operations that are practiced and 

experienced by all members of the organization and include data feedback      

systems or loops to assess the quality of implementation and link activities to     

outcomes. 

 

Quality Leadership 

 

Personnel, policies, structures, and processes that are organized and distributed to 

achieve and sustain the organization’s vision, language, and experience. 

 

 

 

 

Common 
Language                  
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Implementation Science 
The National Implementation Research Network, FPG Child Development Institute, University of North Carolina, Chapel Hill 

 

Putting new behaviors into practice is a process that occurs over time rather than a singular event that 

happens all at once.  The National Implementation Research Network (NIRN) has developed an Active 

Implementation Framework which identifies a progression of stages in the process of implementation, 

organizational and capacity drivers and leadership factors.  

 

 

Stages of Implementation 

 

 

 

STAGES DESCRIPTION IMPLICATIONS 
Stage 1: 

Exploration and 

Adoption 

Deciding to 

commit to 

adoption and 

implementation of 

PBIS 

 Determine if your school has any need for behavioral 

interventions 

 Become informed about what PBIS is 

 Discuss how PBIS might meet the need in your context 

 Discuss whether or not to adopt PBIS 

 Complete District Capacity Assessment 

 Secure support and sufficient staff buy-in 

Stage 2: 

Installation 

(Getting Ready) 

Establishing 

necessary 

infrastructure to 

support the 

implementation 

 Get system support 

 Demonstrate priority 

 Build leadership teams 

 Review existing resources 

 Develop action plan 

Stage 3: 

 Initial 

Implementation 

(Getting Going) 

Putting key 

features of PBIS 

actively in place 

 Carry out action plan 

 Evaluate and compare plan to PBIS Eight Steps of 

Implementation 

 Problem solve 

 Move toward achieving all eight steps with fidelity 

Stage 4: 

Full 

Implementation 

(Up and Running) 

Expanding the 

framework across 

people and 

settings 

 Expand from few to many: 

 Across staff, families and community 

 Across schools in district 

Stage 5: 

Sustaining and 

Continuous 

Improvement 

Maintaining and 

improving 

 Evaluate implementation fidelity and outcomes 

 Revise based on implementation data 

 Improve efficiency 

 Adapt to change 

 Embed within school or district routines 
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Implementation Drivers – Developing core implementation 

components, referred to as Implementation Drivers, results in an 

implementation infrastructure that 

supports competent and sustainable 

service delivery. 

 

PBIS Implementation Teams –There 

is evidence creating site level 

implementation teams that actively work 

to implement interventions results in 

quicker, higher-quality implementation. 

 

Policy-Practice Feedback Loops – Connecting policy to 

practice is a key aspect of reducing systems barriers to high-fidelity 

practice.  

 

 
 
 

 

 

 

The PBIS National Center Operationalized Implementation Phases 
(Adapted from OSEP Technical Assistance Center on Positive Behavioral Interventions and Supports (October, 2015).  Positive 

Behavioral Interventions and Supports (PBIS) Implementation Blueprint:  Part 1-Foundations and Supporting Information.  Eugene, 

OR:  University of Oregon.  Retrieved from www.pbis.org  

 

Implementation Science is the study of factors that influence the full and effective use of innovations in 

practice.  The goal is not to answer factual questions about what is, but rather to determine what is 

required. (NIRN, 2015) 

 

Exploration and Readiness Agreement 
Description Assessment Questions 

 

The organization assess the situation, 

examines and selects possible directions 

and actions, develops social marketing 

strategy, secures agreements, ad 

establishes implementation readiness. 

 

Characterized by three basic 

operations: (a) documentation of need 

or problem to be addressed and 

outcome to be achieved, (b) 

identification of core elements of an 

evidence-based practice, and (c) 

consideration of the features of the 

practice that fit and do not fit current 

needs and capacity (resources, 

expertise) (See Hexagon Tool) 

www.nirn.fpg.unc.edu  

 

 What is the need or problem? 

 What data are available to describe the need or problem 

 Does the organization agree to the desired outcome? 

 How high of a priority is the need or problem? 

 Are funding streams identified to support implementation? 

 What evidence-based practices/systems are available to 

address the need/problems? 

 Does the organization leader agree to endorse, support, 

and participate in the implementation? 

 Ae personnel available to support implementation? 

 Do members of the organization agree to the nature of the 

need or problem, desired outcome, relative priority for 

change, selection of possible solutions, allocation of 

resources, and participation in the implementation of the 

solution? 

 

http://www.pbis.org/
http://www.nirn.fpg.unc.edu/
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Installation 
Description Assessment Questions 

The emphasis is on the preparation for 

initial implementation of an agreed 

upon solution (evidence-based 

practice). 

 

Preparation consists of (a) identifying 

funding streams, (b) conducting audits 

and reorganizing of current resources, 

(c) developing strategies for personnel 

utilization (d) developing supporting 

policy, (e) developing descriptions of 

operational procedures, (f) establishing 

PD activities, (g) estimating start-up 

costs. 

 

 Is a leadership team or structure in place to guide and 

coordinate implementation of PD and the practices and 

systems? 

 Is competent and experienced professional development 

(training, coaching) available? 

 Does the organization have a plan and schedule for 

continuous and quality PD? 

 Is a data system in place to provide continuous monitoring 

of implementation fidelity and progress toward desired 

outcomes? 

 Are material resources in place to support implementation? 

 Has the leadership team developed a 1-3 year action plan 

for implementation and data management? 

 

Initial Implementation 
Description Assessment Questions 

The organization initiates and documents 

implementation with relatively high levels 

of prompting, monitoring, and 

implementation feedback by the 

leadership team and TA providers 

 

The goal is to show how existing resources 

can be applied to the implementation of 

the practice by real implementers and to 

document whether accurate use and 

desired outcomes are achievable.  

Specification of practice-related 

evaluation questions, meaningful 

measures, and efficient data collection 

procedures occurs at the demonstration 

phase.  The goal is to minimize risk when full 

and larger scale implementation occurs. 

 Do size and or place of initial implementation ensure 

successful implementation? 

 Are data systems in place to monitor implementation 

fidelity? 

 Are data systems in place to monitor consumer benefit 

and satisfaction 

 Is the leadership team following an implementation 

action plan? 

 Is the organization leader actively involved and 

supportive of the implementation? 

 Is quality of technical assistance high (e.g., high levels of 

engagement, performance feedback, coaching, 

problem solving)? 

Full Implementation 
Description Assessment Questions 

The whole organization has established the 

capacity to implement with greater 

internal levels of prompting, monitoring, 

and implementation feedback and less 

external TA. 

 

The objectives are to (a) expand accurate 

implementation and demonstrate durable 

outcomes that can be replicated across 

the organization, (b) local demonstration 

such that all roles, responsibilities, functions, 

organizational structures are in place and 

functioning effectively and efficiently. 

Important considerations include 

integration with other initiatives with similar 

 Has fidelity of implementation been demonstrated by a 

majority of the organizations members (>80%) and across 

most settings? 

 Are a majority of consumer’s benefiting from the 

implementation? 

 Does the leadership team provide continuous 

implementation support and guidance? 

 Are fidelity and consumer outcome data reviewed at 

least monthly? 

 Has the implementation been identified as an 

institutionalized component of the organization’s daily 

operation? 
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outcome goals, complete staffing 

supports, establishment of practice 

expertise and fluency, efficient operational 

procedures, administrative structures for 

leadership and coordinated 

implementation, and data collection and 

evaluation procedures for formative 

decision making.  Documentation of 

implementation features, procedures, and 

outcomes is important for ensuring visibility 

and securing political support. 

Sustainability, Scaling, and Continuous Regeneration 
Description Assessment Questions 

The organization has institutionalized the 

implementation by establishing internal 

capacity to sustain, demonstrate, and 

improve or contextualize, and other similar 

organizations begin the implementation 

process with systems level capacity and 

resources. 

 

Focus is on developing policy, recurring 

funding, coordinating implementation 

leadership at the organizational level, and 

establishing sustainable and local 

implementation capacity.  Efforts are 

focused on institutionalizing the 

implementation of the practice with 

emphasis on continuous regeneration such 

that sustainable and efficient economy of 

scale are achieved.  

 

Careful and regular consideration of 

evaluation questions is important to 

document the impact of implementation.   

 

Variations in cultural norms, environmental 

features, economic conditions and policy 

adherence will require greater attention to 

adaptation and fine tuning of the 

organization implementation supports 

(Menter, et al., 2004).  In schools, Payne, 

Gottfredson and Gottfredson (2006) 

document that implementation fidelity of 

prevention interventions was related to 

“local program development process, 

integration into school operations, 

organizational capacity, principal support 

and standardization” (p. 225) 

 Has the organization documented its implementation 

practices, products, and procedures to serve as a 

demonstration for other similar organizations? 

 Has the organization increased its implementation 

capacity to reduce dependence on external TA 

resources? 

 Has leadership across similar organizations established 

implementation capacity (i.e., leadership, professional 

development, coaching, evaluation, policy)? 

 Does the organization review implementation fidelity and 

consumer outcome data at least monthly to monitor 

progress and to coordinate implementation training 

“boosters” and improvement sessions? 

 Does the organization have the capacity to consider 

and respond to new or renewed needs and/or 

problems? 

 Does the organization address personnel turnover by 

selecting individuals with skills, experience, commitment 

to PBIS and providing on-going and embedded 

training/coaching (Goodman, 2013) 

 

 

 

 

 

 

Self-assessment and Action Planning 

Hexagon Discussion and Analysis Tool 

Stages of Implementation Analysis:   

Where Are We? 

www.nirn.fpg.unc.edu 
 

http://www.nirn.fpg.unc.edu/
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BEHAVIORAL SCIENCE 

 
 PBIS is grounded in the science of behavior or applied behavior analysis. 

 The science of behavior focuses on changes to the environment resulting in changes in 

behavior. 

 Students are not born with bad behavior. 

 Students do not learn better ways of behaving when only given aversive consequences. 

 To learn better ways of behaving, students must be directly taught the expected behaviors. 

 To retain new behaviors, students must be given specific positive feedback and opportunities to 

practice in a variety of settings where the behaviors are expected. 

 

Knowing Your ABC’s 
 

ANTECEDENTS are cues, prompts, signals, questions, commands, 

reactions which happen right before the behavior occurs; they are the 

happenings that occur before the behavior, setting the stage or triggering 

the behavior. 

 

BEHAVIOR is the observable, measurable and clearly defined actions or 

reactions of the individual to the environment or antecedent. 

 

CONSEQUENCES are the outcome or feedback that occurs 

immediately following the behavior; positive corrective feedback help 

students learn and use appropriate behavior in the future. 

 

Traditionally, approaches to discipline have been punitive in nature, where the emphasis is on negative 

consequences or what is done following the behavior to punish or suppress behavior.  PBIS focuses 

heavily on prevention practices or Antecedents; the things that we can do to set students up to behave 

in socially appropriate ways, such as: 

 

 Clarify expectations so all students understand what they are expected to do. 

 Teach those expectations to students in an ongoing way as a means to ensure students know 

how to behave successfully. 

 Effectively respond to behavior – appropriate or inappropriate – to shape the behavior you 

seek. 
 

 

 

 

 

                    ’s of Behavior 

ANTECEDENTS 

“PREVENT” 

BEHAVIOR 

“TEACH” 

CONSEQUENCES 

“REINFORCE” 
Designing supportive 

environments using antecedent 

strategies promoting a positive 

and safe school climate for ALL 

students. 

 

Teach positive expectations, 

self-management and socially 

appropriate peer interactions 

supporting a positive and safe 

school climate for ALL students.  

Provide specific performance 

feedback and continuum of 

positive reinforcements that 

intrinsically motivate ALL students 

to engage in socially appropriate 

behaviors. 
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SOCIAL-EMOTIONAL LEARNING CONNECTION 
 

Both School-wide PBIS and Social Emotional Learning (SEL) provide opportunities for students and adults 

to learn self-awareness, demonstrate care and concern for others, manage self to achieve one’s goals, 

develop positive relationships, make good decisions, and behave ethically, respectfully, and 

responsibly. 

  

         

Self 

Awareness 

Emotional literacy, recognize one’s 

own emotions, values, strengths, 

and limitations 

 

Social 

Awareness 

Identify social situations, points of 

view, show understanding and 

empathy for others 

 

Self 

Regulation 

Manage emotional states, coping 

skills 

 

Responsible 

Decision-Making 

Make ethical, constructive choices 

about personal and social behavior 

 

Relationship 

 Skills 

Form positive relationships, 

cooperate, work in teams, deal 

effectively with conflict 

 
  

 

SW-PBIS & Social Skills 
 

School-wide Behavior and Social/Emotional Supports  
 Commitment to a school-wide positive and proactive social culture 

 Commitment to building personal competence of ALL students 

 Linking behavior and social development with academic success 

 

Embedding Social Skills Within the Classroom Curriculum 
An integrative and comprehensive multi-tiered system of support (MTSS) promotes essential skills for 

social and emotional competence and prevents or reduces challenging behaviors making schools 

more effective learning environments for ALL students.  When instructional practices for embedding 

social skills are organized into lesson plans, students acquire the important social skills needed for 

academic and social success while they are doing their math, or science, or social studies with little or 

no infringment on academic time.  Students and teachers increase their focus on academics as the 

expected social behaviors become “a way of being” in the classroom.  
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WORKSHEET #1: 

PBIS:   HISTORY, DEFINING FEATURES, AND MISCONCEPTIONS 
George Sugai and Brandi Simonsen 

Center for PBIS & Center for Positive Behavioral Interventions and Supports, University of Connecticut 

June 19, 2012 

 

What is PBIS? 
Although initially established to disseminate evidence-based behavior interventions for students with Behavior 

Disorder, the National TA Center on PBIS shifted focus to the school-wide behavior support of all students, and 

an emphasis on implementation practices and systems. As a result, PBIS is defined as a framework for 

enhancing the adoption and implementation of a continuum of evidence-based interventions to achieve 

academically and behaviorally important outcomes for all students.  

 

As a “framework,” the emphasis is on a process or approach, rather than a curriculum, intervention, or 

practice. The “continuum” notion emphasizes how evidence- or research-based behavioral practices are 

organized within a multi-tiered system of support, also called “response-to-intervention” Within this definition, 

the mutually beneficial relationship between academic and social behavior student success is. Finally, the 

important supportive relationship between positive school- and classroom- wide culture and individual 

student success is emphasized. 

 

Misconception #1: “PBIS is an intervention or practice.” 

 Although PBIS is comprised of research-based behavioral practices and interventions that have been shown 

to improve social behavior and academic achievement, PBIS is more accurately described as a “framework” 

or “approach” that provides the means of selecting, organizing and implementing these evidence-practices 

by giving equal attention to (a) clearly defined and meaningful student outcomes, (b) data-driven decision 

making and problem solving processes, and (c) systems that prepare and support implementers to use these 

practices with high fidelity and durability. 

 

Historical Development of PBIS 
1980s. During the 1980’s, a need was identified for improved selection, implementation, and documentation 

of effective behavioral interventions for students with behavior disorders (BD). In response, researchers at the 

University of Oregon began a series of applied demonstrations, research studies, and evaluation projects. 

These efforts indicated that greater attention should be directed toward prevention, research-based 

practices, data- based decision-making, school-wide systems, explicit social skills instruction, team-based 

implementation and professional development, and student outcomes.  

 

1990s. In the reauthorization of the Individuals with Disabilities Act of 1997, a grant to establish a national 

Center on Positive Behavioral Interventions and Supports was legislated to disseminate and provide technical 

assistance to schools on evidence based practices for improving supports for students with BD. Given the 

results of their work in the 1980s, researchers at the University of Oregon successfully competed for the 

opportunity to develop the PBIS Center. A defining feature of the original center was the establishment of a 

partnership comprising researchers and implementers from the Universities of Oregon, Kansas, Kentucky, 

Missouri, and South Florida, and from prominent providers of specialized supports. 

 

2000s. The National Technical Assistance (TA) Center on PBIS is currently in Year 14 (third 5-year grant cycle), 

and has assisted in shaping the PBIS framework (also referenced as “school-wide positive behavior supports”), 

and providing direct professional development and technical assistance to more than 16,000 schools. Other 

Center activities include (a) web-based collection and dissemination of evidence-based behavior practices 

and systems (www.pbis.org), (b) two national leadership and dissemination conferences (October Leadership 

Forum, and March partnership with the Association for Positive Behavior Supports), (c) three best-practices 

and systems “blueprints” (Implementation, Evaluation, and Professional Development), (d) numerous 

publications and professional presentations, and (e) school, district, and state implementation 

demonstrations.  
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Misconception #2:  “PBIS emphasizes the use of tangible rewards which can negatively affect the 

development of intrinsic motivation.” 

The PBIS framework includes practices that provide students with feedback on the accuracy and use of their 

social skills and behaviors, in the same manner that feedback is provided for successful and accurate 

academic performance. When new and/or difficult social skills are being acquired, more teacher and 

external feedback systems might be used to give students 

information about their social behavior. However, as students become more fluent in their use of social skills, 

external feedback systems are reduced and replace by more natural environmental and/or self-managed. 

Although intrinsic motivation is difficult to conceptualize and measure from a behavior analytic perspective, 

little evidence exists to suggest that the use of positive reinforcement, rewards, acknowledgements, and 

recognition has negative effects on academic and social behavior achievement. 

 

Characteristics of PBIS 
The PBIS framework has a number of defining characteristics. First and foremost, student outcomes serve as 

the basis for practice selection, data collection, and intervention evaluations. These outcomes are (a) 

academic and social, (b) individual and small group, and (c) judged on their educational and social value 

and importance.  

 

Second, rather than focusing on specific packaged or manualized interventions, the PBIS framework 

highlights specification and adoption of evidence- and research- based practices that characterize 

packaged programs. These practices are organized to support students across (a) school-wide (e.g., 

teaching and acknowledging a small number of positively stated behavioral expectations, clear and 

distinctive definitions for rule violations, and data-decision rules), (b) non-classroom (e.g., active supervision, 

reminders, teaching setting-specific routines), (c) classroom (e.g., effective academic instruction, active 

supervision, high praise rates), and (d) individual student (e.g., function-based behavior intervention supports, 

explicit social skills instruction, wraparound processes) routines. 

 

Third, consistent with the response-to-intervention approach, PBIS is characterized by the establishment of a 

continuum of behavior support practices and systems. These practices are unified with procedures for 

universal screening, continuous progress monitoring, team-based decision making rules and procedures, 

explicit monitoring of implementation fidelity, and local content expertise and fluency. In addition, the PBIS 

framework stresses the importance of embedded and continuous professional development, monitoring 

based on phase of implementation, and systems-based competence and supports (e.g., policy, leadership, 

funding). Finally, the effective, efficient, and relevant use of data or information to guide decision-making 

links the above characteristics. The collection, analysis, and use of data are considered essential for a 

number of PBIS purposes: (a) need clarification and 

priority, (b) matching of need and intervention or practice, (c) evaluation of research-base for practice 

selection, (d) student responsiveness and outcome impact, (e) intervention or practice fidelity, (f) social and 

ecological validity, and (g) implementation adjust for efficiency, effectiveness, and relevance. 

 

Misconception #3:  “PBIS is something new that was designed for students with disabilities.” 

 The phrase “Positive Behavioral Interventions and Supports” was first coined in the reauthorization of the IDEA; 

however, the practices, principles, and systems that characterize PBIS have been described, studied and 

implemented since the early1960s and 1970s). PBIS is a marriage of behavioral theory, behavior analysis, 

positive behavior supports, and prevention and implementation science that has been developed to 

improve how schools select, organize, implement, and evaluate behavioral practices in meeting the needs 

of all students. 
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Impact and Evidence Base for PBIS 
Included in the 16,000 school teams that have been trained on the PBIS implementation framework 

(especially, tier 1 or primary prevention), are 3 states with more than 60% of schools involved in PBIS 

implementation, 9 states with more than 40%, and 16 states with more than 30%. This impact reflects efforts by 

state and district leadership teams to build capacity for sustaining and scaling up their implementation of 

PBIS. Schools that are effective in their implementation have (a) more than 80% of their students and staff 

who can indicate the desired positive behavioral expectations for a given school setting, (b) high rates of 

positive acknowledgements for contributing to a positive and safe school climate, (c) have more than 70-

80% of their students who have not experienced an office discipline referral for a disciplinary rule infraction, 

(d) a good idea about which students require more intensive behavior supports, and (e) systems for regular 

review of their school-wide behavior data to guide their PBIS action planning and implementation decision 

making. 

 

In addition, since the 1980s, a number of experimental studies have documented the effectiveness of the PBIS 

framework at the school-wide level. This body of research supports improvements in problem disciplinary 

behavior, school climate, organizational health, student bullying behavior and peer victimization, and 

academic achievement. 

 

Misconception #4:   “PBIS is for behavior, and RtI is for academics.” 

 RtI is best conceptualized as a framework for developing and implementing multi-tiered systems of 

academic and behavior support, and is comprised of (a) universal screening, (b) continuous progress 

monitoring, (c) continuum of evidence-based practices, (d) team- driven data-based decision making, and 

(e) implementation fidelity. The PBIS framework is the application of RtI principles to the improvement of social 

behavior outcomes for all students. PBIS is often described as the “behavior side” of the RtI multi-tiered 

continuum; however, this description misrepresents the actual integrated implementation of behavior and 

academic support. 

 

PBIS Implementation in California 
 

PBIS schools implementing PBIS with fidelity to the National Model are measured regularly for fidelity of 

implementation and student outcomes.  Below is a summary of schools implementing PBIS who use PBIS 

Assessment tools to guide and measure implementation and various measures for student outcome data.   
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WORKSHEET #2: 
SCHOOL CLIMATE:  Academic Achievement and Social Behavior Competency 
Adapted from the Technical Brief:  Center on Positive Behavioral Interventions and Supports, September 2016 

 

1. What is School Climate? 

Generally, school climate represents the shared norms, beliefs, attitudes, experiences, and 

behaviors that shape the nature of interactions between and among students, teachers, 

and administrators (Emmons et al., 1996; Johnson, Pas, & Bradshaw, 2015; La Salle, Meyers, 

Varjas, & Roach, 2014). As such a social or educational validation approach is 

accentuated (Gresham & Lopez, 1996; Wolf, 1978), meaning that key stakeholder 

perceptions are examined relative to one’s expectations about experiences within a given 

place or organization and with a particular intervention or practice. As such, individual 

culture, context, and learning history influence one’s perceptions, experiences, and 

actions (Sugai, O’Keeffe, & Fallon, 2012).  

These organizational, instructional, and interpersonal expectations and experiences also 

set the normative parameters of social behavior within the school (Anderson, 1982; Koth, 

Bradshaw, & Leaf, 2008) and function as the basis for how students, educators, parents, 

and visitors report on the relative quality of the educational and personal culture and 

climate of classrooms and the school (e.g., safety, respectfulness, responsibility, 

community). 

Perceptions of school climate are shaped by one’s instructional, personal, and 

interpersonal experiences in classroom and non-classroom settings. For example, in settings 

described as having negative climates, an observer is more likely to see and experience 

students engaged in antisocial and atypical student behavior and reactive punishing adult 

behavior. In contrast, an observer of positive climates is more likely to see students 

displaying setting-specific prosocial behavior and social skills and educators engaged in 

more preventive and constructive instructional and social support actions. 
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1. What is school climate? 

NEGATIVE 

School/Classroom CLIMATE Examples 

POSITIVE 

School/Classroom CLIMATE Examples 

STUDENTS are more likely to 

be seen and heard 

 using inappropriate 

language 

 being verbally 

and/or physically 

aggressive 

 failing academically 

 being noncompliant 

or defiant behavior 

 displaying 

unregulated 

emotions 

 being late or 

skipping class 

 using verbal and 

nonverbal teasing, 

intimidation, & 

harassment 

 crying easily 

 being 

unresponsiveness 

 damaging property 

 

EDUCATORS are more 

likely to be seen and 

heard 

 giving verbal 

reprimands 

 removing 

students from 

instructional 

groups, 

classrooms, or 

school 

 withholding 

academic 

instruction 

 administering 

corporal 

punishment 

 engaging in 

public humiliation 

or blaming 

 coercing 

compliance 

 threatening or 

using physical 

responses 

 engaging in 

public humiliation 

 avoiding student 

engagements 

 

STUDENTS are more likely to 

be seen and heard 

 using setting 

appropriate 

language 

 following directions 

appropriately 

 experiencing 

academic success 

 handling problems 

and conflicts 

calmly and 

effectively 

 expressing feeling 

and emotions 

appropriately 

 asking for 

assistance in 

acceptable 

manner 

 playing/working 

cooperatively 

 listening and 

following along 

with instruction 

 solving problems 

and/or conflicts 

 restoring 

environments and 

relationships 

 

EDUCATORS are more 

likely to be seen and 

heard 

 giving positive 

and informative 

reminders 

 having more 

positive than 

negative 

interactions 

 teaching and 

reinforcing 

important 

classroom 

routines 

 expressing high 

academic and 

behavioral 

expectations of 

their students 

 maximizing their 

use of 

instructional time 

with high rates of 

opportunities to 

respond 

 modeling 

expected 

prosocial skills 

 handling 

problem 

behaviors and 

rule violations 

calmly and 

consistently 

 positively, 

actively, and 

continuously 

supervising 
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2.  Why is School Climate important? 

Although academic achievement and classroom and school climate are often 

considered independently, their interactive nature and influence are overlooked 

(Stronge, Ward, & Grant, 2011). Positive school climate has been linked to several 

important outcomes including increased student self-esteem and self-concept, 

decreased absenteeism, risk prevention, reduced behavioral problems, and school 

completion (Cohen, McCabe, Michelli, & Pickeral, 2009; Lindstrom Johnson, Pas, & 

Bradshaw, 2015).  

Over several decades, researchers, policymakers, and educators have increasingly 

recognized school climate as a critical component of school improvement efforts 

because of its effect on students’ outcomes (Anderson, 1982, Bear, Gaskins, Blank, & 

Chen, 2011; Cohen et al., 2009; La Salle, Meyers, Varjas, & Roach, 2014; Thapa, Cohen, 

Guffey, & Higgins-D’Alessandro, 2014). 

3.  How is School Climate measured? 

School climate data are collected using three general approaches: (a) social 

validation, (b) archival data, and (c) observation.  

a. Social Validation. Stakeholder perceptions are surveyed using descriptors that 

range from general (e.g., “I feel safe at school”) to specific (e.g., “Teasing, 

harassment, and bullying behavior is a daily occurrence in my school”) along a 

continuum of responses (e.g., strongly disagree to strongly agree). Perceptions 

are obtained through surveys, focus groups, and rating scales that are 

completed by students, family members, educators, and community members. 

b. Archival Data. Archival data on student and/or educator behavior are collected 

and stored for later examination. For students, indicators may be related to 

attendance, dropping out, academic records, disciplinary infractions, 

participation in extracurricular activities. For educators, similar extant data 

include, for example, attendance, punctuality, illness, transfers, and activity 

engagement. 

c. Observation. Data are collected directly on what students and educators are 

observed doing (e.g., frequency, rate, duration, latency) in particular settings 

(e.g., classroom, hallways, lunchrooms, playgrounds, assemblies) or contexts 

(e.g., in small group, with certain individuals, doing specific academic content). 

Examples of observation indicators may include the following student and/or 

educator behaviors: 

Regardless of the approach to measuring school climate, the information must be 

contextualized by determining (a) where and when, (b) with whom, (c) how often, (d) 

where and under what contexts, and (e) why (e.g., motivation, function). In addition, 

the cultural context of students and educators must be considered, that is, family, 

neighborhood, school, district, community, etc. (Fallon, O’Keeffe, & Sugai, 2012; La 

Salle, Meyers, Varjas, & Roach, 2014; Sugai, O’Keeffe, & Fallon, 2012). As such, school 

climate data can assist in considering questions related to equity, disproportionality, 

and cultural responsiveness and appropriateness. 
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3. How is school climate measured?  

Observation Indicators: 

Student Behaviors 

Observation Indicators: 

Educator Behaviors 

 # teasing and harassment behaviors 

 # positive interactions with others 

 # minutes working/social interaction alone 

and/or with others 

 # positive initiations 

 # destructive property acts 

 # aggressive (verbal/aggressive) acts 

 # minutes to comply to requests 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 # reprimands or reactive responses 

 Ratio # of positive to negative 

interactions 

 # positive acknowledgements and 

recognition 

 # opportunities to respond 

 # opportunities for academic success 

 # precorrection prompts 
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4.  What practices and systems are associated with the development, 

sustainability, and enhancement of positive school climates? 
 

Given the above prevention-based, behavioral sciences approach, we propose that 

priority must be given to selecting systems that improve the high fidelity and sustainable 

implementation of effective practices. In general, practices are those strategies, 

interventions, programs, curricula, etc. that are experienced by students, parents, and 

guardians to enhance their contributions to a positive school climate. Systems are those 

structural and organizational supports that are experienced by educators to insure the 

best selection, adaptation, and accurate and long term implementation of effective 

practices. These practices and systems are summarized below: 
 

4. What practices and systems are associated with the development, 

sustainability, and enhancement of positive school climates?  

Effective 

PRACTICES 

Effective 

SUPPORTING SYSTEMS 
 Effective academic instruction that provides 

frequent opportunities for maximum 

instructional engagement, active responding, 

and academic success on challenging 

content 

 Preventive, continuous, and active supervision 

across all academic and nonacademic 

contexts and settings throughout the school 

day 

 Explicit, culturally responsive, and active social 

skills instruction that is taught, practiced, and 

acknowledged within and across all 

academic and non-academic contexts and 

settings throughout the school day 

 High rates of positive and informative 

feedback for both academic and 

nonacademic responses within and across 

settings 

 Differentiated academic and behavioral 

supports that increase in intensity, frequency, 

duration, individualization based on 

responsiveness to intervention, learning history, 

and student characteristics (e.g., disability, 

medical/physical status) 

 Frequent reminders about expected social 

skills, behaviors, and routines within and across 

contexts and settings 

 

∆ Active participation and implementation by 

school leadership 

∆ Active participation and implementation by 

majority of staff (>80%). 

∆ Active and frequent educator modeling of 

expected student social skills  

∆ Action plan that schedules activities for a 2-

3year implementation 

∆ Coordinated school-wide implementation by 

leadership team representing 

grade/department, non-teaching staff, 

behavior specialists, leadership, students, 

families, etc. 

∆ Decision-based data system addressing 

student responsiveness, implementation 

fidelity, and implementation capacity 

development 

∆ Multi-tiered framework for selection, 

organization, and implementation of 

effective practices for all students, including 

data decision rules, expected outcomes, and 

implementation supports 

∆ District-level supports and participation in the 

school-based implementation (e.g., policy, 

funding, personnel, priority) 

∆ Internal and external coaching supports to 

prompt, remind, and reinforce 

implementation action plan 

∆ Procedural guide for comprehensive 

integration and implementation of all 

behavior related initiatives under a school 

climate umbrella and within a multi-tiered 

framework 
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5.  How does school climate relate to other social, emotional, and behavioral 

initiatives (e.g., bullying, disproportionality and culture, character education, 

school violence and safety, classroom management, reactive discipline, 

attendance, restorative practices)? 

What students, educators, parents, guardians, and others experience within and across 

classroom and non-classroom settings affects how they perceive and describe their 

experiences. If they see or experience bullying or victimization, aggressive acts, 

humiliation or embarrassment, discrimination, sadness, unsafe actions, etc., they are 

more likely to perceive and report a negative school climate. If they see or experience 

more cooperative, helping, effective self-management, safe and caring acts, 

responsible behaviors, etc., they are more likely to describe these setting has having 

positive climates.  

When social and/or behavioral challenges are experienced, initiatives, programs, and 

procedures are put in place to address them, for example, bullying prevention, 

restorative practices, character education, and life skills training. If the focus is on 

individual students, more specialized supports, like school mental health, special 

education, and clinical counseling are initiated so that intensive strategies can be 

provided (e.g., cognitive behavior therapy, function-based behavior intervention plans, 

targeted social skills instruction).  

Regardless of whether the emphasis is school-wide, classroom, or individual, the 

responses are often independently developed and implemented, and they collectively 

affect our experience and perceptions of those experiences, that is, school climate 

(Koth, Bradshaw, & Leaf, 2008). If anyone or combination of behavioral responses or 

practices is to have the desired effect and expected outcome, an implementation 

framework is needed to organize (i.e., align, eliminate, merge, sequence) how they 

relate to each other and how they would be implemented across all school settings for 

all students and staff (La Salle, Sugai, & Freeman, in preparation).  

Thus, the multi-tiered framework becomes the operating continuum for sequencing, 

aligning, and integrating multiple behavior related practices that contribute to school 

climate. Examining stakeholders’ perceptions of school climate serves to (a) understand 

how key members of the school community perceive the school environment along a 

number of variables including safety, interpersonal relationships, behavioral 

expectations, etc.; (b) inform educators about the effectiveness of school interventions; 

and (c) facilitate contextually relevant data-based decision making within a multi-

tiered framework.  

This framework generally includes three tiers: (a) Tier 1 - school-wide practices and 

systems for all students and educators across all classroom and school settings, (b) Tier II 

- extended Tier 1 practices and systems for students who require small group supports, 

and (c) Tier III - individualized practices and systems for students who require more 

intensive supports than provided at Tiers 1 and II.  
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Three implementation implications are associated with a multi-tiered approach to 

school climate efforts: 

a. Classroom and school practices must be selected based on factors that are 

contributing to a negative climate and needed for developing a positive 

climate. 

b. Priority is given to choosing and implementing a few effective practices that are 

(a) clearly aligned with a documented need and achieving desired and 

expected outcomes, (b) sequenced in a continuum from universal to targeted, 

(c) doable with fidelity in specific contexts and settings, and (d) culturally and 

contextually appropriate for the students and staff members of the school. 

c. Systems capacity exists to support data-based decision making, practice 

selection, high fidelity sustainable implementation, and continuous adaptation 

and regeneration. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

How does each remaining initiative/practice add value to the other? 
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“Teamwork is the ability to work together toward a common vision. 

The ability to direct individual accomplishments toward organizational objectives. 

It is the fuel that allows common people to attain uncommon results.” 

-Andrew Carnegie 

 
Successful implementation and sustainability of PBIS requires the guidance and actions of 

a hands-on PBIS Implementation Team.  It is critical to develop a strong team with 

members who are: 

 Knowledgeable of PBIS:  the why, what and how 

 Enthusiastic and motivated advocates of this evidence-based positive behavioral 

approach 

 Possess a variety of skills and attributes contributing to the team’s effective function 

 

Tiered Fidelity Inventory 

FEATURE 

Data Source Main Idea 

1.1 Team Composition: 
Team Composition: Tier I team includes a Tier I systems 

coordinator, a school administrator, a family member, and 

individuals able to provide: 

(a) applied behavioral expertise,  

(b) coaching expertise,  

(c) knowledge of student academic and behavior patterns, 

(d) knowledge about the operations of the school across 

grade levels and programs, and for high schools,  

(e) student representation. 

Team Member Profile 

 

Tier I Team Meeting 

Agenda and Minutes 

 

Teams need people 

with multiple skills and 

perspectives to 

implement PBIS well. 

1.1  Team Composition/Cultural Responsiveness TFI Companion* 
School SWPBIS leadership teams not only include stakeholders as team members but also actively elicit 

ownership, voice, and broad representation of their families and communities, especially underserved families 

and cultures.  Although teams should be small enough to be efficient, family voice is critical.  If team size is a 

concern, consider the use of a subcommittee structure and have families represented on the 

subcommittees. 

1.2 Team Operating Procedures:  
Tier I team meets at least monthly and has (a) regular 

meeting format/agenda, (b) minutes, (c) defined meeting 

roles, and (d) a current action plan. 

 Regular, monthly meetings 

 Consistently followed meeting format 

 Minutes taken during and disseminated after each 

meeting (or at least action plan items are 

disseminated) 

 Participant roles are clearly defined 

 Action plan current to the school year 

Tier I Team Meeting 

Agenda and Minutes 

 

Team Member Profile 

 

Team Established  

Working Agreements 

 

Norms of Collaboration  

Self-Reflections 

 

Specific features are 

necessary to ensure 

meetings are 

effective for action 

planning and tracking 

progress. 

 

1.2       Team Operating Procedures/Cultural Responsiveness TFI Companion* 
Team procedures include structures and practices that prompt the use of data for decision making and 

communication to ensure transparency of the system and to enable all stakeholders to have a voice in the 

process and outcomes.  During data analysis, team members examine the system and policies for potential 

changes, rather than placing the responsibility for change on families and students.  Having a defined set of 

procedures holds the team responsible for ensuring equitable SWPBIS implementation and assessing student 

data for equitable impact. 

 

Step 1:  Implementation Team 

*Milaney Leverson, Kent Smith, Kent McIntosh, Jennifer Rose, Sarah Pinkelman (Nov. 2016) PBIS Cultural Responsiveness Field Guide:  

Resources for Trainers and Coaches.  PBIS OSEP Technical Assistance Center. 

http://www.pbis.org/school/equity-pbis 

 

http://www.pbis.org/school/equity-pbis
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The PBIS Implementation Team is responsible for communicating, educating and implementing positive 

behavioral systems, practices and data throughout the school and community.  To function effectively and 

efficiently to bring about change, teams need to understand and adopt the following team meeting 

foundations: 

 Team Member Profiles 

 Roles and Responsibilities 

 Team Meeting Working Agreements 

 Norms of Collaboration 

 Agenda and Meeting Minutes 

 

 

WORKSHEET #3: 

Team Member Profile/Compass Points/Roles & Responsibilities 
Decide which of the four “directions” on the compass most closely describes your personal work style when 

working in a group.  Spend some time reflecting individually on the following information and write your 

responses in the chart below.  Share out with the team and complete the chart for every member. 
 

Team Member Name 

Direction Point 

Role and Title 

Description of Responsibility 

Strengths I can contribute to the 

Tier I Team are … 

To work effectively with this group, 

I need … 
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Compass Points 
An exercise in understanding preferences in group work. 
-developed in the field by educations affiliated with the National School Reform Faculty 

 
 
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

EAST 

“Envision” “Options” “Possibility” 

 

Approaches to work/leadership style: 

∆ Visionary who sees the big picture 

∆ Very idea oriented, focuses on future thought 

∆ Insight into mission and purpose 

∆ Looks for overarching themes and ideas 

∆ Likes to experiment and explore 

Overuse – Style taken to excess: 

∆ Can be bogged down by lack of vision or too much 

emphasis on vision 

∆ Can lose focus and follow through on task/projects 

∆ May become easily overwhelmed 

∆ Not time-bound, may lose track of time 

∆ Tends to be highly enthusiastic early on, then burns 

out over the long haul 

Best way to work with an EAST: 

∆ Present your case quickly, clearly and with enthusiasm 

∆ Allow and support divergent thinking; show 

appreciation and enthusiasm for ideas 

∆ Listen and be patient during generation of ideas 

∆ Avoid critical or judgmental statements of ideas 

∆ Provide a variety of tasks 

∆ Provide help and supervision checkpoints on details 

and project follow through 

 

WEST 

 “Who? What? Where? Why?’ 

 

Approaches to work/leadership style: 

∆ Moves carefully and follows procedures and 

guidelines 

∆ Uses data analysis and logic to make decisions 

∆ Thoroughly examines, weighs all sides of an issue 

∆ Seen as practical, dependable and thorough in task 

situations 

∆ Helpful to others by providing planning and 

resources 

∆ Skilled at finding fatal flaws in an idea or project 

Overuse – Style taken to excess: 

∆ Can be bogged down by information and collection 

of unnecessary data, “analysis paralysis” 

∆ Can become stubborn and entrenched in position 

∆ Can get stuck in adhering to policies and procedures 

– “doing it the right way” 

Best way to work with a WEST: 

∆ Allow plenty of time for decision making 

∆ Provide data – objective facts and figures this person 

can trust 

∆ Don’t be put off by critical NO statements 

∆ Minimize expressing of emotions, use logic 

whenever possible 

 

SOUTH 

 “Support” “Share” “Fair” 

 

Approaches to work/leadership style: 

∆ Allows others to feel important in deterring direction; 

non-competitive; team player 

∆ Interaction is primary – uses relationships to 

accomplish task receptive to others’ ideas, build on 

ideas of others 

∆ Feeling-based, trust own emotion/intuition, intuition 

regarded as “truth” 

∆ Value Driven 

Overuse – Style taken to excess: 

∆ Needs of people are being compromised 

∆ Has trouble saying “no”; easily taken advantage of 

∆ Internalizes difficulties and assumes blame 

∆ Difficulty confronting; dealing with anger 

Best way to work with a SOUTH: 

∆ Remember process is important 

∆ Build relationships 

∆ Justify decision around values, ethics and the right 

thing to do 

∆ Actively listen and allow the expression of feelings 

and intuition in logical arguments 

∆ Provide plenty of positive reassurances and likability 

during challenging discussions and dialogue  

 

NORTH 

 “Need it Now” “Do it Now” 

 

Approaches to work/leadership style: 

∆ Active, decisive; expresses sense of urgency for 

others to act now 

∆ Likes to be in control 

∆ Enjoys challenges presented by difficult situations 

and people; likes variety, novelty, new projects 

∆ Thinks in terms of the “bottom line” 

∆ Perseveres, not stopped by hearing “No” 

Overuse – Style taken to excess: 

∆ Seems to not care about process 

∆ Can get defensive quickly, argue 

∆ Wants things their way, overrule people in decision-

making process; find it hard to relinquish control 

∆ Sees things in terms of black and white 

∆ Not sensitive to other people’s feelings, may be 

perceived as cold 

Best way to work with a NORTH: 

∆ Present your case quickly, clearly and with 

enthusiasm 

∆ Focus on the “challenge” of the task 

∆ Provide plenty of autonomy 

∆ Use them in tasks requiring motivation, persuasion, 

initiative 

 

 

∆  
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PBIS Team Roles and Responsibilities 
 

ROLES DESCRIPTION RESPONSIBILILTIES 

Administrator 

 

 

 

 

 

 

This member is essential for creating change 

and supporting staff moving to a proactive 

behavioral schoolwide learning 

environment.  In addition, the administrator 

works with PBIS team and coach to 

rebalance workloads in order to successfully 

carry out PBIS responsibilities. 

 Communicates the need for PBIS and the 

value of PBIS to their school community  

 Identifies PBIS as one of the top three priorities 

for school improvement 

 Acknowledges the implementation process 

timeline of three to five years 

 Provides budgetary support 

Facilitator This member is responsible for the 

developing and revision of agendas, 

facilitates meetings, follows up on assigned 

tasks with team members, reminds team 

members of meeting times and locations, 

and E-mails. 

 

 Runs efficient and effective meetings 

 Knows how to craft questions 

o -75% of what a facilitator says should 

be in question form 

 Implements group norms and working 

agreements 

 Keeps people on track (Back on track) 

 Moves through agenda in a timely fashion 

 Keeps clock or watch nearby 

Data Analyst This member manages all data; has access 

and uses data that measure progress toward 

implementation.  He/she adopts a routine for 

reviewing implementation and outcomes 

regularly throughout the year 

 Demonstrates fluency in navigating and 

inputting data into pbisapps.org 

 Generates reports and tells a story with data 

summary 

 Understands norms for structuring conversation 

around data 

 Reviews data at the beginning of each 

meeting 

Minute Taker This member assures organization and 

documentation for team meetings. They 

bring a laptop to record only the decisions 

and actions during the meeting and 

distributes electronic copies of the minutes 

to team members within 24 hours of 

meeting. 

 

 Creates necessary documents for team 

meeting (minutes and agenda) 

 Understands norms for paraphrasing; ability to 

listen to a discussion and paraphrase critical 

information in written form 

 Skilled at word processing and managing 

technology (computers/projector/internet) 

 

Communication 

Coordinator 

This member organizes information (data 

summary and suggested responses to data) 

to share at monthly staff meeting; reports 

progress and feedback to staff-- writes 

newsletters, bulletins, etc.; is liaison to 

community members, parents, district 

administration; manages PBIS bulletin board  

 Likes scheduling and calendaring for team 

meetings and trainings 

 Sends out reminders 

 Is the liaison between staff, families and 

community 

 Fluent with social networking strategies 

 

SW-PBIS Coach 

 

This member assists the team’s 

implementation of evidence-based 

practices and progress monitors fidelity of 

the eight steps of implementation through 

action plans using data-based decision 

making for action planning purposes. 

 Understands the eight steps of school-wide PBIS 

implementation 

 Attends Coaching Clinics, organizes team for 

staff buy-in processes 

 Guides action planning process 

 Commits to understand the science of 

behavioral analysis, implementation and 

prevention 

 Is the “Go-to-person” for staff 

Student & Parent 

Voice 

 

 

 

 

 

Write a description of what a student and 

parent does on your team. 

 

    

 

    

 

  

  

http://www.coachsport.com/wp-content/uploads/2008/02/sports-coach.jpg
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WORKSHEET #4: 

Working Agreements 
Working agreements are important for a group that intends to work together on difficult issues, or who will be 

working together over time.  They may be added to or condensed as the group progresses.  Starting with basic 

working agreements builds trust, clarifies group expectations of one another and establishes points of 

“reflection” to see how the group is doing regarding process. 

 

Horner, R. H., Newton, J. S., Todd, A. W., Algozzine, B., Algozzine, K., Cusumano, D. L., & Preston, A. I. (2015). Team Initiated Problem Solving Model 

. 

PBIS Implementation Team Working Agreements 
Use your schoolwide behavioral expectations to create a working agreement matrix by 

operationalizing behaviors, making an effective team. 
SWPBIS 

Expectations: 

What behaviors will we agree to demonstrate to make this an effective team meeting? 

 

 

 

SWPBIS 

Expectations: 

What behaviors will we agree to demonstrate to make this an effective team meeting? 

 

 

 

SWPBIS 

Expectations: 

What behaviors will we agree to demonstrate to make this an effective team meeting? 

 

 

 

 

Positive Behavioral Expectations of Effective Teams 

 

 

Predictability 

 

 Defined roles, responsibilities and expectations for the meeting 

 Start & end on time, if meeting needs to be extended, get agreement from 

all members 

 Agenda is used to guide meeting topics 

 Data are reviewed in first 5 minutes of the meeting 

 Next meeting is scheduled 

 Meetings begin with a celebration and end with reflection 

 

Participation 

 

 

 75% of team members present & engaged in topic(s)  

 Decision makers are present when needed 

 Be an active participant, volunteer, offer to help others 

 

 

Accountability 

 

 

 

 Facilitator, Minute Taker & Data Analyst come prepared for meeting & 

complete their responsibilities during the meeting 

 System is used for monitoring progress of implemented solutions (review 

previous meeting minutes, actions, and goals) 

 System is used for documenting decisions 

 Meet action plan deadlines 

 

 

Communication 

 

 All regular team members (absent or present) get access to the meeting 

minutes within 24 hours of the meeting 

 Team member support in practicing team meeting norms/agreements 

 Share articles pertinent to team discussions 

 Listen to others’ ideas, save questions and comments until speaker has 

finished speaking (active listening) 
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WORKSHEET #5: 

Norms of Collaboration 
 Adapted from:  Garmston, R., and Wellman, B. (2009) The Adaptive School:  A Sourcebook for Developing Collaborative Groups  2nd Edition, Norwood, MS:  

Christopher Gordon. 

 

 

 

  

NORM: DESCRIPTION: 
On a scale of one to five (low to 

high) rate your perception of how 

well the norm is used as 

A TEAM or AN INDIVIDUAL 

Pausing 

 

Pausing before responding or asking a question allows time for 

thinking and enhances dialogue, discussion, and decision-

making. 

 

 

 

1----2----3-----4-----5 

Paraphrasing 

 

Using a paraphrase starter that is comfortable for you – “So…” 

or “As you are…” or “You’re thinking…” – and following the 

starter with an efficient paraphrase assists members of the 

group in hearing and understanding one another as they 

converse and make decisions. 

 

 

1----2----3-----4-----5 

Posing 

Questions 

 

Two intentions of posing questions are to explore and to specify 

thinking.  Questions may be posed to explore perceptions, 

assumptions, and interpretations, and to invite others to inquire 

into their thinking.  Use focusing questions such as, “Which 

students, specifically?” or “What might be an example of 

that?” to increase the clarity and precision of group members’ 

thinking.  Inquire into others’ ideas before advocating one’s 

own. 

 

1----2----3-----4-----5 

Putting Ideas 

on the Table 

 

Ideas are the heart of meaningful dialogue and discussion.  

Label the intention of your comments.  For example: “Here is 

one idea…” or “One thought I have is…” or “Here is a possible 

approach…” or “Another consideration might be…”. 

 

1----2----3-----4-----5 

Providing 

Data 

 

Providing data, both qualitative and quantitative, in a variety 

of forms supports group members in constructing shared 

understanding from their work.  Data have no meaning 

beyond that which we make of them; shared meaning 

develops from collaboratively exploring, analyzing, and 

interpreting data. 

 

 

1----2----3-----4-----5 

Paying 

Attention to 

Self and 

Others 

 

Meaningful dialogue and discussion are facilitated when each 

group member is conscious of self and of others, and is aware 

of what (s)he is saying and how it is said as well as how others 

are responding.  This includes paying attention to learning 

styles when planning, facilitating, and participating in group 

meetings and conversations. 

 

 

1----2----3-----4-----5 

Presuming 

Positive 

Intentions 

 

Assuming that others’ intentions are positive promotes and 

facilitates meaningful dialogue and discussion, and prevents 

unintentional put-downs.  Using positive intentions in speech is 

one manifestation of this norm. 

 

 

 

1----2----3-----4-----5 



7 
 

Implementation Team  

Meeting Agenda and Minutes 
  

 Date Time (begin and end) Location Facilitator Minute Taker Data Analyst 

Today’s Meeting  

 

     

Next Meeting  

 

     

 

 

I. REVIEW AGENDA: Determine whether changes are needed (2 minutes) 

II. REVIEW TASKS FROM PREVIOUS MEETING: Document status of tasks (10 minutes)  

IMPLEMENTATION 

STEP 

ACTION PLAN: Who did what? When? LEVEL OF IMPLEMENTATION NEXT STEPS 

   Not started 

 Partial implementation 

 Implemented with fidelity 

Notes: 

 

 

   Not started 

 Partial implementation 

 Implemented with fidelity 

Notes: 

 

 

 

III. NEW ITEMS FOR ACTION PLAN (30 minutes) 

IMPLEMENTATION 

STEP 

DECISION/ACTION PLAN 

Who will do what? When? 

Anticipated 

Roadblocks/Solutions 

 

 

 

 

  

 

 

 

 

 

  

 

IV. EVALUATION OF TEAM MEETING (Mark your ratings with an “X”) Our Rating 

 Yes So-So No 

1. Was today’s meeting a good use of our time?  

 

  

2. In general, did we do a good job of tracking whether we’re completing the tasks we 

agreed on at previous meetings? 

   

3. In general, have we done a good job of actually completing the tasks we agreed on 

at previous meetings? 

   

4. In general, are the completed tasks having the desired effects on student behavior?   

 

  

AGENDA Items: Next Team Meeting AGENDA 

1. 1. 

2. 2. 

3. 3. 

4. 4. 
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Tier I Coordination and Problem Solving Teams 

Meeting Foundation and Format 
Team Meeting Foundations & Decision Guidelines (2016).  Horner, Flannery, Nese, Chaparro, Conley, Todd, University of Oregon.  Adapted 

from TIPS, PBIS & MTSS Training Materials.  Tips2info@blogspot.com  

Tier I Team Purpose Team Agreements 

∆ Develop and implement Tier I systems & 

interventions for academic and social 

success 

∆ Monitor fidelity of implementation of Tier I 

systems & supports 

∆ Monitor academic and social progress for all 

students 

∆ Screen, select & refer students in need of Tier 

II & III supports 

Respect 

∆ Before meeting, complete tasks, inform 

facilitator of absence/tardy, avoid side talk 

∆ During meeting, avoid side talk, stay focused 

∆ Start and end meeting on time 

Relevance 

∆ Question fidelity of implementation 

∆ Make data based decisions based on 

precision statements (what, where, when, 

who, why & how often) 

Reality 

∆ Think about feasibility, social acceptability, & 

contextual fit 

 
Team Members 

 Facilitator Minute Taker Data Analyst Administrator Others 

Primary  

 

 

    

 

Back Up  

 

 

    

 

 

Team Meeting Schedule 

When Where Start/End Time Meeting Minute Location 

 

 

   

 

 Question Data Collection & 

Data Entry/Schedule  

What, Who & When 

Report Generation 

What, Who & When 

Fidelity of 

Implementation 

Are systems of support in place and 

being implemented as planned? 

 

 

 

 

Student Outcomes How many months are problem levels 

at or below the national median or 

expected for each grade? 

  

 Is there a gradual increase or 

decrease in problem levels across a 4-

month period of time? 

  

 Are there peaks in problem levels or 

dips in academic data that are 15-

20% higher/lower? 

  

 Are Tier I interventions working for 80-

8% of students?  What percentage of 

students are receiving Tier II and Tier III 

supports? 

  

 Do any students need Tier II or Tier III 

supports? 

 

 

 

 

mailto:Tips2info@blogspot.com
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WORKSHEET #6: 

MTSS RESOURCE MAPPING 

 

Existing PRACTICES Supporting Student Success 
Brainstorm existing evidence-based practices supporting student success. 

 

 

 

 

TERTIARY PREVENTION 

Specialized Individualized System for Students with High-Risk Behavior 
 

SECONDARY PREVENTION 

Specialized Group Systems for Students with 

At-Risk Behavior 
 

PRIMARY PREVENTION 

School/Classroom Systems for ALL Students, Staff & Settings 
 



10 
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MTSS RESOURCE MAPPING 
 List all the responses from the previous page for each tier in the “Practice” section. 

 Cross out any systems. 

 Cross out any practices which are not research-validated. 

 Check off features describing the remaining research-validated practices. 

 

 Practices 
Academic Behavior Social 

Emotional 

Research 

Validated 

Progress 

Monitor 

Rapid 

Access 

Tier 

I 

 

 

 

 

 

 

 

 

 

 

      

Tier 

II 

 

 

 

 

 

 

 

 

 

 

      

Tier 

III 
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MTSS RESOURCE MAPPING 

SECONDARY Worksheet 
 

 

 
 

 

 Universal Supports 

(promotion of student success and 

engagement) 

 

Classroom Routines 
(enhancing teacher capacity for 

addressing concerns and fostering 

healthy development) 

Academic by 

Department or 

Content Area 

 

 

  

Organizational Skills or 

Academic Behaviors 

 

 

 

 

  

Social, Emotional  

 

 

 

 

  

Behavior (social skills)   

Clubs and Activities 

 

 

 

 

 

  

Community Based 

 

 

 

 

 

  

District Initiatives 
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WORKSHEET #7: 

WORKING SMARTER 

Integrating Initiatives Worksheet 

 
Step 1: Identify Current Teams (discipline, instruction, climate, school improvement, parent support etc.) 

Step 2: Complete the Working Smarter document 

 

Step 3: Based on your results, what committees can 

you:  

(a) eliminate?  

(b) combine?  

(c) provide more support? 

(d) how can we infuse PBIS into our committees? 

Step 4: How does each initiative/committee 

enhance the outcomes of the other? 

Initiative / 

Committee 

Outcome  

Linked to 

Local 

Control 

Accountability 

Plan  

  

Simple  

Plan for 

Student 

Achievement  

Who do we 

serve?  

(students/ 

staff/both?) 

How do folks 

get access 

to support? 

Names of 

staff on 

team 

Non-

negotiable 

district 

mandate? 

How do we 

measure 

impact?  

 

(student 

outcomes & 

fidelity 

measures) 

 

Overlap? 

Modify? 
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WORKING SMARTER 

Integrating Initiatives Worksheet 

SECONDARY:   Using Clubs for Student Engagement and Implementation 

 

Engagement 

Club Name 

And 

Outcome 

 

Who do we serve? 

 

What is the ticket in? 

Names of staff who 

support the club 

 

Funding 

source 

How do we 

measure 

impact? 

 

Data for 

decision 

making system 

How is it linked to 

Tier 1 practices 

(teaching 

expectations and 
acknowledgment)? 
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A school culture influences the ways people think, feel and act. 

Kent Peterson 

 
Developing a behavioral statement of purpose lays the foundation for the PBIS framework.   

It serves to align the systems change work with a common vision 

and set of principles used to guide decision-making and 

implementation efforts. A school’s behavioral statement should 

reflect beliefs (the “why”) which support academic, behavioral 

and social emotional student outcomes. The purpose statement 

is the driving force behind the work of the PBIS team; it supports 

why you do what you do. 

Behavioral Statement of Purpose 
Guidelines: 

 Positively stated 

 2-3 sentences in length 

 Supportive of academic achievement and social emotional competency 

 Contextually and culturally appropriate 

 Agreement by > 80% of faculty and staff 

 Communicated to families, community members and district administrators 

 

 

Tiered Fidelity Inventory 

FEATURE 

Data Source Main Idea 

1.7 Professional Development:  
A written process is used for orienting all 

faculty/staff on 4 core Tier I SWPBIS 

practices: (a) teaching school-wide 

expectations, (b) acknowledging 

appropriate behavior, (c) correcting errors, 

and (d) requesting assistance. 

 Are there scheduled trainings for 

school team members? 

 Is there a faculty-wide orientation led 

by the full Tier I team? 

 Is there a scheduled annual 

orientation for new faculty? 

 Are there documented strategies for 

orienting substitutes or volunteers? 

 Is the process for requesting 

assistance around behavioral 

concerns known by all, easy to 

follow, and encouraged? 

 

Professional development 

calendar: 

 Golden Circle 

 Cultural Shifts 

 C-BAM Ladder 

 Focusing Four Consensus 

Building 

 Predictable Problem 

Locations Map 

 SW Teaching Matrix and 

Lesson Planning 

 Classroom Practices 

Jigsaw 

 Acknowledgment System 

Each/Teach Research 

Article 

 Discipline Myths 

o Four Corners 

 Minor vs. Major Behavior 

o T-Chart 

 

Staff handbook 

The key to PBIS 

implementation is staff 

consistency.  

 

All staff need to be 

informed and aware of 

goals, processes and 

measures. 

 

“Transparency” 

1.7 Professional Development/Cultural Responsiveness TFI Companion* 
Professional development processes and procedures focus on: 

 (1) implementation of the SWPBIS framework 

 (2) the five cultural responsiveness core components described in the field guide (identity, voice, supportive 

environment, situational appropriateness, data for equity) 

 (3) historic context and present-day issues specific to the school’s underserved populations 

Step 2:  Behavioral Statement of Purpose 

Example School staff, students and parents believe 

achievement can be attained when we promote 

and sustain a prevention-focused positive school 

climate and a safe, effective learning environment 

where ALL can succeed academically, socially 

and emotionally. 

 

*Milaney Leverson, Kent Smith, Kent McIntosh, Jennifer Rose, Sarah Pinkelman (Nov. 2016) PBIS Cultural Responsiveness Field Guide:  

Resources for Trainers and Coaches.  PBIS OSEP Technical Assistance Center. 

http://www.pbis.org/school/equity-pbis 

 

http://www.pbis.org/school/equity-pbis
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WORKSHEET #8: 

THE GOLDEN CIRCLE 
THE GOLDEN CIRCLE is used when designing your Behavioral Statement of Purpose.  

 

Start with the central focus of WHY and then work outward to the HOW and WHAT, producing a growing and 

organized structure composed of key words and key images. 

 

“Why would our school want to implement a 

 school-wide positive behavior system? 

“How (sciences) will our school implement a  

school-wide positive behavior system? 

“What (activities) will our school do to implement a 

 school-wide positive behavior system? 

 

 
 

 

START WITH THE “WHY”  
https://www.youtube.com/watch?v=qp0HIF3SfI4 

Simon Sinek, “How great leaders inspire everyone to take action.” 
The Golden Circle 

 
The Golden Circle is an alternative perspective explaining why some people and organizations are more 

innovative, influential, command greater loyalty and able to repeat their success over and over.  

 The Golden Circle provides insight on how to turn an idea into a reality. 

 

“There are leaders and those who lead. Leaders hold a position of power or authority. 

 Those who lead inspire us.” 

 

 

 

“What you do is simply proof of what you believe.” 

 

 

 

 

“People don’t buy what you do, they buy why you do it.” 

 

 

 

 

 

“All inspiring organizations operate from the inside, out.” 

 

 

 

 

WHY

HOW

WHAT
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CULTURAL SHIFTS 

From To 

Negative Positive 

Exclusion Inclusion 

Reactionary Proactive 

Punitive / Coercive Prevention/Instructional 

What we do TO them What we do WITH them 

Changing the Student Changing the Environment 
 

The fundamental purpose of PBIS is to make schools more effective and equitable learning 

environments through establishing safe, positive and predictable behaviors. To make this 

happen, there must be a personal shift in our thinking, feelings and actions. 

 

Which cultural shift will be the easiest? Why? 

Which cultural shift will be the hardiest? Why? 

 

SECOND ORDER CHANGE 
First order change is a temporary change. 

Second order change is lasting change! 

 

 

 

 

 

 

 

 

 

 

 

 
 

 

 

 
 

 

 

 

 

 

 

 

Adapted from Tim Knoster (1991), TASH presentation, Washington D.C.) 
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WORKSHEET #9: 

CONCERNS-BASED ADOPTION MODEL (CBAM) 
National Standards & the Science Curriculum 

 

A Processing Model for Change 
 

The Concerns-Based Adoption Model (C-BAM), developed by a team of researchers at the Research and 

Development Center for Teacher Education, University of Texas at Austin in the 1980’s continues to be used as 

an effective tool to help leaders understand, monitor, and guide the complex process of implementing new 

and innovative practices.  

 

With regards to PBIS, using this tool is recommended throughout the Eight Steps of Implementation, beginning 

with, “What question(s) might you have regarding PBIS as we begin implementation this year?” Responses are 

placed on the ladder and used as data to guide team decision-making and next steps for staff and/or family 

professional development. 

 

This process also allows the PBIS Team to identify staff members’ attitudes and beliefs towards implementation. 

With this knowledge, the team can take actions to address individuals’ specific concerns and plan for 

schoolwide professional development. 

The SEVEN Stages of Concern consist of and describe seven categories 

 of possible concerns related to an innovation. 

Refocusing 

 

 

 

“I have some ideas about implementing PBIS that would work even better.”  

 

Collaboration “I'm looking forward to sharing some ideas about PBIS with other teachers.” 

Consequences “How will PBIS affect my/our students?” 

Management “I'm concerned about how much time it takes to implement PBIS.” 

Personal “I'm concerned about the changes PBIS will make in my routines” 

Information “PBIS seems interesting and I would like to know more about it.” 

Unconcerned “I think I heard something about PBIS but I’m too busy right now with other priorities.” 
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WORKSHEET #10: 

BEHAVIORAL STATEMENT OF PURPOSE 

Working Document 
 

CHECKLIST 

 Linked to school mission statement; emphasis on behavioral outcomes with prevention focus and 

supportive of academic achievement and social-emotional competency 

 Representative of stakeholder’s WHY 

 Brief (2 to 3 sentences) positively stated message 

 Contextually and culturally appropriate 

 Agreement and consensus reached by > 80% of faculty and staff 

 Communicated to families, community members and district administrators 

1. School mission statement 

2. WHY:  Craft one sentence representing the collective “why” and add to mission 

statement 
 

3. Buy-in:  Present “why” process to staff, add/adjust why within your mission/behavior 

statement to include whole staff input 

4. WHAT:  Add your behavioral expectations to the mission/behavioral statement 

 

 

5. HOW:  Goals 

The members of _________________________________will: 

•  

•  

6. Action Plan for implementation guide, dissemination to all stakeholders and publicity 
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BEHAVIORAL STATEMENT OF PURPOSE 

Working Document EXAMPLE 

 
CHECKLIST 

 Linked to school mission statement; emphasis on behavioral outcomes with prevention focus and 

supportive of academic achievement and social-emotional competency 

 Representative of stakeholder’s WHY 

 Brief (2 to 3 sentences) positively stated message 

 Contextually and culturally appropriate 

 Agreement and consensus reached by > 80% of faculty and staff 

 Communicated to families, community members and district administrators 

1. School mission statement 
“Each student will leave Example School with effective communications skills, cultural awareness,  

and the capacity to pursue a field of expertise that encourages each student  

to be a contributing member of society.” 

or 

“Example School is dedicated to helping students achieve their individual potential through academic and 

personal growth.” 

 

2. WHY:  
We believe all students can learn and become responsible, productive 21st Century citizens 

We believe creating a positive, safe, predictable, and consistent environment promotes learning for all 

We believe all students have the right to an equal and outstanding education 

 

3. Buy-in:   
Each student will leave Example School with effective communication skills, cultural awareness, and the 

capacity to pursue a field of expertise that encourages each student to be a responsible, productive 21st 

Century citizen by creating a positive, safe, predictable and consistent learning environment. 

 

4. WHAT:   
Each student will leave Example School with effective communication skills, cultural awareness, and the 

capacity to pursue a field of expertise that encourages each student to be a responsible, productive 21st 

Century citizen by creating a positive, safe, predictable and consistent learning environment promoting 

commitment, honor and self-direction. 

 

 

5. HOW:  The faculty, staff, families and community will: 

• School-wide positive expectations are defined, taught, acknowledged and monitored 

• Classroom-wide procedures for establishing classroom expectations and routines following 

evidence-based prevention, intervention and responding practices that are consistent with 

SW Expectations 

• Continuum of procedures for encouraging expected behavior 

• Continuum of procedures for discouraging problem behavior 

• Procedures for encouraging school-family-community partnerships 

• Develop consistency of policies, procedures and training 
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“Simply put, if the staff expects students to achieve and behave appropriately, they will. 

Conversely, if the staff expects the students to underachieve and behave inappropriately, the will.” 

-Geoff Colvin 

 

SW-Positive Behavioral Expectations reflect the values of the community and the schools 

they represent.  Use of your Behavioral Statement of Purpose will guide in the development 

of your School-wide Positive Behavioral Expectations.  Creating positive expectations not 

only creates a common language across the community, it also “institutionalizes” the 

behaviors students and adults need to be successful in the world. 

 

 
 

 

 

Tiered Fidelity Inventory (TFI) 

FEATURE 

Data Source Main Idea 

1.3 Behavioral Expectations: 
 School has five or fewer positively stated 

behavioral expectations and examples by 

setting/location for student and staff behaviors (i.e., 

school teaching matrix) defined and in place. 

 Has the team identified five or fewer 

behavioral expectations? 

 Do they include examples by location / 

setting? 

 Are they posted publicly throughout the 

school? 

 

Documentation of Staff, Student 

& Community Voice: 

Focusing Four 

Student Voice Project 

Poll Everywhere 

 

TFI Walkthrough 

 

Staff/Student handbook 

Having school-wide, 

positive expectations 

is among the best 

ways to establish a 

positive social culture. 

1.3 Behavioral Expectations / Cultural Responsiveness TFI Companion Guide* 
Teams adopt or revise expectations that are reflective of the cultural values of the surrounding community.  

Expectations and specific rules are identified based on a legitimate purpose within the setting, as opposed 

to simply school tradition or maintaining the status quo.  Within a culturally responsive framework, behavior 

expectations should focus on high standards for all students, be able to be taught and learned, and be 

respectful of the students’ cultures. 

CONSIDERATIONS 

Build 

Consensus 

 First 

Before deciding on your acronym, reach consensus of staff, student and community 

on your schoolwide expectations. Once agreed upon, become creative with 

acronyms and making connections to school logo or mascots. Make your expectations 

MEMORABLE…. they are the foundation for change. 

Bully  

Prevention 

Focus on behavior from a positive perspective and proactive approach reflecting 

safety, respect and/or responsibility 

Student 

 Voice 

When developmentally appropriate, facilitate student autonomy, opportunities for 

choice and a sense of school community by inviting participation in the “Student 

Voice” process (identifying behavioral, social and learning expectations). Once 

identified, have students involved with BRANDING expectations (design competitions, 

posters, surveys, etc.) 

Step 3:  Positive Behavioral Expectations 

*Milaney Leverson, Kent Smith, Kent McIntosh, Jennifer Rose, Sarah Pinkelman (Nov. 2016) PBIS Cultural Responsiveness Field Guide:  

Resources for Trainers and Coaches.  PBIS OSEP Technical Assistance Center. 

http://www.pbis.org/school/equity-pbis 

 

http://www.pbis.org/school/equity-pbis
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School-wide Positive Behavioral Expectations 

CHECKLIST 
 Linked to social culture of school 

 Positively stated 

 3 to 5 in number 

 1 to 3 words per expectation 

 Contextually, culturally and developmentally appropriate 

 Supportive of academic achievement outcomes 

 

Early Childhood PBIS Examples: 
 

 

 

 
 
 

 
 

 

 

 

 

 

 

 

 

 

Elementary PBIS Examples: 
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Middle School PBIS Examples: 
 

 

 

 
 
 

 
 

 

 

 

 

 

 

 

 

 

 

 

High School PBIS Examples: 
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WORKSHEET #11: 

CONSENSUS BUILDING 

Focusing Four Protocol 
Adapted from:  Garmston, R., and Wellman, B. (2009) The Adaptive School:  A Sourcebook for Developing Collaborative Groups 

2nd Edition, Norwood, MS:  Christopher Gordon. 

 

 

 

There are four steps in this protocol, and to run it successfully, there needs to be a facilitator who is 

knowledgeable about the protocol, and a scribe, who writes the group’s ideas and choices as the meeting 

progresses. The documentation needs to be visible to the whole group, so this meeting needs a large board or 

a series of charts on which the scribe records the ideas and choices. Before you begin, the facilitator will: 

 Explain each of the four steps before starting the activity and check for understanding. 

 Explain the hand count or “vote” during the canvass stage will not make the final decision regarding 

which options to recommend.  The group will decide and be guided, not bound, by the data. 

 

Step 1 Popcorn Brainstorm 
The goal is to brainstorm and record all the ideas from the group. This is an unedited collection of ideas and 

works much like popcorn: allow the brainstorm to continue as long as there is not a very long gap between the 

previous idea and the next idea. When ideas slow down, the facilitator closes this step. 
 

a. Ask questions 

 “What behaviors do we expect our students to demonstrate in a positive social culture?”  

 “What behaviors reflect the values of our community, our families and our school.” 

 “What behaviors do we expect our students to demonstrate to meet our Behavioral Statement of 

Purpose?” 

b. Record brainstormed ideas on chart paper 

c. Elicit ideas only 

d. Discourage criticisms or questions 

e. Push for between 8 – 18 ideas 

 

Step 2 Clarifying ideas 
The goal of this step is to gain shared understanding about the ideas that popped up in the brainstorm. Group 

members can query specific ideas that are listed on the charts or board, one at a time. When someone asks to 

clarify a specific idea, the author of that idea provides a brief explanation of the idea for clarification. This step 

continues as long as there are queries for clarification. When all in the group are satisfied they understand the 

brainstormed ideas, the group moves on to the next step. 
 

a. Ask if any items need to be clarified. 

b. The author of the idea provides clarification. 

c. The facilitator observes the questioner during the clarification and stops the clarification when the questioner 

indicates nonverbal or verbal understanding. 
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Step 3 Advocating for ideas 
In this stage, group members reflect on the listed ideas and decide for themselves which ideas they might 

advocate.  Individuals can advocate for their own or others’ ideas. They raise their hands and when called on 

by the facilitator, they might give a brief justification why this idea is valuable. 

 

a. Participants may advocate for as many items as they wish and as many times as they wish. 

b. Statements of advocacy must be phrased in the positive. 

c. Statements of advocacy must be brief. 

d. Combine like items:  check with all authors for permission to combine like items, if they don’t give permission-

do not combine 

 

Step 4 Choosing the Focus 
 

In this stage, group members are asked to choose and vote for a third plus one of the listed ideas. The top one 

third plus one of ideas that got the highest number of votes become the focus for the group. This one-third plus 

one is a strategy from Adaptive Schools.  For our purposes, if the 1/3+ formula doesn’t fit the 3-5 behavior 

expectations we are looking for, then adjust the cut-off to meet the selection of 3-5 behavioral expectations.  

 

a. Ask individuals in the group to identify which few ideas they feel are most important. 

b. To determine what a few is, use the formula:  one-third plus one. 

c. Take a hand count to determine which items are of greatest interest. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

http://www.amazon.com/The-Adaptive-School-Sourcebook-Collaborative/dp/1933760273
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THE STUDENT VOICE PROJECT (SVP) 
“SW-PBIS is something we do WITH students not to them.” 

 

Student Involvement 
Including students on the implementation team is essential in secondary schools.  Students 

understand which positive reinforcement strategies will be meaningful to other students and 

can anticipate which plans are likely to create positive behavioral change. Students may help 

leadership team members understand the subtleties of the data indicating problems are 

occurring, thus facilitating a strategically targeted response.  Students may not need to attend every meeting, 

especially at the beginning of the implementation process, but the committee should frequently seek their 

perceptions, ideas and involvement. 

 

Why Give Students a Voice in SWPBIS Implementation? 

 
 Students are being increasingly disengaged from schools and we need to give them a voice in reforms 

to increase engagement (Smyth, 2006) 

 

 For SWPBIS implementation to be successful, student input is critical in ensuring student engagement. 

 

 By gathering input and involving students in SWPBIS Implementation, we move from things being “done 

to them” to “working with them”. 

 

 If SWPBIS is implemented school-wide, then we need input from ALL members of our school community 

and above all else STUDENTS 

 

 Giving students a voice in school priorities and reforms is an effective way to improve student outcomes 

(Mitra, 2006) 

 

 Increasing student voice in schools and seeking students’ perspective helps create a shift towards a 

more positive school climate (Mitra, 2003).  Schools with a positive school culture are more effective. 

(Engles et al, 2008) 

 

Perspectives 
 

Student SW-PBIS Leadership Teams from the perspective of the SW-PBIS Coach 
“Student involvement can be an essential part of building and sustaining the schoolwide process of positive 

behavior support.  In addition, older students can be used to enhance the efforts of the Tier I Team.  I have 

found that students have great ideas to improve the culture of their school.  They also are helpful problem 

solvers on issues that affect them in a direct manner.  This avenue has historically been an underdeveloped tool 

to promote positive behavior and school spirit as students have little impact into the procedures and routines of 

their educational experience.  To fully capitalize on the momentum of the school’s Tier I efforts, a Student Panel 

is essential to gain student support within a school.” 

 

SW-PBIS Student Leadership Teams from the perspective of the Teacher Sponsor 
“SW-PBIS is an excellent framework for building student success at the secondary level. It provides a clear 

structure for establishing and teaching expected behaviors which can be lacking in the behavior 

management training that beginning teachers receive.  Secondary students need support reaching behavioral 

expectations, just as they need assistance in achieving academic success.  As students and teachers work 

together, they can bridge the gap to create an effective learning and working atmosphere where the focus 

on increasing student success is the common vision in which all stakeholders benefit from the partnership.” 
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SW-PBIS Student Leadership Teams from the perspective of the Student Leader 

 
“The focus of a School-Wide Positive Behavior Support team is to impact the social behavior of the entire 

student population. Many schools wish to positively impact all students, but lack effective means. I am 

introducing a solution: The Student Panel. As a student, the benefits of SW-PBIS are obvious. During my middle 

school year, a teacher saw that I had potential for leadership that I didn’t even realize myself. I was challenged 

to use those skills to pioneer the development of a Student Panel for our building.  When I was first introduced to 

this idea, I was hesitant, but I soon could see how I could be involved in directly impacting my school in a 

positive way. Since then, I have grown to cherish SW-PBIS at the student level, because that is where I believe 

the greatest impact is intended. The reason we all get involved in SW-PBIS is to improve the school climate, but 

even more, to develop essential, lifelong social skills in all students. SW-PBIS in Missouri can have a greater 

impact by creating a system to build leadership capacity among students. If leadership is shared by adults and 

students, students will have ownership in the initiative. This ownership by students has the potential to generate 

interest by a more diverse group and have a broader impact than adults simply devising a plan and then 

requiring students to follow.” 
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“If a child doesn’t know how to read, we teach. 

If a child doesn’t know how to swim, we teach.  

If a child doesn’t know how to multiply, we teach. 

If a child doesn’t know how to drive, we teach. 

If a child doesn’t know how to behave, we… teach? …punish? 

Tom Herner, 1998 

 

Discipline is critical in establishing safe and positive schools in an environment conducive to learning.  A teaching 

approach to discipline has enduring results because new behaviors are taught and learned. Teaching 

acceptable social behaviors requires that behavior is functional, predictable and changeable. (Crone, & Horner, 

2003) 

Tiered Fidelity Inventory 

FEATURE 

Data Source Main Idea 

1.4 Teaching Expectations: 
Expected academic and social behaviors are 

taught directly to all students in classrooms and 

across other campus settings/locations. 

 Are regularly scheduled times identified for 

teaching expectations at least once per 

school year? 

 Is there a documented teaching schedule? 

 Are the behavioral expectations taught to 

all students across all school settings (i.e., 

cafeteria, hallways, classrooms, etc.)? 

 

TFI Walkthrough Tool 

SW Teaching Behavior 

Matrix 

Lesson Plans 

Kick Off Plan 

Implementation Day Plan 

Booster/Re-teach Plan 

Behavioral expectations 

need to be taught to all 

students in order to be 

effective. 

 

1.4 Teaching Expectations / Cultural Responsiveness TFI Companion* 
Teams ensure that school staff understand that all students need explicit teaching about expected behavior 

at school.  Teams have a process and procedures for staff to teach students the behaviors necessary to be 

successful in the school setting regardless of previous learning and without disrespecting families’ beliefs.  

When expectations differ between home or community and school, staff explicitly teach the differences (i.e., 

code-switching), the purpose of having the expectation at school, and provide additional practice until 

students demonstrate the behavior fluently. 

 

   

                              ‘s of Behavior 

THE SCIENCE OF BEHAVIOR 
 

 Students are not born with bad behaviors. 

 Students do not learn better ways of 

behaving when only given aversive 

consequences.  

 To learn better ways of behaving, students 

must be directly taught the expected 

behaviors. 

  To retain new behaviors, students must be 

given specific, positive feedback and 

opportunities to practice in a variety of 

settings where the behaviors should be used. 

 

ANTECEDENTS 

“PREVENT” 

BEHAVIOR 

“TEACH” 

CONSEQUENCES 

“REINFORCE” 

Design 

supportive 

environments 

using 

antecedent 

strategies 

promoting a 

positive and 

safe school 

climate for 

ALL students 

 

Teach positive 

expectations, 

self-

management 

and socially 

appropriate 

peer 

interactions 

supporting a 

positive and 

safe school 

climate for ALL 

students.  

Provide specific 

performance 

feedback and 

continuum of 

positive 

reinforcements 

that intrinsically 

motivate ALL 

students to 

engage in 

socially 

appropriate 

behaviors. 

Step 4:  Teaching SW Behavioral Expectations 
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1.Provide 
multiple and 

varied 
examples and 
nonexamples.

2.Teach within 
and across a 

range of 
contexts.

3.Teach directly 
and actively by 
modeling and 
demonstration.

4.Provide 
scaffolding 

through 
practice, 
rehearsal, 

assistance and 
feedback.

5.Regularly 
review skills and 

routines.

6.Acknowledge 
and provide 
corrective 

feedback to 
increase intrinsic 

motivation.

7.Make 
adaptations 

and 
considerations.

TEACHING EXPECTED BEHAVIORS 
 

Teaching social skills is integral to the implementation of SW-PBIS. The common assumption that students know 

how to behave in schools may be inaccurate.  It may be safer to assume that students need instruction regarding 

appropriate social behavior; a way to provide this instruction is through school-wide teaching of social skills. 

 

 “If a child doesn’t know how to read, we teach. If a child doesn’t know how to swim, we teach. If a 

child doesn’t know how to multiply, we teach. If a child doesn’t know how to drive, we teach. 

 If a child doesn’t know how to behave, we …teach? …punish?    - T. Herner, 1998 

Why can’t we finish the last sentence as automatically as we do the others?"  

 

 “For a child to learn something new you need to repeat it on average eight times."  

-H. Wong & R. Wong, 2005 

 
Teaching expected behaviors means that ALL staff demonstrate, explain and practice social skills within and 

across multiple school settings. The biggest paradigm shift is that we teach social behavior just like we teach 

academic skills.  “A behavior is a behavior” regardless of whether it is an academic or social skill. As such, whether 

teaching an academic skill or concept, a social skill, or a character trait, the basic instructional process is the 

same (Algozzine, Wang & Violette; 2011). 

 
 
TEACHING SOCIAL SKILLS LIKE ACADEMIC SKILLS 
 

Like academic skills learned initially, social skills must be practiced regularly and acknowledged/reinforced 

frequently for mastery, sustained use, and generalized applications to be realized.  If a student has a firmly 

learned problem behavior, then formally and continually prompting, practicing, and reinforcing the desired 

alternative becomes especially important and necessary. 

 
 

 

 

 

 

 

 

 

  

 

 

 

 

 

 

 

 

 

 

 

http://www.google.com/url?sa=i&rct=j&q=&esrc=s&source=images&cd=&cad=rja&uact=8&docid=0R1xnBXiVA3gbM&tbnid=YTXqI_SOyaK3OM:&ved=0CAUQjRw&url=http://wwwatanabe.blogspot.com/2013/11/striving-for-higher-order-thinking-and.html&ei=ym64U9PhMpLwoATw34HIAg&bvm=bv.70138588,d.cGU&psig=AFQjCNF7DVAP6JF-KVo9VV4ZwoBaMxgZ_w&ust=1404681887112125
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THE ACADEMIC AND BEHAVIOR LINK 
 

 Academic skills and pro-social behavior are interrelated, reciprocal, and equally essential for school 

success.  

 When students demonstrate appropriate pro-social skills, their ability to learn academic skills increases. 

 Academic difficulties can cause behavior problems, which contribute to a student’s risk for 

disengagement and dropping out of school.  

 Both are essential for school success; a weakness in either academic or behavioral skills has the 

potential to negatively affect the other.  When both are taught explicitly, student outcomes improve. 

 

PHASES OF TEACHING AND LEARNING 
 

Teaching and learning academic, social, and behavior skills occurs in phases with different teaching 

emphases. 

 

PHASE EXPLANATION TEACHING EMPHASIS 

Before During After 

Acquisition Doing it accurately Show, model, & 

demonstrate with 

range of place & 

behavior examples 

Guide & assist Restate, reteach, 

acknowledge, praise 

(Continuous) 

Fluency Doing it smoothly & 

at correct pace or 

speed 

Remind, prompt, & pre-

correct 

Monitor Restate, reteach, 

acknowledge, praise 

(Continuous to 

Intermittent) 

Maintenance Keep doing it after 

teaching 

Remind Monitor Restate, reteach, 

acknowledge, praise 

(Intermittent) 

Generalization Keep doing it in 

similar places 

Show, model, 

demonstrate with 

range of new place 

examples 

Guide & 

monitor 

 

Restate, reteach, 

acknowledge, praise 

(Intermittent) 

Adaptation Adjust doing it to fit 

new & different 

places 

Show, model, & 

demonstrate with 

range of new place & 

behavior examples 

Guide & 

monitor 

Restate, reteach, 

acknowledge, praise 

(Intermittent) 

 

Primer on Best Preventive Behavior Management Practices 

George Sugai, Brandi Simonsen, Jen Freeman, and Susannah Everett 

Centers for Behavioral Education and Research and on Positive Behavioral Interventions and Supports 

University of Connecticut 

April 2015 
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WORKSHEET #12: 

CREATING A TEACHING  

BEHAVIOR MATRIX 
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

STEP 1:  MAP IT 

Identify Predictable Problem Locations 

STEP 2:  DEFINE IT 

Undesired vs. Desired T-Chart 

STEP 3:  MAKE IT A MATRIX 

Re-classify Desired Behaviors 

STEP 4:   BRING IT TO LIFE 

Lesson plans and roll-out 

STEP 1: MAP IT 

Identify Predictable Problem Locations 

 

Draw a map/blueprint of your organization/school. 

Everyone receives a post-it notes to include 

 drill down information for location: 

 

 identify problem behaviors 

identify when 

identify who 

 

Post notes on map location. 
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STEP 2:  DEFINE IT 

Undesired vs. Desired T-Chart 

UNDESIRED BEHAVIORS DESIRED BEHAVIORS 

Chart response from map 

 

 

 

 

 

 

 

 

 

 

 

Operationalize behaviors to teach and 

reinforce to increase the likelihood of 

student success? 

 

What do you see?  

What do you hear? 

 

 

 

 

 

 
 

STEP 3: MAKE IT A MATRIX: 

Re-classify Desired Behaviors 
 

 3 to 5 Behavioral 

Expectations  

LOCATION: 

 

 

LOCATION: LOCATION: 

Expectation: 

 

 

 

 

 

 

  

Expectation:  

 

 

  

Expectation:  

 

 

  

Expectation:  

 

 

  

Expectation:  
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STEP 4: BRING IT TO LIFE  

Lesson Plans and Roll Out  

 

TELL:   
 introducing the skill or behavior by directly telling the student the definition, the specific steps needed to 

correctly perform the skill and the location in which the skill will be expected 

SHOW:  
 demonstrating or modeling the expected behavior 

 clarifying the difference between following the behavior and NOT following the behavior by providing 

positive examples and a negative example (non-example) 

 students demonstrating the model 

PRACTICE:   
 practicing to ensure students can accurately and appropriately demonstrate the skill steps 

 practice should occur in the setting(s) to effectively teach expected behaviors and procedures 

ACKNOWLEDGE:  
 using the SW acknowledgment system to reinforce skills being taught and making connections to your 

SW Behavior Expectations (why) 

 

Building A Lesson Plan 

Location: 

Be Safe Be Respectful Be Responsible 

 

 

  

 

TELL (Introduce) 

 

 

 

 

 

SHOW (Teach and Inform) 

Looks Like Sounds Like 

 

 

 

 

 

 

 

 

 

PRACTICE/MODEL/ACKNOWLEDGE  
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EXAMPLE/Building A Lesson Plan 
 

Location:   Bathroom 
Be Safe Be Respectful Be Responsible 

 

• Wash your hands 

• Keep water in the sink 

 

 

• Allow people to have their 

privacy 

• Close the stall door 

• Flush the toilet 

• Voice Level 1 

• Enter quietly 

• Report all problems and 

spills to an adult 

• 2 pumps of soap 

• 3 pulls for paper towels 

 

 

 
TELL (Introduce) 

 Objective: By the end of the lesson students will be able to follow school-wide PBIS 

Bathroom Procedures. 

 

 "Today we are going to learn about always being safe, respectful, and responsible at LMS.  

                                                Being safe always means being free from harm. 

                                                Being respectful always means being polite and cooperative.     

                                                Being responsible means being dependable and trustworthy. 

 

Check for student understanding. 
 

 

 
SHOW (Teach and Inform) 

Looks Like Sounds Like 
• Students respecting the space of others. 

• Students washing hands and throwing 

away paper. 

• Students exiting the bathroom quickly. 

 

• Students using the correct voice level. 

• 3 pulls for paper towels. 

• 2 pumps of soap. 

 

 
PRACTICE/MODEL/ACKNOWLEDGE 

Teachers provide practice of the Bathroom Procedures in the classroom. 

• Teachers and students should model: appropriate voice level, washing hands and 

putting paper towels in the trash. 

• Teachers should model: inappropriate voice level, leaving paper towels on the floor and 

not washing hands after using the bathroom. 

Students practice Bathroom Procedures with teacher giving immediate feedback and 

praise. 
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TEACHING BEHAVIOR MATRIX EXAMPLES 

 
Teaching Matrix Natural Context 

Or Routine 

Natural Context 

Or Routine 

School-wide Expectations/ 

Social Skill 

Operationalized 

Behavior 

Operationalized 

Behavior 

School-wide Expectations/ 

Social Skill 

Operationalized 

Behavior 

Operationalized 

Behavior 

School-wide Expectations/ 

Social Skill 

Operationalized 

Behavior 

Operationalized 

Behavior 

 

 

EARLY CHILDHOOD EXAMPLE: 
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ELEMENTARY EXAMPLE: 
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

  

    

 

 

 

 

 

  

 

 

 

 

 

Elementary Examples 
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MIDDLE SCHOOL EXAMPLES 
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High School Examples 
 

Teaching Expectations at the High School Level 
Strengths Concerns 

 Students are capable of using higher 

order reasoning skills (Formal 

Operations) 

 Students can participate in the 

creation and execution of behavior 

lessons plans 

 Teacher-friendly multi-modal materials 

can be utilized  

 Facilitates student/teacher 

connections and relationships 

 High School teachers are trained for 

specific content areas 

 Expectation is often that young adult 

should have mastered behavioral skills 

 Scheduling is based on credit 

completion 

 Behavioral lessons must be 

developmentally and culturally 

appropriate 

 

Considerations: 

1. SWPBIS team/subcommittee create a schedule and lesson plans that include three 

to five options for teacher and student activities. 

2. SWPBIS team create a system to enlist student input and/or active role in writing and 

teaching lesson plans. 
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Embedding College and Career Readiness (CCR) Behaviors 

In the Teaching Matrix 

 
 Commitment Honor Self-Direction 

Academic Engagement    

Mindsets 

 

   

Learning Process    

Critical Thinking    

Social Skills    

Transition Language    

 

CCR Examples 

Academic Engagement 
Cognitive and Content Knowledge 

• Content areas (Language Arts, Math, Science, Social Studies), 

Career and technical education 

Knowledge Structures 

• Linking ideas, Organizing concepts, Considering comprehension 

of material 

Behaviors 

• Attendance, Productivity (early planning), Work habits, Class 

participation 

• Arrive and leave prepared 

• Attend every class 

• Complete homework 

• Maintain focus on the lesson 

• Stay on task 
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Mindsets 
Sense of Belonging 

• Trusting and building relationships, Academic & nonacademic 

(e.g., Extracurricular engagement) 

Growth Mindset 

• Opportunities to practice and learn from mistakes/progress 

Ownership of Learning  

• Self-determination; Self‐Efficacy, Goal setting 

Perseverance (persistence) 

• Motivation and effort, Grit/tenacity 

• Push yourself 

• To achieve your best 

• Ask for help appropriately 

• Communicate problems and concerns to 

staff 

• Talk with your teachers about improving your 

grade 

• Find resources to pass every class 

• Give your best effort 

Learning Process 
Accessing Content 

• Test‐taking skills, Note‐taking skills, Time management, 

Organizational skills, Technology skills, Metacognition 

Engaging in Learning 

• Group/team engagement, Listening and speaking/skills related to 

working with others 

• Use time productively 

• Carry planner at all times 

• Develop good study habits 

• Check grades weekly 

Social Skills 

 
With self 

• Responsibility, Adaptability 

With others 

• Accountability, Assertion, Leadership, Collaboration 

Understanding others 

• Social awareness, Empathy, Tolerance of diversity 

• Treat each other kindly 

• Use appropriate language (with peers, staff) 

• Honor others’ personal space 

• Handle conflict appropriately 

• Be courteous 

 

Family/Home Examples: 
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18 
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WORKSHEET #13:  

Addressing Individual Perspectives in the Development of School-wide Rules: 

A Data-Informed Process 
Michael W. Valenti, PhD and Mary Margaret Kerr, EdD 

Journal of Positive Behavioral Interventions and Supports 2015 Volume 17(4) 245-253 

 

1. Introduction 
Successful schoolwide positive behavioral interventions and supports require shared vision and 

collaborative effort among staff members (Liaupsin, Jolivette, & Scott, 2004; Nelson, Martella, & Marchand-

Martella, 2002).  To enhance school climate and reduce discipline referrals, staff members must agree about 

what constitutes appropriate and inappropriate student behavior (Duda, Dunlap, Fox, Lentini & Clarke, 2004; 

Fenning, Theodos, Benner, & Bohanon-Edmonson, 2004; Scott & Hunter, 2001; Sugai & Horner, 2008).  

Implementers of SWPBIS strive for 80% agreement among staff. This “80% rule” predicts that universal behavioral 

standards are likely to be effective if at least 80% of staff members agree upon them (Horner et al., 2004).  The 

assumption is that reaching a majority consensus among staff in this way increases staff buy-in and support, 

which should in turn lead to more consistent staff responses to rule following and infractions. 

 Despite the importance of such consensus, specific strategies for reaching 80% agreement among staff 

are “not well elucidated in the SWPBIS literature” (Feuerborn & Chinn, 2012, p.220).  Indeed, as SWPBIS 

facilitators, we have struggled to implement SWPBIS in situations where agreement about school rules was 

unattainable.  Accordingly, this article outlines a process we developed to support consensus building 

concerning rule creation.  First, we review reasons why consensus may be difficult to reach.  Next, we describe 

a process for gathering, summarizing and using data from school staff members.  Third, we present two case 

studies to illustrate this process before offering recommendations for practice. 

 

2. Challenges to Building Consensus 
Ideally, all members of a faculty would help to develop rules for behavior; yet with diverse groups and 

larger groups, consensus may be difficult to achieve (Scott, 2007).  In fact, research has demonstrated that 

teachers often possess idiosyncratic standards for student behavior (Rimm-Kaufman, Storm, Sawyer, Pianta, & 

LaParo, 2006).  Even within the same school, adults do not always have the same rules for students and may 

also disagree about consequences (Kerr & Zigmond, 1986, Lane, Wehby, & Cooley, 2006; Vincent, Horner, & 

Sugai, 2002; Walker & Rankin, 1980).  Consequently, each disciplinary event is subject to the interpretations, 

motivations, standards, and skills of the adult(s) involved (Irvin, Tobin, Spague, Sugai, & Vincent, 2004).  Thus, 

how educators perceive, attribute, and interpret student behavior could influence how fully they endorse and 

implement schoolwide systems such as school rules. 

 Furthermore, staff members’ varied perceptions of behavior might undermine the effective 

implementation of rules that address behavior.  As Feuerborn and Chinn (2010) noted, “tensions between 

teachers’ perceptions of behavior and discipline may create an undercurrent of discordance that could 

interfere with staff cohesiveness and stymie the implementation of SWPBIS” (p.226).  Simply put, a faculty 

divided over the school rules may react differently to students’ display of positive behavior or rule violations.  

Because inconsistent rule enforcement is ineffective and may place students at risk for aggressive and 

oppositional behavior (Way, 2011), variation among staff with regard to addressing behavior is undesirable 

(Liaupsin et al., 2004).  Conversely, individuals who agree with the rules may be more likely to reinforce positive 

behavior and address violations (via disciplinary response or teaching of the rules) than those who disagree 

with the established standards. 

 Scott (2007) argued that schools should integrate the opinions of their stakeholders when making 

“systemic decisions,” to ensure that these decisions align with the values of those operating within the 

environment.  He added that “valuing consensus via authentic participation is key to ensuring the dignity and 

independence of stakeholders that is necessary for consistent implementation” (Schott, 2007 p. 107).  

Accordingly, a methodology for integrating staff perception data into a system of school rules is likely to help 

SWPBIS coaches demonstrate that the personal dignity of their stakeholders is valued. 
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3. Reading Consensus:  A Data-Informed Process 
While working as SWPBIS coaches in a large urban district, we observed many faculty discussions of 

proposed SW rules.  Many resulted in lengthy, unfocused, and quarrelsome sessions.  Consensus was sacrificed 

as individuals told their “war stories” about challenging students.  Given the research on educators’ 

individualized perceptions of behaviors we thought it useful to unearth differences of opinions that might be 

blocking agreement on schoolwide rules.  However, we did not want a time-consuming process requiring 

considerable external resources. 

 We ruled out faculty interviews because they could be arduous and would require additional staff not 

typically available to schools.  Paper-and-pencil surveys also posed several disadvantages.  Handwritten 

responses could be difficult to read or interpret; survey preparation (making paper copies distributing, 

collecting, and organizing them) and data collection (aggregating results) would be time –consuming; 

completed surveys might be misplaced or altered; and responses might not be anonymous if one recognized 

the handwriting.  Accordingly, we opted for an electronic survey that offered anonymity, could be completed 

at home or at school, and resulted in quantifiable data that were automatically summarized. 

 Collecting staff perception data about school rules (a) respects and engages every staff member, (b) 

grounds the discussions in a contemporary portrayal of staff view (c) focuses the discussion effectively limiting 

the scope of the conversations and (d) saves time (a valuable commodity in any school), not only prior to 

establishing rules, but afterward.  If staff can focus their discussions and agree on school rules, fewer revisions of 

the rules during the school year may be expected.  Furthermore, surveys that can be completed anonymously 

allow each voice to be heard equally without regard to the seniority, educational status or popularity.  In 

addition, reticent staff members who prefer not to speak in a large group can offer their opinions without fear 

of retribution or disparagement from peers or supervisors. 

 

4. Summary 
The case study examples at Gary Middle School and Snyder k-12 demonstrated a data-based 

approach for creating school rules that includes all school staff-members.  Although the goal was to establish 

schoolwide norms for behavioral supports, we must always remember that the individuals within an organization 

must enforce and reward these norms.  Horner (2003) noted that organizations do not themselves “behave”; 

rather, it is the individuals within an organization who engage in behaviors.  Accordingly, we argue that any 

system of rules and expectations should account for varying experiences, perspectives, and skill sets of the 

adults in a school.  Collecting perspective data and involving staff members in discussions centered on rule 

creation is one method to achieve this goal. 

 Perhaps the most gratifying result of this work was the staff members’ realization that they could indeed 

reach consensus regarding SW rules.  Prior to this exercise, many staff members in both schools had resigned 

themselves to conflicts about how to address challenging behaviors, while others were unaware of the different 

perspectives present among their colleagues.  By quantifying their disagreements and highlighting their many 

agreements, we provided them with a structured approach that allowed them to discuss their differences 

dispassionately and efficiently.  When discussing the data, we also observed conversations in which staff 

members swapped ideas for addressing particular behavior problems—a welcome (although unintended) 

consequence. 
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Conclusions and Recommendations 
 

To help build internal capacity to establish and maintain effective practices, SWPBIS coaches and facilitators 

often form school-based teams (Horner et al., 2004; Lewis & Sugai, 1999).  These teams are designed to be 

representative of faculty, and are often charged with managing the establishment of systems of support along 

each tier of prevention (Lewis, Jones, Horner, & Sugai, 2010).  Methods for communicating and discussing team 

decisions with the rest of the faculty are established, providing a sense of consensus and agreement regarding 

important, systemic decisions. 

 

However, in large or diverse faculty groups where there is significant disagreement among staff regarding the 

school rules, it may be prudent to offer staff members more involvement in the process for reaching consensus 

regarding their school rules.  While SWPBIS teams do most of the implementation work on-site, they are also 

directed to “actively recruit and incorporate feedback from the larger faculty at every step” (Simonsen, Sugai 

& Negron, 2008, p.35).  With this in mind, we sought to develop an efficient method to assess all staff members’ 

perceptions before implementing SWPBIS.   

 

Having now used surveys in many schools, we offer these recommendations to SWPBIS coaches and school-

based implementers interested in the process. 

1. In a short staff meeting, explain the goals of the survey and the rule-creation process.  This explanation 

allows coaches to answer questions and clear up any misconceptions before the process begins. 

2. Emphasize the anonymous nature of the survey.  Sharing an example of how the data summary will 

appear (i.e., bar graphs) can relieve staff concerned that the facilitators will discoount their individual 

views. 

3. Bring copies of the data summaries to the meeting (or project them), so that participants have visual 

data to focus their discussions. 

4. Designate cutoffs for acceptance or exclusion of rules based on the average staff ratings or rankings.  

How these cutoffs are established depends both on the nature of the survey (number of items, type of 

questions, etc.), as well as considerations based on the school culture.  For example, in a survey wherein 

staff members rank behaviors on a 5-point scale, any behavior with a mean rating of 0, 1, or 2 could be 

excluded from the rules discussion, because staff members rate them an unimportant.  Conversely 

behaviors with means of four or above require rule development by the SWPBIS team.  Behaviors with 

means between two and four constitute areas for additional group discussion. 

5. If staff members still cannot come to consensus on a set of rules, it can be helpful to break into 

subgroups.  Each subgroup then proposes several different solutions and posts them on the wall.  When 

all groups have posted their solutions, the entire faculty can pursue options in a manner similar to a 

gallery walk (Kennedy, Mimmack, & Flannery, 2012) and vote on the rules using small adhesive circles. 

6. If there is significant staff turnover, reissue the survey to garner the commitment of new employees who 

did not participate in the original process.  Personnel changes bring new personalities and new opinions 

regarding the nature of student behavior and school rules.  Any changes to the rules must be 

introduced and taught to students at the beginning of the school year.  We also recommend that 

schools avoid frequent tinkering with the rules so as not to confuse students and staff.  We suggest the 

schools reevaluate their rules every 2 years. 

7. Consider that staff members who helped to create an original set of rules may form new opinions as 

they become more experienced or as their roles change.  Accordingly, any set of rules established in 

the past may require reevaluation for fit within the current school environment.   
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In addition, one can adapt surveys to reflect the distinctive environmental and cultural needs present in 

different schools (Feuerborn, Wallace, & Tyre, 2013).   This flexibility could allow district or state level coaches to 

provide targeted professional development based on the unique needs and challenges of each school.  Items 

can be changed or reworded to fit the school configuration (e.g., elementary vs. high school).  Coaches might 

ask school-based teams to pare down the number of items on a survey to eliminate extraneous items that may 

not be helpful in certain contexts.  In smaller schools, survey designers might ask staff members to nominate 

rules of their own or offer behaviors in need of attention via a write-in option (we caution that collecting and 

aggregating qualitative data can be cumbersome in larger schools). 

 

Seeking the perspectives of all staff members when implementing the SWPBIS framework can help foster a 

sense of unity and commitment (Feuerborn et al., 2013).  Surveying staff about student behaviors is just one 

means to this end.  We urge all SWPBIS coaches to continue their work with a keen eye toward increased 

collaboration and involvement across all members of a school community. 
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Acknowledgment systems… 
 Promote a safe and 

welcoming climate 

 Reinforce school-wide 

expectations and rules 

 Increase positive 

staff/student interactions 

 Prompt adults to 

acknowledge appropriate 

behaviors 

 Foster intrinsic motivation by 

autonomy, mastery and 

purpose 

 Have vicarious effects with 

benefits that may be long 

lasting 

 Increase on task behavior 

5 to 1 Average Ratio… 

Five positive responses to each 

corrective response is recommended. 

 

 

 

Since you change people every day, make sure you change them for the better.                                                                                                          

–Aubrey C. Daniels 

 

The purpose of implementing a school-wide acknowledgement system is to …. 

 Reinforce teaching 

 Encourage positive behaviors 

 Harness the influence of the students demonstrating the expected behaviors 

 Prompt adults to recognize expected behavior 

 Encourage the likelihood the positive behavior will become the norm 

 

Tiered Fidelity Inventory 

FEATURE 

Data Source Main Idea 

1.9 Feedback and Acknowledgement:  
A formal system (i.e., written set of procedures for specific 

behavior feedback that is [a] linked to school-wide expectations 

and [b] used across settings and within classrooms) is in place 

and used by at least 90% of a sample of staff and received by at 

least 50% of a sample of students.  

 Are students and staff interviewed at least once per year 

to see if they are receiving and distributing 

acknowledgements? 

 Are those acknowledgements linked to school-wide 

expectations? 

 Are they distributed across school settings? 

 Do at least 80% of students interviewed report receiving 

them? 

TFI Walkthrough Tool 

 

Documented 

procedures for 

acknowledgments 

Students will sustain 

positive behavior 

only if there are 

regular strategies for 

continuous re-

teaching and 

rewarding 

appropriate 

behavior.  Formal 

systems are easier for 

teachers/staff to 

implement. 

1.9 Feedback and Acknowledgement / Cultural Responsiveness TFI Companion* 
Teams involve students, families, and communities in the development and use of 

acknowledgement systems in order to create systems that are meaningful and authentic.  School 

teams consider the culture of the students they serve when designing recognitions systems (e.g., 

opportunity to share success with friends).  In addition, teams and school staff understand that 

learning new skills requires additional reinforcement, particularly when habits are already formed 

(e.g., when teaching code-switching). *Milaney Leverson, Kent Smith, Kent McIntosh, Jennifer Rose, Sarah Pinkelman (Nov. 

2016) PBIS Cultural Responsiveness Field Guide:  Resources for Trainers and Coaches.  PBIS OSEP Technical Assistance Center. 

http://www.pbis.org/school/equity-pbis 

 

                     ‘s OF BEHAVIOR 
 

 

 

 

 

 

 

 

 

 

 

 

 

ANTECEDENTS 

“PREVENT” 

BEHAVIOR 

“TEACH” 

CONSEQUENCES 

“REINFORCE” 

Design 

supportive 

environments 

using 

antecedent 

strategies 

promoting a 

positive and 

safe for all 

Students 

 

Teach positive 

expectations, self-

management 

and socially 

appropriate peer 

interactions 

supporting a 

positive and safe 

school climate for 

ALL students 

 

Promote specific 

performance 

feedback and 

continuum of positive 

reinforcements that 

intrinsically motivate 

ALL students to 

engage in socially 

appropriate 

behaviors. 

Step 5:  Schoolwide Acknowledgment System 

http://www.pbis.org/school/equity-pbis
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WORKSHEET #14: 

REWARDS 
PSYCHOLOGY OF CLASSROOM LEARNING:  AN ENCYCLOPEDIA 

Robert H. Horner and Scott A. Spaulding 

University of Oregon 

 

A. Defining Rewards 
Rewards (or the more accurate term: reinforcers) are technically defined as any contingently delivered 

consequence (e.g. event, activity, object) associated with an increase in the future likelihood of a behavior in 

similar situations.  This definition has many problems when used in natural contexts like homes, schools and 

communities.  When applied in a rigorous and precise manner, the definition allows an object or event to be 

classified as a reward, or reinforcer, only after demonstration that (a) the object/event was delivered 

contingent upon the performance of a behavior, and (b) the behavior became more likely to occur under 

similar conditions in the future.  In practice, teachers and parents seldom wait to see the effect of a 

consequence on future occurrences of the behavior.  It is far more likely that a teacher will simply presume that 

she/he has provided rewards when praise is delivered following “sharing,” or points are assigned for correct 

problem completion, or access to preferred toys follows work completion.   

 

Herein lies an important distinction.  The technical definition of a reward (reinforcer) always adopts the 

perspective of the learner, not the intentions of the person delivering the reward.  If the contingent delivery of a 

consequence resulted in increased likelihood of that behavior then the consequence was a reward.  If the 

consequence was a piece of preferred fruit, and the behavior increased, then the fruit was a reward; if the 

consequence was a sticker, and the behavior increased, then the sticker was a reward; if the consequence 

was a reprimand (which included adult attention), and the behavior increased, then the reprimand was a 

reward.  It is the effect of the consequence on future behavior that determines if that consequence is a reward 

(reinforcer).  If a consequence does not lead to increased likelihood of the behavior, then it was not a reward, 

even if the person delivering the consequence had the best of intensions.  If a teacher’s praise for “on-task” 

working is followed by a reduction in level of being “on-task” then the teacher’s praise was not a functional 

reward (reinforcer).  If the delivery of tokens for sharing on the playground does not lead to increased sharing 

then the tokens were not a reward.  From a technical perspective, rewards are defined by the effect they have 

on behavior, not on their intended desirability.  In this way, we can never define an event, activity or object as 

a reward without connecting it to the behavior that was affected by contingent access to that event, activity 

or object.  Practically, teachers will deliver feedback and consequences that they “presume” are rewards.  

Those teachers with technical knowledge, however, will always check the effect of that presumed reward on 

student behavior. 

 
Understanding rewards is of special importance for teaching because while we want desirable behavior to be rewarded, 

we do not want undesirable behavior to be rewarded.  A reprimand, for example, may not have been intended to be a 

reward, but may still function in that capacity.  One of the more common findings in schools is that teachers inadvertently 

reward inappropriate child behavior by attending to talking out, or disruptive acts.  Similarly, being sent to the office may 

be rewarding if it involves escaping from aversive or difficult work.  If a behavior is contingently followed by (a) obtaining a 

desirable event/activity/object or (b) avoiding an aversive event/activity/object then the behavior will become more likely 

to occur in similar situations in the future. Said differently, the behavior has been rewarded. 

Rewards are important for both encouraging appropriate behavior and preventing the encouragement of inappropriate 

behavior. What the science of human behavior teaches, is that we should adopt the perspective of the learner, not the 

teacher, when planning how to select and deliver rewards. The following are some basic guidelines: 
 

1. Reward “behavior” not people.  When rewards are provided be clear about the specific behavior that led to the reward. 

2. Include the learner in identification of possible rewards.  Use consequences that are likely to be rewarding to the students. 

3. Use small rewards frequently, rather than large rewards infrequently. 

4. Embed rewards in the activity/behavior you want to encourage. 

5. Ensure that rewards closely follow the behavior you want to encourage.  Generally, behavior is more likely to change when the 

reward is delivered quickly. 

6. Use rewards that are natural to the context, appropriate to the developmental age of the learner and easy to administer. 

7. Use many different kinds of rewards (objects, activities, privileges, attention, natural consequences) rather than relying on one 

strategy or pattern. 

8. Use rewards more often than negative consequences.  Students should experience at least five times the number of rewards as 

they do corrections or punishers. 

9. Avoid delivering rewards (even inadvertently) for problem behaviors.  



4 
 

 

B. The Impact of Rewards on Intrinsic Motivation 
Recently, there has been concern about the formal use of rewards in schools resulting in children failing to 

develop intrinsic, or self-managed motivation.  Reading should be a behavior that becomes more frequent 

because the content of what is read is rewarding, not because a token or play period will follow reading.  

Sharing on the playground should occur because a child experiences personal satisfaction from behaving well, 

not because the child receives candy if she shares.  Similarly, concern exists that if a teacher provides a reward 

to Child A for excellent math work, it will be a negative, or punishing, experience for Child B who did not 

receive a reward, tried just as hard, but did not get as many problems correct.  These concerns are based on 

research conducted in the 1970s (Deci, 1971; 1975; Lepper, Greene & Nesbett, 1973) and have led to strong 

recommendations against the formal use of praise and extrinsic rewards (e.g. tokens, food, activities, privileges) 

in schools (Deci, Koestner, & Ryan, 2001; Kohn, 1993; 1996).  There is evidence that rewards can be used poorly.  

The primary errors involve (a) providing rewards without being clear about the behavior being rewarded, (b) 

inadvertently providing rewards for problem behavior, (c) providing large rewards and then suddenly (rather 

than gradually) withdrawing the rewards, and (d) providing rewards so infrequently that a child never builds the 

skill fluency needed to attain the natural benefit of a skill (e.g. does not learn to read fast enough or well 

enough to enjoy reading).  These errors are worth considering and avoiding. 

 

The concern that rewards damage the intrinsic motivation of students is less well supported by research.  Most 

educators will agree that academic and social skills learned in schools should be maintained by natural 

consequence, not artificial rewards.  Reading, math and play skills should not end when a teacher is no longer 

present to offer verbal praise, toys, or stickers.  The rewards provided for the behavior of one student should not 

function as a punisher for all others.  There is less agreement (and much less evidence) that the use of rewards 

in schools leads to these ill effects. 

 

To address these concerns several scholars recently examined the full body of research literature and 

concluded that not only have schools successfully employed the use of external rewards for decades (Slavin, 

1997), but that the use of rewards following appropriate behavior is directly related to both initial, and durable 

academic and social success.  Rewards are an effective, important and functional part of any educational 

context, and need not be detrimental to intrinsic motivation (Akin-Little, Eckert Lovett & Little, 2004; Cameron, 

Banko & Pierce, 2001; Reiss, 2005).  Rewards are especially important for helping motivate a child to build early 

competence (fluency) with reading, math or social skills.  Encouragement, guidance and reward of 

appropriate approximations of successful behavior are helpful for students to build the skills that can then be 

sustained by the natural consequences from reading well, joining games with peers, or playing a musical 

instrument.  Rewards also are important for building a predictable, positive social culture in a school.   Schools 

with clearly defined behavioral expectations, and formal strategies for acknowledging (rewarding) appropriate 

behavior, are perceived as safer, more effective learning environments.  The delivery of rewards is one overt 

way that children learn that adults are serious about the social and academic goals they are teaching. 

Understanding and using rewards is an essential skill for any educator.  Selecting the right type, level and form 

of rewards to encourage student behavior is a competence developed over time, and is a hallmark of 

effective teaching.  
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BUILDING INTERNAL MOTIVATION 
“When we focus our praise on positive actions, we support a sense of competence and autonomy  

that helps students develop real self-esteem.” 

Davis, 2007 

 

Autonomy, Mastery and Purpose 

Most of us believe that the best way to motivate ourselves and others is with external rewards 

like money—the carrot-and-stick approach. That’s a mistake, Daniel H. Pink says in, Drive: The 

Surprising Truth About What Motivates Us. The secret to high performance and satisfaction—

at work, at school, and at home—is the deeply held human need to direct our own lives, to 

learn and create new things, and to do better by ourselves and our world. 

Drawing on four decades of scientific research on human motivation, Pink exposes the 

mismatch between what science knows and what business does—and how that affects 

every aspect of life. He demonstrates that while carrots and sticks worked successfully in the 

twentieth century, that’s precisely the wrong way to motivate people for today’s challenges. 

The three elements of true motivation are:     autonomy, mastery, and purpose.                                                            

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

How can we create an acknowledgement system developing  

autonomy, mastery and purpose?  
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SELF-DETERMINATION THEORY 
Ryan & Deci, 2000 

 
Type of 

Motivation 

A-

Motivation 

Extrinsic Motivation 

(4 Subtypes) 

Intrinsic 

Motivation 
External  

Regulation 

Introjection Identification Integration 

Associated 

Processes 

Learned 

helplessness, 

Low perceived 

Competence, 

Non-relevance. 

Non-

intentionality 

Salience of 

rewards/ 

punishments, 

Compliance, 

Reactance 

 

 

Ego 

involvement, 

Focus on 

approval from 

self or others 

Conscious 

valuing of 

activity, 

Self-

endorsement 

of goals 

Hierarchical 

synthesis of 

goals,  

Congruence 

of values with 

wider group 

Fun, 

Interest, 

Enjoyment 

Locus of 

Control/ 

Regulation 

(Who is in 

charge?) 

 

IMPERSONAL 

 

EXTERNAL 

 

SOMEWHAT 

EXTERNAL 

 

SOMEWHAT 

INTERNAL 

 

INTERNAL 

 

INTERNAL 

 

 

 

 
 

 

 

 

 

 

 

Regulatory Style Hypothesized thoughts and actions accompanying each (Jennifer Payne APBIS Conference 2016) 

 

Typical 

Thoughts 

“I have no 

control and 

neither do you” 

or “no matter 

what I do, 

nothing 

changes” 

“I do this 

because 

someone or 

something is 

making me. 

As soon as 

that stops, I 

stop” 

“I am doing 

this because 

it’s important 

to someone I 

care about 

and I would 

like to please 

them” 

“I do this 

because I 

think it is 

important – 

my actions fit 

my own 

values” 

“I do this 

because the 

action is 

congruent 

with the values 

I share with a 

wider group, 

and will lead 

to things 

happening to 

benefit that 

group” 

“I do this 

because it is 

fun/enjoyable” 

Examples Someone 

refusing to vote 

because “it 

doesn’t matter – 

all politicians are 

the same” 

Someone 

working a job 

they don’t 

really like 

because it 

pays well 

Washing your 

partner’s car 

because you 

know they 

love a clean 

car and it will 

make them 

feel good 

A marathon 

runner training 

hard to run a 

marathon 

they won’t win 

because they 

value hard 

work and 

fitness 

A teacher 

working hard 

to teach their 

class because 

they want to 

make a 

difference to 

society 

Kids playing on 

the swings ‘cos 

it’s fun! 
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Design of Tangibles/Encouragement/Acknowledgment  

 

 

 

 

 

 

 

 

  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 
Jennifer Payne APBS Conference 2016 – Hypothesized ways to design a whole school PBIS Encouragement 

System to facilitate internalization of regulation of behavior, based on SDT, Ryan & Deci 2010 

For US

I can make nice 
things happen for 
people I care 
about and a 
wider group 
which I BELONG 
to

Just for ME

Nothing happens 
for anyone else

I cannot share this

H
ig

h
Lo

w

I was a part of 
determining my 
behaviors

I have choice and 
voice in the system

I am able to choose 
my tangibles that 
are attractive to me

I have no choice in 
what I do

I have not choice in 
what happens after

The tangible may 
not appeal to me

H
ig

h
Lo

w

I am getting 
specific feedback 
about my 
performance of a 
skill, and I feel like I 
am improving my 
performance of this 
skiils

I am not good at 
this and don't feel 
like I am getting any 
better, but hey, 
they are paying me 
LOTS so I do it (when 
they're watching)

H
ig

h
Lo

w

RELATEDNESS 

(Belonging) 

AUTONOMY 

(Choice) 

COMPETENCE 

 (Skill Acquisition) 
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SPECIFIC POSITIVE ACKNOWLEDGEMENT 
Adapted from the Missouri PBIS Tier I Module 5, page 169. 

 

General praise or commonly used phrases such as “good job,” though important for a 

pleasant classroom, are inadequate for building and sustaining desired behavior. Students 

need clear, specific feedback on their use of the schoolwide expectations and any other 

behaviors such as acts of kindness, compassion, helpfulness, and general positive citizenship 

that are extended reflections of your expectations. It is also important that specific positive 

feedback be given sincerely and appropriately for student’s age. This is especially important 

when working with older students. Staff need to find their own style to communicate sincere 

care and concern for the student. Using of a variety of phrases shows spontaneity and 

therefore credibility. 
 

 

Considerations: 

 

Specifically Describes the Behavior – students need to know explicitly what behavior they did 

was correct and earned the acknowledgement of the teacher. Teachers readily do this 

when giving feedback about academic work. Reference only the current behavior when 

providing positive acknowledgment.  Simply describe exactly what you saw that you want 

the student to continue doing in the future. Additionally, be cautious in adding “I’m proud of 

you.” We want students doing the appropriate behavior because of the benefits to them 

rather than simply to please the teacher.  

 

Provides Reasons or Rationales - Explain the reason why the behavior is important. Rationales 

or reasons teach students the benefits of their behavior and the impact it has on them and 

others. This often includes stating the overarching schoolwide expectation (e.g., respect, 

caring, cooperation, etc.) and pointing out what the student might expect could happen if 

they use the appropriate behavior. “Getting started right away like that shows cooperation 

and will help you avoid having homework.” 

 

Includes a Positive Acknowledgement- For many students, the specific positive feedback 

alone is sufficiently reinforcing to strengthen the behavior. However, for some students, and 

when a behavior requires a great deal of effort, pairing the verbal feedback with tangible or 

activity reinforcement may be helpful. When using a tangible item or preferred activity it is 

imperative that you also use the complete verbal praise so that students are aware of 

exactly what they did that has resulted in earning the acknowledgement. It is not the 

acknowledgement changing the behavior so much as the awareness of what is being 

reinforced; the acknowledgement merely provides additional incentive. You will want to say 

something like, “Because you walked so quietly in the hallway, you have earned a Cardinal 

Card.” Note that adults do not “give,” instead students “earn.” Careful use of these terms 

helps students to take ownership for their behaviors and teaches the link between 

appropriate behavior and positive outcomes. 
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TANGIBLE REINFORCEMENT EXAMPLES 

Individual or Group 

Schoolwide or Classroom 

Contingent or Non-contingent 
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Example Elementary School Rewards Poster 
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A MENU OF REINFORCERS 
 
While a “ticket” or tangible schoolwide system for encouraging expected behavior will cover many or your 

reinforcement needs, it is important to remember:  

 

 Not all students are encouraged by the same thing or in the same ways. 

 As students are learning new skills they need immediate and frequent reinforcement.  

 As students demonstrate mastery they respond to intermittent to long-term reinforcement for 

maintaining their social behavioral efforts.  

 Many students try to get or seek social attention while others try to avoid it.  

 Students who avoid social attention may be reinforced by activities, privileges or tangibles.  

 Many young students are motivated by adult attention while older students typically are more 

motivated by peer attention, activities, privileges or freedom of choice.  

 

Therefore, it is recommended that a menu of ways to encourage students include social attention, activities, or 

tangible items that appeal to all student needs in your school (Lane, Kahberg & Menzies, 2009).  

 

 

Continuum of Social Behavior Reinforcement Schedules 

Free & Frequent Intermittent Strong & Long-Term 

• Verbal Praise  

• Stickers  

• Rubber Stamps  

•  Thumbs up  

•  Notes Home  

• Phone Calls  

• Post Cards  

• Special Privileges  

• Extra Computer Time  

 

•  Field trips  

•  Special Projects  

•  Principle Recognition  

•  Student of the Week  

 
Example Middle School Reinforcement Matrix (Acknowledgment System) 

TYPE WHAT WHEN WHERE WHO 

High Frequency 

“GOTCHAS” 

PAW stickers, 

pencils, tickets, 

bracklets, erasers, 

key chains, 

magnets 

 

McDonalds, Burger 

King and Chipolete 

coupons 

 

Computer time 

 

Lunch with teacher 

 

Classroom student 

of the day 

 

Homework Pass 

Daily 

Correct Behavior 

Class Time and 

Period 

Classroom and 

Nonclassroom 

Setting Identified 

and Taught 

Certificated and 

Classified Staff 
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FUNCTION OF BEHAVIOR CONSIDERATIONS 
Menu of Reinforcers 
 

Activities or Privileges 

SEEKERS: 

Special lunch or play time with a friend 

Lunch with preferred adult 

Helper 

Extra time doing preferred activity 

Special game at recess 

Participate in PBIS Assembly 

Extra recess 

Extra computer time 

Game of choice 

Ticket to school event 

Preferred cafeteria seating 

AVOIDERS: 

Extra computer time 

One homework-pass per semester 

Front of the lunch line pass 

Additional free time 

Extra library time 

One tardy pass 

Stay inside during recess 

Social Behaviors 

SEEKERS: 

Wink, thumbs up, smiles 

Specific positive feedback 

Work with a friend of choice 

Time to visit or walk with a friend 

Preferential seating 

Positive phone call or email home 

Meet with principal or preferred adult 

Photo on school bulletin board 

Special lunch or play time with a friend 

Lunch with parent, principal or preferred 

adult 

Featured in PBIS video/skit 

Tutor, assist younger class 

Monthly or quarterly award 

Expectation part 

Positive card or letter sent home 

Goal achieved award for improvement in 

personal social behavior 

Glad you are here award for perfect 

attendance 

AVOIDERS: 

Lunch in private area with preferred peer or 

staff 

Extra computer time 

Extra time to read 

Pass out of assembly 

Leave class 5 minutes early 

Letter home for improved behavior 

Adapted from: (Lane, Kahberg & Menzies, 2009).  
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POSITIVE REINFORCER IDEAS 
Elementary Level 

 
1. Assist the custodian  

2. Assist with morning announcements over the PA system 

3. Be a helper in another classroom  

4. Be featured on a photo recognition board  

5. Be recognized during announcements  

6. Be the first one in the lunch line  

7. Be the leader of a class game  

8. Be the line leader or the caboose 

9. Be the scout (Person who goes ahead of class to tell the special teacher they are on the way) 

10. Be the teacher's helper for the day  

11. Borrow the principal’s chair for the day 

12. Buzz cut a design in an agreeable male’s head 

13. Choose a book for the teacher to read aloud to the class 

14. Choose any class job for the week  

15. Choose music for the class to hear  

16. Choose the game during physical education 

17. Choose which homework problem the teacher will give the answer to for a freebie 

18. Cut the principal’s tie off and have your picture featured on a bulletin board with the neck part of the tie as 

the frame.  Keep the tip for a souvenir.  

19. Dance to favorite music in the classroom  

20. Design a class/school bulletin board  

21. Design and make a bulletin board  

22. Do half of an assignment  

23. Draw on the chalkboard  

24. Draw on a small white board at desk 

25. Draw pictures on the chalkboard while the teacher reads to the class (illustrating the story being read) 

26. Duct tape the principal to the wall during lunch or an assembly 

27. Earn a free pass to a school event or game  

28. Earn a gift certificate to the school store or book fair  

29. Earn a pass to the zoo, aquarium, or museum  

30. Earn a trophy, plaque, ribbon or certificate  

31. Earn an item such as a Frisbee, hula hoop, jump rope, paddleball or sidewalk chalk, which promote 

physical activity  

32. Earn extra computer time  

33. Earn extra credit  

34. Earn free tutoring time from the teacher (spelling secrets, math secrets, writing secrets) 

35. Earn play money to be used for privileges  

36. Earn points for good behavior to “buy” unique rewards (e.g. Autographed items with special meaning or 

lunch with the teacher)  

37. Earn the privilege of emailing a parent at work telling of accomplishments 

38. Eat lunch outdoors with the class  

39. Eat lunch with a teacher or principal  

40. Eat lunch with an invited adult (grandparent, aunt, uncle) 

41. Eat with a friend in the classroom (with the teacher)  

42. Enjoy a positive visit with the principal  

43. Enjoy class outdoors for the whole class 

44. Enter a drawing for donated prizes among students who meet certain grade standards  

45. Get “free choice” time at the end of the day  

46. Get a “no homework” pass  

47. Get a drink from the cold water fountain (There is always one fountain that is better) 

48. Get a flash cards set printed from a computer  

49. Get a video store or movie theatre coupon  
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50. Get extra art time  

51. Go on a walking field trip (earn privilege for whole class) 

52. Go to the library to select a book to read  

53. Have a drawing lesson 

54. Have a free serving of milk  

55. Have a teacher read a special book to the entire class  

56. Have an extra recess  

57. Have teacher share a special skill (e.g. Sing)  

58. Have the teacher make a positive phone call home  

59. Help in a lower level class  

60. Keep a stuffed animal at desk  

61. Learn how to do something special on the computer- like graphics or adding sound 

62. Learn how to draw something that looks hard, but with help is easy 

63. Listen to music while working  

64. Listen with a headset to a book on audiotape  

65. Make deliveries to the office  

66. Name put on scrolling marquee with a specific message “Emily Jones says smile and eat your veggies.” 

67. Operate the remote for a PowerPoint lesson  

68. Pick a game at recess that everyone plays including the teacher 

69. Play a computer game  

70. Play a favorite game or puzzle  

71. Read a book to the class  

72. Read morning announcements  

73. Read outdoors  

74. Read to a younger class  

75. Receive a “mystery pack” (gift-wrapped items such as a notepad, folder, puzzle, sports cards, etc.)  

76. Receive a 5-minute chat break at the end of the class or at the end of the day  

77. Receive a note of recognition from the teacher or principal  

78. Receive a plant, seeds and a pot for growing  

79. Receive art supplies, coloring books, glitter, bookmarks, rulers, stencils, stamps, pens, pencils, erasers and 

other school supplies  

80. Receive verbal praise  

81. Select a paperback book to take home to read from the teacher’s personal library 

82. Sit at the teacher's desk for the day or a set amount of time  

83. Sit next to the teacher during story time  

84. Sit with a friend at lunch, assembly, etc. 

85. Take a free homework pass  

86. Take a trip to the treasure box (non-food items such as water bottles, stickers, key chains, temporary tattoos, 

yo-yo’s, bubbles, spider rings, charms and pencil toppers)  

87. Take care of the class animal  

88. Take class animal home for school vacation time 

89. Take home a class game for a night  

90. Teach the class a favorite game  

91. Teach the class a math lesson 

92. Use colored chalk  

93. Use the teacher's chair  

94. Walk with a teacher during lunch  

95. Watch a video instead of recess 

96. Work as the Principal apprentice for 20 minutes 

97. Work in the lunchroom  

98. Write with a marker for the day 

99. Write with a special pen for the day  

100.Write with a special pencil for the day 
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 POSITIVE REINFORCER IDEAS 
 Secondary Level 

 
1. Adult volunteers to write a job recommendation for the student  

2. All school party on the weekend with different venues for all interests (students with zero-1 ODR’s get to 

come).  Have parents sponsor and chaperone: 

a. Dance area 

b. Basketball area 

c. Game board area 

d. Conversation pit 

e. Graffiti wall (piece of sheetrock painted white with sharpies of various colors) 

f. Karaoke area 

g. Computer animation area 

3. Assisting Coach for any sport 

4. Assisting PTO to develop ways to reward teachers who go out of their way to help students 

5. Chance to go to grade school and teach students about a topic of interest 

6. Choosing to do a PowerPoint for the class on a particular subject of interest 

7. Choosing what assignment the class does for homework 

8. Designing theme for school dance, ice cream social, game night 

9. Dress as the school mascot during a game 

10. Earning the chance to be the water/towel person at a sporting event 

11. Earning the chance to do stagecraft for any school performance (lights, stage design, props) 

12. Earning the chance to scoreboard assist at a game 

13. Eating lunch with a preferred adult 

14. Free entrance to a dance 

15. Free entrance to a football, basketball, etc. game 

16. Free library pass to research a topic of interest 

17. Getting a postcard in the mail telling parents what teachers admire most about their child 

18. Getting to apprentice at one of the business partners with the school (grocery store, bank, etc.) on the 

weekend. 

19. Getting to buzz cut a design in the principal’s hair (custodian’s hair) 

20. Getting to cut the principal’s tie off (use loop to frame student’s face on a bulletin board of fame) 

21. Getting to duct tape the principal to the wall 

22. Getting to scoop food at the cafeteria for a lunch period (social opportunity) 

23. Getting to shoot a video about the school’s expectations to show on CC TV 

24. Hall pass to leave class 5 minutes early and go by the coldest water fountain 

25. Help from an adult of choice on a class they are struggling with (Free tutoring) 

26. Homework free night 

27. Learning how to do something of interest on the computer (animation, graphics, CAD) 

28. Learning how to play chess 

29. Learning how to play sports even if they didn’t make the team 

30. Learning how to run the light board or sound booth for a school performance 

31. Let student make a bulletin board in the front hall highlighting an event of choice 

32. Make the morning announcements 

33. Office aid for a period 

34. Opportunity to be part of a brainstorming adult team at the school  

35. Opportunity to eat lunch outdoors at a special table 

36. Opportunity to eat lunch with a parent or grandparent at a special table 

37. Opportunity to introduce the players over the PA during a home game 

38. Opportunity to shadow business owner for a day- credit for writing about the experience 

39. Opportunity to shadow the principal for an hour or the day 

40. Opportunity to take care of lab animals in Science class 

41. Opportunity to wear jeans instead of school uniform for a day 

42. Principal grills hotdogs for students who have 0 tardies in the month & this student helps 

43. Privilege of leaving book in class overnight instead of having to lug to locker 
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44. Privilege of seeing embarrassing photo of adult that no one else sees (Senior Portrait) 

45. Reserved seating at a school play for student and five friends 

46. Send home a postcard about positive things the student has done this week  

47. Serve as a student ambassador if visitors come to the school 

48. Serving as a “page” for a local politician for the day 

49. Serving as a door greeter for a parent night at school with a badge of honor to wear 

50. Singing karaoke during lunch (approved songs) 

51. Sit at score table in basketball game 

52. Sit in score box at a football game 

53. Sitting in the teacher’s chair for the period 

54. Special parking preference for a day 

55. Special recognition at any school event- Guest DJ one song at dance etc. 

56. Special seating at lunch table with friends 

57. Student gets to pick which problem the teacher will make a freebie answer on homework 

58. Student plans spirit week activity for one of the days (hat day, sunglasses etc.) 

59. Teacher aid for special needs classroom 

60. Teaching special needs student how to play a game 
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POSITIVE REINFORCER IDEAS 
Staff 

1. Adult gets to pick what the topic for a faculty meeting is going to be 

2. Adult gets to rent the principal’s chair for the day 

3. At Family Math-Night all the adults are highlighted in a video montage  

4. Bulletin board highlighting staff of the day showing treasures provided by their family (surprise) If you 

have about 90 staff members one every other day would work 

5. Dim the lights in the staff lounge and get a volunteer masseuse to come provide 5-minute neck rubs 

during planning periods- Play restful music 

6. Donut day- These donuts are in honor of Peggy’s contribution to the PTO 

7. During morning announcements highlight something that an adult in the building did and tell why 

8. Duty free lunch period 

9. Find a beauty school and get someone to volunteer to come in and do 5 minute manicures  

10. Flowers on the desk from someone’s garden (with permission) 

11. Get a donation of a shopping cart to keep at the school for adults bringing in huge loads of supplies 

12. Golden plunger award from custodian for classroom that was the cleanest 

13. Golden spatula award from cafeteria staff for most polite class of the week 

14. GOOSE- Get Out Of School Early- No staying for the 30 after 

15. Have the principal make up a rap song about being cool in school and perform it on the CCTV for the 

school- Staff of the Day get to be background dancers 

16. Limo ride to school and home for staff of the day- This sounds weird but funeral parlors will sometimes 

provide this service for free if they aren’t using the cars that day- Don’t Tell rule applies 

17. Mini-fridge for a week in the adults’ office area filled with his or her favorite drink 

18. Once a month host an ice cream social with a “sister”- “brother” school.  Alternate schools each month 

and let teachers tour getting ideas from each other on lesson plans, bulletin boards, etc.  I Spy 

something great I’d like to duplicate 

19. Permission to leave the building at lunch time for lunch off campus 

20. Plan a big faculty meeting or in-service at someone’s house – with a pool and a grill instead of sitting on 

the little dot seats in the cafeteria 

21. Principal and staff member trade jobs for a day 

22. Postcard sent home detailing something admired in the adult 

23. Preferred parking space 

24. Principal institutes a pineapple upside down day- Everyone comes in and is assigned a different job for 

half a day- Everyone has to have their job description or lesson plans written down step by step 

25. Principal kidnaps a class after PE or recess and take them somewhere else.  Send a messenger to the 

teacher telling him or her to put their feet up for 20 minutes.  Teach a lesson to the class on something of 

interest to you- American History- Art etc. 

26. Principal leaves love notes on adults’ desks – not the 6:00 news kind- the kudos kind 

27. Principal takes over morning or afternoon duty for an adult in the building 

28. Principal writes lesson plans for teacher for one period 

29. PTO designs 4 strokes for every poke lanyard for all adults in the building 

30. PTO takes turns baking a casserole once a week for an adult “gotcha” receiver 

31. Scrape ice off windshield of Staff of the Day’s car 

32. Sneak into the school over the weekend and write a note on each classroom white board telling them 

to “Have a Great Week” 

33. Special table outdoors for teachers to enjoy sunshine during lunch 

34. Surprise an adult in the building by letting two or three students wash their car- be careful on this one 

though- There are also services that come on sight and wash cars for a fee- possibly PTO could spons 

35. Ask an office supply store to consider donating their clearance items to the school and have a “store” 

for all the staff members to come in and “purchase” office supplies with gotchas they received from 

each other.   

36. Ask everyone to start a diary writing down 3 things that went well each day.  Ask the staff to bring their 

diaries to faculty meetings.  Reward staff for bringing the diaries and give out chocolate kisses to 

everyone who shares at least one thing from their diary. 
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37. Ask parents to send in praise via email.  At the end of the day, do a David Letterman’s mail bag 

and read the kudos that came in via email about staff members.   Give kudos to the parent who 

shared by sending a hand written note.  It won’t take long for word to spread that compliments 

are appreciated. 

38. Ask the cafeteria staff to bake some special cookies.  After a particularly difficult day, invite all the 

staff to come down for cookies in the cafeteria.  Have the PBIS team set up ready to entertain.  The 

PBIS team might be dressed as Alvin and the Chipmunks and lip sync the Alvin and the Chipmunks 

song.  Another idea is to have the PBIS team put on lipstick and paint eyeballs and a nose on their 

chins.  Then lay across a table with heads hanging backwards with stocking caps over their hair, 

face, and nose.  Then lip sync to a silly song like “We are Family.”   

39. Ask your employees what makes them tick.  Ask each employee to list their values that guide their 

daily decisions.  During conferences with individuals ask them to compare and contrast their values 

with the mission of the school. 

40. At the beginning of the year, have staff fill out a questionnaire on spouse and children’s birthdays.  

Send birthday cards from the school to spouses and children.  Recognizing that staff members 

have lives outside the school is very important. 

41. Bring in a masseuse and a massage chair and provide free massages during planning periods.  

Darken the staff lounge, play classical music and burn candles (if the fire marshal approves).  Do 

this during one of the more difficult months for student behavior.  (October, December, March, 

April, May). 

42. Call each other by name especially in front of the students.  “Good morning, Mrs. Turquoise.”  And 

Mrs. Turquoise says, “Good morning, Mr. Purple”.  Modeling appropriate greetings is very important 

for the students and using names with each other shows respect for individuals.  

43. Call in an ice cream truck to come to the school the last day of criterion reference testing.  Have 

the truck show up after all the students are gone and invite all the staff to come down and have 

an ice cream on the PBIS team.  Tell them they are “Way Cool, the way they accomplished all the 

testing this week.” 

44. Create an instruction manual based on skills developed or used by team members in the school.  

Beginning of the year tips from the experts.  Take a picture of each staff member with their words 

of wisdom and print the book off for all staff.  Give a copy to new staff members and substitute 

teachers.   

45. Do a staff survey and find out everyone’s favorite snack.  Stock the staff lounge with snacks one 

day a week.  The PTO could help furnish the snacks. 

46. Each day have the entire PBIS team spend ten minutes looking for someone doing something that 

furthers the goals of the PBIS plan of action.  Give out special “gotchas” good for leaving school 10 

minutes early on a day of choice. 

47. Encourage employees to post their values in a conspicuous place in their respective rooms.  

48. Get a parent volunteer to be at the door in the morning dressed in a tuxedo.  Have them speak in 

a British accent and greet each staff member as they enter the building.  They could say 

something like, “We’ve been anticipating your arrival Mrs. Yellow.”  

49. Give each other affirmations.  When someone says, “Oh my goodness, I don’t think I can handle 

another day of Johnny and Susie swinging from the chandelier.”  Make sure the staff is ready to tell 

each other “You can do it.”  “I know you can do it.”  “I have faith in you.”   

50. Give out thank you cards to all staff members and ask them to write one a week to someone on 

the staff.  Ask them to write to different people each week.   

51. Give out the Depends Award during staff meeting.  Take a pair of Depends ™ Undergarments and 

spray paint them gold.  Give out the Depends Award to the most dependable person each week.  

This is an award they can keep until it is passed on to the next person.  Be specific about how each 

person is dependable. 
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52. Go around a local mall and ask the store owners to donate items to celebrate great education 

staff members.  If the PBIS team splits up the mall, they can collect a huge bevy of items for give-

away items for the adults. Use these as prizes for recognizing everyone’s contributions to the 

greater cause. 

53. “Gotchas” work for school personnel, but only if everyone remembers.  Put three silver dollars in 

your left pocket in the morning.  As you compliment different adults in the building, move a silver 

dollar from your left pocket to your right pocket.  At the end of the day, all three silver dolla rs 

should be in your right pocket.  (You move from left to right to help you remember you are doing 

the “right” thing.) 

54. Have the entire staff fill out a sheet answering this question:  1) Name something about yourself 

that no one else would ever guess.  Each morning read one clue and give everyone an answer 

sheet.  Each day they are to guess who the mystery person is based on the clues read that 

morning.    After all the clues have been read, invite the whole staff to a pizza party.  Read the 

entire list of clues and have people guess aloud and then have the real mystery person confess 

their secret identity.  Have a prize for the person who gets the most guesses correct.  

55. Have the PBIS team read books that would be helpful for teachers and create “Cliff’s Notes” on 

those books for the staff.  Send it out in a weekly newsletter.  Book idea: Marzano’s “What Works in 

Schools.”   

56. Have your PBIS team go online and post positive statements about each one of the staff members 

on the school website.  Example:  Meet John Jones.  Loves waterskiing and horseback riding.  We 

love the way Mr. Jones is always at the front door to greet the students.  

57. Highlight staff strengths in the parent newsletter.  Let the parents know the strengths of each staff 

member throughout the year. 

58. Hire a celebrity impersonator to come to the school and visit classrooms.  For example:  Abraham 

Lincoln visits the school and comes in each classroom giving a small history lesson tying something 

special about the adults in each room to the history lesson.  For example, “I was the only president 

to ever own a patent.  I designed a special idea that helped boats float over sand bars.  I was 

good at floating boats and Mrs. Blue has designed a special chair that lets students get their 

wiggles out.” 

59. Hire the high school choir to change the words to a popular song and serenade the staff with a 

kudos song some morning. 

60. Identify what each staff member does best and have an “Academy Awards” ceremony with 

statues for each person.  Invite the parents to come to the award ceremony.   

61. If a staff member has a problem, find out about it and figure out a way to help them.  For example, 

if a staff member’s child is struggling in Algebra find another staff member who is willing to tutor 

that member’s child in exchange for something they need- like their car washed. 

62. Instead of criticizing an employee who has behaviors you would like to “target” for change, make 

a positive intervention. Express to the employee what needs to change and end with a statement 

affirming, “I have confidence in you that you can get this done.”   

63. Invite spouses and children to come up for the catered dinner on the nights staff needs to work 

late. 

64. Invite staff members to the next board meeting and stand up and compliment their achievement 

to the board.   

65. Make a deal with the staff.  “If we have 100% attendance for the Criterion Reference Testing then 

the PBIS staff will wash everyone’s car on a non-rainy day.” 

66. Make it a point to give one hand written note a day to someone who has done something 

exceptionally well. 
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67. Name the conference room after an employee each week.  Base the choice on someone who 

has received a lot of “gotchas” that week.  Make a sign for the door and make sure to call people 

down to the Violet Conference Room. 

68. Order business cards for each staff member (http://www.vistaprint.com/frf?frf=691384697124 ) Pick 

a design that fits each person’s personality.  Vista Print has almost free deals on business cards.  

69. Order enough flowers for each staff member to get one and stand at the door as each person 

enters and tell them you appreciate the way they help children “bloom” in this building.  

70. Organize a lunchtime game that everyone can watch.  For example, set up a jeopardy game, 

who wants to be a millionaire etc. in the staff lounge and challenge two contestants during lunch 

to play while others watch. 

71. Pass out grape juice in plastic goblets at the next staff meeting and toast each other.  Keep going 

until everyone has received a toast.   

72. Poll your staff to find out what they would like to have training in and then have your PBIS team 

decide where some training opportunities exist and who should go to those trainings.  

73. Post goals in teachers’ lounge and graph results.  Example: Positive phone contacts home- shoot 

for 2 times the number of students in the school.  Set the goal of 200% in 6 weeks.  (graph phone 

calls, post cards, emails, notes) 

74. Purchase small plants for each staff member and place on their desk.  Leave a note saying, “ I 

know you’ll nurture this plant to full beauty because of the way you nurture children.”  

75. Supply a box of birthday cards to each staff member.  On birthdays, encourage each staff 

member to fill out a birthday card and do a drive-by carding by hiding birthday cards all over the 

person’s area throughout the day.  For example, the birthday person might find a card taped to 

the staff restroom mirror, or on the coffee pot and so on. 

76. Surprise staff by greeting them at the door with a cup of hot coffee or diet coke (know what 

everyone’s drink of choice is) Just say, “We are so glad you are here today.”  

77. Surprise the staff with a scavenger hunt all over the school.  As each person enters the building 

have them see a sign that says “Immediately check your box.”  In their boxes have a candy bar 

that says, “Your next clue is awaiting you at the coldest water fountain in the school.”  When the 

staff members get to the coldest water fountain, one of the PBIS team members will be waiting 

with a bottle of water that has the next clue taped on it.  This will go on and end up in the 

cafeteria where the team meets up again and has a breakfast ready for all the staff members.  

78. Surprise whole staff and take them on a group outing on a weekend- for example:  1) movie 

theater to see an uplifting movie, 2) breakfast at a restaurant, 3) BBQ at someone’s house or 4) 

pool party at someone’s house (preferably someone with a pool ☺ ) 

79. Survey the staff and find out what their least favorite part of the job is.  Throughout the year, have 

the PBIS committee do one disliked job for each person.  For example, Mrs. Green might dislike bus 

duty.  The PBIS team might take Mrs. Green’s bus duty some Friday and let Mrs. Green go home 

early.  

80. Take a survey of the staff on their favorite magazines.  Purchase some subscriptions to put out in 

the staff lounge.   

81. Take an old real estate sign and paint it with white enamel paint or chalkboard paint.  Each day 

when the staff are pulling into the parking lot let them see the PBIS team has written a special 

thank you to one staff member for something outstanding each day.  “Mrs. Orange, we love the 

way you handled the bullying situation yesterday.”  “Way to Go.” 

82. Think about each employee’s strength and ask them to share that strength with others.  This could 

be done through faculty meetings, one to one mentoring, etc.  Make sure when the employee is 

asked to share, they are told why they were chosen.  “What made them stand out as an exemplar 

in this area?” 

http://www.vistaprint.com/frf?frf=691384697124
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The single best way to address challenging behaviors in your classroom is to take steps to make sure they never 

occur. While there is no universal panacea for preventing challenging behaviors, there are several research-

validated strategies which when implemented with fidelity, prevent challenging behaviors. 
 

 

 

 

“…the key to successful classroom management is prevention of problems before they start,  

not knowing how to deal with problems after they have begun.” 

–George Sugai and Brandi Simonson 

 

Classroom-wide PBIS focuses on designing environments and adult behaviors directly impacting student 

social behavior and learning. Classroom environments consistently implementing effective practices (structure, 

expectations, engagement, feedback and consequences) support and promote academic, behavior and 

social success for ALL students. 

 

Tiered Fidelity Inventory 

FEATURE 

Data Source Main Idea 

1.8 Classroom Procedures:  
Tier I features (school-wide expectations, routines, 

acknowledgements, in-class continuum of 

consequences) are implemented within classrooms 

and consistent with school-wide systems. 

 

Are all core features of Tier I supports visible? 

 Teaching matrix with positively stated 

expectations and consistent routines  

 System for acknowledging appropriate 

behavior 

 In-class system for responding to 

inappropriate behavior 

Classroom Self-

Assessment 

Informal walkthroughs 

Discipline Flow Chart-

Minors 

Staff Handbook 

Behavior Matrix for 

Routines 

PBIS expectations and 

consequences need to be 

integrated into the classroom 

systems.  This improves 

consistency in behavior support 

practices across adults. 

1.8 Classroom Procedures/ Cultural Responsiveness TFI Companion Guide*  
Teams support classroom teachers in the implementation of SWPBIS in classrooms.  Classroom routines and 

expectations are taught explicitly and are connected to school-wide systems and students’ prior knowledge 

and home lives.  Classroom teachers ensure that all students in the class can see their lives, histories, cultures, 

and home languages incorporated into the classroom environment, curricula, and instructional practices on a 

daily basis. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Step 6:  Classroom-wide PBIS 

*Milaney Leverson, Kent Smith, Kent McIntosh, Jennifer Rose, Sarah Pinkelman (Nov. 2016) PBIS Cultural Responsiveness Field Guide:  

Resources for Trainers and Coaches.  PBIS OSEP Technical Assistance Center. 

http://www.pbis.org/school/equity-pbis 

 

FOUNDATIONS 

Settings 

Routines 

Expectations 

PREVENTION PRACTICES 

Supervision 

Opportunity 

Acknowledgement 

Prompts/Precorrections 

RESPONSE PRACTICES 

Error Correction 

FAST Method 

 
 

http://www.pbis.org/school/equity-pbis


2 
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



3 
 

 

RESPONDING AND SUPPORTING BEHAVIORS 
Evidence-based Classroom Strategies for Teachers 
This technical assistance document was adapted from the PBIS Technical Brief on Classroom PBIS Strategies 

written by:Brandi Simonsen, Jennifer Freeman, Steve Goodman, Barbara Mitchell, Jessica Swain-Bradway, 

Brigid Flannery, George Sugai, Heather George and Bob Putman, 2015. 
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CWPBIS WITHIN A MULTI-TIERED BEHAVIOR FRAMEWORK (MTFB) 

DECISION-MAKING GUIDE AND SELF ASSESSMENT 

If yes, proceed to question 2. If no, review content in Table 1 (hyperlinked above) 

related to classroom design, routines, and expectations before proceeding to question 2. 
 

If yes, proceed to question 3. If no, review content in Table 1 (hyperlinked above) 

related to opportunities to respond, prompts, active supervision, and acknowledgement 

strategies before proceeding to question 3. If unsure, collect data on implementation (see 

Table 2 for strategies). 
 

 

*Note, responses to severe or dangerous problem behavior are outside the scope of this document and 

should be considered within the context of targeted (tier 2) and intensive (tier 3) behavior supports. 

 
 
 
 
 

1. Are the foundations of effective CWPBIS in 
place? 

   

2. Are proactive and positive CWPBIS practices implemented 
consistently? 

 

 
 

 

  

 

 

 

  

  

3. Do data indicate that students are still engaging in problem behavior? 
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Classroom Intervention and Supports Self-Assessment 
 

Teachers should start with the first statement on the self-assessment.  When unsure of 

an answer, teachers should go to the part of the interactive map indicated and 

read more about the practice. 

                                               

                                    FOUNDATIONS                                              YES  NO 

1. The classroom is physically designed to meet the needs of all 

students. 
If yes, continue with self-assessment.  If no, begin with 1.1 of interactive map. 

  

2. Classroom routines are developed, taught, and predictable. 
              If yes, continue with self-assessment.  If no, begin with 1.2 of interactive map. 

  

3. Three to five positive classroom expectations are posted, defined 

and explicitly taught. 
              If yes, continue with self-assessment.  If no, begin with 1.3 of interactive map. 

  

                                                          

                                             PRACTICES                                                YES  NO 
4. Prompts and active supervision practices are used proactively. 

If yes, continue with self-assessment.  If no, begin with 2.1 of interactive map. 
  

5. Opportunities to respond are varied and are provided at high rates. 
              If yes, continue with self-assessment.  If no, begin with 2.2 of interactive map. 

  

6. Specific praise and other strategies are used to acknowledge 

behavior. 
If yes, continue with self-assessment.  If no, begin with 2.3 of interactive map. 

  

7. Reminders are consistently given before a behavior might occur. 
If yes, continue with self-assessment.  If no, begin with 2.4 of interactive map. 

  

8. The responses to misbehaviors in the classroom are appropriate and 

systematic. 
If yes, continue with self-assessment.  If no, begin with 2.5 of interactive map. 

  

                                                    

                                         DATA SYSTEMS                                               YES  NO 
9. Data systems are used to collect information about classroom 

behavior. 
If yes, continue with self-assessment.  If no, begin with Data Systems of interactive 

map. 

  

 

If yes on all, celebrate successes!  

Continually monitor, and make adjustments as needed. 
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ELEMENTARY FOUNDATIONS                                                                                                             
ELEMENTARY 

1.1 SETTINGS:   

Effectively design the physical environment of the classroom 
DESCRIPTION AND 

CRITICAL FEATURES 

“What key strategies 

can I use to support 

behavior in my 

classroom?” 

EXAMPLES 

“How can I use this 

practice in my 

classroom?” 

NONEXAMPLES 

“What should I avoid 

when I’m implementing 

this practice? 

EMPIRICAL SUPPORT and 

RESOURCES 

What evidence supports 

this practice, and where 

can I find additional 

resources?” 

Design classroom to 

facilitate the most 

typical instructional 

activities. 

 

Arrange furniture to 

allow for smooth 

teacher and student 

movement. 

 

Assure instructional 

materials are neat, 

orderly, and ready to 

use. 

 

Post materials that 

support critical content 

and learning strategies. 

 

 

 

 

 

Design classroom layout 

according to the type of 

activity taking place 

• Tables for centers 

• Separate desk for 

independent 

work 

• Circle area for 

group instruction 

Consider teacher versus 

student access to 

materials 

 

Use assigned seats and 

areas 

 

Be sure all students can 

be seen 

Equipment and materials 

are damaged, unsafe, 

and/or not in sufficient 

working condition or not 

accessible to all students 

 

Disorderly, messy, 

unclean, and/or visually 

unappealing 

environment 

 

Some students and/or 

parts of the room not 

visible to teacher 

 

Congestion in high-traffic 

areas (e.g., coat closet, 

pencil sharpener, 

teacher desk) 

 

Inappropriately sized 

furniture 

Teachers can prevent 

many instances of 

problem behavior and 

minimize disruptions by 

strategically planning the 

arrangement of the 

physical space 

 

Arranging classroom 

environment to deliver 

instruction in a way that 

promotes learning 

 

Video: 
http://louisville.edu/education/

abri/primarylevel/structure/grou

p (2) 

 

Book: 
Structuring Your Classroom for 

Academic Success (3) 
(2) Archer & Hughes, 2011 

(3) Paine, et all, 1983 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

http://louisville.edu/education/abri/primarylevel/structure/group
http://louisville.edu/education/abri/primarylevel/structure/group
http://louisville.edu/education/abri/primarylevel/structure/group
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ELEMENTARY 

1.2 ROUTINES:  

 Develop and teach predictable classroom routines 
DESCRIPTION AND 

CRITICAL FEATURES 

“What key strategies can 

I use to support behavior 

in my classroom?” 

EXAMPLES 

“How can I use this 

practice in my 

classroom?” 

NONEXAMPLES 

“What should I avoid 

when I’m implementing 

this practice? 

EMPIRICAL SUPPORT and 

RESOURCES 

What evidence supports 

this practice, and where 

can I find additional 

resources?” 

Establish predictable 

patterns and activities. 

 

Promote smooth 

operation of classroom. 

 

Outline the steps for 

completing specific 

activities. 

 

Teach routines and 

procedures directly. 

 

Practice regularly. 

 

Recognize students 

when they successfully 

follow classroom routines 

and procedures. 

 

Create routines and 

procedures for the most 

problematic areas or 

times. 

 

Promote self-managed 

or student-guided 

schedules and routines. 

 

 

Establish routines and 

procedures for 

• Arrival and 

dismissal 

• Transitions 

between 

activities 

• Accessing help 

• What to do after 

work is 

completed 

 

Example arrival routines: 

• Hang up coat 

and backpack 

• Put notes and 

homework in the 

“In” basket 

• Sharpen two 

pencils 

• Go to desk and 

begin the warm-

up activities listed 

on the board 

• If you finish early, 

read a book 

 

 

Assuming students will 

automatically know your 

routines and procedures 

without instruction and 

feedback 

 

Omitting tasks that 

students are regularly 

expected to complete 

 

Missing opportunities to 

provide: (a) visual and/or 

auditory reminders to 

students about your 

routines and procedures 

(e.g., signs, posters, 

pictures, hand signals, 

certain music playing, 

timers) and/or (b) 

feedback about student 

performance 

 

 

Establishing classroom 

routines and procedures 

early in the school year 

increases structure and 

predictability for 

students; when clear 

routines are in place and 

consistently used, 

students are more likely 

to be engaged with 

school and learning and 

less likely to demonstrate 

problem behavior. (4) 

 

Student learning 

enhanced by teachers’ 

developing basic 

classroom structure. (5) 

 

Podcast: 
http://pbismissouri.org/archives

/1 

252 

Video: 
https://www.teachingchannel.

org 

/videos/create-a-safe-

classroom 

 

(4) Kern & Clemens, 2007 

(5) Soar & Soar, 1979 
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ELEMENTARY 

1.3 EXPECTATIONS:  

Post, define, and teach three to five positive classroom expectations 
DESCRIPTION AND 

CRITICAL FEATURES 

“What key strategies can 

I use to support behavior 

in my classroom?” 

EXAMPLES 

“How can I use this 

practice in my 

classroom?” 

NONEXAMPLES 

“What should I avoid 

when I’m implementing 

this practice? 

EMPIRICAL SUPPORT and 

RESOURCES 

What evidence supports 

this practice, and where 

can I find additional 

resources?” 

If in a school 

implementing a multi-

tiered behavioral 

framework, such as 

school-wide PBIS, adopt 

the three to five positive 

school-wide 

expectations as 

classroom expectations. 

 

Expectations should be 

observable, 

measureable, positively 

stated, understandable, 

and always applicable. 

 

Teach expectations 

using examples and non-

examples and with 

opportunities to practice 

and receive feedback. 

 

Involve students in 

defining expectations 

within classroom routines. 

 

Obtain student 

commitment to support 

expectations 

Post 

• Prominently in the 

classroom 

• Example:  Be 

Safe, Be 

Respectful, Be 

Ready, Be 

Responsible 

 

Define for each 

classroom setting or 

routine 

• Being safe means 

hands and feet 

to self during 

transitions 

• Being safe means 

using all 

classroom 

materials 

correctly 

 

Teach 

• Develop 

engaging lessons 

to teach the 

expectations 

• Regularly refer to 

expectations 

when interacting 

with students 

(during prompts, 

specific praise, 

and error 

corrections) 

 

Assuming students will 

already know your 

expectations 

 

Having more than five 

expectations 

 

Listing only behaviors you 

do NOT want from 

students (e.g., no cell 

phones, no talking, no 

gum, no hitting) 

 

Creating expectations 

that you are not willing to 

consistently enforce 

 

Selecting expectations 

that are inappropriate 

for developmental or 

age level 

 

Choosing expectations 

that do not sufficiently 

cover all situations 

 

Ignoring school-wide 

expectations 

A dependable system of 

rules and procedures 

provides structure for 

students and helps them 

to 

be engaged with 

instructional tasks (6) 

 

Teaching rules and 

routines 

to students at the 

beginning 

of the year and 

enforcing 

them consistently across 

time increases student 

academic achievement 

and 

task engagement (7) 

 

Case Study: 
http://iris.peabody.vanderbilt.e

d 

u/wp-

content/uploads/2013/07/ICS-

003.pdf 

 

Podcast: 
http://pbismissouri.org/archives

/1243 

 

Videos 
http://louisville.edu.education/

abri/primarylevel/expectations/

group  

 

 

 

 

 

 

 

http://pbismissouri.org/archives/1243
http://pbismissouri.org/archives/1243
http://louisville.edu.education/abri/primarylevel/expectations/group
http://louisville.edu.education/abri/primarylevel/expectations/group
http://louisville.edu.education/abri/primarylevel/expectations/group
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SECONDARY  FOUNDATIONS                                                                                                                    
SECONDARY 

1.1 SETTINGS:   

Effectively design the physical environment of the classroom 
DESCRIPTION AND 

CRITICAL FEATURES 

“What key strategies 

can I use to support 

behavior in my 

classroom?” 

EXAMPLES 

“How can I use this 

practice in my 

classroom?” 

NONEXAMPLES 

“What should I avoid 

when I’m implementing 

this practice? 

EMPIRICAL SUPPORT and 

RESOURCES 

What evidence supports 

this practice, and where 

can I find additional 

resources?” 

Design classroom to 

facilitate the most 

typical instructional 

activities. 

 

Arrange furniture to 

allow for smooth 

teacher and student 

movement. 

 

Assure instructional 

materials are neat, 

orderly, and ready to 

use. 

 

Post materials that 

support critical content 

and learning strategies. 

Design classroom layout 

according to the type of 

activity taking place: 

1.circles for discussion 

2.forward facing for 

group instruction 

 

Use assigned seats 

 

Be sure all students can 

be seen 

 

Consider options for 

storage of students’ 

personal items 

 

Equipment and materials 

are damaged, unsafe, 

and/or not in sufficient 

working condition or not 

accessible to all students. 

 

Disorderly, messy, 

unclean, and/or visually 

unappealing 

environment 

 

Some students or parts of 

the room not visible to 

teacher 

 

Congestion in high-traffic 

areas. 

 

Teachers can prevent 

many instances of 

problem behavior and 

minimize disruptions by 

strategically planning the 

arrangement of the 

physical environment. (1) 

Arranging classroom 

environment to deliver 

instruction in a way that 

promotes learning. (2) 

 

Video: 
http://louisville.edu/educati

on/ab 

ri/primarylevel/structure/gro

up 

Book: 

Structuring Your 

Classroom for Academic 

Success (3) 
1 Wong & Wong, 2009 

2 Archer & Hughes, 2011 

3 Paine, Radicchi, Rosellini, 

Deutchman, & Darch, 1983 
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SEONDARY 

1.2 ROUTINES:   

Develop and teach predictable classroom routines 
DESCRIPTION AND 

CRITICAL FEATURES 

“What key strategies can 

I use to support behavior 

in my classroom?” 

EXAMPLES 

“How can I use this 

practice in my 

classroom?” 

NONEXAMPLES 

“What should I avoid 

when I’m implementing 

this practice? 

EMPIRICAL SUPPORT and 

RESOURCES 

What evidence supports 

this practice, and where 

can I find additional 

resources?” 

Establish predictable 

patterns and activities. 

 

Promote smooth 

operation of classroom. 

 

Outline the steps for 

completing specific 

activities. 

 

Teach routines and 

procedures directly. 

 

Practice regularly. 

 

Recognize students 

when they successfully 

follow classroom routines 

and procedures. 

 

Create routines and 

procedures for the most 

problematic areas or 

times. 

 

Promote self-managed 

or student-guided 

schedules and routines. 

 

 

Consider routines and 

procedures for: 

1.turning in work 

* handing out materials 

* making up missed work 

* what to do after work is 

completed 

 

Examples of class period 

routines: 

* warm-up activity for 

students 

* review of previous 

content 

* instruction of new 

materials 

* guided or independent 

practice opportunities 

* wrap -up activities 

 

 

 

Assuming students will 

automatically know your 

routines and procedures 

without instruction and 

feedback. 

 

Omitting tasks that 

students are regularly 

expected to complete. 

 

Missing opportunities to 

provide: 

* visual and/or auditory 

reminders to students 

about your routines and 

procedures 

* feedback about 

student performance 

 

Establishing classroom 

routines and procedures 

early in the school year 

increases structure and 

predictability for 

students; when clear 

routines are in place and 

consistently used, 

students are more likely 

to be engaged with 

school and learning and 

less likely to demonstrate 

problem behavior. (4) 

 

Student learning 

enhanced by teachers’ 

developing basic 

classroom structure. (5) 

 

Podcast: 
http://pbismissouri.org/archives

/1 

252 

Video: 
https://www.teachingchannel.

org 

/videos/create-a-safe-

classroom 

 

(4) Kern & Clemens, 2007 

(5) Soar & Soar, 1979 
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SECONDARY 

1.3 EXPECTATIONS:  

Post, define, and teach three to five positive classroom expectations 
DESCRIPTION AND 

CRITICAL FEATURES 

“What key strategies can 

I use to support behavior 

in my classroom?” 

EXAMPLES 

“How can I use this 

practice in my 

classroom?” 

NONEXAMPLES 

“What should I avoid 

when I’m implementing 

this practice? 

EMPIRICAL SUPPORT and 

RESOURCES 

What evidence supports 

this practice, and where 

can I find additional 

resources?” 

If in a school 

implementing a multi-

tiered behavioral 

framework, such as 

school-wide PBIS, adopt 

the three to five positive 

school-wide 

expectations as 

classroom expectations. 

 

Expectations should be 

observable, 

measureable, positively 

stated, understandable, 

and always applicable. 

 

Teach expectations 

using examples and non-

examples and with 

opportunities to practice 

and receive feedback. 

 

Involve students in 

defining expectations 

within classroom routines. 

 

Obtain student 

commitment to support 

expectations 

POST: 

* prominently in the 

classroom 

* Example – Be 

Respectful, Be 

Responsible, Be a Good 

Citizen, Be Ready To 

Learn 

 

DEFINE for each 

classroom setting or 

routine: 

* being respectful means 

using inclusive language 

* being responsible 

means having all 

materials ready at the 

start of class 

 

TEACH: 

*develop engaging 

lessons to teach the 

expectations 

* regularly refer to 

expectations when 

interacting with students 

Assuming students will 

already know your 

expectations. 

 

Having more than five 

expectations. 

 

Listing only behaviors you 

do not want from 

students (no cell phones, 

no talking, no gum 

chewing, no hitting). 

 

Creating expectations 

you are not willing to 

consistently enforce. 

 

Selecting expectations 

that are inappropriate 

for developmental or 

age level. 

 

Choosing expectations 

that do not sufficiently 

cover all situations. 

 

Ignoring school-wide 

expectations. 

 

• A dependable system 

of 

rules and procedures 

provides structure for 

students and helps them 

to 

be engaged with 

instructional tasks (6) 

 

• Teaching rules and 

routines 

to students at the 

beginning 

of the year and 

enforcing 

them consistently across 

time increases student 

academic achievement 

and 

task engagement (7) 

 

Case Study: 
http://iris.peabody.vanderbilt.e

d 

u/wp-

content/uploads/2013/07/ICS-

003.pdf 

 

Podcast: 
http://pbismissouri.org/archives

/1243 

 

 

(6)Brophy, 2004 

(7) Evertson & Emmer, 1982;; 

Johnson, Stoner, & Green, 1996 
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ELEMENTARY:  PREVENTION PRACTICES 
ELEMENTARY 

2.1  SUPERVISION:  Use active supervision and proximity 
DESCRIPTION AND 

CRITICAL FEATURES 

“What key strategies can 

I use to support behavior 

in my classroom?” 

EXAMPLES 

“How can I use this 

practice in my 

classroom?” 

NONEXAMPLES 

“What should I avoid 

when I’m implementing 

this practice? 

EMPIRICAL SUPPORT and 

RESOURCES 

“What evidence 

supports this practice, 

and where can I find 

additional resources?” 

A process for monitoring 

the classroom, or any 

school setting, that 

incorporates moving, 

scanning, and 

interacting frequently 

with students. 

 

Includes: 

SCANNING:  visual 

sweep of entire space 

MOVING:  continuous 

movement, proximity 

INTERACTING: verbal 

communication in a 

respectful manner, any 

pre-corrections, non-

contingent attention, 

specific verbal feedback 

 

While students are 

working independently in 

centers, scan and move 

around the classroom, 

checking-in with students 

 

While working with a 

small group of students, 

frequently look up and 

quickly scan the 

classroom to be sure 

other students are still on 

track 

 

During transitions 

between activities, move 

among the students to 

provide proximity; scan 

continuously to prevent 

problems, and provide 

frequent feedback as 

students successfully 

complete the transition 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Sitting or standing where 

you cannot see the 

entire room or space, 

such as with your back to 

the group or behind a 

desk. 

 

Walking the same, 

predictable route the 

entire period of time, 

such as walking the rows 

of desks in the same 

manner every period. 

 

Stopping and talking 

with a student or 

students for several 

minutes. 

 

Interacting with the 

same student or groups 

of students every day. 

Combining prompts or 

pre-correction with 

active 

supervision is effective 

across 

a variety of classroom 

and 

non-classroom settings 

(9) 

 

Module: 
http://pbismissouri.org/archives

/1304 

 

Video 
http://louisville.edu/education/

abri/primarylevel/supervision/gr

oup  

 

 

 

(8) DePry & Sugai, 2002 

(9)Colvin, Sugai, Good, & Lee, 

1997;; DePry & Sugai, 2002;; 

http://pbismissouri.org/archives/1304
http://pbismissouri.org/archives/1304
http://louisville.edu/education/abri/primarylevel/supervision/group
http://louisville.edu/education/abri/primarylevel/supervision/group
http://louisville.edu/education/abri/primarylevel/supervision/group
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ELEMENTARY 

2.2 OPPORTUNITY:   

Provides high rates and varied opportunities to respond 
DESCRIPTION AND 

CRITICAL FEATURES 

“What key strategies can 

I use to support behavior 

in my classroom?” 

EXAMPLES 

“How can I use this 

practice in my 

classroom?” 

NONEXAMPLES 

“What should I avoid 

when I’m implementing 

this practice? 

EMPIRICAL SUPPORT and 

RESOURCES 

“What evidence 

supports this practice, 

and where can I find 

additional resources?” 

A teacher behavior that 

requests or solicits a 

student response. 

 

Opportunities to respond 

include: 

 

INDIVIDUAL OR SMALL-

GROUP QUESTIONING: 

*use a response pattern 

to make sure that all 

students are called on 

 

CHORAL RESPONDING 

*All students in a class 

respond in unison to a 

teacher question 

 

NONVERBAL RESPONSES 

*Response cards, student 

response systems, guided 

notes 

 

 

 

 

 

Individual or small group 

questioning 

• Student names 

can be on a 

seating chart, 

strips of paper, or 

popsicle sticks in 

a can or jar; as 

questions are 

posed, a student 

name is drawn 

 

Choral responding 

• Students read a 

morning message 

out loud together 

• Students recite 

letter sounds 

together 

 

Nonverbal responses 

• Thumbs up if you 

agree with the 

character’s 

choice in our 

story 

A teacher states, “we 

haven’t talked about this 

at all, but you will 

summarize the entire 

chapter for homework.  

Work quietly for 45 

minutes on this new 

content, and I will collect 

your papers at the end 

of class”. (This is not 

sufficiently prompted 

and does not promote 

frequent active 

engagement) 

 

A teacher provides a 2—

minute lesson without 

asking any questions or 

prompting any student 

responses. 

Increased rates of 

opportunities to respond 

support student on-task 

behavior and correct 

responses while 

decreasing 

disruptive behavior (10) 

 

Teacher use of 

opportunities 

to respond also improves 

reading performance 

(e.g., 

increased percentage of 

responses and fluency) 

(11) 

and mathematics 

performance (e.g., rate 

of 

calculation, problems 

completed, correct 

responses) (12) 

 
Module: 

http://pbismissouri.org/archives

/1306 

Videos: 

http://louisville.edu/education/

ab 

ri/primarylevel/otr/group 

http://louisville.edu/education/ 
(10) Carnine, 1976;; Heward, 2006;; Skinner, 

Pappas & Davis, 2005;; Sutherland, Alder, & 

Gunter, 2003;; Sutherland & Wehby, 2001;; West & 

Sloane, 1986 

(11 )Skinner, Belfior, Mace, Williams-Wilson, & 

Johns, 1997 

(12) Carnine, 1976;; Logan & Skinner, 1998;; Skinner, 

Smith, & Mc 

Lean, 1994 
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ELEMENTARY 

2.3 ACKNOWLEDGEMENT:  

Use behavior specific praise 
DESCRIPTION AND 

CRITICAL FEATURES 

“What key strategies can 

I use to support behavior 

in my classroom?” 

EXAMPLES 

“How can I use this 

practice in my 

classroom?” 

NONEXAMPLES 

“What should I avoid 

when I’m implementing 

this practice? 

EMPIRICAL SUPPORT and 

RESOURCES 

“What evidence 

supports this practice, 

and where can I find 

additional resources?” 

Verbal statement that 

names the behavior 

explicitly and includes a 

statement that shows 

approval. 

 

*May be directed 

toward an individual or 

group 

 

*Praise should be 

provided soon after 

behavior, 

understandable, 

meaningful, and sincere. 

 

*Deliver approximately 

five praise statements for 

every one corrective 

statement 

 

*Consider student 

characteristic when 

delivering behavior-

specific praise and 

adjust accordingly 

(praise privately vs. 

publically) 

 

 

 

 

Following a transition 

where students quietly 

listened to instructions, 

“You did a great job 

sitting quietly and 

listening for what to do 

next.” 

 

During educator-

directed instruction, a 

student raises her hand.  

The educator says, 

“thank-you for coming 

into the room quietly.” 

 

The educator walks over 

to a student and 

whispers, “Thank-you for 

coming into the room 

quietly.” 

 “Great job! Super! Wow!” 

(These are general, not 

specific, praise statements.) 

 

“Brandi, I like how you 

raised your hand.” (Two 

minutes later) “Brandi, that 

was a nice response.” (This 

is praising the same student 

over and over again while 

ignoring other students.) 

 

A teacher says “Nice hand 

raise.” After yelling at 20 

students in a row for talking 

out. (This is not maintaining 

a five praises to one 

correction ratio.) 

 

“Thank you for trying to act 

like a human.” (This, at best, 

is sarcasm, not genuine 

praise.) 

Contingent praise is 

associated with 

increases in 

a variety of behavioral 

and 

academic skills (13) 

• Behavior-specific 

praise has 

an impact in both 

special 

and general education 

settings (14) 

• Reinforcement should 

happen frequently and 

at a 

minimal ratio of five 

praise 

statements for every one 

correction (15) 
Module: 

http://pbismissouri.org/archives

/1 

300 

Video: 

http://louisville.edu/education/

abr 

i/primarylevel/praise/group 

Other resources: 

http://www.interventioncentral.

or 

g/behavioral- 

interventions/motivation/teach

er- 

praise-efficient-tool-motivate-

 

students 
(13) Partin, Robertson, Maggin, Oliver, & Wehby, 

2010 

(14) Ferguson & Houghton, 1992;; Sutherland, 

Wehby, & Copeland,  

(15)Broden, Bruce, Mitchell, Carter, & Hall, 1970;; 

Craft, Alber, Heward, 1998;; Wilcox, Newman, & 

Pitchford, 1988 
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ELEMENTARY 

2.3 ACKNOWLEDGEMENT (continued):  

Use other strategies to acknowledge behavior 
DESCRIPTION AND 

CRITICAL FEATURES 

“What key strategies can 

I use to support behavior 

in my classroom?” 

EXAMPLES 

“How can I use this 

practice in my 

classroom?” 

NONEXAMPLES 

“What should I avoid 

when I’m implementing 

this practice? 

EMPIRICAL SUPPORT and 

RESOURCES 

“What evidence 

supports this practice, 

and where can I find 

additional resources?” 

Behavior Contracts: 
Documenting an agreement 

between a teacher and 

student(s) about: (a) expected 

behavior, (b) available 

supports 

to encourage expected 

behavior, 

(c) rewards earned contingent 

on 

expected behavior, and (d) 

consequences if expected 

behavior does not occur (or if 

undesired behavior does 

occur) 

Group Contingencies:  

All students have the 

opportunity to 

meet the same expectation 

and 

earn the same reward;; the 

award 

may be delivered: (a) to all 

students when one or a few 

students meet the criterion 

(dependent), to all students if 

all students meet the criterion 

(interdependent), or to each 

student if the student meets the 

criterion (independent) 

Token Economies:  

Delivering a token (e.g., 

pretend coin, poker chip, 

points, tally mark, stamp) 

contingent on appropriate 

behavior that is exchangeable 

for 

a back-up item or activity 

Behavior contracts:  At 

the beginning of the 

year, Mrs. Gaines’s 

students sign a class 

constitution; the 

document specifies: (a) 

the expected behavior 

(be safe, respectful and 

responsible), (b) supports 

to be provided 

(reminders), (c) rewards 

(earn Friday fun time), 

and (d) consequences 

(try again for next week) 

Group contingencies:  All 

students will hand in 

homework #2 by the due 

date; if we meet this 

goal, next Friday we will 

play State Bingo instead 

of having a formal test 

review 

Token economics:  

Thanks to each student 

who worked quietly on 

the mathematics task for 

the past 10 minutes, 

that’s responsible 

behavior!  You earned 

“star bucks” 

Behavior Contracts: At 

Smith 

Middle School, students sign a 

contract stating that engaging 

in a 

“zero tolerance offense” results 

in 

losing all school-based 

privileges and may result in 

being suspended or expelled. 

They are not reminded of this 

contract unless a violation 

occurs, in which case they are 

typically expelled—even if the 

violation was not severe.  (This is 

not focused on desired 

behavior and does rewards or 

supports.)  

Group Contingencies: 
Making the goal unattainable 

(e.g., all students will display 

perfect behavior all year), 

using a reward you cannot 

deliver (e.g., day off on Friday), 

or pointing out to the entire 

group when a student is 

detracting from group. Using 

rewards to encourage 

students to engage in 

behaviors 

that are not in their best interest 

Token Economies: 
Providing 

points or tokens without 

specific 

praise or to the same students 

or 

groups of students or providing 

tokens or points without 

demonstrated behaviors 

When implemented 

appropriately,  

behavior contracts, (16) 

 group contingencies, 

(17) and token 

economies (18) result in 

increases in desired 

behavior 
 

Modules: 

http://iris.peabody.vanderbilt.e

du 

/module/beh1/#content 

http://iris.peabody.vanderbilt.e

du 

/module/beh2/ 

http://pbismissouri.org/archives

/ 

1300 

Case studies: 

http://iris.peabody.vanderbilt.e

du 

/wp- 

content/uploads/2013/07/ICS- 

005.pdf 

Other resources: 

http://www.interventioncentral.

or 

g/behavioral- 

interventions/rewards/jackpot- 

 
(16) Drabman, Spitalnik, & O’Leary, 1973;; Kelley & 

Stokes, 1984;; White-Blackburn, Semb, & Semb, 

1977;; Williams & Anandam,  

(17) Barrish, Saunders, & Wolf, 1969;; Hansen & 

Lignugaris-Kraft, 2005;; Yarborough, Skinner, Lee, & 

Lemmons, 2004 

(18) Jones & Kazdin, 1975;; Main & Munro, 1977;; 

McCullagh & Vaal, 1975 
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ELEMENTARY 

2.4 PROMPTS AND PRECORRECTIONS:   

Make the problem behavior irrelevant with anticipation and reminders 

DESCRIPTION AND 

CRITICAL FEATURES 

“What key strategies can 

I use to support behavior 

in my classroom?” 

EXAMPLES 

“How can I use this 

practice in my 

classroom?” 

NONEXAMPLES 

“What should I avoid 

when I’m implementing 

this practice? 

EMPIRICAL SUPPORT and 

RESOURCES 

“What evidence 

supports this practice, 

and where can I find 

additional resources?” 

Reminders that are 

provided 

before a behavior is 

expected that describes 

what is expected: 

 

• Preventative: take 

place 

before the behavior 

response 

occurs 

 

• Understandable: the 

prompt must be 

understood by the 

student 

 

• Observable: the 

student 

must distinguish when the 

prompt is present 

 

• Specific and explicit: 

describe the expected 

behavior (and link to the 

appropriate 

expectation) 

Teach and emphasize 

self 

delivered (or self-

managed) prompts 

Before students begin 

seatwork provide a 

reminder about how to 

access help and 

materials, if needed 

 

Before the class 

transitions, a teacher 

states, “remember to 

show respect during a 

transition by staying to 

the right and allowing 

personal space” 

 

Pointing to table as 

student enters room (to 

remind where to sit) 

 

A student looks at a 

picture sequence 

prompting effective 

hand washing and 

successfully washes 

hands prior to snack or 

lunch 

• While teaching a 

lesson, a 

student calls out, and the 

educator states, “Instead 

of 

calling out, I would like 

you 

to raise your hand” (This 

is 

an error correction—it 

came 

after the behavior) 

 

• Prior to asking students 

to 

complete a task, the 

educator states, “Do a 

good 

job,” or gives a thumb’s 

up 

signal (This is not specific 

enough to prompt a 

particular behavior) 

 

• Providing only the 

“nos” 

(e.g., No running, No 

talking) instead of 

describing 

the desired behavior or 

failing to link to 

expectations 

• Delivering prompts and 

pre-corrections for 

appropriate 

behavior results in 

increases 

in improved behavior 

(19) 

 

• Use prompts during 

transitions to new 

routines 

and for routines that are 

difficult for students to 

master (20) 

 

Videos: 

http://louisville.edu/educ

ation/abr 

i/primarylevel/prompting

/group 

http://louisville.edu/educ

ation/abr 

 

 
(19) Arceneaux & Murdock, 

1997;; Faul, Stepensky, & 

Simonsen, 2012;; Flood, Wilder, 

Flood, & Masuda, 2002;; Wilder 

& Atwell, 2006 

(20) Alberto & Troutman, 2013 

 

 

 

 

 

 

 

 

 

 

http://louisville.edu/education/abr
http://louisville.edu/education/abr
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SECONDARY PREVENTION PRACTICES 
SECONDARY 

2.1 SUPERVISION:   

Use active supervision and proximity 
DESCRIPTION AND 

CRITICAL FEATURES 

“What key strategies can 

I use to support behavior 

in my classroom?” 

EXAMPLES 

“How can I use this 

practice in my 

classroom?” 

NONEXAMPLES 

“What should I avoid 

when I’m implementing 

this practice? 

EMPIRICAL SUPPORT and 

RESOURCES 

“What evidence 

supports this practice, 

and where can I find 

additional resources?” 

A process for monitoring 

the classroom, or any 

school setting, that 

incorporates moving, 

scanning, and 

interacting frequently 

with students. 

 

Includes: 

SCANNING:  visual 

sweep of entire space 

MOVING:  continuous 

movement, proximity 

INTERACTING: verbal 

communication in a 

respectful manner, any 

pre-corrections, non-

contingent attention, 

specific verbal feedback 

 

While monitoring 

students, move around 

the area, interact with 

students, and observe 

behaviors of individuals 

and the group; scan the 

entire area as you move 

around all corners of the 

area. 

 

Briefly interact with 

students: 

* Ask how they are 

doing, comment, or 

inquire about their 

interests; 

* Show genuine interest 

in their responses 

 

Sitting or standing where 

you cannot see the 

entire room or space, 

such as with your back to 

the group or behind a 

desk. 

 

Walking the same, 

predictable route the 

entire period of time, 

such as walking the rows 

of desks in the same 

manner every period. 

 

Stopping and talking 

with a student or 

students for several 

minutes. 

 

Interacting with the 

same student or groups 

of students every day. 

• Combining prompts or 

pre-correction with 

active 

supervision is effective 

across 

a variety of classroom 

and 

non-classroom 

settings(9) 

 

Module: 
http://pbismissouri.org/archives

/1304 

 

IRIS Ed (secondary): 
https://www.youtube.com/wat

ch?v 

=rCqIzeU-0hQ 

 

 

 

 

(8) DePry & Sugai, 2002 

(9)Colvin, Sugai, Good, & Lee, 

1997;; DePry & Sugai, 2002;; 

Lewis, Colvin, & Sugai, 2000 
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SECONDARY 

2.2 OPPORTUNITY:  

 Provides high rates and varied opportunities to respond 
DESCRIPTION AND 

CRITICAL FEATURES 

“What key strategies can 

I use to support behavior 

in my classroom?” 

EXAMPLES 

“How can I use this 

practice in my 

classroom?” 

NONEXAMPLES 

“What should I avoid 

when I’m implementing 

this practice? 

EMPIRICAL SUPPORT and 

RESOURCES 

“What evidence 

supports this practice, 

and where can I find 

additional resources?” 

A teacher behavior that 

requests or solicits a 

student response. 

 

Opportunities to respond 

include: 

 

INDIVIDUAL OR SMALL-

GROUP QUESTIONING: 

*use a response pattern 

to make sure that all 

students are called on 

 

CHORAL RESPONDING 

*All students in a class 

respond in unison to a 

teacher question 

 

NONVERBAL RESPONSES 

*Response cards, student 

response systems, guided 

notes 

 

 

 

 

 

INDIVIDUAL OR SMALL-

GROUP QUESTIONING: 

“I just showed you how 

to do #1; I am going to 

start #2 second row; get 

ready to help explain my 

steps.” 

 

CHORAL RESPONDING 

“Write a sentence to 

summarize the reading; 

then share with your 

peer partner before 

sharing with me.” 

 

NONVERBAL RESPONSES 

“Hand up if you got 25 

for the answer.” 

“Get online and find two 

real-life examples for 

‘saturation point’.” 

 

A teacher states, “we 

haven’t talked about this 

at all, but you will 

summarize the entire 

chapter for homework.  

Work quietly for 45 

minutes on this new 

content, and I will collect 

your papers at the end 

of class”. 

 

A teacher provides a 2—

minute lesson without 

asking any questions or 

prompting any student 

responses. 

• Increased rates of 

opportunities to respond 

support student on-task 

behavior and correct 

responses while 

decreasing 

disruptive behavior (10) 

• Teacher use of 

opportunities 

to respond also improves 

reading performance 

(e.g., 

increased percentage of 

responses and fluency) 

(11) 

and mathematics 

performance (e.g., rate 

of 

calculation, problems 

completed, correct 

responses) (12) 

 
Module: 

http://pbismissouri.org/archives

/1306 

Videos: 

http://louisville.edu/education/

ab 

ri/primarylevel/otr/group 

http://louisville.edu/education/ 
(10) Carnine, 1976;; Heward, 2006;; Skinner, 

Pappas & Davis, 2005;; Sutherland, Alder, & 

Gunter, 2003;; Sutherland & Wehby, 2001;; West & 

Sloane, 1986 

(11 )Skinner, Belfior, Mace, Williams-Wilson, & 

Johns, 1997 

(12) Carnine, 1976;; Logan & Skinner, 1998;; Skinner, 

Smith, & McLean, 1994 
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SECONDARY 

2.3 ACKNOWLEDGEMENT:  

Use behavior specific praise 
DESCRIPTION AND 

CRITICAL FEATURES 

“What key strategies can 

I use to support behavior 

in my classroom?” 

EXAMPLES 

“How can I use this 

practice in my 

classroom?” 

NONEXAMPLES 

“What should I avoid 

when I’m implementing 

this practice? 

EMPIRICAL SUPPORT and 

RESOURCES 

“What evidence 

supports this practice, 

and where can I find 

additional resources?” 

Verbal statement that 

names the behavior 

explicitly and includes a 

statement that shows 

approval. 

 

*May be directed 

toward an individual or 

group 

 

*Praise should be 

provided soon after 

behavior, 

understandable, 

meaningful, and sincere. 

 

*Deliver approximately 

five praise statements for 

every one corrective 

statement 

 

*Consider student 

characteristic when 

delivering behavior-

specific praise and 

adjust accordingly 

(praise privately vs. 

publicly) 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

“Blue Group, I really like 

the 

way you all handed in 

your 

projects on time. It was a 

complicated project.” 

 

“Tamara, thank you for 

being on time. That is the 

fourth day in a row, 

impressive.” 

 

 After pulling a chair up 

next 

to Steve, the teacher 

states, 

“I really appreciate how 

you 

facilitated your group 

discussion. There were a 

lot 

of opinions, and you 

managed them well.” 

 

 After reviewing a 

student’s 

essay, the teacher writes, 

“Nice organization. 

You’re 

using the strategies we 

discussed in your 

writing!” 

 “Great job! Super! Wow!” 

(These are general, not 

specific, praise statements.) 

 

“Brandi, I like how you 

raised your hand.” (Two 

minutes later) “Brandi, that 

was a nice response.” (This 

is praising the same student 

over and over again while 

ignoring other students.) 

 

A teacher says “Nice hand 

raise.” After yelling at 20 

students in a row for talking 

out. (This is not maintaining 

a five praises to one 

correction ratio.) 

 

“Thank you for trying to act 

like a human.” (This, at best, 

is sarcasm, not genuine 

praise.) 

Contingent praise is 

associated with 

increases in 

a variety of behavioral 

and 

academic skills (13) 

• Behavior-specific 

praise has 

an impact in both 

special 

and general education 

settings (14) 

• Reinforcement should 

happen frequently and 

at a 

minimal ratio of five 

praise 

statements for every one 

correction (15) 
Module: 

http://pbismissouri.org/archives

/1 

300 

Video: 

http://louisville.edu/education/

abr 

i/primarylevel/praise/group 

Other resources: 

http://www.interventioncentral.

or 

g/behavioral- 

interventions/motivation/teach

er- 

praise-efficient-tool-motivate-

 

students 
(13) Partin, Robertson, Maggin, Oliver, & Wehby, 

2010 

(14) Ferguson & Houghton, 1992;; Sutherland, 

Wehby, & Copeland,  

(15)Broden, Bruce, Mitchell, Carter, & Hall, 1970;; 

Craft, Alber, Heward, 1998;; Wilcox, Newman, & 

Pitchford, 1988 
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SECONDARY 

2.3 ACKNOWLEDGEMENT (continued):  

Use other strategies to acknowledge behavior 
DESCRIPTION AND 

CRITICAL FEATURES 

“What key strategies can 

I use to support behavior 

in my classroom?” 

EXAMPLES 

“How can I use this 

practice in my 

classroom?” 

NONEXAMPLES 

“What should I avoid 

when I’m implementing 

this practice? 

EMPIRICAL SUPPORT and 

RESOURCES 

“What evidence 

supports this practice, 

and where can I find 

additional resources?” 

Behavior Contracts: 
Documenting an agreement 

between a teacher and 

student(s) about: (a) expected 

behavior, (b) available 

supports 

to encourage expected 

behavior, 

(c) rewards earned contingent 

on 

expected behavior, and (d) 

consequences if expected 

behavior does not occur (or if 

undesired behavior does 

occur) 

Group Contingencies:  

All students have the 

opportunity to 

meet the same expectation 

and 

earn the same reward;; the 

award 

may be delivered: (a) to all 

students when one or a few 

students meet the criterion 

(dependent), to all students if 

all students meet the criterion 

(interdependent), or to each 

student if the student meets the 

criterion (independent) 

Token Economies:  

Delivering a token (e.g., 

pretend coin, poker chip, 

points, tally mark, stamp) 

contingent on appropriate 

behavior that is exchangeable 

for 

a back-up item or activity 

Behavior Contracts:  
At the beginning of each 

semester, Dr.Gale has his 

students sign an 

integrity pledge. It states that 

students will complete their 

work 

independently (expected 

behavior), with teacher help 

when needed (supports), to 

have 

the potential of earning full 

points 

on assignments (rewards). If 

students do not maintain 

integrity, they will lose points on 

that assignment and in the 

course. 

Group Contingencies:  
As a class, we will generate five 

questions that are examples of 

“Synthesis.” If we can meet this 

goal by 2:15, I will allow you to 

sit where you would like 

(keeping 

class expectations in mind) for 

the last 20 minutes of the class 

period. 

Token Economies:  
Alyiah, you were very 

respectful when your peer 

came in and asked for space. 

You’ve earned 10 bonus 

points toward your behavior 

goal. 

Well done! 

Behavior Contracts: At 

Smith 

Middle School, students sign a 

contract stating that engaging 

in a 

“zero tolerance offense” results 

in 

losing all school-based 

privileges and may result in 

being suspended or expelled. 

They are not reminded of this 

contract unless a violation 

occurs, in which case they are 

typically expelled—even if the 

violation was not severe.  (This is 

not focused on desired 

behavior and does rewards or 

supports.)  

Group Contingencies: 
Making the goal unattainable 

(e.g., all students will display 

perfect behavior all year), 

using a reward you cannot 

deliver (e.g., day off on Friday), 

or pointing out to the entire 

group when a student is 

detracting from group. Using 

rewards to encourage 

students to engage in 

behaviors 

that are not in their best interest 

Token Economies: 
Providing 

points or tokens without 

specific 

praise or to the same students 

or 

groups of students or providing 

tokens or points without 

demonstrated behaviors 

When implemented 

appropriately,  

behavior contracts, (16) 

 group contingencies, 

(17) and token 

economies (18) result in 

increases in desired 

behavior 
 

Modules: 

http://iris.peabody.vanderbilt.e

du 

/module/beh1/#content 

http://iris.peabody.vanderbilt.e

du 

/module/beh2/ 

http://pbismissouri.org/archives

/ 

1300 

Case studies: 

http://iris.peabody.vanderbilt.e

du 

/wp- 

content/uploads/2013/07/ICS- 

005.pdf 

Other resources: 

http://www.interventioncentral.

or 

g/behavioral- 

interventions/rewards/jackpot- 

 
(16) Drabman, Spitalnik, & O’Leary, 1973;; Kelley & 

Stokes, 1984;; White-Blackburn, Semb, & Semb, 

1977;; Williams & Anandam,  

(17) Barrish, Saunders, & Wolf, 1969;; Hansen & 

Lignugaris-Kraft, 2005;; Yarborough, Skinner, Lee, & 

Lemmons, 2004 

(18) Jones & Kazdin, 1975;; Main & Munro, 1977;; 

McCullagh & Vaal, 1975 
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SECONDARY 

2.4 PROMPTS AND PRECORRECTIONS:   

Make the problem behavior irrelevant with anticipation and reminders 

DESCRIPTION AND 

CRITICAL FEATURES 

“What key strategies can 

I use to support behavior 

in my classroom?” 

EXAMPLES 

“How can I use this 

practice in my 

classroom?” 

NONEXAMPLES 

“What should I avoid 

when I’m implementing 

this practice? 

EMPIRICAL SUPPORT and 

RESOURCES 

“What evidence 

supports this practice, 

and where can I find 

additional resources?” 

Reminders that are 

provided 

before a behavior is 

expected that describes 

what is expected: 

 

• Preventative: take 

place 

before the behavior 

response 

occurs 

 

• Understandable: the 

prompt must be 

understood by the 

student 

 

• Observable: the 

student 

must distinguish when the 

prompt is present 

 

• Specific and explicit: 

describe the expected 

behavior (and link to the 

appropriate 

expectation) 

Teach and emphasize 

self 

delivered (or self-

managed) prompts 

*Pointing to a sign on the 

board to indicate 

expectation 

of a silent noise level 

prior to 

beginning independent 

work 

time 

 

• Review of group 

activity 

participation rubric prior 

to 

the start of group work 

 

• Sign above the 

homework 

basket with a checklist of 

“to 

dos” for handing in 

homework 

 

• A student checks her 

planner, which includes 

visual prompts to write 

down 

assigned work and bring 

relevant materials home 

to 

promote homework 

• While teaching a 

lesson, a 

student calls out, and the 

educator states, “Instead 

of 

calling out, I would like 

you 

to raise your hand” (This 

is 

an error correction—it 

came 

after the behavior) 

 

• Prior to asking students 

to 

complete a task, the 

educator states, “Do a 

good 

job,” or gives a thumb’s 

up 

signal (This is not specific 

enough to prompt a 

particular behavior) 

 

• Providing only the 

“nos” 

(e.g., No running, No 

talking) instead of 

describing 

the desired behavior or 

failing to link to 

expectations 

• Delivering prompts and 

pre-corrections for 

appropriate 

behavior results in 

increases 

in improved behavior 

(19) 

 

• Use prompts during 

transitions to new 

routines 

and for routines that are 

difficult for students to 

master (20) 

 

Videos: 

http://louisville.edu/educ

ation/abr 

i/primarylevel/prompting

/group 

http://louisville.edu/educ

ation/abr 

 
(19) Arceneaux & Murdock, 

1997; Faul, Stepensky, & 

Simonsen, 2012; Flood, Wilder, 

Flood, & Masuda, 2002; Wilder 

& Atwell, 2006 

(20) Alberto & Troutman, 2013 

 

 

 

 

 

 

 

 

 

http://louisville.edu/education/abr
http://louisville.edu/education/abr
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ELEMENTARY RESPONSE PRACTICES 
ELEMENTARY 

2.5 ERROR CORRECTION:  

Use brief, contingent, and specific error corrections 
DESCRIPTION AND 

CRITICAL FEATURES 

“What key strategies can 

I use to support behavior 

in my classroom?” 

EXAMPLES 

“How can I use this 

practice in my 

classroom?” 

NONEXAMPLES 

“What should I avoid 

when I’m implementing 

this practice? 

EMPIRICAL SUPPORT and 

RESOURCES 

“What evidence 

supports this practice, 

and where can I find 

additional resources?” 

• An informative 

statement, 

typically provided by the 

teacher, that is given 

when 

an undesired behavior 

occurs, states the 

observed 

behavior, and tells the 

student exactly what the 

student should do in the 

future 

 

• Delivered in a brief, 

concise, 

calm, and respectful 

manner, typically in 

private 

 

• Pair with specific 

contingent 

praise after the student 

engages in appropriate 

behavior 

 

• Disengage at end of 

error 

correction and 

redirection— 

avoid “power struggles” 

After a student calls out 

in class the teacher 

responds “Please raise 

your hand before calling 

out your answer” 

 

After students are talking 

too loudly during group 

work, the teacher 

responds, “Please use a 

quieter whisper voice 

while working with your 

partner” 

 

After a student is out of 

his or her seat 

inappropriately, the 

teacher responds, 

“please stop walking 

around the room and 

return to your seat to 

finish your work” 

• Shouting “No!” (This is 

not 

calm, neutral, or specific) 

 

• A five-minute 

conversation 

about what the student 

was thinking (This is not 

brief) 

 

• A teacher loudly tells a 

student that he is not 

being responsible (This is 

not calm or private) 

 

• After providing an error 

correction, a student 

denies engaging in the 

behavior; the teacher 

repeats the correction in 

an escalated tone and 

continues to debate the 

student—each 

exchange 

escalates until shouting 

ensues (This is a power 

struggle) 

• Error corrections that 

are direct, immediate, 

and end with the student 

displaying the correct 

response are highly 

effective in decreasing 

undesired behaviors 

(errors) and increasing 

future 

success rates (21) 

 

Error correction article: 
http://link.springer.com/arti

cle/10.1007/BF02110516 

 

Strategies to interrupt/avoid 

power struggles: 

http://www.interventioncen

tral.org/behavioralintervent

ions/challenging-

students/dodging-power-

struggle-trap-ideas-

teacher 

Video:  

http://louisville.edu/educati

on/abi/primarylevel/correct

ion/group  
 
(21) Abramowitz, O’Leary, & Futtersak, 1988;; 

Acker & O’Leary, 1988;; Baker, 1992;; Barbetta, 

Heward, Bradley, & Miller, 1994;; Brush & Camp, 

1998;; Kalla, Downes, & vann de Broek,2001;; 

McAllister, Stachowiak, Baer, & Conderman, 1969;; 

Singh, 1990;; Singh & Singh, 1986;; Winett & 

Vachon, 1974 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

http://link.springer.com/article/10.1007/BF02110516
http://link.springer.com/article/10.1007/BF02110516
http://louisville.edu/education/abi/primarylevel/correction/group
http://louisville.edu/education/abi/primarylevel/correction/group
http://louisville.edu/education/abi/primarylevel/correction/group
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ELEMENTARY 

2.6 ADDITIONAL STRATEGIES:   

When selecting strategies, recall the purpose of effective consequence:  (a) 

preempt escalation, (b) minimize inadvertent reward of problem behavior, 

(c) create learning opportunity for emphasized desired behavior, and (d) 

maintain instructional time to the remainder of the class 
DESCRIPTION AND 

CRITICAL FEATURES 

“What key strategies can 

I use to support behavior 

in my classroom?” 

EXAMPLES 

“How can I use this 

practice in my 

classroom?” 

NONEXAMPLES 

“What should I avoid 

when I’m implementing 

this practice? 

EMPIRICAL SUPPORT and 

RESOURCES 

“What evidence 

supports this practice, 

and where can I find 

additional resources?” 

PLANNED IGNORING 

Systematically 

withholding 

attention from a student 

when he or she exhibits 

minor undesired 

behavior that is 

maintained (reinforced) 

by teacher attention 

 

 

 

 

 

 

 

DIFFERNTIAL 

REINFORCEMENT 

Systematically 

reinforcing: 

• Lower rates of problem 

behavior (differential 

reinforcement of low 

rates 

of behavior [DRL]) 

• Other behaviors 

(differential 

reinforcement of other 

behavior [DRO]) 

• An alternative 

appropriate 

behavior (differential 

reinforcement of 

alternative 

behavior [DRA]) 

• A physically 

incompatible 

appropriate behavior 

(differential 

reinforcement of 

incompatible behavior 

[DRI]) 

 

 

PLANNED IGNORING 

During a whole-group 

activity, James shouts 

the teacher’s name to 

get her attention.  The 

teacher ignores the 

callouts and proceeds 

with the activity 

 

 

 

 

 

 

 

 

DIFFERNTIAL 

REINFORCEMENT 

In the same scenario 

above, the teacher 

ignores James’ callouts, 

models a previously 

taught attention-getting 

skill (e.g., hand raise), 

and immediately gives 

attention (calls on and 

praises) to James when 

he raises his hand:  

“That’s how we show 

respect!  Nice hand 

raise. (DRA) 

 

When providing 

instructions prior to a 

transition the teacher 

asks students to hold a 

“bubble” in their mouths 

(ie., fill cheeks with air), 

which is physically 

incompatible with talking 

(DRI 

 

 

 

PLANNED IGNORING 

A student is loudly 

criticizing a peer, 

resulting in other students 

laughing at the targeted 

peer; the teacher does 

nothing 

 

 (This is not minor and 

results in peer attention) 

 

 

 

 

 

 

DIFFERNTIAL 

REINFORCEMENT 

The teacher reprimands 

students each time they 

engage in problem 

behavior and ignores 

appropriate behavior 

 

(This is the exact 

opposite of how 

differential reinforcement 

should be used) 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Planned ignoring (22) 

differential reinforcement 

(23) response cost (24) 

and time-out from 

reinforcement (25) are all 

proven strategies to 

reduce problem 

behavior 

 

Module: 
http://pbismissouri.org/archives

/1302 

 

Video:  

http://louisville.edu/educ

ation/abri/primarylevel/c

orrection  
 

 

 

Podcast: 

Part I: 

http://vimeo.com/86149

984 

Part II: 

http://vimeo.com/86155

208 

 

Other resources: 

http://www.interventionc

entral.org/behavioralinte

rventions/challenging-

students/behavior-

contracts  

 

http://louisville.edu/education/abri/primarylevel/correction
http://louisville.edu/education/abri/primarylevel/correction
http://louisville.edu/education/abri/primarylevel/correction
http://vimeo.com/86155208
http://vimeo.com/86155208
http://www.interventioncentral.org/behavioralinterventions/challenging-students/behavior-contracts
http://www.interventioncentral.org/behavioralinterventions/challenging-students/behavior-contracts
http://www.interventioncentral.org/behavioralinterventions/challenging-students/behavior-contracts
http://www.interventioncentral.org/behavioralinterventions/challenging-students/behavior-contracts
http://www.interventioncentral.org/behavioralinterventions/challenging-students/behavior-contracts
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RESPONSE COSTS 

Removing something 

(e.g., token, points) 

based upon a student’s 

behavior in attempts to 

decrease the behavior 

 

 

 

 

 

 

 

 

 

 

 

 

 

TIME OUT FROM 

REINFORCEMENT 

Brief removal of:  

(a) something preferred 

(e.g., activity, item) or 

(b) the student from a 

preferred environment 

based on undesired 

behavior 

RESPONSE COSTS 

When a student talks out, 

the teacher pulls the 

student aside, provides a 

quiet specific error 

correction, and removes 

a marble from his or her 

jar on the teacher’s desk.  

The student is then 

reminded how to resume 

earning, and the teacher 

is careful to award 

approximately five 

marbles for every marble 

removed. 

 

 

 

 

TIME OUT FROM 

REINFORCEMENT 

A group of students 

begin breaking the 

crayons they are using 

on a worksheet.  The 

teacher collects the 

crayons and provides 

pencils to complete the 

task. 

 

RESPONSE COSTS 

The teacher publicly flips 

a card (from green to 

yellow to red) that signals 

the student has lost 

access to privileges.  The 

teacher loudly 

announces that the 

“card flip” and when 

asked why states, “you 

know what you did” 

 

(This does not provide 

feedback about what 

the student did wrong or 

how to get back on 

track.  It is also a public 

reprimand) 

 

TIME OUT FROM 

REINFORCEMENT 

The teacher sends the 

student from a difficult 

class the student does 

not like to in-school 

suspension, whish is 

facilitated by a preferred 

adult and often 

attended by preferred 

peers for the remainder 

of the day 

(This is not brief, and the 

student was not 

removed from a 

reinforcing environment-

the student was sent to a 

potentially reinforcing 

environment 
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SECONDARY RESPONSE PRACTICES 
SEONDARY 

2.5 ERROR CORRECTION:  

 Use brief, contingent, and specific error corrections 
DESCRIPTION AND 

CRITICAL FEATURES 

“What key strategies can 

I use to support behavior 

in my classroom?” 

EXAMPLES 

“How can I use this 

practice in my 

classroom?” 

NONEXAMPLES 

“What should I avoid 

when I’m implementing 

this practice? 

EMPIRICAL SUPPORT and 

RESOURCES 

“What evidence 

supports this practice, 

and where can I find 

additional resources?” 

• An informative 

statement, 

typically provided by the 

teacher, that is given 

when 

an undesired behavior 

occurs, states the 

observed 

behavior, and tells the 

student exactly what the 

student should do in the 

future 

 

• Delivered in a brief, 

concise, 

calm, and respectful 

manner, typically in 

private 

 

• Pair with specific 

contingent 

praise after the student 

engages in appropriate 

behavior 

 

• Disengage at end of 

error 

correction and 

redirection— 

avoid “power struggles” 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

When a student has not 

started working within 

one minute, “Jason, 

please begin your writing 

assignment” (Later) 

“Nice 

job being responsible, 

Jason, you have begun 

your assignment” 

 

After student is playing 

with lab equipment 

inappropriately, the 

teacher responds, 

“Please 

stop playing with lab 

equipment, and keep it 

on 

the table” (Later) “Thank 

you for being safe with 

the lab equipment” 

• Shouting “No!” (This is 

not 

calm, neutral, or specific) 

 

• A five-minute 

conversation 

about what the student 

was thinking (This is not 

brief) 

 

• A teacher loudly tells a 

student that he is not 

being responsible (This is 

not calm or private) 

 

• After providing an error 

correction, a student 

denies engaging in the 

behavior; the teacher 

repeats the correction in 

an escalated tone and 

continues to debate the 

student—each 

exchange 

escalates until shouting 

ensues (This is a power 

struggle) 

• Error corrections that 

are direct, immediate, 

and end with the student 

displaying the correct 

response are highly 

effective in decreasing 

undesired behaviors 

(errors) and increasing 

future 

success rates (21) 

 

Error correction article: 
http://link.springer.com/arti

cle/10.1007/BF02110516 

 

Strategies to interrupt/avoid 

power struggles: 

http://www.interventioncen

tral.org/behavioralintervent

ions/challenging-

students/dodging-power-

struggle-trap-ideas-

teacher 
 
(21) Abramowitz, O’Leary, & Futtersak, 1988;; 

Acker & O’Leary, 1988;; Baker, 1992;; Barbetta, 

Heward, Bradley, & Miller, 1994;; Brush & Camp, 

1998;; Kalla, Downes, & vann de Broek,2001;; 

McAllister, Stachowiak, Baer, & Conderman, 1969;; 

Singh, 1990;; Singh & Singh, 1986;; Winett & 

Vachon, 1974 

 

http://link.springer.com/article/10.1007/BF02110516
http://link.springer.com/article/10.1007/BF02110516
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SECONDARY 

2.6 ADDITIONAL STRATEGIES:   

When selecting strategies, recall the purpose of effective consequence:  (a) 

preempt escalation, (b) minimize inadvertent reward of problem behavior, 

(c) create learning opportunity for emphasized desired behavior, and (d) 

maintain instructional time to the remainder of the class 
DESCRIPTION AND 

CRITICAL FEATURES 

“What key strategies can 

I use to support behavior 

in my classroom?” 

EXAMPLES 

“How can I use this 

practice in my 

classroom?” 

NONEXAMPLES 

“What should I avoid 

when I’m implementing 

this practice? 

EMPIRICAL SUPPORT and 

RESOURCES 

“What evidence 

supports this practice, 

and where can I find 

additional resources?” 

 

PLANNED IGNORING 

Systematically 

withholding 

attention from a student 

when he or she exhibits 

minor undesired 

behavior that is 

maintained (reinforced) 

by teacher attention 

 

 

 

 

 

 

 

 

DIFFERNTIAL 

REINFORCEMENT 

Systematically 

reinforcing: 

• Lower rates of problem 

behavior (differential 

reinforcement of low 

rates 

of behavior [DRL]) 

• Other behaviors 

(differential 

reinforcement of other 

behavior [DRO]) 

• An alternative 

appropriate 

behavior (differential 

reinforcement of 

alternative 

behavior [DRA]) 

• A physically 

incompatible 

appropriate behavior 

(differential 

reinforcement of 

incompatible behavior 

[DRI]) 

 

PLANNED IGNORING 

During a lecture, Jen 

interrupts the teacher 

and loudly asks her 

question; the teacher 

ignores Jen until she 

quietly raises her hand 

 

 

 

 

 

 

 

 

 

 

DIFFERNTIAL 

REINFORCEMENT 

The teacher privately 

conferences with a 

student and says, “I really 

value your contributions, 

but we need your peers 

to also have a 

chance to participate in 

the 

group. If you can reduce 

your 

contributions to five or 

fewer, I’d love to meet 

with you over lunch to 

talk about the rest of 

your 

ideas.” (DRL) 

 

If we can make it 

through this discussion 

without inappropriate 

language, you can listen 

to music during your 

independent work 

 

PLANNED IGNORING 

A student is loudly 

criticizing a peer, 

resulting in other students 

laughing at the targeted 

peer; the teacher does 

nothing (This is not minor 

and results in peer 

attention) 

 

 

 

 

 

 

 

 

DIFFERNTIAL 

REINFORCEMENT 

The teacher reprimands 

students each time they 

engage in problem 

behavior and ignores 

appropriate behavior 

(This is the exact 

opposite of how 

differential reinforcement 

should 

be used) 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Planned ignoring (22) 

differential reinforcement 

(23) response cost (24) 

and time-out from 

reinforcement (25) are all 

proven strategies to 

reduce problem 

behavior 

 

Module: 
http://pbismissouri.org/archives

/1302 

 

Podcast: 
Part I: 

http://vimeo.com/86149984 

Part II: 

http://vimeo.com/86155208 

 

 

 

 

Other resources: 
http://www.interventioncentral.

or 

g/behavioral-

interventions/challenging- 

students/behavior-contracts 

 
(22)Hall, Lund, & Jackson, 1968;; Madsen, Becker, 

& Thomas, 1968;; Yawkey, 1971 

(23)Deitz, Repp, & Deitz, 1976;; Didden, de Moor, & 

Bruyns, 1997;; Repp, Deitz, & Deitz, 1976;; Zwald & 

Gresham, 1982 

(24)Forman, 1980;; Greene & Pratt, 1972;; Trice & 

Parker, 1983 

(25) Barton, Brulle, & Repp, 1987;; Foxx & Shapiro, 

1978;; Ritschl, Mongrella, & Presbie, 1972 
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RESPONSE COSTS 

Removing something 

(e.g., token, points) 

based upon a student’s 

behavior in attempts to 

decrease the behavior 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

TIME OUT FROM 

REINFORCEMENT 

Brief removal of:  

(a) something preferred 

(e.g., activity, item) or 

(b) the student from a 

preferred environment 

based on undesired 

behavior 

time at the end of class 

(DRO) 

RESPONSE COSTS 

When a student engages 

in 

disrespectful language, 

the 

teacher privately 

provides 

feedback and removes 

a point from the 

student’s point card. The 

teacher is careful to 

provide at least five 

points (and specific 

praise) for every point 

removed (and error 

correction delivered). 

 

 

 

 

TIME OUT FROM 

REINFORCEMENT 

After a student knocks 

over a 

chair in the cafeteria in 

frustration, the teacher 

removes the student 

from her normal lunch 

table and reviews 

expectations with the 

student before allowing 

her to resume activities. 

 

 

RESPONSE COST 

The teacher publicly flips 

a card (from green to 

yellow to red) that signals 

the student has lost 

access to privileges.  The 

teacher loudly 

announces that the 

“card flip” and when 

asked why states, “you 

know what you did” 

 

(This does not provide 

feedback about what 

the student did wrong or 

how to get back on 

track.  It is also a public 

reprimand) 

 

 

TIME OUT FROM 

REINFORCEMENT 

The teacher sends the 

student 

from a difficult class the 

student does not like….. 

to in-school suspension, 

which is facilitated by a 

preferred adult and 

often attended by 

preferred peers for the 

remainder of the day. 

(This is not brief, and the 

student was not 

removed from a 

reinforcing 

environment—the 

student was sent to a 

potentially 

reinforcing environment.) 
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RESPONDING TO BEHAVIORS IN THE CLASSROOM  

Make It FAST! 

F 

Functional 

A 

Accurate 

S 

Specific 

T 

Timely 

Responding to behavior 

in a way that tries to 

address the reason or 

purpose why a student 

behaves within specific 

situations will help 

reduce the likelihood of 

the 

behavior happening in 

the future   

As much as possible, an 

accurate and consistent 

response is essential to 

minimizing problem 

behavior and increasing 

compliant 

behaviors 

It is best to be as specific 

as 

possible when addressing 

student behavior; using 

the student’s name and 

the reason for the 

response are examples 

of how teachers can be 

specific 

Responding to 

behavior 

immediately after 

the behavior will 

make the 

response more 

powerful 

 

See Practical FBA Training Manual @ www.pbis.org for more information 

 

Types of Behavior and Common Responses 
Appropriate or 

Expected Behavior 

Infrequent and non-

disruptive minor 

behaviors 

Repeated and non-

disruptive minor 

behavior errors 

and/or disruptive 

major behavior 

errors 

Administrator 

Managed Behaviors 

When a student does an 

appropriate behavior, let 

the student know by 

telling the student what 

he or she did and how 

that behavior aligns with 

the related school wide 

expectation  

 

Be as specific as possible, 

and try to always use the 

student’s name 

 

Consider using praise 

with other 

acknowledgment 

systems 

When a misbehavior 

occurs, try to draw as 

little attention to the 

behavior as possible 

 

Give students reminders 

of what is expected 

 

Model what is expected 

 

Reinforce what is 

expected by using 

specific praise or other 

acknowledgment 

strategies 

Follow school procedures 

for responding t rule 

violations and 

individualized behavior 

support plans 

 

Try your best to 

anticipate when there 

might be problems, let 

students know what you 

expect, and take some 

time to practice routines 

 

Collect data to help 

establish patterns about 

why behaviors are 

occurring 

 

Follow school procedures 

for responding to rule 

violations and 

individualized behavior 

support plans 

 

 

http://www.pbis.org/
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WORKSHEET #15: 

1.2 FOUNDATIONS:  Routines  

 

DESIGNING YOUR CLASSROOM 

POSITIVE BEHAVIOR TEACHING MATRIX 

 
Step 1:  FRAME  
Create a context of why you are doing what you are doing. 

 
1. Purpose: give student a premise of the activity 

” Why are we creating a classroom positive behavioral teaching matrix? 
________________________________________________________________________________________________
________________________________________________________________________________________________
________________________________________________________________________________________________ 

2. Agreements:  what is important to know 

” To complete the matrix we will need everyone’s input and voice to reflect our work 

together.” 
________________________________________________________________________________________________
________________________________________________________________________________________________
________________________________________________________________________________________________ 
 

3. Outcome:  what will it look like when finished 

”We will post the finished matrix in our classroom and acknowledge each other when 

we see positive classroom behavior.” 
________________________________________________________________________________________________
________________________________________________________________________________________________
______________________________________________________________________________________________ 

4. Life Skills:  what skills will be addressed 

“We will be addressing the following social, emotional and/or intellectual skills when 

we develop our classroom matrix:” 
________________________________________________________________________________________________
________________________________________________________________________________________________
________________________________________________________________________________________________ 

 

SOCIAL

Social Awareness

•active listening

•empathy

•appreciate differences

Relationship Managment

•communication

•cooperation

•conflict resolution

EMOTIONAL

Self Awareness

•recognizing and expressing 
emotions

Self Managment

•stress management

•emotional regulation

•coping skills

INTELLECTUAL

Mental Awareness

•brainstorming, interpreting, 
analyzing

•critical thinking

•decision making and 
problem solving

Personal Managment

•organization

•planning

•goal setting
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Step 2: DO 
Using your school-wide behavioral expectations, operationalize (what would you see and 

hear) the routines and procedures in your classroom.  Invite students to take an active roll in 

developing the matrix by contributing to definitions and/or building consensus.   

 
Example: 

Classroom Routine/Procedure: 
School-wide Positive Behavioral 

Expectations 

 

Indicators (What we see and hear?) 

BE RESPONSIBLE 

 

 

 

 

BE RESPECTFUL 

 

 

 

 

BE SAFE 

 

 

 

 

 

Practice: 

Classroom Routine/Procedure: 
School-wide Positive Behavioral 

Expectations 

Indicators (What we see and hear?) 
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Putting it All Together 
 

 
 
 
 
 
 
 
 

Classroom 

Positive 

Behavior 

TEACHING 

MATRIX 

Routines and Procedures 

    

S
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•  •  •  •  

 
 
 
 

•  •  •  •  

 
 
 
 

•  •  •  •  

 
 
 
 

•  •  •  •  

 
 
 
 

•   
 

•   
 

•   
 

•   
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Classroom Positive Behavioral 

TEACHING MATRIX 

Examples 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

 

 

 

 Small 
Group 

Activity 

Independent 
Seat Work 

Transitions 

 
Respectful 

 Listen to 
others 
 Accept each 
other’s  
  answers and 
opinions 

 Raise hand 
before  
   talking 
 Work quietly 

 Hands to self 
 Move 
Quietly 
 Keep space 
between you 
and others in 
line 

 
 
Responsible 

 Follow 
directions 
 Stay on task 
 Stay with 
you group 
 Use time 
wisely 

 Stay on task 
 Manage time 
wisely 
 Remain in seat 
unless 
   you have 
permission to 
   be up 

 Put 
materials 
away 
 Get required 
materials  
   ready 
 Follow 
directions 

 
Cooperative 

 Do your 
share of the  
   work 
 Everyone 
participates 

 Wait quietly if 
the  
   teacher is 
assisting a  
   classmate 

 Leave the 
area clean 
   and orderly 
 Help your 
neighbor 

Morrison’s 
R.U.L.E.S. 

Transition 
(Start/End/Break) 

Direct 
Instruction 

Group Work Individual 
Work 

Middle Room Room Culture 

Respect 
Willingness to show 

honor and appreciation 
and to refrain from 
violating something 

*enter classroom 
quietly and begin 
WOW 
*Wait to pack up 
until given 
permission 

*Give your full 
attention to the 
presenter or activity 
*Follow directions 

*Be kind and 
courteous to all 
group members 
*Stay on task 
*Complete all work 
on time 

*Use time wisely by 
quietly staying on 
task’ 
*Complete 
assignment 

*Only use computers 
with permission 
*Follow the 
Technology 
agreement 

+Use appropriate 
language and tone 
of voice when 
speaking to teacher 
and classmates 

Unwavering 
Integrity 

A steadfast adherence to 
a strict moral ethical 

code:  Honest 

*Use your points or 
pass to leave the 
classroom 
 

*Give your full 
attention to the 
presenter/activity 
*Follow directions 

*Divide work evenly 
to group 
*Create original 
work and use 
citations  

*Create original 
work and cite 
sources when 
needed 

*Follow the 
Technology 
Agreement 
*Create original 
work use citations 

*Honor teacher’s 
personal space:  
desk, filing cabinet 
and cupboard 
 

Leadership 
The ability to guide, 
direct or influence 

people 

*Enter classroom 
only when teacher is 
present 
*Be ready with 
material for day 

*Listen attentively 
*Positively 
contribute for 
discussion 

*Help your group 
stay focused 
*Help manage the 
group’s tasks 
*Openly 
communicate 

*Use time wisely  
*Quietly stay on-
task 
*Encourage others 
to stay focused and 
on-task 

*Notify a teacher if 
there is a problem 

*Be responsible for 
your work 
*Track your progress 
and achievements 

Effort 
Earnest activity intended 
to accomplish something  

*Be in your seat 
ready to work when 
the bell rings 
*Read daily agenda 

*Stay on task by: 
-Following along 
when reading 
-Take notes 

*Complete all 
assigned tasks and 
do your best work 
*Stay on task 

*Complete all 
assigned tasks and 
do your best work 
*Stay on task 

*Work diligently 
and quietly. 
*Complete all tasks  
*Do your best work 

**Write all 
homework and test 
dates in Binder 
Reminder, daily 

Social 
Responsibility 

The principle that one 
should contribute to the 

welfare of society  

*Enter / exit through 
outside classroom 
door 
*Be understanding 
towards people of 
different cultures, 
races, religions and 
abilities 

*Listen attentively 
*Raise your hand to 
contribute 

*Be understanding 
of differences 
*Use an “inside 
voice” when talking 
with group 
*Stay in seat 

*Use time wisely 
*Quietly stay on 
task 
*Use time effectively 
if you finish early 

*Use time wisely 
*Quietly stay on 
task 
*Respectfully follow 
the requests of all 
teachers 

*Use and return 
classroom supplies 
*Be understanding 
towards people of 
different cultures, 
races, religions and 
abilities 
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Step 3:  REFLECT  
Structure an intentional way to reflect on the experience.   

“What part of the classroom teaching matrix is important to you and why? 
 

Debriefing Activities 

Large Group Small Group or Individual 

Reflection Circles Roll of the Dice 

Inside Outside Circles Processing Beach Ball 

Compliment Circles Metaphorically Speaking 

Kodak Moments Back-to-Back, Front to Front 

Snow Balls Popcorn Sharing 

 
Step 4:  APPLY   
Explicitly teach how behavioral expectations can be transferred across academics. 

 
 
 

 
 
 
 
 
 
 
 
 
 
 
 
 
 

 
 

DEPTH OF 

KNOWLEDGE 

Teaching 

Matrix 

Schoolwide Positive 

Behavioral Expectations 

RESPECT 

Recall “Tell me what RESPECT 

looks like during math 

groups?” 

Skill/Concept Show me a 

positive/negative 

example of RESPECT 

during math groups? 

Strategic 

Thinking 

Compare RESPECT 

during math groups with 

RESPECT during recess. 

Extended 

Thinking 

On a scale of 1 -5, how 

would you evaluate 

your RESPECTFUL 

behavior during today’s 

lesson?  And why? 
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2.1 PREVENTION PRACTICE:  Supervision 
 

I. Praise-Redirect-Precorrect  https://www.youtube.com/watch?v=QX60xFzL7tQ 

Praise – acknowledge other students demonstrating appropriate behavior 

Redirection – remind with simple calm directions 

Precorrect- tell students what you want them to do (prompting) 

 
Considerations: 

Proximity  The closer you are the easier it is to praise, redirect or precorrect. 

Body Language  Kids can be sensitive.  Sometimes you can communicate to students 

without using words.  Remember to keep your body language positive. 

Tone  How you say something can change the meaning of your words.  When using a praise, 

redirect or precorrect strategy, pay attention to your tone and volume.  Using your voice or 

sarcasm is not as impactful to students as speaking in a firm and friendly voice. 

 

Setting:  Playground Examples: 

PRAISE:  Acknowledge others demonstrating 

appropriate playground behavior. 

 “Wow you are demonstrating being 

safe today when you…...” 

REDIRECT: Remind students who are not making not-

so-good choice for playground expectations.  Give 

simple calm directions.  Even have them show you 

how to do it the right way. 

“Hey there can you show the best way 

to demonstrate safety when we cross 

the monkey bars?” 

 

PRECORRECTIONS: Tell students what you want them 

to do. (PROMPTING) before transitioning to 

playground, or  before/after a game. 

“Before we go outside, who knows 

some safe games we can play?” 

Setting:   Examples: 

PRAISE:  Acknowledge others demonstrating 

appropriate playground behavior. 

  

 

 

 

 

 

REDIRECT: Remind students who are not making not-

so-good choice for playground expectations.  Give 

simple calm directions.  Even have them show you 

how to do it the right way. 

 

 

 

 

 

 

PRECORRECTIONS: Tell students what you want them 

to do. (PROMPTING) before transitioning to 

playground, or before/after a game. 

 

 

 

 

 

 

https://www.youtube.com/watch?v=QX60xFzL7tQ
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II. Continuous-Scan-Interact https://www.youtube.com/watch?v=eyhqDV-uX4Y 

Continuous 

When supervising, your movement should be continuous; keep feet moving and cover all 

nooks and crannies. 

Scan 

Effectively scan with your eyes; keep your head up and eyes on the students. Be aware of 

what is going on in your supervision area. 

Interact 

While feet and eyes are moving, try to interact with as many students as possible. Take 

opportunities to use specific praise. Remember to praise as soon as you see appropriate 

behavior. 

 

★ Four to One Ratio: Find the good things and let students know!   

Have more positive interactions than corrections. 

Considerations: 

Proximity Continuous supervision only works if you are in good proximity of children and in 

places where problems commonly occur. 

Body Language  Playground supervision can be stressful, so keep body language friendly 

when interacting with students. 

Tone  When precorrecting, keep tone of voice encouraging.  Yelling directions across the 

playground almost never works, so remember to keep a close proximity. 

 

INTERACT using specific praise.  

Praise as soon as you see the behavior and let students know what they did right. 

Remember the “Four-to-One Ratio”. 

Setting:   Hallway Example: 

 “Thank you for being safe and using quiet 

hands and feet in the hallways.” 

Setting:   Playground Example: 

 “It is great to see you being respectful and 

sharing so nicely.” 

Scenario: 

 

 

 

 

 

 

 

 

 

 

 

 

 

Non Example: 

 

 

 

 

 

 

Example: 

 

https://www.youtube.com/watch?v=eyhqDV-uX4Y
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III. Calm*Business-like*Check-in https://www.youtube.com/watch?v=mlOVYxuUroU 

Calm 

Challenging behaviors can be stressful, so remain calm to handle a difficult situation 

appropriately. 

Avoid escalating a possible situation. 

Keep your body language calm and receptive. 

Keep your voice clear and audible without yelling; 

 

Business-like 

Follow a Discipline Flow chart for serious and unsafe behaviors occur. 

Be familiar with protocol and ask questions if something does not make sense. 

Know the “when” and “how” to document minor and major misbehaviors. 

 

Check-in 

After following protocol, remember to check-in with teacher, principal or other staff member 

at the end of the school day. 

Get to know, who should know about a serious incident. 

 

★ Checking-In with Student:  Make sure to have a positive interaction with the student 

next time you see them.  When you see the student making a good choice, LET THEM 

KNOW! ….even if it is something little….REMEMBER the power of PRAISE. 

★ Considerations: 

o Proximity  The closer you are the easier you are to praise, redirect or precorrect. 

o Body Language  Kids can be sensitive.  Sometimes you can communicate to 

students without using words.  Remember to keep your body language positive. 

o Tone  How you say something can change the meaning of your words.  When 

using a praise, redirect or precorrect strategy, pay attention to your tone and 

volume.  Using your voice or sarcasm is not as impactful to students as speaking 

in a firm and friendly voice.

https://www.youtube.com/watch?v=mlOVYxuUroU
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2.5 RESPONSE PRACTICES:  Error Corrections 
 

The single most commonly used but least effective method 

for addressing undesirable behaviors is to verbally scold and berate a student. 

(Alberto & Troutman, 2006) 

 
Schools typically have discipline policies for Office-Managed (Major) incidents but lack a consistent school-

wide response to Classroom Managed (minor) social behavior learning errors.  Seeing social learning errors as 

similar to academic errors can help staff be objective and professional with their response.  It may take 

practice for staff to learn a new way to respond. 

 

Responding to Minor Misbehaviors 
To effectively correct a social learning error staff should respond in a way that is: 

Calm – using professional and composed voice tone and volume 

Consistent – respond each time a social learning error takes place 

Brief – short and concise response and disengage quickly 

Immediate – respond within a short time after the social learning error takes place 

Respectful – polite response free of sarcasm, given in private 

Specific – identify the observable behavior violation from your school-wide matrix  

 

An effective school-wide continuum of response strategies to problem behaviors 

should include: 

Prompt –  a visual or verbal cue to signal the occurrence of the desired behavior 

Redirect – restate the desired behavior from the behavioral matrix  

Re-teach – tell, show, practice and acknowledge the desired behavior 

Provide choice – give the student options of desired behaviors  

Conference with the student – have a private conversation and problem solve 

together how the student can meet the expectations 

 

EXAMPLE 1:   Two students are running in the hallway.  The custodian sees them and 

says, “girls, remember to walk in the halls.  We walk quietly on the right.  I’ll go back 

with you to your classroom so you can try again.  You need to practice walking safely 

on the right”.  Student and custodian walk back to classroom door.  The custodian 

says, “Walk to the restroom safely.”  The custodian watches the students walk safely 

and gives them a thumbs up as they walk. 

 

EXAMPLE 2: A student has their cell phone out during class which is against the 

classroom rules.  The teacher walks over to the student and calmly and quietly says, 

“Fred, cell phone usage is not permitted during class.  Your cell phone needs to be 

put away.”  The teacher looks away and continues teaching.  Fred puts his cell phone 

in his book bag and the teacher says “Thanks, you can use it during lunch break” 
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Continuum of Response Procedures 

 
Create a continuum of response strategies for classroom-managed (minor) misbehaviors 

that include: 

Δ List of minor problem behaviors 

Δ Examples of each problem behavior 

Δ Response Strategies for all staff to use in response to minor misbehaviors 

 

Elementary Example: 

To insure all staff respond in the same way to minor, staff managed misbehaviors, the 

following procedure must be followed.  All staff are expected to respond to minor 

misbehavior by: 

Δ Using a calm teaching voice and professional demeanor. 

Δ Responding the same way each time a social learning error takes place 

Δ Responding quickly and disengaging to get back to learning 

Δ Responding immediately after the misbehavior takes place 

Δ Being respectful by avoiding sarcasm or threats of future consequences 

Δ Having a private conversation 

Remember the response to the misbehavior must focus on re-teaching the student(s); 

helping them know what we want them to do instead; such as, Be Safe, Respectful and 

Responsible (School-wide Positive Expectations) 
 

Minor Misbehavior Definition Examples 

Disrespect Student engages in brief or 

low-intensity failure to 

respond to adult requests 

Uses words and tone of voice that 

show contempt such as rolling 

eyes, sulking, raised voice. 

Noncompliant Student engages in brief or 

low-intensity failure to 

respond to adult requests 

Interrupts learning of self or others 

by verbal refusals, arguing, not 

following teacher directions 

Disruption Student engages in low-

intensity, but inappropriate 

disruption 

Interrupts learning of self or others 

by talking out, interrupting others, 

arguing 

Inappropriate 

Language 

Student engages in a low-

intensity instance of 

inappropriate language 

Calling other students names, 

saying cuss words but not directed 

at others 

Physical Contact Student engages in non-

serious, but inappropriate 

physical contact 

Touches or bumps into others 

without intent to harm, causes no 

harm to others 

Property Misuse Student engages in low-

intensity misuse of property 

Breaks pencils, tears paper, drops 

books, drops or throws playground 

equipment without intent of hurting  

others 

Tardy Student arrives in class after 

the first bell 

Is not in the classroom when bell 

rings 
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Example Response Script 
 

 

Procedure Response Strategy Examples 

Prompt:  with a visual or 

verbal cue signal the 

occurrence of the 

behavior 

 

“Fred, I noticed you….” 

Redirect: restate the 

expected matrix 

behavior  

 

“right now, you are expected to …” (perform a behavior from the 

matrix) 

Reteach: tell, show, 

practice and 

acknowledge the 

expected behavior.  

Pre-correct before 

matrix behaviors are 

expected in the future. 

 

 

“What is it you are expected to do right now, Fred?” 

 

Wait for student to reply. “Yes, you are supposed to ….” (Matrix 

behavior) 

“Show me what that looks like” observes student  

 

“Great job of ….” (state the matrix behavior) 

 

Next time Fred is asked to (matrix behavior) give a pre-correct such 

as “Fred, remember this is when to … (prompt the desired matrix 

behavior) 

Provide Choice:  give 

the student options of 

behavior to do next 

 

 

 

Recognize following 

directions 

Thumbs up 

State positive behavior 

Recognition System 

“Fred, you may complete your work at the table or in the work spot.  

Let me know which you choose”- give time to choose, check back 

  

“Fred, you can use the lined paper or the blank paper to complete 

your story.  Which do you choose?” 

 

“Fred, you have two tasks to do and you can choose which to do, 

you can write two sentences or read the story.  Which do you want 

to do first? 

 

“Fred, you can keep your hands at your side or you can put them 

behind your back.  Which do you choose to do?  

 

Conference with the 

student:  have a private 

conversation with the 

student to problem 

solve together a plan 

how the student can 

meet the expectations 

 

 

Privately say, “Fred, you are (misbehavior).  To be successful you 

need to (matrix behavior). By following (matrix behavior) you will 

get your work done” and have time to (Something reinforcing to 

the student).  

What can I do to help you?” “Let’s practice (matrix behavior)”. 

“Great job of (matrix behavior).” 
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Secondary Example: 

To differentiate between minor and major misbehaviors, refer to the list below.  Minors are 

teacher managed behaviors and majors are managed by the office. 

 

Minor Misbehavior Definition Examples 

Inappropriate Language Student engages in low-

intensity instance of 

inappropriate language 

Saying cuss words that are 

not directed at anyone. 

Tardy Student arrives at class after 

the bell rings. 

Student is running down hall 

toward class. 

Not Prepared Student does not have 

homework completed or 

work materials 

Student left book in locker, 

student doesn’t have a 

pencil, left homework at 

home. 

Disruptive Student engages in low-

intensity but inappropriate 

disruptions 

Burps or makes other noises, 

talks out, raps or sings. 

Disrespect Student engages in brief or 

low intensity use of words 

and tone of voice that 

undermines others 

Mumble under their breath, 

name calling, failure to 

respond to adult requests. 

Electronic Device Violation Student engages in non-

serious, but inappropriate (as 

defined by school) use of 

cell phone, pager, 

music/video players, 

camera and/or computer. 

Ear phones or buds in ear, 

texting, checking clock on 

cell phone, taking photos, 

checking email. 

 

 

Reminders for preventing minor misbehaviors: 

Δ Actively supervise; stand near student and move around the room 

Δ Give pre-correct; give students a reminder about what is expected before a problem 

might occur (ie. Transitions) 

Δ Recognize appropriate behavior:  Thank or recognize the student when expectations 

are being followed. 

 

Suggestions for handling minor misbehaviors: 

Δ Restate the expectation to be followed 

Δ Reteach your classroom (or setting) rules and expectations 

Δ Check in with student to ensure student understands tasks and expectations for 

completion 

Δ Give choices about sequence of tasks to complete 

Δ Have a private conversation with the student to identify the problem and come up 

with a solution 

Δ Contact parents 
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WORKSHEET #16   RESPONSE ACTIVITIES PRACTICE ACTIVITY 

1. Find a partner 

2. Pull out your school matrix of expectations and rules 

3. Practice responding to the following minor problem behaviors remembering to be: 

Δ Calm 

Δ Consistent 

Δ Brief 

Δ Immediate 

Δ Respectful 

Δ Specific 

Consider using these strategies and use the language of your school matrix: 

Δ Prompt – with a visual or verbal cue signal the occurrence of the behavior 

Δ Redirect – restate the matrix behavior that is expected 

Δ Re-teach – tell, show, practice and acknowledge the expected behavior 

Δ Provide choice – give the student options of behaviors to do next 

Δ Conference with the student – have a private conversation with the student to 

problem solve together to plan how the student can meet the expectations 

Procedure Response Strategy Examples 

 

Prompt: 
with a visual or verbal cue signal 

the occurrence of the behavior 

 

 

 

 

 

Redirect: 
restate the matrix behavior that is 

expected 

 

 

 

 

Reteach: 
tell, show, practice and 

acknowledge the expected 

behavior.  Precorrect before 

matrix behaviors are expected in 

the future. 

 

 

Provide Choice: 
give the student options of 

behavior to do next 

 

 

 

 

 

Conference: 
have a private conversation with 

the student to problem solve 

together to plan how the student 

can meet the expectations 
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Respectfully

Approach

Define 
Observed 
Problem

State Positive 
Expectations 
and Desired 

Behaviors

Walk Away 
and Wait 5-
10 Seconds

Redirect and 
Give Student 

A Choice

Walk Away and 
Wait 5-10 
Seconds

Acknoweldge 
Compliance 

and  Follow Up

*If request is not fulfilled, deliver the small, negative consequence 

*in a calm and matter-of-fact manner 

*refer to active flow chart 

Responding to Minor Non-Compliance Behavior 

RESPONSE FLOW CHART FOR COMPLIANCE 

 

RESPONSE FLOW CHART FOR CORRECTING NON-COMPLIANCE 

 

 

 

 

 

  

 

 

 

 

 

 

 

 

 

 

 

                                                  Colvin, G. (2004).  Managing Non-Compliance:  Effective Strategies for k-12 Teachers. 

                           Eugene, OR:  Behavior Associates  Available from:  IRIS Media, toll-free 877-343-4747 

            www.lookiris.com  

Respectfully

Approach

Define 
Observed 
Problem

State Positive 
Expectations 
and Desired 

Behaviors

Walk Away 
and Wait 5-10 

Seconds

Acknowledge 
Compliance 

and Follow Up

http://www.lookiris.com/
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“The root for the word discipline is to teach. Build discipline systems that focus on prevention, build appropriate 

behaviors and help kids to be competent. With some kids it will take more time than others.” 

-Dr. Rob Horner 

 

A school-wide consequence system requires the development of a continuum of 

procedures for discouraging student behavior violations and an active discipline 

flowchart defining Office-Managed (Major) and Classroom Managed (Minor) 

behavior violations. Respectful, restorative and de-escalating best practices are 

employed for managing problem behaviors in the classroom and the use of consistent 

steps all teachers and administrators agree to, so all students can receive the level of 

support they need to meet the desired behavior expectations. 

 

Tiered Fidelity Inventory 

FEATURE 

Data Source Main Idea 

1.5 Problem Behavior Definitions:  
School has clear definitions for behaviors that 

interfere with academic and social success 

and a clear policy/procedure (e.g., flowchart) 

for addressing office-managed versus staff-

managed problems. 

Discipline Flowchart 

Office Discipline 

Referral (ODR) 

Student and Staff 

Handbook 

School Discipline 

Policy 

Operational definitions of problem 

behavior and consistent processes 

for responding to problem behavior 

improve the “predictability” of 

social expectations in the school.  

Focus on reducing reward for 

problem behavior. 

1.6 Discipline Policies: 
 School policies and procedures describe and 

emphasize proactive, instructive, and/or 

restorative approaches to student behavior 

that are implemented consistently. 

 

Discipline Flow Chart 

Office Discipline 

Referral (ODR) 

Student and Staff 

Handbook 

School Discipline 

Policy 

Preventative and positive 

approaches to discipline are the 

most effective.  

 

1.5 Problem Behavior Definitions / Cultural Responsiveness TFI Companion Guide: * 

Teams and school staff understand the difference between universally unacceptable and situationally 

inappropriate behaviors and take responsibility for teaching what is wanted at school without devaluing what 

may be acceptable at home or in the community.  Behaviors determined to be unacceptable in the school 

setting must be grounded in actual purpose (e.g., to keep students safe). Differences between school and 

home/community definitions of unacceptable or undesirable behaviors are discussed and mitigated with 

families and community so that schools truly reflect the communities they serve.  

 

1.6 Discipline Policies/ Cultural Responsiveness TFI Companion Guide: * 
Teams employ and support an instructional approach to discipline that emphasizes teaching pro-social skills 

(rather than using exclusionary discipline and zero tolerance policies).  They examine policies and disciplinary 

practices for disparate impact and from a power versus purpose perspective (i.e., policies and practices that 

reflect the preferences of staff versus those with a clear purpose linked to educational outcomes). 

 

 

 

 

 

 

 

 

 

 

Step 7:  Consequence System 

*Milaney Leverson, Kent Smith, Kent McIntosh, Jennifer Rose, Sarah Pinkelman (Nov. 2016) PBIS Cultural Responsiveness Field Guide:  

Resources for Trainers and Coaches.  PBIS OSEP Technical Assistance Center. 

http://www.pbis.org/school/equity-pbis 

 

http://www.pbis.org/school/equity-pbis
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Behavior Science:  Consequences 
Responding to behaviors in predictable ways reinforces the likelihood of socially appropriate behaviors, 

schoolwide positive behavioral expectations, for students and may reduce the amount of time teachers spend 

responding to disruptive behaviors. A continuum of response practices for responding to misbehaviors include: 

proximity, non-verbal cues, ignore/attend/praise, redirect, choice, reteach, and restorative conferencing. 

Including staff in the development of a behavior discipline flowchart, with clear definitions of acceptable and 

non-acceptable behaviors, increases the reliability of responding to a continuum of problem behaviors.   

 

 

                                                                    of Behavior 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

ANTECEDENTS 

“PREVENT” 

BEHAVIOR 

“TEACH” 

CONSEQUENCES 

“REINFORCE” 

Designing supportive 

environments. 

 

 

Foundation and Prevention 

Practices 

Settings 

Routines 

Expectations 

Active Supervision 

Engagement 

Performance Feedback 

Prompting 

 Precorrections 

 

Teaching to support a 

positive and safe school 

climate for ALL students. 

 

Teach and Re-teach  

School-wide Positive 

Behavioral Expectations 

 

Classroom-wide PBIS 

Routines 

Responding to increase the 

likelihood of socially 

appropriate behaviors. 

 

Continuum of Response 

Practices: 

Brief ad Consistent Error 

Correction 

 

Proximity 

Non-verbal cues 

Ignore/attend/praise 

Redirect 

Choice 

Reteach 

Restorative conferencing 

FAST Method 
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WORKSHEET #17: 

MYTH BUSTERS:  De-Bunking the Discipline Myths 
DISCIPLINE 

MYTHS 

DISCIPLINE 

FACTS 
 

1. Re-teaching 

appropriate behavior 

takes more time than 

punishing misbehavior.  

Teachers don’t have 

time to teach 

appropriate behavior. 

 

  

Unlike delivering punishment, teachers do not have to 

continuously observe students to briefly deliver instruction 

to reteach appropriate behavior. (Albeto & Troutman, 

1995) Therefore, what takes less time and effort:  re-

teaching appropriate behavior or observing the student 

continuously misbehave and give respectful punishers? 

 

2. We must punish 

misbehavior to provide 

an example to other 

students. 

  

Punishment-based approaches to school discipline may 

escalate rather than deter school disruptions (Shores, 

Gunter, & Janck 1993) The application of punishment is 

unpredictable, unrelated and unlikely to lead to the 

learning of new positive behavior. 

 

3. Students should admit 

what they have done 

wrong so they can 

accept responsibility for 

their behavior.  Students 

should apologize for 

their misbehavior to 

teach students to be 

empathetic. 

  

Requiring a student to admit or confess the misbehavior or 

asking the student why he or she misbehaves does not 

produce long-term changes in behavior (Johns & Carr, 

1995).  Empathy is learned when “walking” in another’s 

shoes. 

 

(Do we ask students to apologize when they make a 

mistake while reading or completing an algebra 

equation?) 

 

4. If we get tough early we 

will prevent future 

misbehavior. 

  

Punishment programs without a school-wide system of 

support are associated with increases in a) aggression b) 

vandalism c) truancy d) tardiness and e) dropouts.  (2001 

Surgeon General’s Report) 

 

5. Zero tolerance policies 

make our school safer. 

 

 

 

 

 

 

 

 

 

Long term reactive and punishment-based responses 

create a false sense of security and inadvertently reinforce 

antisocial behavior acts. (Mayer, 1995) 

 

6. Older students should 

have learned how to 

behave in school 

 

 

 

 

 

 

 

 

 

 

Nearly all students who display at-risk and antisocial forms 

of behavior are deficient in many of the critically 

important behavioral competencies associated with 

schooling. (Walker & Horner, 1996) 

http://www.google.com/url?sa=i&rct=j&q=&esrc=s&frm=1&source=images&cd=&cad=rja&docid=pEeY_Xg05XGg_M&tbnid=E5e7G3zdFVfABM:&ved=0CAUQjRw&url=http://www.visualphotos.com/image/1x6032924/mermaids_mythical_sea_creatures_with_dolphins&ei=qt6zUeCgOouUigL1_YCIBA&bvm=bv.47534661,d.cGE&psig=AFQjCNF0rZohGGZDafN94TmY3jDT8zU5zw&ust=1370828701641153
http://www.google.com/url?sa=i&rct=j&q=&esrc=s&frm=1&source=images&cd=&cad=rja&docid=GVKIuTiDrOMEiM&tbnid=JgJvXpzr3Q4JuM:&ved=0CAUQjRw&url=http://thejourneyfromtheunknownbywena.blogspot.com/2012/08/mythological-creatures.html&ei=9N6zUbffIuazigLK1oGwDA&bvm=bv.47534661,d.cGE&psig=AFQjCNF0rZohGGZDafN94TmY3jDT8zU5zw&ust=1370828701641153
https://www.google.com/url?sa=i&rct=j&q=&esrc=s&frm=1&source=images&cd=&cad=rja&docid=hNVXUbO5YzwCAM&tbnid=nrzSjYh1Pfr4vM:&ved=0CAUQjRw&url=https://www.facebook.com/FairiesDragonsAndOtherMythologicalCreatures&ei=Y96zUejtK8KZiQKW_4DIBQ&bvm=bv.47534661,d.cGE&psig=AFQjCNF0rZohGGZDafN94TmY3jDT8zU5zw&ust=1370828701641153
http://www.google.com/url?sa=i&rct=j&q=&esrc=s&frm=1&source=images&cd=&cad=rja&docid=Wmd5olVlMplFOM&tbnid=jV7XELXc3EIy0M:&ved=0CAUQjRw&url=http://griffins99.webs.com/himalayancreatures.htm&ei=BOCzUbq4MuKDjALryYGQCA&bvm=bv.47534661,d.cGE&psig=AFQjCNGCQhvZeg1jU-oxpFD3MWshqhKgHQ&ust=1370829061985190
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WORKSHEET #18: 

Top TEN Things We Should Know About Behavior 
 

 

 

 

 

1. Behavior is learned and serves a specific purpose.  Students are NOT born with bad 

behaviors. 

 2. Behavior is related to the context within which it occurs. 

 

 3. For every year that a behavior has been in place, you should plan to spend at least one 

month of consistent and appropriate intervention to see a change in behavior.  For younger 

students, it is recommended that interventions should be in place for a period equal to the 

history of the challenging behavior. 

 
 4. Students do NOT learn when presented contingent aversive consequences; they learn 

better ways of behaving by being taught directly and receiving positive feedback… …we can 

improve behavior by 80% just by pointing out what one person is doing correctly. 

 

 5.  We know we can improve behavior by 80%, yet we use it less than 10% of the time. 

Remember SUCCESS Ratio (5:1)) and how to make this part of our daily behavior. 

 

 
 6.  When we want compliance from our children, we should whisper in their right ear and offer 

them equal choices. 

 

 

 
 7.  All behavior falls into two categories: Kids are either trying to gain something or escape 

something by their inappropriate behaviors. 

  

 8.  Things kids are trying to get: 

o Attention- (adults or siblings) 

o Access (preferred items) 

o Sensory input (proprioceptive input)  

 
 9.  Kids are trying to escape these things: 

o Work or Tasks 

o Attention from Adults or Peers  

o Pain (emotional or physical)  

Sensory overload (too much coming in)  
 10.  Your reaction determines whether a behavior will happen again or not.  To change child 

behavior- we have to change adult behavior. 

 

 

 
 

 

 

https://www.bing.com/images/search?q=Teach+Learn&view=detailv2&&id=DF3A19AC732AD4B4E2787404CBD6E2EFA2F83B74&selectedIndex=4&ccid=V3XncHDl&simid=608010638004849792&thid=OIP.M5775e77070e5fa2c9f6e62c309fe2087o0
https://www.bing.com/images/search?q=Attention+Seeking+Student&view=detailv2&&id=0D8ECA9883DA8C0333A1118E046FBF1D90697D66&selectedIndex=5&ccid=VxL4Gaul&simid=608007580159969991&thid=OIP.M5712f819aba504c4833139b9464b8301o0
https://www.bing.com/images/search?q=Avoidance+Student+Behaviors&view=detailv2&&id=25C153B957E54E5625E081EEE30AD5AE199AB750&selectedIndex=1&ccid=p4Jx%2bmb1&simid=608026039921213736&thid=OIP.Ma78271fa66f572a4e8063445e102da51o0
https://www.bing.com/images/search?q=Classroom+Clip+Art&view=detailv2&&id=D4E0A9E2470CD3C9C81EDF31428D26AC74919D22&selectedIndex=17&ccid=gtQ/e0oz&simid=608050065967746127&thid=OIP.M82d43f7b4a333de66962c1e94b64dabcH0
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PREVENTION STRATEGIES BASED ON FUNCTION OF BEHAVIOR 

Function Prevention Strategies Examples 

 

 

 

 

 

 

Get/ 

Obtain Attention 

  

 Schedule Adult 

Attention 

 Schedule Peer Attention 

 Increase Proximity to 

Student 

 Provide Preferred 

Activities 

 Increase OTR 

 Acknowledge 

appropriate response or 

behavior to maintain 

appropriate behavior 

  

 Have adults work with students 

 Have adults provide periodic 

attention 

 Lunch meeting with teacher 

 Positive Behavior Plan 

 Pair student with peer 

 Use peer tutoring or mentoring 

 Move seating arrangement 

 Active Supervision 

 When adult is occupied assign 

preferred activity 

 

 

 

 

 

 

 

Avoid/ 

Escape 

 

  

 Adjust Demand 

Difficulties 

 Offer Choices 

 Increase Student 

Preference 

 Interest in Activity 

 Assure That Activity Has 

Functional or 

Meaningful Outcomes 

 Alter Length of Task 

Completion 

 Use Behavioral 

Momentum  

 Task Dispersal 

 Increase Predictability 

 Modify Instructional 

Delivery 

 Use prompts and pre-

corrects before 

introduction to a 

difficult task 

 Acknowledge steps to 

completion to build 

compliance 

  

 Provide easier work 

 Allow student to choose: 

∆ Task to complete 

∆ Sequence tasks to be 

completed 

∆ Materials to use 

∆ Where to complete task 

∆ When to compete task 

∆ With whom to complete 

task 

 Incorporate student 

hobbies/interest into activity 

 Provide activities with valued 

outcomes 

 Write and read social stories 

 Shorten activity 

 Provide frequent breaks 

 Change medium/materials 

 Replace pencil and paper with 

computers 

 Present easy requests prior to 

difficult requests 

 Provide cues for upcoming or 

change in activity (instructional, 

visual, auditory) 

 Use pleasant tone of voice 
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WORKSHEET #19: 

CLARIFYING BEHAVIOR PROBLEMS & ADULT RESPONSES 

Agreement for Problem Behavior Definitions 

 

Reaching Concensus 

 List each problem behavior on a chart (one per chart) 

∆ To start the process, pick the most common behavior errors at your school site (data from SW-

PBIS Teaching Map) 

∆ Develop a common definition of the behavior error (SWIS 5.2 Definitions) 

 Group staff in small groups (cross-discipline/grade level/departments) 

 Make a T-Chart of each misbehavior with Classroom-Managed (Minor) and Office-Managed (Major) 

 Operationalize each misbehavior in observable terms. 

∆ What would you see? 

∆ What would you hear?  
 Gallery Walk (during activity or later in staff lounge or work room) 
 PBIS team combines all information, presents to staff 

∆ Any discrepancies should be brought back to staff for agreement (Focusing Four Decision-

Making Process) 

Behavior: 

Classroom-Managned (Minor) 

 

Office-Managed (Major) 
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  EXAMPLE:  Gunderson High School– Definitions of Problem Behaviors 

Teacher-Managed Behaviors Office-Managed Behaviors 
Defiance / Non- 

Compliance / 
Insubordination 

Student engages in brief or low-intensity failure to follow 

directions or talks back. Student ignores request by staff; 

student has head down on desk; student is asked for their pass 

and Initially ignores staff but student does  comply. 

Defiance/ 

Insubordination/ 
Non-Compliance 

Student engages in refusal to follow directions or talks back. After repeated redirection, student refuses to 

follow directions; refuses to  comply. 

Disrespect Student delivers low-intensity, socially rude or dismissive 

messages to adults or students. Spontaneous, thoughtless. 
Redirection is possible. 

Disrespect Student delivers socially rude or dismissive messages to adults or students. Includes talking back and/or socially 

rude interactions, walking out of class, arguing with teacher.   Intentional; no redirection   possible. 

Disruption Student engages in low-intensity but inappropriate disruption. 

Inappropriate behavior (tapping on desks, whistling, 

inappropriate sounds). 

Disruption Student engages in behavior causing an interruption in a class or activity. Disruption includes sustained loud talk, 

yelling, or screaming; noise with materials; horseplay or roughhousing; and/or sustained out-of-seat behavior. 

Repeated or potentially dangerous disruption (throwing sharp or heavy   objects). 

Dress Code 

Violation 

Student wears clothing that is near, but not within, the dress 

code guidelines defined by the school/district. Violation is 

fixable (i.e, turning a shirt inside out). PE non-suits will be 

handled by the  department. 

Dress Code Violation Student wears clothing that does not fit within the dress code guidelines practiced by the school/district. Student 

possesses/wears a non-Gunderson hat/head covering. Student wears gang related items (Sharks jersey, red/blue 

items). Repeated/continual refusal to remove or fix items. Violation is not fixable (i.e., student needs different 

shoelaces). 

Inappropriate 

Language 

Student engages in low intensity instance of inappropriate 

language. Not directed at staff member (i.e.: Two students in a 

classroom are talking & teacher overhears one student say to 

the other, “man….that’s f…..up…that guy is an   a…hole!”). 

Abusive Language/ 
Inappropriate 

Language/ Profanity 

Verbal messages that include swearing, name calling or use of words in an inappropriate way. Directed toward 
someone, whether adult or student. (i.e.: A student in class points to one of his peers across the room & shouts, 

“That guy is an a..hole.  I’m going to f… him up after   school!”). 

Physical 

Contact / 

Physical 

Aggression 

Student engages in non-serious but inappropriate physical 

contact. Childish horseplay, grab ass (chasing each other, 

tripping, throwing paper, pencils). Students engage in PDA 

(kissing, touching). 

Physical Aggression Student engages in actions involving serious physical contact where injury may occur (e.g. hitting with an object, 

kicking, hair pulling, scratching, etc.). Serious or extreme repeated or potentially dangerous disruption (throwing 

sharp or heavy objects). 

Fighting Student is involved in mutual participation in an incident involving physical violence (hitting, punching…).  

Property 

Misuse 

Student engages in low-intensity misuse of property. Non-gang 

related: Non-permanent writing on desk/chair. Inappropriate 

drawing or stickers on outside of   notebook/binder. 

Property Damage Student participates in an activity that results in destruction of disfigurement of property. 

Tagging/graffiti/vandalism of school property or of another   student. 

Tardy Student arrives at class after the bell (or signal that class has 
started). 

Tardy Tardy will NOT be counted as a Major Problem Behavior at Gunderson.  The AIM/Attendance clerks will handle it.     
A major tardy will be 5 or more within a  semester. 

Technology 

Violation 

Student engages in non-serious but inappropriate (as defined  

by school) use of cell phone, pager, music/video players,  

camera, and/or computer. Electronic devices/cell phone usage 

will be allowed during passing period/lunch. Students may use 

during class at teacher’s  discretion. 

Technology Violation Student engages in inappropriate (as defined by school) use of cell phone, pager, music/video players, camera, 

and/or computer. Purposefully hiding laptop (even in fun). Sharing provocative material on laptop/cell  

phone/iPod. Shooting/sharing fight videos. Not handing over technology device or passing it to another student. 

 Bullying The delivery of direct or technology-based messages that involve intimidation, teasing, taunting, threats, or 

name-calling.  Asserting power over someone. 

Forgery / Theft / 

Plagiarism 

Student is involved by being in possession of, having passed on, or being responsible for removing someone else's 
property; or the student has signed a person’s name without that person’s permission, or claims someone else’s 

work as their own. 

Gang Affiliation 

Display 

Student uses gesture, dress, and speech to display affiliation with a   gang. 

Harassment The delivery of disrespectful messages in any format related to gender, ethnicity, sex, race, religion, disability, 

physical features, or other protected class.  Legal “hate”   language. 

Inappropriate Display 

of Affection 

Student engages in inappropriate (as defined by school) verbal and/or physical gestures/ contact, of a sexual 

nature to another  student/adult. 

Inappropriate 

Location/ Out of 

Bounds Area 

Student is in an area that is outside of school boundaries (as defined by school). Front/side/back parking lots, 

baseball/softball fields, football field, pool  area. 

Lying/Cheating Student delivers message that is untrue and/or deliberately violates   rules. 

Skip Class Student leaves class/school without permission or “cutting”   school. 

Use/Possession of 

Weapons 

Student is in possession of knives (> 6 in., < 6 in.) and guns (real or look alike), or other objects readily capable of 

causing bodily harm. 

Other Office-Managed behaviors not listed above include Arson, Bomb Threat/False Alarm, Use or Possession of Alcohol, and Use or 

Possession of Combustibles. Use or Possession of Drugs, and Use or Possession of Tobacco. 
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WORKSHEET #20: 

OFFICE DISCIPLINE REFERRALS (ODR)  Compatiblity Checklist  
 

Questions Yes No 

1. Does a data entry form exist with the following 

categories? 

  

Student name   

Date   

Time of Incident   

Student’s grade level   

Referring staff member?   

Location of incident?   

Problem behavior?   

Possible motivation?   

Others involved?   

Administrative decision?   

Other comments?   

No more that 3 extra information fields?   

2. Does a set of definitions exist clearly defining all 

categories? 

  

3. Does a clear distinction between problem 

behaviors that are staff manged versus office 

manged exist? 

          Is it documented and available for all staff? 
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CONFUSED ABOUT FUNCTION 

Questions to Ask Yourself 
 

ATTENTION SEEKER 
Obtaining Adult Attention 

o Do you often need to redirect the student? 

o Does problem behavior often occur when you are working with others? 

o Does student need one-on-one assistance from an adult to get back on-task? 

o Do problem behaviors occur when you have stopped interacting with the student?  

o Does the student stop a behavior but then repeats it, often getting adult attention? 

o Do you find that you are most often annoyed by the behavior? 

 

Obtaining Peer Attention 
o Does the class verbally respond / laugh at the student when the behavior occurs? 

o Does the behavior usually happen when peers are around to witness it? 

o Does the behavior stop when peers are not paying attention to the student? 

 

Obtaining Items/Activities 
o Does the behavior give the student access to a preferred activity / situation? 

o Does the behavior occur when the student is denied something or disciplined?  

o Does the behavior stop after giving the student what they wanted or asked for? 

 

Common attention seeking behaviors: 
 Quarrels with peers.                     Makes excessive noises   Tattles 

 Tells wild tales          Uses baby talk or clowns around        Talks excessively 

 Throws things/tantrums         Works only when teacher is near  Asks irrelevant questions 

 

AVOIDER 
Avoiding Adults 

o Does the problem behavior occur more with one adult than others? 

o Does the student attempt to physically put space between an adult and him/ herself? 

 

Avoiding Peers 
o Do peers leave the student alone when (s)he engages in the behavior? 

o Do the problem behaviors stop when peers leave the student alone? 

 

Avoiding Tasks/Activities 
o Does the behavior usually occur when you make a request? 

o Does the problem behavior happen only in certain academic activities? 

o Does the student stop the behavior if you stop making requests of him/ her? 

o Does the behavior stop at the end of an academic activity?  

 

Common avoiding behaviors: 
Says s/he is ‘dumb’    Withdraws     Often says, “I can’t do it” 

Won’t try               Gives up easily    Cries 

Acts fearful or panicky             Claims illness                           Clings to adults 

Acts helpless     Works only when teacher is close   

Poor achievers  
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OFFICE DISCIPLINE REFERRALS (ODR) FORMS 
Example A 

SWISTM OFFICE DISCIPLINE REFERRAL FORM 

Student(s) _________________ Referring Staff _____________ Grade Level ____ Date ______ Time ___ 

Location 

 

Classroom       

 

Playground 

 

Commons/common area 

 

Hallway/ breezeway  

 

 

Cafeteria    

 

Bathroom/restroo

m 

 

Gym 

 

Library 

 

 

Bus loading zone 

 

Parking lot 

 

On bus 

 

Special event/assembly/ field trip  

 

 

Other __________ 

 

 

 

 

Problem Behaviors (check the most intrusive) 

 MINOR 

 

 Inappropriate language 

 

Physical contact 

 

Defiance/disrespect/non-compliance 

 

Disruption 

 

Property misuse 

 

Other _______________________ 

MAJOR 

 

Abusive/inappropriate 

language         

 

Fighting/physical 

aggression             

 

Defiance/disrespect/insubo

rdination/non-compliant  

 

Harassment/tease/taunt 

  

Disruption 

 

Tardy 

Skip 

class/truancy  

 

Forgery/theft 

 

Dress code 

   violation 

 

Lying/cheating  

 

Tobacco 

 

Alcohol/drugs 

 

Combustibles  

Vandalism   

 

 Property damage 

 

Bomb threat 

 

Arson       

   

Weapons    

 

Other __________ 

Possible Motivation        

Obtain peer attention                Avoid tasks/activities                  Don’t know 

Obtain adult attention             Avoid peer(s)                             Other ________________           

Obtain items/activities              Avoid adult(s) 

Others Involved 

None             Peers            Staff            Teacher             Substitute        Unknown        Other ___________________ 

Administrative Decision  

Time in office                                  Detention                         Saturday school                              In-school suspension                                                                                               

Loss of privilege                              Parent contact                 Individualized instruction                Out-of-school 

suspension 

Conference with student                 Other _______________  

Comments: 

 

Follow up comments: 
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OFFICE DISCIPLINE REFERRALS (ODR) FORMS 
Example B 

 

Office Referral Form 

Name: ____________________________     Location 

Date: _____________ Time: ________   Playground     Library 

Teacher: __________________________    Cafeteria     Bathroom 

Grade:  K    1    2    3    4    5   6   7   8    Hallway     Arrival/Dismissal 

Referring Staff: _____________________    Classroom     Other ________ 

 

 

Problem Behavior Possible Motivation Administrative Decision 

Minor             

 Inappropriate language 

 Physical contact 

 Defiance 

 Disruption 

 Property misuse 

 Other ______________ 

Major     

 Abusive language 

 Fighting/Physical aggression 

 Overt defiance 

 Harassment/ tease/taunt 

 Disruption 

Other ______________ 

 

 Obtain peer attention 

 Obtain adult attention 

 Obtain items/activities 

 Avoid peer(s) 

 Avoid adult 

 Avoid task or activity 

 Don’t know 

 Other ______________ 

 

 Loss of privilege 

 Time in office 

 Conference with student 

 Parent contact 

 Individualized instruction 

 In-school suspension 

(____hours/ days) 

 Out of school suspension 

(_______ days) 

 Other ______________ 

 

 

Others involved in incident:  None    Peers    Staff     Teacher    Substitute    

        Unknown     Other 

If peers were involved, list them ___________________________________________ 

Other comments: ______________________________________________________ 

______________________________________________________________________ 

 

  I need to talk to the students’ teacher.           I need to talk to the administrator. 

 

 

Parent Signature: __________________________ Date: __________________ 

 

All minors are filed with classroom teacher.  Three minors equal a major.  

All majors require administrator consequence parent contact and signature. 
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CONTINUUM OF STRATEGIES FOR MANAGING MINOR MISBEHAVIORS 
 

Strategies Descriptions 

 

Proximity 

Every teacher knows how effective it is to stand near a child who is having difficulty. 

This technique is the strategic placement/movement by the teacher in order to 

encourage positive behavior. The teacher is a source of support and strength and 

helps the student to control his impulses by proximity. 

 

Signal 

Non-verbal 

Cue 

Teachers have a variety of signals that communicate to the student what is 

expected. These non-verbal techniques include such things as eye contact, hand 

gestures, a card system, picture cues, etc. Such simple cues suggest that the teacher is 

aware of the student’s behavior and is prepared to intervene if the behavior 

continues. This works best when the teacher has a relationship with the student(s) 

and the non-verbal cues have already been taught to the group. 

Ignore 

Attend 

Praise 

This technique is based on the power of praise or specific positive feedback. The 

teacher praises an appropriately behaving student in proximity to the inappropriately 

behaving student. The praise serves as an indirect prompt for the misbehaving student 

and reinforcement for the one behaving appropriately. When the student exhibits the 

appropriate behavior, attention and praise is then provided. 

Re-Direct This strategy employs a very brief, clearly and privately stated verbal reminder 

of the expected behavior. A re-direct includes a specific restatement of the 

schoolwide, non-classroom or classroom rule/procedure. A redirect emphasizes the 

“what” of the behavior instead of the “why.” 

Provide 

Choice 

Providing choice can be used when re- directs or re-teaching have not worked. This is 

the statement of two alternatives– the preferred or desired behavior or a less preferred 

choice. When options are paired in this way, students will often make the preferred 

choice. Pause after providing the choice, and when the student chooses wisely, 

provide praise. 

Re-teach Re-teaching builds on the re-direct above and re-teaches the specific expectation in 

question and reminds of the procedures or routine for doing so. It capitalizes on the 

teachable moment to review the expectation more thoroughly yet briefly. As in all 

instruction, you label the skill, teach and show, and give the student the immediate 

opportunity to practice demonstrating the behavior. Once the student uses the 

appropriate behavior, specific positive feedback should follow. 

 

Restitution “…involves having the student compensate for any damage that is a result of his or her 

actions. Restitution is required to repair any damage done, restore the environment to its 

original condition, or make amends to persons who were affected by the behavior”. 

(p.453, Scheuermann & Hall, 2012) 
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CLARIFYING BEHAVIOR PROBLEMS AND ADULT RESPONSES 
 DEFINITION EXAMPLES ADULT RESPONSE 

LEVEL I 

Non-

problem 

Common behaviors 

that are brief in 

duration and do not 

interfere with instruction 

or learning.  May be 

attributed to age or 

normal human needs.  

Typically self-correcting. 

∆ Brief in duration 

∆ Some quiet talking 

during a transition 

∆ Short pause while 

working 

∆ None. 

∆ A reaction would 

consume too much 

energy, interrupt 

lessons, and 

detract from a 

positive climate. 

LEVEL II 

Minor 

Problem 

Infrequent behaviors 

that run counter to 

expectations or class 

procedures but do not 

seriously interfere with 

learning.  If left 

unattended, likely to 

persist or spread until 

learning is affected and 

teacher is undermined. 

∆ Calling out without 

raising hand 

∆ Leaving seat 

∆ Off task/doing 

unrelated activity 

∆ Passing notes 

∆ Excessive social 

talking 

∆ Proximity 

∆ Nonverbal cue 

∆ Ignore/attend/ 

praise 

∆ Restitution 

∆ Review routine 

∆ Change activity 

 

LEVEL III 

Moderate 

or 

Chronic 

Problem 

Behaviors that disrupt 

an activity or interfere 

with learning; usually 

limited to a single 

student or a few 

students not acting 

together. 

Minor problems that 

occur so frequency 

that they constitute a 

threat to learning. Or 

minor problems 

engaged in by many 

students. 

∆ Not following 

directions 

∆ Arguing/disrespectf

ul with teacher; not 

accepting criticism 

∆ Chronic off-task 

∆ Roaming around 

room at will 

∆ Poor assignment 

completion 

 

∆ Re-direct 

∆ Re-teach 

∆ Provide choice 

∆ Conference 

∆ Restorative Chat 

∆ Increase 

group/individual 

teaching 

∆ Home contact 

∆ Arrange for role-

playing 

∆ Practice 

opportunities 

∆ Restrict privileges 

(seating 

arrangement, etc.) 

∆ Simple Function-

based Behavior 

Support Plan 

LEVEL IV 

Major 

Problem 

 

Behaviors that present 

a threat to order and 

learning environment.  

Student is out of 

instructional control-

unable to be responsive 

to adult teaching. 

∆ Illegal behavior or 

infraction of major 

school rule, board 

policy 

∆ Refusal to follow 

instructions 

∆ Referral to office 

∆ Restitution 

∆ Home contact 

∆ Prevent-Teach-

Reinforce 

∆ Other support 

services 
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ACTIVE DISCPLINE FLOWCHARTS 
Example A 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Ongoing 

teaching and 

encouraging 

of 

expectations 

Misbehavior 

occurs 

Office Discipline 

Referral 

Behavior 

Improves 

Proximity 

Signal/ 

Non-verbal Cue 

Specific Praise 

Restitution 

Support for 

Procedure / 

Routine 

Re-direct 

Re-teach 

Provide Choice 

Conference 

Restorative Chat 

Assistance From 

Parents 

Grade Level Team 

Dept. Team 

Student Study 

Team 

Behavior Team 

Behavior 

Improves 

Behavior 

Improves 
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ACTIVE DISCPLINE FLOWCHARTS 
Example B 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Classroom 

Minor 

Student 

conference 

Re-teach 

expectation 

Parent Contact 

Detention 

Refer to 

Guidance 

In-School 

Suspension 

Out School 

Suspension 

Recommend for 

Expulsion 

Copy of 

Referral given 

to 

teacher/staff 

 

Copy retained 

at school 

 

Copy of 

referral sent to 

parent via 

student 

Admin 

determines 

consequence 

Write a 

referral & 

escort 

student to 

office  

Is the 

incident 

managed 

in the…  

Verbal Warning 

Re-State 

Expectation/Rule 

2nd Step (same 

behavior) 

Re-teach 

Expectation, 

begin classroom 

behavior 

report/apply 

intervention 

3rd Step (same 

behavior) 

Apply intervention 

Contact parent 

4th Step (same 

behavior) 

Continue 

classroom 

behavior report, 

contact a 

peer/behave 

team, guidance 

or admin for 

further intervention 

suggestions 

5th Step (same 

behavior) 

Refer to 

guidance or 

complete ODR 

Write a referral 

& Escort 

student to 

Office 

Behavior 

stops no 

further 

action 

For ODR’s 

attach 

completed 

copies of 

classroom 

behavior 
reports 

Sample Interventions 

Seating Change 

Student Conference 

Parent Compact 

Student Compact 

Redirection 

Proximity 

Loss of Privilege 

Restitution 

Apology 

Verbal & Non-Verbal 

Prompts 

 
 
 
 

Teacher 

completes  

Student 

Nomination 

Form 

 

Office 

Major 

Behavior 

stops no 

further 

action 

Behavior 

stops no 

further 

action 

Behavior 

stops no 

further 

action 
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ACTIVE DISCPLINE FLOWCHARTS:  
MIDDLE SCHOOL  Example C: 
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ACTIVE DISCPLINE FLOWCHARTS:  
HIGH SCHOOL Example D: 

 

 

 

 

 

 

 

   

 

 
 

 
 
 
 

 
 
 
 
 
 
 

 

*3 ODR reports for same offense, 6 ODR reports for differing offenses 
 
 

Observe Problem Behavior 

Teacher 
Managed 

 
Disruption 
 
Defiance 
 
Disrespect 
 
Dress Code 
Violation 
 
Inappropriate 
Language 
 
Property Misuse 
 
Physical Contact 
 
Tardiness 
 
Lack of 
Preparedness 
 
Electronic 
Devices 

If behavior is unchanged, 
complete minor ODR and 
assign logical consequence 
and complete Guess-Check-
Connect 

Has teacher 
contacted 
parent and 
given 3 or 6  
ODR’s ODR’s 

Contact Parent, 
review 
classroom 
behavior plan 

Write Office 
Discipline Referral 
completing all 
elements 

Administrator 
provides immediate 
logical consequence 

Administrator follow 
up on logical 
consequence  

Administrator provides 
teacher feedback and 
reentry plan in a timely 
manner 

Office Managed 
 

Chronic teacher 
managed behaviors 
3+ or 6+ 
 
Fighting 
 
Academic Dishonesty 
 
Harassment / Bullying 
 
Truancy 
 
Property Damage 
 
Forgery / Theft 
 
Drug / Alcohol /  
Tobacco / Weapons 
 
Vandalism 
 
Bomb Threat / False 
Alarm 
 
Arson 
 
Inappropriate 
Displays of Affection 
 
Information and 
Electronics 
Technology Violations 
 
 

Write Office 
Discipline 
Referral 

If Item 
confiscated 
contact SRO 

Evidenced-based Classroom Strategies 

Δ Foundations 

Setting 

Routines 

Expectations 

Δ Prevention Practices 

Supervision 

OTR 

Acknowledgment 

Prompts / Precorrects 

Δ Response Practices 

Error Corrections 

Planned Ignoring 

Differential Reinforcement 

Response Cost 

Time-Out from   

Reinforcement  

Δ Classroom Data System 

ODR 

Counting/Timing 

  

 

Send student to 
Office / call office for 
escort 
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Define Purpose  

Define Rules  

Define Process for Addressing 

Challenging Behaviors 

 

Define “rule” for Office-

managed vs. Staff-managed 

problem behaviors 

 

Define data collection 

expectations 

 

 

 

Define Purpose  

Define Rules  

Define Process for Addressing 

Challenging Behaviors 

 

Define “rule” for Office-

managed vs. Staff-managed 

problem behaviors 

 

Define data collection 

expectations 

 

 
 
 

WORKSHEET #21: 

ACTIVE FLOW CHART CHECKLST  

Define Purpose  

Define Rules  

Define Process for Addressing 

Challenging Behaviors 

 

Define “rule” for Office-

managed vs. Staff-managed 

problem behaviors 

 

Define data collection 

expectations 

 

 

 
  



 
 

 

“Without good data and assessment reports, we are simply throwing the spaghetti at the wall, 

 seeing what sticks, then trying something else.” 

-Beth Baker and Char Ryan 

 

Using data for decision making is key to using the collaborative learning cycle, which results 

in effective and efficient action planning and implementation. Data are observations, facts, 

or numbers when collected and organized, become information and, when used 

productively in context, become knowledge. Data are merely numbers or words and, alone, 

have no intrinsic meaning. It has been said data do not laugh or cry. Individuals or groups give 

meaning to data by organizing, analyzing, interpreting, and using them.  
 

Tiered Fidelity Inventory 

FEATURE 

Data Source Main Idea 

1.12 Discipline Data:  
Tier I team has instantaneous access to graphed 

reports summarizing discipline data organized by the 

frequency of problem behavior events by behavior, 

location, time of day, and by individual student. 

 Is there a centralized data system to collect 

and organize behavior incident data? 

 Does the Tier I team have instantaneous 

access to graphed reports summarizing 

discipline data? 

 Are those data organized to review all of the 

following: frequency of problem behavior 

events by behavior, location, time of day and 

student? 

Behavioral Data 

 Problem Behavior 

 Location 

 Student/Grade Level1 

 Time 

 Motivation 

 Drill Down 

 

 

Teams need the 

right information in 

the right form at the 

right time to make 

effective decisions. 

 

1.13 Data-based Decision Making:  
Tier I team reviews and uses discipline data and 

academic outcome data (e.g., Curriculum-Based 

Measures, state tests) at least monthly for decision 

making. 

 Does the team have access to discipline data 

for the entire student body (school-wide)? 

 Does the team have access to academic 

data for the entire student body? 

 Are those data clearly and logically linked to 

the annual action plan for Tier I? 

 Are those data reviewed at least monthly? 

 

Team Initiated Problem Solving  

 Team Meeting Minutes 

 Precise Problem 

Statement 

 Goal and Timeline 

 Solution Plan 

 Fidelity & Outcome 

Data 

 Next Steps 

Multiple Data Sets 

 Attendance Data 

 Behavioral Data 

 Coursework Data 

Teams need the 

right information in 

the right form at the 

right time to make 

effective decisions 

1.12 Discipline Data / Cultural Responsiveness TFI Companion Guide* 
Teams regularly disaggregate their discipline data as an effective and objective way to asses and monitor 

equity in student outcomes.  Teams are purposeful in examining inequitable outcome data first from a systems 

perspective, before viewing it as an issue with an individual student or family. 

1.13 Data-based Decision Making / Cultural Responsiveness TFI Companion Guide* 
Teams engage in active data-based decision making with a specific focus on equity.  Teams and school staff 

take responsibility for the outcomes for each student, regardless of her or his circumstances.  Inequitable 

outcomes are first examined from a system perspective before considering individual behavior support. 
 

 
 

 

 

Step 8:  Data-based Decision Making 

*Milaney Leverson, Kent Smith, Kent McIntosh, Jennifer Rose, Sarah Pinkelman (Nov. 2016) PBIS Cultural Responsiveness Field Guide:  

Resources for Trainers and Coaches.  PBIS OSEP Technical Assistance Center. 

http://www.pbis.org/school/equity-pbis 

 

http://www.pbis.org/school/equity-pbis
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CONTINOUS QUALITY OF IMROVEMENT FOR STUDENTS 

 

                              

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

DATA-BASED DECISION MAKING 
Data-based decision making (DBDM) is the process of planning for student success (both academic and 

behavioral) through the use of ongoing progress monitoring and analysis of data. 

 

Decision Making for Quality Improvement 

Connecting Outcome and Fidelity Data 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 Action Plan 

Implementation 

 Data Collection and Organization 

 Defining the Problem with Precision 

 Goal Identification 

 Solution Development 

 Action Planning 
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TEAM INITIATED PROBLEM-SOLVING MODEL (II) 
Horner, R. H., Newton, J. S., Todd, A. W., Algozzine, B., Algozzine, K., Cusumano, D. L., & Preston, A. I. (2015). 

 

Operational Definition  
Team-Initiated Problem Solving (TIPS) is a problem-solving framework used during meetings focused on data-

based decision making to improve student outcomes. TIPS is applicable to varied data sources, content areas 

and levels of application   

Rationale   
It is common for schools to have “problem-solving teams” 

focused on addressing student academic and behavior 

challenges. Some teams use general problem-solving 

models (e.g., problem identification, problem analysis, 

plan development, and plan evaluation) to lead them to 

problem resolution. Unfortunately, research documents 

that, although school teams indicate they are adhering to 

problem-solving guidelines, they are often missing critical 

components, thus decreasing the chances of improving 

student outcomes. Barriers to conducting efficient 

problem-solving meetings have been identified to 

include: limited time scheduled for meetings, gaps in 

foundations (e.g., location, team members, procedures, 

efficiency of meeting), an unfocused or unidentified 

purpose for meeting, and inadequate training and 

support to implement effective and efficient problem. TIPS 

is a framework that addresses these barriers by breaking 

down problem solving into six critical steps to guide teams 

through a data-based decision making process that leads to desired outcomes. TIPS also infuses critical 

elements of effective and efficient meetings (e.g., consistent procedures, team member roles, meeting minutes 

prompt the problem solving process). TIPS is a generic problem solving model that provides structure to any 

type of meeting. 
 

Problem Solving Cycle Questions to Ask 

Step 1: 

Identify Problem with Precision 

What is the problem? Who? What? Where? When? 

Why? 

Step 2: 

Identify Goal for Change 

How do we want the problem to change?  

What evidence do we need to show that we have 

achieved our goal?  

Step 3: 

Identify Solution and Create Implementation 

Plan with Contextual Fit 

How are we going to solve the problem? 

How are we going to bring about desired change? 

Is solution appropriate for problem? 

Is solution likely to produce desired change? 

Step 4: 

Implement Solution with High Integrity 

How will we know solution was implemented with 

fidelity?   

Did we implement solution with fidelity? 

Step 5: 

Monitor Impact of Solution and Compare 

Against Goal 

Are we solving the problem?  

Is desired goal being achieved? 

Step 6: 

Make Summative Evaluation Decision 

Has the problem been solved?  

Has desired goal been achieved? What should we do 

next? 
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Meeting Minutes Guide  

 Date Time (begin and end) Location Facilitator Minute Taker Data Analyst 

Today’s Meeting       

Next Meeting       

 

Team Members & Attendance (Place “X” to left of name if present) 

            

            

 

Today’s Agenda Items: Agenda Items for Next Meeting 

1.  4.   1.   

2.  5.  2.  

3.  6.  3.  

 

Systems Overview 

Overall Status Tier/Content Area Measure Used Data Collection Schedule Current Level/Rate 

    

    

 

Problem Solving Process 

Date of Initial Meeting:   Date(s) of Review Meetings 

Brief Problem Description (e.g., student name, group identifier, brief item description):   

                      Precise Problem           

Statement 

What? When? Where? Who? Why? 

How Often? 

     Goal and   

 Timeline  

What? By 

When? 

Solution  

Actions 

By Who? By When? 

   Identify Fidelity   

and Outcome Data 

What? When? Who? 

 

I 

M 

P 

L 

E 

M 

E 

N 

T 

 

S 

O 

L 

U 

T 

I 

O 

N 

S 

Did it work? 

(Review current levels and compare to goal)    

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

What fidelity data will 

we collect? 

What? When? Who? 

Fidelity Data:  

 

 

Level of Implementation 

 Not started 

 Partial implementation 

 Implemented with fidelity 

 Stopped 

Notes: 

Outcome Data (Current Levels): 

 

 

Comparison to Goal 

 Worse 

 No Change 

 Improved but not to goal 

 Goal met 

Notes: 

 

What outcome data 

will we collect? 

What? When? Who? 

 

Current Levels:  Next Steps 

  Continue current plan   

 Modify plan     

 Discontinue plan    

 Other 

Notes:  

 



 
 

Notes: 

Notes: 

 

Organizational/Housekeeping Task List 

Item Discussion Decisions and Tasks Who? By When? 

     

     

     

 

 

Evaluation of Team Meeting (Mark your ratings with an “X”) Our Rating 

 Yes So-So No 

1. Was today’s meeting a good use of our time?    

2. In general, did we do a good job of tracking whether we’re completing the tasks we agreed on at previous meetings?    

3. In general, have we done a good job of actually completing the tasks we agreed on at previous meetings?    

4. In general, are the completed tasks having the desired effects on student behavior?     

Date of Initial Meeting:  Date(s) of Review Meetings 

Brief Problem Description (e.g., student name, group identifier, brief item description)  

                      Precise Problem           

Statement 

What? When? Where? Who? Why? 

How Often? 

     Goal and   

 Timeline  

What? By 

When? 

Solution  

Actions 

By Who? By When? 

   Identify Fidelity   

and Outcome Data 

What? When? Who? 

 

I 

M 

P 

L 

E 

M 

E 

N 

T 

 

S 

O 

L 

U 

T 

I 

O 

N 

S 

Did it work? 

(Review current levels and compare to goal)    

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

What fidelity data will 

we collect? 

What? When? Who? 

Fidelity Data:  

 

 

Level of Implementation 

 Not started 

 Partial implementation 

 Implemented with fidelity 

 Stopped 

Notes: 

Outcome Data (Current Levels): 

 

 

Comparison to Goal 

 Worse 

 No Change 

 Improved but not to goal 

 Goal met 

Notes: 

 

What outcome data 

will we collect? 

What? When? Who? 

 

Current Levels: 
 Next Steps 

  Continue current plan   

 Modify plan     

 Discontinue plan    

 Other 

Notes:  

 



 

SWIS Big 4 for October 1, 2011 through December 31, 2011 

 

 

 

 

   

 

 

 

 

 

WORKSHEET #22: 

STEP 1: Identify Problem with Precision/Elementary 

 
Data Scenario:  Behavior 

 
 

 

 

 

 

 

 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

Precise Problem Statement  

(Summary Statement) 

 

 

 

 

 

 Precision Components for  

 Behavior Problem Statements 
What problem behaviors are most common? 
Where are problem behaviors most likely? 
When are problem behaviors most likely? 

Who is engaged in problem behavior? 
Why are problem behaviors sustaining? 
 

SWIS Big 4 for October 1, 2011 through December 31, 2011 

 

 

 

 

   

 

 

 

 

SWIS Big 4 for October 1, 2011 through December 31, 2011 

 

 

 

 

   

 

 

 

 



 

WORKSHEET #21: 

STEP 1: Identify Problem with Precision/Secondary 

Data Scenario:  Behavior 

 
 

 

 

 

 

 

 

 
 
 
 
 
 
 
 
 
 
 

 

 

 

 

 
 
 
 
 
 

 

 

Precise Problem Statement  

(Summary Statement) 
 

 

 

 

 

 

 

 

 Precision Components for  

 Behavior Problem Statements 
What problem behaviors are most common? 
Where are problem behaviors most likely? 

When are problem behaviors most likely? 
Who is engaged in problem behavior? 
Why are problem behaviors sustaining? 
 



 

STEP 2: Identify Goal for Change 

 
How do we want the problem to change? 

What evidence do we need to show that we 

Have achieved our goal? 

 

SMART Goals 

Specific 

Measurable 

Achievable 

Relevant 

Timely 
Building Goals: 

Problem Level Goal 

Many students are leaving 

garbage in the cafeteria 

resulting in conflict and 

ODRs.  

The behavior is maintained 

because students are 

rushing to get to the 

common area for social 

time. 

22 ODRs per month from the 

cafeteria 

Heidi (café supervisor) rates 

cafeteria as “1” (low) on a 1-

5 scale of cleanliness. 

Less than 5 ODRs per month 

from the cafeteria. 

Heidi rates cafeteria as 

greater than 4 for cleanliness 

two weeks in a row. 

 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 



 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



 

WORKSHEET #23: 

STEP 3: Identify Solution and Create Implementation Plan with Contextual Fit 
 How are we going to solve the problem? 

 How are we going to bring about desired change? 

 Is solution appropriate for problem? 

 Is solution likely to produce desired change? 

SOLUTION PLAN 

Precision Statement (Hypothesis): 

 

 

Goal: 

 

 

PREVENT 
What can we do to 

prevent the 

problem? 

 

 

 

TEACH 
What can we do to 

teach to solve the 

problem? 

 

REINFORCE 
What can we do 

acknowledge 

appropriate 

behavior? 

 

EXTINGUISH 
What can we do to 

prevent the 

problem behavior 

from working or 

being rewarded? 

 

CORRECT 
What will we do to 

provide corrective 

feedback? 

 

 



 

SOLUTION PLAN 

 

 

 

 

 

  

 

  

SOLUTION ELEMENTS ACTION STEPS GENERIC SOLUTION 

ACTIONS 

PREVENT Focus on prevention first. How 

could we reduce the situations 

that lead to these behaviors?  

o Adjust physical environment  

o Define and document 

expectations and routines  

o Assure consistent and clear 

communication with all staff  

 

TEACH How do we ensure that students 

know what they SHOULD be 

doing when these situations 

arise?  

o Explicit instruction linked to 

school-wide expectations  

o Teach what to do, how to do 

it and when to do it  

o Model respect  

 

REINFORCE How do we ensure that 

appropriate behavior is 

acknowledged?  

o Strengthen existing school-

wide rewards  

o Include student preferences  

o Use function-based reinforcers  

 

EXTINGUISH How do we work to ensure that 

problem behavior is NOT being 

rewarded?  

o Use “signal” for asking person 

to “stop”  

o Teach others to ignore (turn 

away/look down) problem 

behavior  

 

CORRECT How will you correct errors?  o Intervene early by using a 

neutral, respectful tone of voice  

o Label inappropriate behavior 

followed by what to do  

o Follow SW discipline 

procedures  

SAFETY Are additional safety 

precautions needed?  

o Separate student from others if 

he/she is unable to demonstrate 

self-control  

Make sure adult supervision is 

available  

 



 

RESPONDING AND SUPPORTING BEHAVIORS:  Evidence-based Classroom Strategies for Teachers 
This technical assistance document was adapted from the PBIS Technical Brief on Classroom PBIS Strategies written by: 

 Brandi Simonsen, Jennifer Freeman, Steve Goodman, Barbara Mitchell, Jessica Swain-Bradway, Brigid Flannery, George Sugai,  

Heather George and Bob Putman, 2015. 

 

3.1-3.4 Data Systems 
Data Collection Strategy 
What key strategies can I use to 

collect data on student behavior 

in my classroom? 

Tools and Resources for Data 

Collection Method 
How can I use this to efficiently 

track student behavior in my 

classroom? 

Conditions and Examples 
For what types of behaviors will 

this strategy be appropriate? 

Non-Examples of Use 
For what types of behaviors will 

this strategy be inappropriate?  

3.1 Counting behaviors 
Record or document how often or 

how many times a behavior 

occurs (frequency) within a 

specified period of time; convert 

to rate by dividing count by time 

(minutes or hours) observed 

Moving paper clips from one 

pocket to the next 

 

Keeping paper/pencil tally 

 

Using a counter (like counter used 

for golf) 

 

App on smartphone or tablet 

 

 

Behaviors that are discrete (clear 

beginning and end), countable 

(low enough frequency to count), 

and consistent (each incident of 

behavior is of similar duration) 

 

Examples:  

How often a student swears in 

class 

How many talk-outs versus hand 

raises occur during a lesson  

 

Behaviors that are not discrete 

(unclear when behavior begins or 

ends), countable (occur too 

rapidly to count), or consistent 

(e.g., behavior lasts for varying 

amounts of time) 

 

Non-examples: 

How many times a student is off 

task (likely not discrete or 

consistent) 

 

How often a student is out of seat 

(likely not consistent) 

3.2 Timing 
Record or document how long: 

(a) a behavior lasts (duration from 

beginning to end), (b) it takes for 

a behavior to start following and 

antecedent (latency), or (c) how 

much time lapses between 

behaviors (inter-response time) 

Timer or clock (and recording the 

time with paper and pencil 

 

App on smartphone or tablet 

 

Use of vibrating timer (e.g., 

MotiAiders) 

Behaviors that are discrete (clear 

beginning and end) and directly 

observed 

 

Examples 

How long a student spends 

walking around the classroom 

(duration out of seat) 

How long it takes a student to 

begin working after work is 

assigned 

How long it takes a student to start 

the next problem after finishing 

the last one (inter-response time) 

Behaviors that are not discrete 

(clear beginning and end) or 

directly observed 

Non-Examples 

How long it takes a student to say 

an inappropriate four-letter work 

(duration is not the most critical 

thing to measure) 

 

How long a student is off task (if 

the behavior is not discrete; that is 

if the behavior does not have a 

clear beginning and end) 

 

 



 

3.1-3.4 Data Systems 
Data Collection Strategy 
What key strategies can I use to 

collect data on student behavior 

in my classroom? 

Tools and Resources for Data 

Collection Method 
How can I use this to efficiently 

track student behavior in my 

classroom? 

Conditions and Examples 
For what types of behaviors will 

this strategy be appropriate? 

Non-Examples of Use 
For what types of behaviors will 

this strategy be inappropriate?  

3.3  Sampling 
Estimating how often a behavior 

occurs by recording whether it 

happened during part of an 

interval (partial inter), during the 

whole interval (whole interval), or 

at the end of the interval 

(momentary time sampling) 

 

Shorter intervals lead to more 

precise measurement 

 

Partial interval is appropriate for 

shorter more frequent behaviors; 

whole interval is appropriate for 

longer behaviors; and momentary 

time sampling facilitates multi-

tasking (you record at the end of 

an interval) 

Create a table, with each box 

representing a time interval (e.g., 

30 seconds), and decide how you 

will estimate (partial, whole, 

momentary time sampling); use a 

stopwatch or app to track each 

interval, and record following your 

decision rule 

 

Behaviors that are not discrete 

(unclear when behavior begins or 

ends), countable (occur too 

rapidly to count), or inconsistent 

(e.g., behavior lasts for varying 

amounts of time) 

 

Examples 

An estimate of how often a 

student is off-task (percentage of 

intervals off task) 

 

An estimate of how often a 

student is out of seat (percentage 

of intervals out of seat) 

 

Behaviors that are discrete (clear 

beginning and end), countable 

(low enough frequency to count), 

and consistent (each incident of 

behavior is of similar duration) 

 

Non-examples 

How often a student swears in 

class (you could count this) 

 

How many talk outs versus hand 

raises occur during a lesson (you 

could count this) 

3.4  Antecedent-Behavior-

Consequence (ABC) cards, 

incident reports, or ODR’s 
Record information about the 

events that occurred before, 

during or after a behavioral 

incident 

Paper-and-pencil notes on pre-

populated forms 

 

Electronic data collection method 

(e.g., SWIS, Google Docs, other 

data based tools) 

Behaviors that are discrete (clear 

beginning and end), countable 

(low enough frequency to count), 

and both behavior and context 

are directly observed or assessed 

Examples 

A tantrum (cluster of behaviors) 

where staff saw what preceded 

and followed 

 

A fight among peers where the 

vice principal was able to gather 

information about what 

happened before and after by 

interviewing students 

 

Behaviors that are not discrete 

(clear beginning and end), 

countable (low enough frequency 

to count), and/or both behavior 

and context are not directly 

observed 

 

Non-examples 

How often a student swears 

(count) 

 

How long a student pauses 

between assignments (measure 

inter-response time) 



 

MULTI-TIERED DATA REVIEW & MONITORING PLANNING GUIDE 
 

Instructions:  This document is a guide to help teams focus on data for decision making and develop a 

monitoring plan that meets the local context.   It is not meant to be a comprehensive or prescriptive plan.  The 

results should be an agreement among team members on what questions to ask, what information should be 

revised and how often.  Teams should review their monitoring plan at lest annually to reflect changing needs. 
Today’s Date: Next Review Date: 

Tier I Team Meeting 

Schedule 

 Tier I Coordinator  Tier I Data Analyst  

Tier II Team Meeting 

Schedule 

 Tier II Coordinator  Tier II Data Analyst  

Tier III Team Meeting 

Schedule 

 Tier III Coordinator  Tier III Data Analyst  

What are the fundamental questions we 

want to ask regularly? 

What data are available? 

What other data are needed? 

How often will we review these data? 

TIER I 

How are we doing schoolwide? 

 

  

What are the red flags from the data we 

want to know more about? 

 

What is the Precise Problem Statement? Where? 

When? 

What? 

Who? 

Why? (maintaining consequence) 

 

Are any students showing signs of needed 

additional social or academic supports? 
  

TIER II 

How are the Tier II intervention systems 

working? 

Fidelity: 

 

Outcome: 

 

 

How many students are receiving Tier II 

supports? 

  

Have we identified students who should be 

referred for Tier II supports? 

  

Tier III 

How are the Tier III intervention systems 

working? 

Fidelity: 

 

Outcome: 

 

 

How many students are receiving Tier III 

supports? 

  

Have we identified students who should be 

referred for Tier III supports? 

  

WRAP UP ROUTINE 

Are additional data needed to make 

decisions? 

 

 

 

What are the follow-up tasks and action 

items for this team? 

 

 

 

Do team members have the information 

resources needed to move forward with 

assigned tasks? 

 

 

 

What information needs to be shared with 

other stakeholders? 

 

Teams? 

 

 

 



 
 

 
 
 

“Coaches not only expand the knowledge and skills  

taught in training, they also impart craft knowledge.” 

National Implementation Research Network 

 

After a few decades of research on training teachers, Joyce & Showers (2002) began to think of training and 

coaching as one continuous set of operations designed to produce actual changes in the classroom 

behavior of teachers. One without the other is insufficient. 

 

Training Outcomes Related to Training Components 
Training Components Training Outcomes 

Knowledge of Content 

 

Skill of Implementation Classroom 

Application 
 

Presentation  

 Lecture 

10% 

 

5% 0% 

 

Plus  

Demonstration 

30% 

 

20% 0% 

 

Plus  

Practice 

60% 

 

60% 5% 

Plus Coaching  

Admin Support  

Data Feedback 

95% 95% 95% 

                                                            Joyce & 

Showers, 2002 
 

COACHING CONSIDERATIONS 
Dr. Rob Horner, APBS Presentation, San Francisco, CA.  March, 2016 

Coaching vs. Training Coach vs. Coaching: 

 

Coaching Skills vs.  

Coaching FUNCTIONS 
Training is the presentation of 

experiences and materials to 

develop new knowledge and/or 

skills  

 

Coaching is the on-site support 

needed to use new knowledge 

and/or skills under typical 

conditions 

 

Actions rather than Role 

 

Coaching Skills:  knowledge of 

content; time; communication 

skills; building trust/relationships, 

organizational knowledge 

 

FUNCTIONS:  Prompting; Fluency 

Building; Performance Feedback; 

Adaptation 

 

 

:  

 

 

 

School-Based PBIS Coaching  



 
 

 

 

 
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 
 



 
 

WHAT MAKES A GOOD PBIS SITE LEVEL COACH? 

 
 
 
 
 

 
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 GOALS: 

 

 Attend and monitor PBIS trainings with team. 

 Insure PBIS is implemented with integrity. 

 Communicate with the Leadership Team and/or SIP team or member of SIP 

team. 

 Commit to understanding the research and practices related to MTSS and the 

sciences of behavior, implementation and learning. 
 

QUALIFICATIONS: 

 

 Works in the building. 

 Participates in SWPBIS Team and Coaches’ Trainings. 

 Promotes shared decision-making but has the authority to initiate change (e.g.: 

works closely with administrator/decision maker). 

 Two to three year commitment. 
 

RESPONSIBLITIES 

 

COORDINATE WITH TEAM MEMBERS THE FOLLOWING: 

 Insure expectations are taught, reinforced, and monitored at the school-wide 

level. 

 Celebrations/boosters. 

 Ensuring team meeting foundations are in place for monthly Tier 1/Universal 

Team meetings  

 Communication of PBIS activities at faculty meetings. 

 Collection and analysis of PBIS specific data. (PBIS Assessments and Office 

Discipline Referrals) 

 Communication with parent/parent liaison/PTA/PTO. 

 Annual report shared with district team (e.g. District Leadership Team, Board of 

Education). 

 Network with other internal coaches, external coaches and regional 

coordinators. 

ATTRIBUTES: 

 Knowledge of core content (PBIS; Implementation Science, Behavioral Science) 

 Time  

 Communication skills (listen, frame messages effectively) 

 Building professional relationships and trust  

 Knowledge of organizational context (People, Culture, Decision-process) 

 



 
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



 
 

PBIS Site Level Coach Competencies Self-Assessments 
Adapted from Sugai, National Leadership Forum 2010 

 

One a scale of 1-5 assess your coaching competencies in each of the following areas 

1 poor; 2 barely; 3 adequate; 4 good; 5 great 

1. Describe and promote the features of the SWPBIS approach:  purpose; rationale; 

implementation requirements; systems processes; research 

 

___________________________________________________________ 

1                        2                        3                        4                        5 

 

 

2. Describe and promote the practices and systems of SWPBIS approach:  outcomes; 

data; practices; systems 

 

 

___________________________________________________________ 

 

1                        2                        3                        4                        5 

 

3. Describe the logic and application of MTSS logic and continuum of behavior 

support:  primary or universal; secondary or targeted; tertiary or intensive. 

 

___________________________________________________________ 

1                        2                        3                        4                        5 

 

4. Describe and promote the components and operations of proactive SW discipline 

system:  purpose/vision; small set of positively stated SW behavioral expectations; 

procedures for teaching SW expectations; continuum of procedures for encouraging 

SW behavioral expectations; continuum of procedures for discouraging rule 

violations and problem behavior; procedures for monitoring, adapting, and 

enhancing implementation 

___________________________________________________________ 

1                        2                        3                        4                        5 

 

5. Describe and promote fundamental strategies and systems of classroom 

management:  foundations in place (settings, routines, expectations); evidence-

based practices (active supervision, OTR, acknowledgement, Prompts-Precorrects; 

response strategies (error corrections, planned ignoring, differential reinforcement, 

time-out from reinforcement); data systems (counting, timing, sampling, ABC’s) 

 

___________________________________________________________ 

1                        2                        3                        4                        5 

 

 

 

 



 
 

6. Describe and apply school-based data management and data-based decision 

making 

___________________________________________________________ 

1                        2                        3                        4                        5 

 

7. Guide strategic data-based action planning with school teams using multiple data 

points:  identify a problem with precision; identify goal for change; identify solution 

and create implementation plan with contextual fit; implement solution with high 

integrity; monitor impact of solution and compare against goal; make summative 

evaluation decision 

 

___________________________________________________________ 

1                        2                        3                        4                        5 

 

 

8. Guide strategic data-based action planning with school teams:  self-assessment 

tools and student outcome data used for action planning. 

 

___________________________________________________________ 

1                        2                        3                        4                        5 

 

 

9. Facilitate team meeting foundations:  meeting roles/responsibilities; public meeting 

agenda / minutes format; regular on-time attendance at meetings; use of action 

plan; TIPS meeting process 

 

___________________________________________________________ 

1                        2                        3                        4                        5 

 

 

10. Facilitate effective communications between school leadership team and school 

and community stakeholders (faculty, students, staff, parents, community members) 

 

___________________________________________________________ 

1                        2                        3                        4                        5 

 

 

11. Positively report, promote, shape and reinforce school team progress and products 

 

___________________________________________________________ 

1                        2                        3                        4                        5 

 

12.   Link school teams to supporting resources:  mental health; parent/family; business; 

juvenile justice; public health 

 

___________________________________________________________ 

1                        2                        3                        4                        5 
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FOURSQUARE 

PROFESSIONAL DEVELOPMENT  

PROCESSING & STRATEGIES GUIDE 

 

 

Strategies & Processes Page Number Training 

 Day 
A-B Each Teach 3 T1D2 

Appreciative Inquiry 8 T1D2 

Carousel 9 T1C1, T1D4 

CBAM Ladder 10 T1C1 

Check-ins 11 T1D2 

Circles 12 T1C1 

Compass Points 13 T1D1 

Concept Mastery Routine 14 T1C1 

Conversation Links 15 T1D1 

Corners 16 T1C1, T1D3 

Designing Outcomes 18 T1C1 

Discussion Method 19 T1D2 

Focusing Four 20 T1D1 

Get Connected 21 T1D1 

Golden Circle 22 T1D1 

Hands Up Stand Up Pair Up 23 T1D2 

Inside Outside Circle 24 T1C2 

Jigsaw 25 T1D1, T1C1 

PBIS Promise 37 T1C2 

Poll Everywhere 38 T1D1 

Quotable 39 T1C2 

Rolling Outcomes/Reflection Rolls 40 T1D2 

Say Something 41 T1D2 

Self-Reflection/Self-Assessment 42 T1C1, T1D3 

Shaping Your Understanding 43 T1C1 

Travel Partners 44 T1C1 

World Cafe 45 T1C2 
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A-B EACH TEACH 
 

 

 

 

 

 

 

 

 

            Process:   

Pairs or teams designate one group as A and one as B. 

Person or group A reads one section of text 

Person or group B reads another section of text. 

When both are ready, they teach their section to their partner or group. 

 
 

 

Rewards 
PSYCHOLOGY OF CLASSROOM LEARNING:  AN ENCYCLOPEDIA 

Robert H. Horner and Scott A. Spaulding 

University of Oregon 

 

TEAM A and TEAM B BOTH READ FIRST TWO PARAGRAPHS: 

 

Every teacher in every classroom throughout the country uses strategies to acknowledge and encourage 

appropriate social and academic behavior by their students.  These strategies take many forms, some overt 

and dramatic (presentation of tokens, or recognition at an assembly), others are more subtle and embedded 

in natural activities (a smile, the organization of a successful academic effort).  Our understanding of this 

process of encouraging appropriate behavior, and how best to incorporate this process in education, has 

been a major focus of both research and recent professional controversy.  As a result, understanding the role 

and function of rewards is now a central concern for any educator. 

 

Since 1898, when E. L. Thorndike described the “law of effect,” educators and psychologists have noted that 

when a behavior is successful it is more likely to occur again in similar circumstances.  The “success” of a 

behavior lies in the result, effect or consequence that behavior has on the environment.  The simple message is 

that the consequences of a behavior affect future performance of that behavior.  If, following the contingent 

delivery of a consequence, a behavior becomes more likely in the future, then that consequence was 

reinforcing or rewarding.  This basic idea has been among the most intensely studied and validated 

phenomena associated with human behavior.  The use of rewards in education remains a controversy, not 

over the principles governing its function, but in part due to two issues: (a) the precise definition of rewards, and 

(b) the perceived effect of rewards on “intrinsic motivation.” 
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TEAM A:  DEFINING REWARDS 

 
Rewards (or the more accurate term: reinforcers) are technically defined as any contingently delivered consequence (e.g. 

event, activity, object) associated with an increase in the future likelihood of a behavior in similar situations.  This definition 

has many problems when used in natural contexts like homes, schools and communities.  When applied in a rigorous and 

precise manner, the definition allows an object or event to be classified as a reward, or reinforcer, only after demonstration 

that (a) the object/event was delivered contingent upon the performance of a behavior, and (b) the behavior became 

more likely to occur under similar conditions in the future.  In practice, teachers and parents seldom wait to see the effect of 

a consequence on future occurrences of the behavior.  It is far more likely that a teacher will simply presume that she/he 

has provided rewards when praise is delivered following “sharing,” or points are assigned for correct problem completion, or 

access to preferred toys follows work completion.   

 

Herein lies an important distinction.  The technical definition of a reward (reinforcer) always adopts the perspective of the 

learner, not the intentions of the person delivering the reward.  If the contingent delivery of a consequence resulted in 

increased likelihood of that behavior then the consequence was a reward.  If the consequence was a piece of preferred 

fruit, and the behavior increased, then the fruit was a reward; if the consequence was a sticker, and the behavior 

increased, then the sticker was a reward; if the consequence was a reprimand (which included adult attention), and the 

behavior increased, then the reprimand was a reward.  It is the effect of the consequence on future behavior that 

determines if that consequence is a reward (reinforcer).  If a consequence does not lead to increased likelihood of the 

behavior, then it was not a reward, even if the person delivering the consequence had the best of intensions.  If a teacher’s 

praise for “on-task” working is followed by a reduction in level of being “on-task” then the teacher’s praise was not a 

functional reward (reinforcer).  If the delivery of tokens for sharing on the playground does not lead to increased sharing 

then the tokens were not a reward.  From a technical perspective, rewards are defined by the effect they have on 

behavior, not on their intended desirability.  In this way, we can never define an event, activity or object as a reward 

without connecting it to the behavior that was affected by contingent access to that event, activity or object.  Practically, 

teachers will deliver feedback and consequences that they “presume” are rewards.  Those teachers with technical 

knowledge, however, will always check the effect of that presumed reward on student behavior. 

 

Understanding rewards is of special importance for teaching because while we want desirable behavior to be rewarded, 

we do not want undesirable behavior to be rewarded.  A reprimand, for example, may not have been intended to be a 

reward, but may still function in that capacity.  One of the more common findings in schools is that teachers inadvertently 

reward inappropriate child behavior by attending to talking out, or disruptive acts.  Similarly, being sent to the office may 

be rewarding if it involves escaping from aversive or difficult work.  If a behavior is contingently followed by (a) obtaining a 

desirable event/activity/object or (b) avoiding an aversive event/activity/object then the behavior will become more likely 

to occur in similar situations in the future. Said differently, the behavior has been rewarded. 

Rewards are important for both encouraging appropriate behavior and preventing the encouragement of inappropriate 

behavior. What the science of human behavior teaches, is that we should adopt the perspective of the learner, not the 

teacher, when planning how to select and deliver rewards. The following are some basic guidelines: 

 

1. Reward “behavior” not people.  When rewards are provided be clear about the specific behavior that led to the 

reward. 

2. Include the learner in identification of possible rewards.  Use consequences that are likely to be rewarding to the 

students. 

3. Use small rewards frequently, rather than large rewards infrequently. 

4. Embed rewards in the activity/behavior you want to encourage. 

5. Ensure that rewards closely follow the behavior you want to encourage.  Generally, behavior is more likely to 

change when the reward is delivered quickly. 

6. Use rewards that are natural to the context, appropriate to the developmental age of the learner and easy to 

administer. 

7. Use many different reward types (objects, activities, privileges, attention, natural consequences) rather than relying 

on one strategy or pattern. 

8. Use rewards more often than negative consequences.  Students should experience at least five times the number 

of rewards as they do corrections or punishers. 

9. Avoid delivering rewards (even inadvertently) for problem behaviors.  
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TEAM B:  THE IMPACT ON REWARDS ON INTRINSIC MOTIVATION 

 

Recently, there has been concern that the formal use of rewards in schools could result in children failing to 

develop intrinsic, or self-managed motivation.  Reading should be a behavior that becomes more frequent 

because the content of what is read is rewarding, not because a token or play period will follow reading.  

Sharing on the playground should occur because a child experiences personal satisfaction from behaving well, 

not because the child receives candy if she shares.  Similarly, concern exists that if a teacher provides a reward 

to Child A for excellent math work, it will be a negative, or punishing, experience for Child B who did not 

receive a reward, tried just as hard, but did not get as many problems correct.  These concerns are based on 

research conducted in the 1970s (Deci, 1971; 1975; Lepper, Greene & Nesbett, 1973) and have led to strong 

recommendations against the formal use of praise and extrinsic rewards (e.g. tokens, food, activities, privileges) 

in schools (Deci, Koestner, & Ryan, 2001; Kohn, 1993; 1996).  There is evidence that rewards can be used poorly.  

The primary errors involve (a) providing rewards without being clear about the behavior being rewarded, (b) 

inadvertently providing rewards for problem behavior, (c) providing large rewards and then suddenly (rather 

than gradually) withdrawing the rewards, and (d) providing rewards so infrequently that a child never builds the 

skill fluency needed to attain the natural benefit of a skill (e.g. does not learn to read fast enough or well 

enough to enjoy reading).  These errors are worth considering and avoiding. 

 

The concern that rewards damage the intrinsic motivation of students is less well supported by research.  Most 

educators will agree that academic and social skills learned in schools should be maintained by natural 

consequence, not artificial rewards.  Reading, math and play skills should not end when a teacher is no longer 

present to offer verbal praise, toys, or stickers.  The rewards provided for the behavior of one student should not 

function as a punisher for all others.  There is less agreement (and much less evidence) that the use of rewards 

in schools leads to these ill effects. 

 

To address these concerns several scholars recently examined the full body of research literature and 

concluded that not only have schools successfully employed the use of external rewards for decades (Slavin, 

1997), but that the use of rewards following appropriate behavior is directly related to both initial, and durable 

academic and social success.  Rewards are an effective, important and functional part of any educational 

context, and need not be detrimental to intrinsic motivation (Akin-Little, Eckert Lovett & Little, 2004; Cameron, 

Banko & Pierce, 2001; Reiss, 2005).  Rewards are especially important for helping motivate a child to build early 

competence (fluency) with reading, math or social skills.  Encouragement, guidance and reward of 

appropriate approximations of successful behavior are helpful for students to build the skills that can then be 

sustained by the natural consequences from reading well, joining games with peers, or playing a musical 

instrument.  Rewards also are important for building a predictable, positive social culture in a school.   Schools 

with clearly defined behavioral expectations, and formal strategies for acknowledging (rewarding) appropriate 

behavior, are perceived as safer, more effective learning environments.  The delivery of rewards is one overt 

way that children learn that adults are serious about the social and academic goals they are teaching. 

 

Understanding and using rewards is an essential skill for any educator.  Selecting the right type, level and form 

of rewards to encourage student behavior is a competence developed over time, and is a hallmark of 

effective teaching. 
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APPRECIATIVE INQUIRY 

A Positive Approach to Change 
https://www.youtube.com/watch?v=QzW22wwh1J4 

 

 

 

 

 

Ap-pre’ci-ate, v., 1. valuing; the act of recognizing the best in people or the world around us; affirming past 

and present strengths, successes, and potentials; VALUING, PRIZING, ESTEEMING, and HONORING. 

 

In-quire’ (kwir), v., 1. the act of exploration and discovery. 2. To ask questions; to be open to seeing new 

potentials and possibilities. Synonyms: DISCOVERY, SEARCH, and SYSTEMATIC EXPLORATION, STUDY 

 

Appreciative Inquiry is a positive way to embrace organizational change by identifying what is positive and 

connecting it in ways that heighten energy and vision for change.  Appreciation has to do with both 

recognition and enhancing value. It is about affirming past and present strengths, assets, and potentials. Inquiry 

refers to both exploration and discovery.  

 

The positive principle of Appreciative Inquiry proposes momentum and sustainable change requires positive 

affect and social bonding. Sentiments like hope, excitement, inspiration, camaraderie and joy increase 

creativity, openness to new ideas and people, and cognitive flexibility. They also promote the strong 

connections and relationships between people, particularly between groups in conflict, required for collective 

inquiry and change. When all members of an organization are motivated to understand and value the most 

favorable features of its culture, it can make rapid improvements. 

 

The positive potentials of Appreciative Inquiry include: 

 Appreciating—valuing "the best of what is" 

 Envisioning what might be 

 Engaging in dialogue about what should be 

 Innovating what will be 

 

Teams using Appreciate Inquiry: 

 Reframe questions that surface the hidden positive experiences  

 Focus on what works 

 Focus on what they see 

 Know that there is always something positive in every system 

 Understand that language creates their reality 

 

 

PBIS Implementation Teams can explore using Appreciate Inquiry by carving out time to answer the following 

questions: 

Something I appreciate about our team is…. 

Something successful about our team is…. 

Something positive I have noticed about our team is… 
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CAROUSEL 

 

 
 

Directions: 

 There are four to six charts posted around the room 

 Each group is assigned to a chart becoming the home chart for the group  

 Groups will perform a task at each chart   

 Each group writes something on each chart, leaving room for all groups to write  

 Each group will use the same color marker for their tasks on all charts 

 A signal is used to move to the next chart in a clockwise fashion 

 At this chart, the group will paraphrase the information provided at the top of the chart, writing a 

description in their own words or adding to the information. This process is repeated until group is back 

to home chart. 

 
Recommendations: 

This activity can be done with grade level/PLC/Department teams.  

 

 Supporting and Responding to Behaviors:   

Evidence-based Classroom Strategies for Teachers 

Prevention Practices 

 

Supervision 

 

 

 

Opportunity Acknowledgement Precorrection/Prompts 

            

Modification:                                              

A Carousel Share Fair is a communicative and interactive opportunity for teams to share their PBIS 

implementation process by moving around the room in a circular fashion (much like a real carousel might do), 

stopping intermittingly to comment, discuss, or respond (verbally or in writing) to each other’s work.  This can 

also be called the “Museum Exhibit”, which follows the same sequence using a museum instead of a carousel 

theme. 

 

1. Teams prepare a visual demonstration of their work. 

2. Teams organize a list of main ideas of their work. 

3. Teams post their work on the wall. 

4. One person per team will be a docent and share the team-generated main ideas. 

5. Team members will independently rotate through 3 carousel presentations. 

6. Carousel music can be used as a signal to rotate. 

7. Docent will repeat presentation 3 times; one per rotation. 

8. Team members independently take notes from other team’s main ideas. 

9. After the third rotation, team will regroup with docent and share main ideas they heard from others. 

10. Teams have option to add new ideas to their visual demonstration.  
 
 
 
 
 
 
 
 
 
 

http://www.google.com/url?sa=i&rct=j&q=&esrc=s&frm=1&source=images&cd=&cad=rja&docid=d3j8_ww1BAmCuM&tbnid=CwWYGWD4Ezfh0M:&ved=0CAUQjRw&url=http://www.childrensdentalcarousel.com/&ei=nbqLUcWVM-GqiQKr0IHYAw&psig=AFQjCNGaHRQzErg56teIjz836CGAbS9hBQ&ust=1368198149706682
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CONCERNS-BASED ADOPTION MODEL (CBAM) 

Change Ladder 

A Processing Model for Change 
 
The Stages of Concern was developed as part of the Concerns-Based Adoption Model in the 1970s and 1980s 

by a team of researchers at the Research and Development Center for Teacher Education, the University of 

Texas at Austin. Since its development, researchers have tested CBAM for reliability and validity; in 2006, it was 

updated to ensure its reliability. This tool is commonly used to help leaders understand, monitor, and guide the 

complex process of implementing new and innovative practices. 

The Stages of Concern process enables leaders to identify staff members’ attitudes and beliefs toward a new 

program or initiative. With this knowledge, leaders can take actions to address individuals’ specific concerns. 

The Stages of Concern consists of and describes seven categories of possible concerns related to an 

innovation. People who are in the earlier stages of a change process will likely have more self-focused 

concerns, such as worries about whether they can learn a new program or how it will affect their job 

performance. As individuals become more comfortable with and skilled in using an innovation, their concerns 

shift to focus on broader impacts, such as how the initiative will affect their students or their working 

relationships with colleagues. 

 

 

Process:  Open-ended written statements prompt staff to respond in writing about their concerns regarding the 

implementation of PBIS. This method enables leaders to gather more in-depth information about staff concerns. 

The results of the data collection indicate where staff members fall within the seven stages and provide a 

snapshot of their concerns so that leaders can address them. Follow-up actions may include providing 

additional information about the research behind PBIS or offering how-to supports and coaching. 

 

 

 
 
 
 
 
 
 
 
 
 
 

                   

Refocusing 

“I have some ideas about implementing PBIS that would work even better.”  

                

Collaboration 

“I'm looking forward to sharing some ideas about PBIS with other teachers.” 

            

Consequences 

“How will PBIS affect my/our students?” 

          

Management 

“I'm concerned about how much time it takes to implement PBIS.” 

      Personal    “I'm concerned about the changes PBIS will make in my routines” 

   Information “PBIS seems interesting and I would like to know more about it.” 

Unconcerned “I think I heard something about PBIS but I’m too busy right now with other 

priorities.” 



11 
 

CHECK-INS 

 
Check-ins are intentional processes designed for settling in, meeting other, getting a sense of space and gather 

a sense of individuals and collectives in the room.  Check-ins should be adaptable to the group and fit well with 

the overall theme and flow of the day.  They can include quiet reflection or invite physical movement.  They 

can be done in whole group or small group (teams, dyads or triads). 

 

A list of Check-in processes which build relationships and awareness of how people are feeling in the group by 

connecting with a topic includes: 

 Emoticons 

 Weather Report 

 Temperature Checks 

 Numbers (Fist to Five) 

 Ice Cream Flavors 

 Animals 

 Colors 

 Desserts 

 Cars 

 Day of the Week 
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CIRCLES 

 

 

 

 
Dialogue circles are gatherings in which all participants sit in a circle facing each other to facilitate open, 

direct communication. Dialogue circles provide a safe, supportive space where community members can talk 

about sensitive topics, work through differences, build consensus and/or reflect on training outcomes. 

 

When sitting in a circle we experience a stronger sense of community. Every person in the circle shares 

responsibility for its functioning. The main purposes of circle dialogues is to build community and participate in 

authentic conversation. 

 

Restorative Practices Implementation Checklist 

Practice:  CIRCLES Checklist 

1. Circles are used both in classroom and non-classroom settings  

2. Circles are used for community building / welcoming  

3. Circles are used for restoring or repairing harm.   

4. 
Restorative circles, or other circles to repair harm, are co-facilitated by the RP Coach 

or administrator as agreed upon by staff. 

 

5. Purpose of circle is clearly stated before the circle begins  

6. Circle keeper is identified for each circle event (can be staff or student)  

7. Circle keeper consistently states circle guidelines  

8. Circle keeper initiates dialogue using a talking piece  

9.  Circle keeper provides the opportunity for all participants to speak in turn  

10.  Circle guidelines have been aligned to SW Expectations  
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COMPASS POINTS 
An Exercise in Understanding Preferences in Group Work 

 

 

 

 

PROCESS: 

• An exercise in understanding preferences in large groups 

• After reading the four learning style descriptions, ask members to identify the compass point that 

resonates most with them 

• Have participants complete the questions individually first.  

• Meet in alike group—by “compass direction”—and come up with a collective answer for each of the 

four questions. 

o What are 4 strengths of your style? 

o  What are 4 limitations of your style? 

o What is the style you have most difficulty working with and why? 

o What would you want others to know about your style? 

• Create a poster with their responses and be ready to share with the room. 

• Process the activity as a whole group 

o Take observational notes while “Compass-Alike” groups work—highlighting the typical work style. 

(i.e. North s usually finish first, but typically have not completed with accuracy; Easts usually don’t 

finish because everyone is sharing ideas and using too many words; Souths almost always make 

a circle and include everyone; Wests almost always ask questions before they begin anything)  

o Have directional groups share out their poster with the room 

o You share your observations, with humor, and then highlight why each “direction” is important to 

have 
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CONCEPT MASTERY ROUTINE 
Adapted from:

 The Content Enhancement Series, University of Kansas, Center for Research on Learning Webb, Norman. L., “Web Alignment Tool” 24 July 

2005. Wisconsin Center of Educational Research. University of Wisconsin 

 

 

 

 

Defining the Role of the Coach 

 
Prompt:  What Makes A Great PBIS Coach? 

Key Words :(Recall) 

“What are some words that describe a PBIS Coach?” 

 

 

 

 

Examples: (Conceptualize) 
“What are the responsibilities of a PBIS Coach?” 

 

 

 

 

 

Non-Examples: (Conceptualize) 
“What are not the responsibilities of a PBIS Coach?”  

Formulate the Definition: (Strategic Thinking) 
Write a generic definition of a PBIS Coach. 

 

 

 

Coaching Design: (Extended Thinking) 
What are some personal strengths you bring to your role as a PBIS Coach? 
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CONVERSATION LINKS 

 

 

 

 
 Use this process for reflection after a read, or review of previous learning. 

 Use reelection sheet below. 

 After completing reflections, members share a reflection and begin making links to 

what is shared with the group. 

 As each person shares a reflection and connection, they stand next to each other 

forming links in a chain. 

 

 

Something that caught my attention: Insights that were triggered: 

Something to explore further: A question I still have: 
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CORNERS 

 
 

 

 

Description: 
Corners is a facilitation strategy that works well to engage all participants in conversations about pointed 

topics.  

 

Directions: 
 Write statements in a definitive manner on posters and place in each corner of the room. Review the 

topics for participants, and then instruct them to choose a corner.   

 Suggest that a facilitator rise to the occasion and facilitate the group’s conversation. 

 When questions come up that cannot be answered by the group, use sticky notes to post them on the 

poster to be addressed later in the training day. 

 

Modifications: 
 Use plus or minus corners instead of four. 

 After a period of time, instruct people to move to the corner of their second choice and repeat the 

sharing in clusters of two or three. 

 Ask people to stand in the corner that represents their position on an issue. 

 

Tips: 
 It is sometimes helpful to remind participants to form small groups by moving to corners where people 

have not yet clustered. 

 Learning is enhanced when participants identify interests within a topic. 

 

 

Corners Processing Activities 

 

 
 

Step 2:  Behavior Statement of Purpose 

After viewing Simon Sinek, “Why” Video: 

 “There are leaders and those who lead.  Leaders hold a position of power or authority.  Those 

who lead inspire us.” 

 “What you do is simply proof of what you believe.” 

 “People don’t buy what you do, they buy why you do it.” 

 “All inspiring organizations operate from the inside, out.” 

 

Step 7:  Consequence System 

De-Bunking Discipline Myths: 

 “Re-teaching appropriate behaviors takes more time than punishing misbehavior.  Teachers 

don’t have time to teach appropriate behavior.” 

 “We must punish misbehavior to provide an example to other students.” 

 “Students should admit what they have done wrong wo they can accept responsibility for their 

behavior.  Students should apologize for their misbehaviors to teach students to be empathetic. 

 “If we get tough early we will prevent future misbehavior.” 

 “Zero tolerance policies make our school safer.” 

 “Older students should have learned how to behavior in school.”  
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Change and Transition Communication 
Adapted from Facilitation Skills for Chaotic Times, Steve Zuieback, and Tim Dalmau, 2010 

 

6xRule 
Given the amount of information that comes across our desks every day, leader need to repeat the same 

basic message at least 6 times before everyone takes it seriously. 

 

Vary the Medium 
Some people like to read things, others would rather be told.   Some people will read bulletin boards or 

newsletters.  Leaders need to make sure important information is conveyed using many different media. 

 

Appropriate Timelines 
People can only digest so much information at one time.   Often people are given too much detail too early in 

the process.  The assumption then becomes that people have been informed and know what to do, so there is 

no ongoing follow-up providing more timely information as needed. 

 

Insure Consistency 
Important messages must be consistently delivered.  A strategy to insure this might include written notes that go 

out to all staff and families.  Videotaped messages used as consistent input to further conversation. 

 

People Trust Behavior Over Words 
It is who you are and what you do that people pay attention to, not what you say.  People trust what the 

leaders’ actions are telling them more than the words they are saying.  There is little that can sabotage a 

change effort as thoroughly as when the words and actions of the leaders do not match. 

 

Understanding is More Important than Agreements 
People need to understand what is going on and why it is happening before they can make up their minds to 

agree or not.   Leaders need to make sure that people understand the essentials. 

 

Listening is Twice as Important as Talking 
Listening can provide the breakthrough an individual needs to get on board with the change.  People will feel 

they are contributing to the change if their ideas and concerns are genuinely listened to and considered. 

 

Tell People the Truth – Good and Bad 
Nothing will destroy trust faster than not telling people the truth. 

 

People Usually Complain Before They Create 
People need opportunities to vent their frustrations and concerns in safe ways. 
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DESIGNING OUTCOMES 
Adapted from Facilitation Skills for Chaotic Time, Steve Zuibac and Tim Dalmau, 2010 

 

 

 

 

 

 

 

Well-crafted outcomes must positively meet all the following criteria: 

 Is the outcome possible? 

 Is it stated in the positive vs. what you don’t want? 

 Can it be initiated and sustained by you or the group of people taking on the outcome? 

 Is it specific…what will I see/hear/feel when I achieve it? 

 Is it congruent with my beliefs and values? 

 Is it congruent with others’ beliefs and values? 

 Given what it will take to achieve…is it worth doing? 

 

Rational Outcomes: 
Relate to the actual content of the work and the tasks associated with work 

Can generally be measured, tracked over time and checked off “to do list”  

Examples include:  plans, projects, specific measurable objectives, deliverables 

 

 

 

 

 

 

 

 

 

 

 

 

Experiential Outcomes: 
Δ Often more lasting importance 

Δ Related to the types of experience you want your team to have as they engage in the rational work 

Δ Examples include: building trust, creating connections, between people, providing experiences of 

commonality, as sense of being part of a winning team, building understanding and commitment 

 

 

 
 

 

 

 

 

 

Rational Objective: 
What does the team/coach need to accomplish – specific work? 

Experiential Objective: 
What experience and/or feeling does the team want to share? 
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DISCUSSION METHOD 
Adapted from Facilitation Skills for Chaotic Times, Steve Zuieback, and Tim Dalmau, 2010 

 
 

 

 

 

Directions: 
 Arrange the room so that everyone can see and hear each other.  

 Set parameters around the group’s decision-making authority if you are both facilitator and group 

leader.  

 Introduce the topic, context of the discussion and the desired outcomes from the session.  

 Introduce the Objective Question. The purpose of this question is to get everyone to say something. It is 

intended to create comfort. If the group is new to each other you can have each person introduce 

himself or herself as they answer the question. The response to the question is intended to be very quick 

– 20 seconds for each person.  

 As you get ready to ask the Reflective Question, look for a comment coming out of the first question 

that creates an opening to the second question: 

o “I noticed that your response was around the feelings you had to the information, does anyone 

else have feelings about this issue?” 

 These are called segues. They create a smooth and seamless conversation. Not everyone needs to 

answer this question or the remaining questions. You as facilitator answer questions only when it is 

difficult to get responses from others in the group. 

 Continue in the same pattern with the Interpretive and Decisional Questions. 

 At the conclusion of the meeting hold a debrief session with the team about the process.  

 

 

OBJECTIVE - “WHAT” 

Getting the Facts 

Focus Attention 

 

Questions begin with what people:  see, hear, touch, smell, taste 

“What words or phrases or ideas stood out for you? 

“What bits of conversation did you hear?” 

“What did our see or observe?” 

“What data or facts caught your attention?” 

“What are your observations?” 

REFECTIVE - “GUT” 

Emotions, Feelings and 

Associations 

 

Questions illuminate:  emotional responses, feelings about what excites, intrigues 

or frightens 

“What words or phrases or ideas stood out for you? 

“What was your response or reaction?” 

“How does this reflect your experience?” 

“What surprised you?” 

“What associations came to mind?” 

INTERPRETIVE – 

 “SO WHAT” 

Values, Meaning and 

Purpose 

 

Questions highlight:  layers of meaning and purpose, attachments to a subject, 

the story we live 

“What words or phrases or ideas stood out for you?” 

“What insights were triggered for you?” 

“What is the significance of X?” 

“What implications does X have for us or our work?” 

“What are the key strategies moving forward?” 

DECISIONAL - “NOW 

WHAT” 

Future Resolves 

 

Questions allow individuals to decide their relationship and response to their 

situation. 

“What have you/we learned?” 

“What questions does this raise?” 

“What do we need to explore further?” 

“What changes are needed?” 

“What could we do differently in the future?” 
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FOCUSING FOUR 
A Consensus Building Decision Making Model 

Adapted from:  Garmston, R., and Wellman, B. (2009) The Adaptive School:  A Sourcebook for Developing Collaborative Groups  2nd Edition, Norwood, MS:  

Christopher Gordon. 

 

                                  PROCESS MODEL 

Directions: 
 Explain task, topic and process 

 Check for understanding 

 Brainstorm ideas and record on chart paper 

 Push for between 12 to 18 items 

 Members ask questions for clarification. The “author” responds. 

 Members advocate items 

 Use the rule of the One-Third strategy to determine which items are of greatest interest to the group. Use 

a hand count. 

 Conclude by determining a process to narrow the choices down to one or two if necessary. 

Brainstorm:  this is where ideas are generated.  Follow the rules of brainstorming, being especially careful not to 

debate or discuss any idea.  

Basic Rules: 

Δ Everyone tosses out as many ideas as possible.  Go for quality.  Combine and hitchhike on ideas.  

Δ The ideas are written down by the recorder on chart paper. ("public minutes")  

Δ Nobody is allowed to discuss or criticize the ideas until the brainstorming session is over. 

 

Facilitator Tips: 

 Cleary state the focus from the start.  (Why are we brainstorming?  What will we do with the list when we 

finish?)  

 Give some examples before you start.  

 To encourage a fast pace, ask someone to be a second recorder, and ask each recorder to write down 

alternate ideas.  

 Set a time limit and an objective.  ("OK, in the next six minutes I'd like to see if we can generate 30 ideas.")  

 Use round-robin at first, then switch to "popcorn" style...everyone can contribute when they think of an 

idea.  

 Review the rules ("Let's remember that we are going to move fast, and not make comments on each 

idea.  OK, let's begin.")  

 The facilitator and recorders remain neutral. 

 The facilitator may need to enforce the rules ("Jerry, please don't evaluate Marie's ideas.")  

 The facilitator may need to direct traffic.  ("June, did you get May's idea down?  Now, who's next?")  

 Keep stimulating more activity.  When the group slows down, perhaps restate or expand on the question, 

and try to draw people out. ("Fred, you look like you have an idea.  How about it?")  

 

Clarify:  members can ask questions to help them understand any idea which is unclear.  Again, be careful 

not to debate or discuss, just ensure that everyone understands what the author of each item meant.  

 

Advocate:  Any member can speak in favor of any idea.  Again, do not speak against any idea.  If an idea 

is clearly not viable, then perhaps nobody will advocate for it, but don't waste time telling why it won't work.  

Often, only one or two of the brainstormed ideas will have advocates, because the best idea will already be 

evident! 

 

Canvassing:  It's time to find out the members' preferences. There are a number of ways to do this.   

If the list of ideas is long it needs to be narrowed down. Ask everyone to think of their top 3 or 4 choices, and then 

raise their hands to indicate them as the list is read.  After the results are up and visible, go down each idea and 

ask the group's permission to eliminate those with little support. If two ideas can be combined, make sure to ask 

for permission first, then do it.  A Spend-A-Dot processes may also be used.  
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GET CONNECTED 
 

 

 

 

 
Get Connected is a grounding activity know as a Synectic.  

 A Synectic is derived from two Greek roots: syn (bringing together) and ectics (diverse elements).  

 This activity draws from the metaphoric brain, which holds information holistically. This processing 

activity can be done with: 

 

1. A sentence starter 

__________________________is like a _____________   because….. 

 

Implementing PBIS is like Facebook because………. 

 

Or 

 

2. Choosing an unrelated picture 
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GOLDEN CIRCLE 
Simon Sinek, Start with WHY, How Great Leaders Inspire Everyone to Take Action. 

For more information, go to www.startwithwhy.com 

  

 

 

 

 

 

The Golden Circle is a brainstorming strategy for helping participants order and structure their thinking through 

mentally mapping words and/or concepts. The mind forms associations almost instantaneously and 'mapping' 

allows you to write your ideas quicker, using only words or phrases.  It is for those who wish to be inspired and for 

those who wish to inspire others. 

 

Directions 1:   

An important element of building buy-in for PBIS is to build a common experience; to bring people together 

with a common purpose.  We can do this by starting with the “WHY” we would want to focus on a positive 

social culture at our school.  Let’s watch a video about the importance of starting with the “why” as we begin 

to build buy-in and implement PBIS at our school.   

 

Directions 2:   
Give each team a circle with the What (8 Steps) and How (Science) labeled, the team fills in their Why 

Teams can simulate how to create a Golden Circle.  Information from the “WHY” will eventually be added to 

the Behavioral Statement of Purpose. 

NOTE:  Teams do not need to show the Simon Sinek video, but should help staff express their personal “why(s)” 

for buy-in 

 
Recommendation: 
Start with the WHY 

Start with the central focus of WHY and them work outward to the HOW and WHAT, producing a growing and 

organized structure composed of key words and key images. 

 

 

 

 

 

 

 

 

 

 

 

 

 

http://www.startwithwhy.com/
https://www.google.com/url?sa=i&rct=j&q=&esrc=s&source=images&cd=&cad=rja&uact=8&ved=0ahUKEwiOy8nhnoPNAhXFMGMKHSqXAVYQjRwIBw&url=http://blog.hubspot.com/customers/3-takeaways-from-start-with-why&psig=AFQjCNHKmXYU2XtAfEGZn7s1i4TeLhzRSg&ust=1464747187199134
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HAND UP, STAND UP, PAIR UP 
“Stand up, put your hand up and quickly find a partner with whom to share or discuss.” 

 

 

 

 

Directions: 
 Facilitator says “stand up, hand up and pair up”….”GO!” as a signal. 

 Prior to the signal the facilitator has defined, modeled and practiced with group. 

 When hearing the signal, group stands up and keeps one hand high in the air until they find the closest 

partner who’s not a teammate. Participants do a “high five” and put their hands down. 

 Partners respond to question, idea or process provided by the facilitator. 
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INSIDE OUTSIDE CIRCLE 
 

 

 

 

 

 

Directions: 
 Group numbers off by 1’s and 2’s: 

 Number 2’s form an inside circle – facing out 

 Number 1’s form an outside circle – facing in 

 Meet and greet 

 Face a “sharing” partner, silently read assigned section and begin the conversation 

 Group waits for signal to stop conversation and thank partner for the conversation 

 Number 1’s rotate to the right and share with new partner 

 Number 1’s rotate to the right again and share with new partner 

 Number 1’s rotate to the right again and share the with new partner 

 

This process can also be arranged with two lines facing each other called the Lines of Communication.  Sharing 

partners face each other and complete the process with one side moving down the line while the other side 

stay stationary. 

 

 

Recommendations: 
 

Five Multi-Component Approach from Recommendations for Addressing Disproportionality in Education  

 

1. Use effective instruction to reduce achievement gap 

2. Implement a SWPBIS to build a foundation of prevention 

3. Collect, use, and report disaggregated student discipline data  

4. Develop policies with accountability for disciplinary equity  

5. Teach neutralizing routines for vulnerable decision points  
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JIGSAW 
 

Directions: 
 Cluster members into groups of four (or number of topics to be studied) 

o by counting off 1 to 4.   

 Each member is assigned a reading 

 Have all the members move into expert groups of like numbers 

 In the expert groups, 

o members read the material, then converse about its meaning 

o members assign a facilitator, scribe and reporter 

o members discuss “questions of concern” 

o members determine what ideas they will share and how to illustrate the ideas for the whole 

group. 

 Return to groups and reporter shares what has been learned in the expert groups 

 

Recommendation: 

Positive Behavioral Interventions and Supports:  History, Defining Features and 

Misconceptions 
 

 

Active Implementation Frameworks for Program Success 
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POSITIVE BEHAVIORAL INTERVENTIONS AND SUPPORTS: HISTORY, DEFINING FEATURES, AND MISCONCEPTIONS 

George Sugai and Brandi Simonsen Center for PBIS &  

Center for Positive Behavioral Interventions and Supports 
 

Purpose  

Positive Behavioral Interventions and Supports (PBIS) has been defined, described, and studied ever since its 

introduction in the reauthorization of the Individuals with Disabilities Act (1997). The purpose of this paper is 

to revisit PBIS with respect to its history, defining practices and features, and supporting evidence-base. 

 

PBIS is an implementation framework that is designed to enhance academic and social behavior outcomes 

for all students by (a) emphasizing the use of data for informing decisions about the selection, 

implementation, and progress monitoring of evidence-based behavioral practices; and (b) organizing 

resources and systems to improve durable implementation fidelity.  
 

 Historical Development of PBIS 

1980s.  

During the 1980s, a need was identified for improved selection, implementation, and documentation of 

effective behavioral interventions for students with behavior disorders (BD) (Gresham, 1991; Sugai & Horner, 

1999; Walker et al., 1996). In response, researchers at the University of Oregon began a series of applied 

demonstrations, research studies, and evaluation projects. These efforts indicated that greater attention 

should be directed toward prevention, research-based practices, databased decision-making, school-wide 

systems, explicit social skills instruction, teambased implementation and professional development, and 

student outcomes (Biglan, 1995; Colvin, Kame’enui, & Sugai, 1993; Horner, Sugai, & Anderson, 2010; Lewis & 

Sugai, 1999; Mayer, 1995; Sugai & Horner 2002). 
 

 1990s 

. In the reauthorization of the Individuals with Disabilities Act of 1997, a grant to establish a national Center 

on Positive Behavioral Interventions and Supports was legislated to disseminate and provide technical 

assistance to schools on evidence based practices for improving supports for students with BD. Given the 

results of their work in the 1980s, researchers at the University of Oregon successfully competed for the 

opportunity to develop the PBIS Center. A defining feature of the original center was the establishment of a 

partnership comprising researchers and implementers from the Universities of Oregon, Kansas, Kentucky, 

Missouri, and South Florida, and from prominent providers of specialized supports (i.e., Illinois Wraparound 

Network, May Institute, Sheppard Pratt Health Systems) (www.pbis.org, Sugai et al., 2000). 
 

 2000s. 

The National Technical Assistance (TA) Center on PBIS is currently in Year 14 (third 5-year grant cycle), and 

has assisted in shaping the PBIS framework (also referenced as “school-wide positive behavior supports”), 

and providing direct PBIS Revisited 2 professional development and technical assistance to more than 

16,000 schools. Other Center activities include (a) web-based collection and dissemination of evidence-

based behavior practices and systems (www.pbis.org), (b) two national leadership and dissemination 

conferences (October Leadership Forum, and March partnership with the Association for Positive Behavior 

Supports), (c) three best-practices and systems “blueprints” (Implementation, Evaluation, and Professional 

Development), (d) numerous publications and professional presentations, and (e) school, district, and state 

implementation demonstrations.  
 

Misconception #1:  

“PBIS is an intervention or practice.” Although PBIS is comprised of research-based behavioral practices and 

interventions that have been shown to improve social behavior and academic achievement, PBIS is more 

accurately described as a “framework” or “approach” that provides the means of selecting, organizing 

and implementing these evidence-practices by giving equal attention to (a) clearly defined and 

meaningful student outcomes, (b) data-driven decision making and problem solving processes, and (c) 

systems that prepare and support implementers to use these practices with high fidelity and durability 
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POSITIVE BEHAVIORAL INTERVENTIONS AND SUPPORTS: HISTORY, DEFINING FEATURES, AND MISCONCEPTIONS 

George Sugai and Brandi Simonsen Center for PBIS &  

Center for Positive Behavioral Interventions and Supports 

 

Purpose  

Positive Behavioral Interventions and Supports (PBIS) has been defined, described, and studied ever since its 

introduction in the reauthorization of the Individuals with Disabilities Act (1997). The purpose of this paper is 

to revisit PBIS with respect to its history, defining practices and features, and supporting evidence-base. 

 

PBIS is an implementation framework that is designed to enhance academic and social behavior outcomes 

for all students by (a) emphasizing the use of data for informing decisions about the selection, 

implementation, and progress monitoring of evidence-based behavioral practices; and (b) organizing 

resources and systems to improve durable implementation fidelity.  

 

 

What is PBIS?  

Although initially established to disseminate evidence-based behavioral interventions for students with BD, 

the National TA Center on PBIS shifted focus to the school-wide behavior support of all students, and an 

emphasis on implementation practices and systems. As a result, PBIS is defined as a framework for 

enhancing the adoption and implementation of a continuum of evidence-based interventions to achieve 

academically and behaviorally important outcomes for all students (Sugai et al., 2000) As a “framework,” 

the emphasis is on a process or approach, rather than a curriculum, intervention, or practice. The 

“continuum” notion emphasizes how evidence- or research based behavioral practices are organized 

within a multi-tiered system of support, also called “response-to-intervention” (Sugai & Horner, 2009). Within 

this definition, the mutually beneficial relationship between academic and social behavior student success 

is highlighted (Chard, Harn, Sugai, & Horner, 2008; Sugai, Horner, & Gresham, 2002). Finally, the important 

supportive relationship between positive school- and classroom-wide culture and individual student success 

is emphasized.  

 

Misconception #2:  

“PBIS emphasizes the use of tangible rewards which can negatively affect the development of intrinsic 

motivation.” The PBIS framework includes practices that provide students with feedback on the accuracy 

and use of their social skills and behaviors, in the same manner that feedback is provided for successful and 

accurate academic performance. When new and/or difficult social skills are being acquired, more teacher 

and external feedback systems might be used to give students information about their social behavior. 

However, as students become more fluent in their use of social skills, external feedback systems are 

reduced and replace by more natural environmental and/or self-managed feedback (Akin-Little & Little, 

2009; Akin-Little, Eckert, Lovett, & Little, 2004). Although intrinsic motivation is difficult to conceptualize and 

measure from a behavior analytic perspective, little evidence exists to suggest that the use of positive 

reinforcement, rewards, acknowledgements, and recognition has negative effects on academic and 

social behavior achievement (Cameron, Bank, & Pierce, 2001; Cameron & Pierce, 2002; Cameron, 2005).  
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POSITIVE BEHAVIORAL INTERVENTIONS AND SUPPORTS: HISTORY, DEFINING FEATURES, AND MISCONCEPTIONS 

George Sugai and Brandi Simonsen Center for PBIS &  

Center for Positive Behavioral Interventions and Supports  

 

Purpose 

Positive Behavioral Interventions and Supports (PBIS) has been defined, described, and studied ever since its 

introduction in the reauthorization of the Individuals with Disabilities Act (1997). The purpose of this paper is 

to revisit PBIS with respect to its history, defining practices and features, and supporting evidence-base. 
 

PBIS is an implementation framework that is designed to enhance academic and social behavior outcomes 

for all students by (a) emphasizing the use of data for informing decisions about the selection, 

implementation, and progress monitoring of evidence-based behavioral practices; and (b) organizing 

resources and systems to improve durable implementation fidelity.  
 

Characteristics of PBIS  

The PBIS framework has a number of defining characteristics. First and foremost, student outcomes serve as 

the basis for practice selection, data collection, and intervention evaluations. These outcomes are (a) 

academic and social, (b) individual and small group, and (c) judged on their educational and social value 

and importance (McIntosh, Filter, Bennett, Ryan, & Sugai, 2010; McIntosh, Flannery, Sugai, Braun, & 

Cochrane, 2008).  

 

Second, rather than focusing on specific packaged or manualized interventions, the PBIS framework 

highlights specification and adoption of evidence- and research based practices that characterize 

packaged programs. These practices are organized to support students across (a) school-wide (e.g., 

teaching and acknowledging a small number of positively stated behavioral expectations, clear and 

distinctive definitions for rule violations, and data-decision rules), (b) non-classroom (e.g., active supervision, 

reminders, teaching setting-specific routines), (c) classroom (e.g., effective academic instruction, active 

supervision, high praise rates), and (d) individual student (e.g., function-based behavior intervention 

supports, explicit social skills instruction, wraparound processes) routines (Eber, Sugai, Smith, & Scott, 2002; 

Lewis & Sugai, 1999).  
 

Third, consistent with the response-to-intervention approach, PBIS is characterized by the establishment of a 

continuum of behavior support practices and systems (Sugai & Horner, 2009). These practices are unified 

with procedures for universal screening, continuous progress monitoring, team-based decision making rules 

and procedures, explicit monitoring of implementation fidelity, and local content expertise and fluency. In 

addition, the PBIS framework stresses the importance of embedded and continuous professional 

development, monitoring based on phase of implementation, and systems-based competence and 

supports (e.g., policy, leadership, funding) (Sugai, Horner, Fixsen, & Blase, 2010). 
 

 Finally, the effective, efficient, and relevant use of data or information to guide decision-making links the 

above characteristics. The collection, analysis, and use of data are considered essential for a number of 

PBIS purposes: (a) need clarification and priority, (b) matching of need and intervention or practice, (c) 

evaluation of research-base for practice selection, (d) student responsiveness and outcome impact, (e) 

intervention or practice fidelity, (f) social and ecological validity, and (g) implementation adjust for 

efficiency, effectiveness, and relevance (Lewis-Palmer, Sugai, & Larson, 1999).  

 

Misconception #3: 

 “PBIS is something new that was designed for students with disabilities.” The phrase “Positive Behavioral 

Interventions and Supports” was first coined in the reauthorization of the IDEA; however, the practices, 

principles, and systems that characterize PBIS have been described, studied and implemented since the 

early 1960s and 1970s (Carr, 2007; Carr et al., 2002; Sugai & Horner, 2002). PBIS is a marriage of behavioral 

theory, behavior analysis, positive behavior supports, and prevention and implementation science that has 

been developed to improve how schools select, organize, implement, and evaluate behavioral practices 

in meeting the needs of all students (Sugai et al., 2000) 
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POSITIVE BEHAVIORAL INTERVENTIONS AND SUPPORTS: HISTORY, DEFINING FEATURES, AND MISCONCEPTIONS 

George Sugai and Brandi Simonsen Center for PBIS &  

Center for Positive Behavioral Interventions and Supports 

  

 

 

Purpose  

Positive Behavioral Interventions and Supports (PBIS) has been defined, described, and studied ever since its 

introduction in the reauthorization of the Individuals with Disabilities Act (1997). The purpose of this paper is 

to revisit PBIS with respect to its history, defining practices and features, and supporting evidence-base. 

 

PBIS is an implementation framework that is designed to enhance academic and social behavior outcomes 

for all students by (a) emphasizing the use of data for informing decisions about the selection, 

implementation, and progress monitoring of evidence-based behavioral practices; and (b) organizing 

resources and systems to improve durable implementation fidelity.  

 

Impact and Evidence Base for PBIS 

Included in the 16,000 school teams that have been trained on the PBIS implementation framework 

(especially, tier 1 or primary prevention), are 3 states with more than 60% of schools involved in PBIS 

implementation, 9 states with more than 40%, and 16 states with more than 30%. This impact reflects efforts 

by state and district leadership teams to build capacity for sustaining and scaling up their implementation 

of PBIS. Schools that are effective in their implementation have (a) more than 80% of their students and staff 

who can indicate the desired positive behavioral expectations for a given school setting, (b) high rates of 

positive acknowledgements for contributing to a positive and safe school climate, (c) have more than 70-

80% of their students who have not experienced an office discipline referral for a disciplinary rule infraction, 

(d) a good idea about which students require more intensive behavior supports, and (e) systems for regular 

review of their school-wide behavior data to guide their PBIS action planning and implementation decision 

making (Lewis & Sugai, 1999; Sugai et al., 2000; Taylor Greene et al., 1997).  

 

In addition, since the 1980s, a number of experimental studies have documented the effectiveness of the 

PBIS framework at the school-wide level. This body of research supports improvements in problem 

disciplinary behavior, school climate, organizational health, student bullying behavior and peer 

victimization, and academic achievement (Bradshaw, Koth, Bevans, Ialongo, & Leaf, 2008; Bradshaw, Koth, 

Thornton, & Leaf, 2009; Bradshaw, Mitchell, & Leaf, 2010; Bradshaw, Reinke, Brown, Bevans, & Leaf, 2008; 

Horner et al., 2009; Horner, Sugai, & Anderson, 2010; Luiselli, Putnam, & Sunderland, 2002; Muscott, Mann, & 

LeBrun, 2008; Nelson et al., 2009; Pas, Bradshaw, & Mitchell, 2011; Sadler & Sugai, 2009; Simonsen et al., 2011; 

Simonsen, Fairbanks, Briesch, Myers, & Sugai, 2008; Waasdorp, Bradshaw, & Leaf, in press).  

 

Misconception #4:  

“PBIS is for behavior, and RtI is for academics.” RtI is best conceptualized as a framework for developing 

and implementing multi-tiered systems of academic and behavior support, and is comprised of (a) 

universal screening, (b) continuous progress monitoring, (c) continuum of evidence-based practices, (d) 

team driven data-based decision making, and (e) implementation fidelity evaluation (Sugai & Horner, 

2009). The PBIS framework is the application of RtI principles to the improvement of social behavior 

outcomes for all students. PBIS is often described as the “behavior side” of the RtI multi-tiered continuum; 

however, this description misrepresents the actual integrated implementation of behavior and academic 

supports (Sugai, Horner, Fixsen, & Blase, 2010).  

 

 

 

 



30 
 

 
ACTIVE IMPLEMENTATION FRAMEWORKS FOR PROGRAM SUCCESS 

Adopted from:  National Implementation Research Network at the Frank Porter Graham Child Development 

Institute:  Chapel Hill, North 

Carolina 

 

Overview 

The research to practice gap is a critical issue because children and families cannot benefit from services they 

don’t receive.  In 2005, the National Implementation Research Network released a monograph (Fixsen, 

Naoom, Blase, Friedman, & Wallace) that synthesized implementation research findings across a range of 

fields and developed four overarching frameworks, referred to as the Active Implementation Frameworks, 

based on these findings.   

 

Active Implementation Frameworks 
Implementation Stages - Conducting stage-appropriate implementation activities is necessary for 

successful service and systems change. 

 

 

Implementation Drivers – 

Developing core 

implementation 

components, referred to 

as Implementation 

Drivers, results in an 

implementation 

infrastructure that 

supports competent 

and sustainable service 

delivery. 

 

Organized, Expert Implementation Support – 

Implementation support can be provided externally through active 

purveyors and intermediary organizations or internally 

through Implementation Teams.  There is evidence that 

creating Implementation Teams that actively work to 

implement interventions results in quicker, higher-quality 

implementation. 

 

 

 

 

 

 

Policy-Practice Feedback Loops – Connecting policy to practice is 

a key aspect of reducing systems barriers to high-fidelity practice. 
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Stages of Implementation 
Exploration Stage 

The overall goal of the exploration stage is to examine the degree to which a particular model, program, or 

approach meets the community’s needs and whether implementation is feasible. In this first stage of 

implementation, communities must assess the goodness of fit between potential program models and the 

needs of the children and families they serve. Requirements for implementation must be carefully assessed 

and potential barriers to implementation examined. Involvement of key stakeholders and the 

development of program champions are key activities during this stage. A prerequisite for implementation 

is to ensure that core intervention components are identified and fully operationalized. Even with existing 

evidence-based and evidence-informed practices, more program development work might need to be 

done during the exploration stage before final implementation decisions can be made. 

 

Installation Stage 

The installation stage is often overlooked in implementation. Once a decision is made to adopt a program 

model, many structural and instrumental changes in a number of settings and systems must be made in order to 

initiate the new practices. Practical efforts to initiate the new program are central to the installation stage and 

include activities such as developing referral pathways, ensuring that financial and human resources are in 

place, and finding physical space or purchasing equipment and technology. Developing the competence of 

practitioners is a key component of this stage to ensure that programs are implemented with fidelity. 

 

Initial Implementation  

During the initial implementation stage, the new program model or initiative is put into practice.  Attempts to 

implement a new program or innovation often end or seriously falter during the installation stage or early in the 

initial implementation stage.  The key activities of the initial implementation stage involve strategies to promote 

continuous improvement and rapid cycle problem solving.  Using data to assess implementation, identify 

solutions, and drive decision making is a hallmark of this stage.  It is critical to address barriers and develop 

system solutions quickly rather than allowing problems to re-emerge and reoccur. 

 

Full Implementation  

Full implementation occurs as the new learning at all levels becomes integrated into practice, organization, 

and system settings and practitioners skillfully provide new services. The processes and procedures to 

support the new way of work are in place, and the system, although never completely stable, has largely 

been recalibrated to accommodate and, it can be hoped, fully support the new ways of work. The time it 

takes to move from initial implementation to full implementation will vary depending upon the complexity 

of the new program model, the baseline infrastructure, the availability of implementation supports and 

resources, and other contextual factors.  
 

Sustainability 

Sustainability planning and activities need to be an active component from the initial stages of 

implementation. To sustain an initiative, both financial and programmatic sustainability are required. 

Financial sustainability involves ensuring that the funding streams for the new practice are established, 

reliable, and adequate. Programmatic sustainability is related to ensuring that sustainable supports are 

in place to continue effective training, coaching, and performance assessment protocols; to measure 

fidelity and make data-driven decisions for continuous improvement; and to ensure that facilitative 

policy-making and procedural decisions continue to support full implementation. 
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Discussion Questions 

The following are questions to consider when conducting stage-based activities to support evidence-

based practices: 

•    How might stage-based work support PBIS implementation? 

•    How can the careful assessment and selection of PBIS interventions be supported? 

•    What role can fidelity and student outcome assessments play in PBIS programming? 

• How can issues of readiness and buy-in be assessed and addressed when implementing PBIS? 

• What types of stage-based data collection are important to consider before moving to the next 

stage? 
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Implementation Drivers 

The implementation drivers are the core components or building blocks of the infrastructure needed to 

support practice, organizational, and systems change. There are three types of implementation drivers 

and when used collectively, these drivers ensure high-fidelity and sustainable program implementation: 

competency drivers, organization drivers, and leadership drivers. 

1.  Competency Drivers 

Competency drivers are mechanisms to develop, improve, and sustain practitioners’ and supervisors’ 

ability to implement a program or innovation to benefit children and families.  

A. Selection – Effective staffing requires the specification of required skills, abilities, and other model-

specific prerequisite characteristics.   

B. Training—Trainers need to learn when, how, and with whom to use new skills and practices. Training 

should provide knowledge related to the theory and underlying values of the program, use adult 

learning theory, introduce the components and rationales of key practices, provide opportunities to 

practice new skills to meet fidelity criteria, and receive feedback in a safe and supportive training 

environment. 

C. Coaching—Most new skills can be introduced in training but must be practiced and mastered on the 

job with the help of a coach. Districts should develop and implement service delivery plans for 

coaching that stipulate where, when, with whom, and why coaching will occur; use multiple sources 

of data to provide feedback to practitioners including direct observation; and use coaching data 

to improve practice and organizational fidelity. 

D. Performance Assessment—Evaluation of staff performance is designed to assess the application and 

outcomes of skills that are reflected in selection criteria, taught in training, and reinforced in 

coaching. Districts should develop and implement transparent staff performance assessments, use 

multiple sources of data to assess performance, institute positive recognition so assessments are 

seen as an opportunity to improve performance, and use performance assessment data to improve 

practice and organizational fidelity. 

 

    2.     Organization Drivers 

Organization drivers intentionally develop the organizational supports and systems interventions needed to 

create a hospitable environment for new programs and innovations by ensuring that the competency drivers 

are accessible and effective and that data are used for continuous improvement.  

A. Decision-Support Data Systems— Data are used to assess key aspects of overall performance of an 

organization and support decision making to ensure continuing implementation of the intervention 

over time. Decision-support data systems include quality assurance data, fidelity data, and outcome 

data. Data need to be reliable, reported frequently, built into practice routines, accessible at 

actionable levels, and used to make decisions. 

B. Facilitative Administration— Administrators provide leadership and make use of a wide range of 

data to inform decision making, support the overall processes, and keep staff organized and 

focused on the desired innovation outcomes. Districts should ensure leadership is committed and is 

available to address challenges and create solutions, develop clear communication protocols 

and feedback loops, adjust and develop policies and procedures to support the new way of work, 

and reduce administrative barriers. 

C. Systems Interventions—These are strategies to work with external systems to ensure the availability of 

financial, organizational, and human resources required to support the work of practitioners. The 

alignment of external systems to support the work is a critical aspect of implementation. 

3. Leadership Team Drivers 

The use of the Leadership Driver in the context of active implementation focuses on leadership approaches 

related to transforming systems and creating change. 
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A. Technical challenges are those characterized by pretty clear agreement on a definition of the dimensions of 

the problem at hand.  We can be reasonably certain that given the agreed upon problem and the dimension 

of the problem, if we engage in a relevant set of activities we will arrive at a solution – not necessarily quickly or 

easily but the challenge and path to a solution are largely known. Technical challenges can be managed. The 

leader can form a team, make a plan, make decisions, hold people accountable and execute the solution. 

B Adaptive challenges are characterized by the definition of the problem being much less clear, and the 

perspectives on the “issue” at hand differ among stakeholders.  Viable solutions and implementation pathways 

are unclear and defining a pathway for the solution requires learning by all. This “all” means that the primary 

locus of responsibility is not a single entity or person. These types of challenges require a different type of 

leadership and often require leadership at many levels. 

• Getting on the balcony - Stepping out of the fray to see the key patterns and the bigger picture. 

Leaders also need to recognize the patterns of work avoidance and the potential for conflict. 

• Identifying the adaptive challenge - Putting the unspoken issues out on the table. It also involves 

recognizing the challenges to and uncomfortable changes that may be required in values, practices 

and relationships. 

• Regulating distress - Creating a safe environment for challenges to be discussed, and creating a space 

for diversity of opinion, experiences, and values as well as the opportunity to challenge assumptions. 

Stress is accepted, tolerated, and regulated by the leader. 

• Maintaining disciplined attention - Being aware of patterns of behavior that indicate that there is a 

purposeful or unconscious attempt to avoid disturbing or difficult issues. These patterns and behaviors 

can show up as scapegoating or blaming others; denying that the problem exists or is truly problematic; 

or diverting attention by focusing on technical issues. 

• Giving the work world back - Creating conditions that help people take greater responsibility for the 

work of change, including defining and solving the problems. The leader supports staff rather than 

directing or controlling them. Giving the work back to the people also requires instilling and expressing 

confidence in others so that they will take risks, and backing them up when they make mistakes.  

• Protecting all voices - Relying on others to raise questions about adaptive challenges and provide 

support and protection for employees who identify internal conflicts in the organization. This includes 

providing a legitimate space for those who constructively disagree. 

Discussion Questions 

The following are questions to consider when installing implementation drivers to support evidence-based 

practices: 

• How are the implementation drivers relevant to PBIS implementation? 

• Within your organization, which drivers have your program given the most and least attention to? Why? 

• How can the drivers framework improve the implementation infrastructure of PBIS in your organization? 
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Expert Implementation Teams 

 

Traditional approaches to disseminating and implementing evidence-based and evidence-informed 

practices for children and families have not been successful in closing the research-to-practice gap. In 

extensive reviews of the dissemination and diffusion literature (Greenhalgh, Robert, MacFarlane, Bate, & 

Kyriakidou, 2004; Hall & Hord, 2011), past efforts to support implementation have been characterized as 

“letting it happen” or “helping it happen”(Greenhalgh et al., p. 593). Approaches that let 

implementation happen leave it to agency administrators, practitioners, and policymakers to make use 

of research findings on their own. Approaches that help it happen provide manuals or Web sites to help 

implementation happen in real world settings. Both of these approaches have been found to be 

insufficient for promoting the full and effective use of innovations (Balas & Boren, 2000; Clancy,2006). 

Greenhalgh et. al. (2004) identified a new category they called “making it happen,” (p. 593) in which 

expert implementation teams can play a role in using evidence-based strategies to actively support 

implementation of a new innovation or initiative. 

Implementation teams provide an internal support structure to move selected programs and 

practices through the stages of implementation in systemic change. The teams focus on: 

 

1. Increasing “buy-in” and readiness 

2. Installing and sustaining the implementation infrastructure 

3. Assessing fidelity and outcomes 

4. Building linkages with external systems 

5. Problem-solving and sustainability 

 

 

An advantage of relying on implementation teams is that the team collectively has the knowledge, 

skills, abilities, and time to succeed. Collectively, the core competencies of the implementation team 

include:  knowledge and understanding of the selected intervention and its linkages to outcomes; 

knowledge of implementation science and best practices for implementation; and applied 

experience in using data for program improvement. 

 

 

Implementation teams might actively work with external experts of evidence-based practices and 

programs in PBIS. PBIS experts represent a group of individuals very knowledgeable about the innovation who 

actively work to help others implement the new innovation with fidelity and good effect. PBIS experts are often 

affiliated with researchers and training and technical assistance centers.  

 

Discussion Questions 

The following are questions to consider when creating teaming structures to support evidence-based practices 

in organizations:  

 

• How might communities of practice help implementation efforts in your organization? 

• How can frontline staff be included in implementation decision making? 

• What might be the benefits a ground-up approach to program implementation? 
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Improvement Cycles:  Policy-Practice Feedback Loops 
 

Connecting policy to practice is a key aspect of reducing early childhood systems barriers to high-fidelity 

implementation.  There must be good policy to enable good practice, but practice must also inform policy.  

Frequently early childhood practitioners experience barriers to service delivery that can be solved only at the 

policy level. There needs to be a system in place that ensures practice experiences are being fed back to the 

policy level to inform decision making and continuous improvement. 

Policy–practice feedback loops are one type of improvement cycle and, therefore, follow the Plan, Do, Study, 

Act cycle (Deming, 1986; Shewhart,1931) that signifies all improvement cycles. 

 

 

• Plan—Specify the plan that helps move service and interventions forward 

• Do—Focus on facilitating the implementation of the plan 

• Study—Develop assessment to understand how the plan is working 

• Act—Make changes to the next iteration of the plan to improve implementation 

 

 

Policy-practice feedback loops demonstrate the Plan, Do, Study, Act cycle on a larger scale where moving 

through the cycle takes longer than when the Plan, Do, Study Act is happening at one level of the system. 

 

 

Effective policy-practice feedback loops must be institutionalized into the agency’s way of work to ensure that 

change happens on purpose.  New practices do not fare well in existing organizational structures and systems.  

Too often, effective interventions are changed to fit the system, as opposed to the existing system changing to 

support the effective interventions.  Embedded policy-practice feedback loops promote system change to 

support service change.   

 

The following are questions to consider when instituting Policy-Practice Feedback Loops to support evidence-

based practices in organizations: 

 

• How can formal, transparent, and regular methods for hearing from the practice level about what’s 

working in the organization – and then moving information up the system and back down – support 

effective implementation of evidence-based practices such as PBIS? 

• What are the next right steps in creating a more hospitable policy, funding, and regulatory environment 

for PBIS to thrive?  
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PBIS PROMISE 
 

 

 

 

 

 

The inspirational, motivational messages inside Dove candy wrappers can give serve as a positive affirmation 

when implementing PBIS.   

 

Directions: 

 Read your Dove Promise wrapper. 

 Make a connection to the saying on the wrapper and implementing PBIS. 

 Acknowledge everyone’s “promises” and eat your chocolate! 

 Be careful of romantic and lustful saying on the red wrapped Dove Promises 

 

Examples of Sayings Found on Wrappers 

 

Listen to your heart and dance.  

Laughter is the music of the soul. 

Get out there and make your dreams happen.  

Every cloud doesn't mean a storm. 

Happiness is celebrating the little things. 

Life is a work of art designed by the one who lives it. 

The best ideas come after you think you've run out of them. 

Trust is the most valuable thing you'll ever earn. 

One little smile can fill the room with sunshine 

Footprints on the sands of time are not made by sitting down. 

Push yourself to notice the extraordinary in the ordinary 

Climb high, climb far, your goal the sky, you aim, the stars. 

Go easy on yourself 

Little things can make big differences. 
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POLL EVERYWHERE 

 
 

 

 

On the surface, Poll Everywhere is a simple application that works well for live audiences using mobile devices 

like phones. People participate by visiting a fast mobile-friendly web page for your event, sending text 

messages, or using Twitter. Instructions are displayed on-screen. The poll that is embedded within the 

presentation or web page will update in real time. Advanced uses include texting comments to a presentation, 

texting questions to a presenter, responding via the web, and SMS interactivity in print, radio, and TV. 

 

How does it work? 

1. Ask your audience a question with the Poll Everywhere app 

a. Multiple Choice Poll 

b. Free Response Poll 

c. True or False Poll 

d. Clickable Images Poll 

e. Q/A Brainstorm 

2. Audience answers in real time using mobile phones, Twitter, or web browsers. 

a. SMS text voting 

b. Web voting 

c. Customize the voting experience 

3. See your response live on the web or in a PowerPoint presentation 

 

Visit www.polleverywhere.com  and sign up. The free account includes 25 responses per poll. If you would like 

more respondents per poll or the ability to automatically generate reports/grading of the submitted responses 

there are paid subscriptions that have these capabilities and more.  

 

This “Getting Started with Poll Everywhere” YouTube video walks you through all of the capabilities as well as 

setting up your account: https://www.youtube.com/watch?v=cqBnXCy_tcU 

 

 

 

                                

 

 

 

 

 

 

 

 

http://www.polleverywhere.com/
https://www.youtube.com/watch?v=cqBnXCy_tcU
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QUOTABLES 

 

 

 

 

 
Incorporating inspirational quotes is a great way to get your group motivated, thinking critically, and discussing 

deeply. Inspirational quotes are also an effective way to directly teach character traits and life skills that need 

to be reinforced.  

 

Four ways to use quotes: 

1. Display them in groups as a motivational wall. 

2. Use them as writing prompts. 

3. Use them as discussion starters. 

4. Use them for each “STEP OF IMPLEMENTATION. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



40 
 

ROLLING OUTCOMES/REFLECTION ROLLS 
A closing process for team reflection using sentence starters correlated to the number that is rolled on the dice. 

 

 

Directions 

 Individually or group rolls the die 

 Each number on the die is associated with a sentence starter crafted to address rational and 

experiential outcomes 

 A reflective response is given  

 

This activity can also be used for an opening activity using the following: 

1 We’re excited to share… 

2 Something new we hope to learn… 

3 We would like to have a deeper understanding of … 

4 We’d like to feel … 

5 We want to experience… 

6 We are hoping to leave today with… 

 

Example of sentence starters for a closing activity: 

1 A connection I made…. 

2 Something I’ll use…. 

3 I understand…. 

4 I’d like to know…. 

5 I’m excited about…. 

6 I have enjoyed…. 
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SAY SOMETHING 

 

This strategy allows for frequent “mini-bursts” of conversations built into the professional development reading 

activity. Per your directions, learners stop after every stanza, paragraph, section, or set number of pages to 

have dialogue about what they have just read. They can clear up any confusion, talk about a point that they 

found powerful, talk about a point that they question, etc.    

 

 

 

When using this strategy, adult learners should work in pairs or triads; either one person reads each section 

aloud, then “says something” to the group that others then respond to, or all learners can read silently and a 

designated person must start the Say Something process. Post and review the directions/rules below before 

beginning.  

  

 

 

Rules for Say Something: 

1. With your partner(s), decide who will say something first.  

2. When you say something, do one or more of the following: 

 a. Ask a question  

b. Clarify something you misunderstood  

c. Make a comment  

d. Make a connection  

e. State something you found important  

3. If you can’t do one of these five things, then you need to reread.  

4. Your partner should comment on what you have shared, by doing one of the following:  

a. Answering your question or asking a follow-up question  

b. Making an additional comment or connection  

c. Help clarify understanding the content/meaning 
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SELF-REFLECTION 

 

 

 

“By three methods we may learn wisdom:  First by reflection, which is the noblest; Second, by imitation, which is 

the easiest; and third by experience, which is the bitterest. 

-Confucius 

 

“Follow effective action with quiet reflection. From the quiet reflection will come even more effective action.” 

-James Levin 

Learning without reflection is a waste, reflection without learning is dangerous. 

Confusious 

 

Opportunities for Self-Reflection with Self-Assessment Surveys 

 Team (Compass Points and Meeting Minutes) 

 School (Self-Assessment Survey) 

 Classroom (Classroom Evidence-based Practices Self-Assessment Survey) 

 Coaching (Skills and Functions Self-Assessment Survey)  
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SHAPING YOUR UNDERSTANDING 

 

 

Using a play on words for shapes, three reflection questions are addressed: 

 

TRIANGE:  Three most important points are…. 

SQUARE:  Four things I am squared away with are…. 

CIRCLE:  One thing that keeps circling around in my head is…. 

 

Recommendation 
 Circle responses from the group can later be placed on the CBAM Ladder. 

 Use after Concept Mastery Routine when Defining the Role of the Coach: 
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TRAVEL PARTNERS 

 
Find a different person for each travel stamp.  Write down each others name on the 

stamp and fill in the information about the person.  You will meet up with your travel 

parnters throughout the day to process, share and discuss information. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 
 

 

 

 

 

 

Name: 

Position: 

Favorite Place to Travel: 

Dream Vacation: 

Name: 

Position: 

Favorite Place to Travel: 

Dream Vacation: 

Name: 

Position: 

Favorite Place to Travel: 

Dream Vacation: 



45 
 

WORLD CAFÉ METHOD 

 

 

 

 

The World Café methodology is a simple, effective, and flexible format for hosting large group dialogue. 

World Café can be modified to meet a wide variety of needs. Specifics of context, numbers, purpose, location, 

and other circumstances are factored into each event’s unique invitation, design, and question choice, but 

the following five components comprise the basic model: 

1) Setting: Create a “special” environment, most often modeled after a café, i.e. small round tables covered 

with a checkered or white linen tablecloth, butcher block paper, colored pens, a vase of flowers, and optional 

“talking stick” item. There should be four chairs at each table (optimally) – and no more than five. 

2) Welcome and Introduction: The host begins with a warm welcome and an introduction to the World Café 

process, setting the context, sharing the Cafe Etiquette, and putting participants at ease. 

3) Small Group Rounds: The process begins with the first of three or more twenty minute rounds of conversation 

for the small group seated around a table. At the end of the twenty minutes, each member of the group 

moves to a different new table. They may or may not choose to leave one person as the “table host” for the 

next round, who welcomes the next group and briefly fills them in on what happened in the previous round. 

4) Questions: each round is prefaced with a question specially crafted for the specific context and desired 

purpose of the World Café. The same questions can be used for more than one round, or they can be built 

upon each other to focus the conversation or guide its direction. 

5) Harvest: After the small groups (and/or in between rounds, as needed), individuals are invited to share 

insights or other results from their conversations with the rest of the large group. These results are reflected 

visually in a variety of ways, most often using graphic recordings in the front of the room. 
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Educational and Community Supports (ECS) is a research unit within the University of Oregon’s College of 

Education.  ECS focuses on the development and implementation of practices resulting in positive, durable, 

and scientifically substantiated change in the lives of individuals.  ECS engages in federal and state funded 

projects focused on PBIS to support research, teaching, dissemination, and technical assistance. 

PBIS Applications is a series of educational tools created within ECS and related to the implementation of multi-

tiered systems of support (MTSS).  The PBIS Application tools (SWIS, CICO-SWIS, I-SWIS, PBIS Assessment, and PBIS 

Evaluation) have been utilized in more than 25,000 schools domestically and internationally.  PBIS Applications 

houses tools designed to support evidence-based practices for creating a positive, safe, and effective learning 

environment for children and adults. 

 

 

SWIS:  Decision-System for Student Outcome Data 

PBIS Assessment: Decision System for Monitoring Fidelity 

PBIS Evaluation:  System-wide Aggregation of Outcome and Fidelity Data 
 
 

 

 

School-wide Information System (SWIS) 
 

I-SWIS Tertiary-intensive, individualized 5% of student population 

CICO-SWIS Secondary-targeted group 15% of student population 

SWIS Universal-primary prevention provided to all students’ effective for approximately 80% of the 

student population 

 

Monitoring Fidelity   
 

PBIS Assessment includes surveys for research, for annual assessment and for progress monitoring of SWPBIS.  

Each survey is designed to meet the data requirements of SWPBIS usage in schools.  

Current surveys available are: 

 Benchmarks for Advanced Tiers (BAT) 

 Benchmarks of Quality (BoQ) 

 Early Childhood Benchmarks of Quality (ECBoQ) 

 Individual Student Systems Evaluation Tool (ISSET) 

 Monitoring Advanced Tiers Tool (MATT) 

 School Climate Survey 

 School Safety Survey (SSS) 

 School-wide Evaluation Tool (SET) 

 Self-Assessment Survey (SAS) 

 Team Implementation Checklist (TIC) 

 Tiered Fidelity Inventory (TFI)  

 

  

 

 

 

 

https://www.pbisapps.org/Applications/Pages/PBIS-Assessment-Surveys.aspx#bat
https://www.pbisapps.org/Applications/Pages/PBIS-Assessment-Surveys.aspx#boq
https://www.pbisapps.org/Applications/Pages/PBIS-Assessment-Surveys.aspx#ecboq
https://www.pbisapps.org/Applications/Pages/PBIS-Assessment-Surveys.aspx#isset
https://www.pbisapps.org/Applications/Pages/PBIS-Assessment-Surveys.aspx#matt
https://www.pbisapps.org/Applications/Pages/PBIS-Assessment-Surveys.aspx#scs
https://www.pbisapps.org/Applications/Pages/PBIS-Assessment-Surveys.aspx#sss
https://www.pbisapps.org/Applications/Pages/PBIS-Assessment-Surveys.aspx#set
https://www.pbisapps.org/Applications/Pages/PBIS-Assessment-Surveys.aspx#sas
https://www.pbisapps.org/Applications/Pages/PBIS-Assessment-Surveys.aspx#tic
https://www.pbisapps.org/Applications/Pages/PBIS-Assessment-Surveys.aspx#tfi
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Getting PBIS Assessment   

Step 1: Identify the Coordinator Role 

Each school subscribing to PBIS Assessment starts by connecting with a local PBIS Assessment coordinator. The 

coordinator is trained in the use of PBIS Assessment and how to administer all of the surveys. Contact one today 

to get started with PBIS Assessment. 

If there isn’t a coordinator near your school, we encourage you to identify someone within your district to 

become a coordinator. In this role, coordinators agree to: 

1. Assist schools/districts/states to develop an evaluation plan for assessing the fidelity of PBIS 

implementation. 

2. Schedule times for schools to conduct surveys. 

3. Enter survey data for the SET and/or ISSET. 

4. Train school personnel how to enter survey data including the TFI, TIC, SAS, BoQ, ECBoQ, SSS, MATT, and 

BAT. 

5. Coach school teams how to use data from PBIS Assessment for decision making and action planning. 

If you or someone from your district is interested in becoming a PBIS Assessment coordinator for your school, 

complete the Local Coordinator Information Form and submit the form to accounts@pbisassessment.org.  

 

Licensing? 

PBIS Assessment is free for every school interested in collecting survey data for their building. There is no license 

agreement required to activate your PBIS Assessment account. Simply contact your coordinator and ask to get 

started with PBIS Assessment.  

 

 

Getting PBIS Evaluation 

 
PBIS Evaluation is available to any district, region, or state 

with a SWPBIS leadership team actively engaged in PBIS 

implementation. If your team is interested in an account for 

your data evaluation needs, please review the Introduction 

to PBIS Evaluation on www.pbisassessment.org                                                                                                                                                                                                                                                                                                                                                               

                                                                                                                         

                                                                                                                     

 

 

 

 

https://www.pbisapps.org/Applications/Pages/Find-a-Facilitator-or-Coordinator.aspx
https://www.pbisapps.org/Resources/SWIS%20Publications/Local%20PBIS%20Coordinator%20Information%20Form.rtf
mailto:accounts@pbisassessment.org
https://www.pbisapps.org/Resources/SWIS%20Publications/Introduction%20to%20PBIS%20Evaluation.pdf
https://www.pbisapps.org/Resources/SWIS%20Publications/Introduction%20to%20PBIS%20Evaluation.pdf
http://www.pbisassessment.org/
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PBIS Annual Assessment and 

Progress Monitoring Tools 
www.pbisapps.org 

PBIS Application Login 

User Name:  _____________________________ 

Password:  ______________________________ 

School:  

Administrator:  

PBIS Site Coach:  

District Support Coach: 

Fall  

Open/Close Date 

Winter  

Open/Close Date 

Spring  

Open/Close Date 

Self-Assessment Survey (SAS) 

The SAS is an annual assessment used to 

identify the staff perception of the 

implementation status and improvement 

priority for school-wide, classroom, non-

classroom and individual student systems. 

Results of the SAS are effective in 

identifying staff priorities for Action 

Planning.     

All school staff are encouraged to take 

the survey in PBIS Assessment, with at least 

80% recommended for reliable results.    

   

Tiered Fidelity Inventory (TFI) 
 

The TFI gives teams a single, efficient, 

valid, reliable survey to guide 

implementation and sustained use of 

SWPBIS. The TFI is completed by a school 

team with a PBIS District Support Coach to 

measure the extent to which school 

personnel apply the core features of 

SWPBIS at all three tiers.  

 

Before Inventory Assessment: Define & 

schedule personnel, review existing fidelity 

and impact data, and obtain relevant 

permanent products. Conduct a building 

walkthrough to identify data related to 

the school-wide acknowledgement 

system.  

During Inventory Assessment: For each 

item review purpose, data sources, and 

standard. All team members vote to 

whether the item is not implemented, 

partially implemented, or fully 

implemented. The majority vote is 

recorded following an opportunity for 

discussion. Data are recorded on 

pbis.assessment.org  

 After Inventory Assessment: At least one 

item is identified for active action planning 

to improve or sustain implementation. 

  
TFI Walkthrough 

(two hours with 

team) 

 

http://www.pbisapps.org/


4 
 

 



5 
 

SWIS 5.0 BEHAVIORAL DEFINITIONS 
The office referral categories available in SWISTM are listed with specific definitions for problem behaviors, 

locations, possible motivation, others involved and administrative decisions.  All categories listed in the referral 

form definitions are available for SWISTM referral entries.   

SWISTM Office Referral Definitions 

 

Major Problem 

Behavior 
Definition 

Abusive Language/ 

Inappropriate 

Language/ Profanity  

(Inappropriate 

Language) 

Student delivers verbal messages that includes swearing, name calling, or use of 

words in an inappropriate way. 

Arson 

(Arson) 
Student plans and/or participates in malicious burning of property. 

Bomb Threat/  

False Alarm 

(Bomb) 

Student delivers a message of possible explosive materials being on-campus, near 

campus, and/or pending explosion. 

Bullying 

(Bullying) 

The delivery of direct or technology-based messages that involve intimidation, 

teasing, taunting, threats, or name calling.  

Minor Problem Behavior Definition 

Defiance/ Insubordination/  

Non-Compliance  

(M-Defiance) 

Student engages in brief or low-intensity failure to follow directions or talks 

back. 

Disrespect 

(M-Disrespect) 
Student delivers low-intensity, socially rude or dismissive messages to adults or 

students. 

Disruption 

(M-Disruption) 
Student engages in low-intensity, but inappropriate disruption. 

Dress Code 

Violation 

(M-Dress) 

Student wears clothing that is near, but not within, the dress code guidelines 

defined by the school/district. 

Inappropriate Language 

(M-Inappropriate Language) 
Student engages in low-intensity instance of inappropriate language. 

Other 

(M-Other) 

Student engages in any other minor problem behaviors that do not fall within 

the above categories. 

Physical Contact/ Physical 

Aggression 

(M-Contact) 

Student engages in non-serious, but inappropriate physical contact. 

Property Misuse 

(M-Property Misuse) 
Student engages in low-intensity misuse of property. 

Tardy 

(M-Tardy) 
Student arrives at class after the bell (or signal that class has started). 

Technology Violation 

(M-Tech) 

Student engages in non-serious, but inappropriate (as defined by school) use 

of cell phone, pager, music/video players, camera, and/or computer. 
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Major Problem 

Behavior 
Definition 

Defiance/ 

Insubordination/  

Non-Compliance  

(Defiance) 

Student engages in refusal to follow directions or talks back. 

Disrespect 

(Disrespect) 
Student delivers socially rude or dismissive messages to adults or students. 

Disruption 

 

(Disruption) 

Student engages in behavior causing an interruption in a class or activity. Disruption 

includes sustained loud talk, yelling, or screaming; noise with materials; horseplay or 

roughhousing; and/or sustained out-of-seat behavior.  

Dress Code Violation 

(Dress) 
Student wears clothing that does not fit within the dress code guidelines practiced by 

the school/district. 

Fighting 

(Fight) Student is involved in mutual participation in an incident involving physical violence. 

Forgery/ 

Theft/Plagiarism 

(Theft) 

Student is involved by being in possession of, having passed on, or being responsible 

for removing someone else's property; or the student has signed a person’s name 

without that person’s permission, or claims someone else’s work as their own. 

Harassment 

(Harass) 

The delivery of disrespectful messages in any format related to gender, ethnicity, sex, 

race, religion, disability, physical features, or other protected class. 

Inappropriate Display 

of Affection 

(Inapp Affection) 
Student engages in inappropriate, consensual (as defined by school) verbal and/or 

physical gestures/contact, of a sexual nature to another student/adult.  

Inappropriate 

Location/ Out of 

Bounds Area 

(Out Bounds) 

Student is in an area that is outside of school boundaries (as defined by school). 

Lying/Cheating 

(Lying) 
Student delivers message that is untrue and/or deliberately violates rules. 

Other Behavior  

(Other) Student engages in problem behavior not listed.   

Physical Aggression 

(PAgg) 

 

Student engages in actions involving serious physical contact where injury may occur 

(e.g., hitting, punching, hitting with an object, kicking, hair pulling, scratching, etc.). 

Property 

Damage/Vandalism 

(Prop dam) 

Student participates in an activity that results in destruction or disfigurement of 

property. 

Skip class 

(Skip) 
Student leaves or misses class without permission. 

Tardy 

(Tardy) 

Student is late (as defined by the school) to class or the start-up of the school day 

(and Tardy is not considered a minor problem behavior in the school). 

Technology Violation 

(Tech) 

Student engages in inappropriate (as defined by school) use of cell phone, pager, 

music/video players, camera, and/or computer. 

Truancy 

(Truancy) 
Student receives an ‘unexcused absence’ for ½ day or more.  
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Major Problem 

Behavior 
Definition 

Use/Possession of 

Alcohol 

(Alcohol) 

Student is in possession of or is using alcohol.  

Use/Possession of 

Combustibles 

(Combust) 

Student is/was in possession of substances/objects readily capable of causing bodily 

harm and/or property damage (matches, lighters, firecrackers, gasoline, lighter fluid). 

Use/Possession of 

Drugs 

(Drugs) 

Student is in possession of or is using illegal drugs/substances or imitations. 

Use/Possession of 

Tobacco 

(Tobacco) 

Student is in possession of or is using tobacco. 

Use/Possession of 

Weapons 

(Weapons) 

Student is in possession of knives (> 6 in., < 6 in.) and guns (real or look alike), or other 

objects readily capable of causing bodily harm. 

 

 

Custom Fields 
SWIS allows schools to use custom fields to more clearly define 

categories within their data.  Examples are listed below. 

Custom Fields 

Explanation 

Categories: The additional information to be collected 

Labels: The drop-down items to be available 

Custom Fields Demo 
Category: Hallway 

Labels:  East Wing, West Wing, Breezeway 

 

Custom Fields Demo 
Category: Bullying 

Labels: Threats, Name Calling, Teasing/Taunting 
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Locations Definition 

Art Room 

(Art) 
The area used for art classes and activities. 

Bathroom/Restroom 

(Bathroom) 
Areas used by students for taking care of personal needs. 

Bus 

(Bus) 
The area inside the bus. 

Bus Loading Zone 

(Bus zone) 
The area used for bus loading and unloading. 

Cafeteria 

(Café) 
The area used for breakfast and lunch. 

Classroom 

(Class) 
Areas used for instructional purposes. 

Commons/Common 

area  

(Common) 

Areas shared by students and staff for specific activities. 

Computer Lab 

(Comp) 
Area used for group computer classes and activities. 

Gym 

(Gym) 
Areas used for physical education activities. 

Hallway/Breezeway   

(Hall) 
Areas designated for passing from one activity/class to another. 

Library 

(Library) 
The area designated for research and study. 

Locker Room 

(Locker room) 

The area used by students to prepare for and completing physical education 

classes and/or sporting events. 

Music Room 

(Music room) The area used by students for music activities (e.g., music class, choir, band) 

Off-Campus An area beyond the property boundary of the school and not affiliated with 

a school activity.  

Office 

(Office) The area used by school staff for primary school business and management. 

Other Location 

(Other) The location for problem behavior event occurs in a location that is not listed 

Parking Lot 

(Park lot) Areas used for parking vehicles during school hours. 

Playground 

(Playground) The outside area used for recess breaks. 

Special Event/ 

Assembly/Field Trip 

(Special event) 

Areas used for infrequent activities that occur in and/or out of school. 

Stadium Area used for athletic/special events. 

Unknown Location 

(Unknown) 
The location of problem behavior event is not known or undetermined. 

Vocational Room 

(Voc Rm) 
The area of a school used for vocational classes and activities. 
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Perceived Motivation 

 

Definition 
Avoid Adult 

(Avoid a) 
Student engages in problem behavior(s) to get away from adult(s). 

Avoid Peer(s) 

(Avoid p) 

Student engages in problem behavior(s) to get away from/escape 

peer(s). 

Avoid Tasks/Activities 

(Avoid task) 

Student engages in problem behaviors(s) to get away/escape from tasks 

and/or activities. 

Obtain Adult Attention 

(Ob a attn) 
Student engages in problem behavior(s) to gain attention of adult(s). 

Obtain items/Activities 

(Ob itm) 
Student engages in problem behavior(s) to gain items and/or activities. 

Obtain Peer Attention 

(Ob p attn) 
Student engages in problem behavior(s) to gain attention of peer(s). 

Other 

(Other) 

Possible motivation for referral is not listed above. Staff using this area will 

specify the possible motivation for this student’s problem behavior. 

Unknown Motivation 

(Unknown) 
Student engages in problem behavior(s) for unclear reasons. 

Others Involved Definition 

None 

(None) 
Student engages in problem behavior incident alone. 

Other 

(Other) 
Student engages in problem behavior with person not listed above. 

Peers 

(Peers) 
Student engages in problem behavior incident with peer(s). 

Staff 

(Staff) 
Student engages in problem behavior incident with staff. 

Substitute 

(Substitute) 
Student engages in problem behavior incident with substitute. 

Teacher 

(Teacher) 
Student engages in problem behavior incident with teacher. 

Unknown 

(Unknown) 
It is unclear if any others were involved in incident. 

 

 

 

Restraint/Seclusion 

 

Definition  

None (Default) No restraint or seclusion was used.  

Restraint 
Any measure or condition used to immobilize or reduce the ability of a 

student to move his or her torso, arms, legs, or head freely.  

Restraint & Seclusion The use of both restraint and seclusion.  

Seclusion 
The involuntary confinement of a student alone in a room or area from 

which the student is physically prevented from leaving.  

Definitions based on documentation from the U.S. Department of Education on Restraint and 

Seclusion. 
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Action Taken 

 

Definition 

Alternative Placement 

(Alt Placement) 

Consequence for referral results in student being placed in a different 

educational setting 

Bus Suspension 

(Bus susp) 

Consequence for referral results in 1-3 day period when student not 

allowed on the bus. 

Community Service 

(Comm svc) 

Consequence for referral results in involvement in community service 

activities or projects. 

Conference with Student 

(Conf) 

Consequence for referral results in student meeting with administrator, 

teacher, and/or parent (in any combination). 

Expulsion 

(Expul) 

Consequence for referral results in student being dismissed from 

school for one or more days. 

Individualized Instruction 

(Intruct) 

Consequence for referral results in student receiving individualized 

instruction specifically related to the student’s problem behaviors. 

In-School Suspension 

(In-sch susp) 

Consequence for referral results in a period of time spent away from 

scheduled activities/classes during the school day. 

Loss of Privilege 

(Loss priv) 

Consequence for referral results in student being unable to 

participate in some type of privilege.    

Other Action Taken 

(Other) 

Consequence for referral results in administrative decision that is not 

listed.  Staff using this area will specify the administrative action taken. 

Out-of-School Suspension 

(Out-sch susp) 

Consequence for referral results in a 1-3 day period when student is 

not allowed on campus.  

Parent Contact 

(Parent) 

Consequence for referral results in parent communication by phone, 

email, or person-to-person about the problem. 

Restitution/Community 

Service 

(Restitution) 

Consequence for referral results in apologizing or compensating for 

loss, damage, or injury; community services. 

Additional Attendance/ 

Saturday School 

(Sat Sch) 

Consequence for referral results in student attending classes on a 

Saturday. 

Time in Office 

(Office) 

Consequence for referral results in student spending time in the office 

away from scheduled activities/classes. 

Time Out/Detention 

(Detent) 

Consequence for referral results in student spending time in a 

specified area away from scheduled activities/classes. 

 

Action Pending 

(Act Pen) 

Consequence for referral is pending. Referral will be modified when 

“action taken” is determined. 

Other 

(Other) 
Action taken not listed above. 

 
 
 
 
 
 



1 
 

PBIS 

 ROLLOUT 
 

I. BEFORE SCHOOL BEGINS 

Tasks to accomplish:  

 

 Establish a monthly PBIS School-wide Team meeting schedule for the year 

 

 Establish schedule for communicating/reporting/problem-solving with staff for the 

year 

 

 Establish schedule of celebrations/reinforcement activities 

 

 Plan for Staff Kick-off 

 

 Plan for Student Kick-off 

 

 Plan for Parent Kick-off 

 

 Plan for Bus Driver Kick-off 

 

 Plan for new student training 

 

 Plan for how School-wide Team will provide data to the staff/team managing 

Targeted & Intensive Interventions 
 
 

Activities to Conduct: 

 

 Conduct all Kick-offs 

 

 Administer staff & student Fall Training/Kick-off Evaluation 
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II. STAFF KICK-OFF 
 

 Celebrate commitment to student success-academic, social-emotional, & behavior 
 

 Highlight the research and “biggest idea” of PBIS 

 “Research is demonstrating schools make greater academic gains when they 

simultaneously build a school-wide positive social culture.” 

 “PBIS organizes adults and students to create a social culture in schools that will 

encourage positive behavior and interactions, while discouraging problem behaviors.  

This social culture will lead to a safer environment where students achieve 

academically and build positive relationships with each other and with adults.” 

 

 Explain how PBIS helps staff to build a school-wide positive social culture 

 Use of Effective Practices: 

 DEFINE-clear and concise definition of behavior expectations 

             TEACH-direct teaching of behavior expectations 

             REMIND-daily reminders & supervision, “the positive nag” 

             CELEBRATE-consistent acknowledgement of the expected behaviors 

             CORRECT-consistent correction of the problem behaviors 

 Use of Data  

 Continuous review of information/data-ODRs, attendance, etc. 

 Asking specific questions of the data-what, where, when, who, why, & how often to 

help guide school-wide intervention 

 

 Use of Systems of Support 

 Some students will require more support/intervention to be successful in our social 

culture 

 This additional support will be organized through three tiers of support - School-wide, 

Targeted, and Intensive  

 

ACTION PLANNING 

 

 Provide packet of materials for staff - Expectations, Teaching Matrix, Cool Tools, 

“Gotchas,” Major/Minor Office Discipline Referral Form & Definitions of Problems 

Behaviors (if applicable- Dismissal procedure, PBIS brochure/flyer) 
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III. STAFF EVALUATION AFTER ROLL-OUT (EXAMPLE:  FALL KICK OFF) 
 

Please respond to each statement.  Place survey in PBIS Box.  Thank you! 

 

SCALE: 4 = Strongly Agree 

  3 = Somewhat Agree 

  2 = Somewhat Disagree 

  1 = Strongly Disagree 

 

 

1. Fall training was well organized. 

 

1 2 3 4 

 

2. Fall training used effective examples to teach expected behavior. 

 

 1 2 3 4 

 

3. I was clear on what was expected of me during fall training. 

 

 1 2 3 4 

 

4. Fall training had a positive effect on student behavior. 

 

 1 2 3 4 

 

5. We should plan on a fall training next year. 

 

 1 2 3 4 
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IV. STUDENT KICK-OFF 
 

 Discuss with students the goal of creating a positive school culture 

 “This year, we are going to work together to really build a positive culture here in our 

school.  We want to make sure students interact with each other with respect, and 

adults interact with students with respect.  So, we are going to teach you what is 

expected of you here at school AND we are going to tell you what you can expect 

from us.  For instance, we are going to celebrate much more regularly when students 

meet our school-wide expectations and we are going to point out when they are not 

meeting our expectations and we will reteach them to you.” 

 

 Explain how we will build our positive school culture 
 3-5 school-wide expectations/rules 

 ALL adults and ALL students will expect to see behavior and social interactions that 

meet these expectations in ALL settings 

 Specific behaviors & skills will be taught so students will know how to meet these 

expectations wherever they go in the building 

 We’ll start with teaching the Cool Tools/Procedures for non-classroom settings 

 Next, we’ll teach how the school-wide expectations look in each classroom 

 

 Explain how we will acknowledge expected behavior(s) & celebrate the culture we 

are building together 
 “Gotchas” to “let students know when they are doing well” 

 Recognition procedures to “keep their excitement” 

 Unexpected/intermittent rewards to “emphasize a behavior we need to work on in 

our culture” 

 Celebrations across the school year to “celebrate the positive culture they are a part 

of building in our school” 

 

 Explain how problem behavior will be corrected 
 Classroom managed problem behaviors & teacher procedures for responding 

 Major/Office managed problem behaviors & categories of office-based 

responses/consequences 

 Illegal behaviors & possible responses/consequences 

 

ACTION PLANNING 
 Create posters for the building & the classrooms 

 

 Produce & distribute “gotchas” 

 

 Make rotation schedule for teaching Cool Tools/procedures in non-classroom settings 

 

 Schedule time to teach classroom aligned expectations/rules 

 

 Plan for kick-off celebration or whole school kick-off assembly 
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V. STUDENT EVALUATION AFTER ROLL-OUT (EXAMPLE:  FALL KICK OFF) 
Please respond to each statement.   

Turn in your answers to your homeroom teacher today.  

 Thank you! 

 

1. Please list the PBIS expectations: 

 

_________________________________________ 

 

_________________________________________ 

 

_________________________________________ 

 

 

2. How well do you understand what is expected of students at___________ School? 

 

Very Clear        Not Clear 

  

1  2  3  4 

 

 

 

3. How important is it to teach the PBS expectations? 

 

Very Important    Not Important 

  

1  2  3  4 

 

 

4. List two things you liked about today: 

 

_____________________________________________________ 

 

_____________________________________________________ 

 

 

5. List two things you did not like at all: 

 

_____________________________________________________ 

 

_____________________________________________________ 
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VI. PARENT KICK-OFF 
 

 Communicate about the goals of PBIS 

 “The goal is to create a social culture in our school building that will encourage positive 

behaviors and interactions, while discouraging problem behaviors.  This social culture will lead 

to a safe environment where students achieve academically and build positive relationships 

with each other and with adults.  The foundation of the approach emphasizes teaching 

students the behaviors we expect to see, reminding them to use those behaviors, 

acknowledging them when they do, and correcting them when they do not.” 

 

 Explain how we will use PBIS to create our social culture 

 3-5 school-wide expectations for all students, staff, and settings 

 Direst instruction of the expected behaviors 

 Organizing routines & transitions for students & staff (arrival, dismissal, hallway, cafeteria) 

 Regularly acknowledging expected behaviors 

 Responding to problem behavior with consistent & mild consequences that are focused on 

reteaching the expectations and identifying something the student can do instead to meet their 

needs 

 Some students will require more support to be successful in our social culture- they will need 

something more and sometimes something different from our staff (Targeted Intervention & 

Intensive Interventions) 

 

 Enlist parents to be partners 

 Ask them to partner in the following specific and meaningful ways:  

∆ Creating a poster with their child(ren) to post in a visible spot in the home 

∆ Asking/reminding their child(ren) every day before they leave for school what the 

expectations are 

∆ Asking their child(ren) each day after school to give an example of how they followed the 

expectations and if they received a “gotcha” that day 

 
 

ACTION PLANNING 
 Consider multiple ways of communicating PBIS information to families: 

 Letter and packet about the school-wide approach  

 General presentation to all parents at back-to-school event 

 Classroom teachers review how their classroom rules are aligned with school-wide expectations 

 Tri-fold brochure 

 Information on the website 

 PTA/PTO/PSO type presentation 

 Monthly newsletter/Home-School Cool Tools 

 

 Homework assignment for students to teach parents the school-wide expectations (make a poster of 

expectations to be kept at home, write home expectations that align with the school-wide, etc. 
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Ready for Roll Out Task Checklist 
Adapted from Mann and Muscott (New Hampshire PBIS) 

 

FACULTY & STAFF 

In Place (I), Partially In Place (P) Not In Place=N 

TO- DO List 

1. A consensus-building process has been used 

to identify the elements of the universal 

discipline system (Positive Behavioral 

Expectations, Teaching Matrix, Teaching Plans, 

Acknowledgement System) 

 

2. A plan for communicating the universal 

discipline systems to faculty and staff has been 

developed. 

 

 

 

3. The universal discipline system has been 

discussed with faculty and staff. 
 

 

 

 

4. Faculty and staff are fluent with elements and 

procedures of the universal discipline system 

(Problem Behavior Definition and Major/Minor 

Agreement, Office Discipline Referrals, Active 

Discipline Flowchart) 

 

5. A plan for orienting new and substitute faculty 

and staff to the universal discipline system has 

been established. 

 

 

 

6. New and substitute faculty and staff have 

been or are being oriented to the universal 

discipline systems 

 

 

 

 

STUDENTS 

In Place (I), Partially In Place (P) Not In Place=N 

TO- DO List 

7. A plan for orienting the students to the 

schoolwide discipline program has been 

developed. 

 

8. The schoolwide discipline program and the 

schoolwide behavioral expectations have 

been discussed with students 

 

9. Students have been taught and have 

practiced the behaviors associated with the 

schoolwide expectations. 

 

10. Students are being reinforced for exhibiting 

the behaviors associated with the schoolwide 

expectations. 

 

 

 

11. Booster activities (reteaching, reinforcement) 

based on need and data have been 

developed and implemented with students. 
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12. A plan for orienting new students to the 

universal discipline system has been 

established. 

 

13. New students have been oriented to the 

universal discipline system. 
 

 

PARENTS/FAMILY 

In Place (I), Partially In Place (P) Not In Place=N 

TO- DO List 

14. A method for gathering and responding to 

family input regarding schoolwide discipline 

has been developed. 

 

15. A plan for communicating and discussing the 

universal systems with families in a variety of 

ways has been developed. 

 

16. The universal discipline systems has been 

communicated to families in a variety of ways. 
 

17. A method for establishing ongoing 

communication with families regarding the 

universal discipline systems has been 

developed. 

 

18. A plan for orienting new families to the 

universal discipline system has been 

established. 

 

19. New families have been oriented to the 

universal discipline system. 
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High School Roll Out 
Task Checklist 

 
 

High School Faculty and Staff 
In Place (I), Partially In Place (P)  

Not In Place=N 

To DO List 

1. A consensus-building process has been used to  identify the 

elements of the universal discipline system (Positive Behavioral 

Expectations, Teaching Matrix, Teaching Plans, 

Acknowledgement System) 

 

2. A plan for communicating the universal discipline systems to 

faculty and staff has been developed. 

 

 

3. The universal discipline system has been discussed with faculty 

and staff. 

 

 

 

4. Faculty and staff are fluent with elements and procedures of 

the universal discipline system (Problem Behavior Definition 

and Major/Minor Agreement, Office Discipline Referrals, Active 

Discipline Flowchart) 

 

5. A plan for orienting new and substitute faculty and staff to the 

universal discipline system has been established. 

 

 

6. New and substitute faculty and staff have been or are being 

oriented to the universal discipline systems 

 

 

 

High School Students 

There is a plan for… 

In Place (I), Partially In Place (P)  

Not In Place=N 

To DO List 

7. A plan for including student voice and orienting the student 

body to the schoolwide discipline program has been 

developed. 

 

 

8. The schoolwide discipline program and the schoolwide 

behavioral expectations have been developed with active 

student participation. 

 

 

9. Students have been taught and have practiced the behaviors 

associated with the schoolwide expectations. 

 

 

10. Students are being reinforced for exhibiting the behaviors 

associated with the schoolwide expectations 

 

 

11. Booster activities (reteaching, reinforcement) based on need 

and data have been developed and implemented with 

students. 
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12. A plan for orienting new students to the universal discipline 

system has been established. 

 

 

13. New students have been oriented to the universal discipline 

system. 

 

 

 

 

Families/Community 
In Place (I), Partially In Place (P)  

Not In Place=N 

To DO Lists 

14. A method for gathering and responding to family input 

regarding schoolwide discipline has been developed. 

 

 

15. A plan for communicating and discussing the universal systems 

with families in a variety of ways has been developed. 

 

 

16. The universal discipline systems has been communicated to 

families in a variety of ways. 

 

 

17. A method for establishing ongoing communication with 

families regarding the universal discipline systems has been 

developed. 

 

 

18. A plan for orienting new families to the universal discipline 

system has been established. 

 

 

19. New families have been oriented to the universal discipline 

system. 
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ACTION PLANNING 2017-18 

Main Idea:  Teams need people with multiple skills and perspectives to implement PBIS well. 

 

Feature Data Source 0=Not Implemented 

1=Partially Implemented 

2=Fully Implemented 

1.1 Team Composition:  
Team Composition: Tier I team includes a Tier 

I systems coordinator, a school administrator, 

a family member, and individuals able to 

provide (a) applied behavioral expertise, (b) 

coaching expertise, (c) knowledge of 

student academic and behavior patterns, 

(d) knowledge about the operations of the 

school across grade levels and programs, 

and for high schools, (e) student 

representation. 

School organizational chart 

 

Tier I team meeting minutes 

 

0 = Tier I team does not exist or does 

not include coordinator, school 

administrator, or individuals with 

applied behavioral expertise  

1 = Tier I team exists, but does not 

include all identified roles or 

attendance of these members is below 

80% 

2 = Tier I team exists with coordinator, 

administrator, and all identified roles 

represented, AND attendance of all 

roles is at or above 80%. 

Next Steps (What)                                                                                                          By who?                 By when? 
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Main Idea:  Teams need people with multiple skills and perspectives to implement PBIS well. 

 

Feature Data Source 0=Not Implemented 

1=Partially Implemented 

2=Fully Implemented 

1.2 Team Operating Procedures: 

 Tier I team meets at least monthly and 

has (a) regular meeting 

format/agenda, (b) minutes, (c) 

defined meeting roles, and (d) a current 

action plan. 

 Regular, monthly meetings 

 Consistently followed meeting 

format 

 Minutes taken during and 

disseminated after each 

meeting (or at least action plan 

items are disseminated) 

 Participant roles are clearly 

defined 

 Action plan current to the school 

year 

Tier I team meeting agendas 

and minutes 

 

Tier I meeting role descriptions 

 

Tier I action plan 

 

0 = Tier I team does not use 

regular meeting format/agenda, 

minutes, defined roles, or a current 

action plan 

1= Tier I team has at least 2 but not 

all 4 features 

2 = Tier I team meets at least 

monthly and uses regular meeting 

format/agenda, minutes, defined 

roles, AND has a current action 

plan 

 

Next Steps: (What) 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

        By Who?                  By when?   
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Main Idea:  Having school-wide, positive expectations is among the best ways to establish a 

positive social culture. 

Feature Data Source 0=Not Implemented 

1=Partially Implemented 

2=Fully Implemented 

1.3 Behavioral Expectations: 
School has five or fewer positively stated 

behavioral expectations and examples 

by setting/location for student and staff 

behaviors (i.e., school teaching matrix) 

defined and in place. 

 Has the team identified five or 

fewer behavioral expectations? 

 Do they include examples by 

location / setting? 

 Are they posted publicly 

throughout the school? 

 

 

TFI Walkthrough Tool 

 

Staff handbook 

 

Student handbook 

 

0 = Behavioral expectations have 

not been identified, are not all 

positive, or are more than 5 in 

number 

1 = Behavioral expectations 

identified but may not include a 

matrix or be posted 

2 = Five or fewer behavioral 

expectations exist that are 

positive, posted, and identified for 

specific settings (i.e., matrix) AND 

at least 90% of staff can list at least 

67% of the expectations 

 

Next Steps (What) 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

       By who?              By when? 
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Main Idea:  Behavioral expectations need to be taught to all students in order to be 

effective. 

Feature Data Source 0=Not Implemented 

1=Partially Implemented 

2=Fully Implemented 

1.4 Teaching Expectations:  
Expected academic and social 

behaviors are taught directly to all 

students in classrooms and across other 

campus settings/locations. 

 Are regularly scheduled times 

identified for teaching 

expectations at least once per 

school year? 

 Is there a documented teaching 

schedule? 

 Are the behavioral expectations 

taught to all students across all 

school settings (i.e., cafeteria, 

hallways, classrooms, etc.)? 

 

TFI Walkthrough Tool 

 

Professional development 

calendar 

 

Lesson plans 

 

Informal walkthroughs 

 

0 = Expected behaviors are not 

taught 

1 = Expected behaviors are 

taught informally or 

inconsistently 

2 = Formal system with written 

schedules is used to teach 

expected behaviors directly to 

students across classroom and 

campus settings AND at least 

70% of students can list at least 

67% of the expectations 

 

Next Steps (What) 

 

 

        By who?           By when? 
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Main Idea:  Operational definitions of problem behavior and consistent processes for 

responding to problem behavior improve the “predictability” of social expectations in the 

school.  Focus on reducing reward for problem behavior 

Feature Data Source 0=Not Implemented 

1=Partially Implemented 

2=Fully Implemented 

1.5 Problem Behavior Definitions: 

School has clear definitions for 

behaviors that interfere with academic 

and social success and a clear 

policy/procedure (e.g., flowchart) for 

addressing office-managed versus staff-

managed problems. 

 Are problem behavior definitions 

written down and documented? 

 Do the definitions clearly 

differentiate between staff-

managed and office-managed 

problem behaviors? 

 Are all staff and faculty 

members trained on the 

definitions? 

 Are the definitions shared with 

families and students? 

 

Staff handbook 

 

Student handbook 

 

School policy 

 

Discipline flowchart 

 

0 = No clear definitions exist, 

and procedures to manage 

problems are not clearly 

documented 

1 = Definitions and procedures 

exist but are not clear and/or 

not organized by staff- versus 

office-managed problems 

2 = Definitions and procedures 

for managing problems are 

clearly defined, documented, 

trained, and shared with families 

 

Next Steps: (What) 

 

 

 

 

 

 

 

 

 

 

 

          By who?             By when? 
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Main Idea:  Preventative and positive approaches to discipline are the most effective. 

 

Feature Data Source 0=Not Implemented 

1=Partially Implemented 

2=Fully Implemented 

1.6 Discipline Policies: 

School policies and procedures 

describe and emphasize proactive, 

instructive, and/or restorative 

approaches to student behavior that 

are implemented consistently. 

 Are disciplinary practices 

proactive and preventative? 

 Do they help keep students in 

school and the classroom or is 

there a reliance on exclusionary 

practices? 

 Is there clear documentation of 

discipline policies? 

 Do administrators report 

consistent use of proactive, 

preventative approaches?  

Discipline policy 

 

Student handbook 

 

Code of conduct 

 

Informal administrator 

interview 

 

0 = Documents contain only 

reactive and punitive 

consequences 

1 = Documentation includes 

and emphasizes proactive 

approaches 

2 = Documentation includes 

and emphasizes proactive 

approaches AND administrator 

reports consistent use 

 

Next Steps: (What)          By who?                By when? 
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 Main Idea: The key to PBIS implementation is staff consistency.  All staff need to be 

informed and aware of goals, process, and measures. 

Feature Data Source 0=Not Implemented 

1=Partially Implemented 

2=Fully Implemented 

1.7 Professional Development:  
A written process is used for orienting all 

faculty/staff on 4 core Tier I SWPBIS 

practices: (a) teaching school-wide 

expectations, (b) acknowledging 

appropriate behavior, (c) correcting 

errors, and (d) requesting assistance. 

 Are there scheduled trainings for 

school team members? 

 Is there a faculty-wide orientation 

led by the full Tier I team? 

 Is there a scheduled annual 

orientation for new faculty? 

 Are there documented strategies 

for orienting substitutes or 

volunteers? 

 Is the process for requesting 

assistance around behavioral 

concerns known by all, easy to 

follow, and encouraged? 

Professional development 

calendar 

 

Staff handbook 

 

0 = No process for teaching staff 

is in place 

1 = Process is informal/unwritten, 

not part of professional 

development calendar, and/or 

does not include all staff or all 4 

core Tier I practices 

2 = Formal process for teaching 

all staff all aspects of Tier I 

system, including all 4 core Tier I 

practices 

 

Next Steps (What) 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

      By who?                  By when? 
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Main Idea:  PBIS expectations and consequences need to be integrated into the 

classroom systems.  This improves consistency in behavior support practices across adults. 

Feature Data Source 0=Not Implemented 

1=Partially Implemented 

2=Fully Implemented 

1.8 Classroom Procedures:  

Tier I features (school-wide expectations, 

routines, acknowledgements, in-class 

continuum of consequences) are 

implemented within classrooms and 

consistent with school-wide systems. 

 Are all core features of Tier I 

supports visible? 

 Positively stated expectations 

and consistent routines 

 System for acknowledging 

appropriate behavior 

 In-class system for responding to 

inappropriate behavior 

Staff handbook 

 

Informal walkthroughs 

 

Progress monitoring 

 

Individual classroom data 

 

0 = Classrooms are not formally 

implementing Tier I 

1 = Classrooms are informally 

implementing Tier I but no 

formal system exists 

2 = Classrooms are formally 

implementing all core Tier I 

features, consistent with school-

wide expectations 

 

Next Steps (What) 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

          By who?               By when? 
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Main Idea:  Students will sustain positive behavior only if there are regular strategies for 

continuous re-teaching and rewarding appropriate behavior.  Formal systems are easier for 

teachers/staff to implement. 

Feature Data Source 0=Not Implemented 

1=Partially Implemented 

2=Fully Implemented 

1.9 Feedback and 

Acknowledgement:  
A formal system (i.e., written set of 

procedures for specific behavior feedback 

that is [a] linked to school-wide expectations 

and [b] used across settings and within 

classrooms) is in place and used by at least 

90% of a sample of staff  and received by at 

least 50% of a sample of students.  

 Are students and staff interviewed at 

least once per year to see if they are 

receiving and distributing 

acknowledgements? 

 Are those acknowledgements linked 

to school-wide expectations? 

 Are they distributed across school 

settings? 

 Do at least 80% of students 

interviewed report receiving them? 

TFI Walkthrough Tool 

 

0 = No formal system for 

acknowledging students  

1 = Formal system is in place but 

is used by at least 90% of staff 

and/or received by at least 50% 

of students 

2 = Formal system for 

acknowledging student 

behavior is used by at least 90% 

of staff AND received by at least 

50% of students 

 

Next Steps (What) 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

               By who?        By when? 
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Main Idea:  Schools need active engagement of faculty to be successful with PBIS 

implementation and sustain the work over time. 

Feature Data Source 0=Not Implemented 

1=Partially Implemented 

2=Fully Implemented 

1.10 Faculty Involvement:  
Faculty are shown school-wide data 

regularly and provide input on universal 

foundations (e.g., expectations, 

acknowledgements, definitions, 

consequences) at least every 12 months.  

 Is there documentation of a process 

for receiving feedback on Tier I 

supports? 

 Does that documentation include 

input from faculty?  

 Was the most recent feedback within 

the past 12 months? 

 How often is school-wide data 

shared with faculty? 

PBIS Self-Assessment Survey 

 

Informal surveys 

 

Staff meeting minutes 

 

Team meeting minutes 

 

0 = Faculty are not shown data 

at least yearly and do not 

provide input 

1 = Faculty have been shown 

data more than yearly OR have 

provided feedback on Tier I 

foundations within the past 12 

months but not both 

2 = Faculty are shown data at 

least 4 times per year AND have 

provided feedback on Tier I 

practices within the past 12 

months 

 

Next Steps (What) 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

            By who?            By when? 
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Main Idea:  Schools need active engagement of students, families and the community to be 

successful 

Feature Data Source 0=Not Implemented 

1=Partially Implemented 

2=Fully Implemented 

1.11 Student/Family/Community 

Involvement:  
Stakeholders (students, families, and 

community members) provide input on 

universal foundations (e.g., expectations, 

consequences, acknowledgements) at least 

every 12 months.  

 Is there documentation of a process 

for receiving feedback on Tier I 

supports? 

 Does that documentation include 

input from faculty, students and 

families?  

 Was the most recent feedback within 

the past 12 months? 

Surveys 

 

Voting results from parent/family 

meeting 

 

Team meeting minutes 

 

0 = No documentation (or no 

opportunities) for stakeholder 

feedback on Tier I foundations 

1 = Documentation of input on 

Tier I foundations, but not within 

the past 12 months or input not 

from all types of stakeholders 

2 = Documentation exists that 

students, families, and 

community members have 

provided feedback on Tier I 

practices (expectations, 

consequences and 

acknowledgements) within the 

past 12 months 

 

Next Steps (What) 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

       By who?                 By when? 
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Main Idea:  Teams need the right information in the right form at the right time to make effective 

decisions. 

Feature Data Source 0=Not Implemented 

1=Partially Implemented 

2=Fully Implemented 

1.12 Discipline Data:  
Tier I team has instantaneous access to graphed 

reports summarizing discipline data organized by 

the frequency of problem behavior events by 

behavior, location, time of day, and by individual 

student. 

 Is there a centralized data system to 

collect and organize behavior incident 

data? 

 Does the Tier I team have instantaneous 

access to graphed reports summarizing 

discipline data? 

 Are those data organized to review all of 

the following: frequency of problem 

behavior events by behavior, location, 

time of day and student? 

 

School policy 

 

Team meeting minutes 

 

Student outcome data 

 

0 = No centralized data system with 

ongoing decision making exists 

1 = Data system exists but does not 

allow instantaneous access to full 

set of graphed reports 

2 = Discipline data system exists that 

allows instantaneous access to 

graphs of frequency of problem 

behavior events by behavior, 

location, time of day and student 

 

Next Steps (What) 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

By who?  By when? 
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Main Idea:  Teams need the right information in the right form at the right time to make effective 

decisions. 

Feature Data Source 0=Not Implemented 

1=Partially Implemented 

2=Fully Implemented 

1.13 Data-based Decision Making: 
Tier I team reviews and uses discipline data 

and academic outcome data (e.g., 

Curriculum-Based Measures, state tests) at 

least monthly for decision making. 

 Does the team have access to 

discipline data for the entire student 

body (school-wide)? 

 Does the team have access to 

academic data for the entire student 

body? 

 Are those data clearly and logically 

linked to the annual action plan for 

Tier I? 

 Are those data reviewed at least 

monthly? 

 

Data decision making for non-

responders 

 

Staff professional development 

Calendar 

 

Staff handbook 

 

Team meeting minutes 

 

0 = No process/protocol exists or 

data are reviewed but not used 

1 = Data reviewed and used for 

decision making, but less than 

monthly 

2 = Team reviews discipline data 

and uses data for decision 

making at least monthly. If data 

indicate an academic or 

behavior problem, an action 

plan is developed to enhance 

or modify Tier I supports 

 

Next Steps (What) 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

         By who?               By when? 
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Main Idea:   Measuring fidelity is essential for maintaining high-criterion use of PBIS.  Any Tier I 

fidelity measure is acceptable.  Completing this inventory meets the criterion for a “2” score. 

Feature Data Source 0=Not Implemented 

1=Partially Implemented 

2=Fully Implemented 

1.14 Fidelity Data:  
Tier I team reviews and uses SWPBIS 

fidelity (e.g., SET, BoQ, TIC, SAS, Tiered 

Fidelity Inventory) data at least annually. 

 Is the team assessing fidelity of 

implementation at Tier I? 

 Is there regular assessment of 

fidelity? 

 Are the fidelity data used for 

decision making and action 

planning at Tier I? 

School policy 

 

Staff handbook 

 

School newsletters 

 

School website 

 

0 = No Tier I SWPBIS fidelity data 

collected 

1 = Tier I fidelity collected informally 

and/or less often than annually 

2 = Tier I fidelity data collected and 

used for decision making annually 

 

Next Steps (What) 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

          By who?               By when? 
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Main Idea:  Implementation of the core components of PBIS is more likely if the Tier I team 

both self-assesses implementation status at least annually and reports their status to 

relevant stakeholders (i.e., school community, school board, etc.) 

Feature Data Source 0=Not Implemented 

1=Partially Implemented 

2=Fully Implemented 

1.15 Annual Evaluation: Tier I team 

documents fidelity and effectiveness 

(including on academic outcomes) of Tier 

I practices at least annually (including 

year-by-year comparisons) that are 

shared with stakeholders (staff, families, 

community, district) in a usable format. 

 Is there an evaluation conducted 

for Tier I systems? 

 Does this happen annually? 

 Are the outcomes shared with all 

stakeholders (faculty, students, 

family, board members, 

superintendent, etc.)? 

 Are the outcomes clearly linked to 

a Tier I action plan? 

Staff, student, and family 

surveys 

 

Tier I handbook 

 

Fidelity tools 

 

School policy 

 

Student outcomes 

 

District reports 

 

School newsletters 

 

0 = No evaluation takes place, 

or evaluation occurs without 

data 

1 = Evaluation conducted, but  

not annually, or outcomes are 

not used to shape the Tier I 

process and/or not shared with 

stakeholders 

2 = Evaluation conducted at 

least annually, and outcomes 

(including academics) shared 

with stakeholders, with clear 

alterations in process based on 

evaluation 

 

Next Steps (What) 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

        By who?                 By when? 
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SHARE FAIR & CELEBRATION 

Action Planning Worksheet 

Subscale Item Possible Data Sources 

Te
a

m
s 1.1 Team Composition School Organization Chart (Team Member Profile) 

Tier I Team Meeting Minutes 
 

1.2 Team Operating Procedures Tier I Team Meeting Agenda and Minutes 

Tier I Meeting Role Descriptions (Team Member Profile) 
Tier I Action Plan 

What do we want to 

celebrate? 

 

 

 

 

 

 

 

 

 

 

 

 

 

Solution/Actions: 
What will we do? /By who? By when? 

 

 

 

 

 

 

 

 

 

 

Subscale Item Possible Data Sources 

Im
p

le
m

e
n

ta
ti
o

n
 1.3 Behavioral Expectations TFI Walkthrough Tool 

Staff Handbook 
Student Handbook 

1.4 Teaching Expectations TFI Walkthrough Tool/Informal Walkthroughs 
Professional Development Calendar (Staff Meetings etc.) 
Lesson Plans 

What do we want to 

celebrate? 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Solution/Actions: 
What will we do? /By who? By when? 
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Subscale Item Possible Data Sources 
Im

p
le

m
e

n
ta

ti
o

n
 1.5 Problem Behavior Definitions Staff Handbook 

Student Handbook 
School Policy 
Discipline Flowchart 

1.6 Discipline Policies Discipline Policy 
Student Handbook 
Code of Conduct 
Informal Administrator Interview  

What do we want to 

celebrate? 

 

Solution/Actions: 
What will we do? /By who? By when? 

Subscale Item Possible Data Sources 

Im
p

le
m

e
n

ta
ti
o

n
 1.7 Professional Development Professional Development Calendar (Staff Meetings etc.)  

Staff Handbook 

.8 Classroom Procedures Staff Handbook 
Informal Walkthroughs 
Progress Monitoring 
Individual Classroom Data 

What do we want to 

celebrate? 

 

 

 

 

 

 

 

 

 

 

 

 

 

Solution/Actions: 
What will we do? /By who? By when? 
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Subscale Item Possible Data Sources 
Im

p
le

m
e

n
ta

ti
o

n
 1.9 Feedback and 

Acknowledgment 
TFI Walkthrough Tool 

1.10 Faculty Involvement PBIS Self-Assessment Survey 
Informal Surveys 
Staff Meeting Minutes 
Team Meeting Minutes 

What do we want to 

celebrate? 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Solution/Actions: 
What will we do? /By who? By when? 
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Self-Assessment Survey 
Action Planning and Progress Monitoring Tool 

 

System 

Established? 

( > 66% respondents Identifying 

system as "In Place") 

Priority? 

( > 50% respondents Identifying system 

as "High Priority") 

 

SCHOOLWIDE 

 

 

Established 

 

Not Established 

 

High 

 

Not High 

 

NONCLASSROOM 

 

 

Established 

 

Not Established 

 

High 

 

Not High 

 

CLASSROOM 

 

 

Established 

 

Not Established 

 

High 

 

Not High 

 

INDIVIDUAL 

STUDENT 

 

 

Established 

 

Not Established 

 

High 

 

Not High 

 

 What system should your school focus on during this year? Circle one of the above four systems.                                 

If Schoolwide is not established, your main goal is to establish the Schoolwide system. 

How will you communicate the importance of establishing the identified system to key stakeholders  

(other school staff, parents, etc.) 

Who needs to know this information? 
Who will communicate this 

information? 

When will it 

be done? 
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SCHOOLWIDE SYSTEM 

Select 

FEATURE 
Action Step 

How will 

this be 

improved? 

Who 

will 

do 

it? 

When 

will it 

be 

done? 

Expectations 

Defined 

 A small number (e.g. 3-5) of positively & clearly 

stated student expectations or rules are defined. 

 

Expectations 

Taught 
 Expected student behaviors are taught directly.  

 

 

Reward 

System 

 Expected student behaviors are rewarded 

regularly.  

 

 

Violations 

System 

 Problem behaviors (failure to meet expected  

 student behaviors) are defined clearly.  

 Consequences for problem behaviors are  

 defined clearly.  

 Distinctions between office v. classroom  

 managed problem behaviors are clear. 

 Options exist to allow classroom instruction to  

 continue when problem behavior occurs.  

 Procedures are in place to address 

emergency/dangerous situations.  

 

 

 

 

 

 

 

Monitoring 

 School administrator is an active participant on 

the behavior support team.  

 Data on problem behavior patterns are 

collected and summarized within an on-going 

system.  

 Patterns of student problem behavior are 

reported to teams and faculty for active 

decision-making on a regular basis (e.g. 

monthly).  

 School has formal strategies for informing 

families about expected student behaviors at 

school. 

 

Management 

 A team exists for behavior support planning & 

problem solving. 

 Booster training activities for students are 

developed, modified, & conducted based on 

school data.  

 School-wide behavior support team has a 

budget for (a) teaching students, (b) on-going 

rewards, and (c) annual staff planning.  

 All staff are involved directly and/or indirectly in 

school-wide interventions.  

 

District 

support 

 The school team has access to on-going training 

and support from district personnel.  

 The school is required by the district to report on 

  the social climate, discipline level or student  

 behavior at least annually.  
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NONCLASSROOM SYSTEM 
Action Steps 

How will 

this be 

improved? 

Who 

will 

do it? 

When 

will it 

be 

done? 

 

 School-wide expected student behaviors apply to non-

classroom settings 

 School-wide expected student behaviors are taught in non-

classroom settings. 

 Supervisors actively supervise (move, scan, and interact) 

students in non-classroom settings. 

 Rewards exist for meeting expected student behaviors in 

non-classroom settings. 

 Physical/architectural features are modified to limit (a) 

unsupervised settings, (b) unclear traffic patterns, and (c) 

inappropriate access to & exit from school grounds. 

 Scheduling of student movement ensures appropriate 

numbers of students in non-classroom spaces. 

 Staff receives regular opportunities for developing and 

improving active supervision skills 

 Status of student behavior and management practices is 

evaluated quarterly from data. 

 All staff are involved directly or indirectly in management of 

non-classroom settings 

 

 

 

CLASSROOM SYSTEM 
Action Steps 

How will 

this be 

improved? 

Who 

will 

do it? 

When 

will it 

be 

done? 

 

 Expected behaviors & routines in classroom are stated 

positively & defined clearly. 

 Problem behaviors are defined clearly 

 Expected student behavior & routines in classrooms are 

taught directly 

 Expected student behaviors are acknowledged regularly 

(positively reinforced) (>4 positives to 1 negative) 

 Problem behaviors receive consistent consequences. 

 Procedures for expected & problem behaviors are 

consistent with school-wide procedures. 

 Classroom-based options exist to allow classroom instruction 

to continue when problem behavior occurs. 

 Instruction & curriculum materials are matched to student 

ability (math, reading, language) 

 Students experience high rates of academic success (>75% 

correct). 

 Teachers have regular opportunities for access to 

assistance & recommendation (observation, instruction, & 

coaching). 

 Transitions between instructional & non-instructional 

activities are efficient & orderly. 
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INDIVIDUAL STUDENT SYSTEM 
Action Steps 

How will 

this be 

improved? 

Who 

will 

do it? 

When 

will it 

be 

done? 

 

 Assessments are conducted regularly to identify students 

with chronic problem behaviors. 

 A simple process exists for teachers to request assistance. 

 A behavior support team responds promptly (within 2 

working days) to students who present chronic problem 

behaviors. 

 Behavioral support team includes an individual skilled at 

conducting functional behavioral assessments. 

 Local resources are used to conduct functional assessment-

based behavior support planning (~10 hrs./week/student). 

 Significant family &/or community members are involved 

when appropriate & possible. 

 School includes formal opportunities for families to receive 

training on behavioral support/positive parenting strategies. 

 Behavior is monitored & feedback provided regularly to the 

behavior support team & relevant staff. 
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Tier I School Handbook 

Checklist 
Purpose:  School sites communicate Tier I systems, practices and data with staff by creating a school handbook 

documenting procedures.  It is recommended the handbook follow feature sections identified in the Tiered 

Fidelity Inventory.  The handbook should include, but not limited to, the following sections and their 

corresponding content. 

Section Content  

Tier II Team 
Function of team; Name 

of team members, roles 

and responsibilities; 

meeting dates 

Action Item: 

  

Teaching School-

Wide Expectation 
SW-PBIS & CW-PBIS Matrix  

Action Item: 

  

Classroom-wide 

PBIS 
 Classroom Routines 

Matrix, Supervision, 

Opportunities, 

Acknowledgement, 

Precorrections/Prompts 

  

Acknowledgment 

System 
Performance Feedback 

Delivery; Contingent & 

non-contingent 

recognition (i.e. tickets, 

assemblies, store) 

 

Action Item: 

  

Consequence 

System 
Active Discipline Flow 

Chart, ODR procedures, 

Response Practices for 

Minor / Major Misbehaviors 

 

Action Item: 
  

Fidelity Progress 

Monitoring 
PBIS Assessment Schedule, 

Self-Assessment Survey 

procedures and reports, 

Tiered Fidelity Inventory 

reports and action plans 

Action Item: 
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