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TIM KNOSTER: It is a pleasure to be here. My hunch is none of you were here 

yesterday when I focused on elementary. If you were, you’re going to hear a lot of 

redundancy. To quote George Segai, Redundancy builds fluency. Right? I’m going to 

keep using that all the time now. But, there’s going to be a lot of redundancy because 

the themes and practices that we’ll be talking about, if you were here yesterday for the 

elementary focus, are similar to what we look at High Schools. The difference is the 

age, the size, age appropriateness and kind of what it looks like and to some extent 

sounds like and feels like in a high school setting, but the principles of practice are 

fundamentally the same thing. Classroom management is classroom management.  

In particular -- I see familiar faces so I’m going to be waiving all day long, right? 

In particular what we’re going to focus on here today are going to be if you think of the 

infamous triangle, which at this point in time of the day in this conference and of your 

lives, how can you not think of the triangle, right? So, when you think about the 

infamous triangle graphic we’re talking about tier one strategies. Everything we’ll be 

focused on in here today are tier one -- examples of tier one strategies with the only 

fundamental difference between school-wide application and what we’re talking about 

here in terms of classroom application is the unit of analysis or frame of reference. All of 

the practices that you would look at putting in place with school-wide application and 

non-classroom settings and in from classroom to classroom to classroom to classroom 

settings, they’re the exact same basic approaches and procedures we’re talking about 

here at a classroom level.  

Now how many of you in here are involved -- which I’m sure a number of you are 

being at this event. How many of you are definitely involved already with school-wide 

implementation or school-wide PBS already? A large number of you, right? Now are 

some of you in schools that either aren’t yet implementing school-wide PBS? Some of 

you, so, you’re just exploring, learning more about or whatever. How many of you are 

actually classroom teachers? Some of you okay.  

Now again, as we get into different component parts of these approaches we will 

look at today, I’ll try to do some translation in terms if your nurse -- if you’re already in 

school doing school-wide application here’s how you might want to distill or spin this into 

practice at the classroom level. As compared to if you’re in a school that’s not currently, 
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yet, and I emphasize yet, doing school-wide positive behavior support and RTI, here’s 

how you might approach implementing this even just within a given classroom or a pod 

or a cadre of classrooms either at grade level, content level area or however you’ve 

organized in the particular schools you’re in. Okay? 

The other thing that I’m going to try to emphasize here throughout the course of 

the day is trying to think about this from a real practitioner or pragmatic standpoint. I’m a 

teacher by trade. That’s what I’ve always been. That’s what I consider myself still to be. 

And along those lines, one of the things that I’ve increasingly become both sensitive to 

and have grown in appreciation for is understanding the importance of translating 

research into pragmatic, bite-sized chunks so that we can then put them into place in a 

thing called practice. Right? So that’s what I’m going to be trying to do. Is just distill what 

it is we’re talking about when we talk about PBIS school-wide and positive behavior 

support either prime -- universal level, target a group tier 2 or tertiary level, but distilling 

that into a way that’s practical and can be efficient for teachers to use day in and day 

out in a classroom. A lot of the principles that we’ll talk about are not going to be new 

concepts by any means, but perhaps how we talk about them and how I encourage you 

to organize them a little bit might give you some additional insights on how to kind of 

think about classroom management. So with that, without a lot of further ado let me kind 

of jump in to this a little bit.  

First of all, when we think about schools and we think about our shared mission 

as educators, schools are charged fundamentally two primary areas of emphasis in 

terms of outcomes we’re looking for. The one is the obvious. The one we all know 

about. The one we read about in the paper a fair amount that’s directly related to school 

and usually is mostly related to or read about or talked about in the form of high stakes 

testing and PSSA’s and that kind of stuff, academic achievement or academic 

outcomes. Right? That one’s a given. The other one that -- to some extent at least from 

a societal standpoint tends to be more implicit than explicit, even though those of us that 

work in schools on a regular basis understand explicitly that it’s important, is this issue 

of social and emotional learning or behavior if you want to call it that. Right? And in 

particular, if you think about particular kids that each and every one of you probably 

know, you pretty much can guarantee that if you don’t address adequately the social 
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and emotional issues of that kid, you can forget about the academics. Right? I mean 

some kids needs are just so significant for a whole variety of reasons that we have to 

come up with a way to try to address those situations to at least have a fighting chance. 

Or I should say give this kid a fighting chance to be able to actually acquire the 

academic skills that we’re looking for him or her to start to gather over the course of 

time. So both sets are equally important.  

You’ve heard throughout the course of this conference, yesterday with George 

Segai in the morning, today with Rob Horner, other people as well, you’ve read about 

these principles or themes as well. These two sets of outcomes, of targeted goals or our 

mission are equally important and they go hand in hand. When we talk about organizing 

good, effective school practice or response to intervention approach makes perfect 

sense, and I’m going to talk a little bit about that in a moment, in terms of not viewing 

academics and behavior as separate. If for no other reasons, kids don’t come in and 

say here’s my academic HEF and here’s my behavioral HEF. They come as an entire 

package. And as such, we have to be able to address those things in an integrated and 

unified fashion.  

When we think about academic and behavioral issues -- and again, you’ve got all 

these on the thumb drives you got at registration. So you’ve got all these PowerPoint 

slides. The one thing about this slide on this side is the academic systems. On this side 

is the behavioral systems. Just the color and the shading in here, it’s hard to pick up 

even if you’re in the front here.  

Let me talk about academics first. Whether it’s elementary, middle school or high 

school, but particularly for high schools here, when we think about academic difficulties 

the kids have, kids struggle with academic outcomes for a variety reasons, a variety of 

factors, a variety of things inhibit their ability to make sufficient progress. But if you were 

to take all those factors and issues you could generally, at least from my perspective, 

lump them in to two kinds of categories of reasons as to why kids struggle academically. 

One, they just don’t have the skill set. They have an actual academic skill deficit. They 

do not know how to read for comprehension. They do not know how to expressively 

write in a way that follows grammatical rules and is able to be legible by somebody else 

and or understandable by somebody else. They do not know how to verbally express 
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themselves in a way that’s coherent and efficient in terms of communicating with other 

people. They do not have -- if it’s a content area or subject area, they just don’t have the 

skill sets involved in how to work through a set of materials and pull out content 

knowledge about the historical perspective of Thomas Jefferson’s life or the Periodic 

Table or whatever. They just don’t have the skill set. In other words, it’s a skill deficit. 

That’s one kind of scenario or situation as to why kids struggle. 

Another kind of general area that’s at least kid specific in terms of why kids 

struggle is if it’s not a skill deficit, it’s what we would call a skill fluency problem. A kid 

who has a skill fluency problem academically kind of fits the following profile. And my 

hunch is you know these kids by their first name real well. They get a problem right and 

they get a problem wrong. They have a good worksheet and a bad worksheet. They 

have a good day and a bad day. They have a good test and then a bad test. In other 

words, we get inconsistencies in performance. They must have some rudiments of the 

skill otherwise they couldn’t at least get some of it right some of the time, but they’re not 

consistent in their pattern. So we don’t have fluency or mastery of whatever it is. So 

they don’t have the skill deficit per say, but they have a skill fluency mastery problem.  

Now with the kid who has either a skill deficit problem or a skill mastery problem 

in terms of academics, we know that the primary intervention, the main thing that can 

fundamentally make a difference with this particular kid if they either don’t have the skill 

or they’re not fluent in the skill, is this thing we call direct instruction. Direct instruction 

requires a teacher. Technology can helps us with that, but technology will not replace a 

teacher, should not replace a teacher ever. Technology can help us, but it can’t replace 

us in the process. In other words, if you think about it academically, what would be the 

effect on a given kid that’s struggling with an academic skill set, at the secondary in 

particular, that if the primary mode of intervention with that kid, the primary thing we did 

or worst yet exclusively our primary approach was going to be continue to just get -- A, 

give them failing grades. B, Well, you failed your second test so now you’re going to 

have some detentions after school. C, we’re going to take away all these types of things 

you’ve had access to before because you’re still getting this failing grade. D, we’re 

going to just keep piling on all these kind of reactive procedures. Is all of sudden, now, 

that kid going to magically learn the skill sets that either he or she has a deficit in or is 
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not fluent in? Of course not, right? In fact, what’s likely to happen with that kid if he or 

she didn’t already exhibit this over the course of time if that persisted at being the 

primary mode of intervention? What’s going to develop if we didn’t see it before? 

Problem behavior, absolutely. At some point in time, we all check out. Not in a check in 

check out system but we all check out one way or the other. Right? In other words, it’s 

counter intuitive, totally illogical and we know that that approach will not either address a 

skill deficit or a skill fluency issue when it comes to content knowledge at the secondary 

level. We know that won’t work and therefore we don’t use it as a primary mode or 

should not use as a primary mode of intervention. From a teaching standpoint we’d say, 

why would we expect the kid to learn how to read if that’s the only thing we’re doing? 

We’re not teaching anything here, right?  

Now let’s shift that over to the academic side of the street or I’m sorry, the 

behavioral side of the street. When kids struggle behaviorally, they struggle for one of 

two reasons. One, it’s the same reasons as academics. They have a skill deficit. They 

just literally do not know how to socially problem solve or negotiate situations that 

they’re confronted with. They don’t know how to resolve a conflict with a peer through 

words rather than fists. They do not know how to respectfully respond to a teacher that’s 

giving them some type of feedback that they’re not particularly happy to hear at that 

moment in time and as a result they just process it through some other habitual 

manners that they do and it comes off being disrespectful perhaps at best, maybe 

dangerous and aggressive at worst. Right? So they either have a skill deficit. They just 

don’t know how to negotiate the world in a way that is socially acceptable to others and 

society.  

If it’s not a skill deficit, that kid has a skill fluency problem and here’s what that 

kid looks like behaviorally or social emotionally. He has a good moment and a bad 

moment. He has a good class period or a bad -- and a bad class period. He has a good 

week and a bad week, inconsistency, fluctuation, right? Almost kind of appearing 

random in nature so to speak. Sometimes he behaves well and sometimes not so well, 

right? He’s got the rudiments of the skills, but these things have not gotten to the point 

where they’re habitual in that he’s fluent with them and he just does them on a regular 

basis. So sometimes he resolves a conflict through verbal negotiation with a peer or 



6	  
	  

with a teacher and other times he just either reaches out, blurts out, punches out or 

does whatever out, right? In a way that from his perspective or her perspective might 

address his or her needs at that moment in time but it’s counterproductive over the 

longer haul and is not socially acceptable in terms of societal rules.  

In other words, one thing that is one of the most fundamental things that I think 

that we can do to better address classroom management is to view academics and 

behavior as one and the same. The approaches require direct instruction. The 

approaches require use of constructive feedback coupled with direct instruction to 

address skill deficits and skill fluency issues. So the more we start to look at kids who 

have behavioral challenges as in a way -- the same way we look at kids who have 

academic challenges, typically the better off we are when we talk about doing both 

intervention, but most importantly prevention. Okay? We don’t want to wait until the kid 

is failing academically to decide how are we going to intervene now to get him or her 

back up to speed. We want to prevent that through good evidence based approaches, 

right, in the classroom. The same thing applies on the behavioral side of the street. We 

don’t want to wait until the kid gets to the tertiary, the upper percent, red zone of the 

triangle. We don’t want to wait to react and respond. We want to prevent that and how 

do we do that? Through good, effective, preventative measures. School-wide 

application, distilled, translated in the classroom level application.  

Now along these same lines, one of the age-old adages or discussion points has 

been this issue of is it nature or is it nature. What makes kids tick? What makes you and 

me tick? Are we just genetically predisposed to act a certain under certain conditions? I 

remember when I went to school I had an older brother who wasn’t particularly 

successful in school himself and as soon as I came in its, Oh, I had your brother. And I 

knew right away what that meant. Oh yeah, I had your brother. So is there a genetic 

predisposition that uh oh, Tim’s going to be just like Rick was, right? So the question is, 

is it nature or is it nurture? So let’s think about this for a second and kind of unpack it. Of 

course it’s a false dichotomy. It’s a false choice. It’s nature and nurture. Okay, it’s a 

combination of both. But let’s just kind of pick this apart a little bit and then this will help 

us kind of frame the practices we’re going to look at today in terms of classroom 

management.  
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How many people in here know somebody that fits the following description? 

This person rarely ever gets sick. By sick, I mean so ill that they can’t function. They just 

don’t seem to get ill a whole lot. They don’t miss work a lot because they’re sick. Maybe 

they miss work for other reasons. That’s a different discussion, but they don’t miss work 

because they’re sick a lot. How many people know people that just don’t get ill a lot? 

Right? Hopefully that’s you, right? Now, let’s take the exact same scenario. How many 

people in here know somebody that as soon as the sniffles are starting to go around the 

school or maybe there’s an article in the local paper on the local news station about the 

flu season coming, they don’t necessarily want to but they always seem to be the first 

one. Like at a deli counter with number one saying, yes, they’re going -- I know they’re 

going to be sick here in the next week because it’s going around. How many people 

know people that fit that profile? We all do, right? All of that is, is an example of there is 

diversity in the people that we know relevant to their resiliency in terms of behavioral 

health issues -- or I’m sorry, physical health issues. Physical health issues, some 

people just get sick more often. Some people get sick less often. Some people have 

better protective factors around them to insulate them from the adverse effect of just the 

common cold, germs, flu season, all that. Other people have less protective factors 

around them, right? Less insulated.  

Let’s take the same scenario now, but let’s apply it more to stressors and 

emotional and behavioral health. How many people know somebody that fits the 

following profile? This is somebody who is absolutely phenomenal, meticulous, detailed. 

They can plan an event that is so methodical and it’s just -- if you were going to have a 

big, big event, you want this person to help you organize it. But, but, as soon as 

something doesn’t quite go according to plan, they’re kind of stuck like a deer in the 

headlights at least for a time frame. In other words, they’re not real good at like that 

extemporaneous schmoozing problem solving, but they’re really good at planning. But 

as soon as something’s out of the plan, they’re like, oh, that’s not supposed to happen. 

What do I do? How many people you know that fit that situation? Just not really -- that 

you know, really good planners but sometimes have difficulties with kind of problem 

solving.  
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Now let’s take the following scenario the exact opposite. How many people know 

somebody that they’re like the proverbial cat? That if you hold a cat upside down -- don’t 

try this at home, right, cruelty to animals. But if you take a cat and you hold it upside 

down and you drop it from a reason height, it will land on its paws purring. I mean they -

- in other words, it’s seems like no matter what is thrown his or her way, not only do they 

problem solve on the fly like this but you never see them sweat. Now they might be 

sweating on the inside, but they always look like they’re calm, cool and collected. And in 

fact, if you’re not one of these persons, you’d like this person -- you’d like to say to 

them, Could you like screw up once in a while? Just so that the rest of us understand 

that you know you actually are human too. You’re not perfect. But how many people 

know people that are that way? Just really good on their feet, they just figure things out 

and they move through it. Right?  

Again, different examples of diversity and resiliency relative to external stressors. 

Some people are better at problem solving and negotiating on the fly, kind of improving 

life so to speak, and other people not so good at that. Right? Just like the people you 

know in your lives, where there’s diversity in the resiliency, so too is the kid -- with the 

case with every single kid that comes in to our classroom. Take any given classroom at 

any point in time in any day and in any school and there’s a range or continuum of 

diversity relative to a whole number of issues not just physical health or emotional or 

you know stressor types of issues. There’s other types of issues too. But we have that 

diversity in there. But the key thing to understand is regardless of how resilient or how 

little resilient kids are what we do and how we structure the learning environment has an 

effect. In other words, you can take a kid who is the most resilient at things and help him 

or her become more resilient. And we know with certain kids if we don’t actually 

structure learning environments in a way that help that kid that’s not particular resilient 

right now, he or she will probably never become very resilient. And what they’ll end up 

doing is resorting to things that are not going to be very productive to him or her as well 

as society over the longer term.  

Now we think about nature and nurture. I mean we could discuss, debate and 

this discussion usually occur over a couple of beers in the evening and then it gets 

really philosophical. But, the reality is out of those two, which of those two do we as 
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teachers or as educators have the most direct influence over? And please note I did not 

use the word control. But which of the two do we have the most influence on? Nurture 

right, obviously. Now, I’ll be really clear. In most of my teaching, when I was in public 

schools teaching, was in high school settings. And there was more than one occasion 

where on occasion I would be sitting there looking at a particular kid or if not staring at 

them at least thinking about them saying, what makes this kid tick? I mean this kid is 

like driving me nuts trying to figure him out or her out, typically a him. It’s a genetic 

thing, I know, but it could be a her also. But what makes this kid tick and if I could I 

would like to get into Joe here. I’d like to get in here and do some kind of neurological 

reengineering. Right? Some DNA adjustment, that would be good. There’s a list of 

people, okay. So I won’t talk to them outside of here. But the reality is we’ve all had 

those moments with particular kids. Right? Now one, we don’t have the technology to 

do that and I would say two, gratefully so ‘cause on a bad day you might be inclined to 

do it. But we know it wouldn’t be the right thing to do. But the nurture side? That’s the 

stuff where we have some influence. That’s what classroom management is about. But 

classroom management is not so much about directly what kids do but it’s most about, 

and this will sound familiar to school-wide PBS, it’s about what we do as adults. It’s 

influencing the things that we have influence over.  

One of the things I would suggest first and foremost when we think about 

classroom management is I think as a field, as a profession, one of the biggest reason 

why we struggle with this concept of classroom management comes from the term itself 

‘cause words and language mean something. When I said the world manage, what 

does it imply that you’re going to do as a classroom teacher if you’re teacher? You’re 

going to do what with your kids? Control them, absolutely. We’ll we manage things. I 

can manage a list. I can manage a budget. But I don’t know about you, but for me about 

the only thing I can control is my own behavior. For me that’s a full time job. Anybody 

that knows me will attest to that. That is a full time job. That is the only thing that I really 

with any degree of confidence can have some control over or the greatest degree of 

influence. Now when I say that I want to be clear. I’m not saying that what I might do as 

a classroom teacher has no direct influence on my students. Quite the contrary, what I 

do will fundamentally influence how the students that I’m working with will respond and 
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react. I can do certain things that are going to be helpful. I can definitely do certain 

things that are going to be hurtful to the situation. But I cannot control their behavior. 

And I think one of the biggest problems we have when we think about classroom 

management is we approach it from a standpoint of how am I going to control my kids? 

‘Cause as soon as we thinking about controlling kids, we’re selling east instead of west 

a 180 degrees in the wrong direction because it’s not about controlling the kids. It’s 

actually about unleashing and empowering the kids provided a structure that will guide 

them to make a decision that are -- that make sense for them as well as for us.  

So we want to think about this notion of organizing our adult behaviors in a way 

that actually going to lead to improved -- not just student behavior but student academic 

progress as well. Along these same lines I’ll use the term classroom management or 

management throughout the day but when I say that or use that term what I mean is 

teachers self-management, self-control if you want to call it that, teacher’s self-

management of instructional practice in group settings. And we’ll simply define a group 

as more than one other student. So we’re generally talking about a group of 2, 22, 32, 

52 -- I hope you don’t have that, but if you do, right, whatever the magic number is, as 

long as it’s more than a one on one, but these same principles are applicable as well if 

you’re working one on one.  

Now what I’d like you to do also throughout the course of these couple of hours 

we have together is I’m going to ask you to think about some of these things more in the 

first person, in your own personal lives, rather than in the third person, in your 

professional distant life. What I’ve found, at least historically, is the more we can 

connect things to our own personal life experiences we don’t have to remember so 

much about remembering things because they make sense. They become more 

intuitive to us, almost logical. So here’s what I want you to do. For those of you that are 

classroom teachers you won’t have to think long and hard on this. For those of you that 

aren’t in classrooms day in and day out or one classroom day in and day out, think 

about the teachers or the staff that you work with to support that see kids day in and day 

out and I want you to come up with examples of what we would call or I like to call pet 

peeves. The little things that kids do that just tend to wear your down over time. Now I’m 

not talking about big problem behaviors. I’m talking about the little stuff. But, it’s the little 
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stuff that tends to be the proverbial straw that breaks the camel’s back. It just wears us 

down over the course of time. It’s not if you took that one behavior out of context and 

looked at it under a microscope, you’d be like, Eh, you know, it’s not that big of a deal. 

But when it happens time and time and time again or one kid has it and then it gets 

contagious and spreads to another kid and another kid and another kid. I want you to 

come up with some examples and then I want you to do a quick either pair share or 

table share, however you’re structured here. Some of you came as teams, that’s fine. 

I’m going to give you about two to three minutes. Come up with some examples. Share 

them with somebody and then we’re going to take those and use those as a platform to 

move forward. Okay, so you’re on the clock. You got about two to three minutes here. 

What are some examples of pet peeves? 

All right, allow me to first of all apologize for stepping in on top of you in terms of 

interjecting here. Especially as you get towards the end of a conference, I know you 

want to keep talking. I understand that completely. The other thing I mentioned this 

yesterday too. With elementary teachers -- and you guys actually were probably just 

about as quick for those of you that were here last time. I’m not sure or not. You can tell 

you’re in a group of educators when one person wants to talk. I mean if we were in 

another environment you guys would have just kept talking away. So I really appreciate 

the fact that you’re like, Okay, okay, we need to be quiet and be on task, so great job on 

that.  

Let’s talk about some of these pet peeves. These -- again, these aren’t the big 

things but these are the little things that just wear you down over the course of time. We 

all have them, right? I teach at a university now as my primary teaching, but that’s still 

what I do is primarily teach. And essentially I have 13, 14, 15 to 16th graders. It’s 

fundamentally no different than when I was in -- and I mean that sincerely. I’m in 

teacher prep and there are some of those students that are they that I’m like, these 

guys are going to be really great teachers. I mean just unbelievable. I mean just really 

super strong candidates that say sophomores and juniors and seniors. And then, every 

now and then I run into a junior or senior who’s still needs remediation, tier two and tier 

three strategies and you know I’m sitting there going, Frontal lobe development is not 

quite where it needs to be and we need to come up with some types of additional 
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supports to ramp some things up here so this person can be successful in their course 

of study. Otherwise somebody’s wasted a lot of money, right, to send them to become a 

teacher somewhere. But I’ve got pet peeves, too, all over the place.  

So what are some yours though? What are some examples that you came up 

with just in your quick discussions there? Please.  

AUDIENCE MEMBER: [inaudible] 

TIM KNOSTER: Okay, so noise making, habitual noise making no less. Where they 

bang on the desk to make some type of a beat you said like, you know, and they might 

not even realize they’re doing it. Maybe they do realize. Hard to measure intent if they 

mean it, but noise making, sure. Another example.  

AUDIENCE MEMBER: No writing utensils. 

TIM KNOSTER: Okay, so they come -- if no writing utensils maybe no books, 

unprepared -- Laura, let me rephrase that. Unprepared for learning in the task that 

they’re supposed -- they’re prepared for other stuff but maybe not that.  

AUDIENCE MEMBER: [inaudible] pants down. 

TIM KNOSTER: Pants -- low rider, yeah, okay, low rider, I’m not going to model that 

one. I’ll save you that. That’s an imagine you can live without but I understand. I think 

we all know what that is. In the back please. 

AUDIENCE MEMBER: Foul language. 

TIM KNOSTER: Foul language, okay and that can range you know from a variety of 

things. Again, I won’t model that but I’m sure you follow the gist.  

AUDIENCE MEMBER: When they put their head down and say they’re tired every day. 

TIM KNOSTER: Yes, okay, so they put their head down and they’re tired.  

AUDIENCE MEMBER: Eye rolling, teeth sucking. 

TIM KNOSTER: Teeth sucking, I want to see that one on video. But yeah, it’s just like, 

right, okay, all right, makes sense.  

AUDIENCE MEMBER: Cell phones. 

TIM KNOSTER: Cell phones, right, cell phones, I said that’s the big one at college for 

us ‘cause I mean different schools -- some schools have very strict policies about cell 

phones or whatever. Universities generally don’t, other than a generic policy, most 
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schools have this, so there’s certain things though one can do to address that. I saw 

some other hands.  

AUDIENCE MEMBER: When they lean back [inaudible]. 

TIM KNOSTER: Two legs of the chair or one leg, okay, inappropriate use of materials, 

right, I follow you though, okay. Other examples, let’s get a couple more out here. We 

won’t’ get them all out. 

AUDIENCE MEMBER: Their false sense of entitlement. Like, who are you to tell me? 

TIM KNOSTER: Yes, yes, how many of you have kids that think they know more about 

the content or subject area and they’re a more qualified teacher than you are? We’ve all 

had kids that kind of fit that profile as well, right? Couple of other examples, what are 

some of the big ones? 

AUDIENCE MEMBER: [inaudible] 

TIM KNOSTER: Horse playing, give me an example. Okay, all right, I presume they’re 

not riding a horse into the room that’s why I just want to get a sense of it, okay, all right. 

These are all common examples. I don’t want to say good examples ‘cause they’re 

obviously not the type of behaviors we want to see but they’re all common examples of 

pet peeves. Right? These are all things that when you look at it, one instance of it under 

a microscope by itself you’re like, you know, no big deal. It’s just when it persistently 

and chronically wears you down. This is the primary thing that universal tier one 

strategies gets at and get at really well. You can address a majority of what we would 

call these kind of low-level nuisance behaviors through good preventative strategies. 

Now I want to be clear. I’m not saying you can totally get rid of all of them. I’m not 

saying that horseplay will never happen. I’m not saying that you won’t have drum beats 

going on periodically or someone periodically pulling out a cell phone or sucking their 

teeth in and rolling their eyes or doing -- you’re going to have some of that. But, you can 

reduce it dramatically. When George and Rob and other people have talked about 

school-wide application and you talk about that big reduction in office discipline referrals 

for major problem behaviors, you can also see an equally significant reduction in what 

we would call nuisance or junk behaviors. Behavioral noise is a good way to think about 

it. The rumbling that’s going on, you can reduce that pretty dramatically too through 
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preventative tier one strategies and that’s what we’re focusing on obviously here 

predominantly today.  

When we think about good preventative approaches, there are a number of 

things that go in to play with good preventative classroom management. The three 

critical ones from my perspective are the following. One, rapport building, not a new 

concept, I know. Two, clear established expectations, not a new concept. And three, 

acknowledgement systems or reinforcement systems, right? Now, all three of those 

things are things we’ve all known about in the field. We all have general working 

knowledge about, but what I would suggest is that if these three things are done well 

and consistently, habitually as the common way that classroom management occurs 

what we will see is we will see some pretty dramatic reductions in those low level 

nuisance, pet peeve behaviors. And it’s the pet peeve stuff, it’s the nuisance stuff that 

happens time after time after time. That’s the stuff that as teachers really wears us 

down. And then when on top of that then a major problem happens, it’s like how am I 

supposed to deal with that? I’m dealing with all this.  

So we’re going to get -- try to address as much of all of this over here so that 

when serious issues do arise or a kid needs more than universal strategies, we can 

more efficiently deliver those strategies. In other words, Segai talks about this in terms 

of when you implement school-wide PBS it creates what he would call a host friendly 

environment to do tertiary strategies. In other words, it makes it more efficient. You can 

actually, reasonably and realistically think about how we do individualized programming 

because we’ve been able to lower the level of behavioral noise with all of the other kids. 

Not to totally get rid of it but make it more manageable and within more kind of 

normative ranges or realms.  

We’re also very briefly towards the end of our time here today going to look at 

two simple intervention techniques. A simple way to think about prevention and 

intervention to get rid of the jargon, pro-action and reaction. In other words, even if you 

do a great job. Even if I do a wonderful job in my high school classroom at preventative 

classroom management, I’m still going to have kids who periodically misbehave. That’s 

going to happen. So I have to have a way to respond to those things. Again, fitting with 
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response to intervention, a way to react and respond to those things in a way that is 

both efficient and effective.  

Now along these lines in terms of pro-action and reaction and thinking about 

classroom management, while both are important what we want to do is think about 

how do we strategically invest our time and energy. As a teacher and those of you that 

are classroom teachers day in and day out other than today when you’re here, as a 

teacher you invest your time in lots and lots of different things. You have paper work, 

right? You’ve got all that kind of stuff. That’s a big chunk of your time. You have this 

thing called academic instruction, right? So you got that thing you got to take care of. 

But you also have some element of everyday that you’re investing some portion of your 

time into classroom management. There’s some time that you have to invest in that. 

Some days it’s a little more. Some days it’s a little less but there’s a piece of you that 

you have to invest into classroom management. So what I’m talking about right now is 

just that piece. Not the entire day but that piece of your day that you do with classroom 

management.  

One thing you want to do is create a proportional balance of your investment and 

time. Minimal target, at a minimum, we want to try to invest 80% into the preventative 

proactive things. So that as a result of that at a maximum 20% intervention reaction. 

Now the more experienced we get, the more confident we get, the more success that 

we have in managing our classrooms that 80% usually tends to creep up to 85, 88, 

90%. Maybe on a good week or a good year 95%. Rarely a 100%, right? If it does, play 

the lottery. Right, ‘cause you’re really, really lucky. You’re going to have still some 

inappropriates that occur in there, but the key is to try to minimally hit that 80% 

threshold so we have no more than 20% intervention requirement on our end.  

The other thing to think about particularly with these preventative strategies, 

rapport, expectations and reinforcement, is I want you to think of these like a proverbial 

three-legged stool that you might sit on. In other words, while each leg is important in 

and of itself and bears weight, if you take one of those three legs away, while you could 

still sit on the stool, you’re going to be doing balancing, right? They’re not going to be 

sitting on the stool appropriately. You could sit on it with one leg or two legs. Where 

these three principles or practice get their power is not just each one in isolation, but the 
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interconnectedness between them. In other words, rapport has a relationship to 

expectations and reinforcement. Expectation has a relationship to rapport and 

reinforcement. And reinforcement has a relationship to rapport and expectations. All 

three interrelate with one another. So if you think of that three-legged stool, the three 

legs are the biggest legs but the thing that really gives it the power are the smaller legs 

that connect them. It’s the interconnectivity that kind of create -- in terms of 

management what we call this prophylactic effect to minimize the degree of both 

inappropriate behavior of either nuisance and/or serious problem behavior.  

Now out of those three preventative approaches we’re going to look at rapport 

building or staying close first. Let me just jump ahead a little bit. One thing that I’ve had 

the luxury to do over the years has most of my background working in high schools was 

working at the tertiary or secondary and tertiary combination of levels with kids with 

disabilities as well as kids without disabilities. And I’ve also had the opportunity to work 

with different service providers in adult serving systems including criminal justice 

systems. So I’ve had the chance to actually talk with kids or clients that have had 

histories of serious problem behavior over the years. Sometimes those kids have been 

as young as three years old or four years old and it’s amazing what some preschoolers 

can actually get involved in doing. All the way up through even some adults that are 

incarcerated for criminal offenses, okay? Less there, most of my work has been in 

schools, but some there. And when you talk with or when I’ve talked with these people 

what you’ll hear is they will say almost explicitly, verbatim or if not explicitly, implicitly 

clearly in the message that they communicate as you’re having a conversation with 

them. ‘Cause I’m always like, how did you get to hear? I mean how did things get so 

difficult for you and your life circumstance deteriorate to the level that you have that 

you’re either behind bars, you’re in a adjudicated environment, you know, your parents 

are looking at putting you away in some type of residential care facility? How did it get to 

where it’s gotten with you? And what you’ll hear from those individuals is they will 

describe a whole series of experiences that range -- and I won’t read them verbatim. 

But, experiences of extreme, almost impoverished levels of loneliness, feeling devalued, 

feeling unloved, feeling incompetent, feeling powerless. These are basic feelings, right?  



17	  
	  

Now when you think of those feelings though, there is not one of them, not one 

that is abnormal. Not one, every single one of us in this room at some point in times in 

our lives has probably felt a little lonely, maybe a lot lonely. Every single one of us in 

here probably at some point in time has felt incompetent. Maybe we were put in a 

position to do something that others thought we were prepared to do or supported to do, 

but we didn’t think we were. We weren’t very confident about it and we kind of stumbled, 

fumbled or down right failed with it when we went about doing it. Right? Now the issues 

though while these are normal experiences, normal feelings. They’re not abnormal by 

themselves. The reality is that probably I would be at least 98%, maybe 100% of us in 

here, when we’ve had these experiences they’ve been nested in a broader array of 

experiences that were just the opposite of those experiences. When things start to 

become distorted, when things start to become abnormal is when the preponderance of 

our life experiences are viewed through this set of lenses. In other words, we’ve all 

developed over the years probably -- ‘cause if that weren’t the case, we wouldn’t be 

each of us individually successful as we’ve all been in this room. We wouldn’t be as 

resilient as we are when we’re confronted with an experience of not doing well at 

something or an experience of maybe feeling a little bit disconnected or lonely. We’re 

able to work through that because we’ve got a kind of a bank account of positive 

experiences to draw from to kind of carry us through that. But what happens is kids 

matriculate up in the direction we don’t want them to from universal level to targeted 

group level to tertiary intensive individual level, the further they go up the pyramid the 

more increasingly their life experience tends to be viewed through this set of lenses.  

So effective classroom management, and particularly preventative classroom 

management, takes these things head on in the middle of the bull’s-eye in terms of 

creating a learning culture in the classroom, just as school-wide does, creates a social 

culture in the school, that is the antithesis of these things. It provides additional layers of 

insulation for kids to be able to work through the common experiences that they might 

all have with these feelings in a way that this does not become disproportionate to their 

life experience. What really becomes frightening and scary is when you take somebody 

that gets a disproportionate experience in this arena and we mix it with access to drugs 

and alcohol and weapons. We get really serious types of results, which we’re all familiar 
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with. And then the media sensationalizes it, right, ‘cause it sells. So the reality is that 

good effective classroom management addresses these things. 

Now let’s think about this issue of feelings at least in the first person a little bit 

here. ‘Cause again, the more you can think about these things the more it sets a context 

to understand these particular tools or procedures we’ll look at in a moment here in 

terms of rapport, expectations and reinforcement. Let’s say as you’re coming in to this 

room here today, to come in to this session, as you come in you see somebody else -- 

and this might have happened for some of you ‘cause this is kind of a networking event 

anyway. You see somebody who you don’t see regularly, but this person is somebody 

who is really important to you. Somebody you really feel comfortable with, really 

connected with. Somebody who you really, you know, share information with, but you 

don’t get to interact a whole lot. Right? What I want you to do is think about, right now, 

picture that person in your mind’s eye and I want you to think what are you thinking? 

What are you feeling? And in turn then, how are you acting? What are your behaviors? 

Right? You’re coming in here and here’s somebody who’s really important to you. What 

are you thinking? What are you feeling? And how are you acting? Let’s kind of unpack 

that large group ‘cause we’re going to have a lot of commonality here. What are you 

thinking? What are you feeling? And how are you acting? Start us off. What’s the first 

thing that comes to mind? Or how are you going to look? What are you going to do? 

Excited, so you’re feeling excited. Right? And as a result of feeling excited, we’re going 

to presume this is a positive excitement. Right? Not an oh my god, fear or flight, no, this 

is a positive excitement, right? So you’re feeling good about this. So as a result of 

feeling good, how are you going to look and how are you going to act?  

AUDIENCE MEMBER: [inaudible] 

TIM KNOSTER: Okay, so you’re body language is going to communicate something. 

So, let’s start -- keep it simple. What’s going to happen up here that covers my teeth so 

I don’t suck them in? No, what’s going happen here with my lips? I’m going to have a 

smiley face not a sad face, right? So I’m going to look smiley. I’m going to look happy. 

My affect is going to be that way. Am I going to be opened or am I going to be fetal and 

closed? I’m going to probably be open. What am I going to do? Am I going to stand 

there and see -- what’s your first name since you’re eye to eye with me? Yeah you, 
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Lindsay. So let’s say Lindsay and I know each other from way back. We don’t, but we 

do for this experience, right? So in this case are we going to sit here and just smile at 

each other? No, of course not. What’s going to happen next? Okay, proximity, proximity, 

I won’t make it too weird, promise, proximity, okay, proximity, closeness, correct? 

People that like each other tend to get in proximity of each other. People that tend to 

don’t necessarily feel comfortable with each other tend to avoid proximity with one 

another, right? Okay, so we have proximity. We have happy faces. We have body 

language. What else is going on or are we just going to sit here and look happy with 

each other at this point in time? Okay, we might shake hands. We might hug. We might 

high five. Whatever our interaction pattern history might be, so we’re going to use touch. 

Right? ‘Cause touch is a form of human communication. Proximity, happy face, body 

language, touch, right? And are we just going to sit there high five, hug and hand shake 

the whole time? We’re probably going to talk, right? And what are we going to talk 

about? In general -- everything, but everything that is what? Common to us, something 

we have some commonality in, right? You know, let’s say she’s a nuclear scientists and 

I know nothing about it. She’s not going to start talking about her work. ‘Cause then I’m 

going to be like, Hold on that’s like, I need to stand on a chair to have the conversation 

and that’s not going to work for me too good. Right? So, we’re going to talk about some 

common things. Also, what else is going on that’s less visible? How about respiratory 

rate? What’s happening, faster or slower? Faster, this is exciting. This is good stuff, 

right? Faster, faster respiratory, how about heart rate, up or down? Up or down, that’s 

right. How about endorphins? Oh yeah, if you had an imaging mechanism on my head 

and on my body, I’d look like a Christmas tree at the holidays lighting up. There’s all 

sorts of cool stuff going on. I’d be flying all over the place. It’s like a pinball machine. 

Endorphins are flying. All sorts of stuff is having -- adrenaline rush. All this stuff comes 

with the territory, right? And these things all package together to influence behavior. 

That’s how behavior occurs. It just doesn’t happen randomly. It doesn’t happen in the 

third person. It happens real in the first person for each and every one of us and the 

kids we work with. Right? So we’ve got all this stuff coming together and when these 

things are occurring we have psychological, emotional, neurological and behavioral 

changes that are occurring all within a really quick time frame.  
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 Now let’s take the exact same scenario. You’re coming into the room but we’re 

going to change it. You’re trying to come up to this table up here to sit or up here. And 

the only way to hear is from there and when you get here you walk in and you see 

standing right here -- I won’t say somebody you hate ‘cause I won’t imply that. But I 

want you to think about your own personal dictionary in your personal life and I want 

you to think about who’s the one person right now that if you never saw them again for 

the rest of your life, you’d be a happy camper. Does everybody have somebody? I 

would imagine every single one of us have one person. I have -- you have eight? We’ll 

talk afterwards. Oh, I have a card. Oh, I thought you said eight. I haven’t gotten to eight 

yet. I have two. If you have more than two, we’ll talk more afterward, no. I’ve got two 

people that come to mind. We all have somebody that fits that profile. Somebody who 

we probably don’t want to be around and for what it’s worth they probably don’t want to 

be around us. Probably a good chance there too, right?  

So, let’s take that though and let’s kind of dissect it the same way we just did with 

the positive, with me using Lindsay as the example. Let’s take that and say what are 

you thinking? What are your feeling? And how are you acting? ‘Cause it’s going to have 

some similarity like increased respiration, increased heart rate, endorphins are flying but 

not happy endorphins. These are sad endorphins. These are unhappy endorphins. But, 

what are -- what’s the thought process? And in particular, what’s the behavior process 

that’s going through? What are you going to do?  

AUDIENCE MEMBER: I can probably see them and say, Oh crap. 

TIM KNOSTER: Yeah that’s right. Boy, that was kind the way you said that. Thank you 

very much. First thought is crap. Makes sense, makes sense to me. That would be my 

first thought. Then what?  

AUDIENCE MEMBER: Run. 

TIM KNOSTER: Run, now, all right, so you just might totally -- as this young lady is 

walking in. She has no idea why I’m doing this to her but as she’s walking in -- yep. 

She’s like, oh my god, what did I do? Actually no, please come in, you’re welcomed. As 

you’re coming all of sudden, some people, those that are really good on their feet 

extemporaneously, they come in and all of sudden do an about face and you never see 

them move. Other people come in like this and then all of sudden the little thing over 
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their head says, Crap, and then they run. Right? Some people are quicker on their feet. 

Some people are a little bit more methodical about figuring it out. Right, but they want to 

avoid it. Or if they can’t run or leave the space, all of sudden they get an interest in the 

floor pattern. What a fascinating carpet this is. Or they inadvertently drop something out 

of their pocket. All of you are packing cell phones I would imagine and blackberry’s and 

iPads and all that kind of stuff. Now I want you to be honest about this. Is there anybody 

in here who has never pretended to either have to send a text or get a text in order to 

avoid at a moment in time an interaction you didn’t want to have? That’s kind of a typical 

social problem solving skill. Wouldn’t that be more appropriate for me to get my cell 

phone and pretend I had a text than all of sudden get in to an altercation? That’s a 

better way to problem solve it. Some of you might be coming and all of sudden think or 

you didn’t realize before you walked in to the room that you had to go to the bathroom 

really bad. And you turn right around and you go out and go to the restroom. Some of 

you might go depending on the experience with the person. Go out there. Hide around 

the corner. Wait till you see them leave the room, right? Or see where they get seated 

and sit the furthest away behind them so maybe they’ll never know you were there, 

right? This all makes perfect sense.  

Now you’re like, Okay, how in God’s name does this relate to classroom 

management, right? Well it does. It does very directly. The good news is this. In your 

personal life, you can pick and choose your friends. Right? Nobody is going to tell you, 

you should hang out with so and so. You shouldn’t hang out with so and so. You 

shouldn’t avoid this person. You should try to connect with this person. Nobody’s going 

to tell you that. That’s your life. Go for it. Knock yourself out as long as you’re not 

hurting anybody else, it’s fair game as an adult. But, as teachers, as professionals, as 

educators, we do not have the right to pick and choose who we will make a connection 

with in terms of the students we work with. Now let me be clear. Rapport is not being 

somebody’s best friend. I’m using the friend connection analogy just to kind of 

personalize it for you. But the bottom line is we all have to make connections with, in 

some ways, the most difficult to reach kids. The good news is with lots of kids, those of 

you that are classroom teachers, with lots of kids that rapport starts to happen almost 

magically by itself. You don’t have to think long and hard about it. And I always as a 
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teacher -- from one teacher to another teacher, I always say, Boy, I hope all your kids 

that happens with ‘cause then you don’t even have to think about rapport. It just 

happens. But it rarely does. There’s always a kid, a couple of kids in a given classroom.  

My wife’s a kindergarten teacher. I remember about two years ago she had the 

class list from heaven. It was just -- I mean she was smiling and grinning the whole 

yearlong. These kids were just right on it. The kids were great with each other. They 

connected with her. Lots of parents -- all sorts of great stuff. And then the following year, 

she came back after the first week of school -- and these are kindergartners. She said, 

who in their right mind put these kids together in a room and put me in there? I mean it 

was the total antithesis or opposite of what she had had.  

Now, while people try to groom and massage and manipulate kids from here to 

here on class lists to try to get a balance, the reality is it’s still reasonably random. You 

inherit who you have. You don’t get to pick and choose. You don’t get to say, Okay, I’m 

going to trade -- what’s your first name? Jennifer? I’m going to trade Jennifer for two 

players to be name later. It doesn’t work that way. I got to work with Jennifer, sorry. But, 

I got to work with Jennifer. Jennifer is in my class. So the key is I got to make this 

connection.  

So let’s talk about rapport but talk about in an operational sense. I think the issue 

of rapport is important to understand. We all kind of get it, but we don’t operationally talk 

about it. And in particular, we don’t talk about it operationally of how do you build a 

rapport with a kid who doesn’t appear interested in building rapport with you? Those are 

the ones that are hard to reach. They’re the kids that are at risk for tier two and tier 

three in terms of behavioral issues. Also, perhaps academic issues. So let’s think about 

that.  

First and foremost, rapport is nothing more than a connection and it’s based on 

establishing a caring relationship that’s based on trust. The avenue to rapport is simple 

to understand. With some kids though, it’s challenging to navigate. But it’s simple to 

understand it. Once your kid, collectively kids in a classroom, feel that they can trust you 

they tend to open up and let you in to make a connection with them. Fortunately, lots of 

kids come into school, less so maybe at high school, a lot more at elementary school, 

we know this, kind of come in as an open slate, arms wide open saying pretty much, 
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hey, I’m ready to let you in to my life. Right? I know as a high school teacher they’re 

coming in closed, guarded and a lot of us are saying the last place I want to be in the 

world is here right now. Right? So I understand it’s harder at the high school level in this 

regard. It really is, but it’s not impossible.  

How many of you deal with kids that go in and out of foster care a lot? I would 

imagine a number of you, right? Let me share with you kind of an analogy related to 

rapport and connection with respect to kids in foster care. Now I want to be really clear 

about this though. I’m using an example that is a typical example. Please don’t over 

generalize this and say that every kid who goes in and out of foster care fits this profile. 

I’m not saying that. But I’m saying in my experience the majority of kids that go in and 

out of foster care fit this profile. When you talk to kids that have been placed into foster 

care, maybe for abuse, neglect or whatever it might happen to be. One of the first things 

they want to know about is when reunification occurring. Even if they come from a home 

that you’re like, why are you even asking that or thinking that? Because that’s their 

family. However they define their family that is their family. So they want to know about 

reunification.  

The other thing, though, when you talk with kids going in and out of foster care a 

lot is the thing that they’re asking for and sometimes they’ll explicitly say this, I need 

predictability. I need stability. I need caring adults I can trust that are actually -- and this 

always sounds odd to me. As adolescents, a lot of times that will set parameters on me. 

They’ll actually have a curfew and enforce it. What adolescent says that? A lot of kids 

want it but they don’t always say it. I want them to talk to my 17 year old sometimes. But 

the reality is this. Kids in adolescence, particularly in high school, are on a roller coaster 

ride and they take us along for the ride with them. Right? But they want that 

predictability. They want that connection with a safe, caring adult. Better yet, adults 

plural. Of course they want it with their natural or their -- however they define their 

family. But they also want it with other adults as well. That creates safety and security. 

Then if that’s the case though, why is it that kids that have a history going in and out of 

foster care, they want this? They crave it like a drug almost. Right? Like any kid would 

but even more so because they’ve been deprived it in the past.  
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Why do you think those kids sometimes appear the most difficult to connect with? 

Why does that happen? That’s exactly -- in other words they’re like, Well, you now 

what? It hurts too much. When I let my guard down and I start to let adults in to my life, I 

get burnt. I would actually argue that it would be abnormal for someone to go through 

that patter multiple times and continue to come in and widely open themselves up and 

expose themselves again to that type of pain and experience, right? In other words, 

these are kids a lot of times that make us work really hard to earn their trust. The key 

with trust though and in particularly as it relates to rapport, kids will let us in. But they 

will let us in on their time frame not on our time frame. Some kids let you in sooner 

rather than later. Other kids are going to make you work really, really hard, really, really 

long. Now, the dilemma with kids that go in and out of foster care is sometimes those 

kids get relocated and moved before we’ve had sufficient time to make the connection, 

but that still doesn’t remove the responsibility to endeavor to make the connection 

because we don’t know how long the placements will last. And I know some of you 

come from school districts that have a high level of transiency and student turnover. 

You’re confronted with this challenge exponentially more than a school that has some 

stability in its population. I get that. I understand that completely. But the reality is that 

connection and relationships and rapport are an essential building block of good 

preventative practice. Not just for managing behavior but for creating a learning 

environment.  

So let’s think about what are some things that you could do then with those kids 

that appear a little bit resistant along these same lines to let a connection happen? Now 

on your thumb drives, you don’t have it in front of you right now, but on your thumb 

drives you have one document -- you have a couple documents but one of them is a 

package of what we call tools. There are four tools. Tools like hammers and 

screwdrivers but not those kind of tools. Tool one is about rapport building. This slide 

represents what’s depicted on tool one. Tool two is about reinforcement procedures. 

Tools three and four are about intervention that we’ll touch on very briefly at the end.  

All the tools are, all this is relevant to tool one is a kind of task analysis or a 

breakdown of the mechanics of an interaction. That’s an appropriate type of interaction. 

Think back to that first scenario where I asked you to think about somebody coming in 
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the room and I used Lindsay as an example here. You’ll notice first ones up there are 

the first ones we talked about. Physical proximity, appropriate touch, appropriate facial 

expression, happy face, closeness, handshake, hug, high five, whatever’s appropriate, 

I’m not talking about hugging your kids. You know that. So just to be clear though. So 

I’ve said it for the record. But I am saying appropriate forms of use of touch. Along with 

that, also using open-ended questions.  

Now, think about that. For example, let’s say you have a particular kid in your 

mind’s eye that you’re really struggling with making a connection with. So you start to try 

to have those interactions with that kid. You’ve got to have something that’s safe 

territory for him or her to talk about. Right? In other words, if you go up and start to talk 

to them about some topic or theme that they have absolutely no interest in. The 

likelihood is very low that they’re going to reciprocate and engage in a conversation of 

any sorts with you. They might not even look at you. Right? So you have to have an 

ability to ask open-ended questions but in order to do that you have to have a sense of 

kind of what’s this kid in to. Now, I know first of all with high schoolers -- for some of you 

who are thinking, Oh my god, if I start to think about what this kid is in to all I’m going to 

come up with is well he’s into drugs. He’s in to this. He’s -- yes, we know kids get in to 

that stuff. But every kid also has other things that are safe terrain to have some 

interaction about. Music, art, athletics, favorite sports teams, whatever it is. Short of 

stalking your student of concern, you want to do a little investigative work. Try to figure 

out what are they in to and then that’s the focus or the topic of what you’re going to use 

for the open-ended exchanges.  

Now along those same lines, these open ended exchanges I’m not asking you to 

go outside of your classroom per say or at least outside of the typical ebb and flow of a 

school day to have them. In other words, rapport building or connection requires some 

type of a social interaction. That’s all it really requires in terms of the mechanics of it and 

it involves these basic component parts or steps. But in order to do that we want to 

come up with high frequency opportunities where we can do this on the fly on a regular 

basis. So here’s what I want you to think about right now. And again, you’re going to 

think about it individually and then you’re going to do a quick pair share or small group, 

whatever works for you. I want you to think about the typical high school or middle 
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school for those of you who are middle school staff here. Think of the typical school day, 

the ebb and flow of a classroom and the ebb and flow of what goes on with kids coming 

in to the classroom and out of the classroom and I want you to identify what are 

examples of 15 second to up to maybe a maximum of 2 minutes of what we might call 

non instructional time. Time when the kids aren’t expected to be working on an 

academic task. Okay? A lot of times I know as a high school teacher, the first person 

started -- the first time I heard about different ways to make connections with kids that 

appear resistant to making a connection with and they started to think about, well think 

about the non-instructional times in your class. And my first response was maybe like 

some of you is I don’t have any of those times. I mean I’m boom, boom, boom, boom, 

boom, boom, boom, boom ‘cause if I don’t get through this, I don’t get through this 

curriculum. We’ve got to move. We’ve got to move. We’ve got to move, right? But the 

reality is you do have non-instructional times. They do exist. So I want you to think 

about what are some of those 15 second to 2 minutes ‘cause that’s about the amount of 

time a 2-1 procedure takes. I’m not talking about sitting down and having half hour 

discussions with kids. For what it’s worth if it’s a kid you’re not connected with, they’re 

not going to talk a half hour with you any way. Right? Little short little blips. Little 

dosages if you want to call it. You’re going to inoculate them with little dosages of 

rapport building and intervention. Come up with 15 second, 2 minute, give you about a 

minute and half, 2 minutes to come up with some examples of that. Typical ebb and 

flow of the classroom and or school day with the kid. What are some examples of when 

you can do this?  

All right, allow me to interrupt here again. What are some examples of non-

instructional times that are either in your classroom or in classroom or within a typical 

school day. You can go beyond the classroom, but as a teacher the thing that’s most 

easily accessible to me is when the kids are in my classroom right? But let’s come up 

with some examples or illustrations. We’re not talking about big chunks of time here. 15 

seconds probably minimum, 2-minute maximum, what are some illustrations or 

examples of those times?  

AUDIENCE MEMBER: [inaudible]. 
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TIM KNOSTER: Kids entering the classroom. Kids exiting the classroom. Absolutely, 

that’s one example of a transition.  

AUDIENCE MEMBER: Taking attendance. 

TIM KNOSTER: Taking attendance, when they come in to the class in the beginning 

you still haven’t started formal instruction, you’re doing some tasks but they don’t 

necessarily have to be focused on some high order thinking skill. They’re either here or 

they’re not, yes or no, right? So there’s another example of an opportunity. How about 

other ones? 

AUDIENCE MEMBER: Independent practice [inaudible] 

TIM KNOSTER: Okay, independent practice, now, the thing with independent practice 

is that if it’s independent practice and they’re working on a task and they’re supposed to 

be on task, you have to be really thoughtful about how much you want exchange 

because the last thing you want to do is take them off task for too long ‘cause then it’s 

counterproductive to where you’re going. But, there certainly could be opportunities to 

have those short little snippets of conversation and context of monitoring certain types 

of independent tasks. But most of the rapport building stuff will be during the almost 

exclusive non-instructional block.  

AUDIENCE MEMBER: [inaudible] 

TIM KNOSTER: Sure, bus duty or down in the cafeteria, hallway during transitions 

when kids are going from A to B or wherever they’re going. Transitions in the 

classroom, right? There’s transitions -- maybe you go from individual work to group 

work or group work into pair work or whatever it is or learning station here to here. Other 

examples? 

AUDIENCE MEMBER: Sporting events or after school activity. 

TIM KNOSTER: Sporting events or after school activities, now ironically but not 

surprisingly that’s usually the first one when people -- well, I know when I learned about 

and heard about rapport people said, Okay, you got to make connections with kids on 

their turf, on their terms. Which essentially means okay, well what -- does that mean I 

have to go to every kids basketball game? Right? I mean I need a life. I’m sure you 

need a life, right? We all need a life, so I would never, ever discourage someone from 

going out of their routine to try to go to a kids event. I don’t misinterpret that but I’m 
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saying if you put all your eggs in that basket that’s a low frequency opportunity. It makes 

perfect sense to do it. I’m not saying it’s wrong to do it. But if that becomes your soul 

approach to building that connection that occurs once in a while because you have this 

thing called a life beyond the school day, right? Or at least we try to have them. I know 

as teachers sometimes we wonder do we have a life as you’re grading papers at 10 

o’clock, 11 o’clock, whatever at night. But, the reality is you need some space and time. 

If you think about the typical ebb and flow in any given classroom and in any given 

school building there are these non-instructional little windows of time. The key 

becomes to strategically use them.  

Now, the good news is with the kids we’re already making the connection you 

don’t even have to think about rapport because it’s happening on its own. Right? And it 

would actually feel weird -- think about the kid who you feel the most connection with 

and say, I think I have to build more rapport with this kid systematically. That would feel 

weird. It doesn’t make any sense. The rapport is already kind of happening. It’s with 

those couple of kids here or there and hopefully it’s a couple. Hopefully it’s not the 

whole mass. It’s with those couple of kids that are the most vulnerable, the most at risk, 

the ones for whatever reason don’t even maybe when you say hi to them in the hallway 

don’t even make eye contact. It’s not all of sudden because you have a 15 second 

conversation with the kid, the next time you see him he’s found religion and he opens 

up and sits down and says -- it’s not going to happen. Again, if it does, play the lottery, 

good opportunity. It’s not going to happen that way. Incrementally it happens. Maybe 

that kid who wouldn’t make eye contact before will now at least look up quickly and look 

back down. And then over the course of time we go from that brief eye contact to where 

you say, Hi, how you doing? And they go, uh and they give you some type of guttural 

response. But it’s something that’s not profane but it’s something that you can work 

with. In other words, it’s an incremental process much the same way that relationships 

for ourselves and our personal lives develop. It’s a process that occurs over time. But in 

order for the time to occur trust must be established.  

Think about a kid that you’re trying to strategically make these brief connections 

with and that kid appears super resistant to making the connection with you. You’re still 

communicating to that kid what when you continue to come back and try persistently? 
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That you what? That you care enough to do that. That’s not a bad thing to 

communicate. Especially when you think about the kids that are hardest to reach. Kids 

will let you in when they feel they can trust you but they let you in on their time frame not 

on your time frame. That’s the hard thing. That’s the navigational piece that’s really 

hard. Getting a sense of what they’re in to, trying to use it for those short little 

interactions and over time it’s a cumulative effect. Kind of picture them like a medieval 

knight with thick coats of armor. You’re chipping away and you’re chipping away and 

you’re chipping away and at some point in time you hit skin. Some armor is thicker than 

others. Some kids come in with no armor at all. Right? So it’s with those kids that are 

the hardest to reach that we have to try to keep chipping away and pecking away and 

being respectful about it. Don’t try to force the interaction. Like when you go to use a 

tool one procedure the first time with a given kid that you’re strategically focusing on, 

don’t be surprised if it doesn’t all of sudden they light up for you ‘cause that’s not going 

to happen. If they appear like clearly they don’t want to have the interaction say, Okay, 

have a good day and then move on. Then look for the next opportunity, the next 

opportunity, the next opportunity and at some point in time they’re going to at least give 

you the eye contact, the guttural response, maybe even look and say Hi, hi and move 

on. It’s not a happy hi but it’s a hi nonetheless. It’s a process that occurs over time. And 

if nothing else you’re communicating to that kid that you’re with my time investment for 

me to do this. And I’ll even go out of my way to do it. That communicates speaks in 

volumes with some kids. Especially when you think about some of the life experiences 

some of the kids come to school with that you know all too well where there isn’t that 

caring adult.  

Now along these same lines, there’s a couple of other key preventative pieces 

that we need to look at it that connect with rapport building. As important as rapport is, 

let me be really clear, by itself, totally insufficient. If all you do is a really good job of 

building rapport but not put the other pieces in place, you’re still going to have that 

behavioral noise that’s going on more than likely. So we have to package up rapport 

building here and there in those non-instructional blocks with these other approaches.  

Second major area that we’re going to look at, establishing clear expectations. 

This is the exact same process or procedure that we go through with whole schools, 
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except now we’re talking about in a classroom. It’s the only difference. Now when we 

talk about establishing expectations, if you’re in a school that’s doing school-wide, 

please by all means use the same three to five your whole school is using. ‘Cause I’ve 

run into that on occasion, as teachers will say, well, we’re doing school-wide but I have 

these three expectations. And I’ll be like, why? I mean in other words if it’s be safe, be 

respectful and be responsible. You want to have those in every classroom as well. Don’t 

create your own three B’s. Use the same three B’s. Now, how you define them in your 

classroom that’s a different story and we’ll talk about that in a moment, but use the 

same ones. If you’re not in a school that’s doing school-wide PBIS or PBS yet, right? 

And I emphasize yet.  

If you’re not in one of those schools, then of course you’re going to pick what you 

think the three to five should be. The thing as you do this though, as you think about 

your expectations and then we get in to the steps involved with defining, is you want to 

try to tune in to seeing the expectations from the kids perspectives as much as humanly 

possible. Now for what it’s worth, this is an occupational hazard. The older we all get 

from year to year, the harder it is to relate to what they see the world from or how they 

see the world from. It’s more of a stretch every year. So, we’ll come back to this notion 

of how do you tune in because there’s some simple things that you can do that if you do 

them it helps to connect in to this WIIFM or what’s in it for me type of framework or 

mentality. So we’re going to come back to that concept. 

When we talk about establishing the expectations pick three to five. Once you’ve 

picked your three to five, then you’re going to identify your priority, context or situations 

within the classroom in this case. Not whole school, we’re not outside of the classroom. 

We’re in the classroom now. So you’re going to think about things like entering the 

class, leaving the class, individual work, group work, that kind of stuff. And then we’re 

going to operationally define those three to five across those settings. Now, particularly 

at the high school -- and boy, I just remember vividly conversations I had with teachers 

about this, colleagues of mine in high schools I’ve worked with as a co-teacher with 

them in co-teaching arrangements. It’s like, these are 16 and 17-year-old kids. They 

know how to be responsible in a classroom. And I’ll be like, that would be really nice if 

that were true, but some of them don’t. ‘Cause we know that based on seeing what their 
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behavior has been to date. I mean it would be nice to think that and I would hope they 

would but some of them don’t and we know that.  

Let’s take something innocuous or simple as be responsible. You’re like, okay, 

well kids should know what be responsible would look like. But let’s define that across 

two contexts in the same classroom. First context, be responsible and the context is 

doing individual work and let’s say in particular taking a test. That’s individual, right? So 

taking test, what would a student -- if I was the teacher in this large classroom and you 

were all taking an individual test, what would you look like and/or sound like to me if you 

were being responsible taking your test? Let’s come up with some descriptors here. 

What would you look like and sound like to me as I’m monitoring what’s going on.  

AUDIENCE MEMBER: Keeping your eyes [inaudible] 

TIM KNOSTER: Keeping your eyes on your own work. What else? 

AUDIENCE MEMBER: [inaudible] 

TIM KNOSTER: Working quietly, probably not just quiet ‘cause you could be asleep as 

long as you’re not snoring, right? Working quietly, what else? 

AUDIENCE MEMBER: [inaudible] 

TIM KNOSTER: Sitting down or in your seat, using your own materials, having the right 

materials open, right? All of these types of things, makes perfect sense, right? In other 

words, when we use verbs or action terms it enables us to know exactly what we’re 

looking to see. Let’s take the same expectation, be responsible, but let’s change the 

context but not the classroom. When you guys just did a pair share or small group 

activity, right? What would I be looking for if you were being responsible in doing the 

activity I asked you to do in either pair share or group? Give me some descriptors. What 

would you look like or sound like?  

AUDIENCE MEMBER: [inaudible] 

TIM KNOSTER: You’d be engaged -- okay, so what would engaged look like though? 

That’s absolutely right.  

AUDIENCE MEMBER: [inaudible] 

TIM KNOSTER: And what would on task look like? 

AUDIENCE MEMBER: [inaudible] 
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TIM KNOSTER: Talking to someone, you’d be talking to someone right now. If you 

were talking to someone in the other context in the same situation, classroom, what 

might I think you’re doing? Yeah, see in other words, not only would not only be 

responsible, that would be the opposite in that you’d be violating, actually probably 

some school codes and school laws, right? So, being responsible as simple as it seems 

for 16 and 17 year olds -- for what it’s worth I run into this with 13th through 17th graders 

as well. Is being responsible has a way of what it looks like and sounds like. Here’s the 

key with defining expectations. It’s the same school-wide as it is in the classroom. You 

ask yourself what would they look like or sound like if they were meeting the 

expectation? And when you ask that question consistently from expectation to 

expectation across context to context to context, you get operational statements like 

using own materials, looking at own work, putting forth good work effort, raising hand 

when having question. Right? Working quietly, finishing the task on time, getting to work 

following the first direction or the first directive to get to work, all of these types of things 

become much more observable, much more measurable and much more reinforce able 

or acknowledgeable ‘cause we know what we’re looking for.  

 Let me hope forward and then I’m going to come back. So what you end up with 

is some type of a chart or a matrix -- and again, you got these on your thumb drive. This 

is not like snail on the eye chart for you poor people in the back that are like this saying, 

I can’t see that. I can’t see it for myself and I was on top of it. What you end up with is a 

list of what you’re major expectations are down the one side on the -- some type of 

planning chart or matrix. This is the same thing for those of you doing school-wide. It’s 

the same thing you did school-wide. Your expectations down the side. Contexts across 

the top and then operational bullet statements that define each of these across each 

contexts. These statements should be observable and measurable. So if we’re defining 

be responsible. We don’t want to say act responsibly. We don’t want to use the word to 

define the word. What would they look like if they were acting responsibly? 

 Now the key to understand with defining the expectations, any one -- even 

though I know you can’t see them. There’s a series of bullets under each of these 

areas. Any one of these by themselves is not the end all and be all by itself. However, 

what happens is collectively all of the bullet statements tend to kind of congeal together 
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and they create a comprehensive composite of what being responsible or respectful or 

whatever would look like. A good way to think about these bullets statements is as 

follows. If you go out at night and look outside in the sky on a clear night -- not a rainy 

night like last night, right? But if you go out on a clear night, you look up you see these 

little bright things called stars, right? Well each star by itself is a value but what’s really 

kind of interesting and fascinating is that some stars create a pattern or what’s called a 

constellation. What you’re creating here with these operational statements are nothing 

more than constellations of statements, little kind of constellations that define the 

expectation. The other thing you’ll find is you may have some redundancy. You might 

have something here that’s here, that’s here that’s there. That’s not only okay that’s a 

good thing. It just means that’s extra important. And the more you have redundancy, the 

less you have to remember anyway. So that makes it easier as well, right? So 

redundancy is not a bad thing. It’s a good thing. But you won’t have absolute, 100% 

redundancy given you have different contexts across the top.  

 Now let me go back to the other component parts of this establishing 

expectations. So once you’ve defined them, you got to get them posted. Now I’ve seen 

some high school teachers that are really artistic get really artsy and decorative with this 

and I’ve seen high school teachers that are perhaps less comfortable or less that’s their 

style and they’re pretty matter of fact with this statement. It’s up on a poster board, 

laminated in the room. Either way is fine. Whatever fits how the person teaches is 

absolutely fine. The key is to get them posted.  

The other thing along these same lines is not only to post them but to provide 

some direct instruction in them. When Rob talked this morning about school-wide 

application. He talked about one of the things to do in high school is maybe a little 

different than elementary schools is maybe you get your juniors and seniors to come in 

and actually do the pre-teaching with your freshman and your sophomores. Now 

depending on how your classroom is organized, you might have if it’s totally integrated 

grade level by content or you might have 9th, 10th, 11th, 12th graders in the same class. 

Or you might just have exclusively juniors. Again, different schools operate differently 

this way. The key is to figure out what’s the best way to go about teaching this. And I’m 

going to return to that in a moment here.  
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In addition to that, you want to reinforce. And then the other thing I want to 

emphasize is this last item. You want to have clear, consistent, ways that you’re going 

to respond to inappropriate behavior, which includes consequences. Naturally occurring 

consequences when kids fail to meet the expectation, they should be held accountable 

for that failure. No question about it. But, we want to hold them accountable in a way 

that is instructional, not just punitive to be punitive in nature. Right? So we want to make 

sure that the consequences that we apply make sense. For example, if a kid does 

something that is offensive to another kid, maybe the kid has to apologize. And I would 

usually suggest if you’re going to use an apology just don’t have it be verbal. ‘Cause it’s 

so easy to say -- to teach a kid a mantra to say -- you know you say to them, okay, what 

did you do? Why did you do it? What else could you have done? And they go through 

and they get really good at the verbal behavior and then you walk them up and they 

say, I’m sorry I did this. I did this. I did this. I should have done this. I won’t do it again 

and they walk away and two minutes later they throw the kid in the locker again. Right? 

We get good at the verbal behavior. I would suggest for apologies make them actually 

take some time to either write a note, an email or something like that. Do something, 

maybe they go out of their way to do something nice for that person, even better yet. If a 

kid wastes a lot of instructional time, then maybe what they’re going to do is have to -- 

now they don’t have recesses we know that like you do at elementary schools, a little 

more leverage that way. But, you may have access to other types of times during the 

day where they have a little bit more flex in their schedule. So maybe they’re going to be 

doing the academic tasks they should have been doing during that other optional flex 

time that they have. Right? Come up with naturally occurring opportunities to have 

consequences apply.  

Now once you get these expectations designed -- or as you get them designed, 

one way to kind of tune in to that WIIFM, what’s in it for me, is the follow -- or as follows. 

I suggest that teachers, you pick the three to five. They’re non-negotiable. Your room, 

you call it. Contexts, you pick those too. Your room, you call it. You have the expertise. 

You have the knowledge. You have the past experience from prior -- you call that too. In 

other words, think about the expectations and the context like the picture frame. You 

provide the frame. But then engage the kids in the process of operationally defining the 
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expectations. In other words, conceptually, not literally but conceptually, simply engage 

them in either individual then pair work or group work or however you want to do it. You 

can get as creative as drawn out with this as you want or matter of fact and real choppy. 

Even if you don’t do group activities in that classroom, they’re all in straight rows. Row 

one, you got be responsible while I’m talking. Each of you come up with one thing. Write 

it on an index card. Give them index cards. Row two, you have be respectful while this 

is occurring. Row three, you have this, then you start to compile them. Then you start 

integrate them and chunk them. And then you talk about them. Maybe you vote on 

them. Maybe you don’t vote on them. But, engage the kids in the process.  

When you engage the kids in defining these, you can accomplish two major 

things and you get at the WIIFM pretty well. First, we know we have to pre-teach the 

expectations. I mean it’s one thing to say I want you to be respectful, be responsible 

and then define them. But you want to actually provide some direct instruction. Well 

engaging the kids and helping you define them by saying I want you to think about what 

would you look like and sound like if you were doing that. That’s direct instruction. 

You’re actually teaching the expectation by engaging the kids. So you’re kind of killing 

two birds with one stone right there.  

The other thing it does, particularly at the high school level, the older kids get -- 

but I would argue this is just as important at the kindergarten level, is your addressing 

what we call locus of control or if you want to call it student motivation, fine. The reality 

is this and we’ve all been in this situation. If you’re told to do something and handed to 

you, even if you think that what’s been handed to you is a really great idea, the fact that 

you didn’t have any input in the process, that nobody took the time to ask you do you 

think this is an important issue or not and what do you think about this, that diminishes 

your buy in. And when you diminish buy in, you increase the likelihood of failure to meet 

the expectation or worst yet, sabotage, deliberate sabotage sometimes, right? So by 

encaging the kids in the process, what you’re going to do is not only do the pre-teaching 

or at least a piece of that pre-teaching up front, but you’re actually going to help to 

increase buy in on the kids part to want to meet the expectation. The reality is we’re all 

more committed to something if we feel we had a hand in whatever the something was. 

The less we feel or the more feel removed from what it is we’re supposed to do, the less 
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owner ship we have. The less ownership we have, the less locus of control, motivation 

dips dramatically. Important with all kids, but we know particularly important with 

particular kids. Right? So engaging the kids in the process would make sense as much 

as possible.  

So we’ve talked about or I’ve talked about I should say. We’ve looked at rapport 

and we’ve looked at expectation. Let’s look at that third rung of preventative practice 

right now in terms of reinforcement or acknowledgement systems. Now for those of you 

that are doing school-wide already, my hunch is you’re pretty comfortable using the 

term reinforcement. But I know from my own experience in working with high schools, I 

found or learned out the hard way from talking with really good teachers that when I 

talked about -- used the term reinforcement or particularly positive reinforcement, they 

looked at me saying we do that stuff in elementary or middle school. We don’t do 

positive reinforcement here in the high school. It’s not that we don’t, but it wasn’t a word 

that resonated real well with some faculty. So I simply swapped out acknowledgement. 

Most faculty are willing to say, Yeah, I’ll acknowledge a kid if they do something well. 

Well, that’s positive reinforcement. So we can live with that. We’ll just translate it from 

French to German and use a different word. That works, right? So those of you that 

trying to maybe facilitate this with colleagues in high schools and you’re anticipating a 

little of resistance maybe, the more you can use the lingo and the language that they 

can connect probably the less obstacles you’ll have. It doesn’t mean you won’t have 

obstacles, but the less you might run in to by using language that might more naturally 

fit the situation.  

So let’s talk about reinforcement here. Relatively quickly but the whole key is to 

understand that if we want to or if we’re going to take all the time to establish 

expectation, the whole reason we’re doing that is we want the kids to meet the 

expectations, right? The whole reason we take time to teach math is for kids to what? 

Develop math skills, right? We don’t just teach it and say, Okay, taught it, check it off, 

right? That doesn’t work real well. That’s not why we teach things. We want them to 

learn skills. We know reinforcement is a basic element that we have to do in order to 

help kids in the direct instruction process whether it’s academic or social, emotional, 

behavioral. In terms of reinforcement procedures, some basic principles of this and 
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again, I know all of you generally understand the concept of reinforcement. But, there 

are a couple of things that I think are important to make sure that we pay attention to the 

details of how we deliver reinforcement that helps us in terms of being efficient and 

effective with our reinforcement. In other words, so that when we provide a reinforcing 

statement, for example, it has the most power possible. And also, if you do these things 

as a habit what you’ll find is when you have to redirect, which we’ll look at in a few 

moments, you’re going to find your redirections are more powerful. Which means you 

don’t have to redirect maybe as many times because it’s immersed into a lot of really 

precise reinforcement.  

First and foremost, when you use reinforcement tell the kid what he or she did 

that you’re reinforcing them for. I think Rob used the example earlier today about the -- 

what was it? A middle schooler who won student of the month and she was all happy 

and coming off the stage and then asked, you know, what’d you earn that for? And she 

goes, I have no idea, but she was happy as anything. We want to make sure the kids 

can connect, right? Whether their seniors, whether they’re freshman that they can 

connect the dots, whether they’re 7th graders or 8th graders, that, okay, I’m getting 

acknowledged because I did this. Now having said that I can’t think of one instance 

where I would ever suggest to a teacher don’t say good job. It would be better to say 

good job then not to say good job presuming of course what they did was a good job. 

Right? Let’s just be clear about that. But it’s far more effective and precise to say, Good 

job at getting to work right away. Good job at opening your materials. Good job of 

helping Johnny out with that problem. Good job of remembering the rule we just went 

over in trying to problem solve that or do that proof. Good job of whatever it is. The 

more we can, and the term would be, label our praise, the more precise we can be. The 

more efficient our reinforcement procedures become. So good job is better than no 

good job, but good job at whatever it is, far more precise, far more efficient and it helps 

to create cause effect relationship.  

Secondly, and when you look -- if you take the time to print out those tools I 

alluded to before you’ll notice this. The component parts of tool one for rapport building 

are incorporated by intent into tool two for reinforcement. In other words, all of the affect 

aspects of a social interaction are built into reinforcement procedures. Happy face, 
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proximity, body language, tone of voice, all of that kind of stuff, but there are 

differences. The big difference with reinforcement is it is contingent. In other words, 

what’s contingent mean? Nice, jargony word we throw around, what’s contingent mean? 

Yeah, it means they have to do something to earn it. It’s earned, contingent. It’s not 

free. When you’re using a rapport building strategy, that’s not contingent. You’re trying 

to proactively provide that to build the connection. You think about kids you might be 

having difficulty connecting with. If you make rapport building contingent with them, you 

might as well write it off ‘cause that’s why you’re doing rapport building to begin with. 

‘Cause the connection isn’t happening there and their behaviors -- or their performance 

is not where you want it to be. So, with reinforcement it’s contingent. You can use 

reinforcement procedures in non-instructional as well as instructional settings, but most 

of the time we probably use it during instructional settings. So you want to look, 

reinforcing, while you’re delivering reinforcement.  

Now, in most high school situations that reinforcement is more times than not 

typically related to verbal praise in some sort. Some high schools run token systems 

and tangible systems and documentation systems and whatever and that’s fine. That all 

fits, but most high schools don’t but the key is to be precise with it and then use it 

contingently. And then also, make sure that you try to provide the reinforcement in as 

quick a time proximity as possible to the occurrence of the behavior. The quick the 

better, okay? Again, some kids you know them. You talk to them on Monday or a -- on 

Monday morning about what happened Friday afternoon and they look at you like I have 

no idea what you’re talking about, right? Too much time elapsed in their lives. Other 

kids probably in your high school classes they can tell you what happened at 8:30 on 

Tuesday, October 12. I mean they’re like this. They’re like an automatic calendar that 

pops -- some kids are precise. Some kids are really gray area, right? And middle-

schoolers as we was alluded to before they don’t know what day of the week it is 

usually, anyway.  

Now the other thing with reinforcement is this notion of what we call a four to one 

ratio. How many people have heard of that term or concept? I would imagine a number 

of you, yeah. Again, the four to one ratio is kind of like rapport. I think it’s something we 

throw around so freely but we don’t operationally define exactly what does that look like 
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or sound like. So that’s what I want to try to do here in a very brief amount of time. 

Conceptually, it’s not that hard to get. What it means is the following. For every one time 

you have to redirect a kid for some significant behavioral infraction, you need to catch 

that kid four times doing things appropriately within, and here’s the key, a reasonable 

time frame. Now, the logical question is, Okay, well what’s a reasonable time frame? It 

varies from kid to kid.  

Here’s how you figure out what a reasonable time frame is for the kids in a given 

class. At the high school level because you see maybe a 150 kids in a day or whatever 

your magic number is or within a cycle, it’s more challenging because it takes you 

longer to get to know all your kids, then if you were self-contained in a kindergarten 

class like my wife with 22 kindergarten kids. She knows their first names by the end of 

the first day or second day, right, pretty well. Unless she has twins then that’s always a 

crapshoot, but that’s another issue. But, the reality is you’ve got more kids greater in, it’s 

going to take you a little longer to get that feel for your kids of course. But here’s kind of 

what the four to one looks like once you get a handle or feel for your kids. What’s your 

first name there? 

AUDIENCE MEMBER: Josh 

TIM KNOSTER: Josh, so let’s say Josh is a student in my classroom, seventh period 

whatever, right? So, Josh is in my classroom and I -- in terms of the frequency of his 

misbehavior to the point where I have to say, Josh stop what you’re doing. I want you to 

do this instead, right? Let’s say that occurs on average once a week. Let’s say I see him 

five days a week, period seven. We’re not in a block schedule, pretty traditional 

schedule here. Not a six-day schedule or anything. So, on average once a week, Josh 

misbehaves at a level that I got to stop instruction and say, Josh put down those 

materials. I want you to do this, right? I’m just going to stay local here. Mike or Michael? 

AUDIENCE MEMBER: Mike 

TIM KNOSTER: Mike, so I got Mike here. In Mike’s case, let’s say with him, it’s going to 

be on average once every class period. Seventh period no less, same class, sorry. It’s 

about right, yeah. Do you know him? No. Maybe they’re brothers, right? So, Mike here, 

once every class period. Now what is a reasonable amount of time for me to do -- to 

achieve the four to one in differentiating how I deliver the reinforcement between Josh 
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and Mike. How long do I have with Josh? I got a week ‘cause his baseline, his current 

level of problem behavior is about on average once a class -- or once a week and I’ve 

got him five days a week. So one out of every five class periods, I’ve got to stop and 

redirect. I got a whole week here. I got a lot of flexibility here. Right? Fair amount of 

wiggle room, margin for error, whatever you want to call it. Mike, whose high 

maintenance, right? Whoever knows you, we know this, right? Mike is much higher 

maintenance to me instructionally than Josh is. If his misbehavior, the frequency of his 

misbehavior is once every class period, what is a reasonable block of time within which 

to achieve the four to one. I got to get him four times.  

Now, right away I understand [inaudible], well wait a minute. How am I going to 

reinforce him four times? Who do you think that I -- if I’m strategically think about the 

four to one somewhat and I know that I’m struggling with Mike, whom am I looking for 

as he transitions in the room. I’m probably waiting at the door right? So he might come 

in the door and I say, Hey, how you doing? Why don’t you go ahead, grab your seat. He 

starts to go to his seat. I come right over and say, thanks for going to your seat as soon 

as you did. Boom, there’s one tucked in pocket and I move on. It doesn’t have to be an 

academic task that I’m reinforcing him for. It’s for appropriate behavior, appropriate 

social interaction, appropriate types of things he does. Then, once I kind of transition 

everybody in and you all know that big, you know, how long is too long or how big of a 

window do you have to transition kids in to activities depending on the class, depending 

on your teaching style, you know it’s a really tight window. The longer the clock ones -- 

runs with an original or initial transition, the more off task, the more instructional lost. So, 

we get everybody into their seating including Mike and Josh is already there ‘cause he 

hardly misbehaves anyway pretty quickly. Right?  

So then all of a sudden I start to give the first level of instruction in terms, okay, 

last class we did this. I want you to get your books out. Where do you think I’m standing 

near, maybe not right on top of or sitting in his lap, but who am I somewhat in proximity 

to when I give the instruction.  

AUDIENCE MEMBER: Mike 

TIM KNOSTER: Of course I am. Now I’m not doing, I want everybody to get out -- I’m 

not doing that. But, essentially I’m in proximity. So I say I want everybody to get out their 
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materials, let’s turn to page 14. That’s where we left off last time. Let’s take a look at 

that. All of sudden Mike starts to reach for his book. Thanks for getting your book out. 

Boom, two, there’s two, moving on, right? I don’t have to be sitting here. I’m not going to 

reinforce him like I would reinforce a kindergartner or a 2nd grader. He would eat me 

alive, right? I’m not going to do that. I’m going to be short. I’m going to be sweet. I’m 

going to be the point, but I’m going to be strategic. All that does, that example with Mike 

and Josh here, is that that is an example of differentiating your frequency of 

reinforcement. In both cases, I’m going to achieve the four to one. The only thing that 

differs is the amount of time within which I have to achieve the four to one. The four to 

one is equally important to each kid. Some kids I know you could argue five to one, six 

to one. I’d say if we can get four to one consistently, it would make achievable to get to 

the kid -- the couple of kids that need five to one or six to one. But, if we’re not getting 

the four to one regularly, the behavioral noise is too loud, can’t get anywhere near those 

other kids. And thus they slide up into tier two and tier three, maybe even prematurely 

before they really need to ‘cause they’re not really in need for that it’s just the context 

that they’re working within. So this four to one is really important to achieve as quickly 

as we can.  

 Now one quick comment here. If you’re not thinking this or if you’re thinking it and 

you’re being polite and not saying it ‘cause I know the first time I heard about this four to 

one ratio. I was sitting there going, well wait a minute. I’m going to have some kids that 

are going to say, wait a minute. That’s not fair. Right? I mean wouldn’t it be nice if they 

just -- I’d love it if a kid would just say, You know, Mr. Knoster I think your frequency 

reinforcement over here needs to be a little bit higher. You’re not getting the four to one 

with me at the level that you were trained to do. They don’t do that do they? Be nice if 

they came with captions, so they don’t even have to raise their hand. But they do tell us 

that. How do they communicate? How would -- let’s say for example Josh here for some 

reason or another all of sudden starts to feel, you know, this isn’t quite fair. I need to get 

a little bit more acknowledgement from this guy. All of a sudden he’s going to start to do 

things that he wasn’t doing as much as before. Little -- now he’s probably not going to 

pick up the desk and throw it through the window. That’s not a part of his repertoire, his 

profile. Some kids I know it is. He’s not given the profile I gave you, right? I’m going to 
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start to see more antsyness, more fidgetiness, which is his way of saying, Mr. Knoster, 

could you get over here a little bit more frequently. I need a little higher frequency of 

reinforcement, please. That’s his way of doing it. I mean behavior is a communicative 

type of structure that we all use in terms of how we act. The thing to understand about 

fairness is this and this is really hard sometimes initially to get our heads around but it 

makes perfect sense. If you look up the definition of the word fairness, it doesn’t say 

everybody gets the same thing. If you interpret in terms of classroom practice, it 

essentially means everybody gets what they need. If Josh feels he’s getting 

acknowledge at a frequent enough basis from his standpoint based on his needs, he’s 

not going to get too bent out of shape that Mike gets reinforced more frequently. But, 

the moment Josh starts to feel taken for granted, oh yeah, he’s going to let me know 

relatively quickly that this is not fair. And that’s his way of saying, you know, I’m starting 

-- I feel I need a little bit more.  

Most kids -- and some kids you can -- less so at high school ‘cause you can sit 

down and typically have a rational to some extent with a high schooler. I know maybe 

on the day it might be rational, but on most days you can. You can have a conversation 

with an individual kid even in elementary school. You know, if a kids like well I -- you’re 

showing favoritism. You’re not being fair. If they actually will have that conversation, you 

sit down and have a conversation with the kid. You’re -- I’m not probably telling Josh 

anything Mike he doesn’t already know. He’s in the class with him. He knows that Mike 

acts out a fair amount. Maybe Josh has also been in the crosshairs of Mike’s acting out 

in the past. I’m not going to say, let’s say Mike has IEP. I’m not going to say, Oh Josh, 

let me show you Mike’s IEP. I’m not talking about divulging confidentially, but I’m saying 

I’m not letting Josh in on any big secret that maybe Mike is a little bit needier in terms of 

my attention and constant feedback than you might happen to be. But you know what? 

If you feel like you need a little bit more acknowledgment, hey, thanks for letting me 

know that. I’ll get to you more frequently. I mean that would be nice if they’d approach 

you about that. I mean that would be a pretty mature thing to do.  

So, the key with reinforcement is you simply want to keep it short, keep it sweet, 

keep it precise but achieve the four to one ratio. If you can get that four to one ratio, 

that’s where you’re getting that protective insulation of preventative components. So 
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rapport, expectations, reinforcement together get that interactive effect and for what it’s 

worth, the more you achieve the four to one ratio, what do you think that does for your 

rapport? Hurt or help? Helps it because you appear to be somebody who’s a little bit 

more fun to be around. Right? Rather than every time the teacher talks to me it’s to tell 

me again, I screwed up. Right? Not that teachers necessarily want to have that 

relationship with kids, but we know with some kids we fall in to that pattern that 

interaction pattern over time. Now those are the three preventative, universal, kind of 

tier one pieces.  

Along with that though, I always want to at least spend a couple of minutes 

talking about tier one interventions because even in the best managed classroom on the 

best day, maybe you get away without any issues. You’re always probably over the 

course of time going to have some issues. So let’s talk about two tier one simple types 

of ways to redirect and these are both redirection procedures, how to redirect in 

appropriate behavior.  

The first thing to do is we need to understand that there are two types of 

inappropriate behavior. Now, by types I don’t mean forms like kicking, spitting, stealing, 

swearing, screaming, whatevering, right? But, broad domain is where we can take what 

a kid does and either put it in this domain or this domain. The first domain is kind of like 

that pet peeve stuff you were thinking about earlier. It’s what we would call 

inconsequential behavior. Sometimes called nuisance behavior, sometimes called junk 

behavior, what I like to call pain in the butt behavior, okay? It’s the little stuff, right? The 

other type of inappropriate behavior is what we call problem behavior or challenging 

behavior. And Rob actually alluded to this, this morning as well. You can’t ignore, 

should not ignore problem behavior hoping it will go away. You got a problem, you got 

to deal with it, right?  

Now, sometimes behaviors sort themselves real easily into problem or into 

nuisance. But, sometimes -- -and my hunch is you’re thinking about kids you know. The 

behaviors are kind of gray area. You know, they’re kind of, you know, I’m not quite sure. 

Is that really a problem yet or is that kind of nuisance stuff. Here’s the reality of 

differentiating between nuisance and problem behavior and I mean this very 

pragmatically as a teacher. If you have a gray area behavior, how you define it has less 
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to do with the behavior and more to do with the type of day you’re having. And I mean 

that sincerely. On a good day where things are clicking, after a good week and I’m 

feeling up and positive and all that kind of stuff, I’m probably going to have more 

resiliency as a teacher, greater threshold, thicker skin, if you want to call it. That if 

something is kind of a gray area or behavior, I might say, you know that’s a nuisance 

behavior and I’m going to treat it as such. On less of a good day, where I’m feeling 

rundown and unloved and unappreciated, I may be more likely to pull the trigger pretty 

quickly even though that’s a gray area. Like on Monday I might have treated this one as 

a nuisance behavior, but today is Wednesday, not a good day. It’s a problem behavior.  

Here’s the good thing of understanding these interventions. You try to get it right 

as much as you can, but you know occasionally you’re going to misjudge them. You’re 

going to miscall them. It’s not a big deal. It’s not a big deal if one, you implement either 

of these two procedures consistently and precisely and two, and this is the important 

part with that, is that you’re achieving that 80-20 balance. If you’re getting that 80-20 

balance of the preventative stuff to interventive stuff, even if you miscall the intervention 

stuff and treat something as a problem that really in retrospect you’d be, I overreacted 

to that and maybe I should have dealt with it as nuisance behavior, not a big deal. You 

don’t have to agonize over it if you implement these things well and you’re getting the 

80-20. 

So let’s look at this. With nuisance behavior or junk behavior, what we want to 

look at is using an indirect intervention. And that’s the big difference between these two 

interventions. One’s indirect, one’s direct, but they’re both interventions. So with an 

indirect intervention, what you’re going to do is essentially take the same approaches 

that you’ve been using with prevention and in particular contingent reinforcement or 

what I call tool two, which is in those packets of tools and you’re going to use 

reinforcement strategically in proximity to the student engaging in the inappropriate 

behavior.  

So for example, let me come in here a little bit just to make it a little bit easier. I’m 

going to use you three guys here, okay? Your name is?  

AUDIENCE MEMBER: Diane. 

TIM KNOSTER: Diane and we have David and we have? 
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AUDIENCE MEMBER: Deb. 

TIM KNOSTER: Deb, okay. So, let’s say I’ve given a task to be done and there’s 

supposed to be working quietly and independently. And in this situation, whether we’re 

working in a group or maybe they’re in rows, right, like you can contextualize this to your 

situation, okay. David gets right to work. Deb gets to right to work. Diane, right, you 

said? Yeah, Diane is kind of off task a little bit, right? Now, she’s not so off task she’s 

disrupting other people and she’s not been off task for the last hour and half. So it’s not 

going on too long. Relatively short period of time but she’s not gotten to work as quickly 

as I would like her to and certainly not as quickly as her classmates have gotten to, 

right? She’s kind of daydreaming or doing whatever. Now, I’m going to make a 

judgment call. Probably on a good day, I’m going to say nuisance behavior at first. On a 

bad day, probably not, problem behavior right?  

Let’s deal with the good day. Nuisance behavior, what I’m simply going to do is 

I’m going to hone in on David or I’m going to hone in on Deb and I’m going to provide 

contingent reinforcement to that person for doing the right thing. That’s not a bad thing 

because they’re doing the right thing. So I’m going to come over. I’m going to near a 

student, near shoulder. I’m going to provide reinforcement. Now, while I’m over here I 

am watching Diane. I’m simply not watching Diane. That’s the key. In other words, she’s 

on my radar screen. I’m using in this case, Deb, which is still a good thing ‘cause I’m 

providing reinforcement. I’m using Deb as a way to indirectly bring Diane back to the 

ranch here with us, right? I’m using proximity -- a lot of time just proximity alone tends to 

draw the kid back. But then I’m going to deliver reinforcement. Then as I deliver the 

reinforcement, I withdraw from the situation. This is sometimes called a pivoting 

procedure, think basketball. Pivot foot stationary here, here. So I’m here. As I withdraw, 

I pivot. As I withdraw, I am watching here, but I am not like watching here. So she 

knows I’m watching. As I withdraw, she’s on task, bang, reinforce for being on task. And 

then I move on. Don’t have to lose a lot of sweat. Don’t get in to arguments or anything 

like that, right? If as I withdraw from here, she’s still not on task, if I’m having a really, 

really good day, maybe I pivot a second time. If I’m not have such a good day, but it 

was a good enough day to pivot once, I go withdraw from here, still off task, boom, I’m 

going to go into a direct intervention. Judgment calls, okay, judgment calls. But the key 
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is I don’t have to get in to overly emotional types of situations and understand though, I 

completely get it, you’re frustrated that you even have to come over and have this 

dance, right? Maybe Diane and I have a history of that she seems to never get to work 

as quickly as the other kids and I’m getting tired of that. I’m getting worn down by that, 

but it’s still more productive to use an indirect intervention to bring her back, proximity, 

reinforcement, pivot once, maybe pivot twice. If you have to pivot two times, I’m just 

about sitting in her lap as it is. If she’s not coming back to, you know, where we are and 

back from never neverland, then I’m probably going to have to go into a direct 

intervention anyway. Even though the off task hasn’t ratcheted up, it’s gone on too long. 

So then it’s become a problem, even though the behavior hasn’t gotten worse. So 

problem behaviors are not always somebody acting out aggressively towards somebody 

else or ripping up materials. It could be being off task too long. That’s an example of a 

problem behavior as well. That’s an indirect intervention, okay? 

Now, the other type of intervention that we have are for situations where it’s not 

junk behavior but we view it as problem behavior. Now, with problem behavior there are 

three major component parts of a redirection. One, we need to stop the problem. Two, 

we need to redirect them to an alternative behavior that’s acceptable. And three, still 

have contingent reinforcement once they comply with our redirection. Remember back 

when I talked about reinforcement and labeling your praise. Here’s where the label 

praise really comes in here again. You don’t want to have the kid get confused of your 

praising them for engaging in the problem behavior to get you over there, right? You 

want to be precise about what you’re reinforcing them for upon compliance.  

When working with staff to actually learn these procedures the first time to be 

systematic, I usually suggest to use a mantra. Actually verbatim, use these statements 

to start and then once somebody becomes comfortable with using the procedures, then 

by all means substitute your own language in for it. The simplest way to approach this is 

to teach people to say -- approach the situation with the given student. So, what’s your 

first name? 

AUDIENCE MEMBER: Ruth 

TIM KNOSTER: So let’s say Ruth here is grabbing materials from a classmate. So the 

best way to do this is I want to go through a process where I’m going to approach Ruth 
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and I’m going to tell her to literally, verbally stop X. Now, keep in mind X is a variable 

right. We’re going to say stop grabbing so and so’s materials. Stop, you know, 

destroying the paper. Stop wasting time. Stop whatever it is. Stop swearing. Stop 

spitting. Stop kicking, whatever the X is. So, you got to label the problem behavior, just 

like we labeled the reinforcement. Now, keep in mind while you’re doing this, 

understandably you’re not happy, right? You’re frustrated and depending on the kid 

you’re approaching, maybe a little bit nervous. Correct? So as you’re approaching this, 

you’re using proximity still assertively, not aggressively. Judgment call, all of us look and 

sound a little different so you’re going to have gauge distance, tone of voice based on 

your modulation, size and the like.  

So I’m going to do a stop X. Like stop grabbing materials, keep your hands to 

yourself and do your work. That’s a stop X and there’s your second statement, do Y. 

Stop X, do Y. Once you do stop X, do Y, stay, wait, pause. Different than indirect 

intervention. Think back to what we just looked at when I was over there. You’re up and 

you’re moving and you’re pivoting one side and you’re pivoting the other side because 

you’re using an indirect intervention. With a stop redirect, once we get here, I’m here.  

Second thing, I want Ruth -- Ruth right? I want Ruth to know that I’m talking to 

her and no one else. I want to her to know that she’s center of my universe right now 

and I’m not going anywhere until she does what she’s supposed to do, right? Now, 

some of us sometimes get caught up in, most don’t but some do, of Ruth look at me 

when I talk to you. I don’t care if a kid looks at me as long as I’m confident that they 

know I’m talking to them and they’re processing what I’m saying. Right? I don’t get hung 

up on you look at me. Now, with some kids if you’re not sure they’re following you, if she 

won’t look at me, like you look off to the side while I’m doing this, I’m going to help her 

look at me and I’m going to continue to at least -- so now I know I have her attention 

‘cause she’s trying to avoid me. So at least I know that she’s in with me, correct? I know 

she’s in the -- yeah, help. I’m really making it uncomfortable for Ruth here. But in other 

words, I know she’s engaged with me ‘cause when I go here, she’s go here. When I go 

here -- okay, all right, I got here. She’s listening and she knows I’m here. It’s not like 

she’s way off here and wherever. So I’m going to stop X, do Y. 
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Now the other thing that’s a common mistake that sometimes happens with the 

stop redirect procedure is understandably you’re amped up. I’m amped up as a teacher. 

I don’t want to have to come over here and do this. I’m not happy about this. I get over 

and I’m doing, you know, Ruth keep your hands to yourself and do your work. And then, 

right away I’m saying, I said keep -- in other words, I’m not giving here any chance to 

process. So once you get over to do a stop redirect. Stop X, do Y, wait, pause, I usually 

say breathe. If you’re really amped up three shorts breathes. If you’re not really amped 

up, one big cleansing breathe. Again, judgment call, you got to make this stuff work for 

you. So it’s stop X, do Y, wait, pause, she complies, reinforce.  

She doesn’t comply, what do I do? Don’t say throw her in a headlock. I know you 

want to. I know I’d be I can’t believe this. Let’s say she doesn’t grab materials, but she 

just sits and isn’t starting to work. What would be the logical thing for me to do next? 

Just restate it again, right? Now, when I restate it does saying it louder help? But it feels 

better doesn’t it? Here’s where self-control comes in, right? Remember, classroom 

management is not about me managing Ruth. It’s about me managing my behavior in 

an instructional group setting. I have to be able to use my coping skills so that I do not -- 

I said I wanted you to -- ‘cause getting louder doesn’t -- unless she’s really hard of 

hearing, it’s not going to help. In fact, what might it actually do? That’s like taking a little 

drip of gasoline on a little tiny flame and when you do that, poof. That’s not the idea or a 

redirect. A redirect is to stop it, quell it, chill it and move out. Right? 

The other common mistake that can be made with a stop redirect is that 

sometimes you will allow yourself -- and I understand. I’ve been here and done this and 

some kids are masters at it. You will allow yourself to get sucked in to what we call a 

bait and switch. Where you come over and you do a stop X do -- well she said. No she, 

yes she didn’t, no she didn’t and two minutes later you’re like, how did I get here? All I 

did was to come over and say stop X, do Y and now I’m having a conversation about it. 

And now I’m explaining myself to this student, right? We don’t want to do that. Stop X, 

do Y, wait, pause, comply, reinforce, don’t comply, redirect again.  

You can always if you have to change the redirect. Let’s say she starts to get 

really disruptive. I can change the do Y to I want you to gather your materials and I want 

you to come over here now. I can change the do Y so that it doesn’t further disrupt the 
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situation. I can always do that. I always have the luxury to do that. If with Ruth, I get into 

this dance frequently and I feel like I need to talk about Ruth -- talk with Ruth about the 

situation, absolutely fine, just not during the situation. If I want to have a conversation 

with Ruth, I’m going to do it after class or at some other time. I’m not going to do it at 

that moment ‘cause then it’s just drawing me into a bait and switch. The whole idea of a 

stop redirect is I want to minimize lost instructional time. I want to bring her back to the 

ranch. Stop X, do Y, wait, pause, boom, move on, we’re going on. If I get over here 

multiple times, maybe do Y is I want you to take your materials and come over here 

now. You’re still in the room doing the work. And yes, you can always if you have to -- 

even though principals I know don’t like this. If you’re do Y, office, ODR, then maybe 

that’s a part of the process. But the key is this, as long as you’re getting the 80-20 

balance and use these things efficiently and effectively, you should find that you’ll be 

able to reduce the level of behavioral noise with most of your kids to a manageable 

situation remember that 4 to 1 ratio. If you get the 80-20, you’re probably going to find 

yourself in that 4 to 1 almost naturally as happenstance by it.  

Now to respect your time, I’m going to shut up and let you go. All right, but thank 

you for especially at the end of a conference you guys hanging in there. I really 

appreciate it.  

FEMALE: A few final notes, I want to thank Dr. Knoster for not only providing us 

wonderful material, but it was a really engaging and wonderful session, so thank you so 

much.  


